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Abstract 

This study investigated whether information and communication technology (ICT) 

brought increased capacity to teacher autonomy in Continuous Professional 

Development (CPD), an important practice expected of teachers in schools 

worldwide.  It took place in Hong Kong when political protests and a global 

pandemic made schools stop face-to-face lessons and ICT potentially offered a 

means to facilitate CPD and sociocultural and contextual influences on their 

practices and beliefs. A three-phase mixed-method research design was 

employed, generating qualitative and quantitative data. NVivo and SPSS were 

used to analyse the qualitative and quantitative data in all three phases, except 

for the qualitative data in Phase 1 where manual coding was used.  All English 

language primary school teachers working in aided or government primary 

schools were invited to participate in Phase 1 through the Advisory Teaching 

Team network. Online questionnaires with closed and open-ended questions 

were used, 123 volunteer teachers completed them and replies were subjected 

to descriptive and inferential statistical analysis. In Phase 2, 16 self-selected 

participants from the original sample were involved in semi-structured interviews, 

conducted using video conferencing software, investigating how teachers 

interacted with ICT during a global pandemic. From Phase 1 and Phase 2, a 

proposed CPD cycle was developed to structure professional development 

facilitated by ICT within a school - the Technology Integration CPD Cycle 

(TICPDC). An intervention then took place in one local primary school which 

volunteered to participate on a convenience sample basis. The researcher 

assumed the role of school innovator to support teachers in developing an 

English literature unit. In the final Phase 3, eight teachers involved in the 

intervention following the TICPDC framework completed an online questionnaire, 

analysed by descriptive and inferential statistics. This was followed by in-depth 

interviews with two senior management teachers who were part of the sample.  

The use of ICT was a universal practice of all the participants. The results showed 

that teachers saw value in using technology to create and sustain pedagogical 

innovations in the classroom and facilitate sharing, planning, and implementing 

learning and teaching.  However, in all Phases, those who self-selected to 

participate in the study may have been more digitally competent, leading to bias 

in the findings. This study adds to the growing understanding of pedagogical 

practices in teacher CPD, especially within the Hong Kong context, but will have 

implications for teacher CPD in other countries. 
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Chapter 1 – Introduction 

 

The researcher and the research 

Schools continue to face complex and dynamic changes and challenges (Herrity 

& Morales, 2004). As a teacher and advisory teacher in Hong Kong, I have long 

been interested in improving myself within my profession as well as sharing my 

knowledge with others in the same profession. My aim is to support my 

colleagues and teachers from all around Hong Kong, with a focus on teaching 

English as a foreign language. As part of my role as an advisory teacher (AT), I 

support schools and their English teachers to create an enriched and effective 

English-language learning and teaching environment in local primary schools 

through the implementation of curriculum reform, teachers’ professional 

development and the adoption of innovative learning and teaching practices 

(EDB, 2017). Continuing professional development (CPD) is important to 

teachers’ personal lives and careers. Much emphasis must be put on the nature 

of CPD as a ‘continuation’ for improving the knowledge and skills acquired.   

 

Every year, I am assigned between 13 and 18 local primary schools in Hong 

Kong. Each local primary school features one native English-speaking teacher 

(NET) who co-teaches with several local English teachers (LETs). Class sizes 

vary, averaging approximately 20–38 students. At the beginning of the academic 

year, a meeting is organised to discuss the aims and objectives of the English 

department. The AT’s role is to promote the objectives that the English 

department has set and provide school support and advice to help achieve 

them. To do so, the AT covers three main areas: professional development, 

learning and teaching, and curriculum development (EDB, 2017). 

  
The AT’s missions regarding the promotion of Professional development:  

•  To develop advisory support plans (ASPs) for schools to foster English-

language learning and teaching as well as school-based professional 

development, which are varied and devised according to the needs of the 

schools.  

•  To improve learning and teaching through classroom support, reflection and 

feedback.  
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•  To introduce EDB documents or resources and support the development of 

teaching materials for and with teachers.  

•  To conduct centralised workshops, follow up on what teachers have learnt from 

them and help them put the knowledge into practice.  

•  To support NETs in conducting school-based workshops.  

•  To support schools in conducting parent meetings.  

•  To communicate with principals, informing them about the progress of the NET 

Scheme within the school.  

•  To support schools in conducting school self-evaluations.  

•  To promote collaboration and networking.  

  
The AT’s missions regarding the promotion of Learning and teaching  

• To visit schools regularly to support the learning and teaching of English.  

• To contribute to collaborative lesson planning (CLP).  

•  To make suggestions regarding innovative teaching strategies.  

•  To foster an English-rich environment.  

  
The AT’s missions regarding the promotion of Curriculum development  

•  To support schools in developing their school-based English-Language 

curriculum and resources for learning and teaching English.  

 

The advisory teaching team 

The Education Bureau of Hong Kong (EDB) also provides support to the NETs 

and LETs in local schools that have hired a NET through the NET Scheme, by 

way of an advisory teaching team (ATT) (Jeon & Lee, 2006). The ATT comprises 

a combination of NETs and LETs. The ATT designs and operates regular 

teacher-training programmes as well as conducts school-development visits to 

participating schools. Each school is assigned an AT to monitor the effective 

deployment of its NET, provide support for the development of innovative 

teaching methods and related curriculum resources and disseminate good 

teaching practices (Jeon & Lee, 2006). 

 

The ATT’s vision is to enable Hong Kong primary school students to become 

competent users of English and enjoy the use of English in a variety of situations 

for a variety of purposes (The NET Scheme in Hong Kong, 2022). The ATT’s 

mission is also to create an enriched and effective English-language learning and 

teaching environment in local primary schools through the implementation of 
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curriculum reform, teachers’ professional development and the adoption of 

innovative learning and teaching practices. 

 

The ATT operates in four main areas of support (details are adapted from the 

EDB website stating the roles and responsibilities of the ATT (Advisory Teaching 

Team, 2017):  

1. Professional development 

2. Learning and teaching 

3. Curriculum development 

4. Building a supportive working relationship 

 

Professional development – The AT develops ASPs for schools to support 

English-language learning and teaching as well as school-based professional 

development. A template for the ASP is attached in Appendix 1.1. The plans vary 

from school to school and are co-constructed with the schools based on their 

needs. The AT’s role is also to facilitate and improve learning and teaching 

through classroom support, reflection and feedback. Additionally, the AT 

introduces EDB documents or resources and supports the development of 

teaching materials for and with teachers. Schools are also informed about 

upcoming centralised workshops by the AT, who follows up on what the teachers 

have learned from these and helps them put the knowledge into practice. Aside 

from conducting CPD workshops for teachers, the AT supports the NETs in 

organising school-based workshops, assists schools in holding parent meetings 

as well as communicates with principals to inform them about the progress of the 

Scheme within the school.  

 

Learning and teaching – The AT visits schools regularly to support the learning 

and teaching of English as well as contribute to collaborative lesson planning. 

Furthermore, the AT provides suggestions on innovative teaching strategies and 

advises the school on how to create and foster an English-rich environment. 

 

Curriculum development – The AT also partakes in the school’s development and 

supports the schools in elaborating their school-based English-language 

curriculum and resources for learning and teaching English. 
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Building a supportive working relationship – The AT maintains close contact with 

the schools that they support through school visits, e-mail, phone or fax 

communication, as well as provides advice regarding NET deployment issues if 

necessary.  

 

Importance of the project 

Teachers’ stress levels in schools are high and soaring (Au, 2019). Teachers are 

either leaving the profession or taking medical leave to cope with the workload 

that schools are placing on them. In Hong Kong, the EDB provides support to 

teachers in government or non-direct subsidies schools. The NET Section 

includes the ATT, which conducts professional development through CPD 

workshops, as well as assigns an AT to each school. I have been working with 

the ATT since 2015, and my experience has shown that teachers rarely have time 

to sit down with the AT to develop and reform the English curriculum. Although 

schools allocate time for teachers to collaboratively plan for upcoming lessons, 

teachers often use this time to discuss the content of the textbooks and what 

needs to be taught that week. Because teachers’ time is limited, they often 

cannot discuss possible innovations or plan and implement changes to the 

curriculum. Teachers have the option to attend CPD workshops; however, this 

takes up more of their time and may become counter-productive by creating more 

stress.  

 

A large part of my role as an AT focuses on teachers’ professional development. 

The objective of this study is to research possible ways for external school-

support educators such as ATs to make use of information technology to support 

teachers in schools using CPD. This thesis will focus on one known technological 

platform, Google Education Suite, also known as G Suite for Education. G Suite 

for Education provides free business features to non-profit K-12 and higher-

education institutions and home-school co-operatives. By exploring the possible 

options, this thesis will look into whether G Suite for Education can serve as a 

technological tool to support teachers in their CPD. The next section will discuss 

the functions and applications of what G Suite for Education has to offer. 

 

Learning-management systems 

With the world rapidly changing day by day, people are engaging more and more 

with information and communications technology (ICT). Most educational 



ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 19 

institutes make use of a web-based educational system (Islam et al., 2017). There 

are several online cloud-based platforms for educational practices, also known 

as learning-management systems (LMS) (Ventayen et al., 2018). An LMS helps 

to organise content in one place for easy access. LMSs can be accessed by 

learners on their desktop and laptop computers or via their smartphones and 

tablets (Ventayen et al., 2018). A number of LMS products are currently available 

on the market. The table below (Table 1.1) shows some of the most popular LMSs 

today. 

 

Table 1.1 – Most commonly used LMS platforms by schools, adapted from 

PC Mag (Fenton, 2018) 

LMS Brief description 

Google 

Classroom (part 

of G Suite) 

Free to use and allows users to give real-time feedback 

online. It facilitates the sharing of materials and 

announcements. 

Canvas A platform for sharing class modules with extensive third-

party integrations. The downside is that schools are 

required to purchase a license. 

Blackboard Learn One of the most popular post-secondary learning-

management platforms. It integrates well with mobile 

devices, but its K-12 products do not seem to be at the 

forefront of the competition. It does offer large-scale video-

conferencing, however. 

Moodle A free, open-source learning platform with products similar 

to Blackboard but no specific K-12 products. Additionally, 

teachers or administrators need a higher level of computer 

competency to set it up. 

Schoology Free for individual users, with an intuitive featured course 

assembler. Premium features entail an undisclosed fee. 

 

The functions of e-learning in electronic-CPD 

E-Learning plays a significant and growing role in primary education in Hong 

Kong (So and Chen, 2018). The EDB has been promoting the use of e-learning 

and technology across school curricula. However, reviewing e-learning theories, 

frameworks and models, Mayes and De Freitas (2004) explained that there are 
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no specific models for e-learning, only enhancements of existing models of 

learning that use technology to achieve better learning outcomes. If the concept 

of electronic-CPD is applied to CPD for teachers, teachers are given the 

opportunity to continue acquiring knowledge and skills through CPD in an 

enhanced model. 

 

The objective of this thesis is to identify the usability of G Suite for Education and 

how it can be utilised to enhance CPD for primary teachers in Hong Kong and, 

consequently, the learning of English for the students. At the time of the research, 

few studies had looked into the enhancement of CPD by means of ICT. To guide 

the research, the specific objectives are as follows: 

1. To identify teachers’ preferences regarding CPD activities; 

2. To identify teachers’ patterns of participation in CPD activities; 

3. To identify teachers’ familiarity with ICT resources within the working 

environment; 

4. To identify teachers’ future goals for CPD. 

 

The central research question for this study is: How can ICT facilitate teachers’ 

CPD, leading to dissemination in the classroom?  

• RQ1 - Can G Suite for Education and mobile communication applications (e.g. 

WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time allow for 

more effective collaboration between teachers and with the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

Summary 

This study contributes to the literature on the integration of ICT into teachers’ 

CPD, specifically in Hong Kong primary schools, with relevant and useful 

information about the PNET and the development of English-as-a-foreign-

language education. The hope is also that this study will guide me, as an AT, in 

improving the current CPD practice and further developing the planning and 

management of CPD in my own school-support context. 
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There are ten chapters in this thesis. Chapter 2 will present the educational 

context of Hong Kong and additional information on the NET Scheme. It will also 

explore cultural differences between NETs and LETs in the context of teaching 

English as a foreign language. Chapter 3 will describe the background of the 

study, the rationales behind the integration of ICT into CPD and the developments 

and relevant empirical studies conducted in Hong Kong and internationally. 

Chapter 4 will consist in a discussion of the philosophical and theoretical 

framework of the study, research design, methods and data collection procedure. 

Chapters 5 will present the results from Phase 1. Chapter 6 and 7 will present the 

methodology and results from Phase 2 of the study.  This will be followed by 

Chapter 8 and 9 which describes the research intervention and the results from 

Phase 3.  Finally Chapter 10 will then propose a final discussion of the 

implications of the future integration of ICT into CPD for teachers and educators, 

as well as areas of further research on technology-enhanced CPD.
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Chapter 2 - The Hong Kong Context 

 

Introduction 

In this chapter, I will examine the context of Hong Kong and its impact on the 

research. I will look into the demographics and the history of the Hong Kong 

education system, along with the policies put in place by the EDB for teacher 

participation in CPD. Because the PNET Scheme is a major constituent of the 

Hong Kong Primary English system and involves expatriate teachers working in 

local schools, cultural differences will also be explained. Finally, I will discuss the 

impact of the political protests and the COVID-19 pandemic, which occurred 

during the research, on the Hong Kong education system. 

 

Demographics  

Hong Kong, a special administrative region (SAR) of the People’s Republic of 

China (PRC), is a multilingual society located on the south coast of China, 

bordering the mainland city of Shenzhen in the Guangdong province. Hong Kong 

is known as one of the most densely populated areas in the world, with an 

estimated population of 7.62 million (Hong Kong Population, 2022). Hong Kong 

uses three main languages, Cantonese, English and Putonghua, each of which 

‘carries different political, economic, social and cultural values locally’ (Chen, 

2005). Cantonese is the predominant language and the mother tongue of many 

in Hong Kong (Sze, 1997). Nonetheless, English is maintained as a co-official 

language alongside Cantonese despite the change of sovereignty when Britain 

‘handed over’ Hong Kong to the PRC in June 1997.  

 

Language policies in Hong Kong 

Children who study in Hong Kong in local government-aided schools learn 

Cantonese, Putonghua and English from Primary 1 (6 years old) for 12 years, 

until the end of their senior secondary education. There is no law that requires 

schools to follow a particular language curriculum (So, 1996). Therefore, schools 

can adapt and create their own language curricula according to their own needs 

as long as these are ratified by the EDB. However, in practice, schools that 

develop their own Chinese and English curricula follow past established 
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practices, which are heavily influenced by public examinations (Education 

Department, 1997). 

 

The educational context of Hong Kong 

Pennington (1995) described the educational context in Hong Kong as 

characterised by low autonomy for teachers and few opportunities for 

collaboration with colleagues, as well as little emphasis on collegiality because of 

teachers’ heavy workloads and lack of time to develop a curriculum to meet their 

own needs. Teachers can face large classes of up to 40 students alone and teach 

multiple classes. Changes to the curriculum are generally adaptations from past 

established practices (Pennington, 1995). Hong Kong has undergone a series of 

changes in its educational system to accommodate the changing needs and 

challenges in the country’s social structure.  However, cultures of hierarchy and 

seniority are commonly predominant in school organisations which leads to 

standardised practices (Benson, 2010). These standardised practices have been 

shown to affect Hong Kong teachers’ autonomy to make decisions about their 

classroom practices (Benson, 2010). However more recent studies has shown 

that hierarchical decision made by senior managements were less prominent and 

allowed for a more collaborative decision-making process (Wan et al., 2018; 

Moorhouse, 2018).  

 

In the 21st century, teachers have to cope with work stress and symptoms of 

depression (Au, 2019). A study conducted by Chan et al. (2010) found that 97.3% 

of participating teachers working in schools reported an increase in their 

perceived stress level, with primary teachers showing a higher perceived level of 

stress than secondary teachers. Many teachers identified heavy workloads and 

time pressure as the primary reasons for their perceived stress levels. As this 

research looks into Hong Kong’s primary education sector, the next section will 

discuss the educational context of primary school education in greater detail. 

 

Primary school education in Hong Kong 

Between 1978 and 2009, all children were required to attend school for at least 9 

years, and the government provided 6 years of free primary education and 3 

years of free secondary education (Zhan et al., 2013). In 2009, this period was 
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extended, and free education is now offered for a total of 12 years (EDB, 2021), 

that is, 6 years of primary education and 6 years of secondary education. 

 

During the 2019–2020 school year (when the data for this thesis were collected), 

there were 575 primary schools in Hong Kong – 532 government and aided 

schools and 43 English School Foundation (ESF) and other private or 

international schools (EDB, 2018). Primary schools in Hong Kong consist of six 

grades. Children enter primary school between the ages of 5 and 6 and graduate 

between the ages of 11 and 12. It is common for children to attend kindergarten 

for up to 4 years before entering primary school; however, kindergarten 

attendance is not mandatory. Hong Kong primary schools operate a subject-

based system, with classes receiving different teachers for each subject. The 

core primary-school subjects include English, Chinese, mathematics, general 

studies, music, visual arts and physical education (Morris & Adamson, 2010). The 

average class size in primary schools has decreased over the last decade, which 

has seen the implementation of a small-class policy (Harfitt, 2013). Schools can 

apply to join the small-class scheme, which limits classes to a maximum of 27 

students. However, some historically prestigious schools with good reputations 

have elected not to implement the policy and still have classes of up to 40 

students (Harfitt, 2013). 

 

Due to Hong Kong’s historical context, the school system is complex and 

comprises a wide range of school and school-management structures (Morris & 

Adamson, 2010). Schools can be separated into six main types: government 

schools, aided schools, direct-subsidy schools (DSS), private schools, 

international schools and English school foundation (ESF) schools (Information 

Services Department, 2017). 

 

Government schools are funded and operated by the EDB. Aided schools are 

subsidised by the government but sponsored and operated by school-sponsoring 

bodies, such as religious or charitable groups. They are administered as per the 

Code of Aid (EMB, 1994) and must observe the regulations and policies of the 

EDB (Yung, 2006). Government and aided schools develop their curricula 

following the guidelines of the Curriculum Development Council (CDC) (Wang & 

Kirkpatrick, 2015). In government and aided primary schools, the curriculum 
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guidelines related to English-language education include the English Language 

Education Key Learning Area Curriculum Guide (Primary 1–Primary 6) of 2004 

and the English Language Education Key Learning Area Curriculum Guide 

(Primary 1–Secondary 3) of 2002. In 2017, the CDC released the newly revised 

version of the English Language Education Key Learning Area Curriculum Guide 

(Primary 1–Secondary 6). 

 

Private schools are funded in two ways (Wang & Kirkpatrick, 2015). Private, 

independent schools are financed by providers or investors and usually charge 

fees to parents. DSS schools are also funded by providers or investors but 

receive additional government funding in the form of capital grants depending on 

their student enrolment. Private schools have control over their curricula and are 

not required to follow the CDC’s curriculum guidelines (Wang & Kirkpatrick, 

2015). They are also free to determine the language of instruction, the selection 

of students and the fees charged. 

 

During the colonial period, ESF schools were originally set up to offer affordable 

education to English-speaking expatriates and received a government 

subvention. They have evolved into more elite educational organisations, and the 

government has decided to suspend their subvention. They have full autonomy 

to make choices about their curricula, and most ESF schools follow the 

International Baccalaureate curriculum and assessments. There are currently 15 

primary schools in Hong Kong run by the ESF (EDB, 2021). 

 

Additionally, various international organisations and foreign governments run 

international schools. They can choose their curricula and often follow the 

curricula and assessments of their affiliated countries.  

 

Due to the differences in curricula and school structures between the various 

types of schools, this study will exclude teachers working in private, DSS, ESF 

and international schools. While this narrows the scope of the research, it will 

also provide a clearer picture of the practices in government and aided schools, 

which represent the majority of schools in Hong Kong (Wang & Kirkpatrick, 2015).  
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The NET Scheme in primary schools 

Hong Kong hires native English-speaking teachers, an idea that seems to date 

back to the colonial past (Sweeting, 1990). To be recruited as a NET, an applicant 

‘should be a native speaker of English or possess native-speaker English 

competence’ (EDB, 2018). Therefore, most NETs are recruited from English-

speaking countries such as the United Kingdom, Australia, the United States of 

America, New Zealand and Canada. These teachers often come with the 

pedagogical skills, strategies and expectations of student learning of their 

countries. Although views may vary, these countries share some strategies and 

expectations: they are generally considered to follow ‘Western’ educational 

practices. 

 

The Primary Native English-Speaking Teacher (PNET) Scheme has four major 

objectives: 

• To provide an authentic environment for children to learn English. 

• To develop children’s interest in learning English and establish the 

foundation for life-long learning. 

• To help local teachers develop innovative learning and teaching 

methods, materials, curricula and activities suited to the needs of local 

children. 

• To disseminate good practices in language learning and teaching 

through region-based teacher development programmes, such as 

experience-sharing seminars/workshops and networking activities. 

 

The NET Scheme has been implemented for over 15 years. The EDB has 

monitored and evaluated it in the past, with the first evaluation conducted in 2001 

(Storey, 2001). This evaluation primarily focused on the Scheme as a whole, 

which includes primary and secondary teachers and students. In 2004, the EDB 

evaluated the PNET Scheme specifically (Griffin et al. 2005). The evaluation 

discussed the tri-party relationship between the ATs, NETs and LETs and its 

effectiveness in fostering students’ reading and speaking skills. At the time of the 

evaluation, the ATT section also developed a literacy programme, the Primary 

Literacy Programme – Reading (PLP-R). The evaluators looked at how PLP-R 

helped support the teachers and students in learning English. In 2009, a self-
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evaluation was conducted, focusing on the ATT (EDB, 2009). The report 

discussed the positive impact of the PLP-R on schools and how the ATT moved 

away from teaching generic reading skills and the strategies offered in the 

programme. At the time, the ATT was piloting a new literacy programme, the 

Primary Literacy Programme – Reading and Writing (PLP-R/W). Eighteen 

schools participated in the pilot stage. The ATT developed thematic units to 

coincide with the English-Language Curriculum Guide (ELCG). The ELCG is the 

guide that schools can refer to when delivering their curriculum. In 2013, the PLP-

R/W was evaluated via a self-study (EDB, 2013). The report celebrated the 

success of the literacy programme and stated that ‘the PLP-R/W, in its essence, 

is all about communities of practice wherein teachers and students learn together 

in a safe and enjoyable environment’ (EDB, 2013, p. 139). The four 

abovementioned studies discussed the importance of teachers’ professional 

development and the tri-party relationship for meeting the PNET Scheme’s 

objectives. In 2015, the ATT developed an updated version of the PLP-R/W called 

Space Town. Just like PLP-R and PLP-R/W, this programme focused on Key 

Stage 1 (lower primary from ages 6 – 9 years old). For Key Stage 2 (upper primary 

from ages 10 – 12 years old), the ATT also developed two literacy programmes, 

Keys 2 and Developing Text Sets (DTS). A point to note is that DTS can also be 

implemented in Key Stage 1.  

 

Schools that run one or more of the three literacy programmes are categorised 

as programme schools. Other schools, which use their own school-based 

curriculum or an older version of the literacy programmes of the ATT, are 

categorised as non-programme schools. Aside from the ATT literacy 

programmes, schools also adopt third-party programmes such as Read, Write, 

Inc. from Oxford Owl. 

 

For schools that join an ATT literacy programme, teachers are invited to attend 

CPD workshops for 2 to 5 days. Table 2.1 below provides an overview of the 

number of CPD workshops the teachers are required to attend (adapted from 

https://nets.edb.hkedcity.net/home.php) accessed 5th May 2019). 

 

 

https://nets.edb.hkedcity.net/home.php
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Table 2.1 – Overview of the mandatory CPD workshops for programme 

schools 

Space Town Literacy 

Programme for KS1 

Keys 2 Literacy 

Development 

Programme for KS2 

DTS for KS1 and KS2 

Part 1: Hear We Go & 

Phonological 

Awareness 

(whole day) 

Introduction & the 

Teaching of Reading P4 

Day 1 (whole day) 

Introduction to DTS Day 

1 – Launching Your Unit 

(whole day) 

Part 2: Teaching 

Strategies for Reading 

(whole day) 

The Teaching of Writing 

P4 Day 2 (whole day) 

Introduction to DTS Day 

2 – Enriching Your Units 

(whole day) 

Part 3: General English 

Support Package (whole 

day) 

Enhancing Students’ 

Reading Strategies P5 

(half day) 

 

Part 4: Teaching 

Strategies for Writing 

(whole day) 

Moving Towards 

Independent Literacy 

Development P6 (half 

day) 

 

Part 5: Assessment 

(whole day) 

  

 

Aside from these compulsory CPD workshops, teachers are also supported by 

the AT during the implementation stages of the programme, which can range 

from a month for one unit to up to 3 years. All three literacy programmes require 

that collaborative planning is timetabled on a weekly basis to further ensure the 

necessary preparation (Griffin et al. 2005; Storey, 2001). For teachers to meet 

the requirement of 150 hours of CPD in a three-year cycle, the ATT also provides 

an annual CPD workshop title list for teachers to register for and attend. At the 

time of this research, the ATT had also developed an online platform known as 

GorillaPD for teachers to sign up for and complete online CPD courses in 

September 2020. Table 2.2 highlights the new online courses shared with schools 

during the 2020–2021 school year. 
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Table 2.2 – Annual ATT CPD calendar overview 
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The NET Deployment Guidelines (EDB, 2018) also state that NETs are to be 

deployed for 14 hours to 17 hours of collaborative teaching per week. The 

guidelines also indicate that regular and timetabled collaborative lesson planning 

with LETs should take place for each grade level involved. A blank version of the 

NET Deployment Plan is provided in Appendix 2.1.  

 

NETs in Hong Kong can bring a number of benefits, most obviously their ease 

with the English language and their ability to create a genuine need for students 

to communicate in the target language (Carless, 2006). All NETs hired under the 

PNET Scheme are supposed to teach in collaboration with a LET. Employing a 

NET also has disadvantages. NETs lack familiarity with the learners and context, 

and they are often ill-equipped to communicate effectively in the students’ mother 

tongue (Carless, 2006). 

 

Continuing professional development for teachers in Hong Kong 

CPD refers to the process of tracking and documenting the skills, knowledge and 

experience acquired both formally and informally through work, beyond the initial 

training. It is a record of what one experiences, learns and then applies (Rogers 

and Horrocks, 2010). This learning process eventually leads to changes in 

teachers’ professional practice and in their thinking regarding that practice 

(Kelchtermans & Vandenberghe, 1994). 

 

Mak’s (2010) research showed that English as a second language (ESL) teachers 

in Hong Kong feel that there is a need to improve teaching and learning through 

CPD. Over half of the respondents in the study valued ‘being supported by a 

mentor or coach’ and regarded it as beneficial for CPD. Meanwhile, more than 

half of the respondents considered that ‘conducting action research to help 

improve teaching strategies’ was not useful for CPD (Mak, 2010). The teachers’ 

lack of support for some of the professional development activities could be 

related to their heavy workload. Teachers did not have spare time to devote to 

additional activities (Mak, 2010). Even for experienced teachers, the job can be 

stressful and lead to burnout, dissatisfaction and a high turnover rate (Chan, 

2009).  

 

While research has shown the value of CPD actively involving teachers (Darling-

Hammond & McLaughlin, 2011; Fullan & Hargreaves, 2014; Muijs & Harris, 
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2003), few studies in the EFL context have focused on how CPD activities can 

be utilised to promote teacher learning. 

 

It has been said that teacher quality is the key to enhancing student learning and 

sustaining school success (Zhang, 2019). Teachers are the decisive agents of 

change for advancing teaching practices and school development. To keep 

abreast of the needs of a fast-changing world, teachers are required to undertake 

a constant journey of CPD. However, despite growing awareness of the 

importance of CPD, teachers tend to take a passive role in their learning (Lee, 

2011). The Hong Kong government launched its first formal teaching training 

programme in 1916 at the University of Hong Kong. Four more tertiary-education 

institutions then started providing teaching training programmes: the Education 

University of Hong Kong, the Chinese University of Hong Kong, the Hong Kong 

Baptist University and the Open University of Hong Kong, which is the only self-

funded institution. 

 

All English and Mandarin teachers in Hong Kong are required to pass a 

mandatory benchmark examination to prove that they meet the language-

proficiency requirements besides holding a Bachelor of Education degree in 

English or Putonghua or both a first-degree and a postgraduate-education 

diploma in English- or Putonghua-language teaching (Zhang, 2019). NETs, 

however, are exempted from this benchmark assessment. 

 

The education system in Hong Kong has put great emphasis on enhancing 

teacher professionalism (SCOLAR, 2003). Teachers are required to accumulate 

150 hours of CPD over a three-year cycle. Government-funded schools are 

allocated three school days per annum for staff development (Lai & Grossman, 

2008). Activities such as seminars, postgraduate in-service teacher training, 

school-based consultancies and partnerships with universities all count as time 

spent on CPD. Large-scale education reforms by the EDB since the 2000s have 

included whole-person development, liberal studies, school-based curricula, 

small-class teaching, self-regulated learning, e-learning as well as science, 

technology, engineering and mathematics (STEM) schemes, to name but a few. 
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CPD can be delivered to in-service teachers in Hong Kong in many forms. The 

most common are structured-learning modes formally organised by the EDB, 

schools or teacher education institutions. All registered teachers in Hong Kong 

have access to the Teacher Training Calendar (TCS; 

https://tcs.edb.gov.hk/tcs/publicCalendar/start.htm), where they can see 

upcoming options for CPD. A large proportion of these CPD sessions are 

delivered as one-shot workshops/seminars, symposia and short-term theme-

based courses (lasting from several days to several weeks). The term one-shot 

workshops/seminars was termed by Goldenberg and Gallimore (1991) also 

known as quick-fix workshops do not fully implement change for teachers to make 

innovative change in their teaching and pedagogical practice.   One-shot 

workshops or seminars that introduce new theories or strategies remain a major 

approach to teacher learning (Darling-Hammond et al., 2010) due to their 

relatively low cost. However, these types of workshops do not create context for 

the teachers’ work lives to sustain meaningful change (Goldenberg and 

Gallimore, 191). To this day, many workshops and seminars conducted in Hong 

Kong are top-down and externally driven and cannot be tailored to teachers’ 

individual needs (Zhang, 2019). 

 

An important share of schools support their new in-service teachers via mentoring 

schemes (Lai et al., 2016). Schools also use less formal modes of CPD that 

include sharing or collaboration between teachers regarding daily teaching 

practices, professional readings and ideas within and outside school, mentoring, 

self-initiated action research, publications or the provision of service to education-

related committees (Zhang, 2019). 

 

Cultural differences 

NETs who come to Hong Kong to teach are usually from Western countries, while 

LETs are often brought up and trained in Hong Kong, a Confucian heritage culture 

(CHC) (Watkins & Biggs, 2001). Previous research has shown that cultural 

differences between Western and CHC beliefs play a part in teaching EFL in Asia 

(Li, 2003; Watkins & Biggs, 2001). Some of the areas of differences between 

NETs and LETs include ability vs. effort, the use of textbooks and assessments, 

rote learning and the roles of the teacher and learner. Árva and Medgyes (2000) 

found differences between NETs and LETs in interviews and surveys, noting that: 

https://tcs.edb.gov.hk/tcs/publicCalendar/start.htm


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

   
 

34 

• NETs were superior in English competence. 

• LETs were more confident about grammatical knowledge. 

• NETs lacked competence in students’ mother tongue. 

• NETs adopted more flexible teaching approaches. 

CHC teachers generally believe that all learners are educable and that learning 

is always associated with effort (Li, 2003). Benke and Medgyes’s (2005) study 

found that NETs focused on teaching speaking skills while providing cultural 

insights. They used group work regularly and were interested in the learners’ 

opinions and willing to improvise with differentiated learning in the classroom. In 

Li’s (2003) study, American teachers were more likely to believe that a person’s 

ability can play a role in learning, while Chinese teachers viewed intelligence as 

improvable by learning. This may generate discrepancies between NETs and 

LETs as one teacher may feel that a student is not trying, whereas the other may 

believe that the student has learning difficulties or lacks the ability to complete 

the set task. In a study by Tsui and Bunton (2000), LETs in Hong Kong lacked 

confidence in their command of the English language in the classroom when 

team-teaching with a NET.   

 

Collaborative planning and teaching in Hong Kong 

Within the PNET, a NET deployed at a school will collaborate with multiple LETs 

in the school. Since all NETs co-teach with a LET, it is important for the NETs 

and LETs to plan and prepare the lessons together to make use of effective team 

teaching. Schools that follow a literacy programme such as PLP-R, PLP-R/W or 

Space Town are required to collaboratively plan once a week. Schools that run a 

school-based curriculum may or may not co-plan at all. Tang (2016) explains that 

the Scheme’s success depends a great deal on the quality of the relationship and 

collaboration between the NETs and LETs. NETs and LETs must use EFL 

strategies within the classroom to benefit all students (Tang, 2016). Having two 

teachers in the classroom is also beneficial to students learning a language other 

than their mother tongue.  

 

One definition of collaborative teaching used in academic literature is, any time 

two or more teachers work together to guide an individual learner or group of 

learners toward a set of aims or objectives (Carless and Walker, 2006). The 
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primary reason for the requirement for NETs to co-teach with LETs, according to 

Griffin et al. (2005), is to help the LETs to confidently and competently use 

innovative and effective strategies and materials in their own teaching. Although 

this is possibly unintentional, it may betray an assumption that the NETs’ 

strategies and materials are somehow better than the LETs’. Holliday (1994) 

describes this as a form of ‘cultural imperialism’, wherein NETs coming to Hong 

Kong from different cultures are assumed to have ‘better’ teaching methodologies 

than locally trained teachers. Although collaborative planning is mentioned in the 

EDB’s NET Deployment Guidelines (EDB, 2018), there can still be tension 

between the NETs and LETs in a school (Carless and Walker, 2006). 

 

Moreover, many LETs prefer to work independently in the privacy of their 

classroom (Carless and Walker, 2006). Yet, Carless and Walker (2006) found a 

positive impact of collaborative teaching between the LETs and NETs on both 

students and teachers. However, they also reported that it can be a heavy burden 

for LETs as planning a lesson before team teaching requires more time as 

opposed to planning their own lessons where they are the only teacher.  

 

Rote learning and repetitive learning 

Western educators often assume that rote memorisation is inherently limiting and 

call students educated this way ‘stuffed ducks’ because they are force-fed 

information (Mooney, 2006). NETs who travel to Hong Kong for the first time may 

exhibit this rationale. A Western belief is that rote learning leads to poor learning 

and successful learning involves the learner understanding what is being taught 

(Watkins & Biggs, 2001). However, this is inconsistent with CHC students as 

many who study education in Asia find that the best kind of memorisation includes 

many other components, such as ‘understanding, reflecting and questioning’ 

(Slethaug, 2007), and the success rate of Asians studying in the US is high. CHC 

students often achieve better results than their Western rivals in subjects such as 

mathematics and science (Watkins & Biggs, 2001). The perception of rote 

learning’s use and effectiveness is very different between CHC teachers and their 

Western counterparts. Biggs (1996) argues in favour of ‘repetitive learning’, which 

leads the students to recall information for creative and constructive 

understanding and in-depth learning. Studies have shown that Asians who 

memorise ‘deeply’ rather than ‘shallowly’ achieve success by combining 
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knowledge and understanding (Kember, 2000). Many students in Asia have the 

ability to memorise for an examination but are equally adept at spontaneous 

interaction and discussion if that is the required outcome (Tang & Biggs, 1996). 

Fariza et al. (2015) also found implementing a Western-based pedagogy in an 

Eastern context to be challenging because of differences in cultural learning and 

practices. Students learning English as a foreign language were accustomed to 

using textbooks and examination question practices. 

 

Teachers who use traditional Eastern pedagogy arrange the setting of their 

classrooms so that the desks are lined up side by side in even rows to minimise 

social interaction between the students but allow them to see and hear the 

teacher clearly without causing disturbances (Slethaug, 2007). In this type of 

classroom, there can be very little interaction between the teacher and the 

student as teachers will generally not want to form close attachments with the 

students (Slethaug, 2007). In East Asia, this form of classroom society is the 

traditional ‘Asian model of teaching’ because Chinese education emphasises the 

hierarchical prominence of the instructor and the respectful receptivity of the 

students (Slethaug, 2007). Asian students are often stereotyped in their learning, 

as described in Table 2.3 (Kember, 2000). 

 

Table 2.3 – Stereotypes about Asian students 

Relying on rote-learning 

Being passive 

Resisting teaching innovations 

Being largely extrinsically motivated, which is usually regarded negatively 

Having high levels of achievement motivation 

Being good at project work 

Being willing to invest in education 

 

However, if Asian students conformed to these stereotypes, they would not 

perform well both locally and internationally. As Kember (2000) has shown, 

memorisation is often accompanied by deep understanding; therefore, 

distinguishing between the pedagogies of the East and West must not lead to 

stereotyping. 
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Textbook and assessments 

Although the NET Scheme has been in place for over 15 years in Hong Kong, it 

is still extremely common for students to have large numbers of summative 

assessments and examinations in primary and secondary education. Parents and 

teachers from the East and West want classrooms to match their cultural values. 

For Eastern parents, this means putting more emphasis on knowledge and 

education, while Western parents set aside time for sports and recreation for their 

children (Slethaug, 2007). Parents in Hong Kong explain that their children have 

very little time to spend on sports and recreational activities because learning 

must be their personal focus and family responsibility. Slethaug (2007) explains 

that parents who value Eastern ideals will expect their children to commit to the 

material to memory at very early ages and assume that self-discipline and the 

teacher’s discipline are required to ensure this kind of learning. Additionally, 

Eastern teachers expect young students to absorb knowledge without high a level 

of individual classroom participation; coupled with excessive amounts of 

homework, this can lead to a very impersonal mode of learning (Biggs and 

Watkins, 1995).  

 

In Hong Kong, classes are taught by different subject teachers, and teachers 

therefore rarely develop a close relationship with the students. A ‘good’ teacher 

is perceived as strict and distant (Biggs and Watkins, 1995). In the classroom, 

LETs tend to draw a lot of their teaching materials from the textbooks, assign 

more homework to students, such as supplementary exercises from the same 

textbook publishers, and revert to their mother tongue and correct students’ errors 

more frequently (Ma, 2012). Due to the large amount of homework given to 

students, LETs tended to spend a significant share of their time marking and 

testing; they are also more form-focused in their teaching approach. Meanwhile, 

NETs focus on teaching communicational skills and fluency, deviating from the 

textbooks and examination-orientated materials (Carless & Walker, 2006).  

 

Western educators believe that an exam-culture curriculum restricts creativity 

and impedes critical thinking (Gao & Watkins, 2002). Western teachers also view 

assessments as a way of assessing learning, and so teachers make use of 

formative assessments in their daily teaching. They believe that summative 

examinations focus the learning on ‘passing the exam’ instead of educating the 
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learner to understand and that they reduce students’ intrinsic motivation (Zhang 

et al., 2010). Teachers in Hong Kong often adopt the ‘learning for assessment’ 

approach, emphasising assessment as an important factor in learning. LETs 

expect examinations to motivate students to learn and inform them of their 

weaknesses so that they may put more ‘effort’ into improving for the next 

assessment (Wang, 2007). Schools in Hong Kong make judgements about 

students’ ability based on their academic results, reward those who do well and 

punish those who perform poorly (Wang, 2007). The school society also 

compares their students’ academic results, creating a hierarchy between 

institutions (Gao & Watkins, 2002). 

 

Textbooks dominate CHC curricula and are considered the main source of 

knowledge (Cortazzi & Jin, 1996). CHC teachers feel that the textbooks ensure 

that students can learn the basics in school or at home if they put time and effort 

into studying using a reliable source. However, CHC teachers’ general reliance 

on the textbooks leaves very little time for classroom discussions and for 

individual opinions to be voiced (Wang, 2007). 

 

NETs’ and LETs’ different perceptions of assessment can lead to disagreements. 

LETs believe that it is important to prepare students for the examinations, 

whereas NETs focus more on formative assessments (Gao & Watkins, 2002). 

 

Unforeseen circumstances 

During the elaboration of this thesis, Hong Kong faced two major events that 

altered the way the research was conducted. What was initially planned for the 

methodology changed drastically. Without veering away from the research’s 

original intentions, I took the initiative to devise an alternative method for 

collecting qualitative data from participants. This second phase of my 

methodology will be explained further in Chapter 7, but a brief description of the 

two major disruptions that occurred during the research is presented below. 

 

The Hong Kong political protests 

Political protests began in Hong Kong in June 2019 in opposition to plans to allow 

extradition to mainland China. The Extradition Bill that triggered the first protests 

was introduced in April 2019 and would have allowed for criminal suspects to be 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

   
 

39 

extradited to mainland China under certain circumstances. The people of Hong 

Kong felt that this would lead to unfair trials and violent treatment. They also 

argued that the bill would give the PRC greater influence over Hong Kong and 

could be used to target activists and journalists.  

 

Hundreds of thousands of people took to the streets to make their voices heard, 

and after weeks of protests, the Chief Executive of Hong Kong, Carrie Lam, 

announced that the bill would be suspended indefinitely. Fearing that it would be 

revived, the people of Hong Kong continued to demonstrate and protest, calling 

for the complete withdrawal of the bill. By then, clashes between the police and 

protesters had become more frequent and violent. During that time, an 18-year-

old was shot in the chest with a live bullet as protesters fought officers with poles, 

petrol bombs and other projectiles. (BBC News https://www.bbc.com/news/world-

asia-china-48607723 accessed on 12/3/20) 

 

In November 2019, a standoff between police and students barricaded on the 

campus of Hong Kong’s Polytechnic University became another defining 

moment. The police organised a siege of the Polytechnic University, which was 

taken over by protests for almost a fortnight. Radical protesters unleashed chaos 

in and around the university, triggering violent exchanges of petrol bombs and 

tear gas with the police. (BBC News https://www.bbc.com/news/world-asia-

china-48607723 accessed on 12/3/20) 

 

Because of the political protests and disruptions to public transport, the EDB 

announced that all kindergartens, primary schools, secondary schools and 

special schools would be suspended for the safety and well-being of the students. 

During the period of class suspension, schools were made to keep their premises 

open and arrange for staff who could return to school in safe conditions to do so. 

On 20 November 2020, the EDB announced that primary and secondary schools 

would resume classes after almost a week of suspension. (EDB latest news - 

https://www.edb.gov.hk/en/news/all.html accessed on 12/3/2020) 

 

The COVID-19 pandemic  

After the disruptions caused by the political protests in late 2019, a second 

challenge arose for the people of Hong Kong. At the end of January 2020, schools 

https://www.bbc.com/news/world-asia-china-48607723
https://www.bbc.com/news/world-asia-china-48607723
https://www.bbc.com/news/world-asia-china-48607723
https://www.bbc.com/news/world-asia-china-48607723
https://www.edb.gov.hk/en/news/all.html
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in Hong Kong were on their annual holiday, celebrating the Chinese Lunar New 

Year, which ended on 3 February 2020. Because of the outbreak of the COVID-

19 pandemic, the EDB announced that classes were to be suspended 

immediately after the Chinese Lunar New Year holiday until 16 March 2020. (EDB 

latest news - https://www.edb.gov.hk/en/news/all.html accessed on 12/3/2020)  

The World Health Organisation and virologists predicted that the pandemic would 

last for a longer period, and the EDB made further announcements regarding how 

schools would operate during this time. Figure 2.1 provides a timeline of how the 

COVID-19 pandemic impacted the running of schools in Hong Kong (Information 

adapted from Government news 

https://www.news.gov.hk/eng/categories/school_work/index.html). 

https://www.edb.gov.hk/en/news/all.html
https://www.news.gov.hk/eng/categories/school_work/index.html
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Figure 2.1 – Timeline of class suspension and resumption in Hong Kong 
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As Figure 2.1 shows, teachers and students were given constantly changing 

dates. They were put under immense pressure and stress, and lawmakers have 

expressed alarm at the student suicide rates (Wu, 2020). Is a crisis an opportunity 

in disguise? This research will look into how Hong Kong’s education system can 

be overhauled for the benefit of the teachers and students of Hong Kong. 

 

Summary  

The Hong Kong education system is unique in the international context. Its 

peculiarities have resulted in a decentralised system in which schools develop 

their school-based curricula following the English Language Education Key 

Learning Area Curriculum Guide guidelines, which have been described as 

dominated by assessments and textbooks (Adamson et al., 2000). Although 

schools are given guidelines for following the curriculum guide when designing 

their curricula, teachers find it difficult to devote time to CPD. As a result, schools 

design curriculums based on policies and beliefs, as is common in CHC 

countries. The education system and cultural beliefs regarding CPD contribute to 

shaping the teachers. Additionally, because of the political protests and the 

COVID-19 pandemic, teachers and students are faced with new situations that 

they must handle. These factors may limit teachers’ freedom to make decisions 

about their practices and needs. The next chapter will look into the current 

literature on how technology has shaped the perception of CPD and how 

technology and teacher support can help to enhance learning and teaching.
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Chapter 3 – Literature Review 

 

Introduction 

Technological tools in education have greatly influenced technology integration 

(Sulaimani et al., 2017). The emergence of new methods, strategies and 

specialised tools for language learning and teaching results from access to the 

broad range of resources provided by the Internet and computers. Keengwe and 

Onchwari (2009) explain that educational reforms have put pressure on 

educators to integrate technology into their daily teaching. Technology provides 

information and ideas for improving teaching practices and the understanding of 

teaching English in myriad ways (Rich, 2014). With the exponential advances of 

technology in the 21st century, teachers must be reflective in their approach as 

their personal and professional development has a positive effect on students’ 

performance and academic achievement (Sowa, 2014; Carey, 2004).  

 

Teaching children differs from teaching adults, and, as a result, instructors of 

children and adults vary in their teaching methodology and practices (Hird et al., 

2000). Bauer and Kenton (2005) state that many teachers are told that technology 

can effectively broaden educational opportunities. However, the biggest obstacle 

to the successful use of technology in a language curriculum is the teachers’ lack 

of experience with and knowledge of technology and their inability to understand 

its potential. Teachers must also overcome their misbeliefs and phobias about 

technology when integrating ICT into language education (Warschauer, 2000). 

Research has shown that ICT is beneficial to children’s learning if utilised 

appropriately; for instance, children exhibit higher levels of spoken 

communication and leadership when using technologies, especially e-mail and 

chat programmes (Clements, 1994; Haugland & Wright, 1997). Providing a safe 

learning environment to children is essential to the learning experience, and ICT 

can be a motivational tool to enhance their learning (González-Carriedo & 

Esprivalo Harrell, 2018). If ICT can be used to improve and enrich learning and 

teaching, can it also be employed to enhance and improve teachers' professional 

development? In this literature review, I examine the current research and explore 

the integration of ICT into CPD for English-language teachers. 
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Literature review method 

The previous two chapters provided an overview of the research context, 

rationale and importance of the study. As part of the Professional Doctorate in 

Education process, a literature review and action plan were submitted for the 

upgrade review. The literature review was then updated iteratively and developed 

and forms the basis for this chapter. The literature review informs the 

development of the research questions (Ridley, 2008). 

 

The literature review started with the identification of key search terms (Fink, 

2010) using Boolean operator symbols to overcome various terminology issues. 

For example, one search criterion was ‘cont* prof* dev*’, which meant that 

different relevant terms (e.g. continuous, continuing, continued) would be 

returned (Ridley, 2008). Four separate databases were used to search for the 

literature: JSTOR, ERIC, SCOPUS and EBSCOHost. An additional database, 

PSYCHInfo, was excluded because of the restriction of being unable to access 

outside of the University of Dundee as I was currently located in Hong Kong. The 

results were tabulated in a Microsoft Excel file to track the number of hits based 

on the four databases’ Boolean operators (Appendix 3.1). A fifth and sixth 

columns were generated from the EDBSCOHost database because the 

researcher had separate login credentials from the EDB through work and from 

the University of Dundee as a student. The two login credentials provided access 

to different search engines within EBSCOHost. To eliminate other duplications, 

ERIC was an optional choice within EBSCOHost. The hits for this search were 

also tabulated in Excel. Because the research looks into technology-based CPD, 

the search criteria went as far back as the last ten years (2010). Results from the 

years 2010–2015 were included in the search to ensure that the literature was 

found and that the historical context was not overlooked.  

 

An unavoidable challenge with the literature search process is that theory and 

research can be updated or become outdated. The 2019–2020 school year was 

a period of uncertainty for education in Hong Kong. Widespread civil unrest 

triggered by the now-suspended 2019 Hong Kong Extradition Bill led to temporary 

school closures and the arrest of several adolescents and put a severe strain on 

relationships between different sections of society. In February 2020, the COVID-

19 pandemic forced schools to suspend face-to-face teaching and required 
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teachers to find means to continue student learning (Chan, 2020). Teachers thus 

had to think of alternative instructional methods while teaching and supporting 

students in different physical spaces (Moorhouse, 2020). Therefore, in addition 

to the original search criteria, a second search with the terms ‘COVID’, ‘protests’ 

and ‘social uncertainty’ was performed to find the most recent publications. 

 

As a result, the literature review process progressed iteratively and informally, 

and professional judgement was used to select sources. The search results were 

tabulated in Excel (Appendix 3.2) which followed the inclusion/exclusion criteria. 

 

1. Articles must be published after 2015. 

2. Language of the publications had to be in English. 

3. Articles must be related to learning and teaching with technology 

involvement. 

4. Articles must be related to teacher professional development with 

technology involvement. 

 

Potential limitations must be acknowledged as the selection of sources includes 

a subjective element.  The list of inclusion/exclusion criteria was also subject to 

change and applied retroactively to all citations.  All the full text of the studies 

identified in Appendix 3.2 that were not excluded were retrieved to ensure 

accuracy of the decisions to include or exclude in the study.  However, some 

results were chosen to be investigated further from the initial results and were 

labelled as ‘FI” to ensure no relevant information was missed.    

 

Consolidating the results of the search 

After compiling the results of the literature search, it was essential to begin 

mapping them to identify patterns in the data. The selected literature was then 

analysed, and the core ideas and key terms were noted. From this, a ‘core idea 

map’ was created to elaborate the subheadings structuring this literature review, 

which are shown in Figure 3.1 below. 
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Figure 3.1 – Core idea map 

 

Adult learning: a basis for CPD 

CPD is an integral part of adult learning and, as such, it makes for an apt starting 

point for a literature review on the understanding of how adults learn. Learning 

something new is very different for adults and for children. There are important 

principles of adult learning that apply to CPD similarly. The two main kinds of 

learning are significant experiential learning and traditional conventional learning 

(Rogers, 1983, as cited in Rogers and Horrocks, 2010, p. 138). They are 

summarised in Table 3.1 according to how the learner learns. 

 

Table 3.1 – Rogers’s distinction between the two types of learning 

Significant experiential learning Traditional conventional learning 

• Personal involvement 

• Whole person 

• Self-initiated 

• Pervasive 

• Evaluation by learning 

• Essence is meaning 

• Prescribed curriculum 

• Similar for all students 

• Lecturing 

• Standardised testing 

• Evaluation by the instructor 

• Essence is knowing and 

reproducing 

Research Area: Integrating ICT with CPD 

What is high-quality professional development? 

The current situation with professional development 

Types of professional development 

Transition from face-to-face to online learning to blended 

learning 

Integrating technology into professional development 

Impact of Covid-19 and digital competencies 
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For Rogers and Horrocks (2010, p. 147), adults learn more effectively by means 

of experiential learning, in which they participate actively in the learning process: 

‘adult learning may be distinguished from children’s learning in terms of the 

different purposes of the learning and the greater and the different quality of the 

experience brought to the learning’. 

 

Rogers and Horrocks (2010) classified informal and formal learning (see Table 

3.1). Informal learning is active learning, initiated and controlled by the learner. It 

occurs in a contextualised manner, in which adults engage in the purposeful 

learning that they feel is most appropriate to their intentions and choose the 

processes with which they are most comfortable. On the other end of the 

spectrum, formal learning is decontextualised, and the contents of learning are 

highly structured and strictly sequenced, planned and externally assisted. Adults 

learn more effectively through informal learning than through formal learning, and 

they are more self-directive in their learning (Rogers & Horrocks, 2010). Hence, 

in planning CPD, it should be noted that 

 

adults are motivated to learn as they develop needs and interests that 
learning will satisfy. An adult (protégés) needs and interests are an 
appropriate starting point for [CPD]… Adult orientation to learning is 
life or work centred. The appropriate frameworks for organising [CPD] 
are life or work-related situations rather than theoretical subjects… 
Experience is the richest resource for adult learning. The approach for 
[CPD] involves active participation in a planned series of experiences, 
the reflection of those experiences, and their application to work 
situations. (Papa & Papa, 2011, p.100) 

 

The cognitive psychological perspective 

It is important to note that student learning and teacher learning are similar from 

a cognitive psychological perspective (Borko & Putnam, 1998). Teachers are 

assumed to learn in the same way that students do and are considered 

constructors of knowledge who learn actively in a self-directed way. This kind of 

learning occurs in interactions with the learning context and is strongly affected 

by the prior knowledge of the individual learner (Borko & Putnam, 1998). In other 

words, it is situated and influenced by the interplay of the individual’s existing 

knowledge and the learning environments. Thus, teacher learning occurs when 

favourable environments are provided, in which teachers are responsible for their 

own learning (Bransford et al., 1999). Staff developers, for their part, play an 

important role in creating such favourable learning environments for teachers. 
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With this context in mind, I move to the main content of the literature review by 

examining the core components that are required to design high-quality 

professional development. 

 

What is high-quality professional development? 

Teachers’ professional development has been a point of discussion, academic 

interest and debate for more than fifty years (Burstow, 2018). The teacher as a 

learner and as an inquirer has received a considerable amount of attention (Joyce 

et al., 2010). Professional development is an expected and standard part of a 

teacher's school year (Goldring et al., 2013). Schools and districts offer 

professional development to ensure that teachers continue developing skills 

throughout their careers (Mizell, 2010). As Darling-Hammond et al. (2017) 

explain, ‘structured professional learning’ results in a change in teaching practice 

and improvements in students’ learning outcomes.  

 

The ultimate goal of professional development is to improve teachers’ skills and 

consequently advance student success. Along with school leadership, teacher 

quality is one of the most critical factors in raising student achievement (Mizell, 

2010). Therefore, high-quality professional development is defined as learning 

that produces a change in teaching and student outcomes (Archibald et al., 

2011). 

 

Topics related to teachers’ professional development have been abundant, and 

research has concluded that high-quality professional development positively 

impacts student achievement when delivered over a long enough period 

(Rotermund et al., 2017; Yoon et al., 2007). Yoon et al. (2007) found that the 

provision of professional development for more than 19 hours had a positive 

impact on student achievement. Furthermore, when professional development 

was provided for less than 14 hours, there was no significant difference in student 

achievement. However, the research entails understanding the various models 

of CPD and when and how effective high-quality CPD can occur.  

 

The current situation of professional development 

CPD worldwide is a standard whereby in-service teachers must continually 

improve their practice. In many countries, CPD is a requirement for maintaining 
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teacher registration (Mayer, 2014; OECD, 2019). As mentioned in Chapter 2, 

teachers in Hong Kong must complete 150 hours of professional development 

over a three-year cycle. However, a potential pitfall is that if the teachers do not 

put what they have learnt into practice, valuable time and resources will be lost 

(Desimone, 2009; Sandholtz & Ringstaff, 2020). Traditionally, teachers are 

provided with opportunities for face-to-face professional development. A 

significant proportion of the literature on teachers' CPD reports on examples of 

initiatives in a particular local or national context. However, given the impact of 

COVID-19, studies of how teachers react to the situation and of the perception of 

how technology can affect professional development are slowly emerging – for 

example, ‘Transforming our perspectives as language professionals during 

COVID-19’ (Crane, 2020) and ‘Effective online professional development: 

Teacher perceptions, practices, and preferences’ (Poole et al., 2020). For the 

present research, it is essential to review the different types of professional 

development models that are available to teachers and look into the impact and 

issues that arise from delivering other forms of CPD.  

 

Experiential learning and continuous professional development 

When teachers attend professional development activities, it is implied that the 

teacher educator is teaching  adults (King and Lawler, 2003).  Therefore, it is also 

worth examining adult learning theories when examining teacher CPD. 

 

Just as a classroom of students can have diverse learners, adult learners are no 

different but come with a greater knowledge of previous experiences (King and 

Lawler, 2003). Identifying their needs is  the first step. Adult learners  also require 

more motivation to learn new things that address their current personal or 

professional needs (Knowles et al., 2015). Furthermore, the teacher educator 

needs to establish a level of respect, due to the fact that the learners are teachers, 

who may have considerable expertise and experience. During professional 

development activities teachers may also become less confident, yet they may 

all have different preferences and experiences, which means that assuming that 

they will all be self-directed is not the best approach (Philipsen, 2019). 

 

Experiential learning in teacher professional development is not a novel concept 

and has been reported to improve teachers teaching practice whilst in the 
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classroom through experimenting, reflecting and adapting new theories 

introduced in their own professional context (Girvan et al., 2016). However, it is 

worth identifying that although experiential learning is fairly well understood and 

agreed upon, not all experiences results in learning (Girvan et al., 2016). 

 

Reflection on action is a key stage for professional development whether as a 

process for self-direction or through sharing of practices with others in the 

profession (Minott, 2010). Lesson observations is an approach to allow for 

teachers to critically peer evaluate and learn from each other through engaging 

in meaningful conversations, collaboration and observation (Lieberman, 1995). 

While there have been positive outcomes of using these approaches, there are 

also contextual factors that limit its efficacy due to the time-intensive nature of 

this professional development required to implement (Girvan et al., 2016). 

Changing what a teacher knows or believes in is not enough to bring about 

applied professional development unless change takes place in the teachers 

practice as well (Girvan et al., 2016). Girvan et al (2016) study revealed that 

teachers with initial experiential learning activities assisted in teacher 

professional development by removing potential fears of more traditional 

approaches to professional development methods were used. Developing 

learning communities within the school also allowed for the teachers to be both 

socially and emotionally supported to develop their practices in the classroom 

(Girvan et al., 2016). Although collegial networking within the same school can 

bring about positive outcomes to teacher professional development, Stoll et al., 

(2006) suggested that external support for schools is also essential to supporting 

professional development and change.  

 

Therefore, it is critical to understand what forms of professional development can 

bring about changes in teachers beliefs and teaching practices through 

experiential learning activities. The next section will go into detail on the types of 

professional development activities that schools, educators and policy makes use 

to instigate teacher CPD. 

   

Types of professional development 

The 21st century has brought about remarkable developments in societies’ 

expectations of education systems worldwide, and new ideas and new teaching 
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approaches have been promoted (Donaldson, 2014). Not only should teachers 

be able to pass on content knowledge and explain how to learn to their students, 

but they should also be able to demonstrate how learning works and serve as 

role models (Schollaert, 2011). CPD for teachers is a lifelong learning process 

that can become the driving force for adult learning principles, career 

opportunities and personal and professional fulfilment. Teacher professional 

development has been approached from various theoretical perspectives, 

including developmental stages theories, socialisation theory, cognitive and 

personality theory and workplace learning (Eisenschmidt & Lofstrom, 2008). 

However, the real drive for teacher professional development is ultimately to 

improve students’ academic achievements.  

 

A decisive factor that affects learner behaviour is not the curriculum, textbook, 

method of instruction or any organisational arrangement but the teachers 

themselves (Hargreaves, 1994; Marzano, 2003; Hattie, 2009). Many specialists 

contend that the fastest way to achieve better student results is to increase the 

quality of teachers’ work (Barret et al., 2007). In Tikly’s (2010) review, a high 

quality of education framework consists of three elements: a modernised 

curriculum, meaningful teaching and learning resources, and effective 

professional development, which researchers describe as high quality. Kennedy 

(2005, 2014) also proposed a CPD framework that considers the different modes 

of professional development and the characteristics of a range of professional 

development models. Eight major models were identified (Kennedy, 2005, 2014): 

 

• Training models 

• Deficit models 

• Cascade models 

• Award-bearing models 

• Standard-based models 

• Coaching/mentoring models 

• Community of practice models 

• Collaborative professional inquiry models 

 

Kennedy (2014) explains that CPD is a linear process that unfolds in three main 

stages: the ‘transmissive’, ’malleable’ and ‘transformative’ phases. Transmissive 
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approaches to professional development concern how the instructors ‘transmit’ 

material to their classes. Materials are taught systematically and additively. Each 

lesson builds on the previous one and requires extensive preparation for the 

instructor to convey the content to the learner in an organised and not 

overwhelming way (Pratt, 2002). Therefore, the instructor providing CPD must be 

a master of their content. They are required to spend much time preparing the 

content and its delivery. However, transmissive types of CPD support replication 

and, arguably, compliance, but do not foster professional autonomy (Fraser et 

al., 2007).  

 

As the capacity for professional autonomy increases, CPD moves towards 

models that are more fitting to a transformative purpose. Nonetheless, depending 

on its form and philosophy CPD supports can either be a transmissive or 

transformative agenda (Fraser et al., 2007). 

 

Finally, the transformative mode creates a very student-centred approach to 

learning. It allows the learners to seek the answers for themselves by developing 

their understanding of the concepts instead of being told the details of an idea 

(Bell et al., 2005). Thus, transformative CPD can support considerable 

professional autonomy at both the individual and the profession levels. It is 

important, then, to explore the specificities of these eight types of CPD and 

understand which ones are commonly used in Hong Kong, as well as their effects.  

 

The training model 

The training model of CPD supports a skill-based, technocratic view of teaching, 

whereby CPD provides teachers with the opportunity to update their skills to 

demonstrate their competence. The training model is generally ‘delivered’ to the 

teacher by an ‘expert’ with a determined objective set by the deliverer. This mode 

of CPD usually leaves the participant in a passive role. Nevertheless, the training 

model is still regarded as an effective means of introducing new knowledge in a 

decontextualised setting (Kennedy, 2014). Although the training model is 

commonly used for CPD in the educational field, it fails to help put into practice 

the new knowledge acquired (Kennedy, 2014).  

 

In Hong Kong, this is the most commonly used type of CPD delivery mode. 

Workshops are centralised and set up for teachers to attend based on their topics 
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of interest. In addition to centralised workshops gathering teachers from different 

schools, school-based workshops are also standard in Hong Kong. School 

department heads may invite guest speakers to give talks or lead 

workshops/seminars to tailor the content to the school’s needs. I am often asked 

by the schools I support to conduct school-based workshops, and I decide which 

topics are suitable for the teaching staff in collaboration with the department 

heads. Unfortunately, many of these workshops do not last more than 2 hours, 

usually at the request of the department heads. Schools most commonly ask for 

1-hour school-based workshops. 

 

The deficit model 

The deficit model of CPD was explicitly designed to address the perceived 

deficit(s) in teachers’ performance, creating a context of performance 

management. Performance management is often used to raise standards of 

efficiency, effectiveness and accountability (Kennedy, 2014). Rhodes and 

Benceicke (2002) explain that the deficit model of CPD is used to improve 

teachers’ weaknesses; however, the root of the problems lies in organisational 

and management practices. According to Kennedy (2005), attributing blame to 

an individual for poor performance and viewing CPD as a way to remedy 

weaknesses suggests that collective responsibility is not considered, that is, that 

the workplace itself is not regarded as a possible reason for the perceived failure 

of the individual to demonstrate their professional competencies.  

 

Boreham (2004) explains that practical collective competence is dependent on 

leadership, which promotes three particular conditions: 

• Making collective sense of events in the workplace. 

• Developing and using a collective knowledge base. 

• Developing a sense of interdependency. 

 

This explanation is clearly at odds with the deficit model principle, which attributes 

blame for perceived underperformance to individuals and fails to acknowledge 

collective responsibility and the learning partnership between employee and 

employer.  
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The deficit model has been criticised for its inconsistency with adult learning 

principles and opposition to building the conditions of shared purpose, 

infrastructure and domains for action necessary for schools to become effective 

learning organisations (Ng & Chan, 2014). Teachers’ needs and interests should 

be taken into account when planning CPD, whether centralised or school-based. 

Teacher empowerment is a vital factor in encouraging teachers to take initiatives 

to identify and act on their individual needs (Mushayikwa & Lubben, 2009). 

 

The cascade model 

The cascade model of CPD involves individuals attending training events and 

then cascading or disseminating the information to colleagues (Kennedy, 2005, 

2014). It is widely used in teacher professional development interventions around 

the world. Typically, a selected number of teachers are taken out of their school 

environment to a centralised location, which is often not a school. The selected 

teachers are trained together in a ‘training of trainers’ and then return to their 

schools (Bett, 2015), where they become trainers for their colleagues. The 

cascade model is commonly used as a form of CPD as it requires relatively little 

time and is a cost-effective method (Bett, 2015). However, one of the most 

significant drawbacks of this model is the risk of loss of quality of the information 

disseminated in the school. During the cascading process, what is passed on is 

generally skill-focused, sometimes knowledge-focused, but rarely concentrates 

on values (Solomon & Tresman, 1999). Therefore, it can be argued that the 

cascade model supports a view of learning based on technicity, where skills and 

knowledge are given priority over attitudes and values. 

 

This model works on the assumption that the selected participants attending the 

training already possess a foundational level of teaching competency on which 

to build. However, Solomon and Tresman (1999) explain that this is not always 

the case. Often, the teacher who is most popular is chosen to attend the training 

rather than the teachers who need the support the most (Bett, 2015). Like the 

training model, the cascade model depends on an ‘expert’ delivering valuable 

ideas to ‘inexperienced’ teachers.  

 

Hayes (2000, p. 138) explains that for the cascade model to be successful, five 

specific criteria must be met: 
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1. The method for conducting the training must be experiential and reflective 

rather than transmissive. 

2. The training must be open to reinterpretation; rigid adherence to 

prescribed ways of working should not be expected. 

3. Expertise must be diffused through the system as widely as possible, not 

concentrated at the top. 

4. A cross-section of stakeholders must be involved in the preparation of the 

training materials. 

5. Decentralisation of responsibilities within the cascade structure is 

desirable. 

 

Although in Hong Kong, teachers are often burdened with a heavy workload, the 

cascade model approach to CPD is frequently offered by tertiary institutions that 

allow in-service teachers to apply for 5 weeks or more of courses conditional on 

the school principal’s approval. The Education University of Hong Kong is the 

primary institution delivering CPD that relies on the cascade model in its 

Professional Development Programme (PDP). PDPs are recognised by the EDB 

and count towards the teachers’ mandatory professional development hours. 

Figure 3.2 provides an example of the types of courses that teachers can enrol 

in. 
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Figure 3.2 – PDP courses available to teachers (Education University of 

Hong Kong) 

The award-bearing model 

The award-bearing model is often used in a university setting. As the name 

implies, this type of CPD relies on the completion of a study programme. As 

shown in Figure 3.2, there is a strong emphasis on professional action that is not 

always supportive of what is perceived to be ‘academic’ as opposed to ‘practical’ 

(Kennedy, 2004). Certifications are used to identify the knowledge that the 

teacher has acquired in an environment that may not be what they are generally 

familiar with, namely, their school (Chaudry, 2013). This can increase the 

pressure on organising bodies that offer this mode of CPD as a focus on 

classroom practice at the expense of values and beliefs (Solomon & Tresman, 

1999).  

 

For most in-service teachers in Hong Kong, the award-bearing model and the 

cascade model fall into very similar categories. Pre-service teachers may obtain 

their certifications through a university that includes practical elements of 

teaching in its programme. However, for in-service teachers, these short 
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programmes of study may focus on innovations in education as it can be 

assumed that they master the foundations of basic pedagogy.  

 

The standard-based model 

The standard-based model establishes connections with (usually) four to five 

schools by providing professional learning amongst the connected schools 

(Kennedy, 2014; Kempen & Steyn, 2016). The standard-based model relies on 

the principle of utilising collective enterprise for the common good and ultimately 

aims to integrate theory into a real-life context (Loughland, 2012). This model 

encourages collaboration as opposed to professional isolation and provides 

performance benchmarks that promote continuous improvement (Loughland, 

2012). Allowing collaboration between schools provides time and space for 

reflection, discussion and debate about pedagogy, which can bring about 

curriculum innovations (Robinson, 2004). 

 

The EDB organises sharing sessions both within and outside of schools each 

year. Teachers from multiple schools will conduct sharing sessions on specific 

themes to inform fellow teachers about their practices. These sessions are 

organised by the Language Learning Support Section (LLSS) of the EDB. The 

LLSS has nurtured a large pool of curriculum leaders and enthusiastic language 

teachers and developed different learning communities over the last ten years 

(adapted from 

https://cd1.edb.hkedcity.net/cd/languagesupport/publications/compendium_e.ht

m accessed on September 2020). The EDB also organises exchange 

programmes sending Hong Kong school teachers to mainland China and Taiwan 

to teach and learn about their respective education systems and techniques 

(EDB, 2014). A survey revealed that 80% of the teachers participating in these 

exchanges reported that they allowed them to implement in their schools the 

practices that they learnt from this type of CPD (ACTEQ, 2006). The survey also 

showed that more than 90% of the teachers believed that the practices 

contributed to enhancing their teaching competence, improving the effectiveness 

of learning and teaching, deepening their understanding of the subject matter and 

helping them understand how to deal with students with diverse learning needs 

(ACTEQ, 2006). 

 

https://cd1.edb.hkedcity.net/cd/languagesupport/publications/compendium_e.htm
https://cd1.edb.hkedcity.net/cd/languagesupport/publications/compendium_e.htm
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Coaching/mentoring models 

Coaching and mentoring models of CPD allow the coach or mentor to provide 

newcomers with support, guidance and feedback, as well as share resources 

(Robbins, 1999). The concept of coaching/mentoring is increasingly popular as a 

form of CPD; however, coaching/mentoring also follows a very prescriptive 

approach to observing and evaluating teachers’ practices and demonstrating 

recommended practices (Kennedy, 2016). Although coaching and mentoring 

share characteristics, some researchers distinguish between the two, contending 

that coaching is more skill-based and mentoring involves an element of 

‘counselling and professional friendship’ (Rhodes & Beneicke, 2002). Although 

coaching and mentoring can be ‘stand-alone’ activities, they can also be used 

together to complement each other, in which case the delicate balance between 

responsibilities and whole-school improvement or system-wide professional 

development can lead to professional growth for the teacher (Knight and van 

Nieuwerburgh, 2012). Both coaches and mentors must be good listeners, ask 

powerful questions and encourage their clients to follow their goals and 

aspirations (van Nieuwerburgh, 2012). 

 

In the context of coaching or mentoring as a form of CPD, teachers need to 

assimilate academic knowledge and practical knowledge derived from 

experiences in the classroom (Ali et al., 2018). The evolutionary nature of the 

education system requires teachers to maintain a level of competency while being 

able to use various new teaching methods that can help them cater to the needs 

of students from diverse backgrounds (Ali et al., 2018). However, applying and 

implementing these innovative methods can be a learning process for the 

teachers as they have never experienced it from the students’ perspective. 

Learning, unlearning and relearning beliefs about students and instruction is 

essential for them to implement a pedagogical shift in their thinking and 

instructional practice (Ali et al., 2018). Coaching and mentoring can put the 

teacher in the students’ position by allowing them to become students of their 

own teaching, thereby enabling them to see their teaching in a new light (Bill & 

Melinda Gates Foundation, 2013). This process involves the teachers engaging 

with deep content knowledge, challenging pedagogical skills, advanced 

technology developments and techniques to offer more individualised teaching 
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and satisfy special learning needs through differentiated learning and teaching 

(Ali et al., 2018).  

 

Coaching and mentoring both have advantages and can each be employed in 

different ways to improve skills and competencies. The EDB includes four central 

departments that support schoolteachers in English-language education: 

1. The English Language Education Section (ELE) 

2. The Language Learning Support Section (LLSS) 

3. The Native English-speaking Teacher Section (NET Section) 

4. The School-based Curriculum Development (primary) Section (SBCDP) 

 

The ELE is the only section that does not provide support to primary schools in 

English-language education. The LLSS offers on-site support to the schools that 

have applied for the service, which usually lasts one year 

(https://cd1.edb.hkedcity.net/cd/languagesupport/ accessed on March 2020). 

The support provides a coaching/mentoring format depending on the number of 

teachers that the school management has nominated. Similarly, the SBCDP 

offers intensive on-site school support whereby a school support officer visits the 

school regularly to work closely with teachers in collaborative lesson-preparation 

meetings and provide various services, notably seminars and workshops, to 

facilitate school-based curriculum development and instigate curriculum 

initiatives (https://www.edb.gov.hk/en/edu-system/primary-

secondary/applicable-to-primary-secondary/sbss/school-based-curriculum-

primary/index.html accessed on March 2020). The services offered by the 

SBCDP are also only available to schools that apply, and the teachers must be 

of a particular rank or higher to be eligible. Finally, the NET Section provides 

services similar to the previous two sections, such as on-site professional support 

for English teachers by designing and implementing literacy programmes and 

seed projects in participating schools. The NET Section also offers centralised 

and school-based professional development programmes and networking 

activities for English teachers. The most significant difference between the NET 

Section and the other sections is that all schools are assigned an AT to assist in 

the delivery of all of the aforementioned services 

(https://nets.edb.hkedcity.net/page.php?p=456 accessed on March 2020). 

https://cd1.edb.hkedcity.net/cd/languagesupport/
https://www.edb.gov.hk/en/edu-system/primary-secondary/applicable-to-primary-secondary/sbss/school-based-curriculum-primary/index.html
https://www.edb.gov.hk/en/edu-system/primary-secondary/applicable-to-primary-secondary/sbss/school-based-curriculum-primary/index.html
https://www.edb.gov.hk/en/edu-system/primary-secondary/applicable-to-primary-secondary/sbss/school-based-curriculum-primary/index.html
https://nets.edb.hkedcity.net/page.php?p=456
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Additionally, schools are not required to apply or be nominated by the school 

management to receive support.  

 

Community of practice models 

The term ‘community of practice’ is commonly used in social learning theories 

and applicable to different contexts. It was first used by Lave and Wenger (1991) 

to explain situated learning, in which the learning process is not simply the 

acquisition of knowledge and skills. Instead, a community of practice is an 

approach to understanding and learning from those positioned as masters 

through the process of apprenticeship (Lave & Wenger, 1991). Allowing teachers 

in a community of practice to think and share their knowledge and insights 

enables them to guide each other and see their situation more clearly (Pyrko et 

al., 2017).   

 

There is a clear relationship between the coaching/mentoring model previously 

discussed and the community of practice model. However, the most significant 

difference between the two is that the community of practice model generally 

involves two or more people and does not rely on confidentiality (Kennedy, 2005). 

The advantage of the community of practice approach to teacher professional 

development is the effectiveness of the bottom-up approach (Al-Issa, 2009, 2012; 

Wenger-Trayner, 2105). Teachers can think together regularly and go beyond 

knowledge acquisition, transfer and replication (Pyrko et al., 2017). By influencing 

the teachers’ knowledge re-development and re-creation and subsequently 

facilitating learning, the community of practice allows them to shape their learning 

trajectories and their professional identity (Al-Habsi et al., 2022). 

 

Developing a community of practice has many benefits for the students (Vescio 

et al., 2008). However, it can also help the teachers change their perception and 

teaching practice through the actual application of knowledge, tools and social 

relationships (Abigail, 2016). An influential community of practice is seen as 

beneficial regardless of the teachers’ experience. Teachers have the opportunity 

to overcome the isolation that they may face in the school environment, gain 

confidence from others and seek ideas and support when initiatives repeatedly 

fail (McDonald & Cater-Steel, 2016).   
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Wenger-Trayner and Wenger-Trayner (2015) explain that three areas of training 

are crucial for bringing out the full potential of a community of practice: internal, 

external and lifelong learning. In Hong Kong, teachers that collaboratively plan 

have the opportunity to discuss and work together in a school and share 

educational experiences in actual practice. However, with the external learning 

experience, teachers in Hong Kong may not always have the opportunity to link 

the learning experiences with real practice by being a community member outside 

of their school.   

 

Collaborative professional inquiry models 

The final model of CPD, collaborative professional inquiry, engages teachers in 

inquiry as a means of promoting shifts in practice and teacher development (Ball, 

2009; Campbell et al., 2004). Instead of relying on one-shot workshops to 

enhance skills, this model creates opportunities for teachers to draw on resources 

to inform sustained inquiry and reflection-on-action, as a means of spurring 

teacher learning (Witterhold et al., 2012; Horn & Little, 2010). The collaborative 

aspect of this mode of CPD has been discussed by researchers, who highlighted 

how beneficial collaboration between teachers is for their professional practice 

and learning (Marilyn & Lytle, 2004; McLaughlin et al., 2004). Kennedy (2014) 

explains that collaborative professional inquiry involves experiences that include 

an element of collaborative problem-identification; subsequent activity entails 

inquiring into one’s practice and understanding other practices through 

engagement with existing research.  

 

With respect to Hong Kong, the final transformative phase of collaborative 

professional inquiry consists of a combination of the other seven types of 

professional development. The inquisitive method requires more than just one 

form of delivery. The methods mentioned are all derived from traditional methods 

that educators have used for many years, but as technology advances, has CPD 

changed for teachers? The next section will delve into how a mixture of online 

and face-to-face professional development can play an important role to teacher 

CPD. 
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From face-to-face learning to online learning to blended 

learning 

As technology constantly evolves with new functions, it is down to the teachers 

to decide whether these new tools are valuable to use in the classroom.  Over 

the past two decades, the literature provides evidence of positive effects in the 

use of ICT on pupils’ learning (Mumtaz, 2006).        

 

Digital transformation has been underway for many years in higher education 

(Kopp et al., 2019). Online learning refers to the educational use of technological 

devices, tools and the Internet (Means et al., 2009). Massive open online courses 

have been readily available for teachers to access self-directed online learning 

globally (Laurillard, 2016). Nevertheless, with all these accessible resources, 

teachers may be hesitant to study in a fully online programme as they may not 

have the technical confidence to embark on an online course without support 

(Kennedy, 2021). Kennedy (2021) explains that a blended learning approach is 

just as practical as traditional face-to-face methods or online-only methods. 

Evidence has also shown that a blended learning approach has better outcomes 

than face-to-face or online learning, but the specifics of the design must be 

considered to achieve this result (Kennedy, 2021).  

 

According to Owston et al. (2008), blended learning is ‘a combination of face-to-

face experiences, in which learners are co-located, with online experiences, 

where learners are not at the same location’. However, it can be subdivided into 

four prevailing models (Krasnova & Shurygin, 2019): 

1. The rotation model 

2. The flex model 

3. The à la carte model 

4. The enriched virtual model 

 
The rotation model alternates between face-to-face and online learning, with the 

choice of a fixed schedule (Burns, 2011). The flex model provides flexibility in the 

scheduling of face-to-face and online learning, while the à la carte model offers 

the opportunity to take an online course in addition to face-to-face courses. The 

enriched virtual model focuses primarily on online learning but allows the learner 

to receive face-to-face support (Kennedy, 2021). Regardless of the model, 
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educators should plan and design their lessons carefully to bring about the 

desired change in knowledge and skill.  

 

For the learner, a blended learning approach can offer more flexibility for 

participating in professional development since barriers to attendance related to 

time or location constraints are either removed or reduced (Brysch, 2020). As 

discussed in Chapter 2, teachers in Hong Kong have minimal time to attend 

professional development courses. Offering flexibility to coincide with a teacher’s 

busy schedule allows for the full utilisation of time by cutting out unnecessary 

time, notably for travelling to in-person venues (Kennedy, 2021). Furthermore, a 

blended design can also include face-to-face support in the teachers’ schools, 

which increases the opportunities for practical application and to develop teacher 

learning communities (Owston et al., 2008). Brysch (2020) also reported that an 

online component is a necessity to allow for flexibility and more effective 

implementation and sharing.  

 

In addition, the whole process can improve cost efficiency by reducing the 

number of face-to-face meetings and online access to resources (Ho et al., 2016). 

However, in Hong Kong, cost-saving efficiencies mainly concern university 

institutions, where online components can be offered to multiple cohorts and 

higher-salaried teaching staff can be replaced with less experienced teachers 

(Twigg, 2003). However, during the COVID-19 pandemic, teachers had more 

opportunities to participate in professional development programmes/workshops 

using online technology. Balancing work life, family and study can be a burden 

for teachers if travelling to face-to-face venues is required, leading to a 

disincentive to attend or engage (Goos et al., 2020). 

 

Another important area for blended learning is collaboration and communication. 

These two components were discussed earlier when presenting the types of 

professional development and the importance of developing connections to 

improve teachers’ knowledge and skills. Face-to-face interactions are essential 

to blended learning. Designing a successful blended learning experience requires 

community support to mitigate the isolation felt by many teachers (Hoffmann-

Dumienski, 2016). As Evans et al. (2020) explain, the mixture of face-to-face and 

online interaction/learning facilitates and enriches the whole learning experience: 
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At every stage of the course, the blended course design was significant 
in the creation of a course community. The establishment of an online 
presence in group activities by each course participant in Module 1 
enables everyone to build online relationships. The initial face-to-face 
sessions enriched and encouraged this as participants met other 
course participants they did not already know. 

 

Philipsen et al. (2019) found that studying in an online or blended environment 

with known colleagues led to greater participation and further discussions and 

peer support. Therefore, it is critical to design both aspects of the blended 

learning experience. The next section will examine how technology has impacted 

current teacher professional development and how learning designs have 

evolved. 

 

Integrating technology into professional development   

Integrating technology into the classroom is not ground-breaking. Technology is 

constantly improving and integrating it into English-language teaching has not 

only narrowed the digital divide but also guided a shift from the cognitive view of 

communicative teaching to a more social and social-cognitive approach (Abdu, 

2018). More and more teachers attempt to integrate different technologies into 

their teaching practices because of their significant advantages for teaching and 

learning (Al-Habsi et al., 2022). A study by Trinder (2017) found that students 

opted for television, radio, video clips, series and social networking as the most 

potentially helpful media for improving their English-language communicative 

competence. The author reported that students are more empowered in their 

learning and more likely to be self-directed because of globalisation and 

interactions with modern-day technology.  

 

However, with the unexpected COVID-19 pandemic, teachers and students were 

confronted with online learning and teaching, whether asynchronous or 

synchronous. The topics of remote learning, at distance and in-real-time learning 

had been researched before the pandemic (Somekh 2007; Kali et al., 2015). 

Research also explored how technologies frame professional learning for 

students and educators (Murray & Kidd, 2016). However, Dyment and Downing 

(2020) concluded that the current research base is fragmented and consists of 

disparate and unrelated studies that do not cross-reference each other. 

Nonetheless, they recognise the existence of a diversity of synchronous and 

asynchronous innovations. As the pandemic hit worldwide, teachers were forced 
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to re-think how they teach and re-design how they prepare for their lessons by 

developing new practices, which are both personal and social (Somekh, 2007).  

 

Remote teacher professional development 

Along with the majority of the educational field, many teachers and students had 

to transition from face-to-face teaching and learning to remote teaching and 

learning. According to Hodges et al. (2020), there is a difference between online 

learning and remote learning. Remote learning tries to recreate the classroom 

setting and environment as the student learns on a digital device. This is usually 

accompanied by a scheduled timetable for attending lessons or participating in 

group learning activities. In contrast, online learning is not designed to mirror the 

traditional classroom and instead affords more flexibility (Paideya, 2020).  

 

At the time of writing, the research literature reveals mixed evidence of the 

effectiveness of remotely delivered professional development compared to face-

to-face professional development (Hundey et al., 2020; Singh et al., 2020; Lynch 

et al., 2019). In addition, studies have provided strong indications that school-

based professional development should not be delayed until face-to-face 

restrictions are lifted. However, positive effects of remote professional 

development have also been reported, suggesting that it helped improve 

teachers’ knowledge and skills as well as student outcomes (Hines et al., 2016; 

Jackson et al., 2018; Kraft et al., 2018; Singh et al., 2020). Semwai et al. (2019) 

found that blended professional development could offer additional benefits in 

terms of teachers’ knowledge and skills compared to fully online and face-to-face 

professional development. Finally, the available literature has not provided 

sufficient evidence that remote professional development is as effective as face-

to-face professional development. However, effectiveness is likely related more 

to the content and context than to the format or type of professional development. 

 

Synchronous and asynchronous remote professional development 

Synchronous remote professional development is conducted live: the participants 

access to the teacher at a fixed point in time rather than at their leisure. 

Meanwhile, asynchronous resources can include pre-recorded lectures, 

discussion boards or interactive games that are available at any time. Hundey et 

al. (2020) discussed the potential benefits of synchronous remote professional 
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development for teachers. Their research underlined that focused one-to-one 

support from an expert professional providing mentoring/coaching leads to 

improvements in teaching and learner outcome. It also concluded that the effect 

of virtual mentoring/coaching on both teacher instruction and student 

achievement was comparable to that of face-to-face coaching/mentoring. For 

group professional development, there is promising evidence that both 

synchronous and asynchronous delivery can be beneficial to the participants 

(Jackson et al., 2018). The use of videos also plays an essential role in aiding 

teachers’ professional development by allowing them to see and reflect on their 

practices over time or to be used as examples to highlight specific learning points. 

Marsh and Mitchell (2014) studied the use of videos and found potential benefits 

in both synchronous and asynchronous settings. In the educational sector’s 

response to the COVID-19 pandemic, different delivery styles of professional 

development can impact effectiveness. The inclusion of some asynchronous 

elements of delivery in training programmes might provide a pragmatic solution. 

 

Remote coaching, mentoring and expert support  

In Hong Kong, as in other countries worldwide, the EDB offers continuous support 

for professional development by providing external expertise to schoolteachers 

through a variety of means (Moorhouse et al., 2021). Video conferencing software 

has been used pre-pandemic to explore how teacher educators and teachers can 

engage in professional dialogue and exchange (Maher & Prescott, 2017). 

Teachers found that the use of video conferencing was effective and provided 

similar face-to-face school-based support. Video conferencing also allowed 

teachers to learn at their school over a period while engaging directly with the 

trainer in real-time.  

 

The use of other types of software can aid the trainer and teacher in benefiting 

from professional development; this includes various tools such as Google 

Education Suite and instant messaging platforms (e.g. WhatsApp), which lead to 

success in the trainer–teacher partnership (Moorhouse & Oh, 2019). Karft et al. 

(2018) also found that coaching and mentoring were both feasible ways to 

provide professional development remotely. One problem that was pointed out in 

the study was that if the coach/mentor is also the teacher’s ‘evaluator’ (i.e. the 

line manager or induction tutor), virtual coaching can isolate the relationship from 

the school context.  
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For remote school-based professional development to be successful, ongoing 

support was associated with higher rates of course completion as well as higher 

fidelity (Jackson et al., 2018). Meanwhile, Kraft et al. (2018) reported that 

coaching programmes featuring group collaboration had more significant effects 

on student outcomes. When considering remote coaching/mentoring as a method 

of professional development, school leaders must therefore provide coaches or 

mentors who do not participate in the staff member’s performance management 

process.  

  

COVID-19 and the effect of teachers’ digital competencies 

The ongoing COVID-19 pandemic has forced schoolteachers to quickly adapt to 

different modes of delivery of the curriculum to their students. In most countries, 

face-to-face classes at every level of education were suspended (Bozkurt et al., 

2020), and alternative modes of teaching and interaction with learners proved a 

new challenge for many teachers and teacher educators. With the advancement 

of technology, synchronous online learning has been made possible via the use 

of video-conferencing software (Peachey, 2017). However, given the technology 

currently at the disposal of educators, synchronous online learning can 

necessitate more specific skills than those required of a teacher in a classroom. 

These include the ability to communicate and engage with learners using two-

dimensional (2D) images and to facilitate interaction in a digital classroom (Rehn 

et al., 2018). Teachers typically use these skills subconsciously in the classroom, 

but when asked to move to a digital environment, they can experience a sense 

of uneasiness (Moorhouse et al., 2021). For example, they may struggle to attend 

to students’ emotional needs at a distance while thinking about the technical 

difficulties that could arise from using video-conferencing software. To further 

complicate things, English-language teachers not only face the aforementioned 

difficulties but must also be aware of the use of language both as a medium of 

instruction and as a subject matter, while at the same time using multimodal 

actions (gestures, facial expressions, etc.) that generally facilitate teaching and 

interaction in face-to-face classrooms but operate very differently when teaching 

synchronously online (Moorhouse et al., 2021). Even the placement of the 

teacher’s camera and the students’ screen size ratio can affect how a lesson is 

conducted.   
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Digital competency 

Ferrari (2012) explained that to attain digital competency, a group of skills, 

knowledge and attitudes are needed when interacting with ICT and digital devices 

to effectively and efficiently perform responsibilities such as problem-solving, 

information management and collaboration. As a result of class suspension and 

the impact of COVID-19, schoolteachers have had to quickly and suddenly adapt 

to digital transformation, which has put a considerable workload on them 

(Adedoyin & Soykan, 2020).  

 

A teacher learns to teach through classroom interaction using actual teaching 

practices (Fagan, 2012). Researchers have been studying classroom interactions 

in English-language teaching since the 1970s, with a substantial shift in focus 

from the effectiveness of teaching to good classroom interactional practices and 

the impact of teaching (Moskowitz, 1976; Walsh, 2006). More recent research 

has looked into the importance of classroom interaction competence (CIC) 

(Walsh, 2013). CIC is defined as the ability of ‘instructors’ and ‘learners’ to use 

interaction as a tool for mediating and assisting learning (Walsh, 2006, p. 132). 

Involving in-service instructors in ongoing professional development to meet the 

needs of the local context helps the teachers better understand the classroom 

interactions than can impact learning (Nauman, 2011; Moorhouse et al., 2021). 

CIC revolves around the instructors’ and learners’ interactional choices to 

facilitate learning and seize the learning opportunities. The concept places 

interactions at the heart of all teaching and learning opportunities. It puts forward 

the idea that instructors and learners develop learning and teaching opportunities 

focusing on their CIC and making pedagogically relevant and conscious 

interactive decisions (Walsh, 2011). 

 

One particular study found that teachers perceived interactions as the most 

important in online synchronous teaching. However, more crucially, three 

particular areas emerged from the research, revealing the key competencies 

required of teachers dealing with online teaching, namely, technical 

competencies, online environment management competencies and online 

teacher interaction competencies (Moorhouse et al., 2021). 
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Technical competencies 

As previously discussed, teachers need to adapt and deliver lessons that differ 

from what they would do in a face-to-face classroom. With the onset of 

synchronous online learning, teachers have faced some technical challenges, 

such as internet connection instability, video lag, delays in muting and speakers 

talking over each other (Moorhouse et al., 2021). They have sought ways to 

overcome these technical challenges, which require both the teachers and 

students to be flexible. Allowing students to turn off their cameras during 

synchronous online lessons helps reduce bandwidth demands to allow a 

smoother learning experience (Moorhouse et al., 2021). Other platforms such as 

Zoom can provide multiple modes of interaction, such as written chat, polling, 

annotation or small group discussions (Konhke & Moorhouse, 202). When so 

many potential new tools are available, teachers need to feel competent in using 

the functionalities but also confident enough to blend the pedagogical goals with 

the new mode of delivery (Moorhouse et al., 2021). For teachers, the biggest 

challenges are understanding the teaching context and transposing their usual 

daily teaching practices to an online environment (Moorhouse et al., 2021). 

 

Online management competencies 

One element that teachers have had to adapt to and be aware of when teaching 

in a synchronous environment is managing learning without the physical 

proximity that face-to-face classrooms provide (Moorhouse, 2021). Ismail and 

Abdulla (2019) discussed the effective use of the ‘virtual flipped classroom’ 

approach, in which videos are provided before the synchronous online lessons. 

They found that it allowed the learners to participate in discussions and dialogue 

during synchronous online lessons. To express their instructions clearly and 

efficiently through a screen, teachers must be aware of the virtual environment 

they are delivering in. Without physical presence, how to manage a virtual 

environment must be considered (Buchanan & Timmis, 2019).  

 

Online teacher interactional competencies 

‘Interaction’ can be very different in a face-to-face class and a synchronous online 

class (Payne, 2020). Teachers have to make adaptations and changes when 

transitioning from physical to virtual classrooms. However, when trying to foster 

interaction in the latter, the use of paralinguistic features is limited. These 
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features, such as the desire to speak, nominating speakers to take turns non-

verbally and gathering information about students’ understanding, create new 

challenges for the teachers (Moorhouse et al., 2021). Teachers have to be made 

aware of the differences that the interactional environment can entail so that they 

provide longer wait times and develop specific questioning techniques such as 

asking the whole class to respond to closed questions via non-verbal options (e.g. 

the chat function) followed by open questions to a few specific students to 

increase interaction (Moorhouse et al., 2021).  

 

Teachers also need to be aware of common social media platforms that students 

may be used to interacting with and apply that knowledge and technical mediation 

in their classrooms (Hafner, 2019). The ongoing COVID-19 pandemic has likely 

accelerated the development of online modes of English-language teaching. 

Although the literature review has revealed several potential strategies for 

teachers to promote language-learning interactions in synchronous online 

learning and teaching (Kohnke & Moorhouse, 2020; Payne, 2020), many 

teachers are still struggling with this mode of teaching and lack the required 

competencies (Moorhouse et al., 2021). 

 

Summary 

This chapter has reviewed key literature covering the contested definition of 

teacher professional development and models that explore how professional 

development is used in Hong Kong. Before the COVID-19 pandemic, the 

literature search did not reveal any substantial work related to the use of ICT in 

professional development. However, the context of blended learning has been 

well researched, and with the outbreak of the pandemic, the development of 

online and blended learning has accelerated. Such technologies have the 

potential to connect learners and teachers in different contexts around the world 

and provide a level of flexibility that face-to-face teaching cannot (Peachey, 

2017). However, due to the rapid spread of COVID-19, the educational sector 

has had to react swiftly, forcing the teachers to make quick changes to their usual 

teaching practices. Adapting to a radically different teaching environment can 

result in certain teacher competencies not being met. More importantly, teachers 

need technological competencies combined with the classroom interaction 
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competencies required in face-to-face classrooms to effectively use interaction to 

mediate and assist language learning during online synchronous lessons.  

 

The existing literature shows that there are important implications in CPD for both 

teachers and teacher educators. It is important to recognise the additional 

competencies that teachers need to cope with the demands of the current 

education system. Teachers can adapt by collecting and analysing evidence from 

their practice in the form of video-recordings or audio-recordings, self-observation 

or peer-observation (Walsh, 2019). It is also imperative that teacher educators 

support teachers who are going through these changes. Kennedy’s (2014) model 

of professional development provides a potential framework for adapting to the 

current situation and looking into how technology integration can support 

teachers’ CPD.  

 

Personal reflection on the literature review 

The review of the literature about past and present practices in teacher 

professional development has exposed a clear shift in the role that technology 

has to play. A common theme is the transmissive (Kennedy, 2014) and practical 

nature of professional development, with control extending beyond that of the 

beneficiary teacher. However, the rules of social distancing and the suspension 

of face-to-face classes have left teachers looking for alternative methods and 

seeking to upskill themselves to meet expectations. As an AT, my role in 

supporting the schools has also been hindered by the inability to visit the teachers 

and plan professional development activities or discussions in a face-to-face 

environment. However, as social distancing restrictions become less stringent, 

opportunities to interact with teachers have set me on a positive professional 

development learning journey, which has led me to familiarise myself with and 

use the software and tools available to ensure that I am still able to support my 

teachers’ needs.  

 

The conclusion to this literature review relates to how I approach my own 

development and learning. I will consider my own personal and professional 

development as a learner, not only from a behavioural or practical perspective 

but also crucially from an intellectual and attitudinal standpoint (Evans, 2014). 

The next chapter will introduce the methodology for implementing a mixed-



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 72 

methods approach and the iterative process of reflecting on and reviewing 

different phases of the methodology, as well as the collected data.  
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Chapter 4 - Methodology 

 

Introduction 

In the previous chapter, the existing literature regarding teacher CPD using 

technology was reviewed, providing the conceptual framework for this study while 

exposing the limitations of our current understanding and the gap that this thesis 

intends to contribute to filling. This chapter introduces the philosophical 

underpinnings of the study along with its theoretical framework, research design, 

ethical considerations, methods and data analysis.  

 

Based on Crotty’s (1998) classification, a conceptual framework is used to identify 

the methodological process and structure of the study. This involves the 

appropriate choice of epistemology/ontology, leading to a suitable theoretical 

perspective, the methodology and data sources and analytical methods and 

techniques. This process is crucial to answer the research questions of the study. 

 

Positionality of the research 

As I began my research, it was important for me to reflect and understand my 

positionality and my influence on the research. The term positionality can be used 

to describe an individual’s worldview and the position they adopt with regard to 

their research task and its social and political context (Foote & Bartell, 2011). 

Understanding my viewpoint regarding the research required examining my 

ontological and epistemological assumptions as well as assumptions about 

human nature and agency (Holmes, 2020), and connecting them to my values 

and beliefs was crucial. 

 

Very little research in the social or educational field is or can be value-free (Carr, 

2000). Positionality requires both acknowledgement and allowances by the 

researcher to locate their views, values and beliefs about the design, conduct and 

output of the research (Holmes, 2020). Savin-Baden and Major (2013) identify 

three primary ways that a researcher may identify and develop their positionality: 

 

1) Locating oneself vis à vis the subject and acknowledging personal 

positions that have the potential to influence the research. 
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2) Locating oneself vis à vis the participants, that is, the researcher 

individually considers how they view themselves, as well as how the 

participants view them while at the same time acknowledging that as 

individuals, they may not be fully aware of how they and others have 

constructed their identities and recognise that it may not be possible to do 

this without thorough and critical analysis. 

3) Locating oneself vis à vis the research context and process, namely, 

acknowledging that research will necessarily be influenced by the 

researcher and the research context.  

 

Self-reflection and a reflexive approach are both a necessary prerequisite and an 

ongoing process for the researcher to be able to identify, construct, critique, and 

articulate their positionality. Reflexivity is the concept that researchers should 

acknowledge and disclose their selves in their research, seeking to understand 

their part in it, or influence it (Cohen et al., 2011). I am also aware that my 

positionality is unique but can also impact all aspects and stages of the research 

process. By using the reflexive approach, it can inform my positionality but also 

shape how the research takes place and be interpretated.  

 

Throughout the study, it is important to be aware of the insider-outsider dialectic 

in ethnography. The advantages of an insider position include being able to 

access the culture being studied, as the researcher is regarded as being ‘one of 

us’ (Sanghera and Bjokert, 2008). The ability to ask more deeper and meaningful 

questions as well as being able to gain more trust to secure more honest answers 

are all benefits to the insider position. As the intervention stage involves the 

teachers who are familiar with the researcher, the positionality takes the form of 

an insider. The disadvantages of the insider position include inherently and 

unknowingly biased, or overly sympathetic to the culture. The inability to bring an 

external perspective may become difficult as opposed to an outsider position 

(Naaek et al., 2010). Respondents may also withhold sensitive information 

compared to an outsider, since the chance of having no future contact is likely.  

 

The researcher’s lens 

In Chapter 1, I introduced my background and the purpose of the research. Later 

in this chapter, I will go into detail about the philosophical underpinnings of my 
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research. The entire study takes place in Hong Kong, focusing on local primary-

school English teachers. Thinking about my own relationship with education, I 

realise that I value the experience and process of learning far more than the end 

product. However, this has not always been reflected in my work as an English 

teacher in Hong Kong, where teachers often ‘teach to the test’. Nonetheless, I 

have always enjoyed acquiring new knowledge and try to keep up to date on 

innovations in technology that could help me become a better teacher for my 

students. I now recognise this as an example of the novelty effect where new 

technology allows for improvements in performance in response to increased 

interest in the new technology (Houston-Price & Nakai, 2004).  

 

As I transitioned from the classroom as a NET to an AT in 2015, I was given the 

opportunity to support English teachers in the primary section. One main aspect 

of my role is to work on professional development by delivering workshops for 

teachers who registered for set topics posted online. These workshops are 

generally delivered in our office in Tsuen Wan, which is located on the Eastern 

side of Hong Kong, in the New Territories. These centralised professional 

development workshops are normally restricted to allow only two teachers from 

each school to attend.   

 

As I continued in my role as a novice AT, I felt that there was no way to ascertain 

whether the professional development that I was offering to teachers in these 

centralised professional workshops was effective or not. Even if some of the 

attendees in my workshops are part of my school support list, I may not recognise 

them or have the opportunity to work with them when I visit their school. 

Whenever I conduct school-based professional development workshops, the 

chosen topics are often similar to those of the centralised workshops offered in 

Tsuen Wan, but time allocation is usually significantly shorter (1 to 1.5 hours on 

average). Given the time restrictions, these workshops are often quite superficial 

and only scratch the surface of the topic to provide teachers with the strategies 

and tools required. It is also worth mentioning that these school-based workshops 

generally occur only once or twice in a school year.  

 

My own professional development suggests that a good proportion of my learning 

as a teacher has come from observations and making connections. I believe that 

my interest in CPD may result from this desire to know and understand why 
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something is the way it is. When I work with schools and discuss teaching 

ideas/strategies with teachers, I often ask myself whether any of my other schools 

would benefit from them. However, two major obstacles have stood in my way. 

The first is the lack of time. Juggling between several schools each working day 

can make it difficult to support teachers when they need it. Usually, I can visit two 

schools in a day, one in the morning and one in the afternoon, as I must factor in 

the travel time. When the timing and distance are favourable, three school visits 

are possible in one day, but this is fairly rare. The second obstacle is not always 

being able to follow up on any professional developments that may have been 

shared with the teachers and is dependent on the first issue. 

 

Before I started working on my doctorate, a situation arose wherein three schools 

requested visits on the same day. It was virtually impossible to visit all three 

schools in person, but a ‘critical incident’ (Tripp, 1994) led one of the schools to 

suggest conducting the meeting via video conferencing software (FaceTime) 

using our smartphones. This afforded me the time necessary to travel between 

the first and last schools while managing to hold a meeting with the teacher from 

the second school. This idea inspired the focus of my doctoral research project, 

in which I look into how ICT can support teachers’ CPD. 

 

The constraints of the research 

Although part of my role as an AT is to promote innovative ways to teach English 

as a foreign language, there are a few obstacles that are out of my reach as a 

researcher and that I am unable to change. 

 

I discussed in Chapter 2 the cultural differences between teachers regarding 

learning. Regardless of innovations in teaching, teachers in Hong Kong continue 

to teach to the test because standardised external exams are put in place for all 

local primary schools. The Territory-wide System Assessment (TSA) is an 

assessment tool for measuring the students’ competencies in Chinese, English 

and mathematics upon completion of the three key stages of learning (i.e. Primary 

3, Primary 6 and Secondary 3). The rationale for collecting student results from 

the TSA is to help schools and teachers enhance their plans regarding learning 

and teaching as well as to help the government review policies and provide 

focused support to schools (Hong Kong Examination and Assessment Authority 
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website accessed on 9th July 2021 - 

http://www.bca.hkeaa.edu.hk/web/TSA/en/Introduction.html).  

 

These assessments cover three areas: reading, writing and listening. The Hong 

Kong Examination and Assessment Authority sets summative assessment 

papers and uploads past test papers to their website for teachers to download, 

together with a marking scheme. A sample of a Primary 3 TSA paper (2020) and 

associated marking scheme can be found in Appendix 4.1. Before recruiting 

participants, I was aware that many would be LETs and some would be NETs. 

However, I was unsure of their mindset regarding the research context would not 

necessarily be clear because they may withhold the truth from answering the 

questions. How these issues were minimised will be discussed later in this 

chapter. 

 

To summarise, although the research aims to bring about improvements and 

enhance the efficiency of teacher professional development, there are external 

factors that I am unable to change. The main constraint is that regardless of the 

innovations that I introduce in the form of professional development, teachers will 

continue to have to teach towards the standardised summative assessment. The 

textbook industry and the fact that schools require their students to purchase 

textbooks along with exercise books also contribute to this situation. Teachers 

are restricted to teaching a content-driven curriculum, and there is no time to plan 

and teach outside of the textbook. In addition, preparing for and taking the 

external exams managed by the EDB generates stress for the students and 

teachers. The next section will provide an overview of the research methodology 

and the unforeseen circumstances that arose during the study. 

 

Overview of the methodology  

The methodology morphed and evolved over the course of the research as a 

result of two major situations: 

• The social/political incidents that took place in Hong Kong. 

• The COVID-19 pandemic. 

 

Figure 4.1 illustrates the changes that were made to the research throughout the 

data collection phase. Initial plans for data collection were discussed and mapped 

out with my supervisors, but the research design had to be adapted because of 

http://www.bca.hkeaa.edu.hk/web/TSA/en/Introduction.html
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the aforementioned circumstances, as shown in Figure 4.1. The first hurdle was 

conducting the qualitative interviews through Video Conferencing Software 

(VCS), while the second major hurdle was the school selection for the 

intervention.  The original intention was to compare two schools supported by the 

AT and collect data on how a blended mode of support from the AT would help 

or hinder teacher professional development. These unforeseen disruptions 

forced me to deviate from my initial plan substantially enough to make a 

difference and alter the methodology approach (Clausen et al., 2001). I thus had 

to reconfigure my research methodology to deal with these challenges. 

Chambers (2019) termed this kind of action ‘adaptive methodologies’ that allow 

the researcher to reflect on the situation and respond to the environment in which 

they operate. Hansen (2018) also suggested that researchers should be flexible 

during fieldwork, while Scott et al. (2006) noted that fieldwork necessitates a 

‘negotiated, adaptive and flexible approach’. With these research examples, I 

adopted the ‘adaptive methodologies’ approach to data collection because of the 

similar external factors such as political protests and COVID -19 that I faced. 

 

As a doctoral student conducting research during periods of disruption, it was 

important that I understand that data collection procedures must fit around the 

complex social discussions caused by the political protests and global pandemic 

and that the initial plans for interviews and research interventions that I had 

discussed with my supervisors had to build on the situation. The consequences 

of the political protests and pandemic were completely out of my control, and I 

had to accept to relinquish some control over my methods. During the data 

collection, the development of an adaptive methodology allowed for greater 

flexibility to absorb these unforeseen changes and continue the research.  
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Figure 4.1 – Flow and overview of the methodology after changes resulting from major unforeseen circumstances  
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Philosophical underpinnings 

At the beginning of a research project, it is crucial to carefully examine the 

philosophical underpinnings that guide the researcher and the paradigm in which 

the research is positioned. As a former English-language teacher and current 

teacher educator, my research aims are to ensure that English-language 

teachers can reach their full potential, fulfil their teaching needs and improve the 

learning and teaching experience by disseminating knowledge to a larger 

audience. These objectives guide all my decisions and have sparked my desire 

to explore the concerns I have in relation to the education system in Hong Kong. 

My views echo those of Gage (1989): 

 

Educational research is no mere spectator sport, no mere intellectual 
game, no mere path to academic tenure and higher pay, not just a way 
to make a good living and even become a big shot. It has moral 
obligations. The society that supports us cries out for better education 
for its children. (p. 10) 

 

Although Gage wrote this in 1989, I believe that his words remain true to this day. 

We ought to continually strive to improve the education of the next generation 

while being aware that education is part of the social world and is, therefore, 

socially and contextually bound.  

 

Various approaches and methodologies can be used to conduct educational 

research; however, when selecting the methodology, it is important for the 

researcher to keep in mind both a broad view of the purpose of the research and 

their own beliefs regarding knowledge and reality. My recognition of the need for 

better education for our children (Gage, 1989) is what led me to conceive of this 

research in the first place. Hitchcock and Hughes (1995) suggested that 

ontological assumptions give rise to epistemological assumptions, which beget 

methodological considerations that, in turn, engender issues of instrumentation 

and data collection. As the rationale behind this study shows, my ontological and 

epistemological assumptions are informed by the interpretivist paradigm.  

 

The interpretivist/constructivist paradigm grew out of Edmund Husserl’s 

phenomenology and Wilhelm Dilthey’s and other German philosophers’ study of 

interpretive understanding, also known as hermeneutics (Eichelberger, 1989, as 

cited in Mertens, 2005, p. 12). Interpretivist/constructivist approaches to research 

seek to understand ‘the world of human experience’ (Cohen & Manion, 1994, p. 
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36), suggesting that ‘reality is socially constructed’ (Mertens, 2005, p. 12). The 

interpretivist/constructivist researcher tends to rely on the ‘participants’ views of 

the situation being studied’ (Creswell, 2003, p. 8) and recognises the impact of 

their own background and experiences on the research. Unlike postpositivists, 

constructivists do not generally begin with a theory. Instead, they ‘generate or 

inductively develop a theory or pattern of meanings’ (Creswell, 2003, p. 9) 

throughout the research process. The constructivist researcher is most likely to 

rely on qualitative data collection methods and analysis or a combination of both 

qualitative and quantitative methods (i.e. mixed methods). Quantitative data may 

be utilised in a way that supports or expands upon qualitative data and effectively 

deepens the description. 

 

Through interpretivist/constructivist research, researchers aim to understand and 

investigate why something is the way it is in a specific context: ‘They begin with 

individuals and set out to understand the world around them’ (Cohen et al., 2011, 

p. 18). They understand that the world is complex and composed of individuals 

with different interpretations and that knowledge is constructed in the interactions 

of these individuals (Richards, 2003). This is a marked departure from the 

perspective of positivist researchers, who view the social world as akin to the 

natural world, governed by laws that can only be discovered through observation 

and experimentation (Cohen et al., 2011). Positivists are realists, believing that 

reality is fixed and that there is a single discoverable truth. Knowledge is therefore 

separate from the context from which it emanates (Bettis & Gregson, 2001). While 

interpretive researchers may be informed by quantitative methods, qualitative 

research methods predominate (Cohen et al., 2011). 

 

CPD for teachers as a pedagogical practice can be seen as socioculturally 

dependent and context-dependent (Johnson & Golombek, 2011; Lantolf, 2000; 

Hallam, 2004; Rudman, 2014). This means that the study of teachers’ practices 

naturally fits into the interpretive paradigm. My research design (described below) 

is consistent with this paradigm as well. 

 

Theoretical framework: sociocultural theory 

In keeping with the philosophical underpinnings of this study and the 

interpretivist/constructivist paradigm, which sees reality and truth as human 
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constructs (Richards, 2003), the study is informed by sociocultural theory 

(Johnson & Golombek, 2011). 

 

The main premise of sociocultural theory is that human thought is mediated 

through both symbolic (e.g. art, music and language) and physical artefacts 

created by human culture, which can be modified and passed on to subsequent 

generations (Lantolf, 2000). The sociocultural theory of the mind was originally 

conceptualised by Vygotsky (1960), who stated that ‘any higher mental function 

was external and social before it was internal’ (p. 67). Vygotsky argued that 

human thoughts and conceptions are formed by our social activities and 

interactions (Lantolf & Johnson, 2007). Therefore, our cognition is understood not 

as fixed but as ‘an interactive process, mediated by culture, context, language, 

and social interactions’ (Johnson & Golombek, 2011, p. 1). 

 

Sociocultural theory would suggest that teachers ground their understandings 

and actions in their own experiences as learners (Lortie, 1975) and interactions 

within social groups, such as with other teachers. For example, if English-

language teachers believe that writing English vocabulary repeatedly has 

benefited them as learners of English, they might assume that it will benefit their 

students. However, ICT was never used when the current more experienced 

teachers were learners. This common social practice will be passed down to 

future generations, which will leads to its continuation.  

 

Therefore, teachers have varying conceptions and practices depending on the 

culture and society in which they grew up. This is one of the principal rationales 

for conducting research in different cultures and societies. It is also often seen as 

a barrier to the implementation of ‘theoretically and pedagogical sound 

instructional practices’ developed through research (Johnson & Golombek, 2011, 

p. 2) with teachers, instead of following ‘tried and trusted’ approaches based on 

their own experiences or social groups (Brock et al., 2007). 

 

Therefore, when researching practices and beliefs, it is important to consider the 

findings within the sociocultural context in which they originate. We should not 

simply ask what teachers’ practices and beliefs are but also examine the possible 

influences on these practices and how they fit in the sociocultural context. 
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Framing this study within sociocultural theory means exploring the topic via the 

complex relationship between actions and the factors that influence them, 

including other stakeholders in the educational context, such as students, 

parents, teacher educators, senior teachers and policymakers. This requires 

relating the pedagogical practices of CPD as experienced by teachers to the 

cultural, institutional and historical context of Hong Kong (Westsch et al., 1993). 

I believe sociocultural theory also fits well with the exploratory nature of this study, 

which was conducted to develop a conceptual understanding of the pedagogical 

practices of teachers’ CPD and how ICT can contribute to the field. 

  

Research design 

Research methods should be selected based on fitness for purpose. The use of 

both qualitative and quantitative data collection methods in a single study is not 

sufficient to categorise a study as mixed-methods research. It is the integration 

or linking of the two strands of data that defines the mixed method of research 

and highlights its value (Berman, 2017). In this study, interpretation-level 

integration occurred to fully address the research questions, connecting the 

quantitative data from Phase 1 of the study with the qualitative data from Phase 

2.  

 

I decided to use a multi-methods design based on a sequence (see Figure 4.2) 

to connect the two sources of data. The main benefit of such an approach allowed 

for reciprocal advantages at each stage of the research process as well as 

allowing each method to enhance the unique qualities of the other (McMurray et 

al, 2004).  Given the constant changes and unforeseen circumstances, this was 

the most appropriate approach that provided flexibility to adapt to the current 

situation. This is also characterised by ‘the collection and analysis of quantitative 

data [in Phase 1] of the research followed by the collection and analysis of 

qualitative data [in Phase 2] that builds on the results of the initial quantitative 

results’ (Creswell, 2009, p. 211). This design explains and interprets quantitative 

results by collecting and analysing follow-up qualitative data. For the present 

study, this included the use of questionnaires, followed by focus group interviews 

(see Figure 4.2), two forms of data that are separated but ‘connected’ (Collier and 

Elman, 2008, p. 780; Creswell, 2009). The questionnaires of Phase 1 aimed first 

to identify the common practices of teachers in CPD and in using ICT for their 
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teaching needs. In Phase 2, the focus interviews then further explored the 

teachers’ perceptions of their CPD and the impact of interaction with ICT on their 

CPD, as well as any factors affecting CPD.  

 

This is an exploratory study focusing on how support using ICT might benefit 

teacher CPD for primary-school English-language teachers in Hong Kong. Phase 

1 examines the CPD practices that the teachers used over the last five years (or 

less if they were new to the profession). 

 

 

Figure 4.2 – Sequential multi-method design 

Triangulation 

The use of a multi-methods design in this study serves to triangulate data from 

different collection methods. Triangulation is described as ‘a process of using 

multiple perceptions to clarify meaning, verifying the repeatability of an 

observation or interpretation to clarify meaning by identifying different ways the 

phenomenon is being seen’ (Stake, 2000, p. 443). Data triangulation is 

strengthened through an ongoing process of reviewing existing data sets and 

comparing the information from multiple sources (questionnaires, focus group 

interviews and individual interviews) to ensure the accuracy of the data 

interpretation. Triangulation thus helps to ‘map out, or explain more fully, the 

richness and complexity of human behaviour by studying it from more than one 

standpoint and, in doing so, by making use of both quantitative and qualitative 
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data’ (Cohen et al., 2000, p. 112). In this study, the quantitative findings regarding 

the use of ICT for professional development and current CPD practices are 

compared with the qualitative findings of the focus interviews, which typically 

concentrate in-depth on relatively small samples and teachers’ needs and beliefs 

can be well understood with the use of such an in-depth inquiry (Patton, 1990).  

 

Advantages of combining quantitative and qualitative approaches 

The advantages and disadvantages of quantitative and qualitative research 

paradigms have been hotly debated. It is noted that the selection of an approach 

should be dependent on the topic, and there are no logical grounds for all 

research to be either quantitative or qualitative (Silverman, 1993). The combined 

use of quantitative and qualitative approaches comes from a pragmatic inquiry 

perspective. Pragmatists argue that methods from both positivist (quantitative) 

and interpretivist (qualitative) paradigms should be used jointly to better 

understand a phenomenon (Howe, 1988). Pragmatism states that both subjective 

and objective points of view exist, and research should be conducted using 

whatever methods are necessary to achieve the desired result (Onquegbuzie, 

2002). The ontological assumptions of the pragmatic perspective posit that there 

are multiple realities ‘forming an interconnected whole’ (Lincoln & Guba, 1985; 

Creswell, 1994). Knowledge claims arise from actions, situations and 

consequences rather than antecedent conditions as in postpositivism. The 

pragmatists look at the ‘what’ and ‘how’ in research based on intended 

consequences (Creswell, 2003). Mixed-methods studies involve the collection 

and analysis of both qualitative and quantitative data (Dornyei, 2007). This kind 

of research can help provide a fuller understanding of the research subject; 

additionally, it is possible that one method will help verify the other(s) 

(Sandelowski, 2003). As Mertens (2005) notes, this can be useful in the 

exploration of a complex educational context. According to what Johnson and 

Turner (2003) call the ‘fundamental principles of mixed-methods research’, 

researchers should collect data using different strategies, approaches and 

methods to ensure ‘complementary strengths and no overlapping weaknesses’ 

(Johnson et al., 2007, p. 51). Therefore, in this study, a mixed-methods approach 

was selected (Newman & Benz, 1998). 
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The study will provide a better picture of teachers’ practices, supported by 

relevant methodological choices, to address the research questions highlighted 

in Chapter 1. 

 

Understanding the data 

Before collecting and analysing the data, it is essential to understand the basic 

concepts of numerical analysis and determine whether the data collected is 

statistically significant or not. 

 

Scales of data 

Before advancing into the field of data analysis, the kind of numbers that are 

being dealt with must be identified. In Phase 1, the scale and data collected were 

based on a combination of nominal and ordinal scales. The nominal scale 

associates one number with a specific category. For example, in section A of the 

questionnaire, 1 denotes ‘male’, 2 denotes ‘female’ and 3 denotes ‘prefer not to 

say’. These categories are mutually exclusive and have no numerical meaning. 

Nominal data are frequently termed categorical data but are not ordered.  

 

Ordinal scales classify the data but also order them. Examples in the 

questionnaire include the rating scales. For example, ‘strongly agree’ is stronger 

than ‘agree’. These types of responses can be placed in order but still lack a 

metric. Without a metric in place, it is not possible to measure the value or 

distance between the points on a scale. 

 

Interval scales are numeric scales that can be ordered and allow for exact 

differences in values to be known, whereas ratio scales include information from 

all the aforementioned scales. They indicate the order and exact value between 

units and have an absolute zero, which allows for a wide range of descriptive and 

inferential statistics to be used.  

 

Non-parametric data 

Non-parametric data make no assumptions about the population (Cohen et al., 

2011). Conversely, with parametric data, it is assumed that the population is 

known; however, Wright (2003) suggests that normal distribution is very rare in 

psychology. Because the study asks questions related to teachers’ personal and 

past CPD as well as their perspectives on their professional development, no 
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assumptions can be made. Given that the sample size is small and only a number 

of teachers will be picked out of the total population. Non-parametric tools do not 

rely on any distribution and no strict assumptions are made in regard to the 

distribution data. Therefore, the collected data will be analysed using non-

parametric tools. 

 

Descriptive and inferential statistics 

Descriptive statistics describe and present the data. No attempt is made to infer 

or predict the population parameters. Descriptive statistics can include many 

categories, but for the data collected, the n, the mean and the standard deviation 

were used to analyse the quantitative data since these were the values that 

provided useful data. These types of statistics also make no inferences or 

predictions but are simply a way to report what has been found in a variety of 

ways. To analyse non-parametric data, I chose to use Chi-Squared because of 

its suitability for determining whether categories of data differ from each other in 

terms of volume or diverge from what would be expected in normal 

circumstances. However, Chi-Squared is not the only possible statistical tool for 

non-parametric data. The Kruskal-Walls non-parametric one-way analysis of 

variance was also considered. Both tests provide a way to analyse independent 

samples that are significantly different from a normal populations, but Chi-

Squared was sufficient for the data collected. 

 

Ethical considerations 

In the data collection process, building a relationship of trust with the participating 

teachers was essential. I informed the participants about the purpose of the 

research and indicated the extent of the commitment required of them. The 

research data were also kept confidential. 

 

It is crucial for researchers to conduct all aspects of their research ethically, 

honestly and transparently. To ensure this, at every stage of this study, I followed 

both the Research Code of Conduct of the University of Dundee and the relevant 

Hong Kong laws. I received a certificate of ethical approval from the School of 

Education and Social Work of the University of Dundee to carry out the research 

in November 2019 (Appendix 4.2). The University of Dundee’s Code of Practice 

for Non-Clinical Research Ethics on Human Participants are in line with the British 
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Educational Research Association’s (BERA, 2011) guidelines regarding 

researchers’ responsibilities towards participants. 

 

Throughout the study, all participants were informed of the aims of the research 

in writing, in the form of a cover note and consent form (Appendix 4.3). These 

forms detailed the right of the participants to withdraw from the study at any time 

and assured participants that the data would be kept confidential and that all 

responses would remain anonymous but indicated that some demographic 

information might be used. Should any participant wish to withdraw from the 

study, the demographic information could be used to trace them back and remove 

their information from the study. These assurances also encouraged open and 

honest responses from participants. 

 

Each stage of the research posed specific ethical challenges. In relation to Phase 

1, the use of convenience sampling can raise ethical issues as participants may 

feel obliged to participate. For example, some invited participants may recognise 

and/or have worked with me (the researcher) in the past in my capacity as an AT. 

To mitigate this concern, I informed participants of the voluntary nature of their 

participation and provided anonymous ways to return the questionnaire through 

an online platform. 

 

All data were kept in secure locations on a secure cloud-storage platform to which 

the supervisors had access. As a secondary location, the data were stored on 

the researcher’s personal computer, which was password and fingerprint 

protected. Any data/consent forms that were used as hard copies were stored in 

a locked drawer in a locked office accessible only to me. All data were treated 

with the utmost respect and care. 

 

Methods 

Data for this study were collected in two phases between November 2019 and 

July 2020. Phase 1 consisted of an online questionnaire collecting quantitative 

data on teachers’ practices and prior usage of ICT in the work context (addressing 

RQ1, RQ4 and RQ5) and was conducted between November 2019 and January 

2020. Phase 2 involved data collection online individual interviews between May 

and June 2020, providing qualitative data to help answer RQ2 and RQ3.  
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Table 4.1 gives an overview of the methods used, types of data collected, 

analytical techniques utilised and research questions addressed at each stage of 

the research. A description of the methods used at each stage of the study 

follows, including the rationale, piloting procedures, design of the research tools 

and participants. 

 

Table 4.1 – Methods, type of data collected, analytical techniques and 

research questions addressed 

Research questions 

• RQ1 - Can G Suite for Education and mobile communication 

applications (e.g. WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time 

allow for more effective collaboration between teachers and with the 

AT?  

• RQ3 - How can feedback and support be sustained by teachers 

interacting with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development 

needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

Phase 
Research question 

addressed 
Methods 

Type of data 

collected 
Analysis 

1 

RQ1 

Questionnaire Quantitative Quantitative 

 

RQ4 

 

RQ5 

 

2 

RQ2 Interviews 

after 

intervention 

Qualitative Qualitative  

RQ3 

 

The questionnaire 

Questionnaires are a common data collection method in educational research. 

Cohen et al. (2011) described their purpose as to ‘gather data at a particular point 
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in time with the intention of describing the nature of existing conditions or 

identifying standards against specific events’ (p. 256). The method has a number 

of advantages that make it well suited to this study: it can represent a wide target 

population, gather standardised information and be generalised to the target 

population (Krosnick, 2018). As Cohen et al. (2001) noted, questionnaires can be 

useful for collecting factual information. 

 

Questionnaire sampling 

In interpretive research, it is common to utilise more than one kind of sampling. 

In Phase 1 of this study, I intended to use a probability design to reach all relevant 

teachers in Hong Kong through the connections of the ATT; however, due to the 

non-compliance of my intermediate participant identifiers, I resorted to a non-

probability convenience sample design to maximise the response rate and 

number of potential participants (Dornyei & Taguchi, 2009). 

 

Participants were recruited through convenience and snowball sampling. This 

design helps to counter issues of access to the target participants (Dornyei & 

Taguchi, 2009). As the target participants work in schools, it can be difficult to 

gain access to them via random sampling. 

 

During the 2019–2020 school year (when the data were collected), 575 primary 

schools were operating in Hong Kong (EDB, 2018). Of these, 532 were aided or 

government schools and a further 43 belonged to the ESF and were other private 

or international schools (see Chapter 2 for details regarding the different types of 

schools). The 43 ESF and other private and international schools were excluded 

from the study for the following reasons: 

• They implement the International Baccalaureate curriculum and are 

exempt from the Hong Kong education guidelines. 

• They usually operate a teacher-based system rather than a subject-based 

system for classes. 

• They often hire many expatriate teachers, who grew up in different 

educational contexts (Wang & Kirkpatrick, 2015). 

 

This left 532 schools that employed English-language teachers who met the 

requirements of this study. Dornyei and Taguchi (2009) consider a sample size 

of 1–10% of the population to be the ‘magic sampling fraction’ (p. 62). 
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Consequently, each school was sent the questionnaire via e-mail through the 

network available from the Advisory Teaching Team. The e-mails were sent to 

the NETs and the English Panel Chairs (EPCs) of the 532 schools. I also sent 

out the questionnaire to the 16 schools that I supported during the 2019–2020 

academic year. In these schools, there was possibly a higher chance of 

completed questionnaires being returned because the NET and EPC have 

worked with me in the past.  

 

Questionnaire development 

The questionnaire was challenging to design. As Dornyei (2007) notes, it is easy 

to construct a questionnaire, but it is not easy to construct a reliable and valid 

one. Reliability is a criterion of a high-quality study; it requires the researcher to 

put in place processes such as piloting to ensure consistency in participants’ 

interpretation of the questions or items and guarantee that these questions or 

items are free from error (Nunan & Bailey, 2009; Dornyei & Taguchi, 2009). 

Validity is concerned with generalisability to the wider population and whether the 

item measures what it is supposed to measure (Nunan & Bailey, 2009; Dornyei 

& Taguchi, 2009). These requirements necessitated both time and a systematic 

approach to the design of the questionnaire. Before the design process could 

begin, it was necessary to answer questions related to each element of the 

questionnaire, including whether the questions ought to be open-ended or closed, 

the optimal rating scale to utilise and the best way to mitigate bias. 

 

Below, I will discuss the initial draft of the questionnaire as well as the different 

steps taken to increase its validity, including a pilot phase. The language used in 

the questionnaire was English. 

 

First draft of the questionnaire 

Writing good questions for a questionnaire requires striking a balance between 

art and science. Being familiar with the levels of measurements and what can be 

done mathematically with the responses is an important factor in the process of 

designing a questionnaire (Phillips et al., 2013). The initial questionnaire was 

constructed with all the questions that I had in mind about CPD and the 

integration of ICT for primary teachers teaching the English language in Hong 

Kong. At the time, technology integration in English language teachers in Hong 

Kong were limited, however I did take reference to a study by Li & Walsh (2010), 
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that studied technology uptake in EFL teachers in China to ensure that the 

questions developed were suitably fitting to the context of the research as well as 

drew on my experience as a primary schoolteacher and a teacher educator. I 

then referred to the literature review and context and wrote down the points that 

I wanted to explore in the questionnaire. My initial questions and ideas were 

organised into categories and subcategories, resulting in a draft questionnaire of 

roughly 100 items. I revised and edited the questionnaire, removing duplicates 

and increasing its readability and ease of completion. The result was a 

questionnaire consisting of three sections, where Part A and Part B contained 

closed questions while Part C solicited general comments. Most of the sections 

comprised multiple-choice questions on a 6-point Likert scale, a common scaling 

technique (Dornyei & Taguchi, 2009) with which teachers in Hong Kong are likely 

to be familiar. Table 4.2 below briefly describes each section. 

 

Table 4.2 – First draft questionnaire descriptions 

Part A 

Demographic information about the participant, including age, 

gender, years of teaching experience, seniority and grades taught. 

This will help contextualise the findings and make it easier for the 

reader to judge the generalisability of the findings. 

Part B 

Information on the teacher’s past CPD experience in the previous 

five years, including topics related to the English Language 

Education Key Learning Area Curriculum Guide, the types of CPD 

delivery that the teachers experienced as well as their interaction 

with ICT and whether they have ever applied ICT in their daily 

teaching. Another section also enquires about whether the 

participants have any experience with G Suite for Education 

applications. 

Part C 

Information on the teacher’s future needs in terms of CPD, 

including the types of CPD activities that they prefer, and their 

personal views on the impact of CPD on their career and what 

constitutes ‘good CPD’. 

 

Once the questionnaire had been completed, the sections and items were cross-

referenced with my research questions to limit omissions in the questionnaire and 

ensure that all items were helpful in answering the research questions (see Table 
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4.3) (Nunan & Bailey, 2009). The initial questionnaire contained 38 items, which 

I felt was a manageable number for teachers to complete in the suggested time 

frame of the invitation. 

Table 4.3 – First draft questionnaire 

Section Title No. of 

Items 

Question type Research 

questions 

addressed 

A Education and teaching 

background 

8 Closed (tick 

box) 

4 

B Past CPD experience 10 Closed (tick 

box and 

Likert) 

1, 5 

C CPD needs for the future 20 Closed (tick 

box, Likert 

and open) 

4, 5 

Note: total of items 38 

 

Piloting of the questionnaire 

Piloting is an integral part of any survey-based research (Dornyei & Taguchi, 

2009). Nunan and Bailey (2009) compare it to ‘a dress rehearsal in the theatre’ 

(p. 145). It can help the researcher locate any confusing items and unclear 

instructions and confirm whether the questionnaire achieves its purpose (Dornyei 

& Taguchi, 2009). Piloting should take place in at least two stages, including an 

initial pilot and a full pilot (Nunan & Bailey, 2009).  

 

For the initial pilot, I asked my supervisors to review the questions and layout of 

the questionnaire. I also sought feedback from three experienced teacher 

educators familiar with the target population and topic about the questionnaire’s 

face validity. Assessments of face validity provide a subjective view of the 

appropriateness and relevance of the survey questions and items to the research 

questions (Holden, 2010). The questionnaire was modified based on this 

feedback. A few changes were made to the questionnaire’s design and content. 

The overall design was streamlined and clarified, and section headings were 

revised for appropriateness. The language and terminology were also edited for 

improved clarity in the Hong Kong teaching context. Irrelevant or ambiguous 
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items were amended or removed in keeping with the advice of Dornyei and 

Taguchi (2009). The Likert scale for each section was standardised for clarity and 

simplicity.  

 

After revising the pilot questionnaire and analysing the results, the final 

questionnaire was produced and delivered to the intended participants (Appendix 

4.4).  

 

Participant recruitment and questionnaire distribution 

I decided that the most suitable method for the distribution of the questionnaire 

was by electronic means (Iqbal & Pipon-Young, 2009). This provided several 

advantages, including the ability to reach respondents quickly and facilitate the 

completion of the questionnaire. According to Edwards et al. (2009), this 

approach has been shown to increase the response rate, although it has also 

been suggested that a degree of technical skill is required, for example, if the 

questionnaires are distributed as attachments. As a result, I elected to use a 

hyperlink to a web-based questionnaire embedded in an e-mail as the most 

accessible method (Denscombe, 2007).  

 

To recruit participants, I contacted all the English language teachers that I knew, 

asking whether they would be interested in participating in the study and whether 

they could recruit others to participate. This snowball design allowed me to use a 

small network of contacts to reach a larger sample (Dornyei & Taguchi, 2009). I 

also made use of my role as an AT and asked my colleagues from the ATT to 

send out an e-mail to ask whether the teachers supported by the other ATs would 

participate in the study. An online link to the questionnaire was passed to the 

relevant people, and participants were informed of the voluntary nature of the 

participation in the e-mail as well as in the first section of the questionnaire. 

Although the sampling method does not provide a fully representative sample, it 

made the study feasible and generated a representative sample (Dornyei & 

Taguchi, 2009) by providing access to a larger sample size. Following the e-mail 

invitation, the online questionnaire (Appendix 4.4) was distributed, with a return 

date set for eight weeks later and a reminder e-mail sent at the halfway point. As 

two major public holidays (Christmas and Chinese New Year) fell during the 

window for the completion of the online questionnaire, the time frame for the data 
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collection spanned two months, from the end of November 2019 to the end of 

January 2020. 

 

Once the participants had agreed to participate, they were taken to the next 

section of the questionnaire. The end of the questionnaire featured a self-

nomination option for Phase 2 of the research study. 

 

The following strategies were used to maximise the response rate: 

• Convenience sampling was used with a snowball design. I contacted 

English-language teachers that I knew and invited them to participate and 

invite their colleagues or other English-language teachers they knew. 

They were all informed that their responses would be kept anonymous 

and that their participation was voluntary. 

• I also asked my colleagues to send out the invitation to the English-

language teachers they knew. 

• A detailed cover note link was attached to the e-mail that was sent to the 

teachers (Appendix 4.3). 

• For ease of completion, the questionnaire was concise and user-friendly, 

with an estimated completion time of approximately 10–15 minutes, 

broken down into three parts, for a total of 38 items (Dornyei & Taguchi, 

2009). 

 

Questionnaire data analysis  

As this is an exploratory study and the aim of the questionnaire was to collect 

data to answer the research questions, descriptive statistics and Chi-Squared 

testing statistics were used for the quantitative data collected (Cohen et al., 2011; 

Nunan & Bailey, 2009). I then analysed and interpreted the descriptions (Cohen 

et al., 2011, p. 622). Written responses to open-ended questions were coded, 

and themes were identified under the main headings of the questionnaire using 

a content analysis approach (Dorney & Taguchi, 2009). 

 

Quantitative data can be analysed in a variety of ways (Nunan & Bailey, 2009), 

but the selected technique should best represent the data collected. Given that 

this study seeks to describe the target group, it was deemed appropriate to 

analyse the data using descriptive statistics and a Chi-Squared test for parts of 

the questionnaire. 
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Descriptive statistics include frequencies, central tendencies (mean, mode and 

median) and dispersions about the mean (range, standard deviation and 

variance) (Cohen et al., 2011; Nunan & Bailey, 2009). As the questionnaire 

required participants to respond on a Likert scale, the frequency and percentages 

of participants’ responses offered the most appropriate way to analyse and 

present the data (Cohen et al., 2011), while means were calculated for other 

responses. A Chi-Squared test was used to check whether the responses were 

statistically significantly different from random. This test was performed to 

compare two nominal variables, ordinal variables (scaled responses) and a 

combination of nominal and ordinal data. The test provides a way to measure the 

significance of cross-tabulation. The responses from the online questionnaire 

were imported into the statistical analysis software SPSS and coded relevantly to 

perform the statistical analysis. 

 

Data collection tool validation 

Two statistical tests, Chi-Squared and Cochran’s Q were used to validate the 

data collection tool. To measure whether the data collected were statistically 

different from a random flat line distribution, Chi-Squared was used for single-

choice answers. For questions that provided participants with the option to select 

more than one answer, I performed a Cochran’s Q test. All the calculations were 

made on SPSS version 26.  

 

In the analysis, it was important to check whether the questionnaire data showed 

statistical significance. The statistical test chosen was Chi-Squared, a non-

parametric test of significance that Leech et al (2002) deems appropriate when 

the data is in the form of frequency counts occurring in two or more mutually 

exclusive categories. The Chi-Squared test compares the proportions observed 

in a study with the expected proportions to establish whether they are significantly 

different. The Chi-Squared value increases as the difference between observed 

and expected frequencies grow larger. Chi-Squared only tests for relationships 

that have statistical significance (i.e. for which the difference is not due to 

chance). Table 4.4 shows the questions for which a Chi-Square test was used.  

 

For questions that gave the participants the option to select more than one 

answer, a Cochran’s Q test was used because of its ability to match more than 
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three sets of frequencies for questions such as Section B1 question 9, which 

asked teachers to list topics they had taken in the past. The questions for which 

Cochran’s Q test was used can be seen in Table 4.5. 

 

Table 4.4 – Analysis of questionnaire questions using Chi-Squared 

Section Question Question 

A1 Country of origin 1 

A2 Age 2 

A3 Gender 3 

A4 Years of teaching 4 

B3 

The professional development course content is relevant to my 
current job functions 

11.1 

The professional development courses I have attended have 
helped me do my job better 

11.2 

The professional development courses I have attended have 
helped me help my students in the classroom 

11.3 

The professional development courses have helped me 
prepare for advancement 

11.4 

C3 

Teachers were asked to RATE the following in terms of their own 

personal CPD 

Your professional development 17.1 

Your promotional aspects 17.2 

Your desire to learn more 17.3 

Your pupils’ learning outcomes 17.4 

Your leadership skills 17.5 

C4 

Teachers were asked to RATE the following in terms of how they 

perceive CPD should be in the future and the important factors were 

required in their CPD  

Having fun with other teachers 18.1 

Networking with other teachers 18.2 

Listening to an expert 18.3 

Discovering new ideas to try out in the classroom 18.4 

Being challenged to think creatively and critically as a learner 

and teacher 

18.5 

Quick fixes to problems or concerns 18.6 

Instructions from ‘experts’ 18.7 

Reflecting on my own practice 18.8 

Learning with and from my colleagues 18.9 

Opportunities to apply what I have learnt in the classroom 18.10 
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Certificates as evidence of my learning 18.11 

Table 4.5 – Analysis of questionnaire questions with Cochran’s Q 

Section Question Question 

B1 CPD topics taken in the past 5 years  9 

B4 Types of CPD attended in the past 5 years 12 

B5 Types of applications used for work 13 

B6 Use of technological applications 14 

C2 Choose the most relevant forms of CPD activities 16 

C5 For future CPD, which of the following topics would 

interest you as an educator to aid you in your teaching 

career? 

19 

 

Qualitative thematic analysis  

In Section C1, participants were asked what their two major CPD needs were for 

the next few years. The responses were subjected to a thematic analysis, a 

method for identifying, analysing and reporting patterns (themes) within data, 

which organises and describes the data in rich detail. The benefits of performing 

a thematic analysis include its flexibility for use across a range of research 

questions, theoretical frameworks and types of data, as well as large and small 

data sets (Braun & Clarke, 2006).  

 

Patterns and themes within the data were identified and analysed (Braun & 

Clarke, 2006). The identification of the themes followed a six-stage coding 

process: 

1. I read and reread the responses to familiarise myself with the data. 

2. I generated initial codes. 

3. Within the initial codes, I generated and identified themes and subthemes. 

4. I then reviewed potential themes. 

5. I defined, named and organised the themes. 

6. I selected extracts that illustrated the themes and compiled the report. 

 

For the qualitative data, responses to the open-ended question were initially 

reviewed and scanned, using the themes developed based on the research 

questions. Due to the limited number of open-ended questions in Section C, the 

responses were manually coded and categorised under the emerging themes 

using identifiers.  
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These themes were then reduced in number, and specific comments were 

selected to illustrate the principal theme (Nunan & Bailey, 2009). The findings 

derived from this analysis are presented in Chapter 5. The procedure for 

analysing the qualitative interview data in Phase 2 is discussed in Chapter 7. 

 

Summary 

This chapter provided a detailed description of the methodology for addressing 

the research questions in Phase 1 of this study. The obstacles that presented 

themselves during the different stages of the research were also mentioned, as 

well as how an adaptive methodology approach was taken. This aims to illustrate 

the rigorous approach adopted to produce data that accurately reflects the 

practices and beliefs of the participants. Statistical tools were researched to find 

the most suitable for analysing the data. In Chapter 5, I present the findings of 

the data analysis in response to the research questions.
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Chapter 5 - Phase 1 Results 

 

Introduction 

This chapter lays out the findings regarding teachers’ perceptions of current 

practices in making use of ICT for their CPD. It will first cover the quantitative 

results and data analysis of the survey and then move on to the qualitative survey 

data. I also investigate whether the data collected showed any significant 

differences in their choices when teachers’ cultural background, teaching 

experience or age were taken into account. The survey is divided into three 

sections and addresses the research questions below.  

 

Research questions addressed 

• RQ1 - Can G Suite for Education and mobile communication applications (e.g. 

WhatsApp) facilitate CPD? 

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

Questionnaire sections 

• A: Demographic characteristics  

• B: Past CPD experiences in the last five years 

• C: CPD needs for the future  

 

The list of questions can be found in Appendix 4.4. 

 

Response rate  

The ATT was first sent the invitation to forward to the EPCs and NETs in Hong 

Kong. Figure 5.1 shows the flow of the questionnaire invitation’s dissemination.  
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Figure 5.1 – Questionnaire dissemination 

The invitation e-mail asked the EPCs and NETs to forward the invitation to their 

colleagues at their school. A total of 123 individuals responded to the online 

questionnaire (hosted on the JISC platform). To preserve the anonymity of the 

respondents, the questionnaire did not require participants to disclose the name 

of their school; as a result, it was not possible to determine the number of schools 

involved in filling in the questionnaire. All 536 primary schools in Hong Kong were 

contacted via e-mail through the ATT. The survey was conducted between 26 

November and 30 January 2020. Because many schools were on Christmas 

holidays, the questionnaire was open for completion until the end of January.  

 

It was not possible to calculate the response rate given that the way the 

questionnaire was distributed did not allow me to determine exactly how many 

teachers received it. However, based on the data, of the 123 individuals who 

completed the questionnaire, 47 were NETs, accounting for 38.2% of the 

participants. This is a relatively high percentage since each school only has one 

teacher holding this position. This may be explained by the sampling method as 

I know a disproportionate number of NETs from the schools that I support. Based 

on the number of NETs that responded to the questionnaire, an assumption was 

made that the data represented at least 47 schools out of the 532, accounting for 

approximately 9% of the total number of schools.  
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Section A – Demographic characteristics  

The survey participants were asked to provide demographic information such as 

their gender, age, years of experience, highest qualifications and rank (based on 

Hong Kong teacher rankings) as well as their country of origin. Demographic 

information is important as it indicates how representative the sample is of the 

target population (Salkind, 2010) in this study of English-language teachers 

working in Hong Kong. An overview of the demographic information is presented 

in Table 5.1 and Table 5.2. This forms Section A of the questionnaire.
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Table 5.1 – Demographic information of questionnaire participants: gender and age 

 Gender Age 
Total respondents 

per country 
N = 123 Country of 

origin 
Male Female Undisclosed <25 25–34 35–44 45–54 >55 

Australia 1 4 - - - 3 - 2 5 (4%) 

Canada 3 3 - - - 3 3 - 6 (5%) 

China - 2 - 1 - - - 1 2 (2%) 

Hong Kong 16 64 4 6 19 33 22 4 84 (68%) 

New Zealand 1 - - - - - 1 - 1 (1%) 

South Africa 1 1 - - - 2 - - 2 (2%) 

UK 11 3 - - 5 8 - 1 14 (11%) 

US 3 1 - - 2 2 - - 4 (3%) 

Other 1 4 - - 2 1 2 - 5 (4%) 

Total 
37  

(30%) 
82  

(67%) 
4  

(3%) 
7  

(6%) 
28 

(23%) 
52 

(42%) 
28  

(23%) 
8  

(7%) 
123 
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Table 5.2 – Demographic information of questionnaire participants: years of teaching and highest teacher qualification 

 Years of teaching Highest teacher qualification N 
Total respondents per 

country 
N = 123 Country of 

origin 
0-5 6-15 16-25 26+ 

Diploma/ H. 
Diploma 

Degree Masters Doctorate 

Australia - 2 1 2 2 1 1 1 5 (4%) 

Canada - 3 3 - 1 3 2 - 6 (5%) 

China 1 - - 1 - 1 1 - 2 (2%) 

Hong Kong 17 31 23 13 38 23 23 - 84 (68%) 

New 
Zealand 

- - 1 - - 1 - - 1 (1%) 

South 
Africa 

1 - 1 - 2 - - - 2 (2%) 

UK 1 11 1 1 12 - 2 - 14 (11%) 

US - 4 - - 2 - 2 - 4 (3%) 

Other 1 4 - - 5 - - - 5 (4%) 

Total 
21 

(17%) 
55 

(45%) 
30 

(24%) 
17 

(14%) 
62  

(50%) 
29  

(24%) 
31  

(25%) 
1  

(1%) 
123 
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Table 5.1 reveals that the majority of participants (67%) were female. This 

imbalance between female and male teachers reflects the trends in the Hong 

Kong teaching population (Census and Statistics Department, 2016; Morris & 

Adamson, 2010). The table shows that a range of ages and teaching experiences 

are represented. Both teachers and senior teachers are represented, with 17% 

of the participants holding the position of EPC. This is a relatively high percentage 

since each school features only one teacher in this position. This may be a result 

of the sampling method given that I know a disproportionate number of EPCs, 

and ATs also sent out a direct e-mail to the EPCs to invite them to participate in 

the questionnaire. The numbers of Bachelor’s degree and master’s degree 

holders were in line with expectations: Hong Kong has a highly educated teaching 

force as many teachers choose to complete post-graduate qualifications (EDB, 

2018). The majority of participants also worked full-time (99.8%). Most of the 

respondents reported being within the 35–44 years age bracket (42%), as seen 

in Figure 5.2.  

 

Figure 5.2 – Age of participants 

The age range also correlated closely with the respondent’s number of years of 

teaching experience (45%), as shown in Figure 5.3. 

6%

23%

42%

23%

6%

Age of Respondents

Under 25

25-34

35-44

45-54

55+



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 106 

Figure 5.3 – Participants’ years of teaching experience 

Teachers who had been teaching for 0–5 years and 26 years or more were the 

least represented in the survey, with 14% and 17% respectively. Although the 

age range and the number of years of teaching seem to correlate with the other 

data collected, no comparable data from the authorities is available to determine 

whether the participants’ age and years of teaching reflect the overall teaching 

population. 

 

Of the 123 participants, three (2.5%) teachers were not working in the primary 

section of education. However, these participants still had insight into the 

educational field, so their responses were reviewed and kept in the data. 

Geographically, the majority of the participants were from Hong Kong, as shown 

in Figure 5.4. I was also aware that politically, Hong Kong is not a country but a 

Special Administrative Region, and two (1.6%) of the participants reported being 

from China. 
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Figure 5.4 – Country of origin of the participants 

Since all the respondents to the survey were English-language teachers, 

unsurprisingly, 30% of the participants were from countries where English is the 

main language. It can be assumed that the majority of the participants who were 

not from Hong Kong were indeed NETs given that 38.2% of the participants were 

working in schools as NETs. Most were from the UK (n = 14, 11.4%), followed by 

Canada (n = 6, 4.9%) and Australia (n = 5, 4.1%). Participants who chose ‘Other’ 

mentioned the Republic of Ireland, Poland, India and the Philippines.  

 

A Chi-Squared test was performed for questions in Section A (A1: participant’s 

country of origin; A2: age; A3: gender; A4: years of teaching) to determine 

whether there were any statistical differences with a flat random distribution. The 

mean and standard deviations are provided in Table 5.3.  
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Table 5.3 - Mean and standard deviation for questions A1–A4 

Section A N Mean Standard deviation 

A1 – Country of origin 

123 

3.68 2.10 

A2 – Age 2.02 0.98 

A3 – Gender 0.73 0.51 

A4 – Years of teaching 1.35 0.92 

  

For questions A1-A4, the Chi-Squared calculations all showed statistical 

significance when compared to a random flat line distribution. The responses to 

A1–A4 were analysed with 2 and found to be significantly different from random 

expectations A1 (2 = 415.76, df = 8, p > 0.001), A2 (2 = 55.25, df = 4, p > 0.001), 

A3 (2 = 74.78, df = 2, p > 0.001) and A4 (2 = 28.38, df = 3, p > 0.001). 

  

Section B – Teachers’ CPD experiences in the previous 5 years 

This section asked teachers about their CPD experiences in the previous 5 years. 

The questions can be found in the questionnaire (Appendix 4.4). In 2017, the 

English Language Education Key Learning Area Curriculum Guide was updated 

(https://www.edb.gov.hk/attachment/en/curriculum-development/kla/eng-

edu/Curriculum%20Document/ELE%20KLACG_2017.pdf accessed on 20th July 

2020) in eight sub-categories. These sub-categories formed the basis for creating 

this question to find out the percentage of teachers in Hong Kong who attended 

CPD in relation to the English Language Education Key Learning Area Curriculum 

Guide. Figure 5.5 shows the categories that participants attended the most in the 

preceding 5 years. 

https://www.edb.gov.hk/attachment/en/curriculum-development/kla/eng-edu/Curriculum%20Document/ELE%20KLACG_2017.pdf
https://www.edb.gov.hk/attachment/en/curriculum-development/kla/eng-edu/Curriculum%20Document/ELE%20KLACG_2017.pdf
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Figure 5.5 – CPD topics taken in the past 5 years (2015–2020) 

Over 70% of the participants had attended CPD workshops related to e-learning 

and ICT. Literacy development was the next highest topic with over 68 

participants, followed by catering to the needs of Special Educational Needs 

(SEN) and gifted students and STEM (49 and 42, respectively). Only eight 

participants selected ‘Other’ and listed alternative CPD workshops that they had 

attended in the previous five years. These included: 

• International Baccalaureate Organisation workshops 

• Using the Australian curriculum and teacher standards – multilingual and 

trans-languaging strategies; leading EAL professional learning; new 

curriculum and assessment frameworks; EALD learning progressions 

• Learning English through drama 

• Drama 

• Extensive reading, puppetry, webinar on e-learning 

• Phonics, guided reading 

• School-based professional development and NET section workshops only 

• Puppetry, ELEKLA curriculum guide, reading across the curriculum 
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A Cochran’s Q test was performed because the participants were given the option 

to choose more than one answer to the question. The Cochran’s Q test revealed 

statistical differences among the nine proportions (n = 123, Q = 208.17, df = 8, 

p < 0.00001).  

 

When teachers were asked about the frequency of their CPD activities in the 

previous year (2018–2019), most reported attending between one and four 

workshops, as shown in Figure 5.6. Only six participants disclosed that they had 

not attended any form of CPD in the past year, and one said that they had 

participated in a self-study online Google Educators Exam. 

 

 

Figure 5.6 – Frequency of CPD over the previous year (2018–2019) 

Question B3 enquired about the participants’ opinions regarding the professional 

development courses that they took in the previous year (2018–2019). They were 

asked to rate the relevance of these CPD courses on a scale of 1 (strongly 

disagree) to 6 (strongly agree). Figure 5.7.1 to Figure 5.7.4 indicates the 

percentage of teachers who provided a rating for each of the questions. A Chi-

Squared test was also conducted on these questions to compare the responses 

to a flat random distribution (B3 – 11.1 to 11.4).  
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Figure 5.7.1 – Participants responses to question 11.1 

The responses to question 11.1 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 86.32, df = 5, p > 0.001), 

with a mean of 3.36 and a standard deviation of 1.10. 

 

 

Figure 5.7.2 – Participants responses to question 11.2 

The responses to question 11.2 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 85.73, df = 5, p > 0.001), 

with a mean of 3.16 and a standard deviation of 1.08. 

13 (16)

34.1 (42)

37.4 (46)

8.9 (11)

4.1 (5)

2.4(3)

0 5 10 15 20 25 30 35 40

Strongly Agree

5

4

3

2

Strongly Disagree

11.1 PD course content is relevant to my job 
function

% (N)

8.1 (10)

30.9 (38)

39.8 (49)

13.8 (17)

4.9 (6)

2.4(3)

0 5 10 15 20 25 30 35 40 45

Strongly Agree

5

4

3

2

Strongly Disagree

11.2 PD courses helped me do my job better 

% (N)



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 112 

 

Figure 5.7.3 – Participants responses to question 11.3 

The responses to question 11.3 were analysed with 2and found to be 

significantly different from the random expectation (2 = 87.68, df = 5, p > 0.001), 

with a mean of 3.20 and a standard deviation of 1.05. 

 

 

Figure 5.7.4 – Participants responses to question 11.4 

The responses to question 11.4 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 73.93, df = 5, p > 0.001), 

with a mean of 3.02 and a standard deviation of 1.17. 
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Overall, the participants strongly agreed that the CPD that they undertook in the 

past academic year (2018–2019) had a significant influence on their professional 

development as a teacher; the percentage of scores 1 and 2 were small for most 

of the factors.  

 

When the participants were also asked about the mode of delivery of the CPD 

they had attended in the past five years, the majority mentioned workshops 

outside of school as well as school-based workshops (76.4% and 69.9%, 

respectively). A large number of participants (65%) also chose seminars and 

lectures. Only 4.1% of the respondents selected a blended approach combining 

online and face-to-face delivery. Over half of the participants reported two or three 

different types of CPD delivery (61.8%). An overview of the types of CPD 

attended by the participants is provided in Figure 5.8.  

 

 

Figure 5.8 – CPD delivery in the previous five years 

Most participants chose two to three types of CPD delivery, as shown in Figure 

5.9, which relates to the two most common types of CPD delivery (Workshops 

outside of school setting and School based workshops) in Figure 5.8. The 

Cochran’s Q test identified statistical differences among the seven proportions 

(n = 123, Q = 324.60, df = 6, p < 0.00001). 
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Figure 5.9 – Number of CPD types chosen by the participants in Figure 5.8 

The participants were then asked which technological applications they used in 

their work, as well as how they used them. The majority of participants reported 

using e-mail as a form of communication, Google Drive, WhatsApp and other 

alternative mobile communication apps, YouTube and Google Education Suite 

as their main technological applications for work. The participants utilised these 

technological applications for a number of school-related activities, which are 

summarised in Figure 5.10. A large proportion of the participants used the 

applications to create teaching and learning resources (87.8%), as shown in 

Figure 5.11. Additionally, over 50% of the participants engaged with technological 

applications for communication with external bodies (67.5%), lesson plans and 

resource sharing (67.55), collaborative planning (65%) and formative and 

summative assessments (56.1%). Peer observation and evaluation were the 

least mentioned (32.5%).  
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Figure 5.10 – Technological applications used for work 

The Cochran’s Q test indicated statistical differences among the ten proportions 

(n = 123, Q = 509.62, df = 9, p < 0.00001. 

 

Figure 5.11 – Purposes of the use of technological applications  

The Cochran’s Q test revealed statistical differences among the eight proportions 

(n = 123, Q = 261.26, df = 7, p < 0.00001). 
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It should be noted that many of the participants were assumed to be comfortable 

with interacting with technology; hence, navigating and filling a digital 

questionnaire should not have proven too difficult a task for them. Those who 

were less comfortable with technology may have been deterred from completing 

the digital version of the questionnaire, as opposed to a traditional pen and paper 

format. 

 

Section C – Teachers’ CPD needs for the future 

The last section of the questionnaire required participants to share their 

perceptions of their CPD needs for the future. When asked to select the most 

relevant forms of CPD, 69.9% of the participants chose the workshops conducted 

by the EDB. A small majority of participants also stated that observations and 

talking with colleagues were important (56.1%). Figure 5.12 gives an overview of 

the participants’ responses, showing that 45.5% found that external courses and 

staff professional development days were equally important forms of CPD. Also 

worth noting is the fact that 38.2% of the participants felt that mentoring was 

important, although no information was provided about whether this concerned 

mentoring by more experienced colleagues or external advisors such as the ATs. 

 

 

Figure 5.12 – Most relevant forms of CPD activities to the participants 

The Cochran’s Q test indicated statistical differences among the nine proportions 

(n = 123, Q = 178.00, df = 8, p < 0.00001). 
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In section C3 of the questionnaire, the participants were asked to share their 

views on how CPD could have a significant impact (if any) towards their own 

professional development with regard to their future thoughts about CPD. Figure 

5.13.1 to Figure 5.13.5 provides an overview of questions 17.1 to 17.4; a Chi-

Squared test was also performed to check that the results were statistically 

significant when compared to a random flat line distribution. 

 

 

Figure 5.13.1 – Participants’ perspective on the importance of 

professional development for their future 

The responses to question 17.1 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 93.93, df = 5, p > 0.001), 

with a mean of 3.54 and a standard deviation of 0.94. 
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The responses to question 17.2 were analysed with 2 and found to be 

significantly different from the random expectation (2 = 48.33, df = 5, p > 0.001), 

with a mean of 2.54 and a standard deviation of 1.33. 

 

 

Figure 5.13.3 – Participants’ perspective on the importance of their desire 

to learn for their future 

The responses to question 17.3 were analysed with Chi-Squared and found to be 

significantly different from the random expectation ( 2 = 98.32, df = 5, p > 0.001), 

with a mean of 3.78 and a standard deviation of 0.94. 
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The responses to question 17.4 were analysed with  2and found to be 

significantly different from the random expectation ( 2 = 98.32, df = 5, p > 0.001), 

with a mean of 3.73 and a standard deviation of 0.92. 

 

The data in Figure 5.13.1 to Figure 5.13.4 reveals that most of the participants 

felt that their CPD had considerable significance on the given features, as the 

percentages of ratings at 1 and 2 were small for most factors other than promotion 

prospects (score of 1 = 12.2%). In particular, the participants’ CPD experiences 

were relatively equally distributed between the scores of 3–5 regarding their 

promotion prospects, which accounted for 77.2% of the participants.  

 

Of interest was the relatively high rating of the impact of teacher CPD on students’ 

learning. Although only 22% of the participants gave this the highest rating, 38.2% 

gave it a score of 5 and 31.7% scored it 4.  

 

According to the data, the teachers believed that their CPD had a positive impact 

on the learning of their students. The spread of opinion regarding how much CPD 

affects teachers’ professional development indicates that those teachers view 

their CPD as benefiting their students more than themselves and certainly more 

than it influences their promotion prospects.  

 

In Section C4, 18.1–18.11, the participants were asked to rate answers to a series 

of questions regarding their perception of CPD for the future (Figure 5.14.1 – 

Figure 5.14.11). Again, a Chi-Squared test was performed to ensure that the data 

collected were significantly different from a random flat line distribution.  
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Figure 5.14.1 – Impact of CPD on the participants’ future for question 18.1 

The responses to question 18.1 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 46.71, df = 5, p > 0.001), 

with a mean of 2.93 and a standard deviation of 1.34. 

 

 

Figure 5.14.2 – Impact of CPD on the participants’ future for question 18.2 
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The responses to question 18.2 were analysed with Chi-Squared and found to be 

significantly different from the random expectation ( 2 = 78.41, df = 5, p > 0.001), 

with a mean of 3.39 and a standard deviation of 1.08. 

 

 

Figure 5.14.3 – Impact of CPD on the participants’ future for question 18.3 

The responses to question 18.3 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 100.95, df = 5, p > 0.001), 

with a mean of 3.74 and a standard deviation of 0.98. 

 

 

Figure 5.14.4 – Impact of CPD on the participants’ future for question 18.4 
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The responses to question 18.4 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 119.68, df = 5, p > 0.001), 

with a mean of 4.11 and a standard deviation of 0.93. 

 

 

Figure 5.14.5 – Impact of CPD on the participants’ future for question 18.5 

The responses to question 18.5 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 78.61, df = 5, p > 0.001), 

with a mean of 3.73 and a standard deviation of 1.06. 

 

 

Figure 5.14.6 – Impact of CPD on the participants’ future for question 18.6 
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The responses to question 18.6 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 57.24, df = 5, p > 0.001), 

with a mean of 3.35 and a standard deviation of 1.17. 

 

 

Figure 5.14.7 – Impact of CPD on the participants’ future for question 18.7 

The responses to question 18.7 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 74.71, df = 5, p > 0.001), 

with a mean of 3.41 and a standard deviation of 1.06. 

 

 

Figure 5.14.8 – Impact of CPD on the participants’ future for question 18.8 
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The responses to question 18.8 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 83.78, df = 5, p > 0.001), 

with a mean of 3.77 and a standard deviation of 1.00. 

 

 

Figure 5.14.9 – Impact of CPD on the participants’ future for question 18.9 

The responses to question 18.9 were analysed with Chi-Squared and found to be 

significantly different from the random expectation (2 = 101.93, df = 5, p > 0.001), 

with a mean of 3.72 and a standard deviation of 0.96. 

 

 

Figure 5.14.10 – Impact of CPD on the participants’ future for question 
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The responses to question 18.10 were analysed with Chi-Squared and found to 

be significantly different from the random expectation ( 2 = 120.85, df = 5, p > 

0.001), with a mean of 4 and a standard deviation of 0.849. 

 

 

Figure 5.14.11 – Impact of CPD on the participants’ future for question 

18.11 

The responses to question 18.11 were analysed with Chi-Squared and found to 

be significantly different from the random expectation (2 = 43.98, df = 5, p > 

0.001), with a mean of 2.88 and a standard deviation of 1.31. 

 

The data presented in Figure 5.14.11 indicates that participants felt that CPD 

would be important for the future, with most of the responses in the significant 

and very significant columns. Factors with scores of 1 and 2 were comparatively 

underrepresented in the answers (other than ‘Having fun with other teachers’ and 

‘Certification of learning’, with scores of 1 and 2 at 16.2% and 13.8%, 

respectively). 
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These items received the highest rating from 22.0%, 40.7% and 30.9% of the 

participants, respectively. Moreover, a large proportion of participants (69.1%, 

52.9% and 65.9%, respectively) scored them with 4 or above. Evidently, these 

teachers believed that hearing new ideas and applying them to their classroom 

teaching was an important part of their CPD, and they hoped to acquire such 

ideas and skills by listening to experts.  

 

The last quantitative question concerned the types of tools that the teachers 

would like to learn more about. The choices were primarily from the Google G-

Suite for Education package, but an ‘Other’ option was also available. Because 

the participants were allowed to choose more than one option, a value of 100% 

indicates that all the participants selected this option, as summarised in Figure 

5.15. 

 

 

Figure 5.15 – Distribution of ICT tools that teachers were interested in 

learning more about 

The Cochran’s Q test indicated that there was significant differences among the 

eleven topics in the questionnaire (n = 123, Q = 173.26, df = 10, p < 0.00001). 

 

Interestingly, a large proportion of the teachers chose Google Classroom (73.2%) 

as a tool they were interested in learning more about. This may be due to the 
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growing adoption of the Google G-Suite by schools in Hong Kong, although they 

have yet to explore its possibilities. Google Classroom seems to be the 

application that could be implemented for all subjects and grade levels. It should 

also be noted that although the questionnaire was conducted before the COVID-

19 pandemic, the political protests were building up at the time and teachers were 

only starting to interact with these tools as a reactive outcome. The remaining 

applications were chosen by 24.4% to 37.4% of the participants, except for 

Google Calendar, which was only selected by 18.7%. Of the seven participants 

who checked ‘Other’, only three mentioned other applications, such as Microsoft 

Teams, Moodle, Edmodo, Socrative and Quizlet. The three remaining 

participants provided more general or irrelevant comments in the context of the 

study: 

 

‘Other apps that can benefit the students learning.’ 
‘None of these as topics, but maybe useful as incidental learning.’ 
‘Don’t know what others are and if they are relevant to my needs.’ 
‘NA.’ 

 

Thematic analysis  

In Section C1, participants were asked to share their two major CPD needs for 

the next few years. The six-stage coding process was used to code the qualitative 

data collected. Although only question C1 consisted of open-ended sub-

questions, the same six-stage coding process was used later, during Phase 2, in 

a more extensive manner because of the nature of the data collected. I chose to 

manually code the data collected from question C1 using an inductive coding 

approach, which is less prone to bias than a deductive coding approach. 

 

After reading and familiarising myself with the responses multiple times, I 

highlighted key terms and added notes to code the data. For example, obvious 

responses such as ‘e-learning’ or ‘SEN’ were directly highlighted and coded 

under a theme, and the participant’s number was noted, as shown in Appendix 

5.1. Some examples are provided in Figure 5.18. 
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Figure 5.16 – Example of the manual coding process for question C1 

From this, I generated initial codes and began to code the data more 

systematically, starting with the broad themes that came to mind as I read the 

responses (e.g. ‘e-learning’, ‘catering to learner diversity’, etc.). A total of 25 

themes emerged from the initial coding, which are represented in Figure 5.19.
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Figure 5.17 – Initial coding themes derived from the responses to question C1 of the questionnaire 
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Because the responses were relatively short, I then sorted the 25 subthemes in 

Figure 5.17 into four main themes related to CPD (see Figure 5.18). These four 

themes were subjectively formulated based on the responses. Although I felt that 

all the responses could be categorised into these four themes, I had to make 

judgements regarding where some responses should go. For example, in Figure 

5.17, the second participant wanted to learn more about ‘Techniques in carrying 

out speaking activities’. I assumed that the participant wanted to discuss and 

share potential ways to carry out speaking activities; however, this could also be 

interpreted as referring to sharing teaching strategies inside the classroom. To 

resolve such situations and reduce researcher bias, I re-read the participants’ 

responses and made decisions based on my impression of what the teacher had 

focused on in their past and present professional development.   

 

 
 

 
 
 

 

 

 

 

 

 

 

 

Figure 5.18 – Coding the major themes derived from question C1 

The initial 25 coding themes were then revisited, along with the responses, to be 

categorised into the four main themes. Some initial themes were combined, and 

some smaller subthemes were created. Figure 5.19 and Figure 5.20 show the 

branches created during the second round of thematic analysis. An equal share 

of the responses fell under technology and non-technology CPD, whereas more 

participants identified learning outside of the classroom (41%) as an area of 

interest in their future professional development.  
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Figure 5.19 – Second round of thematic analysis of question C1 
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Figure 5.20 – Second round of thematic analysis of question C1 
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Technology-based pedagogy 

In the responses, 57 of the participants (46%) reported wanting to focus on some 

form of e-learning as a future professional development topic. This accounted for 

a large proportion of the participants wanting to explore technology in their CPD. 

This result might also be influenced by the way that the questionnaire was 

delivered and collected, as mentioned earlier in this chapter.  

 

Many of the responses were directly written as ‘e-learning’, while some provided 

further details, such as ‘Google Classroom’, ‘Nearpod’, ‘Plickers’ and ‘Quizlet’. 

These answers gave an indication that the teachers had some experience with 

using ICT in the classroom and sought to develop a deeper understanding of the 

subject area. Some responses also discussed online platforms as an alternative 

to applications. Additionally, some participants did not specify which applications 

they wanted to focus on but gave a generic answer (‘apps’). I suspect that these 

teachers may have had access to tablets (iPads/Android tablets) in their schools 

but were unsure of how to effectively use them in the classroom.  

 

Non-technology-based pedagogy 

Categories that fell under the ‘non-technology-based pedagogy’ label were 

categorised, with participants expressing their needs in three particular areas. 

Twelve participants highlighted the need to focus CPD on ‘catering to learner 

diversity’, and 17 participants underlined the theme ‘SEN’, which accounted for 

24% of the total participants. A proportionately high number of participants wished 

to further develop their literacy teaching skills. Given that all the participants were 

English-language teachers, the fact that 11% of the responses concerned some 

form of literacy-related professional development was not surprising. The last 

major theme in the category of non-technology-based pedagogy corresponds to 

the topic of ‘STEM/STEAM’. In the context of the curriculum reform discussed in 

Chapter 2, 11 participants (9%) specifically mentioned STEM/STEAM. The fourth 

theme displayed in Figure 5.18, ‘drama’, was indicated by only one participant; 

however, based on the other responses, I felt that it was a relevant topic and 

included it in my thematic analysis. 
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In the classroom 

The third major theme that emerged from the answers to the open-ended 

questions revolved around the professional development that can occur in the 

classroom. Responses related to classroom strategies, classroom management 

and lesson observation were categorised into this theme. Some examples are 

provided in Figure 5.21. 

  

 

 

 

Figure 5.21 – Examples of responses from teachers interested in 

professional development in the classroom 

Lesson observation and some form of classroom sharing accounted for 15 

responses (12%). In contrast, peer evaluation and feedback only appeared in six 

responses (5%). Of the four main themes, ‘inside the classroom’ was the least 

represented in the responses (28%).  
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Outside the classroom  

The theme ‘outside the classroom’ comprised responses related to professional 

development that did not directly involve being in the classroom, for example, 

collaborative planning, lesson planning, assessment and workshops or courses. 

In this category, the most frequent answer concerned workshops or courses, with 

a total of 20 participants (16%) expressing their needs in this area. Many 

indicated that attending workshops outside of their school, such as EDB 

workshops or online workshops provided by external educational corporations, 

was beneficial. This number coincides with the responses highlighted in Figure 

5.8 and Figure 5.12, in which many of the participants reported that CPD 

organised by the EDB and workshops outside of school were beneficial to them 

as teachers. The other major theme that emerged from the data was the desire 

for support in lesson planning. Some responses referred to fostering student 

motivation in the classroom, but I put these in the same category as lesson 

planning because I felt that it falls outside of the classroom, where teachers 

prepare and plan their lessons. This area accounted for 18 responses (15%).  

 

Culture, experience and age: impacting factors? 

As mentioned in the literature review, Li and Walsh (2010) found that teaching 

experience and age had a significant impact on teachers’ uptake of technology. 

Based on the data gathered, the next section investigates whether cultural 

backgrounds, teaching experience or age had any significant influence on 

wanting to focus on ICT as a CPD priority.  

 

Uptake of technology and cultural background 

Two major categories emerged among the 123 participants: teachers from native 

English-speaking countries (NETs) and teachers from non-native English-

speaking countries (NNETs). Since the study took place in Hong Kong, non-

native English-speaking countries included two sub-categories, Hong Kong and 

China. Participants that were categorised as non-native English teachers and 

were not from Hong Kong or China were excluded. Table 5.4 shows the number 

of participants in the categories. A Chi-Squared calculation was performed based 

on the responses that mentioned ICT as an important factor in CPD (Appendix 

5.2).  
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A total of 32 participants were categorised as NETs based on their choices. One 

participant who selected ‘Other’ was also placed in the NET category as they 

specified that they were from Ireland. This brought the total to 33 respondents. 

As for NNETs, 84 responded that they were from Hong Kong and two from China. 

The remaining participants included four teachers from Poland and the 

Philippines and two from India; they were excluded from the calculation.  

 

Table 5.4 – Total respondents based on their country’s mother tongue 

Native English-speaking 

teachers 

Non-native English-

speaking teachers 

(Hong Kong and China) 

Non-native English-

speaking teachers  

(Other countries) 

33 86 4 

  

The responses of the NETs and NNETs (from Hong Kong and China) mentioned 

in Table 5.4 were cross-checked with the answers to question C1 regarding the 

desire to pursue technology in future CPD. The responses that concerned 

technology in CPD were counted as ‘yes’, and those that had no direct connection 

to the topic as ‘no’. A Chi-Squared test was used to statistically analyse the data 

in Table 5.4 (excluding NNETs from countries other than Hong Kong or China). 

 

To determine whether there were any significant differences in the responses 

between NETs and NNETs, a Chi-Squared test was performed; the results are 

summarised in Table 5.5. The participants in the ‘Other’ category were excluded 

from the calculation to ensure a true comparison between NETs and NNETs from 

Hong Kong or China. 

 

Table 5.5 – Culture and uptake of technology-based CPD in the future 

 Participants desire to use technology in 

the future 

 

 Yes No Chi-Squared 

NETs 21 12 2 = 2.27, p = 0.13. 

Not significant at p 

< 0.05. 

NNETs 40 46 
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Given that the results of the Chi-Squared calculation were not statistically 

significant, I analysed the effect size of the data using Cramer’s V. The effect was 

small (v = 0.14, df = 1, p = .13), indicating that there was little chance that NETs 

were more likely than NNETs to pursue technology-based CPD in the future.   

 

Uptake of technology and teaching experience 

Following the same process, a Chi-Squared test was conducted, followed by a 

Cramer’s V to calculate the effect size of any significant difference in the intention 

to prioritise technology as a future topic of CPD between teachers with different 

years of teaching experience. The results are summarised in Table 5.6.  

 

Table 5.6 – Teaching experience and uptake of technology-based CPD in 

the future 

 Participants desire to use 

technology in the future 

  

Years of 

teaching 

Yes No Total Chi-Squared 

0–5 11 10 21 2 = 2.84, p = 0.42. The 

result is not significant 

at p < 0.05. 

 

6–15 26 28 54 

16–25 15 16 31 

26+ 12 5 17 

Cramer’s V 

The Cramer’s V test revealed that the effect was 

small (v = 0.15, df = 1, p = 0.42). This indicates 

that there is little chance that teachers with more 

teaching experience were more likely to pursue 

technology-based CPD in the future than teachers 

with less teaching experience. 

 

No statistical significance was found when comparing teaching experience with 

the uptake of technology for future CPD. This result departs from that of Li and 

Walsh (2010), who found a strong negative correlation between years of teaching 

experience and uptake of technology. This may be due to the fact that the sample 

size was smaller in this study or that the perception of adopting technology in the 

classroom and for CPD has changed over time.  
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Uptake of technology and age 

The data from the questionnaire was also cross-tabulated with the teachers’ age; 

the results are summarised in Table 5.7. The Chi-Squared value revealed some 

age-related differences in teachers’ willingness to further pursue CPD in 

technology, but these were not statistically significant. The Cramer’s V value also 

showed that the effect size was small, giving indications that age was not a 

significant factor in teachers’ pursuit of technology-based CPD in the future. 

 

Table 5.7 – Age and uptake of technology-based CPD in the future 

 Participants desire to use 

technology in the future 

  

Age Yes No Total Chi-Square 

<25 4 3 7 2 = 3.18, p = 0.53. The 

result is not significant 

at p < 0.05. 

 

25–34 13 15 28 

35–44 24 28 52 

45–54 18 10 28 

55+ 5 3 8 

Cramer’s V 

The Cramer’s V value showed that the effect was 

small (v = 0.16, df = 1, p = 0.53). This indicates 

that age had a minor impact on the choice to 

pursue technology-based CPD for the future. 

 

I considered the possibility that teachers may not wish to pursue technology-

related CPD because they had already gained the necessary experience by 

attending workshops/courses before answering the questionnaire. Therefore, I 

compared the same three variables of (culture, experience and age) with the 

number of workshops attended in the previous year. The data in Figures 5.5 and 

5.6 show that 73% of the participants had attended some form of CPD on e-

learning and that 71.5% had attended between one and four CPD sessions in the 

previous year (2018–2019). 

 

The Chi-Squared value and Cramer’s V value were calculated for culture, 

experience and age against the number of CPD attendances in the past year 

(Appendix 5.2). For all three variables, I found no significant difference, and the 

effect size was small. 
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Summary 

It is important to reflect on the research questions I had set out to answer in light 

of the data collected during Phase 1:  

 

• RQ1 - Can G Suite for Education and mobile communication applications (e.g. 

WhatsApp) facilitate CPD? 

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

Contrary to the study conducted by Li and Walsh (2010), the findings revealed no 

statistical significant correlation between country of origin (NETs vs. NNETs), 

teaching experience or age and the further development of technology for CPD. 

However, the results indicate that a large proportion of the teachers were making 

use of technology in their everyday role in and outside of the classroom.  

 

Research question 1 

Over 80% of the teachers reported using Google Drive, e-mail and WhatsApp to 

communicate and plan with their peers in school. They were also interested in 

learning more about components of the G Suite for Education package such as 

Google Classroom. The teachers also felt that technology was important for 

enhancing their professional development and felt that being able to learn and 

share from colleagues and experts was essential. They also highlighted the 

importance of communication among teachers and with external contact points 

(i.e. the ATs).   

 

Research question 4 

The results also indicated that teachers pursued CPD to help improve their 

students’ learning outcomes. Many teachers believed that listening to an expert 

was beneficial to their professional development. They also expressed interest in 

topics other than technology. Literacy-based topics were seen as equally 

important for becoming a better teacher. The most common form of CPD delivery 

was workshops. This may be due to Hong Kong’s professional development 

system, where teachers choose from the only available training calendar and 

attend one-shot workshops. This gives the teachers flexibility regarding how and 

when to attend. Importantly, at the time of writing this thesis, the workshops were 
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mainly conducted face to face, and online workshops were not very common 

during the data collection for Phase 1. 

 

Research question 5 

As discussed earlier, culture, experience and age had little impact on teachers’ 

interest in technology-based CPD. However, some factors that may facilitate or 

influence teachers’ CPD in the future were identified: over 91% of the teachers 

found that ‘listening to an expert’, ‘discovering new ideas to try out in the 

classroom’ and ‘opportunities to apply their learning in the classroom’ would have 

the most significant impact on their future CPD. Conversely, ‘having fun with other 

teachers’ and ‘certification of their learning’ were seen as the least impactful, but 

they nonetheless accounted for at least 67% of the responses, which is still a high 

proportion.  

 

Although the data sourced from the 123 participants may lack generalisability to 

all English teachers in Hong Kong, this study can provide some insights into 

teachers’ perceptions of their CPD. In the next chapter, I will discuss the 

methodology for Phase 2 of the research, as well as the results.  
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Chapter 6 – Methodology Phase 2 
 

Introduction  

This chapter builds on the findings of Phase 1 and delves deeper into teachers’ 

perceptions of whether technology has facilitated their CPD. In Phase 2, a 

qualitative approach to data collection was used, relying on semi-structured 

interviews. A total of 16 teachers were interviewed and were categorised into two 

groups based on the amount of interaction they have had with me in the past. I 

supported seven of these teachers in my capacity as an AT and did not work with 

the other nine. 

 

Qualitative research design 

Glesne and Peshkin (1992) describe qualitative analysis as a process through 

which the researcher makes sense of what they hear, observe and read. It 

requires the researcher to hypothesise, categorise and search for patterns to 

interpret data, develop theories and link data to each other and other data. 

Lofland et al. (2006) argue that data collection is the pivotal factor in judging the 

quality of research in social sciences, and the high-quality interpretation of the 

data depends on appropriate processes of data collection.  

 

As conceptualised in the ‘interview society’ (Atkinson & Silverman, 1997), 

interviews have become one of the most important means to interact with others 

and have increasingly been employed in qualitative research (Fontana & Frey, 

2000). Aside from elaborating or refining data gathered via other methods (e.g. 

observation), the main purpose of the interview is the ‘transaction’ of information 

between the interviewer and the interviewee (Cohen et al., 2011, p. 411). In line 

with this, Brinkmann and Kvale (2015) define the research interview as follows: 

 

The research interview is based on the conversation of daily life and is 
a professional conversation; it is an inter-view, where knowledge is 
constructed in the inter-action between the interviewer and the 
interviewee. An interview is literally an inter-view, an inter-change of 
views between two persons conversing about a theme of mutual 
interest. (p. 4) 

 

An interview allows researchers to gain ‘privileged access to people’s basic 

experience of the lived world’ (p. 32). Moreover, because interviews pay attention 

to a variety of aspects of the participants, including their voice, expressions or 
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emotions, it is a ‘flexible’ and ‘multi-sensory channel’ research method (Cohen et 

al., 2011, p. 409). 

 

Brinkmann and Kvale (2015) developed two different metaphors to characterise 

the roles of the researcher. The first is that of a ‘miner’. A miner digs up 

information from interviewees to collect knowledge. In this metaphor, the 

researcher’s role as a research instrument is somewhat limited. The researcher 

can be regarded as a ‘passive receptacle’ who aims to garner information that is 

as objective as possible (Charmaz, 2014, p. 27). From this perspective, 

participants’ perceptions and understandings of phenomena should not be 

‘contaminated’ by the researcher’s intervention or bias. This view is close to the 

‘traditional’ approach, in which the researcher was regarded as one type of 

neutral data collection instrument. As Lofland et al. (2006, p. 16) argued, ‘so-

called objectivity and distance vis-à-vis the field setting will usually fail to collect 

much data that are worth analysing’. Thus, a point could be made that using the 

traditional approach alone is unlikely to yield meaningful data. 

 

In contrast, the second metaphor characterises the interviewer as a ‘traveller’ 

who actively interprets an interviewee’s statements. According to Walkford (2001, 

p. 90), ‘interviewers and interviewees co-construct the interview, so the 

interviewee is not merely a passive participant who just offers information’. 

Instead, data collected from interviews are a form of shared negotiation through 

joint work (Charmaz, 2014; Brinkmann & Kvale, 2015). In keeping with this, 

Fontana and Frey (2000, p. 663) described a research interview in social 

sciences as follows: 

 

Interviewers are not the mythical, neutral tools envisioned by survey 
research. Interviewers are increasingly seen as active participants in 
interactions with respondents, and interviews are seen as negotiated 
accomplishments of both interviewers and respondents that are 
shaped by the contexts and situations in which they take place. 

 

From this perspective, the traveller metaphor is close to the constructivist 

paradigm in that it acknowledges that meanings are co-constructed in 

negotiations between the researcher and the researched. Given the purpose of 

this study and the adoption of the social constructivist paradigm as the main 

perspective, it seems appropriate to follow the traveller metaphor. 
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The quality of the data collected in interviews depends largely not only on 

interview techniques but also on the human relationships between the researcher 

and research participants (Lofland et al., 2006; Corbin & Strauss, 2015; Charmaz, 

2014; Wolgemuth et al., 2015). Brinkmann and Kvale (2015) identify two key 

dimensions of which interviewers should be aware: the ‘thematic’ and ‘dynamic’ 

dimensions. On the one hand, the thematic dimension suggests that an 

interviewer should have extensive knowledge of the subject matter before 

conducting an interview. In this sense, interviewers should know about the 

cultural and social features relevant to the research participants in advance. 

Moreover, the sequence and framing of interview questions should be carefully 

developed before conducting each interview, and terms and jargon that 

participants would be familiar with must be used (Cohen et al., 2011; Ennis & 

Chen, 2012).  

 

The dynamic dimension, on the other hand, is related to the development of an 

interpersonal relationship with the interviewee. It is important to note that an 

interview is a social encounter, that is, a highly connected dimension of human 

relationships. Building positive rapport, therefore, is essential in research 

interviews. To establish a positive rapport, researchers must adopt a ‘disarming 

demeanour’ (Charmaz, 2014, p. 62), for example by adapting their appearance, 

keeping to time or the agreed boundaries, and using good manners. In short, the 

researcher should make every effort to ensure that both the interviewer and 

interviewees reach an appropriate level of ‘intimate familiarity’ (Lofland et al., 

2006, p. 16). The stance, pace and accent of a researcher in an interview can 

also affect a participant’s responses. These factors should be properly tailored to 

specific interview situations. Furthermore, the researcher should also pay 

attention to participants’ non-verbal clues as non-verbal responses sometimes 

convey more valuable meanings than dialogue. Gorden (1980, p. 335, as cited in 

Fontana and Frey, 2000) identified four types of non-verbal communication that 

researchers should be concerned with: 

 

Proxemics communication is the use of interpersonal space to 
communicate attitudes, chronemics communication is the use of 
pacing of speech and length of silence in the conversation, kinetic 
communication includes any body movements or postures, and 
paralinguistic communication includes all the variations in volume, 
pitch and quality of voice. 
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Through the careful consideration of these dimensions of interviews, researchers 

can construct in-depth meaning and knowledge with their interviewees. The 

researcher’s ‘on-the-spot decisions’ (Brinkmann & Kvale, 2015, p. 194) during an 

interview are also a decisive factor in the quality of the data collected and the 

professionality of the interview process. From this perspective, Patton (2015) 

argued: 

 

No single correct format exists that is appropriate for all situations, and 
no particular way of working questions will always work. The specific 
interview situations, the needs of the interviewee, and the personal 
style of the interviewer all come together to create a unique situation 
for each interview. (p. 471) 

 

Interviews can be categorised based on their degree of structure or freedom 

(Lofland et al., 2006; Cohen et al., 2011; Ennis & Chen, 2012; Patton, 2015). 

Tightly structured interviews seek to determine the frequency of predetermined 

answers or similar responses from different participants. These interviews are 

usually at the more formal end of the spectrum, and they are wholly pre-planned. 

In contrast, a semi-structured or unstructured interview can provide ‘a greater 

breadth of data than the other types, given its qualitative nature’ (Fontanna & 

Frey, 2000, p. 652). These also engage with participants on a deep level, seeking 

insights into their thinking and meanings. As a result, they are much more flexible 

than structured interviews: 

 

The semi-structured life world interview seeks to obtain descriptions of 
the life world of the interviewee with respect to interpreting the meaning 
of the described phenomena; it has a sequence of themes to be 
covered, as well as some suggested questions. Yet at the same time, 
there is an openness to change of sequence and forms of questions in 
order to follow up on the specific answers given and the stories told by 
subjects. (Brinkmann & Kvale, 2015, p. 50) 

 

Just like in Phase 1, the COVID-19 pandemic affected the social order of the 

world (Teti et al., 2020) and introduced a new norm in the education sector 

(Fogarty, 2020). The use of video conferencing software was encouraged by the 

Secretary for Education in Hong Kong in 2020 (Accessed on: 

https://www.edb.gov.hk/en/about-

edb/press/insiderperspective/insiderperspective20200212.html) with the slogan 

of ‘Suspending classes without suspending learning’. Consequently, teachers 

have used video conferencing software such as Zoom, Microsoft Teams and 

https://www.edb.gov.hk/en/about-edb/press/insiderperspective/insiderperspective20200212.html
https://www.edb.gov.hk/en/about-edb/press/insiderperspective/insiderperspective20200212.html
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Google Meet to replace conventional face-to-face communication and teaching. 

At the time of the research, the original intention was to conduct the interviews 

face to face, but the social distancing restrictions imposed by the Hong Kong 

government led me to choose to use Zoom as the platform to carry out all the 

interviews virtually; this will be elaborated on in this chapter. This decision was 

discussed with my supervisors before the university’s announcement that online 

virtual interviews must be conducted using Microsoft Teams.  

 

Ethical considerations and data protection management 

As in Phase 1, the interviewees were given control over the location of the 

interview to ensure their comfort. They were informed that they would be referred 

to using pseudonyms. They were also given the option to review the transcripts 

of their interviews and make changes. No interviewees asked to see their 

transcripts, and zero required changes to be made. 

 

For privacy and confidentiality, the data were securely stored on the researcher’s 

personal computer. The participants’ names, personal information and answers 

were protected, remained confidential and were not accessible to other parties or 

the institutions where they worked. The researcher’s computer was password 

protected in combination with a biometric authentication process to ensure the 

highest possible level of security. The participants’ real names were not used in 

this thesis but replaced with pseudonyms to distinguish between the 

interviewees. 

 

Method  

The original aim of Phase 2 was to conduct face-to-face interviews with 

participants following Phase 1. However, in response to the global pandemic, the 

EDB suspended all classes in Hong Kong from 3 February 2020, after the Lunar 

New Year holidays, until 8 June 2020. During this period, a change in the 

methodology had to be adopted. I invited two different groups of teachers to 

participate in Phase 2 of the data collection. Sampling relied on a convenience 

sampling method:  
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• Group 1 comprised teachers who received continuous support from the 

AT (the researcher) before the mandatory school closure as well as 

continuing support during the school closure.   

• Group 2 consisted of teachers who had completed the online 

questionnaire and opted to participate in Phase 2 of the study. These 

teachers received minimal support from the researcher but were in a 

position to give further insight into the use of technology in a school setting.  

  
To maintain the social distancing rules imposed by the government of Hong Kong, 

Zoom (a video conferencing software) was used as it allowed the 

interviews to be recorded for transcribing purposes. In addition, most of the 

teachers were familiar with this software because many schools used it to 

conduct their online classes. This method of collection allowed me to collect 

data while following the local government’s advice to maintain social 

distancing. The participants were sent a consent form (Appendix 6.1) for 

participating in the study and were asked to return a completed digital copy before 

the interview. At the start of the interview, I explained the outline of the study and 

asked the participants if they understood the scope of the study and agreed to 

give their consent to take part in it. I aimed to complete each interview in 40 

minutes, as outlined in the invitation. 

 

Participant recruitment 

I chose self-nomination on the questionnaire consent form as the approach to 

participant recruitment for the interview. This increased the likelihood that 

participants would be interested in partaking in the interview and were already 

aware of the scope of the study. The questionnaire participants were asked to 

include their e-mail addresses on the consent form if they agreed to a follow-up 

interview. In total, 15 participants in the questionnaire stated that they would be 

willing to be interviewed. They were contacted via e-mail to provide more 

information about the interview, such as its purpose and estimated duration and 

to confirm that it would be recorded. Five of the 15 participants who had initially 

expressed their willingness to be interviewed responded positively, of which three 

belonged to Group 2, that is, were not supported by me in my capacity as an AT. 

Because this number may not have ensured sufficient validity in the data, I 

contacted potential candidates whom I knew via WhatsApp and e-mail, recruiting 

11 more participants. In total, 16 teachers agreed to participate in Phase 2, 
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including seven belonging to Group 1 and nine belonging to Group 2. All 16 

participants had completed the questionnaire during Phase 1 and, thus, had 

some understanding of the scope and purpose of the study.  

 

Developing the questions for the semi-structured interviews 

Drawing on the research questions, literature review and questionnaire data, I 

developed initial topics and questions designed to meet the research objectives. 

As with the questionnaire, I sought to ensure that the design was unbiased and 

that the questions and prompts did not lead participants to express a view 

predetermined by the researcher. The questions were designed to be open but 

sufficiently precise to achieve the objectives of the interview. I accomplished this 

by reviewing the research questions again to ensure my questions used for the 

interview minimised any bias within them. Furthermore, I also consulted 

colleagues who were also working in the education field to ensure a second and 

third opinion were received. 

 

Research questions  

• RQ1 - Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time allow 

for more effective collaboration between teachers and with the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

Based on the research questions, I outlined three sections that provided the 

framework for my interviews: 

1. How the teacher was dealing with the current school suspensions due to 

COVID-19;  

2. How the teacher looked to further their CPD in the future;  

3. The teacher’s needs for effective CPD.  

 

The initial interview guide was discussed with my supervisors to solicit their 

feedback on the type, format and relevance of the questions. I originally intended 

to ask two teacher educators who were familiar with the local context to provide 
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feedback, but time constraints prevented this. Based on the feedback from my 

supervisors, the semi-structured interview questions were constructed and then 

analysed to ensure that they covered the scope of the research questions for the 

study. They are presented below. 

  

Interview questions 

1. What impact have the school closures due to COVID-19 had on your 

role? Describe what you have been doing since the school closure. How 

is it different from your normal practices? (RQ1 & RQ2)  

2. Have you been using digital instructional methods during the school 

closures and what were some of the challenges you faced during this 

time? (RQ1 & RQ2)  

3. What support (if any) do you feel was needed the most during the school 

closures? (RQ3 & RQ4)  

4. Do you think you will use digital methods more after the COVID-

19 outbreak than you did before? (RQ1 & RQ2)  

5. What has been the biggest takeaway for you in terms of your CPD during 

the school closure and how do you think this might make you more 

effective as a teacher? (RQ1 & RQ3)  

6. What could have been done to help you conduct your role more effectively 

during the school closures? (RQ3 & RQ5)  

7. In the past, what have you found to be the best form of CPD before school 

closure? (e.g. attending workshops, school-organised school-based 

workshops, online workshops, working with an external 

body) (RQ3 & RQ5)  

 

The aim was to collect the data in an iterative process of data collection and 

analysis for the two different groups. The ‘iterative process’ meant that I reviewed 

and transcribed all collected data immediately to be able to consider new ideas 

as they arose and refine the data and codes to construct meaning (Corbin & 

Strauss, 2015; Charmaz, 2014). 

 

For example, as Figure 6.1 illustrates, after interviewing a participant from Group 

1, I immediately transcribed and reviewed the interview. The plan to interview the 

participants from the two groups alternatively was adhered to as much as 

possible, but this was not always feasible because I also had to adapt to the 
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availability of the participants. During the analysis of the data collected in the 

interviews, key issues emerged and new phenomena requiring further exploration 

were identified. As a result, some questions were paraphrased and asked in 

follow-up interviews. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6.1 – The iterative process of conducting interviews 

During the interviews, I took brief notes about the participants’ non-verbal 

responses (e.g. apparent hesitations, meaningful changes in facial expressions 

or broad gestures). The interviews were digitally recorded and transcribed 

verbatim as soon as possible.  

 

To manage and analyse the collected data, I used the computer software NVivo 

12 (Hoover & Koerber, 2011; Jackson & Bazeley, 2019). The process of data 

analysis with NVivo is presented in later sections regarding coding and memos. 

 

Conducting the interviews 

The interviews were conducted virtually on Zoom between April 2020 and May 

2020 with 16 English teachers from 13 schools. They lasted between 30 minutes 

and one hour and were all recorded to ensure the accuracy of the data. The 

interview guide was sent to the participants by e-mail at least one day ahead of 

the interview to ensure that they were comfortable with the areas of questioning. 

All interviews were conducted in English. My observations indicate that the 

interviewees seemed relaxed and appeared willing to speak candidly. The use of 
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semi-structured interviews made it challenging to maintain the structure of the 

interviews; however, the format allows for greater flexibility and the flow of ideas 

around specific responses. This reduced the comparability of some responses 

(Cohen et al., 2011). The order of the interviews and pseudonyms of the 

interviewees can be seen in Figure 6.2. 
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Figure 6.2 – Order of the interviews and interviewees’ groups 

Data analysis 

In Phase 1, I used a thematic-based approach to coding the open-ended answers 

of the participants in the questionnaire and a manual coding approach because 

the participants’ answers were relatively short. For the data collected in Phase 2, 

I followed the six-stage coding process described in Chapter 4. The difference, 

during Phase 2, was the resort to data reduction, data displays and conclusion 

drawings, as suggested by Miles and Huberman (1994) and Braun and Clarke 

(2006). Because the data from the interviews were much more extensive than 
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those collected in Phase 1, NVivo was used for coding. Figure 6.3 shows the 

procedure of analysis of the qualitative data. 

 

 

Figure 6. 3 – Qualitative data analysis procedure 

Transcribing the interviews 

Since all the interviews were digitally recorded, I used the online version of 

Microsoft Word 365 to digitally transcribe them. I then relistened to the interviews 

with the transcribed version and made minor amendments to make sense of any 

words or phrases that the software could not transcribe accurately. Microsoft 

Transcribe is one of the Office Intelligent Services, and the files used were not 

stored by Microsoft but on my own university OneDrive folder. I verified this in the 

Microsoft privacy policy to ensure that the data were not leaked 

(https://privacy.microsoft.com/en-GB/ accessed April 2020). An example of a 

completed transcript can be found in Appendix 6.2.  

 

Data reduction 

The second step was to perform a data reduction, deleting irrelevant information, 

particularly noise, including laughter, giggles and ‘um’ or ‘er’ to focus on the 

important content and look for themes and patterns (Namey et al, 2008) 

 

Thematic analysis 

The approach to thematic analysis was discussed in Chapter 4. However, in 

Phase 2, the third step consisted in analysing the transcripts according to the 

following process: understanding the data through analytic reading, coding key 

information, grouping key information into themes, reviewing themes and refining 

them. 

 

Displaying the data and drawing conclusions 

For the fourth step, I used NVivo to display the themes and sub-themes. This 

allowed me to organise and compress the data to draw conclusions (Miles & 

https://privacy.microsoft.com/en-GB/
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Huberman, 1994). The display was then transformed into a figure, which helped 

to identify the relationships between the themes. This allowed the last step to take 

place, in which I drew conclusions and reported the findings (Chapter 7).  

 

Validity and reliability 

The validity of qualitative data has been questioned (Golafshani, 2003). 

Nonetheless, Cohen et al. (2011) explain that both quantitative and qualitative 

research methods are important. To mitigate any potential bias and ensure that 

the instrument or measure used suits the query, the following procedure was 

applied: 

• I revisited the aims of the study and research questions and identified any 

issues that needed to be addressed based on the findings of Phase 1. 

• All interviewees were asked to give their consent and were informed about 

the aims of the interview, anonymity, confidentiality and the voluntary 

nature of participation. This provided an opportunity to build a relationship 

of trust with the interviewees.  

• Familiar terms and words that the interviewees could respond to were 

chosen. 

• I probed and prompted clarification on unclear information provided by the 

interviewees. 

• I asked the interviewees whether the questions were clear. 

• I asked the interviewees if they wanted to validate the interview transcripts. 

 

To test the reliability of the qualitative research method, other observers were 

brought in to examine the agreement regarding the responses as moderators to 

triangulate the data collected and to ensure the research was done from multiple 

perspectives.  Golafshani (2003) states that the test of reliability is to be used in 

quantitative research and does not apply to qualitative research as it is rooted in 

the positivist tradition. Denscombe (2002) emphasised that it is more important 

to build confidence that the results were accurately analysed through peer 

assessment of the comparison of responses. In qualitative research design, 

Guba (1981) introduced the following terms: 

• Credibility 

• Transferability 

• Dependability 
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• Confirmability 

Credibility can be achieved by asking peers and academics for feedback on the 

interview questions (Shenton, 2004). I sought out advice and had discussions 

with my supervisors to maximise the credibility of the interview questions. 

Because Dworking (2012) states that qualitative research usually involves small 

numbers (5 – 50 participants) when compared to quantitative research, the 

interview findings and conclusions were used to elaborate on the findings from 

Phase 1, thus transferring and making connections between Phase 1 and Phase 

2 (Shenton, 2004). Dependability comes from the ability to report the results in 

detail and allow future studies to replicate them. Finally, for confirmability, which 

refers to the degree to which the results could be confirmed or corroborated by 

others was important to ensure objectivity to reduce research bias. A reflexivity 

approach was adopted, whereby I used a reflexive journal to help me reflect on 

how my position may influence the research process by analysing my background 

and positionality. 

 

The Hawthorne effect 

The Hawthorne effect is a term used in social sciences that refers to the type of 

reactivity that pushes individuals to modify aspects of their behaviour because 

they are aware that they are being observed (McCarney et al., 2007). This kind 

of situation can lead to researcher bias. For example, the researcher may have 

knowledge and experience of a particular situation that could lead to distortion 

(Norris, 1997). To mitigate the Hawthorne effect during the interviews, I started 

with an informal conversation to develop a rapport with the interviewee and make 

them comfortable. I also explained clearly that the purpose of the study was to 

improve the way that CPD is provided to teachers and did not pass judgement 

regarding their performance in the interview.   

 

Summary 

This chapter provided a detailed description of the methodology employed in 

Phase 2, as well as the transferability of the data gathered in Phase 1 to address 

the research questions. Using a mixed-methods approach, the research aimed 

to investigate the perceptions and practices of teachers in their CPD and their 

interaction with ICT. All the interviews were conducted virtually via Zoom as a 

result of the unforeseen circumstances and impact of the COVID-19 pandemic. 
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A change in the approach to Phase 2 was required, but the initial integrity of the 

original research questions was kept intact. The iterative fieldwork took place 

from April 2020 to May 2020. I used NVivo to analyse the data collected and 

every means to reduce researcher bias. After completing and verifying the results 

of the qualitative analysis, I compared them and examined whether there are 

inconsistencies or discrepancies between them.  

 

Although the data was sourced from two different groups and may thus lack 

generalisability to other teachers in Hong Kong, this study can provide some 

insights for other schools and teacher educators in future teacher professional 

development. In the next chapter, I will present the findings of Phase 2.  
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Chapter 7 – Phase 2 Results 

 

Introduction 

This chapter lays out the findings regarding teachers’ perceptions of current 

practices in using ICT for their CPD. The data gathered from the interviews were 

analysed following the five-step qualitative data analysis procedure described in 

the previous chapter (Figure 6.3). The interview questions followed a semi-

structured format, comprising seven guiding questions that addressed the 

following research questions.  

 

Research questions addressed 

• RQ1 - Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time allow 

for more effective collaboration between teachers and with the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

This chapter looks into the themes that emerged from the data collected in Phase 

2. At the time of collecting the data, schools in Hong Kong were closed. 

Throughout this chapter, I will use the term ‘suspension’ employed by the EDB; 

however, this does not mean that teachers and students were not learning and 

teaching. 

 

Analysis of the interview data 

The semi-structured interviews with the participants aimed to further explore the 

teachers’ perceptions of ICT’s actual and potential impact on their CPD. The 

demographic information of the interviewees is summarised in Table 7.1. All the 

participants in Phase 2 were recruited voluntarily based on the feedback from 

Phase 1. There was no maximum number of participants for Phase 2, and a total 

of 16 participants elected to take part in the interviews. All the participants 

involved in Phase 2 had a general understanding of the research based on the 
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questionnaire that they had completed and the cover note that they had received 

during Phase 1.  

Table 7.1 – Characteristics of the participants 

*Participants (pseudonyms) were categorised into two groups: Group 1 was 

supported by the researcher in the capacity of an AT, and Group 2 was not.  

 

Interviews with the participants 

The 16 participants who participated in Phase 2 had all completed the Phase 1 

questionnaire. Nevertheless, to ensure anonymity, it was not possible to connect 

the participant’s answers from Phase 1 with the interviews in Phase 2. The 

gender distribution was equal. Nine of the participants were NETs, and seven 

were NNETs. All the participants were working full-time at their respective 

schools. The sampling was carried out via convenience sampling by inviting the 

participants who volunteered to take part in Phase 2 in the final question in the 

Phase 1 questionnaire. The interviews were transcribed and further analysed 

using NVivo, and I used the four main themes from Chapter 5 as a reference to 

code the interview data: 

• Technology-based pedagogy  

• Non-technology-based pedagogy  

• Inside the classroom  

• Outside the classroom 

 

No Participant Gender NET/NNET Group 

1 Mark Male NET 2 

2 Mary Female NNET 1 

3 Jade Female NNET 1 

4 Brenda Female NET 2 

5 Paige Female NNET 1 

6 Emily Female NNET 1 

7 Richard Male NNET 2 

8 Harriet Female NNET 2 

9 Gary Male NET 2 

10 Alice Female NNET 2 

11 David Male NET 1 

12 Aaron Male NET 2 

13 Shawn Male NET 2 

14 Terry Male NET 1 

15 Rachel Female NET 1 

16 Frank Male NET 2 
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Although NVivo assists the researcher in finding emergent themes in the data 

with a non-subjective view, I continued to use the four themes identified in 

Chapter 5 based on the Phase 1 findings because all the participants were part 

of the Phase 1 study and Phase 2 was a continuation of the same study with the 

same research questions. To reiterate, the four themes found in Phase 1 were 

inductively discovered by using manual coding on the data from the open-ended 

questions in section C of the questionnaire. 

 

During the reading and re-reading process using NVivo, ten additional themes 

emerged from the data, which led to another nine sub-themes. Some of these 

themes were elaborated based on initial themes identified during Phase 1, as 

shown in Figure 7.1, which summarises the codes that arose from the 16 

interviews in three rounds of reviewing the data and the number of related 

comments. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 159 

 
Figure 7.1 – Initial themes and frequency of the codes in Phase 2 interviews 
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After generating a total of 23 themes, 372 comments were noted, and major 

themes were identified based on the number of comments generated. A hierarchy 

chart (Figure 7.2) was generated automatically using the NVivo software, 

indicating the number of the most prominent comments in the interviews. The 

software grouped the themes and sized the boxes according to the frequency of 

the comments. Comments that were related to ‘outside the classroom’, ‘culture’ 

and ‘inside the classroom’ accounted for 17%, 11% and 11% of all comments, 

respectively. These three themes served as the main anchor points for generating 

consolidated themes from all the codes.  

 

 
 
Figure 7.2 – Hierarchy chart of the comments and themes generated by 

NVivo 
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After combining some of the themes in Figure 7.1 and reviewing the codes, three 

main themes emerged: 

• Teacher professional development 

• Teacher readiness 

• Culture 

 

Figure 7.3 highlights the number of comments related to the three themes and 

the overlap and shared themes between some of the codes. For example, ‘inside 

the classroom’ included comments concerning ‘teacher professional 

development’ as well as ‘teacher readiness’. As can be seen in Table 7.2, 

overlapping themes represented 38% of the comments.  

 

Table 7.2 – Percentage of comments corresponding to the main themes 

and overlapping themes 

Main theme % Overlapping themes % 

Teacher professional 

development 
24 Overlap between teacher professional 

development and teacher readiness 
23 

Teacher readiness 27 

Overlap between teacher readiness 

and culture 
15 

Culture 11 
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Figure 7.3 – Thematic consolidation of the data from Phase 2  

*The numbers next to the themes represent the number of related comments
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Teacher professional development 

When the interviews were conducted, the teachers were in the early stages of 

school suspension, and many were working from home. They drew on a range of 

support and professional development modes. Two major themes emerged from 

the data in this regard: school-initiated professional development and teacher-

initiated professional development.  

 

School-initiated professional development and support 

During the early stages of the school suspension, some of the teachers reported 

that their school had organised workshops and online trainings on the use of 

different digital technologies. These primarily focused on the functions of the 

technologies. For example, Paige’s school provided all the teachers with iPads 

and conducted a workshop on ‘How to create videos on iPads and on 

PowerPoint’, while Mary’s school introduced the use of video conferencing 

software (VCS) via Google Meets, which allowed teachers to conduct online 

lessons. Mary also explained that the teachers used Google Meets to hold their 

collaborative planning meetings as well. However, only a small number of 

participants said that the school supported them with professional development 

in how to tackle the COVID-19 situation. Rachel explained that her school 

provided training workshops for the teachers, but she did not participate because 

they were all conducted in Chinese, and she was the only NET in the school. 

However, she stated that her English Panel provided much support to her in the 

form of feedback on what she had done to cope with the class suspension.    

 

Another finding regarding the school-initiated professional development and 

support is that a few of the participants in Group 1 also mentioned receiving 

support from their AT (the researcher) about the collaborative aspect:   

 

I guess I prefer working with people like you… like we built our own 
Google Sites, and we learnt how to use Google Drive. Then we went 
and told the other teachers, even the maths panel head… and this 
change, inspired me… allowing us to be able to work from wherever 
we are. (Jade) 

 

Jade was appreciative of the support provided by the AT and saw value in the 

skills taught, which were then shared with teachers. David, on the other hand, 
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mentioned the suggestions that his AT made to the school, but reported that the 

school did not take them on board: 

 

Mr Lee has been quite helpful because he proposed a lot of ideas of 
using Google Classrooms and different things like Google Forms to 
create a video or a virtual classroom, which would have helped the 
students… but there is still this fear or apprehension towards using 
technology. 

 
David also said that the age of the teacher may have been a factor in the lack of 

adoption of technological strategies, as he felt that many of the older teachers 

relied on the younger teachers to initiate experimentations with new tools. This 

did not mean that older teachers rejected technology, however: 

 

I think the older teachers actually love technology because when I 
introduce different things or use technology in the classroom, the 
teachers are amazed by it… but they are still kind of afraid to put their 
feet in the water and test it themselves. 

 

Additionally, nine of cases (56%), the teachers stated that their schools did not 

react quickly enough to the suspension and commented on the lack of leadership 

from the school management. Many teachers (n = 12, 75%) were left waiting for 

guidelines to be issued either by the EDB or the school management. 

Nonetheless, the teachers felt that they were able to engage with their students 

in virtual classrooms. Schools that did not put in place any form of online learning 

requested their teachers to distribute worksheets and materials that they would 

normally use during face-to-face lessons. Alice’s school uploaded a whole unit’s 

worth of worksheets online for students to complete, saying that the teachers had 

to maintain and adhere to the teaching schedule. However, no pre-requisite 

teaching was involved for the students, and Alice explained that school 

management lacked structure. Only one of the teachers interviewed (Terry) felt 

that his school’s management was proactive and that the transition to online 

teaching was a positive experience because the school was open to 

experimenting, even before the COVID-19 pandemic. This included exploring the 

integrative uses of technology such as Google Classroom and online cloud 

platforms like Google Drive in normal daily classes for teachers to work and share 

teaching resources and materials. Terry’s school also had previous experience 

collaborating with the AT via online methods before the COVID-19 pandemic, 

notably sharing and creating lesson plans and resources online via Google Drive. 
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Teacher-initiated professional development 

In addition to school-initiated professional development, the teachers were 

engaged in alternative forms of professional development. These consisted of ad 

hoc working groups among teachers, the collegial sharing of good practices and 

self-study. 

 

Out of the 16 participants, 12 (75%) mentioned some form of self-professional 

development, which resulted in 21 related codes. Some of the participants talked 

about forming ‘learning circles’ in which colleagues gathered to practice using 

VCS and offer peer feedback to one another. During the school suspension, 

teachers met or engaged in discussions via VCS or messaging platforms like 

WhatsApp to share the skills they had acquired, discuss the challenges they 

faced and share ideas on how to address them. Mary said that the process of 

integrating technology into her teaching was very challenging, stating that the 

only technology she needed before the pandemic was PowerPoint. She 

remarked that her experience was very exhausting and that younger teachers 

adapted to the situation much more rapidly. Mary explained the following 

regarding the process of overcoming the challenges: 

 
We have to do it by trial and error, and nobody can sit by your side 
and tell you step by step how to do things during a lesson. Instead, 
colleagues and I arrange a special classroom in the middle of the 
night, so we can practice and take turns to learn how the presenting 
buttons work. 

 

Through this trial-and-error method, Mary also said that because she lived alone, 

she did not have anyone that she could instantly refer to for help. Even when 

using messaging platforms, she had to accept that her colleagues would not get 

back to her immediately. On the opposite end of the spectrum, Richard, who was 

responsible for promoting technological innovations in his school, felt that sharing 

technological tools and strategies with older colleagues was a challenge. He 

explained that many colleagues did not listen to him when he held school-based 

workshops before the pandemic, but during the school suspension, he received 

numerous messages via WhatsApp from his colleagues asking questions that he 

had previously addressed in his workshops. However, Jade, who was classified 

in the ‘older’ category, expressed an openness to trying new things and learning 

throughout the process. She described an informal scenario in which a colleague 
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asked her a technical question through WhatsApp while she was having lunch 

with another, younger colleague. At the time, she did not know the answer and 

just asked her younger colleague, who resolved the question in 5 minutes. She 

also learnt from the experience and took it as constructive professional 

development. Paige followed similar routes to self-initiated professional 

development but explained that when she encountered technical problems while 

working from home, she was very grateful for the help of her family members. 

 

Some teachers also stated that their relationships with their colleagues improved 

as more professional and supportive dialogue took place during the school 

suspension. For example, Mary explained that collaborative peer situations 

afforded teachers more time to think and process the information than the fixed 

formal meetings that took place once a week amid their busy schedules: 

 

My relationship with my colleagues caused us to be a lot closer… we 
talk in the middle of the night and throw our ideas out or what we have 
completed and share it online, but we also can check each other’s 
work. Our relationship is a lot better because when we are at school, 
we do not really have time to talk and discuss and all we say is, ‘Hi’ 
and ‘Bye’, but now we actually have more time.  

  

Many teachers (n = 12, 75%) also reported relying on self-initiated professional 

development through the use of the internet, via Google as well as tutorial videos 

on YouTube. Harriet and David both described receiving very little help from 

outside of their school and taught themselves many of the technical skills needed 

to create teaching materials and videos for their students. Some teachers also 

said that they had extra time to search for objective-oriented self-professional 

development to conduct their lessons while they were working from home. 

However, this was not unanimous among the participants. Alice had a similar 

experience when her school requested that the teachers create online video 

lessons for the students, but what worked for her may not have worked for 

everybody: 

 

So what we did was we went on YouTube and searched for it, and it 
helped a lot because all it took was for one teacher to find the video 
and send it out to all the other teachers. Then we watched the video to 
learn how it was done, and I think most of us got it right away by 
following the instructions from the video step by step, but I know there 
were a few teachers who still did not understand after watching the 
video. 
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Alice suggested that the teachers who were not able to follow the tutorial video 

would have benefitted from one-on-one tutorial work with a person guiding them 

step by step. She also stated that the teachers would most likely have preferred 

a face-to-face tutorial over an online one.  

 

The challenges 

Many of the participants shared the view that the COVID-19 pandemic was a 

considerable shock to their normal teaching practices. The teachers felt that 

earlier invitations from schools to support them with suitable professional 

development would have been useful, notably via small workshops or online 

course suggestions. For example, Alice’s school did not conduct any online 

classes during the class suspension, and she felt that she and her students would 

have greatly benefited from professional development about the use of VCS. 

Some teachers also mentioned that their colleagues experienced stress as a 

result of acquiring new knowledge related to technology and felt outside of their 

comfort zone. Emily, an EPC, shared her experience of attending online 

professional development courses and commented that the format was not very 

effective in terms of usage of time: 

 

For example, maybe if the speaker asked us to prepare certain things 
and then bring them with us, then maybe the speaker can just tell us 
what we have to do with the things in front of us. Then there’s a hands-
on element to the workshop while still being online.  

 

Instead, she also resorted to online tutorial videos to teach herself what she 

needed to know. 

 

Teacher readiness for digital instructional practices and 

technological innovations 

To gauge their perceived readiness for digital instruction, the teachers were 

asked what challenges they faced during the school suspension as well as how 

they addressed these challenges. All the participants reported using some form 

of technology to aid them in continuing to teach their students during this period. 

The participants’ responses reveal a high feeling of readiness for interacting with 

technology. For example, only Mary, Richard and Shawn did not feel that using 

technology was a positive experience for learning and teaching. However, all 
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three of them accepted that interacting with technology in the future was 

inevitable. All other teachers described the experience as challenging but 

acknowledged that the benefits outweighed the difficulties and that students and 

teachers in the modern-day classroom should be exposed to new forms of ICT to 

facilitate learning and teaching. They explored new applications and tools that 

could engage their students during the school suspension period. As mentioned 

in the previous section, these teachers also actively sought ways to promote self-

initiated professional development. Additionally, they wanted to try out their new 

ideas with their students in a virtual environment. The analysis of the data 

indicates that the teachers went through three main stages of professional 

development during the school suspension period: the reactive stage (stage 1), 

the experimentation stage (stage 2) and the stabilisation stage (stage 3). 

However, a small number additionally went through a fourth stage, the reversion 

stage (stage 4). The cycle of the participants’ engagement in teacher professional 

development can be seen in Figure 7.4. The next section will discuss in detail the 

four stages that emerged from the data.  
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Figure 7.4 – Teachers’ professional development cycle 

Stage 1: The reactive stage 

The first phase began when schools were first closed in early February as a 

temporary measure decided by the EDB, which then indefinitely extended the 

school suspension until late February. Many participants (n = 12, 75%) reported 

that, at the start of this reactive phase, they were unsure of what the next step 

might be because of a lack of communication and direction from the school 

management, which coincided with the statements presented in the previous 

section. The teachers assumed that the situation would soon revert to normal 

and, thus, the schools did not feel the need to engage in active online teaching 
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either asynchronously or synchronously. Although some participants put forward 

ideas on how school management could have reacted, they were left to follow 

the general consensus at the school. Mark’s school considered using the school 

bus service to deliver and collect worksheets to the students, even though the 

school had an online platform (Google Classroom) readily available. 

 

Many of the teachers created their own educational videos as they worried that 

their students would not be able to complete the tasks they had been assigned. 

The teachers would teach themselves how to create videos using PowerPoint or 

other types of computer software. Many worried about their students and the 

challenges that they could encounter during the school suspension period. Emily 

described her practices during the ‘reactive’ phase as follows: 

 

Ever since this suspension period started, we’ve changed the mode of 
delivery. Right now, we are recording a lot of videos on Ed Puzzle and 
then sending them to students, asking them to complete the questions 
as they view the video… but there are many factors to consider, such 
as whether they have their parents next to them doing the work with or 
for them, or whether the students might not be focused on the work 
and randomly answering the questions. 

 

As the timeline for resuming face-to-face classes became unclear, school 

management grew more serious about making up for lost time. However, this was 

not the case for some NETs. Certain schools moved from teacher-made video 

lessons to online lessons that involved the use of VCS. Nonetheless, some 

schools continued to require only their local English teachers to teach via VCS, 

while NETs like Rachel, Shawn and David were asked to carry on creating video 

lessons for the students.  

 

Stage 2: The experimentation stage 

After phase 1 (the reactive phase), teachers began to proactively explore 

alternative approaches for their students. Because of the persisting uncertainty 

about when schools would reopen, teachers searched for more long-term 

strategies to ensure that their students could continue learning from home. Many 

of the participants described the process as transitionary, with the school 

management providing guidelines for them to use VCS more actively in their 

teaching. Timetabled lessons relying on VCS were scheduled for the students to 

mimic daily school life. The use of synchronous and asynchronous learning 

began to become a routine. The teachers experimented with new digital 
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technologies and approaches, as well as further developed the platforms and 

tools they used. They also made tutorial videos available to the parents and 

provided them with guidance on how the school was approaching online teaching. 

 

Aaron described his experimentation phase as an opportunity to reach out to 

more students. Before the COVID-19 pandemic, he only taught students in Key 

Stage 1 (students aged between 6 to 9 years old) at his school, but with the use 

of digital technologies, there were opportunities for him to better understand the 

curriculum in Key Stage 2 (students aged between 10 to 12 years old) and 

engage with students with whom he would not interact usually: 

 

On the other hand, the good thing was that I could actually reach more 
students. As there is only one NET in my school, I was able to 
disseminate learning materials to all the students.  

 

Two significant concerns during the experimentation phase emerged from the 

data:  

• Fostering student interaction and participation.  

• Receiving constructive feedback.  

 

These two themes were mentioned by all the participants in some form or another 

and applied to teachers who were teaching both asynchronously and 

synchronously. As teachers were trying out new digital instructions, the lack of 

feedback was apparent to those who had created online videos for their students. 

Alice explained her biggest challenge: 

 

The biggest challenge for me was that I was not sure whether my 
students understood everything after watching the PowerPoint videos 
because you do not get to see them. You do not get to see their 
reactions, their faces, and you cannot grasp whether or not they 
understand the materials you have given them.  

 

Aaron and Gary echoed similar views: 

There’s not a lot of feedback coming when I’m just producing a video 
and uploading it onto YouTube and then sending the students a link. 
(Aaron) 

 

There’s a real lack of interaction with students, and that there is only 
so much you can do when creating videos. Also, the collaborative 
teaching aspect has essentially gone out of the window. (Gary) 
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Emily, like some other teachers, recognised these issues when she began 

experimenting with online teaching and looked for possible solutions. Although 

she was still creating videos for her students, she searched for online options for 

creating interactive videos and used an online application called Edpuzzle. 

Edpuzzle allowed her to produce online videos with interactive elements, in which 

students were prompted to answer questions throughout the video. She 

explained that she taught herself by reading websites and watching YouTube 

clips. She experimented with her class first and saw the benefits. She then shared 

the tool with her colleagues during collaborative planning time, which was 

conducted via VCS, and provided them with an online tutorial mimicking an 

authentic model from the perspective of the students.  

 

As the school suspension period was further extended, many schools adopted 

synchronous learning. In both asynchronous and synchronous learning, teachers 

continued to find challenges related to the two themes mentioned (Fostering 

student interaction and participation, and Receiving constructive feedback). 

When teachers were involved in synchronous learning, the choice of VCS was 

not easy. The teachers had to consider many aspects to determine whether the 

students were capable of using the VCS. Because the suspension of school was 

an abrupt development, teachers did not have the time to explain to their students 

how to use the VCS during face-to-face lessons. As mentioned earlier, Mary 

practised using the VCS assigned by the school with her colleagues to form small 

focus groups in which they familiarised themselves with the various functions. 

However, the teachers noticed that some students were not very engaged during 

the lessons. Frank mentioned that not all students participated actively during his 

Zoom lessons: 

 

When we are in the classroom, you can look for reactions, and you can 
respond to them, but when you are teaching online, you cannot always 
do this as they turn off their cameras, and you do not have the option 
to switch it on. 

 

Teachers who taught synchronously also noted the difficulty of conducting group 

work or peer work. Although some VCS have the option to put students into 

groups in break-out rooms, at this stage, the teachers were still experimenting 

and continued to use a trial-and-error approach to adapt to teaching online. 
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Stage 3: The stabilisation stage 

The teachers also reported that the acceptance of technology through trial and 

error at the experimentation stage was inevitable. The participants commented 

that through the reactive and experimentation stages, they became more 

accustomed to the use of digital instruction and technology for asynchronous and 

synchronous learning and teaching. Harriet explained that she had to constantly 

re-record her videos for her students at the beginning stages but had now 

become more comfortable with the software and with herself. She also declared 

that she began to be more self-reflective about the materials that she created for 

her students. Paige stated that she was uncomfortable with reviewing the videos 

she had recorded of herself but realised that there were also areas that she could 

improve upon when she re-watched them: 

 

I hear myself teaching and realise how clumsy I am with some teaching 
points… but when I listen to myself over again, I have the opportunity 
to re-evaluate the way I teach, and I see this as professional growth for 
myself. 

 

The collected data reveals that experiencing a pandemic has led at least some 

teachers to be more self-reflective about their teaching. However, the majority of 

the participants reported that their workload and work time had increased during 

the school suspension period compared to when they taught face to face. For 

Rachel, the additional workload brought a lot of pressure at the beginning stages, 

but, reflecting on them, she saw stability in her role in the later stages: 

 

Doing the recordings was quite a lot of pressure, and I always thought 
about whether I waffled too much or was I talking too fast, which all 
were going through my mind. I would spend four to five hours a day 
recording videos. Now I still feel quite busy, but the panicking is over, 
and it is kind of strange. Now that I have got used to it, it does feel quite 
nice, and I kind of enjoy it. 

 

During the stabilisation stage, the participants felt that adjusting to the new 

conditions and the use of digital instruction was challenging but also experienced 

a sense of accomplishment once they were more comfortable with the new 

setting. 

 

Stage 4: The reversion stage 

At the stabilisation stage, many of the participants were asked whether the skills 

and strategies they acquired would be relevant and useful if they were to return 
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to the normal face-to-face classroom. Almost all of them (n = 15, 93.8%) said that 

they would transfer some skills or strategies to the face-to-face classroom. 

However, Mary stated that although she acquired new skills by interacting with 

new digital tools, she felt that the stress and workload were excessive. She 

affirmed very quickly that if face-to-face classes were to resume, she would revert 

to the way she taught her classes in the past: 

 

To do e-teaching requires a lot of practising amongst the teachers, but 
I think my needs are different from other teachers of different ages. For 
younger teachers, I think it is faster for them to adapt to the new 
technology, but for people over 50, it is really killing us. 

 

Unlike Mary, the rest of the participants valued student-to-student interaction 

similarly. The ability to be in the classroom and obtain instant feedback based on 

reactions and expressions as well as making students work together were all 

important aspects to engaging students to participate in the lessons. All the 

participants saw the positive effects of digital instruction and how it could bring 

about change in their pedagogy in a virtual environment. However, they agreed 

that the face-to-face element was irreplaceable when it came to teaching their 

students. 

 

Cultural impact  

The final theme that was found in the data was the difference in how NETs and 

NNETs interacted with digital instruction. As described above, in several 

instances, all the participants had similar experiences in terms of professional 

development and adapting to new digital instructions when required to teach 

asynchronously or synchronously. However, the data occasionally showed 

differences between NETs’ and NNETs’ perceptions of technology. Evidence was 

also found that school management had different expectations of the NETs and 

NNETs during the COVID-19 pandemic. 

 

Perceptions of technology 

The nine NETs that participated in the interviews declared that they were quite 

open to the adoption of digital technologies. All the NETs were proactive in their 

self-initiated professional development, in particular because some did not 

receive any school-initiated professional development given that it was generally 

delivered in Chinese. Some of the NETs in the group also explained that they 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 175 

were often the last to know about school announcements, and while their local 

colleagues had begun teaching online with VCS, they were still creating online 

video resources for their students.  

 

Shawn was not given any mainstream lessons with the students but was only 

responsible for conducting drama lessons with a small group. He used VCS and 

a mobile messaging platform to conduct his small group lessons with a frequency 

of once or twice a week. Because of the lack of contact time with their students, 

NETs felt out of touch with the latter. David was one of the NETs who was not 

allocated any online teaching time and shared his opinion about not receiving 

adequate feedback: 

 

The local teachers have more interaction with the students, but when I 
upload my videos, I have little feedback from the teachers or students. 
Moving forward, how can I know whether the materials created were 
suitable for my students or whether they found the materials interesting 
and engaging? 

 

Some NETs also felt that their local colleagues were less open to trying new 

things and may have a fear of technology. Brenda’s school organised workshops 

in Chinese for all the local teachers, to which she was not invited. She later found 

out that she already knew much of the content of the workshops: 

 

The school gave a lot of workshops at the beginning, but I would say 
that my IT skills were already ahead of my colleagues and the 
workshops organised were really for the benefit of the local teachers.   

 

At the time of the interviews, five of the nine NETs had only been providing 

recorded video lessons to their students, while two were conducting online 

lessons, and the remaining two had been informed by their school that they would 

be starting online lessons shortly.  

 

The NETs were under the impression that their local colleagues were generally 

reluctant to try new things, and among the NNETs, only Mary shared her opinions 

on adopting technology because it was asked of her by the school management. 

However, Mary was the only one in the NNET group to express her fear of 

technology, and the rest of the NNETs all showed positive attitudes towards 

adopting technology to assist them in their teaching. Of all the participants, the 

NETs voiced stronger opinions regarding the education system’s need to move 

forward into more modern times and how the professional development offered 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 176 

by the schools did not support their needs. However, among the NNETs, nobody 

mentioned learning or sharing technology uptake with their school’s NET or how 

the NETs made use of different technological tools to interact with their students 

to participate in online teaching. This reveals cultural differences and contrasting 

approaches between the NETs and NNETs interviewed. The NETs were more 

proactive in learning new ideas and searched for solutions by themselves, 

whereas the NNETs were open to new ideas but took a more passive role. The 

NETs also had the feeling that the school management did not value their input 

when exploring options for teaching online. They believed that their local 

colleagues felt pressured when they suggested tools or strategies that they had 

researched. Some schools even denied the NETs the opportunity to teach online, 

giving them the sense that the local teachers’ curriculum was more important than 

what the NETs taught.  

 

Miscellaneous outliers 

This chapter set out to analyse the data collected in Phase 2 to address the 

research questions stated at the start of the chapter. However, some 

miscellaneous outliers also emerged from the data that were not related to the 

research questions but could prove to be an interesting case study. Mary was 

one of the only participants who stated that they would fall into the reversion stage 

(stage 4) once classes returned to a face-to-face setting. 

 

Interestingly, although Mary showed all the signs of the professional development 

stages discussed in Figure 7.4, she talked at length about how she tried to seek 

answers for herself. She explained that the teaching assistants in her school were 

pre-occupied with helping teachers who had difficulties using VCS or creating 

online video resources; nonetheless, when she encountered similar situations, 

she took the initiative to allow the teaching assistants to help the other teachers 

first while she searched for other methods to solve the issue.  

 

Mary did not characterise the whole experience as positive in her interview. She 

mentioned the pressure from the EDB as well as the principal to ensure that 

teaching continued. Peer pressure from her colleagues conducting online lessons 

also brought stress upon her during the time when she had to work from home. 

She used the term ‘forced into’ several times throughout the interview, indicating 
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that although she managed to go through the professional development cycle, it 

was not something that she wanted to do. Interestingly, Mary described her 

interaction with technology as the result of a forceful situation, but she focused 

more on the positive aspect of her collegial interactions. She affirmed that all the 

new strategies and tools she had to use during the school suspension were 

nothing more than temporary.  

 

Summary 

Although the Hong Kong government has been actively encouraging the use of 

technology in face-to-face classrooms for a number of years and has invested in 

related professional development for teachers (Bai et al., 2019), the data 

collected during the interviews indicates that not all teachers were ready for digital 

instruction before the school suspension.  

 

Faced with a crisis, the participants appeared to be at a loss due to the unique 

situation brought about by COVID-19 in the education system in Hong Kong. The 

interview participants looked for guidance from school management and 

department heads. They also pursued different modes of self-initiated 

professional development. Collegial sharing among the teachers grew as they 

tried to tackle the situation together through peer collaboration. Many of the 

teachers went through different stages of innovation and through a process of 

trial and error to find what was best for them and their students. Overall, the 

teachers felt that this period had a positive impact on their pedagogical and 

technological development and showed a greater level of competency and 

willingness to interact with technology compared to how they taught before the 

pandemic caused by COVID-19. They were also willing to try different 

approaches and strategies after a period of online teaching and adapted through 

the process. The data also illustrated the teachers’ response to the COVID-19 

pandemic, which led to the suspension of all schools in Hong Kong. It evidenced 

adaptations and modifications to their practices as well as the ways the 

participants addressed the challenges. Moreover, the catalyst for this 

technological professional development was the unique situation in which 

teachers were forced to teach from home when all schools in Hong Kong were 

suspended. 
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The school management also had a considerable influence on how schools 

reacted to the suspension, and some schools exhibited a clear divide in their 

treatment of their NETs and NNETs based on their different expectations of them. 

The NNETs felt pressured to teach in new virtual environments, whereas the 

NETs were more eager to try and explore innovative ways to teach in the new 

environment. This could be related to cultural differences in how NNETs or school 

management perceive teaching or the fear of trying something that has not been 

tested.  

 

The information collected during Phase 1 and Phase 2 indicates that technology 

has played a significant role in integrating itself in the teachers’ and students’ 

everyday life. The next chapter will explore Phase 3 of the study, in which I 

supported one year level of teachers (Primary 1 teachers) in my capacity as AT 

to develop a unit of work. Through the intervention, I seek to identify the teachers’ 

needs in terms of professional development and how ICT can facilitate it.   
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Chapter 8 Intervention and Methodology Phase 3 
 

Introduction 

This chapter builds on the findings of Phase 1 and Phase 2. It explores how I (the 

researcher and the AT) can support teachers’ professional development using 

ICT. The research methodology and data collection were overviewed in Chapter 

4, Figure 4.1.  

 

This chapter describes the process of the intervention in one school supported 

by the AT and how the research was conducted. The intervention involved 

working with one year group of teachers. The target year level was Primary 1 

teachers and students (between 6 and 7 years old). A unit of work was developed, 

from planning to implementation and, finally, evaluation.  

 

After the intervention stage, data were collected using a mixed-methods 

approach whereby the teachers involved were asked to complete an online 

questionnaire. The teachers were then invited for an interview to share their 

experience on the whole process of working with the AT. The interview was 

conducted in a semi-structured format with two teachers from the core group.  

 

The intervention  

Including an intervention in the research allowed a systematic study of purposive 

change strategies, enabling both the design and development of the study. I 

followed the six steps to intervention development (Wight et al., 2016), which can 

be seen in Figure 8.1.  
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Figure 8.1 – Six steps to intervention development, adapted from Wight et 

al. (2016) 

Based on this framework, an action plan was mapped out with my supervisors; it 

will be discussed in the method section later in this chapter. 

 

Ethical considerations and data protection management 

As in Phase 1 and Phase 2, the participants were made aware of the intervention 

research and informed that they would be referred to using pseudonyms. For the 

interviews, they were also given the option to review the transcripts and make 
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changes. No interviewees asked to see their transcripts or requested any 

modifications. 

 

To ensure privacy and confidentiality, all information and collected data were 

securely stored on the researcher’s personal computer, as for Phase 1 and Phase 

2. The participants’ names, information and answers were protected, remained 

confidential and were not accessible to other people, parties or the institutions in 

which they worked. The participants’ real names do not appear in this thesis; 

instead, pseudonyms are used to distinguish between the authors of the 

comments. 

 

Method  

Phase 3 of the research involved an intervention phase followed by a mixed-

methods data collection phase. I will first explain the six steps to intervention 

development before presenting the methodology for collecting data after the 

intervention. 

 

Defining and understanding the problem and cause 

To begin defining and understanding the problem and cause, I referred to the 

research questions and the data collected during Phase 1 and Phase 2: 

• RQ1 - Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time allow 

for more effective collaboration between teachers and with the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

The idea was to implement a support plan for the AT to provide school-based 

support to help teachers (Primary 1) design a unit of work. As discussed in 

Chapter 1, the AT is required to support several schools and is not always 

available to plan with the teachers. This was a problem whether the COVID-19 

restrictions were in place or not. At the time of the research, the early stages of 

planning the unit with the teachers were conducted face to face. In the past, the 

teachers would create lesson plans and teaching resources on a word processor 
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like Microsoft Word, which were then stored on the school server. These files 

were only accessible from a school computer. One of the issues was that the AT 

was able to read and comment on the materials created by the teachers via only 

two methods: 

1. The teachers emailed the lesson plans and materials to the AT. 

2. The teachers printed out hard copies of the materials and discussed them 

during the meeting at school with the AT. 

 

With the first method, the AT could only respond to the teachers when he was 

not busy supporting other schools. For the second method, the AT had very little 

time to examine the materials in detail because the collaborative planning 

meetings generally last approximately half an hour and can be quite rushed. 

Therefore, further constructive feedback potentially had to wait until the next 

scheduled meeting. 

 

Thus, the problem revolved around effectiveness given the time available to 

collaboratively plan. Both the teachers and the AT had tight schedules and finding 

suitable times when all parties were free was challenging. 

 

Clarifying which factors have the greatest scope for change 

Once the problem was identified, the next stage was to seek ways to solve it. 

Referring to the research question, integrating ICT was the most significant factor 

in the design of the intervention. A cloud-based platform was chosen that allowed 

all teachers, including the AT, to access the materials or resources created. 

Google Drive, which is part of the G Suites package, was used because it was 

readily available to the teachers. Although the teachers had access to Google 

Drive before the intervention, only one had used it for teaching purposes in the 

past. An example of how content can be shared is provided in Figure 8.2. All 

sensitive data have been blurred out to keep the teachers involved anonymous. 
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Figure 8.2 – Google Drive platform 

Google Drive was used to allow teachers to communicate with each other with 

more flexibility and enable peer feedback between them as well as with the AT 

without having to set a time for a face-to-face collaborative planning meeting. 

 

Identifying how to bring about change  

Seven teachers were involved in the intervention. Four were NNETs, one was a 

NET and two were senior NNETs who participated in the planning and lesson 

observations but did not teach Primary 1. 

 

Meetings were set up with the teachers to plan an English literature unit over 16 

sessions. These were documented in the Advisory Support Plan (Appendix 8.1). 

Half of the 16 visits were conducted in person, and the other half via VCS.  

 

During the first collaborative planning meeting, the AT delivered a face-to-face 

school-based workshop to the teachers, introducing ideas and suggestions for 

teaching English literature to Primary 1 students. Subsequent collaborative 

planning meetings were organised to review the type of literary text that the 

school wished to teach (fables: ‘The Wind and the Sun’). The teachers and AT 

discussed possible learning tasks and the outcomes that they wanted their 

students to achieve for this unit. After mapping out the topics and skills required 
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to complete the end-of-unit learning task, the teachers decided that a total of ten 

lessons were needed to complete the unit. The AT then designed a lesson plan 

for the first lesson of the unit, including resources, and uploaded it to the shared 

Google Drive. The responsibility for the preparation and upload of lessons 2 to 

10 to Google Drive was then divided equally between the four NNETs and the 

NET. 

 

During the school-based workshop, the AT showed the teachers how to upload, 

create and edit files and resources on the shared Google Drive. The teachers 

were given a timeline to complete the task, and the AT would be able to comment 

and provide feedback on the resources uploaded to the drive. Further, a 

WhatsApp group was created to allow the teachers to quickly ask their peers or 

the AT any questions related to the unit if needed. The WhatsApp group was also 

used to send out VCS links for easy connection. Additionally, the teachers shared 

their timetables with the AT to help find a suitable time when everybody was 

available. Figure 8.3 shows some examples of conversations with the teachers 

in the WhatsApp group. These include the sharing of simple instructions for 

connecting to the VCS, explanations of how feedback is given on Google Drive 

for the lessons and resources and last-minute announcements. The identity of 

the teachers has been hidden to preserve anonymity. 
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Figure 8.3 – WhatsApp communication 

Identifying how to deliver the change, followed by testing and refining 

As mentioned previously, the AT had set up communication channels with the 

teachers involved in the intervention. The use of how to share the teaching and 

learning materials through Google Drive was explained to the teachers involved.  

The next stage was to organise how the materials and lesson resources could be 

delivered to the students. 

 

During the planning stages, the collaborative meetings were held face to face and 

online due to the school suspension and the fact that teachers were working from 

home. In September 2020, the EDB re-opened the schools to allow for half-day 

classes to take place in person in the classroom. During the collaborative 

planning meetings, the teachers and the AT decided that the latter would teach 

the unit to one of the Primary 1 classes before the other classes. The AT taught 

the ten lessons designed with the teachers. All lessons were recorded and then 

uploaded to Google Drive.  

 

Each lesson was approximately 35 minutes long. Some were double lessons and 

therefore lasted 70 minutes. After each lesson, the AT reviewed and edited the 

videos to summarise the lesson, providing his reflections and commenting on 
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which aspects were successful and which were not based on the lesson plans. 

Thus, the teachers could choose to review and watch the original unedited 

version of the lesson or the edited version featuring a voice-overed self-reflection. 

This choice can be seen in Figure 8.4. Apart from watching the online videos, the 

teachers also had the opportunity to attend and observe the AT’s face-to-face 

lessons. All the teachers in the group attended at least one lesson to observe the 

AT, except the NET, who was on maternity leave.  

 

 

Figure 8.4 – Options for reviewing the lessons demonstrated by the AT 

During the edited self-reflection videos, the AT also presented different teaching 

strategies that the teachers could use in their lessons. For example, in all the 

lessons, the AT made use of the Apple TV that was installed in all the classrooms. 

He demonstrated how the iPad could be used as an interactive whiteboard and 

allowed the teacher to be more mobile in the classroom compared to the fixed 

desktop computer in the corner of the classroom. The AT highlighted the fact that 

he was not restricted to standing next to the computer and could thus interact 

more with the students.  

 

The class that was used to illustrate different teaching strategies and how the 

content was delivered started one week before the other classes. This allowed 

enough time for the NNETs to review the AT’s lesson and see how it was 
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conducted. One point that the AT highlighted in the edited videos was that the 

teachers were free to teach in the way they felt most comfortable.   

 

Collecting evidence and implementation data 

The final stage of the intervention’s development consisted in the evaluation of 

Phase 3. The data collection relied on a quantitative online questionnaire for all 

the teachers involved, followed by a qualitative interview. 

 

The online questionnaire was sent to the teachers through the WhatsApp group 

after they had all finished teaching the unit. All the teachers completed the 

questionnaire and were invited to participate in a face-to-face interview. However, 

only two of the teachers in the group volunteered for the interview. One of the 

other teachers was unable to participate for health-related reasons, another was 

on maternity leave at the time of the invitation, and the rest could not take part 

due to time constraints. The two teachers who volunteered were the two senior 

teachers involved in the intervention but not in the teaching. One of them had the 

rank of Primary School Mistress of Curriculum Development (PSMCD), while the 

other was the EPC. Although only two of the teachers participated in the interview 

process, their interviews provided insights into how two teachers in senior 

management roles perceived the whole process and the changes they observed 

in themselves and their colleagues.  

 

Like in Phase 2, semi-structured interview questions were drafted, and the initial 

topics and questions were designed to meet the research objectives. Efforts were 

made to ensure that the design was unbiased and that the questions and prompts 

did not push the participants to express a view predetermined by the researcher. 

The questions were designed to be open but sufficiently precise to serve the 

objectives of the interview. 

 

A total of ten questions were asked in the online questionnaire. These questions 

were discussed with my supervisors, who provided feedback. The questions 

included in the Phase 3 online questionnaire can be found in Appendix 8.2. Two 

questions required the teachers to disclose their identity by specifying which 

Primary 1 class they taught. Because the researcher already knew their identity, 

this could not be avoided. It also meant that a reminder could be sent to the 

teacher if they had forgotten to complete the questionnaire. Eight of the questions 
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involved multiple choices or agreement based on a 6-point Likert scale. The 

reasons for choosing a 6-point Likert scale were previously discussed in Chapter 

4. The last question of the online questionnaire was open-ended and asked the 

teachers what they valued the most in the intervention process. The questions 

and data analysis will be discussed further in Chapter 9.  

 

Similarly to Phase 2, the initial interview guide was discussed with my supervisors 

to solicit their feedback on the type, format and relevance of the questions. Based 

on this feedback, the semi-structured interview questions below were constructed 

and were then analysed to ensure that they covered the scope of the overarching 

research questions. 

  

Questions for the interview  

1. What impact did the AT have on the professional development amongst 

the teachers in the school? This would include the teachers in the Primary 

1 literature group as well as other English teachers in the school. 

2. How did you feel about the ‘teacher professional development’ during the 

time when you interacted with the AT? 

3. What factors influenced the teachers’ and your readiness to interact with 

technology? (e.g. uncertainty due to COVID-19, insufficient teaching time, 

decisions from the school’s upper management). 

4. How do you feel you and your teachers have adjusted to the change? 

Were there any positives and negatives from this experience? 

5. Do you feel that there are any areas in which the school management, 

teachers or AT could help improve the support for professional 

development? 

 

During the interviews, I took brief notes about the participants’ non-verbal 

responses (e.g. hesitations, meaningful changes in facial expressions or broad 

gestures). The interviews were digitally recorded and transcribed verbatim as 

soon as possible.  
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To manage and analyse the collected data, I used NVivo 12 (Hoover & Koerber, 

2011; Jackson & Bazeley, 2019). The process of data analysis with NVivo, 

including coding and writing memos, will be presented in later sections. 

 

Conducting the interviews 

The two interviews were conducted face to face at the school on 13 and 14 

January 2021, respectively, and lasted a little under one hour. Both were 

recorded to ensure data accuracy. The interview guide was sent to participants 

by e-mail at least one day before the interviews to ensure that they were 

comfortable with the areas of questioning. The interviews were conducted in 

English. The two teachers had also previously completed the questionnaire 

during Phase 1 and took part in the interviews for Phase 2. My observations 

indicate that the interviewees appeared relaxed and willing to speak candidly. 

The use of semi-structured interviews made it challenging to maintain the 

structure of the interviews; however, the format allowed for greater flexibility and 

flow of ideas around specific responses. Nonetheless, it reduced the 

comparability of some responses (Cohen et al., 2011). 

 

Data analysis 

In Phase 3, I followed the same procedure as I did in Phase 2, using the six-stage 

coding process described in Chapter 4. Additionally, I applied the same 

procedure for qualitative data analysis as the one explained in Chapter 6 (Figure 

6.3). Although Phase 3 comprised only two interviews, I still used NVivo to code 

the collected data.  

 

The two interviews were transcribed digitally using the online version of Microsoft 

Word 365, as laid out in Chapter 6. I listened to the interviews again with the 

transcribed version and made minor amendments to make sense of words or 

phrases that the software could not transcribe accurately. 

 

Summary 

This chapter provided a detailed description of how the research intervention was 

planned and initiated, as well as the methodology for Phase 3. Using a mixed-

methods approach, the research investigated the perceptions and practices of 

teachers in their CPD as well as their interactions with ICT. Data was collected 

through the use of an online questionnaire for all the teachers involved in the 
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intervention.  This was followed by a face-to-face interview with two of the 

members that were of a senior role in the school.  It also looked at how support 

from the AT could potentially facilitate their professional development.  The use 

of Google Drive and WhatsApp were the main communicational tools to store the 

learning and teaching resources as well as ask questions or update group 

members in the WhatsApp group when needed.    

 

The sample was small as the researcher only interacted with one school and has 

the potential to inherent sensitivity outliers since qualitative research is an 

assembly of anecdote and personal impressions, strongly subject to research 

bias. Secondly, qualitative research has been argued to lack reproducibility as 

there is no guarantee that a different researcher would not come to radically 

different conclusions. However, by conducting a mixed-methods approach, even 

with a small sample, in depth and rich data can be gathered from all the teachers 

involved (Crossan, 2003). The next chapter will look into the results of the 

quantitative and qualitative data.  
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Chapter 9 – Phase 3 Results 

 

Introduction 

This chapter presents the findings regarding teachers’ perceptions of current 

practices in using ICT for their CPD. As Phase 3 uses a mixed-methods approach 

to collecting data, this chapter will be divided into three sections. The first section 

will consist of a personal account of the intervention. The second will review the 

quantitative data collected using an online questionnaire that all the teachers 

involved were invited to complete. The third will analyse the qualitative data from 

the interviews of two teachers who volunteered to be part of the research. These 

data were analysed following the five-step qualitative data analysis procedure 

described in Chapter 6 (Figure 6.3). This chapter will examine the themes that 

emerged from the data collected in Phase 3. 

 

Research questions addressed 

• RQ1: Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate CPD? 

• RQ2: Will a blended method of face-to-face and online contact time allow 

for more effective collaboration between and with the teachers and the 

AT?  

• RQ3: How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4: What are the teachers’ professional development needs? 

• RQ5: What factors facilitate or inhibit teachers’ participation in CPD? 

 

At the time of collecting the data, schools in Hong Kong were re-opened for half-

day courses, and students attended face-to-face classes in the morning and were 

dismissed before lunchtime.  

 

The technology-integrated continuous professional 

development cycle  

With adaptations and changes throughout the study, the intervention followed a 

three-stage cycle approach to CPD (Figure 9.1). For the intervention, I 

conceptualised the technology-integrated CPD cycle (TICPDC) based on the 
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CPD framework analysis by Kennedy (2005) and findings from Phase 1 and 

Phase 2 of the study.  

 

Figure 9.1 – The technology-integrated CPD cycle (TICPDC) 
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The three stages of the TICPDC will be discussed separately to present the 

study’s findings as well as provide a way to theorise the relationship between 

teachers’ adoption of technology and CPD. The research questions are 

summarised in Table 9.1 and organised by stage in accordance with the TICPDC.  

 

Table 9.1 – Research questions addressed in the TICPD 

 

Stage 1 – The initiation of continuous professional development  

Stage 1 of the TICPDC addresses the findings in relation to RQ4 and RQ5, which 

provide a deeper understanding of the English-language teachers’ professional 

development needs and the factors that facilitate or inhibit their participation in 

CPD in the context of Hong Kong.  

 

Although the EDB has been actively encouraging the use of ICT in face-to-face 

classrooms for a number of years as well as offering professional development 

workshops to teachers (Bai et al., 2019), this study shows that the majority of 

teachers attend only one or two workshops a year. Therefore, it was important to 

provide incentives for teachers attending CPD activities to share what they have 

Stage Research questions addressed 

1 

• RQ4: What are the teachers’ professional development 

needs? 

• RQ5: What factors facilitate or inhibit teachers’ participation in 

CPD? 

2 

• RQ1: Can G Suite for Education and mobile communication 

applications (e.g. WhatsApp) facilitate CPD? 

• RQ2: Will a blended method of face-to-face and online contact 

time allow for more effective collaboration between and with 

the teachers and the AT?  

3 

• RQ1: Can G Suite for Education and mobile communication 

applications (e.g. WhatsApp) facilitate CPD? 

• RQ2: Will a blended method of face-to-face and online contact 

time allow for more effective collaboration between and with 

the teachers and the AT?  

• RQ3: How can feedback and support be sustained by teachers 

interacting with ICT within the school?  
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learnt with their peers. However, as previously mentioned, the data collected in 

Phase 1 and Phase 2 shows that time constraints and heavy workloads can 

become problematic for teachers attending CPD. Lau et al. (2022) shared in their 

study that teachers in Hong Kong experienced high levels of perceived stress 

during the pandemic which may account for the difficulty in attending CPD 

workshops. However, even before the pandemic, teaching had already been 

recognised as a highly stressful occupation globally (Lau et al., 2022). The 

pandemic also caused a global and mental health crisis in teachers (Kraft et al., 

2020) and so factoring teachers social and emotional well-being had to be 

considered during the intervention. Since the pandemic inflicted high levels of 

perceived stress on teachers in the teaching community, it is assumed that time 

constraints and heavy workloads are related to cultural issues within the school 

rather than attitudinal issues. It is also worth pointing out that multiple varying 

factors can affect the choice of topics as school management may review 

potential topics offered by external bodies such as the EDB. Teachers may also 

consult the list of workshops and apply voluntarily after seeking approval from the 

school management because EDB workshops are often conducted during school 

hours or on Saturdays. Inevitably, it is the teacher that is the starting point of the 

TICPDC. 

 

The findings from Phases 1 and 2 indicate that teachers found it beneficial to 

share their experiences with their colleagues via digital communication 

applications such as WhatsApp when faced with integrating technology into their 

lessons. This finding is in line with that of Jonassen et al. (2003), who reported 

that teachers become storytellers sharing their experience with integrating 

technologies in the classroom and that this helps other teachers learn how to use 

technology.  

 

For effective professional development to occur, this process of learning should 

ideally be self-initiated; however, teachers in Hong Kong prefer to take on a 

passive approach to their learning, which is reflected in the findings. The 

nominated school approached the researcher, seeking support in developing an 

English-literature unit for Primary 1 students. Consequently, I took on the role of 

school innovator and ‘expert’ to provide support to the teachers and demonstrate 

how the TICPDC could be implemented through group mentoring (Mullen, 2016). 

Group mentoring gives the mentor multiple perspectives on the issues and offers 
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a team-based approach to decision making and professional growth. Ultimately, 

the school setting should foster a professional learning community where 

teachers, as action researchers, establish contexts for inquiry, collect and 

analyse data and collaboratively reflect on and solve problems, primarily to 

benefit their students’ learning (Groundwater-Smith, 2012). Therefore, in such 

collaborative mentoring groups, teachers’ beliefs and attitudes matter, in addition 

to skills and knowledge.  

 

During Stage 1 of the TICPDC, the AT adopted the role of school innovator. This 

was because the teachers requested teacher professional development on 

designing and implementing an English literature unit in Primary 1. Guiding the 

teachers through the TICPDC, I noticed that they felt at ease. The teachers were 

participating in the collaborative planning meetings and were eager to learn from 

their AT. To accomplish this, I was highly motivated to mentor the group and 

aware of the psychosocial aspects of this task (Mullen, 2016). According to Bai 

(2014), the teacher needs to be comfortable with the surrounding environment. 

This may explain why the majority of the teachers felt that learning from an expert 

or their colleagues had a positive impact on their professional development.  

 

Stage 2 – The school innovator 

In Stage 2 of the TIPDC, it was important to remember that many professional 

development workshops for teachers follow a one-size-fits-all approach (Patton 

& Parker, 2015). As discussed earlier, the teachers in the study reported that 

many of the workshops they attended did not tend to their individual needs, which 

is in line with the findings of Armour and Yelling (2004). For this reason, ongoing 

support was needed for real teacher professional development to take place, and 

a ‘school innovator’ was required for Stage 2 of the TICPDC. Deglau and 

O’Sullivan (2006) also explained that professional development should take place 

in a trusting community of practice to lead to better professional learning. I 

allowed all the teachers to be part of the learning process. The group mentoring 

approach is not concerned simply with what is learnt by the teachers but also with 

how they learn (Mullen, 2005).   

 

The findings reveal that the teachers wished for opportunities to learn from others 

as well as apply practical elements to their general teaching and pass on effective 

teaching strategies to each other. The results of Phases 1 and 2 show that many 
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of the teachers were familiar with ICT tools such as Gmail, Google Drive, Google 

Classroom, WhatsApp and YouTube. However, during the intervention, all the 

teachers declared that they had never used a cloud-based tool like Google Drive 

to plan and create learning and teaching materials collaboratively. Overall, they 

rarely used these tools for collaborative purposes. This is where Stage 2 of the 

TICPDC addressed RQ1 and RQ2. 

 

In Stage 2, I transitioned from the role of school innovator to that of CPD 

facilitator. The intervention aimed to support Primary 1 teachers in developing an 

English literature unit. As Knowles’s (1980) andragogy theory states, adults like 

to direct their own learning and prefer it to be related to solving real problems. 

The use of a cloud-based platform such as Google Drive and a 

telecommunication tool like WhatsApp gave me a collaborative space for 

teachers to share their voices. Because the teachers were familiar with both 

applications, only short demonstrations were given. These two ICT tools became 

the core integration components.   

 

Stage 3 – The action plan 

The final stage of the TICPDC sought to address RQ1, RQ2 and RQ3. The flow 

of Stage 3 was based on the action research cycle (van Lier, 1994), which has 

been described as a way to bridge the gap between theory and practice. This 

modified version of the action research cycle was incorporated into the TIPDC to 

allow the teachers to conduct research in their classrooms. Stage 3 works as a 

professional development strategy because it focuses on genuine issues and 

difficulties that the teachers are confronted with. Therefore, it is directly connected 

to the teachers’ practice and allows them to generate contextualised theories of 

language learning and teaching.  

 

The findings show that when the teachers were guided through the stages of 

planning, learning, assessing and reflecting by the CPD facilitator, they were all 

appreciative of the process and also felt that there was value to their professional 

development.  

 

Planning 

Past studies have shown that collaborative planning and teaching are effective 

means of improving academic and social skills (Walther-Thomas, 1997). During 
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the planning stage, all the teachers were given the opportunity to collaboratively 

plan the English literature unit. A mixture of online meetings via VCS and face-

to-face meetings was used because of the social distancing measures enforced 

by the Hong Kong government. The findings suggest that the teachers perceived 

face-to-face planning to be more effective than using VCS. However, they all 

agreed that there were benefits to VCS, especially when teachers were required 

to work from home during the school suspension period.  

 

As mentioned in Stage 2, an appropriate tool for communication and planning 

was chosen as a group. As the CPD facilitator, I explained how to upload lesson 

plans and teaching resource materials to the shared Google Drive. The teachers 

were all put in charge of different lessons in the English literature unit. Involving 

all the teachers in the collaboration allowed for some kind of responsibility 

sharing. This sharing of the workload and collaborative work yielded positive 

results as teachers helped each other. This camaraderie generated greater 

enthusiasm and involvement among the teachers, which is reflected in the 

findings of Phase 3 regarding the use of ICT tools (Moorhouse, 2021).  

 

Learning 

The findings show that demonstrations proved to be very useful for effective CPD 

facilitation. Peer observation was found to be an excellent way to break down 

barriers and begin conversations that can then lead to professional development. 

The role of the CPD facilitator was to open up their classroom for all peers to 

observe the classroom interactions, primarily for reasons of professional growth 

(rather than supervision or evaluation). A range of teaching experiences was 

represented in the group of teachers. However, the way the lessons were open 

to observe was not a typical peer observation, in which a novice teacher is 

observed by an experienced teacher. Although it can be useful in certain 

situations, there are problems with this kind of practice, as outlined by O’Sullivan 

(2006). By eliminating the hierarchy, teachers felt a sense of safety during the 

intervention process, and the findings indicate that they were receptive to the 

lesson demonstrations. To address the issue of time, every lesson conducted by 

the CPD facilitator was recorded and uploaded to Google Drive for all teachers 

to watch and review if they were not able to attend the classroom demonstrations. 

Although the videos were available at all times, they were relatively long. This 

could explain why the teachers felt that this was one of the least useful resources 
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during the intervention. The next section will discuss how the lesson recordings 

became more useful as a professional development resource for the teachers 

and the CPD facilitator.  

      

Assessing and reflecting 

As previously mentioned, peer observation is an effective way to allow the 

observer to see how another teacher interacts with their class. However, not all 

teachers had the time to observe the lessons in the classroom in real time, and 

watching the recorded lessons was time consuming. The findings suggest that 

the teachers feel pressured when opening up their lessons for others to observe. 

This may be related to what Lortie (1975) describes as the ‘egg carton profession’ 

because once the classroom doors are closed, the teachers are insulated from 

the outside world. However, collaboration is now seen as an essential quality of 

effective teachers (Moorhouse and Harfitt, 2019). Pre-service teachers can feel 

isolated during their teaching practicums and when they qualify to be in-service 

teachers, this notion of working alone is still happening (Moorhouse and Harfitt., 

2019). The ideals of this study offers the opportunity for the participants to break 

free from the ‘egg carton profession’ by opening up their classrooms for other 

colleagues to build a learning community to assess and reflect their own teaching. 

Being able to attend and observe classes in a face-to-face setting or reviewing 

through Google Drive offers a diverse choice for the teachers to fit around their 

busy schedules. The opportunity to support and constructively aid each other as 

a team by utilising the TICPDC, participants can feel confident and help each 

other rather than provide feedback which can, in turn, lead to criticism (Cushner, 

2007).  

 

One of the main tasks during the assessment stage was for the CPD facilitator to 

reflect on the lesson that he taught. The use of video to facilitate teacher self-

reflection and professional development is not a new phenomenon (Tripp & Rich, 

2012). Re-watching the lesson recordings and reviewing the strengths and 

weaknesses in the lesson materials and lesson plan is a good post-lesson 

practice. Generally, during post-observation meetings, teachers would focus on 

what went well and what could be improved. This kind of feedback can sometimes 

lead the teacher to react defensively, and even useful feedback can often not be 

heard (Sheal, 1989). The findings also highlight that lesson observations were 

commonly carried out for evaluative purposes, which explains why teachers were 
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reluctant to open up their classrooms unless required by the school management. 

To counteract this problem, the CPD facilitator used lesson recordings and 

shortened the videos to under ten minutes, keeping only the points deemed most 

important. In the ten-minute videos, the CPD facilitator highlighted the areas that 

could help the teacher who was to teach that unit next. One of the main 

advantages of reviewing the lessons was the ability to spot things that the teacher 

might not have seen while teaching because of the class sizes; indeed, it is 

common for schools in Hong Kong to have up to 40 students per classroom 

(Curtis & Cheng, 2001).  

 

Since each lesson that I taught and demonstrated was prepared by a different 

teacher, my self-reflection could allow self-reflection time for the teachers who 

wrote those particular lessons. For example, pointing out the parts of the lesson 

that I felt could be improved would indirectly help all the teachers before they 

taught the lesson, but especially the teacher who wrote and designed the lesson. 

There have been mixed reviews about using video editing to reflect on teaching. 

Some reports have not found any significant difference in the reflection of 

teachers who used video editing to complement their written reflections 

(Spurgeon & Bowen, 2002; Warden, 2004). Conversely, Rosaen et al. (2008) 

observed that video editing led the teachers to reflect more deeply and in greater 

detail. In the present case, the teachers found that the shortened edited videos 

were extremely useful in preparing them for their lessons. My own experience 

with reviewing my lessons and editing the recordings also allowed me to notice 

some behavioural traits in certain students that I did not notice during the lesson. 

For example, some students would be quite reserved when the teacher asked for 

suggestions for the writing. Therefore, I specifically pointed out these 

observations in the video editing and reflective voice-over. This gave the teachers 

a sense of security, knowing that although the ‘expert’ is teaching the lesson, 

mistakes can still be made which eliminated the hierarchical issue that they would 

normally have encountered in the school appraisal system.  

 

Aside from observing the CPD facilitator’s lessons and listening to the self-

reflections recorded on the videos, the teachers also appreciated the 

collaborative reflection meetings. These were conducted either face to face or 

virtually via VCS. I felt support from the teachers during the sharing meetings and 

sensed that they were engaged in what I had to say about the lessons that they 
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had designed. Viewing and discussing the videos together brought clarification to 

teaching assumptions and practices. It also allowed teachers to avoid mistakes 

after observing those of the CPD facilitator.  

 

Intervention unit evaluation: quantitative data analysis 

Five Primary 1 classes were taught the unit ‘The Wind and the Sun’. After 

completing the unit, the AT invited all the teachers to fill out an online 

questionnaire to evaluate it. Seven of the eight teachers completed the 

questionnaire; the teacher who did not was on medical leave during the data 

collection. The teachers were asked eleven questions, two of which were opened-

ended. The analysis of the questionnaire is divided into three parts, as shown in 

Table 9.2.  

 

Table 9.2 – Breakdown of the questionnaire analysis  

 

Statistical analysis 

Because of the small size of the sample population, a Fischer exact probability 

test was performed to check for statistical differences between the questions. The 

answers to questions 3 to 8 were based on a 6-point Likert scale. A 2x2 

contingency table was used to compute questions 3 and 4 to detect any 

significant differences in the responses between the two questions. The 6-point 

Questions Analysis Question format 

1 Asked the teachers who they were and 

which classes they taught. 

Open-ended and 

multiple choice 2 

3 

Asked the teachers about their insight into 

the planning and implementation of the unit 

and what they valued as useful or not 

throughout the whole process. 

6-point Likert 

scale 

4 

5 

6 

7 

8 

9 Multiple choice 

10 Asked the teachers open-ended questions 

with regard to their experience of the 

intervention and their suggestions for 

improvement. 

Open-ended 
11 
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Likert scale was sub-divided into two categories. The number of teachers who 

selected agree (4 = strongly agree) or disagree (3 = strongly disagree) were then 

tabulated in a 2x2 contingency table to calculate the exact p-value shown in Table 

9.3. 

 

Table 9.3 – 2x2 contingency table 

 Agreed Disagreed Total 

Question 3 7 0 7 

Question 4 7 0 7 

Total 14 0 14 

 

Fisher’s exact test p-value was 1.0. The result revealed no significant difference 

between questions 3 and 4 when p < .05. Since questions 3 to eight 8 were of 

the same value, no further calculations were needed as the results would have 

been the same. Therefore, questions 3 to 8 showed no significant differences 

between them.  

 

Classes taught 

A total of five Primary 1 classes were taught the unit ‘The Wind and the Sun’. Five 

NNETs were responsible for their own class, except for class 1D, which was 

taught by the AT for the intervention together with the class’s NNET. It is also 

worth noting that the NNET responsible for class 1D is the teacher who was on 

medical leave during the evaluation period. Two additional NNETs who filled the 

questionnaire held senior positions at the school and participated in the planning 

of the unit. Finally, the NET, who taught all five Primary 1 classes, also completed 

the questionnaire, providing insight into the unit’s delivery and evaluation from a 

larger perspective. 

 

Insight into planning and implementation 

Questions 3 to 8 of the online questionnaire enquired about teachers’ perceptions 

of the design and implementation of the unit. The questions were multiple-choice 

questions on a 6-point Likert scale. 

 

Responding to Question 3, all the teachers deemed the lesson’s objectives clear, 

with four of the seven (57.1%) strongly agreeing with the statement (Figure 9.2). 
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Figure 9.2 – Lesson objectives 

When asked about the resources used to teach the unit in question 4, all the 

teachers agreed that the materials designed and created met their teaching 

needs; in particular, 42.9% were in strong agreement, as shown in Figure 9.3. 

 

Figure 9.3 – Teaching resources 

Question 5 asked the teachers to reflect on the planning and teaching of the unit 

to investigate whether it inspired them to apply what they had learnt to their other 

classes. All the teachers agreed that they had tried to do so, but the results were 

more varied than for questions 3 and 4, with 42.9% in the ‘strongly agree’ 

category (Figure 9.4). 

 

57.1 (4)

42.9 (3)

0 (0)

0 (0)

0 (0)

0 (0)

0 10 20 30 40 50 60

Strongly Agree

5

4

3

2

Strongly Disagree

Q3. The requirements for completing the objectives 
of each lesson were clear

% (N)

42.9 (3)

57.1 (4)

0 (0)

0 (0)

0 (0)

0 (0)

0 10 20 30 40 50 60

Strongly Agree

5

4

3

2

Strongly Disagree

Q4. The 'resources' met my needs for teaching the 
unit

% (N)



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 203 

 

Figure 9.4 – Inspiration for other classes 

Question 6 focused on the applications that the teachers used during the unit’s 

planning and implementation. All agreed that using Google Drive (a cloud 

platform) and Google Meets (a VCS) was useful and also helped with their 

professional development. Figure 9.5 shows that as many as 71.4% of the 

teachers strongly agreed. 

 

Figure 9.5 – Technological resources 

Question 7 asked the teachers whether the AT’s demonstrations of lessons and 

teaching strategies were useful. All the teachers agreed that they were, including 

42.9% who strongly agreed (Figure 9.5). 
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Figure 9.6 – Demonstrations by the AT 

For question 8, the teachers were asked whether the whole process had helped 

them to gain a deeper understanding of how to teach reading to writing. All agreed 

that they had developed a more refined understanding from the experience, 

including 28.6% who strongly agreed, as shown in Figure 9.7. 

 

 

Figure 9.7 – Developing a deeper understanding of ‘reading to writing’ 

The last question in Part 2 of the questionnaire asked the teachers to choose 

which resources they felt were the most beneficial to them among six options. 

Face-to-face meetings were important to all the teachers, and 85.7% of them 

valued using Google Drive as well as watching the self-reflection videos created 
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by the AT. The teachers felt that the least useful resource was online meetings, 

with only 28.6% selecting it. Figure 9.8 below highlights the choices. 

 

 

Figure 9.8 – Most useful resources 

Moving forward from the intervention 

The final two questions were open ended and enquired about what the teachers 

valued the most in the experience as well as suggestions on how to improve 

future units during the planning and implementation stages. 

 

When asked what they valued the most, five of the seven teachers mentioned 

elements related to collaboration and the sharing of ideas. One teacher stated: 

 

It was wonderful to see that teachers all contributed to the planning and 

implementation process actively. Last year, some teachers were 

apprehensive of the idea of teaching literature (especially to younger 

students). With collaborative planning and implementation, teachers 

felt more prepared and ready before going into the classroom. As a 

team, we were able to collect feedback from all teachers and further 

improve our lessons plans and materials for the years to come. 

 

Other shorter responses from the other teachers included: 

 

• Team spirit. 
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• Gather different ideas from other teachers. 

 
• Sharing of ideas and participation from all the colleagues. A real 

team effort under great leadership from the AT. 

 

One teacher underlined the value of the AT’s demonstrations, and another 

teacher wrote that she was inspired to try new things after the experience. 

 

The final question asked the teachers to share their opinions regarding how the 

planning and implementation stage could be improved. Six of the seven teachers 

reflected on the unit after teaching it. Two teachers focused on how the writing 

task could be simplified. Additionally, one teacher made a comment about 

introducing ‘interesting apps’ to enrich the students’ learning experience. 

Allocating more time to the meetings was highlighted by another teacher as the 

face-to-face planning time was limited to 30 minutes each time. Two teachers 

also stated that more time was needed to conduct the writing process and 

arrange for the student booklets to be printed in advance to allow teachers more 

time to review the materials before teaching the unit. These two teachers also 

expressed their wish for more support on how to cater to learner diversity and 

students with special education needs. 

 

Overall, all the suggestions were positive and reflective regarding how to improve 

the unit for the future.  

 

Qualitative data analysis of the unit’s evaluation 

After the analysis of the online questionnaire data was completed, the teachers 

were invited to participate in a face-to-face interview. Only two of the eight 

teachers in the group could be interviewed because of time constraints. These 

two teachers held senior positions at the school but were also involved in the 

planning of the unit. However, neither taught the unit to the students, but they 

reviewed the recorded videos uploaded to the shared drive by the AT. One 

teacher, Emily, only watched the recorded videos, while the other, Jade, attended 

some of the lessons in person. 
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The semi-structured interviews with the two teachers aimed to explore further 

their perceptions of how the AT’s intervention had an impact on their CPD. Table 

9.4 shows the profile of the two teachers that took part in the interview. 

 

Table 9.4 – Participant profiles and roles 

No Participant Gender Position Date Roles 

1 Jade Female PSMCD 13 Jan 

2021 

- Familiarises the content 

and progress of all subjects 

at the school 

- Makes cross-curricular 

links and supports 

collaboration between all 

teachers 

- Supports and promotes 

skills and strategies in 

other curriculum areas 

2 Emily Female EPC 14 Jan 

2021 

- Supports all English grade 

levels at the school 

- Liaises with other teachers 

- Supports innovative 

practices and change 

- Supports school-based 

curriculum development 

  

*PSMCD: Primary School Mistress for Curriculum Development. 

**EPC: English Panel Chair. 

 

Interviews with the participants 

Both participants were working full time at the same school. The interviews were 

arranged at the school and lasted around 45 minutes. They were then transcribed 

and further analysed using NVivo following the process described in Chapters 6 

and 8.  

 

During the reading and re-reading process using NVivo, 21 themes emerged from 

the data. A total of 117 codes were generated from the two interviews. The codes 
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and themes were reviewed and organised into four major overarching themes, 

which are presented in Figure 9.9. 

 

Figure 9.9 – Phase 3 interview themes and frequency of the codes 
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The four major overarching themes 

Four principal overarching themes were drawn from the codes, as described in 

Figure 9.8. The next section will present the findings from the two interviews in 

relation to the four themes. These four themes are discussed in the order in which 

they arose during the coding process. 

 

Human interaction 

The first major theme that emerged from the analysis of the data comprises seven 

sub-themes, which accounted for 22% out of 117 codes. These sub-themes were 

all related to some form of interaction with peers, friends, superiors and external 

advisors outside of the school, such as the AT. A prominent theme mentioned by 

both participants was the importance of confidence. Having someone to 

demonstrate and share strategies and provide guidance was discussed by both 

participants in their interviews. As described later, the interactions between 

colleagues or with the AT were important to build trust and collegiality, regardless 

of whether they took place face to face or online. Both Emily and Jane explained 

that the teachers lacked the confidence to try new things, especially with regard 

to technology. However, when the AT opened up his classroom for observation 

and recorded his lessons for other teachers, a different perspective was seen. 

Emily focused on sharing her observations about her colleagues and the changes 

that they went through, while Jane delved more into her personal growth 

regarding her confidence to try new things in the classroom: 

 

Generally, teachers resist change, and also, they do not feel confident 
in teaching literature… overall, I feel that you really helped the teachers 
feel more confident in going into the classroom after observing your 
lessons. (Emily) 

 

When you used the Apple TV in your lesson, I felt wowed. It is much 
more convenient, and you are not stuck at the teachers’ desk in the 
corner. Your demonstration sold it to me, and it gave me a lot of 
confidence to try it in my own lesson. (Jane) 

 

According to Emily, the teachers’ confidence can be quite low due to the added 

pressure put on them by school policies that include numerous lesson 

observations. Teachers are observed multiple times a year by either the EPC or 

the principal. Sometimes, these observations are related to appraisals and 

performance reports.  Emily shared how she understands the potential stress that 

teachers may go through when lesson observations are required. 
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Any observations can create extra heartbeat flutters and makes 
teachers nervous, even if it does not count towards an appraisal. 
Whenever you have someone in the classroom, you will want to have 
that perfect performance... The mindset to look good in front of others 
may give a lot of pressure to some teachers, especially those who may 
not be very confident in themselves. (Emily) 

 

During the school suspension period, teachers had to work from home and teach 

online. Emily observed that the teachers felt uncomfortable in front of a camera, 

whether the lessons were pre-recorded or conducted in real time with their 

students. She also mentioned that when working from home, the new working 

environment caused a financial burden as she knew that some of her colleagues 

had to purchase new laptops to fulfil their role as teachers. Jane, on the other 

hand, discussed the convenience of working from home, explaining that she 

could easily manage all the resources and lesson plans from Google Drive. Both 

participants agreed that they needed a flexible working environment and that 

alternatives exist to how they worked with their teachers. Jane described the way 

she interacted with her colleagues during collaborative planning meetings: 

 

I cannot imagine meetings without Google Drive. I have to attend 
twelve meetings a week, and for some teachers who are well 
organised, they can create folders so that I can find everything. It is 
easier to have meetings with colleagues online or face to face now. 
(Jane) 

 

Aside from interacting with their colleagues, from a middle management 

perspective, Emily and Jane both felt that having a good relationship is the key 

to ensuring that change can occur. Since teachers are often reluctant to leave 

their comfort zone, transitioning to anything new can be a challenge. The two 

interviewees reported that the interactions with the AT had helped them to 

understand how to build a better relationship with their colleagues: 

 

I would say that you are more like a pioneer for us. You showed us how 
things could be done, which is not our usual way, but how things could 
be done when we are outside of our comfort zone. Just like Google 
Meets, we all joined and learned. After that, all the English teachers 
started using it and then other subject panels used it as well. (Emily) 
 
I am happy I can attend all the meetings in P1. I observe how you 
organise things, and then I can share the experience with other 
teachers. You are always willing to help. You even help mark the 
students’ exercises, and I guess that is why the teachers are willing to 
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listen to your advice and your ideas. You do not act like you are high 
and mighty and tell teachers what to do. (Jane) 

 

Jane also observed how the teachers started to accept using technology because 

of how the AT interacted with them:  

 

Teachers are more willing to try because they know the AT is actually 
trying to help. They trust the AT, and this is very important. You have 
given us tasks that are manageable and not too demanding. That’s 
why the teachers can adjust to your pace. (Jane) 

 

Communication and interactions with peers or experts were the most prominent 

themes in the interviews. Both participants shared what they had observed in 

their middle management positions as well as how they made changes to their 

approach to interacting with their colleagues.  

 

Professional development 

The second major theme that emerged from the data consisted of five sub-

themes, which accounted for 40% out of 117 codes. These sub-themes were all 

related to different forms of teacher professional development, focusing primarily 

on the intervention of the AT. Other forms that were discussed concerned the 

dissemination of professional development skills from teacher to teacher within 

the school and support from external parties or workshops outside of school.  

 
Both participants mentioned a combination of different types of professional 

development echoing the CPD framework suggested by Kennedy (2005): 

• The training model 

• The coaching/mentoring model 

• The community of practice model 

• The collaborative professional inquiry model 

 

Both Emily and Jane found the AT’s demonstrations to be the most useful 

professional development for themselves and their peers. They explained that 

the collaborative involvement of all the teachers gave them a sense of ownership: 

 

I think even when we all sat in the computer lab, I saw all the teachers 
doing it with the AT… in the end, I think they all felt empowered 
because they would never have imagined being able to do something 
like this. (Emily) 
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I think it has been wonderful for our teachers to have someone come 
in and model for them. It’s not just on paper, you actually went into our 
classroom and demonstrated how it could be done and we even got to 
see the video recording. (Jane) 

 

They stated that the workshops that they attended, which were organised by 

different departments, did not cater to their school needs but rather provided an 

overview. Emily also mentioned that the information learnt during the workshops 

can be difficult to transfer to the classroom. She also said that she often forgot 

about her notes from the workshops. Jane shared a very similar opinion, recalling 

attending workshops that she felt were meaningless and unnecessary. 

Additionally, she explained that although her school had arranged for speakers 

to conduct workshops at the school, not all the workshops were adopted by the 

teachers. According to her, those who were willing to learn and try would then be 

tasked with conducting a school-based workshop for the teachers: 

 

How we work with the AT we learn a lot. It is far better, as the things 
we learnt we got to put it into practice... although management level 
has organised workshops for the teachers, the information is only 
useful only if you are willing to learn it. For example, we had an Apple 
workshop that lasted about two hours. However, the principal asked 
one of the younger teachers to conduct a workshop that summarises 
the two-hour workshop into a ten-to-fifteen-minute sharing. (Jane) 

 

Time was a common theme between the two participants. Tasks or meetings 

needed to be completed in the shortest amount of time possible. They both 

agreed that for professional development to be useful, a practical element is 

required. They also confirmed that the number of tools available to the teachers 

is considerable and that some streamlining would be more effective: 

 

I think there are so many different resources out there, it would be good 
to have more guidance on how to use various things, but I think it would 
be nice to have super short tutorials on these different activities, so we 
are not bombarded with too many things. (Emily) 

 

The interviews seem to indicate that little time was allocated to professional 

development. However, Emily felt that the AT’s regular visits to the school were 

beneficial to the teachers: 
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The two participants valued the input from the AT during the development of the 

unit for Primary 1. Both Emily and Jane saw benefits to the intervention in terms 

of professional development, as discussed above.  

 

Technology 

The third major theme that emerged from the data analysis was comprised of five 

sub-themes and accounted for 19% out of 117 codes. These sub-themes centred 

on technology. This section will examine the tools and strategies that the 

participants adopted and shared with their colleagues as well as how technology 

has been used to adapt to the COVID-19 pandemic.  

 

At the time of the interviews, both participants had returned to school to teach 

their classes in person. However, they also talked about their experience during 

the school suspension. Emily described the obstacles that her colleagues faced 

during the transition from face-to-face to online teaching. She felt that the use of 

Google Meets as the VCS for planning and discussing with other teachers had 

been valuable during that time:  

 

Miss Wong is the coordinator for her year group, and she is leading the 
discussion like normal using Google Meets. She explained to the 
teachers the modifications needed to teach online, and all the other 
teachers agreed with no complaint. (Emily) 

 

Both participants agreed that the majority of teachers preferred teaching face to 

face to teaching online. However, it was not until teachers were put in a situation 

where they had to rely on the tools available to them that they began using them 

to ease the stress and burden of teaching online. As the EPC, Emily mentioned 

different tools that she had learnt to use while working with the AT and her 

colleagues. One example was Notability, a note-taking application that can be 

used on an iPad to mimic an interactive whiteboard and share resources such as 

PowerPoints and worksheets with the students easily: 

 

When we started teaching online, more and more teachers approached 
me and said thank you so much for introducing Notability to us. They 
are now using it every day and said it was very convenient for online 
teaching. Before online teaching, they had a choice whether to use 
Notability or not, but now Notability is a clear winner for online teaching, 
and I know a lot of teachers are regularly using it. (Emily) 
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Jane also shared her observations about her colleagues’ use of technology. She 

explained that unless teachers are shown that adopting a new tool can help 

lighten their workload, they will not embrace it easily. She compared the situation 

to a survival mechanism: 

 

I have noticed a change in my colleagues due to teaching online. 
Teachers use technology if they want to survive. When I learn 
something new, it needs to be something that makes my life easier. 
Some teachers will be quite comfortable accepting change, but there 
are teachers who are still resilient, but if you want to survive in this 
profession, then you need to accept change. (Jane) 

 

The participants both pointed out the importance of being able to collaborate and 

share with their colleagues in a virtual environment. As mentioned earlier, Google 

Meets was used to converse virtually when face-to-face discussions were not an 

option. They also used WhatsApp as a mobile telecommunication tool for less 

formal matters and Google Drive as a cloud platform to store and share resources 

and lesson plans. It was apparent from the interviews that these technological 

tools were utilised much more as a result of the school suspension. Interestingly, 

in Emily and Jane’s school, the school management provided the teachers with 

hardware and software before the COVID-19 pandemic. All the teachers were 

given an iPad and Apple Pencil, with Notability (a paid application) installed. 

Despite all this technological support from the school, Jane explained that she 

was not always willing to try everything that the school gave her: 

 

I am an open person, but it does not mean that I always welcome new 
changes, but when the time comes, we need to do what we have to do. 
Some changes are welcomed, but I try to make my life easier. I too 
struggle with new things but If I know it can make my life easier, I will 
find a way to make it work. (Jane) 

 

Both participants had noticed the influence of teaching experience and age on 

the adoption of new technology and strategies. Jane explained that she would 

seek support from younger teachers if she had technical questions that she could 

not answer herself. The responses from the younger or less experienced 

teachers generally referred to the use of Google or YouTube to find the answer. 

However, she acknowledged that part of her role was to look for new strategies 

and tools to share with her colleagues, which gave her more of a risk-taker 
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approach. She then reiterated the idea that the colleagues’ mentality with regard 

to change matters more than age or teaching experience: 

 

I asked a younger teacher how do they know everything, and they said 
they just Google search or watch YouTube a lot. So I tried it myself on 
how to make a video. Within eight minutes, I was ok and done. (Jane) 

 

Both participants remarked that technology had become part of their teaching 

essentials and had observed their colleagues adapting to its use.  

 

The reflective practitioner 

The final major theme that emerged from the analysis of the data consisted of 

four sub-themes, which accounted for 19% out of 117 codes. These sub-themes 

focused on the idea of the reflective practitioner. This section will address the 

self-reflective practices that the two participants engaged in and observed in their 

colleagues.  

 

The self-reflective elements revolved primarily around the intervention but also 

the COVID-19 pandemic’s effect on their lessons. Both participants were 

extremely surprised by how much they and their colleagues had achieved over 

the previous year. Emily explained that the pandemic and working with the AT 

had changed much about how the teachers operate. Google Drive was 

mentioned earlier as a tool for sharing and collaborating online, and Emily also 

reiterated that the use of Google Drive represented a considerable change in how 

the teachers worked together at her school. She reflected that the sudden 

outbreak of the pandemic forced teachers to adapt to the tools that were available 

to them:  

 
Some teachers would ask why we cannot just put everything on the 
school server. But when it started [COVID-19], it was not an option 
because teachers would not want to go back to school every day. 
There were moments when they could not find certain files or folders, 
but then, with more practice, everybody was able to do it. (Emily) 

 

In the context of the intervention by the AT, lessons were taught, recorded and 

uploaded to Google Drive for all Primary 1 teachers to watch. A second set of 

videos, which the AT had edited to add self-reflection voice-overs, was also made 

available. Both Emily and Jane saw value in what the AT shared with the 
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teachers. Jane stated that although the senior teachers from the Primary 1 group 

expected the lessons to be perfect, some did not go according to plan and the AT 

reflected on this in the edited versions of the recordings:  

 

I observed a few of your lessons [the AT’s lessons], and the first two 
were very good. It was very smooth, and the boys were quick to 
respond to your questions. But the writing part was not as smooth. We 
did not expect that from you. You even admit on the recording that the 
lesson was not very good, and you did not stop there. You also 
commented on how we could improve as well as make it manageable 
for all of us. After that, you had an evaluation meeting with us, and you 
shared your ideas of what we could do. I like that atmosphere, the open 
atmosphere. (Jane) 

 

As Jane mentioned above, although she and the teachers initially expected 

perfection from the AT, it was the reflective atmosphere fostered by the AT that 

gave her a sense of comfort. She also observed how the AT gave confidence to 

the teachers who were to teach the same lesson the following week thanks to the 

demonstrations and lesson feedback. Emily agreed that the reflective nature of 

the process led by the AT helped support the teachers and prepared them for the 

lessons they had designed together: 

 

I personally think the reflective style is really helpful, because first of 
all, we all got to be on the same page. We all got to see the same clip 
from your lessons, and then we had an open discussion together. Even 
when the teachers finished their lessons, we also discussed together 
what happened, like what went well and what did not. The reflective 
part, I think, is really helpful and really important. (Emily) 

 

Both participants found the process of the intervention to be a very positive 

experience and commented on their professional growth and that of their 

colleagues. Furthermore, Emily added that the reflective process and the video 

self-reflection could be useful for the English department to look into as part of its 

CPD: 

 

I like this approach, and maybe by the end of the year, teachers could 
record and play their recordings and conduct a live commentary in front 
of the staff. I think that this would really benefit the teachers. (Emily) 
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Summary 

This chapter analysed the results of the questionnaire and interviews with the 

teachers involved in the intervention associated with Phase 3. I also shared my 

personal insights into my role as a school innovator and CPD facilitator during the 

intervention. Key factors benefiting teachers’ CPD were identified based on the 

AT’s intervention and the two-stage data collection in Phase 3. The online 

questionnaires showed that teachers valued collegial collaboration and the 

opportunity to continue to work collaboratively via VCS, although face-to-face 

meetings were still preferred. Additionally, the teachers appreciated the open 

lesson demonstrations and the shortened edited video recordings designed to 

help them prepare for their lessons. Four key themes emerged from the data 

collected via the online questionnaire, which overlapped or complemented each 

other in several areas. These themes were human interaction, professional 

development, technology and the reflective practitioner. The results of the second 

interviews matched the answers to the questionnaire in that teachers felt that 

having someone to demonstrate and do a ‘test run’ of the lesson materials was 

new and very useful. The creation of a positive learning environment with the 

teachers was also noted as helpful for all the teachers to work together effectively. 

The intervention was part of a supportive model aiming at assisting teachers with 

their CPD via the use of technology. In the next chapter, I will further discuss the 

key findings in relation to the research questions and the existing literature. 
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Chapter 10 – Discussion and Conclusion 

 

Introduction 

This study set out to explore and further understand Continuous Professional 

Development (CPD) facilitated by Information and Communication Technology 

(ICT) through a three-phase empirical study using multiple data collection 

methods.  This chapter discusses the empirical findings concerning the five 

research questions below: 

 

• RQ1 - Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time allow 

for more effective collaboration between teachers and with the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

Throughout the study, there were many unexpected challenges and adaptations.  

The three-stage exploratory mixed-method study took place between November 

2019 and September 2020, while Hong Kong was experiencing political protests 

and the COVID-19 pandemic.  Both events forced the closure of schools and 

therefore prohibited in-person CPD activities.  These challenges and adaptations 

can be seen in Figure 10.1 which presents an overview of the sequence of events 

and the changes made to cope with the ongoing restrictions caused by Covid-19.  

The figure illustrates the original methodology of the study before political protests 

and the impact of Covid-19.  It was essential to adapt to the new conditions during 

the research; hence the “Adaptive Methodology” discussed in Chapter 4 was 

adopted and evolved the direction of the methodology multiple times (Scott et al, 

2006). 
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Figure 10.1 – Data collection overview
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Although multiple unforeseen circumstances occurred along the way, the study's 

original purpose was not compromised.  The first incident came when political 

protests in Hong Kong caused schools to be temporarily closed.  There was 

uncertainty on when schools would re-open, and teachers were waiting for 

directions from their school management on how to approach the situation.  

Further to the local political protests in Hong Kong, what followed was a global 

pandemic caused by Covid-19.  Data collections were initially planned to be 

conducted in a face-to-face setting.  This approach had to be intervened and 

modified quickly due to the uncertainty of how long the pandemic would last.  

Online questionnaires were set up for the quantitative data collection, and online 

Video Conferencing Software (VCS) was used to arrange virtual interviews with 

the participants.  Figure 10.1 highlights the two major adaptations (labelled First 

Adaptation and Second Adaptation Methodology) that occurred during the study. 

 

This chapter begins with a summary of the findings will be discussed from all the 

three phases and the proposed CPD model in the study.  This will then be 

followed by the strengths and limitations of the research and how viable the 

findings were.  Finally, the chapter will conclude with suggestions for further 

research and a closing statement addressing the five research questions set out 

at the start of the study. 

 

Summary of the Results:  

The current study successfully yielded empirical research findings that showed 

the relative significance of some factors that supported teacher CPD facilitated 

by ICT.  Discussion of the results presented in this chapter was based on the 

significant findings of the three phases.  The quantitative and qualitative data 

were used to explore the essential factors which influenced teachers’ adoption of 

CPD, which led to the generation of the conceptual framework - Technology 

Integrated CPD Cycle (TICPDC).   

 

Phase 1 

Phase 1 involved using an online questionnaire to seek out the perceptions of 

teacher CPD.  The data collected for Phase 1 was when political protests arose 

in Hong Kong, but the global pandemic of Covid-19 had not impacted the 
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teachers yet.  The quantitative data collected were analysed to address the 

following RQs:  

• RQ1 - Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate Continuous Professional Development? 

• RQ4 - What do teachers’ say about their professional development 

needs?  

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

 

The concept of conducting a quantitative online questionnaire was to understand 

how teachers perceive CPD in Hong Kong and how familiar they are with using 

ICT for learning and teaching.  A total of 123 teachers responded to the 

questionnaire.  From the findings, the majority of the teachers had experience of 

using technology in their schools, mainly Google Drive, Email and WhatsApp, to 

communicate and plan with their fellow peers.  Teachers also felt that technology 

was an important area to enhance their professional development and expressed 

that being able to learn and share with peers and experts was an integral part.  

Teachers indicated that they pursued CPD as part of their development to help 

improve their students’ learning outcomes.  Listening to an “expert” was 

predominantly the most chosen form of professional development which teachers 

felt was the most useful.  This was apparent as most of the teachers undertook 

professional development by attending workshops organised by external 

organisations such as the Education Bureau of Hong Kong.  Factors that 

facilitated teachers to participate in CPD had to involve some form of practical 

elements where teachers could try out new ideas in their classroom as well as 

learn from an “expert”.  The factors that teachers felt the least important were 

“Having fun with other teachers” and “Certification of their learning” however, 

these two factors accounted for over half of the total responses and therefore 

were important to a number of teachers.     

 

Phase 2 

Phase 2 involved conducting interviews with participants to understand further 

the needs and perceptions of CPD for teachers in Hong Kong.  At the time of the 

interviews, Covid-19 started to impact teachers in Hong Kong with school 

suspension, and face-to-face classes had to be switched to online learning.  Due 

to the sudden onset, many schools were unsure when face-to-face class teaching 
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would return.  With the restrictions set by the government, all the interviews were 

conducted online using video conferencing software (VCS).  All the participants 

who were self-selected at the end of Phase 1 were invited to participate in Phase 

2.  A total of 16 teachers volunteered, where half of the participants were working 

in schools supported by the researcher in the capacity of the Advisory Teacher 

(AT) and the other half supported by other ATs from the Advisory Teaching Team.  

Therefore the participants were divided into two groups to see if there were any 

significant differences between the answers where Group 1 was the control 

supported by the research and Group 2 to be supported by other ATs.    The 

qualitative data collected were analysed to address the following RQs:  

• RQ2 - Will a blended method of face to face and online contact time allow 

for more effective collaboration for and between teachers and the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

 

What was discovered from the findings was that participants appeared to be at a 

loss on how to initiate teaching from home due to the unique situation that Covid-

19 has brought to the education system in Hong Kong.  Many of the participants 

expressed that they looked for guidance from the school management, and 

further up the hierarchy, school management awaited advice from the Education 

Bureau.  During the period of school suspension, face-to-face classes were 

switched to some form of online mode, all face-to-face workshops organised by 

the Education Bureau were cancelled.  Some of the participants were proactive 

and looked for solutions to resolve unanswered questions and shared their 

findings with colleagues.  Some of these were self-initiated by searching YouTube 

and online video logs that other teachers around the world have used.  These 

strategies for teaching online asynchronously and synchronously were all related 

to using technology or applications to engage students online.  What was 

discovered from the findings was, over an extended period of time, teachers went 

through different stages of adaptation to accepting technology seen in Figure 10.2 

(see Chapter 7). 
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Figure 10.2 – Teacher Professional Development Cycle 

 

The majority of the teachers (n = 16, 93.75%) from the study expressed a positive 

outlook on using technology during times of uncertainty.  Many of the participants 

(n = 16, 93.75%) also said they would take the newly learnt skills from teaching 

asynchronously and synchronously and apply it back into the classroom when 

face-to-face classes resumed.   

 

Overall, there were no significant differences in the findings between the two 

groups in Phase 2.  However, some NETs expressed feeling left out of specific 

school-based professional development courses due to the school organising 
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these events in Cantonese.  This then led the NETs to be even more proactive in 

seeking out their own professional development to support their students.  The 

divide between the NETs and NNETs showed how school management had 

different expectations from the NETs and NNETs.  NNETs felt pressured to teach 

in new virtual environments, while NETs were more eager to try and explore the 

new ways to teach in the new environment.   This could be related to cultural 

differences either from how NNETs or school management perceive teaching or 

the fear of trying something that has not been tried and tested was a risk they did 

not want to take.   

 

The Technology Integrated CPD Cycle 

The conceptual design of the Technology Integrated Continuous Professional 

Development Cycle (TICPDC) was based on the Continuous Professional 

Development Framework Analysis by Kennedy (2005) as shown in Figure 10.3, 

together with the findings from Phase 1 and Phase 2 of the study.  The TICPDC 

was implemented in one local primary school in Hong Kong that was chosen 

through convenience sampling.  The school was also supported by the 

researcher as the AT of the school.  The target group was seven local primary 

English teachers.  Of the seven teachers, two were of higher ranks in the school 

management that participated in all the planning meetings as well as attended 

some of the classes.    The TICPDC used was composed of three stages that 

followed an action research model and allowed teachers to collaborate together 

with the researcher.  Teachers from the study stated that technology was an 

essential component of improving learning and teaching.  This was confirmed 

during the collaborative meetings that took place during the implementation of the 

TICPDC.  It also supported the conclusions from previous studies carried out in 

Hong Kong that technology adoption was a pedagogical practice universally 

employed by teachers while proving a nuanced understanding of teachers' 

practices, with a focus on using technology for CPD (Moorhouse & Wong, 2021).  

The three stages of the TICPDC comprised of meetings conducted using a 

mixture of VCS and face-to-face meetings. 
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Figure 10.3 – The technology-integrated CPD Cycle (TICPDC) 
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The TICPDC aimed to address all five research questions of the study.  The 

researcher took on the role of the school innovator to guide, lead the teachers 

and co-developed an English Literature Unit for Primary 1 students.  The 

researcher who also was the school innovator co-taught with one of the local 

English teachers and all the lessons were filmed and uploaded onto the shared 

cloud platform (Google Drive).  The school innovator then reviewed these lessons 

and created shortened versions of the lessons, with voice-overs about the lesson 

taught, highlighting whether the activities went well and what other activities 

needed amendments.  These lesson edits were then uploaded back onto Google 

Drive for all the teachers to watch and review in preparation for their lessons.  A 

total of ten lesson demonstrations were conducted.  The ten lessons involved 

modelling classroom management strategies, ICT integration into the lesson as 

well as modelling reading strategies and writing strategies.  The teachers had a 

choice to attend and observe the lesson live in the classroom, or if their schedule 

did not permit it, they had the option also to watch the lessons online. 

 

Phase 3 

Once one cycle of TICPDC was completed, an evaluation was conducted to 

assess how effective the TICPDC was in supporting teachers to collaborate and 

whether professional development within the group of teachers took place.  The 

evaluation method involved conducting an online questionnaire for all the 

teachers, followed by a face-to-face interview with two of the senior teachers that 

were part of the original cohort for Phase 1 and Phase 2.  They also oversaw the 

implementation of the TICPDC in their school.  Phase 3 was used to address all 

five research questions. 

• RQ1 - Can G Suite for Education and mobile communication applications 

(e.g. WhatsApp) facilitate CPD? 

• RQ2 - Will a blended method of face to face and online contact time allow 

for more effective collaboration between teachers and with the AT?  

• RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

• RQ4 - What do teachers’ say about their professional development needs? 

• RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 
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The online questionnaire showed that teachers valued the importance of 

collaboration. Having alternatives to face-to-face provided teachers with a 

positive outlook on using ICT to communicate and create learning and teaching 

resources when teachers had to work from home.  All the teachers agreed that 

using Google Drive as a platform to share resources and co-develop lesson plans 

was a valuable tool.  Furthermore, teachers valued the School Innovator (the 

researcher) in opening up the classroom for them to attend and observe the 

lessons.  The findings also showed that teachers found the online video lessons 

valuable, especially the edited versions of the videos where the School Innovator 

also shared his self-reflection of the lessons conducted.  Although teachers 

appreciated the options to maintain collaborative planning with their peers via 

VCS, most of the teachers still preferred the traditional face-to-face method (n = 

7, 85.7%). 

 

Following the online questionnaire, the two senior teachers from the cohort of 

seven teachers were interviewed face-to-face individually.  The findings from both 

the teachers were very similar.  Four major themes were discovered from the 

data that revolved around human interaction, professional development, 

technology and being a reflective practitioner.  Both teachers concurred that they 

found the lesson demonstrations modelled by the School Innovator to be very 

helpful for them as well as their colleagues.  They also described how the School 

Innovator led the teachers to feel confident about themselves and saw practical 

uses from the teaching strategies demonstrated by the School Innovator.  They 

also described how they observed a positive change in the teachers using the 

technology to collaborate as a team and delegate workloads.  Some of the 

methods of sharing self-reflection practices were noted to be something the 

English department would consider doing in the future.  The English Panel Chair 

thought that these kinds of peer sharing could help with staff capacity building as 

well as lead to professional growth for all the teachers.  In terms of school 

management support, both teachers mentioned that the school was very 

supportive.  Providing professional development workshops for teachers to cope 

with teaching online as well as hardware such as iPads for all teachers.   
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Strengths and Limitations 

The study’s ethnographical nature is itself a strength as well as a limitation (Nixon 

and Odoyo, 2020).  It is important to treat the findings with caution and consider 

how they might be applicable to another educational context.  However, one 

major limitation that needs to be acknowledged throughout the study is my dual 

role as the researcher as well as the Advisory Teacher for the school.  My working 

relationship and familiarity with the school could potentially pose a researcher’s 

bias in the research process.  Qualitative research offers a much more “lived 

experience” for both the researcher and the subjects, thus making it difficult for 

those involved to stay subjectively sterile.  This was the reason why a mixed 

methods approach was adopted for the study.  Although unintentional, the impact 

of Covid-19 gave opportunities for both the researcher and the participants to be 

involved with online data collection methods, which in turn act as good 

foundational strategies for future research.  Given that there were three individual 

phases together with an intervention implementing the TICPDC, each will have 

its unique strengths and limitations as well as overlapping strengths and 

limitations, which will be discussed separately for each phase.  

 

Phase 1 Strengths and Limitations 

Using a quantitative method to collect data is common practice in social science 

research because the information is in a numeric form where descriptive statistics 

can be applied (Taylor, 2017).  The technology for online questionnaire research 

is young and evolving.  The use of an online questionnaire has multiple benefits. 

1. Shorter and more enjoyable to respondents. 

2. Elimination of data entry. 

3. Few mistakes and blank items.   

4. Speed – can collect data in very little time. 

 

The intention to reach all English language teachers in the Primary Sector was 

the ultimate goal.  This was planned with the help of the Advisory Teaching Team 

(colleagues of the researcher) to help distribute the online questionnaire to 

English Panel Chairs and Native English Teachers in Hong Kong.  However, the 

limitation was that all teachers received the questionnaire was not guaranteed.  

The questionnaire used in Phase 1 was initially intended to use a stratified 

random sampling to increase the generalisability of the findings (Cohen et al., 
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2011), but I soon realised that it would be difficult to access and deliver the 

questionnaire to the target population.  Instead, convenience and snowball 

sampling were adopted (Dornyei and Taguchi, 2009).  One could also argue that 

a bias in the respondents could be due to the researcher personally knowing the 

teachers.  The questionnaire was sent out during the time political protests were 

taking place in Hong Kong.  The online questionnaire gave teachers the option to 

review the questionnaire via their email.  I also recognise the small sample size 

of this phase to be a limitation for collecting quantitative data.  The fact that there 

is also a possibility that the majority of the data collected could be from schools 

that the researcher supports in the capacity of the Advisory Teacher and may not 

yield generalisable findings.  However, the richness of the context-specific data 

received illustrates a trade-off in research whereby generalisations come at the 

cost of accuracy (Patton, 2002). 

        

Phase 2 Strengths and Limitations 

Phase 2 involved conducting interviews, and the original intention was to conduct 

these interviews through a face-to-face format.  However, due to Covid-19, 

alternative methods were used.  The strength of conducting interviews via VCS 

is that geographical distances are redundant.  Using VCS, the researcher can still 

see the body and facial expressions compared to face-to-face interviews, but 

face-to-face interviews can be time-consuming and a safety risk due to Covid-19.  

Using VCS requires reliable technology, where both a stable internet connection, 

good quality camera and microphone are crucial.  Some groups may be excluded 

from the study due to a lack of confidence in interacting with technology.  

Moreover, it is vital to ensure confidentiality as there are potential risks that 

another uninvited person is present in the room (not visible) and could potentially 

be an influencing factor.  This is especially important to consider if sensitive topics 

are to be addressed in the interview (Krouwel, Jolly and Greenfield, 2019).  In 

order to mitigate these limitations, all precautions were taken, such as secure 

storage of the data collected, and verbal consent was also clarified at the start of 

the interview.   

 

The second limitation of Phase 2 was that 50% of the participants recruited were 

supported by the research as their Advisory Teacher.  However, participants were 

aware of the scope of the study and were told to be honest with their answers.  In 
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order to mitigate the limitations, participants were explained the rationale of the 

research and their anonymity was ensured with only the researcher knowing their 

true identity.  Throughout the interviews, the researcher was completely 

transparent with the participants to ensure that their answers were honest.  

Participants were also told that any questions they were unsure of could be asked 

again to ensure full understanding as well as to enable minimal stress and 

maximise trust between the participant and the interviewer.  This was achieved 

with clear communication during the interview and confirmation from the 

participant  

 

As the interviews involved a mixture of Local English Teachers and Native 

English Teachers, the third limitation to be aware of is that the interviews were 

conducted in English, which is a second language for some of the participants.  It 

was important to be aware of the difficulties the teachers might have in reflecting 

in a language other than their mother tongue.  This may have compromised their 

ability to express themselves fully, clearly and accurately.  However, during the 

interview process, all the participants felt comfortable during the interviews as the 

researcher observed positive body language through the VCS, such as smiling, 

maintained eye contact and did not have their arms crossed. As the interviewer, 

I also ensured that I provided the same positive body language to ensure the 

interview process was as comfortable as possible.  Time was given in-between 

each question to allow the participants to think about the questions and not 

misinterpret or be confused about what was asked.              

 

Intervention Strengths and Limitations 

The TICPDC used in the intervention followed an action research approach.  

Teachers followed a cycle to collaborate, plan and implement teaching materials 

for an English Literature unit.  The action research used in the study was 

designed to help improve the teaching profession of the group.  Action research 

allows the teachers to recognise their weaknesses and improve on them to 

increase student experience.  The process allows all the teachers to experience 

problem-solving collectively as a group, especially during the Covid-19 pandemic, 

where many teachers were unsure how the situation could turn out.   
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One major strength of the study, which could be seen as unfavourable, was the 

researcher's relationship with the teachers.  The researcher had been the school 

advisory teacher since 2018.  Many of the teachers at the school have had 

experience working with the researcher.  Therefore, when providing consulting 

suggestions, trust is a significant factor.  For effective support to take place, an 

existing relationship cultivated over an extended period is required to develop the 

trust (Moorhouse, Lee and Herd, 2020).  This was achieved through frequent 

visits and collaboration with the teachers, which naturally needed human contact 

to ensure the innovations were embedded in the school context (Mulford, 2003).  

 

An essential component of the TICPDC is the peer observation of teaching. Peer 

observation is a technique where the teachers who observes the teaching of 

another teacher. Peer observation provides chances for teachers to reflect, think 

critically and get feedback (Ahmed et al., 2018).  However, it can be a challenge 

for teachers during peer observation as levels of anxiety and the lack of 

confidence with someone observing can hinder normal teaching practices. From 

the researchers perspective, peer observation can provide an ‘objective’ view of 

the lesson to the teacher who is being observed (Richards and Farrell, 2005). 

However, the current intervention was conducted by the researcher and therefore 

feedback from the participants may be less defensive due to the long standing 

relationship the teachers have with the researcher. Moreover, participants 

building trusting relationships through collaborative peer observation can help 

transform and improve teaching techniques and methods through modelling of 

appropriate teaching practices from observer to those being observed over a 

period of time (Moorhouse et al., 2021). Trust and collegiality amongst teachers 

can help bring together further sharing from those who might not normally have 

a chance to interact through peer observation (Richards and Farrell, 2005).         

 

Digital competencies were also a limiting factor for implementing the TICPD.  For 

effective collaboration to occur, teachers need to be comfortable using an online 

platform like Google Drive to share their comments and resources with their 

peers.  Also, the School Innovator also needs to have some basic experience 

with the video editing in order to share highlighted versions of their lesson 

reflections.  Fortunately, my long working relationship with the teachers served to 
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curb the fear of interacting with technology, as they would feel comfortable with 

asking questions if they were unsure about a task.   

 

Action research has a number of advantages that help improve effectiveness, 

increase learning and improve confidence for the development of the school 

innovator.  However, disadvantages such as the lack of generalisability and 

objectivity can be a problem as the results can only be applicable to the portion 

of the population studied.  It is also time-consuming to conduct action research 

due to the iterative nature of the process, which leads to the constant refinement 

of the methodology.  Despite the stated setbacks, action research has far more 

strengths than its limitations, making it an effective tool for the development of 

professionalism and creating better policies and rules at schools. 

 

Phase 3 Strengths and Limitations 

Phase 3 involved conducting an online questionnaire with the teachers after 

implementing the TICPDC, followed by a face-to-face interview with two of the 

senior teachers.  As discussed earlier, completing an online questionnaire has its 

strengths.  However, the quantitative data collected would be a limitation due to 

the number of teachers involved.  The original intention was to conduct face-to-

face interviews with all the teachers involved to collect qualitative data.  However, 

due to Covid-19, many of the teachers were inundated with other duties from 

school as the students only recently resumed face-to-face classes.  This was why 

an online questionnaire was used to get some generalisations from the teachers’ 

perspectives on using the TICPDC.   

 

The choice to use face-to-face interviews with the two senior teachers allowed 

for interaction between the interviewer and the interviewee to be direct and 

without any delays due to technical disruptions.  Full body language, facial 

expressions and other non-verbal social signals are apparent to the interviewer.  

However, due to Covid-19, surgical masks were worn, so facial expressions 

would not be as prominent as opposed to if the interviews were conducted via 

VCS.  By conducting face-to-face interviews, there was the possibility of creating 

a safe and comfortable atmosphere.  This was why the school setting was chosen 

as the venue for the interview (Opendenakker, 2006).  However, conducting face-
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to-face interviews can be time-consuming as the involvement of travel is required, 

as well as involve safety risks.   

 

Throughout the whole data collection of all the different stages, there is no one 

method that fits all.  The use of online questionnaires, online interviews and face-

to-face interviews all have their merits and trustworthiness.  Although traditional 

methods such as face-to-face interviews and paper-based questionnaires may 

be the gold standard, technology can help serve purposes where these 

conventional methods fall short on, such as distance and cost-effectiveness, 

while promoting inclusion and equality in research.    

 

Link to Previous Literature and Original Contribution to 

Knowledge 

Providing effective CPD and support to in-service teachers is essential to 

maintaining a highly knowledgeable, skilled, and autonomous teaching 

profession.  However, regular in-person professional development can be costly 

and is limited to teachers who can physically attend in-person sessions or 

providers who can be physically present on-site, as described in the strengths 

and limitations.  With teacher CPD being a common topic of interest, it is vital to 

review over time how technology has improved and reached the point of 

supporting teachers with their professional development.  Furthermore, the 

sudden and unexpected impetus to pursue virtual solutions as a consequence of 

Covid-19 means the application of ICT to provide CPD was of even more 

immediate concern. 

 

The key findings from the study revolved around three key areas. 

• The teacher as the lifelong learner. 

• The effective teacher professional development model. 

• The integration of ICT as a habit to teaching. 

 

The teacher as a lifelong learner 

Teachers, whether new to the profession or experienced teachers, can develop 

new visions of teaching based on encountering role models, reading cases, 

viewing videos, holding discussions with peers, reading theoretical accounts etc., 

and be quite displeased with the status quo (Shulman and Shulman, 2004).  
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However, the first step to understanding how teachers learn is to identify whether 

they are willing to change and be motivated and supported by their peers to take 

risks.  The mindset and motivation of the teacher to accept change is an important 

aspect when expecting teacher professional development to take place, as 

Rogers and Horrocks (2010) explained that involving the teachers to learn 

through experiential learning is a more effective way compared to traditional 

methods such as lecturing or a prescribed curriculum.  The informal format of 

active learning is initiated by the learner that allows for purposeful learning.  Given 

that the researcher had a good working relationship with the teachers that 

implemented the TICPDC, teachers were comfortable working with the 

researcher.  The meetings and schedules were informal, and opportunities for 

reflection were given throughout the implementation.  By fostering a community 

of learners within the group, it allowed for metacognitive reflection among the 

teachers.  Through collaborative planning online or face-to-face, the discussion 

of curriculum design to classroom teaching and assessment allowed for teachers 

to learn from their own and one another’s experiences (Shulman and Shuman, 

2004).   

 

The effective teacher professional development model   

Teacher professional development takes on many different forms but finding what 

elements lead to effective professional development requires further 

investigation.  As discussed in the previous section, active learning allows 

teachers to get hands-on experience in designing and practising new teaching 

strategies.  The collaborative aspect that leads to high-quality professional 

development creates space for teachers to share ideas and learn from each other 

in a job-embedded context (Darling-Hammond et al, 2017).  By working 

collaboratively, teachers can change the culture and dynamics in the working 

environment in a positive way.  The use of modelling provides teachers with a 

clear vision of what best practices should look like.  Modelling also allows for 

sharing of useful strategies, which can be done one-on-one or as a group.  More 

importantly, feedback and reflection are a component that is associated with high-

quality professional learning.  Providing feedback for teachers provides built-in 

time to think, receive input and make changes to their practice by facilitating 

reflection and soliciting feedback (Darling-Hammond et al, 2017).   
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Past research has used technology in the past for teacher professional 

development.  However, the focus was more on the context of teachers 

conducting professional development in an online environment (Razak et al, 

2015; Wilkinson, 2008).  These e-CPDs were conducted through a virtual 

environment, and the learner would be required to be self-directed to complete 

the professional learning course.  Much of the research on language teachers’ 

digital literacy practices has been focused on the face-to-face classroom, 

emphasising the role of teachers in fostering students’ digital literacies (Hafner 

and Ho, 2020; Ortlieb, et al, 2018).  Promoting teacher change through 

professional development has been a common topic of discussion around the 

world for over forty years (Griffin, 1983; Guskey, 2002; Richards, Gallo and 

Renandya, 2001; Huang et al, 2019).  However, change is not easily achieved as 

there are many factors that inhibit or facilitate this phenomenon.  Kennedy’s 

(2014) continuing professional development framework analysis was based on 

the development of teacher autonomy through different forms of CPD.  The 

TICPDC is composed of a combination of various forms of CPD as part of the 

model shown in table 10.1.  The combination of the different forms of CPD was 

used to build the capacity for professional autonomy by allowing teachers with 

further opportunities to experience teacher CPD as a process, rather than the 

one-shot professional development workshop. 

 

Table 10.1 - The different forms of CPD used in the TICPDC 

TICPDC 

Stage 
Form of CPD 

Teacher Autonomy 

Progression 

Stage 1 The training model Transmission 

Stage 2 
The coaching/mentoring model 

The community of practice model 
Transitional 

Stage 3 
The action research model 

The transformative model 
Transformative 

      

With the advancement of digital tools available for teachers, the TICPDC model 

looked to investigate how the integration of ICT can become a habit of teaching 

and not a one-off activity.  This will be discussed further in the next section. 

 

From the study, one of the strongest themes that emerged from the Phase 3 was 

what the participants valued as important and useful to their teaching profession. 
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The opportunity to see change in teachers beliefs and practices after the 

intervention allowed for professional development to become visible by the senior 

teachers. The reported change from the two senior teachers reported substantial 

change in their colleagues beliefs towards using technology in the classroom and 

for collaborative planning amongst the teachers. Although it is often seen that 

good professional development leads itself to positive student outcomes, it can 

be difficult to track how this occurs (Stoll et al., 2012). Although experiential 

learning is a time consuming process, it allows for teachers to be involved with 

their own professional development right from the start of the process. Not only 

does the TICPDC model presented in this study provide an easy to follow 

approach but the initial experiences and professional development topics can be 

tailored to the needs of the teachers and school. With experienced leaders, in this 

case the school innovator, taking the lead, capacity for professional development 

can grow and improve.  At the same time it assumed that the model will continue 

to work without the researcher. 

 

By providing teachers with an opportunity to make small changes over time, 

gradual change can be seen in teachers beliefs and practices and supports 

Fullan’s (2001) seminal work on change as a process rather than an event and 

requires long-term engagement to become successful but also to be sustainable. 

Thus bringing about the teacher as a life-long learner as well as trying to bring 

about an effective teacher professional development model. 

 

The integration of ICT as a habit to teaching 

The promotion of technology in the classroom by teachers and students in Hong 

Kong has continued since the 1990s (Education and Manpower Bureau, 1998).  

Digital reforms by the Hong Kong government to support the constant evolution 

of the digital age.  However, the question of whether teachers are ready or not is 

a question to dive deeper into.  It is important to understand that technological 

innovations to support teacher learning and training are constantly evolving, and 

the forces that drive the implementation of ICT into the classroom are now widely 

recognised and accepted in the commercial world.  However, with this change of 

pace due to Covid-19, are the teachers’ readiness to accept change able to 

synchronise with the developing trends of the digital world?     
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With Hong Kong being one of the first places to be affected by the Covid-19 

outbreak in January 2020, teachers have faced several periods of full or partial 

school suspension, during which teaching and learning often occurred remotely 

using digital means.  Teachers faced multiple challenges as they were tasked to 

teach their students in synchronous, asynchronous, or blended digital 

environments, which were consistent with the findings from the study (Payne, 

2020).  Although prior to the Covid-19 pandemic, the Education Bureau of Hong 

Kong hosted numerous workshops and seminars to promote e-Learning and 

learning through virtual environments (Bai et al., 2019).  Teachers from the study 

felt ill-prepared to use digital tools to facilitate learning in virtual environments, 

which was consistent with the findings from Wong and Moorhouse (2021).   

 

Prior to Covid-19, Wong’s (2016) study revealed that the schooling culture in 

Hong Kong  is unique as teachers play a strong role as an authoritative figure, 

and they take pride in being a knowledge master among their students. However, 

as can be seen from the study, Covid-19 has left teachers in a situation where it 

was not possible to use existing knowledge and teaching strategies to plan and 

teach according to their previous duties. Teachers attitudes and beliefs were 

changed through the process of the TICPDC as well as through the lived in 

process of experiential learning. Teachers attitudes towards technology adoption 

is still a dominating factor before the pandemic as well as during the pandemic 

(Wong, 2016). Accepting to use technology was seen as additional workload 

before COVID-19, however data from the study also showed that when schools 

were operating on half-day schedules, teachers’ were more reluctant to seek out 

professional development to complement their new schedule. As suggested by 

Fox and Henri (2005), changes can only be made possible if facilitating conditions 

and attitude support the new changes with technology.  The TICPDC also allowed 

for the school innovator to be the supportive role that teachers required to build 

confidence as well ensuring positive attitudes to promoting professional 

development as a team to create a technological pedagogical culture in schools 

(Tondeur et al., 2008). 

 

When investigating ICT integration, a wealth of research focuses on education 

and the benefits of digital tools such as social media, the internet, and 

applications, while some focus on specific learning platforms (Chiu and Wang, 
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2008; Liaw and Huang 2013).  However, the use of both as a form of professional 

development for teachers is not widely researched. 

 

For learning to become a habit, practice and repetition is something that must be 

appointed.  Professional development programmes offer teachers an opportunity 

to become learners, who understand how to use ICT, but it is the teachers who 

inevitably need to make an effort to seek support and help when obstacles 

relating to ICT arise when they cannot find the solution for themselves (Ryan and 

Pintrich, 1997).  It is important to understand that the impact of Covid-19 has 

forced many teachers to try and integrate ICT into their lessons, but teachers may 

also cease using ICT in teaching if a failure occurs or when they think ICT 

adoption presents challenges (Bai et al, 2021).  Despite its importance, the role 

of teachers’ learning behaviour on their ICT integration has received little to no 

attention in previous studies.  With this as the context, the next section will 

interpret the findings from the study with reference to the literature.            

 

Interpretation of the Results 

The study was set out to answer the five research questions stated at the 

beginning of the chapter.  These five research questions will serve as the 

subsections for the interpretation of the result. 

 

RQ1 - Can G Suite for Education and mobile communication applications (e.g. 

WhatsApp) facilitate CPD? 

The digital age has made it necessary for students to be able to research and 

use ICT.  These skills can be developed through teaching that allows students to 

be active, innovative and responsible for their learning (Konokman and Yelken, 

2016).  With the ongoing global pandemic, face-to-face classes at every level of 

education were affected (Bozkurt et al., 2020).  Covid-19 has forced teachers to 

consider alternative ways to engage learners remotely through the use of 

technology.  The G Suite for Education constitutes the suite of cloud-based tools 

launched by Google that can be employed in education.  Core applications of the 

suite that are commonly used include Gmail, Classroom, Drive, Docs, Forms, 

Sheets, Meet and Slides.  It is a cost-effective platform for teachers and students 

that is also convenient, practical and flexible with high scalability (González-

Martínez et al, 2015). 
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From the findings, the majority of teachers from Phase 1 (n = 123, 87.8%) 

indicated that their technological interactions were used mainly in creating 

teacher and learning resources.  It also showed that the software G Suite for 

Education was commonly used by teachers at a basic level.  These included 

storing their resources on Google Drive (cloud-based platform) as well as using 

Gmail (email platform) to communicate with peers.  The benefits of using G Suite 

for education are widely adopted by schools globally, and Hong Kong is no 

different.  As previous studies have shown that students perceive using G Suite 

for Education to be positively useful for their learning process (Korobeinikova et 

al, 2020), and so implies why teachers from the study in Phase 1 (n = 123, 84.6%) 

and Phase 3 (n = 7, 85.7%) were familiar in using tools like Google Drive.  Even 

though the use of G Suite for Education has become popular with many schools 

around the world, only a limited number of studies have investigated the use of 

these tools for teacher professional development (Heggart and Yoo, 2018).   

 

An interesting finding from Phase 3 was how the teachers found the use of 

Google Drive to be a positive tool for sharing resources and lesson recordings (n 

= 7, 85.7%).  This showed that teachers took the time to review the lesson plans 

as well as the videos that were recorded and edited by the researcher that 

contained audio commentary of the positives and negatives of the lessons.  

Within the ten-minute videos, highlights of the important areas were pointed out 

and inevitably helped the next teacher who was going to teach that unit.  One of 

the main advantages of reviewing the lessons was the ability to spot things that 

the teacher might not have seen during the lesson because of the class sizes, as 

it is common for schools in Hong Kong to have up to 40 students in the classroom 

(Curtis and Cheng, 2001).  These mistakes were also brought forward during the 

face-to-face meetings that the teachers had, and it showed that teachers were 

more open to discussing these observations in a face-to-face setting, which was 

why all the teachers agreed that face-to-face meetings were the most useful (n=7, 

100%).  Although teachers found that face-to-face meetings were the most useful, 

followed by the shortened video lessons, there have been mixed reviews about 

using video editing to reflect on teaching, where some reports showed no 

significant difference in the reflections of those who used video editing to support 

their written reflections (Spurgeon & Bowen, 2002: Warden, 2004). 
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On the contrary, Rosaen et al (2008) found that video editing led the teachers to 

reflect deeper with more detail.  However, from the findings, the teachers found 

that shortened edited videos were extremely useful in preparing them for their 

lessons.  The advantage of conducting the video editing and overlaying a 

reflective voice-over gave the teachers a sense of security.  This concurs with 

Marsh and Mitchell’s (2014) study on how the role of video reviews during 

asynchronous settings can lead to improved quality of teaching in the classroom.  

The problems that occurred in the lessons were shared openly in the video.  A 

final remark in terms of video editing was that during the study, only the 

researcher conducted the video editing, and so teachers did not benefit from the 

professional development mentioned above.  However, teachers did gain 

insightful opportunities on how they could deliver their lessons to their students.  

Furthermore, what ICT has offered was enhance the collaborative and 

professional dialogue between the teachers with the ability to discuss and leave 

comments on the video recordings if the teachers had any questions, thus saving 

time, and teachers were not required to wait until the next face-to-face meeting 

to raise their questions. 

 

The role of the CPD Facilitator was to open up their classroom for all their peers 

to observe and listen to the classroom interactions primarily for reasons of 

professional growth (rather than supervision or evaluation).  Within the group of 

teachers, there was a range of different teaching experiences.  However, it was 

not a typical peer observation where the novice teacher is observed by the 

experienced teacher.  While this kind of practice can be useful in certain 

situations, there are problems with this kind of peer observation, as outlined by 

Sparks (1986).  By eliminating the hierarchical order, teachers felt a sense of 

safety during the intervention process, as the finding’s showed teachers were 

positively receptive to conducting lesson demonstrations.  In order to eliminate 

the issue of time, every lesson taught by the CPD Facilitator was recorded and 

uploaded onto the cloud server (Google Drive) for all teachers to watch and 

review if they were not able to attend the classroom demonstration.  Although the 

videos were available for the teachers to watch at any time, they were relatively 

long.  This could account for the reason why teachers felt this was one of the 

least useful resources during the intervention (n = 7, 42.9%).   
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Although teachers found the lesson observations and online recordings helpful, 

they shared in the interview that teachers felt pressured to open up their lessons 

for others to observe.  This could be due to what Lortie (1975) describes as the 

“egg carton profession” because teachers are insulated from the outside world 

once the classroom doors are closed.  Teachers may feel separated, which in 

turn can lead to the risk of criticism.  This finding also confirms that within the 

context of Hong Kong, teachers did not have much experience in peer 

observations and when and if they happen are on an ad-hoc basis (Santos, 

2016).  With this finding, it also shows that peer observation whether through 

face-to-face or through video recordings is not commonly practiced in Hong Kong, 

however it is worth nothing that some schools require teachers to conduct peer 

observation prior to government inspections which would imply that schools value 

peer observation as an indicator for school performance rather than a tool for 

teacher professional development (Santos, 2016).  It is also common during post-

observation meetings that teachers would focus on the behaviour of what went 

well and what they could do better; however, this kind of feedback can lead to the 

teacher reacting to the input in a defensive way and even useful feedback can 

often be “not heard” (Sheal, 1989).  This was also coherent with the findings that 

teachers in Hong Kong use lesson observations for evaluative purposes and 

therefore lead teachers to be reluctant to open up their classrooms unless 

required by the school management.      

   

What was equally interesting was that teachers showed concern for their 

student’s development and learning new ideas to try out in the classroom was 

valued as a significant need.  The impetus for CPD lies in recognition of the 

enhancement of students learning through teacher professional development.   

This study indicated that teachers cared for their student’s development the most, 

which implies that teachers recognised the value of CPD to education where 

students are at the centre of education.  This may be related to a feeling of loyalty 

to students (Gray, 2005), and therefore some teachers are likely to avoid their 

personalised CPD activities and prefer face-to-face contact with students.  This 

suggests a common perception of an “ideal” type of teaching professional (Gray, 

2005).  
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However, with the crisis of the pandemic, teachers were forced to conduct 

synchronous and asynchronous online learning.  Teachers from the study also 

heavily relied on using WhatsApp (mobile communication application) to 

communicate with their peers.   WhatsApp's mobile messaging system provided 

teachers with a virtual community of practice to aid monitoring and support.  The 

platform allowed teachers to discuss, practice and aid one another in professional 

development throughout the intervention.  This is a reason why teachers in Hong 

Kong are so prevalent in using WhatsApp, which was observed from Phase 1 (n 

= 123, 80.5%).  Gon and Rawekar (2017) also stated that social media platforms 

like WhatsApp could play a critical role in supporting teaching and learning in an 

online community.  During the intervention phase, it was apparent that teachers 

were open to discussing specific issues and suggestions to develop the English 

Literature unit collaboratively.  This active participation from the teachers was 

successful because of the monitoring and support amongst the community 

members and agreed with the studies conducted by Aburezeq and Ishtaiwa 

(2013) and Ndlovu and Hanekom (2014).  From the interviews in Phase 3, both 

teachers agreed that the active participation of the WhatsApp group helped 

motivate the teachers to share the workload as well as the willingness to learn 

from each other, which agrees with Amry’s (2014) study where an active 

WhatsApp community can lead to increased motivation and collaborative learning 

amongst members of the online community.   

 

RQ2 - Will a blended method of face to face and online contact time allow for 

more effective collaboration for and between teachers and the AT?  

Interpreting RQ2 is a unique situation as the role of the researcher and the AT, 

personal recounts of the study will be shared to comment on whether effective 

collaboration took place.  Effective collaboration between the teachers and the 

AT and collaboration between the teachers within a school are important aspects 

of creating a curriculum that empowers decision-making amongst teachers and 

enables all students to learn effectively.  During the intervention stage, purposeful 

collaboration with professional dialogue between teachers and the AT was 

conducted.  A mixture of online and face-to-face meetings took place to plan for 

the English Literature unit.  During these meetings, it was important to ensure 

that the discussions were tied to the students learning in order to not affect 

student performance (Supovitz and Christman, 2003).  The findings showed that 
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teachers were accustomed to conducting collaborative planning; however, due to 

Covid-19, teachers were forced to minimise social interactions, and alternative 

methods were explored.  The AT suggested making use of Google Meets (VCS 

software part of the G Suite for Education) to continue conducting the meetings.  

From Phase 3, one of the teachers commented that the use of Google Meets was 

an innovative practice that allowed teachers to stay connected with each other in 

an environment as if they were conducting the meeting face-to-face.  Although 

two senior teachers were part of the implementation of the TICPDC, there was 

no sense of a top-down policy during the collaborative meetings; instead, both 

middle management teachers were supportive of the new collaborative format, 

which concurs with Salleh’s (2016) study, about the importance of collaboration 

that leads to greater capacity for change as well as leading to stronger bonds in 

collegiality.  This type of team building process was shown in the results from the 

Phase 3 questionnaire, where teachers valued the teamwork aspect (n=7, 

71.4%).            

 

Teacher collaboration in East Asian countries like China sees collaborative 

activities as a form of in-service professional development to improve student 

outcomes (Hairon and Tan, 2017).  However, due to my dual role in the study as 

the researcher and the AT, my personal insight values the trust that the teachers 

gave me to lead them in developing their English Literature Unit.  Moorhouse et 

al (2021) also explained how collaboration between teachers and ATs happens 

through trust, which requires time to build.  As the AT of the school I have 

personally supported this school for five years (since 2017).  The opportunity to 

further strengthen this trust was during the times of the pandemic.  Offering 

remote school-based support for the teachers was something new and innovative 

that was not explored before.  The traditional face-to-face school-based support 

evolved into virtual meetings, and the planning of the learning and teaching 

materials were shared together to collaborate online.  The hierarchical structure 

was taken away to give everybody in the group an opportunity to contribute and 

have ownership.   

 

When face-to-face classes resumed in October 2021, I personally felt that the 

trust with all the teachers was more significant, and although I was there to model 

the lessons for the teachers using their lesson plans and resources, everybody 

was supportive and did not see the situation as top-down “expert” approach.  This 
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supportive situation is created because teachers assume greater responsibilities 

for their students’ learning when the environment supports collective learning 

(Lee et al, 2011).  Furthermore, the term “Team Work” was stated by 71.4% of 

the group because the sharing of teaching practices was not tied to the teacher 

appraisal systems (Lam et al., 2002).  It was worth noting that when schools 

resumed face-to-face classes, the use of VCS to conduct meetings had stopped.  

All the teachers preferred face-to-face interaction.  However, the WhatsApp 

group remained active.  Although blended learning is defined as a combination 

of face-to-face experiences with online experiences, the informal format of 

communicating on WhatsApp, as opposed to a more formal structure using VCS, 

provides the teacher with a more relaxed environment to collaboratively share 

their opinions (Kennedy, 2021). 

 

The findings from the study also confirms how teacher professional development 

through a blended method requires considerable time to plan and implement 

(Philipsen et al, 2019).  It was also worth noting that if teachers lack the time to 

attend professional development activities, yet blended professional 

development support requires time, then it becomes apparent that one needs to 

find a good balance when planning, developing or participating in teacher 

professional development through a blended method.     

 

A personal comment, as the school’s AT, the blended approach to school-based 

support really helped manage the working time.  Although Hong Kong is relatively 

small compared to China, the time and money saved from travelling allowed for 

more collaboration and interaction with the teachers instead of only meeting with 

the teachers in a face-to-face setting and only corresponding via email.             

 

RQ3 - How can feedback and support be sustained by teachers interacting 

with ICT within the school?  

Teacher feedback is commonly linked with teacher evaluation with the intent of 

school improvement; however, as discussed in the previous section, this can lead 

to increased pressure and stress for those being observed and receiving 

feedback.  However, feedback is considered to be one of the essential elements 

for teacher professional development (Tuytens and Devos, 2011).  Given that the 

majority of the participants (n = 127, 83%) from Phase 1 said that listening to the 

“expert” was a valuable form of CPD, together with learning from their colleagues 
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(n = 123, 89.4%), the role of feedback is an avenue to help improve learning and 

teaching.  Teachers found that formal feedback involved appraisal policies where 

the principal or senior management staff of the school would be involved.  

However, informal feedback in the workplace is just as important because a lot 

of what teachers learn in the workplace is informal (Tannenbaum et al, 2010).  It 

was discussed in Chapter 9, where teachers made use of Google Drive to add 

comments and track changes to the learning and teaching resources.  Teachers 

also informally provided feedback through the WhatsApp group.  Interestingly, 

when the WhatsApp group was created, the participation and initiation of 

conversations were primarily from the researcher. 

 

However, over a period of time, teachers began to take the initiative in asking 

questions and seeking feedback.  An example of this was when teachers shared 

their timetable in the group to allocate a time for the AT to come to support their 

lesson as well as to arrange face-to-face meetings with the group.  This is in line 

with the results of Harwood & Clarke et al, (2006), where a formal supervisor (in 

this case, the AT) is the source of primary feedback but also for informal feedback 

or also known as the teaching champion (module leader).  It also implies that 

teachers were not afraid to seek feedback from formal supervisors.  It is important 

to note that creating the ideal environment and atmosphere for teachers to open 

up and converse in informal feedback requires what Avolio et al, (2011) described 

as “charismatic leadership”.  Throughout the intervention, the AT maintained a 

friendly connection with the teachers and always offered choices as well as 

advice that was achievable.  This sense of belonging allowed for everyone’s 

opinion to be heard.  Although this was only with a small group of teachers, one 

of the senior management teachers expressed that she would propose this 

method of feedback to the whole English department as well as potentially 

making it a whole school policy.  However, further research is needed as Tuytens 

et al, (2018) contradict the findings that teachers feel discomfort in asking teacher 

leaders for informal feedback.   

 

G Suites for Education and WhatsApp were used throughout the intervention 

when implementing the TICPDC. The findings imply it can develop effective 

collaboration between the teachers and the AT.  Both these tools provided 

teachers with a virtual environment to collaborate.  Google Drive offers teachers 

asynchronous collaboration where they can review and give feedback to their 
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peers in their own time, while WhatsApp can offer a near synchronous and 

asynchronous option for collaboration.  Both tools offered an archive function for 

teachers to retrieve previous chat entries on WhatsApp or to review history 

changes on documents or slides in G Suites for Education.  Since everything can 

be saved on a cloud-based system, newcomers to the group can be added so 

that they can review what has been previously made and taught and contribute 

new insight into the unit.    

 

Action research is generally conducted by the individual teacher, where the 

teacher will troubleshoot and solve problems as they arise in the classroom which 

then leads to improvements in teaching and learning of the teacher (Meesuk et 

al, 2020).  What was different in this study as opposed to Meesuk’s et al (2020) 

was that the action research model was conducted collaboratively as a team and 

problems and potential obstacles were discussed relieving the isolated feeling 

that the typical actional research gives to the individual.  Furthermore, the study 

of Petrovska et al, (2018) confirms with the findings of how important the role of 

a mentor or in this case the CPD facilitator can play in sustaining knowledge, 

skills and experience to the school teaching profession.  Although the study, 

discussed how the mentor played a physical role, the TIPCDPC makes way for a 

virtual mentor to become a future solution.   

 

RQ4 - What do teachers’ say about their professional development needs?  

All the teachers from Phase 1 to Phase 3 agreed that technology played a positive 

part in education.  Although the data collected in Phase 1 was before Covid-19, 

e-Learning related workshops were the highest in terms of interest (n = 123, 

73.2%).  However, when schools in Hong Kong were suspended, and face-to-

face classes were not allowed, teachers in Hong Kong had to rapidly adjust to 

the change in environment from the classroom to the virtual classroom.  At the 

time, research was limited regarding teaching remotely for mainstream schools 

and school policy managers, and teachers had minimal experience.  The findings 

from Phase 2 implied that many teachers were still adapting to the new routines 

of how to teach online.  The responses from the participants varied from school 

to school on how schools managed to teach online.  These variations are from 

asynchronous and synchronous online learning to no online learning.  The 

teachers face many challenges in the virtual environment, and some teachers 

who have never taught online before are expected to provide instructions that 
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support students emotionally, socially and promote home-school connections 

(Vaughan and Mertler, 2021).   

 

As discussed in the limitations, participants in the study could already have a 

strong sense of digital competencies, yet some of the responses highlighted that 

they still would have wanted technical support, support with classroom 

management online and how to maintain personal connections with their 

students.  This was in line with the findings from Chin et al (2022), where teachers 

from the study also found difficulties in having a good work-life balance when 

teaching from home.  The different methods that schools adopted at the 

beginning of the pandemic (synchronous, asynchronous or blended learning) 

meant that teachers needed high pedagogical and ICT professional development 

that intertwined between improving their information technology literacy and 

teaching techniques.  Studies have also shown that effective professional 

development in ICT occurs at the beginning of teacher training (List, 2019).  

However, during the school suspension, teachers had to develop their ICT skills 

based on their students’ needs and actual online teaching practices. 

 

For the relationship between teacher professional development needs and the 

different forms of CPD, the TICPDC allowed for a blended approach with different 

forms of CPD in a continuation of events that led to successful professional 

development for teachers as a whole.  Furthermore, the TICPDC cycle 

incorporated ICT to support the needs of the teachers with current pedagogical 

and ICT needs.  This goes beyond the basic usage of word processing 

applications for ICT training.  Teachers have a strong grasp of basic digital 

literacy, and from the findings, teachers were looking for ideas on how to apply 

new digital tools to their classroom (n =123, 96.8%).  In doing so, teachers 

preferred to learn from “experts” (n = 123, 83%) and from colleagues (n = 123, 

89.4%).  This aligns with a Ramírez-Montoya et al (2021) study where teacher 

professional development is most effective when having a colleague or co-

teacher who can act as a mentor or companion is beneficial to the learning 

process.  Teachers are also positively engaged in seeking out creative and 

innovative teaching strategies during the times of Covid-19.  However, this can 

only be achieved through high-quality teacher preparation, adapting professional 

learning opportunities to current needs and providing mentorship for teachers 

(Darling-Hammond and Hyler, 2020), which inevitably is the main goal of 
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conducting CPD.  Covid-19 has unprecedently had a major impact on the 

education system worldwide, and schools, teachers and teacher educators have 

had to rethink and reshape the way professional development is conducted (Choi 

et al, 2021).  Educational institutions and school leaders should understand the 

changes in learning and teaching and offer support, especially for the teachers 

who feel unprepared to use online platforms.  The perceived increase in workload 

from recording video lessons, researching new strategies for teachers online and 

solving technical errors are all valuable insights from the findings in regard to their 

professional development needs.    

 

From the study, the findings confirm with previous studies that school-based 

professional development and learning is an important factor (Bryk et al., 2009; 

Allen, 2014; Penuel et al, 2007; Pharis et al, 2019).  Teachers that work in teams 

would achieve greater success in sustaining professional learning communities 

within the schools (Allen, 2014).  Teachers from the study shared the issue of not 

having enough time to attend professional development activities and thus can 

lead to frustration which were similar to the findings found in study by Penuel et 

al, (2007).  Instead, schools should allow teachers to develop a professional 

learning community as an alternative to traditional professional development 

programmes to allow for greater diversity in catering for the teachers needs to 

CPD.   

 

The data from the study also showed that teachers valued feedback from the 

expert and the use of the comment functions and WhatsApp were an effective 

means to communicate with the teachers as a team or as induvial feedback.  By 

having the option to provide feedback to teachers in the virtual space, it concurs 

with Guskey’s (2002) view on teacher professional development and teacher 

change on how regular feedback for teachers can lead to the implementation of 

new practice and offer sustainability the individuals as well as to the teaching 

team.   

 

RQ5 - What factors facilitate or inhibit teachers’ participation in CPD? 

When it came to factors that inhibited teachers from participating in CPD, the 

findings showed that heavy workload, time, school factors and personal factors 

were all factors that inhibited teachers’ participation in CPD.  However, workload, 

time and school factors were the most inhibiting factors.  In respect to time and 
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workload, teachers are preoccupied with their teaching schedule do not have the 

time to attend professional development workshops.  Teachers also have a lot of 

non-teaching duties that they have to tend to as well as private affairs as well the 

pressure from teaching leads to the lack of motivation to attend professional 

development activities.  These findings are in line with past empirical studies 

where teachers were restricted to attending professional development activities 

due to teaching workload and time constraints (Carney, 2003; Day et al., 2007).  

Finally, examples of school factors include requesting teachers to attend 

professional development activities on weekends.  Schools’ development needs 

may also hinder teachers from attending personal continuing professional 

development activities.  These findings are consistent with Wan and Lam’s (2010) 

study; however, age or teaching experience was not a factor.   

 

The findings also showed that financial difficulties and time to attend CPD were 

major factors that inhibited teachers.  These are in line with the findings of OECD 

Staff (2018), where the study ranked “professional development conflicts with my 

work schedule” and “professional development is too expensive” to be the most 

significant factors in getting teachers to participate in CPD.    

 

Interestingly, the inhibiting factors did not appear in the discussions of factors that 

facilitated CPD.  Instead, the findings of modelling, supporting colleagues, 

sharing and learning were factors that were similar to the findings from Pharis et 

al, (2019).  This would imply that schools and education authorities should 

formulate sustainable school-based professional development plans according to 

teachers’ workload and needs. 

 

Data from the study showed that teachers saw the importance of using 

technology into their lessons, especially during the time when schools were 

forced to close, and teachers were required to teach from home.  The findings 

support previous research where teachers were motivated to incorporate 

technology and their openness to change (Mumtaz, 2000; and Li and Walsh, 

2010).  Teaching teachers to using technology acted as a facilitator as well as an 

inhibitor which supports the study by Jonassen et al, (2003) where the opportunity 

to see teaching in action allows for effective change to teachers’ beliefs.  This 

strongly supports the findings of the CPD facilitator acting as a model to show 

how technology can be integrated into the planning and the delivery of the lesson.    
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A final key point found from the study was that one participant explained that she 

felt the use of ICT was unnecessary once face-to-face classes resumed.  

However, during the time of school suspension, this participant gained much 

insight into interacting with technology and ensuring that her students were 

engaged in online learning.  This would imply that subconsciously she indeed had 

a lot of professional growth during the time she had to teach from home.  Although 

only one participant from the study had this point of view towards technology 

integration, it does lack generalisability, but further investigation of whether 

teachers do return to the “reversion” state as described in Chapter 7 is needed. 

   

Practical implications  

This study has shown CPD to be a universal practise among English language 

teachers in Hong Kong.  With the outbreak of a global pandemic, technology has 

been called upon to be even more critical in promoting professional development 

for all teachers.  This section can be helpful to Researchers, Practitioners and 

policy managers, and politicians to promote teachers’ professional development 

for the betterment of education in schools.     

 

For Researchers 

This study used a multi-method approach to search for the answers on how ICT 

could pose to act as a positive factor to help improve teacher CPD and provide a 

better understanding of teachers interacting with technology and their 

experiences in CPD.  Pre-service and in-service teachers come to teacher 

education and professional development with preconceived notions of teaching 

and learning arising from their own experiences and reference groups (Johnson 

and Golobek, 2011).  The TICPDC has provided a framework to further the study 

about how teacher educators such as the Advisory Teachers and teachers 

collaborate in CPD activities and provide long term value in promoting a 

progressive CPD culture in schools.  Technology has played the role of the 

facilitating factor to help teachers and schools better understand how CPD can 

help develop professional knowledge, skills, and careers and ultimately enhance 

student learning.  It is important to know that teacher educators need to help 

teachers in schools to explore their own beliefs and understandings and provide 

space for exploring alternative approaches.  Teachers that lack the confidence to 
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interact with ICT or use it in their classes may lead them to follow the practices of 

their own previous teachers and colleagues (Kidd and Murray, 2020).   

 

For Practitioners 

From the study, teachers and the teacher educator are encouraged to evaluate 

their own practices and consider how to best meet the learning needs of the 

teachers and of their students.  Teachers are encouraged to conduct mini action 

research on professional development and the use of the TICPDC provides a 

progressive flow on how one could take newly learnt knowledge, plan, apply and 

share it with their peers.  This could help them better understand their own 

practices, which in turn help inform other colleagues in their school.  This is 

because the core purpose of professional development, whether as an activity or 

programme level, should, in the end, impact directly or indirectly the student 

learning (Weston and Clay, 2018).  

 

A key finding from this research is that teachers should, and can, trust each other 

and themselves when interacting with technology and should not see it as an 

inhibitor and stopping them from creating new innovative ways to teach.  Although 

the study involved the researcher in leading the teachers through the TICPDC, 

the end goal was to create teacher autonomy.  Disseminating this research is a 

starting point, and the study results show that given time, the teachers 

themselves can become the “experts”.  They should have the confidence and not 

worry about taking ownership of professional development.  Informal professional 

development activities or discussions such as the use of WhatsApp are ideal for 

teachers to share their thought processes with their colleagues without being put 

on the spot when compared to a face-to-face meeting where everybody is in a 

rushed and follow a hectic schedule.  However, engaging in professional dialogue 

between teachers may lead to tensions, but this could, in turn, be emancipatory 

and facilitate further transgression from traditional approaches to educational 

practice (Deglau et al, 2006).  Ultimately, teachers will have to take control of their 

own professional development, and in turn, these teachers will feel more and 

more comfortable with what professional development can bring to the table.   
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For Policy Managers 

To sustain a learning organisation, school leaders must create an environment 

that promotes the continuous professional learning of all school participants 

(O’Sullivan, 1997).    The importance of collegiality among teachers should be 

promoted to facilitate the cross-fertilisation of ideas and experiences.  From the 

study, ICT is a tool that can facilitate this matter.  Schools should promote and 

encourage teachers to participate in CPD.  Middle managers, including subject 

heads, should recognise the importance of CPD and, from the experience of 

using the TICPDC, can impose a school policy to allow greater structure and 

dissemination of promoting professional growth.  School management should 

also be clear about the schools’ and teachers’ needs in CPD, (Wong, 2005).  One 

important suggestion would be to offer teachers adequate chances to try new 

ideas and strategies, with feedback on practice, sufficient technical, 

psychological and administrative support, and opportunities to understand the 

underlying rationale to obtain effective professional development (Ingvarson, 

1987).  A collaborative sharing and learning culture should be continuously 

promoted through organising and providing opportunities for real professional 

development where teachers feel their ownership of professional development 

and their needs are inquired in collegial interaction and support within the school.  

Schools should support teachers’ professional development opportunities while 

maintaining a structured professional growth plan in which teachers’ have the 

chance to build up collaboration and enhance collegiality (Fenwich, 2004).  

 

Another major suggestion from the study was the relationship between school 

appraisals and teacher CPD.  From this study, some teachers shared their 

experience on how schools used peer observations for teacher appraisals.  The 

purpose of CPD should be used to promote learning and sustainable 

development by making improvements in schools and the classrooms.  Although 

teacher accountability is essential for school management, the two should not be 

directly linked together. This will not help teachers develop themselves as lifelong 

learners who continue to improve themselves for ongoing improvement in their 

teaching and enhance school development.  Furthermore, schools should have 

a clear CPD policy and appraisal system, and from the study, the use of ICT can 

increase the co-development of professional growth within the teaching staff.  
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Teachers should not fear peer observations, and sociocultural factors should not 

come into play when the purpose is to develop a culture of sharing and learning 

that encourages peer observation.  The opportunity to video record their lessons, 

self-reflect and then share with other colleagues is a suggestion that could prove 

to be a valuable system for school management to review.     

 

Finally, and most importantly, as reflected in the study, time and heavy workload 

should be considered in school based CPD policy-making process.  Providing 

space and time for teachers is an important part.  However, schools should also 

look to support teachers further.  Supporting teachers with administrative 

arrangements such as timetabling, financial support and resource provisions.  As 

encountered in this study, integrating ICT can become a costly procedure, and 

the burden should not be placed upon the teachers. 

 

Conclusion 

This study aimed to investigate the factors of how continuous professional 

development could be improved with the integration of technology for local 

primary English teachers in Hong Kong.  During the study, the encounter of 

political protests and a global pandemic caused the study to adapt to new the 

situation.  The participants in the study were a mixture of local English teachers 

(teachers who teach English but English is not their mother tongue) and Native 

English teachers (teachers who use English as their mother tongue).  Through a 

longitudinal three-phase study that employed mixed methods, the research 

questions were addressed through online questionnaires and interviews that 

focussed on teachers’ experiences, beliefs and expectations of their own 

professional development.  The data was gathered during three distinct times, 1) 

pre-pandemic, 2) during the pandemic where face-to-face classes were 

suspended, and 3) during the pandemic when face-to-face classes were resumed 

in schools. 

 

Through a systematic and thorough review of the literature, this study 

investigated factors associated with teacher professional development and the 

usage of Information Communication Technology related to professional 

development.  This set the foundations for the development of the research 

instruments.  In addition, this approach assisted in identifying the literature gap 

and areas that have not been prevalently researched concerning using ICT to 
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facilitate CPD.  The literature review suggested that the usage of ICT to facilitate 

professional development was limited.  In particular, no previous studies were 

found concerning ICT facilitated CPD in Hong Kong.  Therefore, this study filled 

the gap by employing a three-phase longitudinal study and involving a cohort of 

Primary 1 English teachers to implement a self-designed model that integrated 

technology to facilitate professional development within a school.  

 

ICT can help support teacher professional development from the quantitative and 

qualitative data collected.  The implementation also provided a foundation for 

teachers to follow a structured model to support professional development within 

the school.  There was a relationship between teachers participating in CPD 

activities and workload and time, where schools did not offer time for teachers to 

participate without affecting their current workload.  Statistically, teachers saw the 

importance of using ICT in teaching, and with the global pandemic, this thought 

process has accelerated the purpose of using technology to facilitate learning 

and teaching.  Many of them looked for opportunities to find online solutions on 

teaching strategies and tools to assist with online teaching.  After implementing 

the TICPDC, teachers valued the collaborative aspect of working together and 

saw the lesson demonstrations and lesson reflections as a valuable and effective 

way to plan and execute a school-based unit developed by the teachers.  Senior 

teachers also saw the TICPDC as a suitable structured model to promote 

professional development across the whole teaching staff.   

 

The utility of using online tools such as G Suites for Education and WhatsApp 

allowed for informal and formal feedback, professional dialogue as well as 

troubleshooting questions that teachers may have.  The collaborative incentive 

to support each other was supported through the distribution of workload rather 

than one single coordinator.  Storing lesson plans and teaching resources on 

Google Drive allowed for capacity building for any new teachers joining the 

school, as lesson demonstrations and lesson plans are all conveniently 

accessible for the staff.  WhatsApp groups can also invite new members to have 

informal or formal discussions for the future and promote capacity building for the 

new teachers.  However, it is important for future researchers to be aware of the 

limitations of using Google developed tools for CPD. At the time of this study, 

China has restricted many functions and utilities tools offered by Google and 

WhatsApp. However, similar tools such as Microsoft 365 and WeChat (a social 
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media instant messaging platform similar to WhatsApp) are potential tools that 

could be used in place of G Suites. However, regardless of whatever cloud-based 

platform is used, there comes advantages and limitations. G Suites in particular 

is commonly available and used by many schools in Hong Kong due to the 

flexibility and free to use pricing for the education field. However, limitations of a 

cloud-based platforms may a worry for schools due how data and privacy is 

handled by the organisations. The lack of control for schools to ensure data is 

completely secured is based on the cloud-based platform providers. It is difficult 

for schools to gauge just how stringent and thorough the security measurements 

are and not knowing exactly how a provider manages, moves or transfers data 

stored by the school. Google however, does regularly update their data privacy 

terms to be up to date with the latest technological threats from hackers that may 

exist. Although access to data can be obtained from any location in the world, it 

is also dependent on having internet connectivity. If the internet provider is 

disabled, schools will have no options to access their data unless a separate back 

up is saved in a storage device that is not dependent on the internet. Furthermore, 

the usage of ICT and the TICPDC led to an increase in agency, trust and a feeling 

of being listened to by those involved.  On the contrary, CPD does not always 

include these factors or view them as important (Pedder et al, 2008), especially 

in Hong Kong when many CPD workshops offered for teachers are one-shot 

sessions. 

 

From the researcher’s point of view, the study was conducted on a voluntary 

basis for all the participants.  However, since Phase 1 and Phase 2 involved some 

digital competencies, one has to research further for those who are not confident 

with ICT would the model support in-service teachers with further professional 

development.   

 

To improve CPD for teachers in Hong Kong and teachers around the world, this 

study recommends that education leaders and policymakers make some 

improvements, including reassessing how CPD should look.  After three years of 

going through a global pandemic, educational leaders should seek out ways to 

support schools and teachers with the necessary hardware and software to 

develop innovative teaching strategies during and after a worldwide pandemic, 

evaluate the current delivery of how CPD workshops or courses are disseminated 

to teachers and how teacher autonomy can increase to develop a whole school 
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approach to teacher professional development.  Thus, this study provides a 

structured model of how the dissemination of knowledge can be started with just 

a single workshop, but then follow a protocol to engage practical teacher 

professional development, improve the learning and teaching of not just one 

teacher but the entire cohort of teachers in a school. 

 

The results of this study have shown that CPD with ICT is complex, yet given the 

pedagogical shift that teachers and schools have taken over the past three years, 

especially during a global pandemic provides an insight into how the educational 

field can evolve.  Although the study focuses on one particular context in Hong 

Kong, the results and recommendations will provide a better understanding of 

how technology can facilitate teacher professional development. With the 

constant improvement of technology, teacher educators and policymakers should 

be prepared to support the potential change for the future.  In response to the five 

research questions that set out the parameters for this study are summarised in 

Table 10.2. 
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Table 10.2 – Conclusions to RQ1-5 

Research Questions Research Answers 

RQ1 

Can G Suite for Education and 

mobile communication 

applications (e.g. WhatsApp) 

facilitate CPD? 

G Suite for Education and 

WhatsApp have proven to be 

effective digital tools to facilitate 

Continuous Professional 

Development. 

RQ2 

Will a blended method of face 

to face and online contact time 

allow for 

more effective collaboration 

between teachers and with the 

AT? 

The blended method of school 

support from AT has been a cost 

effective and efficient way to 

collaborate with teachers. 

RQ3 

How can feedback and support 

be sustained by teachers 

interacting with ICT within the 

school?  

Digital tools has allowed for archive 

abilities.  The TICPDC promotes 

teacher autonomy and professional 

growth in the teachers, which 

eventually will be shared to other 

colleagues. 

RQ4 

What do teachers’ say about 

their professional development 

needs?  

Teachers valued the need to learn 

more about how ICT can be 

integrated into the classroom.  

Teachers also needed more time 

from school management to attend 

professional development 

workshops or courses and to 

receive support from school 

management to reduce their 

workload.  

RQ5 

What factors facilitate or inhibit 

teachers’ participation in CPD? 

Factors that inhibited CPD 

participation were workload, time 

restrictions and school factors.  

While factors that facilitated CPD 

participation included learning from 

an expert, modelling and supportive 

collaboration within a team. 

 

The literature review has highlighted the importance of CPD for teachers but also 

has shown the limited understanding of how the role of ICT can play an important 

role.  Without further research into different methods, context and stakeholders, 

we will not have a clear picture of how ICT can be the innovative factor to teacher 

CPD across the globe (OECD, 2014).  This study has raised more questions and 
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therefore more research is needed to continue to further out understanding of this 

complex practice.   

 

Finally, this study has expanded my support model as a teacher educator working 

as the Advisory Teacher.  Assisting and guiding teachers in Hong Kong to take 

initiative of their own professional development but as well as to expand the 

professional learning journey not only within themselves but to their fellow 

colleagues to collectively grow together as a team of educators.   The experience 

has also given me greater insight into how I can be part of the effective support 

model for the teachers I support towards their CPD.  Other teacher educators 

should be aware of how technology and pedagogy are constantly evolving and 

thus build upon the findings from this study to enhance further how teachers and 

students can learn and develop life-long learning together.  Finally, I hope this 

study has contributed new knowledge about how using ICT can facilitate CPD for 

all teachers in Hong Kong and the world. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 259 

References 

Abdu, A. K. (2018). A review of technology integration in ELT: From CALL to 
MALL. Language Teaching and Educational Research, 1(1), 1-12. 

Aburezeq, I. M., & Ishtaiwa, F. F. (2013). The impact of WhatsApp on 
interaction in an Arabic language teaching course. International Journal of 
Arts & Sciences, 6(3), 165. 

Abigail, L. K. M. (2016). Do communities of practice enhance faculty 
development?. Health Professions Education, 2(2), 61-74. 

Adamson, B., Kwan, T., & Chan, K. K. (2000). Changing the curriculum: The 
impact of reform on primary schooling in Hong Kong (Vol. 1). Hong Kong: 
Hong Kong University Press. 

Adedoyin, O. B., & Soykan, E. (2020). Covid-19 pandemic and online learning: 
The challenges and opportunities. Interactive Learning Environments. 
Advance online publication, 1-13. 
https://doi.org/10.1080/10494820.2020.1813180  

Advisory Committee on Teacher Education and Qualifications (ACTEQ). (2006). 
Towards a learning profession: Interim report on teachers’ CPD. Hong 
Kong: Education Bureau Hong Kong.  

Advisory Teaching Team. (2017). NET scheme in primary schools. Accessed 
on: https://www.edb.gov.hk/en/curriculum-development/resource-
support/net/att.html 

Ahmed, E., Nordin, Z. S., Shah, S. R., & Channa, M. A. (2018). Peer 
Observation: A Professional Learning Tool for English Language Teachers 
in an EFL Institute. World Journal of Education, 8(2), 73-87. 

Al-Habsi, T., Al-Busaidi, S., & Al-Issa, A. (2022). Integrating technology in 
English language teaching through a community of practice in the 
Sultanate of Oman: Implications for policy implementation. Educational 
Research for Policy and Practice, 21(1), 43-68. 

Ali, Z. B. M., Wahi, W., & Yamat, H. (2018). A review of teacher coaching and 
mentoring approach. International Journal of Academic Research in 
Business and Social Sciences, 8(8), 504-524. 

Al-Issa, A. (2009). Reflection through peer collaboration: A study from Omani 
ELT classrooms. Iranian EFL Journal, 4, 169-216. 

Al-Issa, A. (2012). Re-conceptualising English language teaching teacher 
education and development in the Gulf Cooperation Council countries: 
Addressing transformations and challenges. International Journal of Arts 
and Sciences, 5(5), 537-559. 

Allen, D. C. (2014). Professional learning communities and collaboration: The 
impact collaboration has on teachers’ beliefs on instruction (Doctoral 
dissertation). Texas Tech Univserity.  

Amry, A. B. (2014).  The impact of WhatsApp mobile social learning on the 
achievement and attitudes of female students compared with face to face 
learning in the classroom.  European Scientific Journal, 10(22), 116-136. 

Archibald, S., Coggshall, J. G., Croft, A., & Goe, L. (2011). High-quality 
professional development for all teachers: Effectively allocating resources. 
Washington, DC: National Comprehensive Center for Teacher Quality.  
Accessed on: 
https://gtlcenter.org/sites/default/files/docs/HighQualityProfessionalDevelo
pment.pdf 

https://doi.org/10.1080/10494820.2020.1813180
https://www.edb.gov.hk/en/curriculum-development/resource-support/net/att.html
https://www.edb.gov.hk/en/curriculum-development/resource-support/net/att.html
https://gtlcenter.org/sites/default/files/docs/HighQualityProfessionalDevelopment.pdf
https://gtlcenter.org/sites/default/files/docs/HighQualityProfessionalDevelopment.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 260 

Armour, K. M., & Yelling, M. R. (2004). Continuing professional development for 
experienced physical education teachers: Towards effective 
provision. Sport, Education and Society, 9(1), 95-114. 

Árva, V., & Medgyes, P. (2000). Native and non-native teachers in the 
classroom. System, 28(3), 355-372. doi: 10.1016/S0346-25X(00)00017-8 

Atkinson, P., & Silverman, D. (1997). Kundera's immortality: The interview 
society and the invention of the self. Qualitative Inquiry, 3(3), 304-325. 

Au, A. (2019). Stress facing Hong Kong teachers and students is a collective 
problem we cannot ignore. South China Morning Post. Hong Kong. 
Accessed on: https://www.scmp.com/comment/insight-opinion/hong-
kong/article/2180675/stress-facing-hong-kong-teachers-and-students   

Avolio, B. J., Bass, B. M. & Jung, D. I. (1999). Re-examining the components of 
transformational and transactional leadership using the multifactor 
leadership. Journal of Occupational and Organizational 
Psychology 72(4), 441-462. 

Bai, B. (2014). Enhancing in-service teachers’ professional learning through a 
school-based professional development programme in Hong 
Kong. Journal of Education for Teaching, 40(4), 434-436. 

Bai, B., Chao, C., & Wang, C. (2019). The relationship between social support, 
self-efficacy, and English language learning achievement in Hong Kong. 
TESOL Quarterly, 53(1), 208-221. 

Bai, B., Wang, J., Chai, C. (2021).  Understanding Hong Kong primary school 
English teachers’ continuance intention to teach with ICT.  Computer-
assisted Language Learning, 34(4), 528-51.  

Ball, A. (2009). Toward a theory of generative change in culturally and 
linguistically complex classrooms. American Educational Research 
Journal, 46(1), 45-72. 

Barret, A. M., Ali, S., Clegg, J., Hinostroza, J. E., Lowe., J., Nikel, J., Novelli, M. 
et al. (2007). Initiatives to improve the quality of teaching and learning: A 
review of recent literature. United Nations Educational, Scientific and 
Cultural Organization. Geneva.  Accessed on: 
https://www.researchgate.net/profile/Mario-
Novelli/publication/237403228_Initiatives_to_Improve_the_Quality_of_Tea
ching_and_Learning_A_Review_of_Recent_Literature/links/5459f1dd0cf2
6d5090ad3176/Initiatives-to-Improve-the-Quality-of-Teaching-and-
Learning-A-Review-of-Recent-Literature.pdf  

Bauer, J., & Kenton, J. (2005). Towards technology integration in the schools: 
Why it isn’t happening. Journal of Technology and Teacher Education, 
13(4), 519-546.  

Bell, R., Smetanna, L., & Binns, I. (2005). Simplifying inquiry instruction. The 
Science Teacher, 72(7), 30-33. 

Benke, E., & Medgyes, P. (2005). Differences in teaching behaviour between 
native and non-native speaker teachers: As seen by the learners. In: E. 
Lurda (Ed.), Non-native language teachers: Perceptions, challenges and 
contributions to the profession, pp. 195-215. New York: Springer.  

Benson, P. (2010). Teacher education and teacher autonomy: Creating spaces 
for experimentation in secondary school English language 
teaching. Language Teaching Research, 14(3), 259-275. 

Berman, E. A. (2017). An exploratory sequential mixed methods approach to 
understanding researchers’ data management practices at UVM: 
Integrated findings to develop research data services. Journal of eScience 
Librarianship, 6(1), 1104-1124. 

ttps://www.scmp.com/comment/insight-opinion/hong-kong/article/2180675/stress-facing-hong-kong-teachers-and-students
ttps://www.scmp.com/comment/insight-opinion/hong-kong/article/2180675/stress-facing-hong-kong-teachers-and-students
https://www.researchgate.net/profile/Mario-Novelli/publication/237403228_Initiatives_to_Improve_the_Quality_of_Teaching_and_Learning_A_Review_of_Recent_Literature/links/5459f1dd0cf26d5090ad3176/Initiatives-to-Improve-the-Quality-of-Teaching-and-Learning-A-Review-of-Recent-Literature.pdf
https://www.researchgate.net/profile/Mario-Novelli/publication/237403228_Initiatives_to_Improve_the_Quality_of_Teaching_and_Learning_A_Review_of_Recent_Literature/links/5459f1dd0cf26d5090ad3176/Initiatives-to-Improve-the-Quality-of-Teaching-and-Learning-A-Review-of-Recent-Literature.pdf
https://www.researchgate.net/profile/Mario-Novelli/publication/237403228_Initiatives_to_Improve_the_Quality_of_Teaching_and_Learning_A_Review_of_Recent_Literature/links/5459f1dd0cf26d5090ad3176/Initiatives-to-Improve-the-Quality-of-Teaching-and-Learning-A-Review-of-Recent-Literature.pdf
https://www.researchgate.net/profile/Mario-Novelli/publication/237403228_Initiatives_to_Improve_the_Quality_of_Teaching_and_Learning_A_Review_of_Recent_Literature/links/5459f1dd0cf26d5090ad3176/Initiatives-to-Improve-the-Quality-of-Teaching-and-Learning-A-Review-of-Recent-Literature.pdf
https://www.researchgate.net/profile/Mario-Novelli/publication/237403228_Initiatives_to_Improve_the_Quality_of_Teaching_and_Learning_A_Review_of_Recent_Literature/links/5459f1dd0cf26d5090ad3176/Initiatives-to-Improve-the-Quality-of-Teaching-and-Learning-A-Review-of-Recent-Literature.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 261 

Bett, H. K. (2015). The cascade model of teachers' continuing professional 
development in Kenya: A time for change?. Cogent Education, 3(1), 
1139439. doi:10.1080/2331186X.2016.1139439 

Bettis, P. J., & J. Gregson. (2001). The ‘why’ of research: Paradigmatic and 
pragmatic considerations. In: Research pathways: Writing professional 
papers, theses and dissertations in workforce education, (Eds.), E. I. 
Falmer & J. W. Rojewski, pp. 1-21. Lanham, MD: University Press of 
America. 

Biggs, J., & Watkin, D. (1995). Classroom learning: Educational psychology for 
the Asian Teacher. Singapore: Prentice Hall. 

Biggs, J. B. (1996). Western misperceptions of the Confucian-heritage learning 
culture. In The Chinese learner: Cultural, psychological, and contextual 
influences. Hong Kong: Comparative Education Research Centre (CERC) 
& Australian Council of Educational Research (ACER). 

Bill & Melinda Gates Foundation (2013). Measures of effective teaching project 
releases final research report: Findings help inform design and 
implementation of high-quality feedback and evaluation systems. 
Measures of effective teaching (MET) Project: Phoenix. 

Boreham, N. (2004). A theory of collective competence: Challenging the neo-
liberal individualisation of performance at work. British Journal of 
Educational Studies, 52(1), 5-17. 

Borko, H., & Putnam, R. (1998). Professional development and reform-based 
teaching: Introduction to the theme issue. Teaching and Teacher 
Education, 14(1), 1-3. 

Bozhurt, A., Jung, I,. Xiao, J., et al. (2020). A global outlook to the interruption of 
education due to COVID-19 pandemic: Navigating in a time of uncertainty 
and crisis.  Asian Journal of Distance Education, 15(1), 1-26. 

Bransford, J., Brown, A., & Cocking, R. (Eds.) (1999). How people learn: Brain, 
mind, experience, and school. Washington, DC: National Academy Press. 

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

Brinkmann, S., & Kvale, S. (2015). Interviews: Learning the craft of qualitative 
research interviewing, pp. 149-166. Thousand Oaks, CA: Sage,  

Brock, C. H., Lapp, D., Flood, J., Fisher, D., & Han, K. T. (2007). Does 
homework matter?: An investigation of teacher perceptions about 
homework practices for children from nondominant backgrounds. Urban 
Education, 42(4), 349-372. 

Bryk, A. S., Sebring, P. B., Allensworth, E., Luppescu, S., & Easton, J. Q. 
(2009). Organizing schools for improvement: Lessons from Chicago. 
Chicago, IL: University of Chicago Press. 

Brysch, C. P. (2020). Teacher attitudes toward alternative professional 
development in Geography. Journal of Geography, 119(2), 55-62. 

Buchanan, H., & Timmis, I. (2019). Classroom management: Art, craft or 
science? In: Walsh, S., and Mann, S. (eds). The Routledge handbook of 
English language teacher education. London: Routledge, pp. 319-334. 

Burns, M. (2011). Distance education for teacher training: Modes, models, and 
methods. Washington DC: Education Development Center Inc. 

Burstow, B. (2018). Effective teacher development: Theory and practice in 
professional learning, London, UK, Bloomsbury Publishing. 

Campbell, O., McNamara, O., & Gilroy, P. (2004). Practitioner research and 
professional development in education. London: Paul Chapman 
Publications. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 262 

Carey, K. (2004). The real value of teachers: Using new information about 
teacher effectiveness to close the achievement gap. Thinking K-16, 8(1), 
3-42. 

Carless, D., & Walker, E. (2006). Effective team teaching between local and 
native-speaking English teachers. Language and Education, 20(6), 463-
477.  

Carney, S. (2003). Learning from school-based teaching training: Possibilities 
and constraint for experienced teachers. Scandinavian Journal of 
Education Research, 47(4), 413-429. 

Carr, W. (2000). Partisanship in educational research. Oxford Review of 
Education, 26(3-4), 437-449. 

Census & Statistics Department (2016). Statistics on students and teachers in 
primary and secondary schools in Hong Kong during the school years 
from 2006/07 to 2015/16. Hong Kong Monthly Digest of Statistics. 
Accessed on: 
https://www.statistics.gov.hk/pub/B71609FB2016XXXXB0100.pdf   

Chambers, J. (2020). When fieldwork falls apart: Navigating disruption from 
political turmoil in research. Area, 52(2), 437-444. 

Chan, A. H., Chen, K., & Chong, E. Y. (2010). Self‐reported stress problems 
among teachers in Hong Kong. In AIP Conference Proceedings. American 
Institute of Physics, 1285(1), 420-434.  

Chan, D. W. (2009). Orientations to happiness and subjective well‐being among 
Chinese prospective and in‐service teachers in Hong Kong. Educational 

Psychology, 29(2), 139-151. doi:10.1080/01443410802570907 
Chan, H. H. (2020).  Coronavirus: Hong Kong students adapt to online learning 

amid class suspension over pandemic.  SCMP Online.  Accessed on: 
https://www.scmp.com/news/hong-
kong/education/article/3075280/coronavirus-hong-kong-students-adapt-
online-learning-amid    

Charmaz, K. (2014). Constructing grounded theory. London. Sage. 
Chaudry, I. A. (2013). A brief examination of professional development models. 

Social Science Research Network, Rochester, NY. Accessed on: 
https://papers.ssrn.com/sol3/Delivery.cfm/SSRN_ID2392854_code218303
1.pdf?abstractid=2392854&mirid=1    

Chen, K. H. Y. (2005). The social distinctiveness of two code-mixing styles in 
Hong Kong. In: J. Cohen., K. McAlister., K. Rolstad., & J. MacSwan. 
Proceedings of the 4th international symposium on bilingualism, pp. 527-
541. Somerville, MA: Cascadilla Press. 

Chin, J. M. C., Ching, G. S., del Castillo, F., Wen, T.H., Huang, Y.C., del 
Castillo, C. D., Gungon, J. L., & Trajera, S. M. (2022). Perspectives on the 
barriers to and needs of teachers’ professional development in the 
Philippines during COVID-19. Sustainability, 14(1), 470. 

Chiu, C.-M., & Wang, E. T. G. (2008).  Understanding web-based learning 
continuance intention: The role of subjective task value. Information & 
Management, 45(3), 194-201. 

Choi, H., Chung, S. Y., Ko, J. (2021). Rethinking teacher education policy in 
ICT: Lessons from emergency remote teaching (ERT) during the COVID-
19 pandemic period in Korea. Sustainability, 13(10), 5480. 

Clausen, J., Larsen, J., Larsen, A., & Hansen, J. (2001). Disruption 
management-operations research between planning and 
execution. OR/MS Today, 28(5), 40-43. Accessed on: 
https://orbit.dtu.dk/files/2776498/imm144.pdf  

https://www.scmp.com/news/hong-kong/education/article/3075280/coronavirus-hong-kong-students-adapt-online-learning-amid
https://www.scmp.com/news/hong-kong/education/article/3075280/coronavirus-hong-kong-students-adapt-online-learning-amid
https://www.scmp.com/news/hong-kong/education/article/3075280/coronavirus-hong-kong-students-adapt-online-learning-amid
https://papers.ssrn.com/sol3/Delivery.cfm/SSRN_ID2392854_code2183031.pdf?abstractid=2392854&mirid=1
https://papers.ssrn.com/sol3/Delivery.cfm/SSRN_ID2392854_code2183031.pdf?abstractid=2392854&mirid=1
https://orbit.dtu.dk/files/2776498/imm144.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 263 

Clements, D. (1994). The uniqueness of the computer as a learning tool: 
Insights from research and practice. In J. L. Wright & D. D. Shade (Eds.), 
Young children: Active learners in a technological age, pp. 31-50. 
Washington, DC: National Association for the Education of Young 
Children.  

Cohen, L. & Manion, L., (1994). Research methods in education 4th ed. London: 
Routledge. 

Cohen, L., Manion, L., and Morrison, K. (2000). Research methods in education 
5th ed. London/New York: Routledge/Falmer. 

Cohen, L., Manion, L., & Morrison, K. (2011). Research methods in education 
7th ed. London, England: Routledge. 

Collier, D., & Elman, C. (2008). Qualitative and multi-method research: 
Organizations, publication, and reflections on integration. In J.M. Box-
Steffensmeier, H.E. Brady, and D. Collier (Eds.), The Oxford handbook of 
political methodology. Oxford: Oxford University Press. 

Corbin, J., & Strauss, A. (2015). Basics of qualitative research: Techniques and 
procedures for developing grounded theory, 4th ed. Thousand Oaks, CA. 
Sage.  

Cortazzi, M., & Jin, L. (1996). Cultures of learning: Language classrooms in 
China. In H. Colman (Ed.), Society and the language classroom, pp.169-
206. Cambridge: Cambridge University Press. 

Crane, C. (2020). Transforming our perspectives as language professionals 
during COVID-19. Second Language Research & Practice. 1(1), 168-173. 

Creswell, J. W. (1994). Research design: Qualitative and quantitative 
approaches. London: Sage. 

Creswell, J. W. (2003).  Research design:  Qualitative, quantitative, and mixed 
methods approaches. 2nd ed., London: Sage. 

Creswell, J. W. (2009). Research design: Qualitative, quantitative and mixed 
methods approach 3rd ed., Thousand Oaks CA: Sage. 

Crossan, F. (2003). Research philosophy: towards an understanding. Nurse 
Researcher. 11(1), 46. 

Crotty, M. J. (1998). The foundations of social research: Meaning and 
perspective in the research process. London: Routledge.  

Curtis, A., & Cheng, L. (2001). Teachers’ self-evaluation of knowledge, skills 
and personality characteristics needed to manage change. Asia-Pacific 
Journal of Teacher Education, 29(2), 139152. 

Cushner, K. (2007). The role of experience in the making of internationally-
minded teachers. Teacher Education Quarterly, 34(1), 27-39.  

Darling-Hammond, L., Hyler, M. E., & Gardner, M. (2017). Effective teacher 
development. Palo Alto, CA: Learning Policy Institute. Accessed on: 
https://learningpolicyinstitute.org/sites/default/files/product-
files/Effective_Teacher_Professional_Development_REPORT.pdf 

Darling-Hammond, L. & Hyler, M. E. (2020).  Preparing educators for the time of 
COVID…and beyond.  European Journal of Teacher Education, 43(4), 
457-465. 

Darling-Hammond, L., & McLaughlin, M. W. (2011). Policies that support 
professional development in an era of reform. Phi Delta Kappan, 92(6), 
81-92. doi:10.1177/003172171109200622 

Darling-Hammond, L., Wei, R. C., & Andree, A. (2010). How high-achieving 
countries develop great teachers. Stanford: Stanford Center for 
Opportunity Policy in Education. Accessed on: 

https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf
https://learningpolicyinstitute.org/sites/default/files/product-files/Effective_Teacher_Professional_Development_REPORT.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 264 

https://edpolicy.stanford.edu/sites/default/files/publications/how-high-
achieving-countries-develop-great-teachers.pdf  

Day, C., Sammons, P., Stobart, G., Kington, A., & Gu, Q. (2007). Teachers 
matter: Connecting work, lives and effectiveness. Maidenhead: McGraw-
Hill/Open University Press.  

Deglau, D., & O'Sullivan, M. (2006). The effects of a long-term professional 
development program on the beliefs and practices of experienced 
teachers. Journal of Teaching in Physical Education, 25(4), 379-396. 

Deglau, D., Ward, P., O'Sullivan, M., & Bush, K. (2006). Professional dialogue 
as professional development. Journal of Teaching in Physical Education, 
25, 413-427. 

Denscombe, M. (2002). Ground rules for good research: A 10 point guide for 
social research. Buckingham, England: Open University. 

Denscombe, M. (2007). The good research guide for small-scale social 
research projects 3rd ed. Maidenhead, England: Open University Press. 

Desimone, L. M. (2009). Improving impact studies of teachers' professional 
development: Toward better conceptualisations and measures. 
Educational Researcher, 38(3), 181-199, doi:10.3102/0013189x08331140. 

Donaldson, G. (2014). Teacher education and curriculum change in Scotland. 
European Journal of Education, 49(2), 178-191. 

Dörnyei, Z. (2007). Research methods in applied linguistics. London, England: 
Oxford University Press.  

Dörnyei, Z., & Taguchi, T. (2009). Questionnaires in second language research: 
Construction, administration, and processing. London, England: 
Routledge. 

Dyment, J. E., & Downing, J. J. (2020). Online initial teacher education: A 
systematic review of the literature. Asia-Pacific Journal of Teacher 
Education, 48(3), 316-333. 

Education Bureau. (2009). A self-evaluation study of the Advisory Teaching 
Team and its support of the Native-speaking English Teacher Scheme for 
Primary Schools. Hong Kong: Education Bureau.  

Education Bureau (2013). Primary literacy programme – Reading and writing 
(KS1) self-evaluation.  Hong Kong: Education Bureau. 

Education Bureau (2014). Legislative Council panel on education. LC Paper No. 
CB(4)323/13-14(01). Hong Kong: Education Bureau. Accessed on: 
https://www.edb.gov.hk/en/about-edb/legco/policy-
address/EDB%20Panel%20Paper%20on%20PA%202014(Eng).pdf  

Education Bureau (2017). English Language education key learning area 
curriculum guide (Primary 1 – Secondary 6). The Curriculum Development 
Council, Hong Kong. Accessed on: 
https://www.edb.gov.hk/attachment/en/curriculum-development/kla/eng-
edu/Curriculum%20Document/ELE%20KLACG_2017.pdf  

Education Bureau (2018). Net deployment guidelines: Native-Speaking English 
Teacher (NET) scheme for primary schools. Hong Kong: Education 
Bureau. Accessed on: https://www.edb.gov.hk/attachment/en/curriculum-
development/resource-support/net/2018-
19/Primary/NET%20Deployment%20G%20ENG_CH%20online%203.pdf  

Education Bureau (2018). Primary education [Statistics table]. Accessed on: 
http://www.edb.gov.hk/en/about-edb/publications-stat/figures/pri.html    

Education Bureau (2021). Education opportunities in Hong Kong. Education 
Bureau. Hong Kong. Accessed on: 

https://edpolicy.stanford.edu/sites/default/files/publications/how-high-achieving-countries-develop-great-teachers.pdf
https://edpolicy.stanford.edu/sites/default/files/publications/how-high-achieving-countries-develop-great-teachers.pdf
https://www.edb.gov.hk/en/about-edb/legco/policy-address/EDB%20Panel%20Paper%20on%20PA%202014(Eng).pdf
https://www.edb.gov.hk/en/about-edb/legco/policy-address/EDB%20Panel%20Paper%20on%20PA%202014(Eng).pdf
https://www.edb.gov.hk/attachment/en/curriculum-development/kla/eng-edu/Curriculum%20Document/ELE%20KLACG_2017.pdf
https://www.edb.gov.hk/attachment/en/curriculum-development/kla/eng-edu/Curriculum%20Document/ELE%20KLACG_2017.pdf
https://www.edb.gov.hk/attachment/en/curriculum-development/resource-support/net/2018-19/Primary/NET%20Deployment%20G%20ENG_CH%20online%203.pdf
https://www.edb.gov.hk/attachment/en/curriculum-development/resource-support/net/2018-19/Primary/NET%20Deployment%20G%20ENG_CH%20online%203.pdf
https://www.edb.gov.hk/attachment/en/curriculum-development/resource-support/net/2018-19/Primary/NET%20Deployment%20G%20ENG_CH%20online%203.pdf
http://www.edb.gov.hk/en/about-edb/publications-stat/figures/pri.html


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 265 

https://www.edb.gov.hk/attachment/en/student-parents/ncs-
students/overview/Edu%20Opportunities%20in%20HK_Oct_2021_EN.pdf 

Education Department (1997). Teacher survey 1996. Hong Kong: Education 
and Manpower Bureau.  

Education and Manpower Bureau. (1994). Code of aid for primary schools. 
Hong Kong, China: Government of the Special Adminstration of Hong 
Kong. 

Education and Manpower Bureau. (1998). Information technology for learning in 
a new era: Five-year strategy–1998/99 to 2002/03.  Hong Kong: Education 
and Manpower Bureau. 

Edwards, P. J., Roberts, I., Clarke, M. J., DiGuiseppi, C., Wentz, R., Kwan, I., ... 
& Pratap, S. (2009). Methods to increase response to postal and 
electronic questionnaires. Cochrane Database of Systematic Reviews, Jul 
8, 2009(3). doi: 10.1002/14651858.MR000008.pub4 

Eisenschmidt, E., & Löfström, E. (2008). The significance of the European 
Commission's policy paper "Improving the quality of tecaher education": 
Perspectives of Estonian teachers. Teacher Educators and Policy-makers. 
In: B. Hudson & P. Zgaga (Eds.), Teacher education policy in Europe: A 
voice of higher education institutions, pp. 63−84. Umea, Sweden: 
University of Umea. 

Ennis, C. D., & Chen, S. (2012). Interviews and focus groups. In: K. Armour., & 
D. Macdonald. Research methods in physical education and youth sport, 
pp. 217-236. London: Routledge. 

Evans, L. (2014). Leadership for professional development and learning: 
Enhancing our understanding of how teachers develop. Cambridge 
Journal of Education, 44, 1-1. 

Evans, J. C., Yip, H., Chan, K., Armatas, C., & Tse, A. (2020). Blended learning 
in higher education: Professional development in a Hong Kong University. 
Higher Education Research and Development, 39(4), 643-656. 

Fagan, D. S. (2012). On language teachers’ classroom practices: Bridging 
conversation analysis with language teacher education research. 
Teachers College, Columbia University Working Papers in TESOL & 
Applied Linguistics, 12(1), 35-37. 

Fariza, P. B., Ramiaida, D., & Yuslina, M. (2015). Implementation of a Western-
based multiliteracies pedagogy in Malaysia: A socio-cultural perspective. 
Journal of Language Studies, 15(1), 1-24. 

Ferrari, A. (2012). Digital competence in practice: An analysis of 
frameworks. Sevilla, Spain: Joint Research Centre Institute for Prospective 
Technological Studies. 

Fenton, W. (2018). The best learning management systems (LMS) for 2018. 
PCMag. Accessed on: https://www.pcmag.com/roundup/336308/the-best-
lms-learning-management-systems 

Fenwick, T. J. (2004). Teacher learning and professional growth plans: 
Implementation of a policy. Journal of Curriculum & Supervision, 19(3), 
259-282. 

Fink, A. (2010) Conducting research literature reviews: From the Internet to 
paper.  London, UK, Sage. 

Fogarty, P., Frantz, S., Hirschfeld, J., Keating, S., Lafont, E., Lufkin, B., . . . 
Turits, M. (2020). Coronavirus: How the world of work may change forever. 
London: BBC. Accessed on: 
https://www.bbc.com/worklife/article/20201023-coronavirus-how-will-the-
pandemic-change-the-waywe-work      

https://www.edb.gov.hk/attachment/en/student-parents/ncs-students/overview/Edu%20Opportunities%20in%20HK_Oct_2021_EN.pdf
https://www.edb.gov.hk/attachment/en/student-parents/ncs-students/overview/Edu%20Opportunities%20in%20HK_Oct_2021_EN.pdf
ttps://www.pcmag.com/roundup/336308/the-best-lms-learning-management-systems%0d
ttps://www.pcmag.com/roundup/336308/the-best-lms-learning-management-systems%0d
https://www.bbc.com/worklife/article/20201023-coronavirus-how-will-the-pandemic-change-the-waywe-work
https://www.bbc.com/worklife/article/20201023-coronavirus-how-will-the-pandemic-change-the-waywe-work


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 266 

Fontana, A., & Frey, J. H. (2000). The interview: From structured questions to 
negotiated text. Handbook of qualitative research, 2(6), 645-672. 

Foote, M. Q., & Gau Bartell, T. (2011). Pathways to equity in mathematics 
education: How life experiences impact researcher 
positionality. Educational Studies in Mathematics, 78(1), 45-68. 

Fox, R., & Henri, J. (2005). Understanding teacher mindsets: IT and change in 
Hong Kong schools. Educational Technology & Society, 8(2), 161–169. 

Fraser, C., Kennedy, A., Reid, L., & Mckinney, S. (2007). Teachers’ continuing 
professional development: Contested concepts, understandings and 
models. Journal of In-service Education, 33(2), 153-169. 

Fullan, M. (2001). The new meaning of educational change. New York: 
Routledge. 

Fullan, M., & Hargreaves, A. (2014). Teacher development and educational 
change. New York: Routledge. 

Gage, N. L. (1989). The paradigm wars and their aftermath: A “historical” sketch 
of research on teaching since 1989. Educational Researcher, 18(7), 4-10. 

Gao, L., & Watkins, D. A. (2002). Conceptions of teaching held by school 
science teachers in P.R China: Identification and cross-cultural 
comparison. International Journal of Science Education, 24(1), 67-79. 

Girvan, C., Conneely, C., & Tangney, B. (2016). Extending experiential learning 
in teacher professional development. Teaching and teacher education, 58, 
129-139. 

Glesne, C., & Peshkin, A. (1992). Becoming qualitative researchers: An 
introduction. White Plains, NY: Longman. 

Golafshani, N. (2003). Understanding reliability and validity in qualitative 
research. The Qualitative Report, 8(4), 597-607. 

Goldenberg, C., & Gallimore, R. (1991). Changing teaching takes more than a 
one-shot workshop. Educational leadership, 49(3), 69-72. 

Goldring, R., Gray, L., & Biggerman, A. (2013). Characteristics of public and 
private elementary and secondary school teachers in the United States: 
Results from the 2011-12 schools staffing survey (NCES 2013-314). 
Washington, DC: National Center for Education Statistics, U.S. 
Department of Education. 

Goos, M., O'Donoghue, J., NiRiodain, M., Faulkner, F., Hall, T., & O'Meara, N. 
(2020). Designing a national blended learning program for "out-of-field" 
mathematics teacher professional development. ZDM Mathematics 
Education, 52(5), 893-905. 

Gon, S., & Rawekar, A. (2017).  Effectivity of e-learning through WhatsApp as a 
teaching-learning tool.  MVP Journal of Medical Sciences, 4(1), 19-25. 

González-Carriedo, R., & Esprívalo Harrell, P. (2018). Teachers' attitudes 
toward technology in a two-way dual-language program. Computers in the 
Schools, 35(2), 111-133.  

González-Martínez, J. A., Bote-Lorenzo, M. L., Gómez-Sánchez, E., & Cano-
Parra, R. (2015). Cloud computing and education: A state-of-the-art 
survey. Computers & Education, 80(1), 132-151. 

Gray, S.L. (2005). An enquiry into continuing professional development for 
teachers. London: Esmee Fairbairn Foundation. Accessed on: 
http://www.esmeefairbairn.org.uk/docs/Education-Rep.pdf    

Griffin, G. A. (1983).  Introduction: The work of staff development.  In G. A. 
Griffin (Ed.), Staff development: Eighty-second yearbook of the National 
Society for the Study of Education, pp. 48-55.  Chicago: University of 
Chicago Press. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 267 

Griffin, P., Wood, K., Storey, P., Wong, E. K. P., & Fung, W. Y. W. (2007). 
Evaluation of the Native-speaking English Teacher scheme for primary 
schools in Hong Kong: 2004-2006 (Research report). Melbourne, Victoria: 
The University of Melbourne. 

Groundwater-Smith, S. (2012). Mentoring teacher inquiry: Lessons in lesson 
study. In: S. J. Fletcher & C. A. Mullen (Eds.), The Sage handbook of 
mentoring and coaching in education, pp. 494-505, Thousand Oaks, CA: 
Sage. 

Guba, E. G. (1981). Criteria for assessing the trustworthiness of naturalistic 
inquiries. Educational Technology Research and Development, 29(2), 75-
91. 

Guskey, T. R. (2002).  Professional development and teacher change. 
Teachers and Teaching, 8(3), 381–391. 

Hafner, C. A. (2019). Digital literacies for English language learners. In X. S. 
Gao (Ed.), Second handbook of English language teaching. Singapore, 
Springer International Handbooks of Education, 1-19. 

Hafner, C. A., & Ho, W. Y. J. (2020). Assessing digital multimodal composing in 
second language writing: Towards a process-based model. Journal of 
Second Language Writing, 47, 100710.  

Hairon, S., & C. Tan. (2017).  Professional learning communities in Singapore 
and Shanghai: Implications for teacher collaboration. Compare, 47(1), 91-
104. 

Hallam, S. (2004). Homework: The evidence. London: Institute of Education. 
Hansen, A. (2018). Doing urban development fieldwork: Motorbike ethnography 

in Hanoi. London: Sage. 
Harfitt, G. (2013). Why ‘small’ can be better: An exploration of the relationships 

between class size and pedagogical practices. Research Papers in 
Education, 28(3), 330-345.  

Hargreaves, A. (1994). Changing teachers, changing times: Teachers' work and 
culture in the postmodern age. London, UK: Cassell. 

Harwood, T., & Clarke, J. (2006). Grounding continuous professional 
development (CPD) in teaching practice. Innovations in Education and 
Teaching International, 43(1), 29-39. 

Hattie, K. (2009). Visible learning: A synthesis of over 800 meta-analyses 
relating to achievement. London, Routledge. 

Haughland, S., & Wright, J. (1997). Young children and technology: A world of 
discovery. London: Allyn and Bacon. 

Hayes, D. (2000). Cascade training and teachers' professional 
development. ELT Journal, 54(2), 135-145. 

Heggart, K. R., & Yoo, J. (2018).  Getting the most from Google classroom: A 
pedagogical framework for tertiary educators.  Australian  Journal of 
Teacher Education, 43(3), 140-153.  

Hines, S., Ramsbotham, J., & Coyer, F. (2016). Interventions for improving the 
research literacy of nurses: A systematic review. JBI Database of 
Systematic Reviews and Implementation Reports, 14(2), 256-294. 

Hird, B., Thwaite, A., & Breen, M., et al. (2000). Teaching English as a second 
language to children and adults: Variations in practice. Language 
Teaching Research. 4(1), 3-32. 

Ho, V. T., Nakamori, Y., Ho, T. B., & Lim, C. P. (2016). Blended learning model 
on hands-on approach for in-service secondary school teachers: 
Combination of e-learning and face-to-face discussion. Education and 
Information Technologies, 21(1), 185-208. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 268 

Hodges, C., Moore, S., Lockee, B., Trust, T., & Bond, A. (2020). The difference 
between emergency remote teaching and online learning. EDUCAUSE 
Review. Blacksburg VA: School of Education, Virginia Tech. Accessed on: 
https://er.educause.edu/articles/%202020/3/the-difference-between-
emergency-remote-teaching-and-online-learning   

Hoffmann-Dumienski, K. (2016). Professional development across the islands 
of the South Pacific: A perspective of a blended learning facilitator. Journal 
of Open, Flexible and Distance Learning, 20(2), 66-78. 

Holden, R. R. (2010). Face validity. In: I. Weiner., & W. Craighead. (Eds.), The 
Corsini Encyclopedia of Psychology (4th ed.). Hoboken, New Jersey: 
Wiley. doi:10.1002/9780470479216.corpsy0341 

Holliday, A. (1994). Appropriate methodology and social context. Cambridge: 
Cambridge University Press. 

Holmes, A. G. D. (2020). Researcher positionality: A consideration of its 
influence and place in qualitative research: A new researcher 
guide. Shanlax International Journal of Education, 8(4), 1-10. 

Hoover R. S., & Koerber, A. L. (2011). Using NVivo to answer the challenges of 
qualitative research in professional communication: Benefits and best 
practices tutorial. Institute of Electrical and Electrical Engineers 
Transactions on Professional Communication, 54(1), 68–82. 
doi:10.1109/TPC.2009.2036896 

Hong Kong Population. (2022). Worldometer. Accessed on: 
https://www.worldometers.info/world-population/china-hong-kong-sar-
population/  

Horn, I. S., & Little, J. W. (2010). Attending to problems of practice: Routines 
and resources for professional learning in teachers' workplace 
interactions. American Educational Research Journal, 47(1), 181-217. 

Houston‐Price, C., & Nakai, S. (2004). Distinguishing novelty and familiarity 

effects in infant preference procedures: Infant and child development. An 
International Journal of Research and Practice, 13(4), 341-348. 

Howe, K. R. (1988). Against the quantitative-qualitative incompatibility thesis, 
or, dogmas die hard. Educational Researcher, 17(8), 10-16. 

Huang, J., Lock, K. & Teng, F. (2019). Autonomy in English language teaching: 
A case study of novice secondary school teachers in Hong Kong. Chinese 
Journal of Applied Linguistics, 42(1), 3-20. 

Hundey, B., Anstey, L., Cruickshank, H., & Watson, G.P.L. (2020). Mentoring 
faculty online: A literature review and recommendations for web-based 
programs. International Journal for Academic Development, 25(3), 232-
246. 

Ingvarson, L. (1987). Models of in-service education and their implications for 
professional development policy. Independent Education, 17(2), 23-32. 

Iqbal, S., & Pipon-Young, L. (2009). Methods -The Delphi method: A guide.  
Psychologist, 22(7), 598. 

Islam, A., Kasem, F. B. A., Khan, S.-U.-Z., Habib, T., & Ahmed, F. (2017). 
Cloud computing in education: Potentials and challenges for Bangladesh. 
International Journal of Computer Science, Engineering and Applications, 
7(5), 11-21.  

Ismail, S. S., & Abdulla, S. A. (2019). Virtual flipped classroom: New teaching 
model to grant the learners knowledge and motivation. Journal of 
Technology and Science Education, 9(2), 168-183. 

Jackson, K., & Bazeley, P. (2019). Qualitative data analysis with NVivo. 
London, Sage. 

https://er.educause.edu/articles/%202020/3/the-difference-between-emergency-remote-teaching-and-online-learning
https://er.educause.edu/articles/%202020/3/the-difference-between-emergency-remote-teaching-and-online-learning
https://www.worldometers.info/world-population/china-hong-kong-sar-population/
https://www.worldometers.info/world-population/china-hong-kong-sar-population/


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 269 

Jackson C. B., Quetsch, L.B., Brabson, L. A., & Herschell, A. D. (2018). Web-
based training methods for behavioral health providers: A systematic 
review. Administration and Policy in Mental Health and Mental Health 
Services Research, 45(4), 587-610. 

Jeon, M., & Lee, J. (2006). Hiring native-speaking English teachers in East 
Asian countries. English Today, 22(4), 53-58.  

Johnson, B., & Turner, L. A. (2003). Data collection strategies in mixed methods 
research. In: A. Tashakkori., & C. Teddlie. Handbook of mixed methods in 
social and behavioural research, pp. 297-319. Thousand Oaks, California: 
Sage. 

Johnson, K. E., & Golombek, P. R. (2011). Research on second language 
teacher education: A sociocultural perspective on professional 
development. New York, NY: Routledge. 

Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a definition 
of mixed methods research. Journal of Mixed Methods Research, 1(2), 
112-133. 

Jonassen, D. H. (2003). Learning to solve problems with technology: A 
constructivist perspective. Upper Saddle River, NJ: Prentice Hall. 

Joyce, B. R., & Calhoun, E. (2010). Models of professional development: A 
celebration of educators. Thousand Oaks, California: Corwin. 

Kali, Y., McKenney, S., & Sagy, O. (2015). Teachers as designers of technology 
enhanced learning. Instructional Science, 43(2), 173-179. 

Keengwe, J., & Onchwari, G. (2009). Technology and early childhood 
education: A technology integration professional development model for 
practicing teachers. Early Childhood Education Journal, 37(3), 209-218. 
doi:10.1007/s10643-009-0341-0 

Kelchtermans, G., & Vandenberghe, R. (1994). Teachers’ professional 
development: A biographical perspective. Journal of Curriculum Studies, 
26(1), 45-62. doi:10.1080/0022027940260103 

Kember, D. (2000). Misconceptions about the learning approaches, motivation 
and study practices of Asian students. Higher Education, 40(1), 99-121.  

Kempen, M. & Steyn, G.M. (2016). Proposing a continuous professional 
development model to support and enhance professional learning of 
teachers in special schools in South Africa. International Journal of Special 
Education. 31(1), 32-45. 

Kennedy, A. (2005). Models of continuing professional development: A 
framework for analysis. Journal of In-service Education, 31(2), 235-250. 

Kennedy, A. (2014). Models of continuing professional development: A 
framework of analysis. Professional Development in Education, 40(3), 
336-351. 

Kennedy, A. (2016). Professional learning in and for communities: Seeking 
alternative discourses. Professional Development in Education, 42(5), 
667-670. 

Kennedy, E. (2021). Blended learning in teacher education & training: Findings 
from research & practice. Brussels, Belgium: European Schoolnet. 

Kidd, W., & Murray, J. (2020). The Covid-19 pandemic and its effects on 
teacher education in England: How teacher educators moved practicum 
learning online. European Journal of Teacher Education, 43(4), 542-558. 

King, K. P., & Lawler, P. A. (2003). Trends and issues in the professional 
development of teachers of adults. New Directions for Adult and 
Continuing Education, 2003(98), 5-14. 

http://dx.doi.org/10.1007/s10643-009-0341-0


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 270 

Knight, J., & van Nieuwerburgh, C. (2012). Instructional coaching: A focus on 
practice. Coaching: An International Journal of Theory, Research and 
Practice, 5(2), 100-112. 

Knowles, M. S. (1980). From pedagogy to andragogy 2nd ed. New York, NY: 
Cambridge Books. 

Knowles, M. S., Holton III, E. F., & Swanson, R. A. (2014). The adult learner: 
The definitive classic in adult education and human resource 
development. Ney York: Routledge. 

Konhke, L., & Moorhouse, B. (2022). Facilitating synchronous online language 
learning through zoom. RELC Journal, 53(1), 296-301.  

Konokman, G. Y., & Yelken, T. Y. (2016). Preparing digital stories through the 
inquiry-based learning approach: Its effect on prospective teachers’ 
resistive behaviours toward research and technology-based 
instruction. Educational Sciences: Theory & Practice, 16(6), 2141-2165. 

Kopp, M., Groblinger, O., & Adams, S. (2019). Five common assumptions that 
prevent digital transformation at higher education institutions. INTED2019 
Proceedings, 1448-1457. 11th-13th March 2019, Valencia, Spain. 
Accessed on: https://online.uni-
graz.at/kfu_online/wbFPCompsCallBacks.cbExecuteDownload?pDocStore
Nr=5135114#:~:text=Change%20%E2%80%9CDigital%20transformation
%20does%20not,%E2%80%9CDigitalization%20exceeds%20our%20bud
get.%E2%80%9D   

Korobeinikova, T. I., Volkova, N. P., Kozhushko, S. P., Holub, D. O., Zinukova, 
N. V., Kozhushkina, T. L., & Vakarchuk, S. B. (2020). Google cloud 
services as a way to enhance learning and teaching at university. In: A. E., 
Kiv., & M. P. Shyshkina (Eds.), Proceedings of the 7th workshop on cloud 
technologies in education (CTE 2019), Kryvyi Rih, Ukraine, December 20, 
2019. CEUR workshop proceedings, 2643, 106–118. Accessed on: 
http://ceur-ws.org/Vol-2643/paper05.pdf  (2020) 

Kraft, M. A., Blazar, D., & Hogan, D. (2018). The effect of teacher coaching on 
instruction and achievement: A meta-analysis of the causal evidence. 
Review of Educational Research, 88(4), 547-588. 

Kraft, M. A., Simon, N. S., & Lyon, M. A. (2020). Sustaining a Sense of 
Success: The Importance of Teacher Working Conditions during the 
COVID-19 Pandemic. EdWorkingPaper No. 20-279. Annenberg Institute 
for School Reform at Brown University. 

Krasnova, L., & Shurygin, V. (2019). Blended learning of physics in the context 
of the professional development of teachers. International Journal of 
Emerging Technologies in Learning, 14(23), 17-32. 

Krosnick, J. A. (2018). Questionnaire design. In D. Vannette,. & J. Krosnick. 
(Eds.), The Palgrave handbook of survey research, pp. 439-455. Utah 
USA: Palgrave Macmillan. 

Krouwel, M., Jolly, K., & Greenfield, S. (2019). Comparing Skype (video calling) 
and in-person qualitative interview modes in a study of people with irritable 
bowel syndrome: An exploratory comparative analysis.  BioMed Central 
Medical Research Methodology, 19(1), 1-9. 

Lai, C., Li, Z., & Gong, Y. (2016). Teacher agency and professional learning in 
cross-cultural teaching contexts: Accounts of Chinese teachers from 
international schools in Hong Kong. Teaching and Teacher Education, 54, 
12-21.  

https://online.uni-graz.at/kfu_online/wbFPCompsCallBacks.cbExecuteDownload?pDocStoreNr=5135114#:~:text=Change%20%E2%80%9CDigital%20transformation%20does%20not,%E2%80%9CDigitalization%20exceeds%20our%20budget.%E2%80%9D
https://online.uni-graz.at/kfu_online/wbFPCompsCallBacks.cbExecuteDownload?pDocStoreNr=5135114#:~:text=Change%20%E2%80%9CDigital%20transformation%20does%20not,%E2%80%9CDigitalization%20exceeds%20our%20budget.%E2%80%9D
https://online.uni-graz.at/kfu_online/wbFPCompsCallBacks.cbExecuteDownload?pDocStoreNr=5135114#:~:text=Change%20%E2%80%9CDigital%20transformation%20does%20not,%E2%80%9CDigitalization%20exceeds%20our%20budget.%E2%80%9D
https://online.uni-graz.at/kfu_online/wbFPCompsCallBacks.cbExecuteDownload?pDocStoreNr=5135114#:~:text=Change%20%E2%80%9CDigital%20transformation%20does%20not,%E2%80%9CDigitalization%20exceeds%20our%20budget.%E2%80%9D
https://online.uni-graz.at/kfu_online/wbFPCompsCallBacks.cbExecuteDownload?pDocStoreNr=5135114#:~:text=Change%20%E2%80%9CDigital%20transformation%20does%20not,%E2%80%9CDigitalization%20exceeds%20our%20budget.%E2%80%9D
http://ceur-ws.org/Vol-2643/paper05.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 271 

Lai, K. C., & Grossman, D. (2008). Alternate routes in initial teacher education: 
A critical review of the research and policy implications for Hong 
Kong. Journal of Education for Teaching, 34(4), 261-275. 

Lantolf, J. P. (2000). Sociocultural theory and second language learning. 
Oxford: Oxford University Press. 

Lau, S. S., Shum, E. N., Man, J. O., Cheung, E. T., Amoah, P. A., Leung, A. 
Y., ... & Dadaczynski, K. (2022). Teachers’ Well-Being and Associated 
Factors during the COVID-19 Pandemic: A Cross-Sectional Study in Hong 
Kong, China. International Journal of Environmental Research and Public 
Health, 19(22), 14661. 

Laurillard, D. (2016). The educational problem that MOOCs could solve: 
Professional development for teachers of disadvantage students. 
Research in Learning Technology, 24. Accessed on: 
https://doi.org/10.3402/rlt.v24.29369   

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral 
participation. New York: Cambridge University Press. 

Lee, I. (2011). Teachers as presenters at continuing professional development 
seminars in English-as-a-foreign-language context: ‘I find it more 
convincing’. Australian Journal of Teacher Education, 36(2), 30-42.  

Leech, N. L., & Onwuegbuzie, A. J. (2002). A call for greater use of 
nonparametric statistics. Paper presented at the annual meeting of the 
mid-south educational research association, Chattanooga, TN. 6-8 
November, 2002.  Access on: http://files.eric.ed.gov/fulltext/ED471346.pdf   

Li, J. (2003). U.S. and Chinese beliefs about learning. Journal of Educational 
Psychology, 95(2), 258-267.  

Li, L., & Walsh, S. (2010). Technology uptake in Chinese-English as a foreign 
language (EFL) classes language teaching research. Exeter: University of 
Exeter. 

Liaw, S. S., & Huang, H. M. (2013).  Perceived satisfaction, perceived 
usefulness and interactive learning environments as predictors to self-
regulation in e-learning environments. Computers & Education, 60, 14–
24.  

Lieberman, A. (1995). Practices that support teacher development: 
Transforming conceptions of professional learning. Innovating and 
evaluating science education, 95(64), 67-78. 

Lincoln, Y. S., and Guba, E. (1985). Naturalistic enquiry. Beverley Hills: CA: 
Sage. 

Lofland, J., Snow, D., Anderson, L., & Loftland, L. H. (2006). Developing 
analysis. In: J. Loftland., & L. Lofland. (Eds.), Analyzing social settings: A 
guide to qualitative observation and analysis, pp. 195-219. Belmont, CA: 
Thomson Wadsworth. 

Lortie, D. (1975). Schoolteacher: A sociological study. Chicago: University of 
Chicago Press. 

Loughland, T. (2012). Teacher professional learning in pursuit of the common 
good: A discussion of the role of demonstration schools in teacher 
education. McGill Journal of Education, 47(1), 53-68. 

Lynch, K., Hill, H. C., Gonzalez, K. E., & Pollard, C. (2019). Strengthening the 
research base that informs STEM instructional improvement efforts: A 
meta-analysis. Educational Evaluation and Policy Analysis, 41(3), 260-
293.  

https://doi.org/10.3402/rlt.v24.29369
http://files.eric.ed.gov/fulltext/ED471346.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 272 

Ma, L. P. F. (2012). Strengths and weaknesses of NESTs and NNESTs: 
Perceptions of NNESTs in Hong Kong. Linguistics and Education, 23(1), 
1-15.  

Maher, D., & Prescott, A. (2017). Professional development for rural and remote 
teachers using video conferencing. Asia-Pacific Journal of Teacher 
Education, 45(5), 520-538. 

Mak, B. (2010). The professional development needs of Hong Kong ESL 
teachers. Asia Pacific Education Review, 11(3), 397-410. 
doi:10.1007/s12564-010-9073-5 

Marilyn, C. S., Lytleb, S. L. (2004). Practitioner inquiry, knowledge, and 
university culture. In: J. Loughran., M. Hamilton., V. LaBoskey., & T. 
Russell. (eds.), International handbook of self-study of teaching and 
teacher education practices, pp. 601-649. Springer International 
Handbooks of Education, vol 12. Springer, Dordrecht. 
doi.org/10.1007/978-1-4020-6545-3_16 

Marsh, B., & Mitchell, N. (2014). The role of video in teacher professional 
development. Teacher Development, 18(3), 403-417. 

Marzano, R. J. (2003). What works in schools: Translating research into action.  
Alexandria, VA: Association for Supervision and Curriculum Development. 

Mayer, D. (2014). Forty years of teacher education in Australia: 1974–2014. 
Journal of Education for Teaching, 40(5), 461-473. 
doi:10.1080/02607476.2014.956536. 

Mayes, T., & De Freitas, S. (2004). Review of e-learning theories, frameworks 
and models. London: The Joint Information Systems Committee. 
Accessed on: http://researchrepository.murdoch.edu.au/id/eprint/32662    

McCarney, R., Warner, J., Iliffe, S., Van Haselen, R., Griffin, M., & Fisher, P. 
(2007). The Hawthorne Effect: A randomised, controlled trial. BMC 
Medical Research Methodology, 7(1), 1-8. 

McDonald, J., & Cater-Steel, A. (2016). Communities of practice: Facilitating 
social learning in higher education. New York: Springer. 

McLaughlin, C., Black-Hawkins, K., & McIntyre, D. (2004). Researching 
teachers, researching schools, researching networks: A review of the 
literature. Cambridge: University of Cambridge. Accessed on: 
http://www.educ.cam.ac.uk/research/projects/super/ReviewOfLiterature.pd
f  

McMurray, A., Pace, W., & Scott, D. (2004). Research: A common sense 
approach. Southbank Victoria, Australia: Tomson Social Science Press.  

Means, B., Toyama, Y., Murphy, R., Bakia, M., & Jones, K. (2009). Evaluation 
of evidence-based practices in online learning: A meta-analysis and 
review of online learning studies. Washington D.C., USA: U.S. Department 
of Education.  

Meesuk, P., Sramoon, B., and Wongrugsa., A. (2020). Classroom action 
research-based instruction: The sustainable teacher professional 
development strategy. Journal of Teacher Education for Sustainability, 
22(1), 98-110. 

Mertens, D. M. (2005). Research methods in education and psychology: 
Integrating diversity with quantitative and qualitative approaches (2nd ed.). 
Thousand Oaks, CA: Sage. 

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded 
sourcebook. London: Sage. 

http://researchrepository.murdoch.edu.au/id/eprint/32662
http://www.educ.cam.ac.uk/research/projects/super/ReviewOfLiterature.pdf
http://www.educ.cam.ac.uk/research/projects/super/ReviewOfLiterature.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 273 

Minott, M. A. (2010). Reflective teaching as self‐directed professional 
development: building practical or work‐related knowledge. Professional 

development in education, 36(1-2), 325-338. 
Mizell, H. (2010). Why professional development matters.  Oxford, OH: 

Learning Forward. Accessed on: https://learningforward.org/wp-
content/uploads/2017/08/professional-development-matters.pdf 

Mooney, P. (2006). The long road ahead for China’s universities. The Chronicle 
of Higher Education, 52(37), A42-46.  

Moorhouse, B. L. (2018). Standardized homework practices and teacher 
autonomy: Experiences of primary English language teachers in Hong 
Kong. The Asia-Pacific Education Researcher, 27(5), 345-354. 

Moorhouse, B. L. (2020).  Adaptations to a face-to-face initial teacher education 
course 'forced' online due to the COVID-19 pandemic.  Journal of 
Education for Teaching, 1-3, 609-611. 

Moorhouse, B. L. (2021). Beginning teaching during COVID-19: Newly qualified 
Hong Kong teachers' preparedness for teaching online. Educational 
Studies, 1-17. 

Moorhouse, B. L., & Harfitt, G. J. (2021). Pre-service and in-service teachers’ 
professional learning through the pedagogical exchange of ideas during a 
teaching abroad experience. Asia-Pacific Journal of Teacher Education, 
49(2), 230-244. 

Moorhouse, B. L., Li, Y., & Walsh, S. (2021). E-classroom interactional 
competencies: Mediating and assisting language learning during 
synchronous online lessons. RELC Journal, 0033688220985274. 

Moorhouse, B. L., Lee, J., & Herd, S. (2021). Providing remote school-based 
professional support to teachers during school closures caused by the 
COVID-19 pandemic. Learning: Research and Practice, 7(1), 5-19.  

Moorhouse, B. L., & Oh, H. M. (2019). Students as partners beyond formal 
education: A mentoring partnership in the first year of teaching. 
International Journal for Students as Partners, 3(2), 156-162. 

Moorhouse, B. L., & Wong, K. M. (2021). The COVID-19 pandemic as a catalyst 
for teacher pedagogical and technological innovation and development: 
Teachers’ perspectives. Asia Pacific Journal of Education, 42(1), 105-120. 

Morris, P. & Adamson, B. (2010). Curriculum, schooling & society in Hong 
Kong. Hong Kong: Hong Kong University Press. 

Moskowitz, G. (1976). The classroom interaction of outstanding foreign 
language instructors.  Foreign Language Annals, 9(2), 135-143. 

Muijs, D., & Harris, A. (2003). Teacher leadership, improvement through 
empowerment?: An overview of the literature. Educational Management & 
Administration, 31(4), 437-448. doi:10.1177/0263211x030314007 

Mulford, B. (2003). School leaders: Challenging roles and impact on teacher 
and school effectiveness. A paper prepared for the OECD Improving 
School Leadership activity. Paris: OECD. Accessed on: 
https://www.academia.edu/download/48599064/37133393.pdf  

Mullen, C. A. (2005). Mentorship primer (Vol. 6). New York, NY: Peter Lang. 
Mullen, C. A. (2016). Alternative mentoring types. Kappa Delta Pi 

Record, 52(3), 132-136. 
Mumtaz, S. (2000). Factors affecting teachers' use of information and 

communications technology: A review of the literature. Journal of 
Information Technology for Teacher Education, 9(3), 319-342. 

https://learningforward.org/wp-content/uploads/2017/08/professional-development-matters.pdf
https://learningforward.org/wp-content/uploads/2017/08/professional-development-matters.pdf
https://www.academia.edu/download/48599064/37133393.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 274 

Mushayikwa, E., & Lubben, F. (2009). Self-directed professional development: 
Hope for teachers working in deprived environments?. Teaching and 
Teacher Education, 25(3), 375-382. 

Naaeke, A., Kurylo, A., Grabowski, M., Linton, D., & Radford, M. L. (2011). 
Insider and outsider perspective in ethnographic research. Proceedings of 
the New York State Communication Association, 2010(1), 9. 

Namey, E., Guest, G., Thairu, L., & Johnson, L. (2008). Data reduction 
techniques for large qualitative data sets. In G. Guest., & K. MacQueen. 
(Eds.), Handbook for Team-based Qualitative Research, pp. 137-161.  
New York: Altamira Press.  

Nauman, G. (2011). Synthesising the academic and the everyday: A Chinese 
teacher's developing conceptualisation of literacy. In: K. Johnson., & P. 
Golombek. (Eds.), Research on Second Language Teacher Education, pp. 
116-132. New York: Routledge. 

Ndlovu, M., & Hanekom, P.  (2014). Overcoming the limited interactivity in 
telematic sessions for in-service secondary mathematics and science 
teachers. EDULEARN14 Conference 7th-9th July. Accessed on: 
https://www.researchgate.net/profile/Mdu-
Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERAC
TIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-
SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/
links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-
INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-
SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf   

Newman, I., Benz, C. R., & Ridenour, C. S. (1998). Qualitative-quantitative 
research methodology: Exploring the interactive continuum. Carbondale, 
IL: Southen Illnois University Press. 

Ng, S. W., & Chan, T. M. K. (2014). Continuing professional development for 
middle leaders in primary schools in Hong Kong. Journal of Educational 
Administration, 52(6), 869-886. 

Nixon, A., & Odoyo, C. O. (2020). Ethnography, its strengths, weaknesses and 
its application in information technology and communication as a research 
design. Computer Science and Information Technology, 8(2), 50-56. 

Norris, N. (1997). Error, bias and validity in qualitative research. Educational 
Action Research, 5(1), 172-176. 

Nunan, D., & Bailey, K. M. (2009). Exploring second language classroom 
research: A comprehensive guide. Boston, MA: Heinle and Cengage 
Learning. 

OECD (2014), Education at a glance 2014: OECD Indicators. Paris: OECD 
Publishing. http://dx.doi.org/10.1787/eag-2014-en. 

OECD (2019), How teachers update their teaching skills to cope with the rapidly 
changing world, Teaching in Focus, No. 28, 1-6. Paris: OECD Publishing. 
Accessed on: https://doi.org/10.1787/282b9edd-en. 

OECD Staff. (2019). TALIS 2018 Results: Teachers and School Leaders as 
Lifelong Learners. Paris: OECD Publishing. 

Onwuegbuzie, A. J. (2002). Positivists, post-positivists, post-structuralists, and 
post-modernists: Why can’t we all get along? Towards a framework for 
unifying research paradigms. Education, 122(3), 518530. 

Opdenakker, R. (2006).  Advantages and disadvantages of four interview 
techniques in qualitative research. Forum Qualitative Sozialforschung / 
Forum: Qualitative Social Research, 7(4). Accessed on: 
https://doi.org/10.17169/fqs-7.4.175 

https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://www.researchgate.net/profile/Mdu-Ndlovu/publication/264117222_OVERCOMING_THE_LIMITED_INTERACTIVITY_IN_TELEMATIC_SESSIONS_FOR_IN-SERVICE_SECONDARY_MATHEMATICS_AND_SCIENCE_TEACHERS/links/00b7d53ce59005f586000000/OVERCOMING-THE-LIMITED-INTERACTIVITY-IN-TELEMATIC-SESSIONS-FOR-IN-SERVICE-SECONDARY-MATHEMATICS-AND-SCIENCE-TEACHERS.pdf
https://doi.org/10.1787/282b9edd-en


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 275 

Ortlieb, E., Cheek, E. H., Jr., & Semingson, P. (Eds.). (2018). Best practices in 
teaching digital literacies. Bingley, UK: Emerald Group Publishing. 

O’Sullivan, F. (1997). Learning organizations: Reengineering schools for lifelong 
learning. School Leadership and Management,17(2), 217-230. 

O’Sullivan, M. (2006). Lesson observation and quality in primary education as 
contextual teaching and learning processes. International Journal of 
Educational Development, 26(3), 246-260. 

Owston, R., Wideman, H., Murphy, J., & Lupshenyuk, D. (2008). Blended 
teacher professional development: A synthesis of three program 
evaluations. Internet and Higher Education, 11(3-4), 201-210. 

Paideya, V. (2020). Understanding remote teaching and learning challenges 
amidst the COVID-19 pandemic to enhance professional development: A 
systematic review of peer-reviewed journal articles, 2012-2020. In N. 
Mkhize., N. Ndimande-Hlongwa., L. Ramrathan., & J. Smit. (Eds.), 
Teaching and learning in higher education in the time of COVID-19, pp. 
142-161. Durban, South Africa: Alternation African Scholarship Book 
Series. Accessed on: http://alternation.ukzn.ac.za/Files/books/series-
03/12-aasbs-03-full-text.pdf  

Papa, R., and Papa, J. (2011). Leading adult learners: Preparing future leaders 
and professional development of those they need. In R. Papa (Ed.). 
Technology leadership for school improvement, pp. 91-108. London: 
Sage. 

Patton, M. (1990). Qualitative evaluation and research methods. Newbury Park, 
CA: Sage. 

Patton, M. (2002).  Qualitative research and evaluation methods (3rd Ed.).  
Thousand Oaks, CA: Sage. 

Patton, M. (2015). Qualitative research & evaluation methods (4th Ed.).  
Thousand Oaks, CA: Sage. 

Patton, K., Parker, M., & Tannehill, D. (2015). Helping teachers help 
themselves: Professional development that makes a difference. National 
Association of Secondary School Principals Bulletin, 99(1), 26-42. 

Payne, J. S. (2020). Developing L2 productive language skills online and the 
strategic use of instructional tools. Foreign Language Annals, 52(2), 243-
249. 

Peachey, N. (2017). Synchronous online learning. In: M. Carrie., R. M. 
Damerow., & K. M. Bailey (Eds.), Digital language learning and teaching: 
Research, theory, and practice, pp. 153-155. New York: Routledge.  

Pedder, D., Storey, A., & Opfer, V. D. (2008). Schools and continuing 
professional development (CPD) in England – State of the nation research 
study: policy context, aims and design. Curriculum Journal, 21(4), 365-
394.  

Pennington, M. C. (1995). Pattern and variation in use of two languages in the 
Hong Kong secondary English Class. RELC Journal, 26(2), 80-105. 

Penuel, W., Fishman, B., Yamaguchi, R., & Gallagher, L. (2007). What makes 
professional development effective?: Strategies that foster curriculum 
implementation. American Educational Research Journal, 44(4), 921-958. 

Petrovska, S., Sivevska, D., Popeska, B., & Runcheva, J. (2018). Mentoring in 
the teaching profession. International Journal of Cognitive Research in 
Science, Engineering and Education, 6(2), 47-56. 

Pharis, T. J., Wu, E., Sullivan, S., & Moore, L. S. (2019). Improving teacher 
quality: Professional development implication from teacher professional 

http://alternation.ukzn.ac.za/Files/books/series-03/12-aasbs-03-full-text.pdf
http://alternation.ukzn.ac.za/Files/books/series-03/12-aasbs-03-full-text.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 276 

growth and effectiveness system implementation in rural Kentucky high 
school. Educational Research Quarterly, 42(3). 29-48.  

Phillips, P. P., Phillips, J. J., & Aaron, B. (2013). Survey basics. Alexandria, 
Virginia: American Society for Training and Development.  

Philipsen, B. (2019). A professional development process model for online and 
blended learning: Introducing digital capital. Contemporary Issues in 
Technology and Teacher Education, 19(4), 850-867. 

Philipsen, B., Tondeur, J., Pareja Roblin, N., Vanslambrouck, S., & Zhu, C. 
(2019). Improving teacher professional development for online and 
blended learning: A systematic meta-aggregative review. Educational 
Technology Research and Development, 67(5), 1145-1174. 

Poole, T., Fitzgerald, A., & Dann, C. (2020). Effective online professional 
development: Teaher perceptions, practices, and preferences. Educational 
Philosophy and Theory, Preprint. Research Square. 
doi.org/10.21203/rs.3.rs-79141/v1 

Pyrko, I., Dorfler, V., & Eden, C. (2017). Thinking together: What makes 
communities of practice work?. Human Relations, 70(4), 389-904 

Ramírez-Montoya, M. S., Andrade-Vargas, L., Rivera-Rogel, D., & Portuguez-
Castro, M. (2021). Trends for the future of education programs for 
professional development. Sustainability, 13(13), 7244.  

Razak, R. A., Kandan, N., & Yusop, F. D. (2015). Experiencing virtual training 
via e-CPD: Analysis of creative thinking skills.  International Journal of 
Information and Education Technology, 5(8), 605. 

Rehn, N., Maor, D., & McConney, A. (2018). The specific skills required of 
teachers who deliver K–12 distance education courses by synchronous 
videoconference: Implications for training and professional development. 
Technology, Pedagogy and Education, 27(4), 417–429.  

Rhodes, C. & Beneicke, S. (2002). Coaching, mentoring and peer-networking: 
Challenges for the management of teacher professional development in 
schools. Journal of In-service Education, 28(2), 297-310. 

Rich, S. (2014). International perspectives on teaching English to young 
learners. Basingstoke England: Palgrave & Macmillan. 

Richards, J. C., & Farrell, T. S. (2005). Professional development for language 
teachers: Strategies for teacher learning. Cambridge University Press. 

Richards, J. C., Gallo, P. B., & Renandya, W. A. (2001).  Exploring teachers’ 
beliefs and the processes of change.  The PAC Journal, 1(1), 41–58. 

Richards, K. (2003). Qualitative inquiry in TESOL. New York, NY: Palgrave 
Macmillan. 

Ridley, D. (2008). The literature review: A step-by-step guide for students. 
London, UK: Sage. 

Robbins, P. (1999). Mentoring. Journal of Staff Development, 30(3), 40-42. 

Robinson, W. (2004). Power to teach: Learning through practice. London, UK: 
Routledge Falmer. 

Rogers, C. R. (1983). Freedom to learn for the 80s. Columbus, OH: Merrill. 

Rogers, A., & Horrocks, N. (2010). Teaching adults (4th ed.). Berkshire England: 
McGraw-Hill Education. 

Rosaen, C. L., Lundeberg, M., Cooper, M., Fritzen, A., & Terpstra, M. (2008). 
Noticing noticing: How does investigation of video records change how 
teachers reflect on their experiences?. Journal of Teacher 
Education, 59(4), 347-360. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 277 

Rotermund, S., DeRoche, J., & Ottem, R. (2017). Teacher professional 
development by selected teacher and school characteristics, 2011-12 
(NCES 2017-200). Stats in Brief. Washington, DC: National Center for 
Education Statistics, U.S. Department of Education. 

Rudman, N. P. C. (2014). A review of homework literature as a precursor to 
practitioner-led doctoral research in a primary school. Research in 
Education, 91(1), 12-29. 

Ryan, A. M., & Pintrich, P. R. (1997). " Should I ask for help?" The role of 
motivation and attitudes in adolescents' help seeking in math 
class. Journal of Educational Psychology, 89(2), 329. 

Salkind, N. (2010). Encyclopedia of research design. Thousand Oaks, 
California: Sage. 

Salleh, H. (2016).  Facilitation for professional learning community 
conversations in Singapore.  Asia Pacific Journal of Education, 36(2), 285-
300.  

Sandelowski, M. (2003). Tables or tableaux? The challenges of writing and 
reading mixed methods studies. In A. Tashakkori & C. Teddlie (Eds.), 
Handbook of mixed methods in social & behavioral research, pp. 321-350. 
Thousand Oaks, CA: Sage. 

Sanghera, G. S., & Thapar-Björkert, S. (2008). Methodological dilemmas: 
Gatekeepers and positionality in Bradford. Ethnic and racial studies, 31(3), 
543-562. 

Sandholtz, J. H., & Ringstaff, C. (2020). Offering modest supports to extend 
professional development outcomes and enhance elementary science 
teaching. Professional Development in Education, 48(4), 672-687. 
doi:10.1080/19415257.2020.1725594. 

Santos, L. (2016). Foreign language teachers’ professional development 
through peer observation programme. English Language Teaching, 9(10), 
39-46. 

Savin-Baden, M., & Howell-Major, C. (2013). Qualitative research: The essential 
guide to theory and practice. London: Routledge. 

Schollaert, R. (2011). Continuing professional development for the 21st century: 
Setting the scene for teacher induction in a new era. Beginning teachers: 
A challenge for educational systems–CIDREE Yearbook, 9-28. 

SCOLAR. (2003). Action plan to raise language standards in Hong Kong, Hong 
Kong: SCOLAR, Education and Manpower Bureau. 

Scott, S., Miller, F., & Lloyd, K. (2006). Doing fieldwork in development 
geography: Research culture and research spaces in 
Vietnam. Geographical Research, 44(1), 28-40. 

Semwal, M., Whiting, P., Bajpai, R., Bajpai, S., Kyaw, B. M., & Car, L. T. (2019). 
Digital education for health professions on smoking cessation 
management: Systematic review by the digital health education 
collaboration. Journal of Medical Internet Research, 21(3), e13000.  

Sheal, P. (1989). Classroom observation: Training the observers. ELT 
journal, 43(2), 92-104. 

Shenton, A. K. (2004). Strategies for ensuring trustworthiness in qualitative 
research projects. Education for Information, 22(2), 63-75. 

Shulman, L. S., & Shulman, J. H. (2009). How and what teachers learn: A 
shifting perspective.  Journal of Curriculum Studies, 36(2), 257-271. 

Silverman, D. (1993). Interpreting qualitative data: Methods for analyzing talk, 
text and interaction. London: Sage. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 278 

Singh, T., & Reyes-Portillo, J. (2020). Using technology to train clinicians in 
evidence-based treatment: A systematic review. Psychiatric Services, 
71(4), 364-377.  

Slethaug, G. E. (2007). Teaching abroad: International education and the cross-
cultural classroom. Hong Kong: Hong Kong University Press. 

So, D. W. (1996). Hong Kong language policy. Profiles of language education 
in, 25, 41-46. 

So, W. W., & Chen, Y. (2018). Why e-learning matters: developing early 
elementary school students' understanding of the Seasons. Asia-Pacific 
Forum on Science Learning and Teaching, 19(2), 1-14. 

Solomon, J. & Tresman, S. (1999). A model for continue professional 
development: Knowledge, belief and action. Journal of In-service 
Education, 25(2), 307-319. 

Somekh, B. (2007). Pedagogy and learning with ICT: Researching the art of 
innovation. London: Routledge. 

Sowa, E. (2014). Addressing intercultural awareness-raising in the young 
learner EFL classroom in Poland: Some teacher perspectives. In: S. Rich. 
(Ed). International perspectives on teaching English to young learners, pp. 
104-122. London: Palgrave Macmillan. 

Sparks, G. M. (1986). The effectiveness of alternative training activities in 
changing teaching practices. American Educational Research 
Journal, 23(2), 217-225. 

Spurgeon, S., & Bowen, J. L. (2002). Digital video/multimedia portfolios as a 
tool to develop reflective teacher candidates. Proceedings of the National 
Education Computing Conference, San Antonio, TX. June 17-19, 2002. 
Accessed on: http://files.eric.ed.gov/fulltext/ED475953.pdf  

Stake, R. E. (2000). A Modest Commitment to the Promotion of 
Democracy. New Directions for Evaluation, 85, 97-106. 

Stoll, L., Bolam, R., McMahon, A., Wallace, M., & Thomas, S. (2006). 
Professional learning communities: A review of the literature. Journal of 
educational change, 7(4), 221-258. 

Stoll, L., Harris, A., & Handscomb, G. (2012). Great professional development 
which leads to great pedagogy: nine claims from research Autumn 
2012. Great professional development which leads to great pedagogy: 
nine claims from research. 

Storey, P. (2001). Monitoring and evaluation of the Native-speaking English 
Teacher Scheme (MENETS). Hong Kong: Education Bureau. 

Sulaimani, A., Sarhandi, P. S. A., & Buledi, M. H. (2017). Impact of CALL in-
house professional development training on teachers’ pedagogy: An 
evaluative study. Cogent Education, 4(1), 1355646. doi: 
10.1080/2331186X.2017.1355646. 

Supovitz, J. A., & Christman, J. B. (2003).  Developing communities of 
instructional practice: Lessons from Cincinnati and Philadelphia.  
University fo Pennsylvania: Consortium for Policy Research in Education.  
Accessed on: https://repository.upenn.edu/cpre_policybriefs/28  

Sweeting, A. E. (1990). Education in Hong Kong, Pre-1841 to 1941: Fact and 
opinion. Hong Kong: Hong Kong University Press. 

Sze, C. M. (1997). The present and future of Hong Kong Chinese language 
education. Applied Linguistic, 2, 3742. 

Tang, C., & Biggs, J. (1996). How Hong Kong students cope with assessment. 
In: Watkins, D. A., & Biggs, J. B. The Chinese learner: Cultural, 

https://repository.upenn.edu/cpre_policybriefs/28


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 279 

psychological and contextual influences. Comparative Education 
Research Centre, Faculty of Education: University of Hong Kong. 

Tang, E. H. H. (2016). Fostering better collaborative relationships between 
Native English Speaker Teachers and Local English Teachers for a more 
effective Native English Teacher (NET) Scheme in Hong Kong. Hong 
Kong: British Council. 

Tannenbaum, S. I., Beard, R. L., McNall, L. A., & Salas. E. (2010).  Informal 
learning and training, and development in organisations.  In: S. W. 
J. Kozlowski and E. Salas (Eds.), Learning, training, and development in 
organizations, pp. 303–333. New York: Routledge. 

Taylor, R. R. (2017). Kielhofner’s research in occupational therapy: Methods of 
inquiry for enhancing practice, 2nd ed. Philadelphia: F. A. Davis Company. 

Teti, M., Schatz, E., & Liebenberg, L. (2020). Methods in the time of COVID-19: 
The vital role of qualitative inquiries. International Journal of Qualitative 
Methods, 19. 1609406920920962. 

Tikly, L. (2010). Towards a framework for understanding the quality of 
education.  EdQual Working paper No.27. University of Bristol: EdQual. 
Accessed on: 
https://assets.publishing.service.gov.uk/media/57a08b1a40f0b652dd000a
d2/edqualwp27.pdf 

Tondeur, J., Valcke, M., & van Braak, J. (2008). A multidimensional approach to 
determinants of computer use in primary education: Teacher and school 
characteristics. Journal of Computer Assisted Learning, 24, 494–506. 

Trinder, R. (2017). Informal and deliberate learning with new technologies. ELT 
Journal, 71(4), 401-412. 

Tripp, D. (1994). Teachers’ lives, critical incidents, and professional 
practice. Qualitative Studies in Education, 7(1), 65-76. 

Tripp, T. R., & Rich, P. J. (2012). The influence of video analysis on the process 
of teacher change. Teaching and Teacher Education, 28(5), 728-739. 

Tsui, A. B. M., & Bunton, D. (2000). The discourse and attitudes of English 
language 

          teachers in Hong Kong. World Englishes, 19(3), 287-303.  
Tuytens, M., & Devos, G. (2011). Stimulating professional learning through 

teacher evaluation: An impossible task for the school leader?. Teaching 
and Teacher Education, 27(5), 891-899. 

Tuytens, M., Moolenaar, N., Daly, A., & Devos, G. (2018). Teachers’ informal 
feedback seeking towards the school leadership team.  A social network 
analysis in secondary schools.  Research Papers in Education, 34(4), 405-
424. 

Twigg, C. A. (2003). Improving learning and reducing costs: New models for 
online learning. Educause Review, 38, 28-38. 

Van Lier, L. (1994). Action research. Sintagma: Revista de Lingüística, 6, 31-37. 
Van Nieuwerburgh, C. (2012). Coaching in education: Getting better results for 

students, educators, and parents. New York: Karnac Books. 
Vaughan, M., & Mertler, C. A. (2021).  Reorienting our thinking away from 

‘professional development for educators’ and toward the ‘development of 
professional educators’. Journal of School Leadership, 31(6), 569-584. 

Ventayen, R. J. M., Estira, K. L. A., Guzman, M. J. D., Cabaluna, C. M., & 
Espinosa, N. N. (2018). Usability evaluation of Google Classroom: Basis 
for the adaptation of GSuite e-learning platform. Asia Pacific Journal of 
Education, Arts and Sciences, 5(1), 47-51.  

https://assets.publishing.service.gov.uk/media/57a08b1a40f0b652dd000ad2/edqualwp27.pdf
https://assets.publishing.service.gov.uk/media/57a08b1a40f0b652dd000ad2/edqualwp27.pdf


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 280 

Vescio, V., Ross, D., & Adams, A. (2008). A review of research on the impact of 
professional learning communities on teaching practice and student 
learning. Teaching and Teacher Education, 24(1), 80-91. 

Vygotsky, L. S. (1960). Genesis of the higher mental functions. In P. Light., S. 
Sheldon., & M. Woodhead. Child Development in Social Context 2: 
Learning to think (32-41). New York: Routledge. 

Walford, G. (2001). Doing qualitative educational research. New York: 
Bloomsbury Publishing. 

Walsh, S. (2006). Talking the talk of the TESOL classroom. ELT Journal, 60(2), 
133-141. 

Walsh, S. (2011). Exploring classroom discourse: Language in action. Oxford: 
Routledge. 

Walsh, S. (2013). Classroom discourse and teacher development. Edinburgh: 
Edinburgh University Press. 

Walsh, S. (2019). SETTVEO: Evidence-based reflection and teacher 
development. Edinburgh: Edinburgh University Press. 

Walther-Thomas, C. S. (1997). Co-teaching experiences: The benefits and 
problems that teachers and principals report over time. Journal of Learning 
Disabilities, 30(4), 395-407. 

Wan, S. W. Y., & Lam, P. H. C. (2010). Factors affecting teachers' participation 
in continuing professional development (CPD): From Hong Kong Primary 
School Teachers' Perspectives. Paper presented at the 2010 American 
Educational Research Association Annual Meeting, 29th April – 4th May, 
‘Understanding complex ecologies in a changing world,’ Denver Colorado, 
USA.  Accessed on: http://files.eric.ed.gov/fulltext/ED509923.pdf. 

Wan, S. W. Y., Law, E. H. F., & Chan, K. K. (2018). Teachers’ perception of 
distributed leadership in Hong Kong primary schools. School Leadership & 
Management, 38(1), 102-141. 

Wang, T. H. (2007). What strategies are effective for formative assessment in 
an e-learning environment. Journal of Computer Assisted Learning, 23(3), 
171-186. 

Wang, L., & Kirkpatrick, A. (2015). Trilingual education in Hong Kong primary 
schools: An overview. Multilingual Education, 5(1), 1-26.   

Warden, B. J. (2004). Self-evaluation of reflective thinking among pre-service 
and in-service teachers. Oklahoma State University (Doctoral dissertation). 

Warschauer, M. (2000). The death of cyberspace and the rebirth of CALL. 
English Teachers’ Journal, 53(1), 61-67. 

Watkins, D. A., & Biggs, J. B. (2001). Teaching the Chinese learner: 
Psychological and pedagogical perspectives. Hong Kong: Hong Kong 
University Press. 

Wenger-Trayner, E., & Wenger-Trayner, B. (2015). Introduction to communites 
of practice: A brief overview of the concept and its uses. Accessed on: 
https://wenger-trayner.com/introduction-to-communities-of-practice/  

Wertsch, J. V., Tulviste, P., & Hagstrom, F. (1993). A sociocultural approach to 
agency. In E. A. Forman, N. Minick, & C. A. Stone (Eds.), Contexts for 
learning: Sociocultural dynamics in children’s development. New York, NY: 
Oxford University Press.   

Weston, D., & Clay, B. (2018). Unleashing great teaching: The secrets to the 
most effective teacher development. London: Routledge. 

Wight, D., Wimbush, E., Jepson, R., & Doi, L.  (2016). Six steps in quality 
intervention development (6SQuLD). Journal of Epidemiology & 
Community Health, 70(5), 520-525. 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 281 

Wilkinson, A. (2008). E-cpd modules for primary history teachers. Historian, 
100, A3.  

Witterholt, M., Goedhart, M., Suhre, C., & van Streun, A. (2012). The 
interconnected model of professional growth as a means to assess the 
development of a mathematics teacher. Teaching and Teacher Education, 
28(5), 661-674. 

Wong, C.C. (2005). Hong Kong teachers' perceptions of continuing professional 
development policies 181 and activities. Master of Education dissertation, 
University of Hong Kong. 

Wong, G.K.W. The behavioral intentions of Hong Kong primary teachers in 
adopting educational technology. Education Tech Research Dev 64, 313–
338 (2016). 

Wong, K. M., & Moorhouse, B. L. (2021). Digital competence and online 
language teaching: Hong Kong language teacher practices in primary and 
secondary classrooms. System, 103, 102653. 

Wolgemuth, J. R., Erdil-Moody, Z., Opsal, T., Cross, J. E., Kaanta, T., 
Dickmann, E. M., & Colomer, S. (2015). Participants’ experiences of the 
qualitative interview: Considering the importance of research 
paradigms. Qualitative Research, 15(3), 351-372. 

Wright, D. B. (2003). Making friends with your data: Improving how statistics are 
conducted and reported. British Journal of Educational Psychology, 73(1), 
123-136. 

Wu. A. (2020). As Hong Kong’s busy children return to schools, time to rethink 
the point of education. The South China Morning Post. Hong Kong. 
Accessed on: 
https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-
busy-children-return-schools-time-rethink-
point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-
OpinionDaily&utm_content=20200914&tpcc=enlz-
OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAcc
ountID=3775521f5f542047246d9c827&tc=5   

Yoon, K. S., Lee, S. W., Duncan, T., Scarloss, B., & Shapley, K. L. (2007). 
Reviewing the evidence on how teacher professional development affects 
student achievement (Issues & Answers Report, REL 2007-No. 033). 
Washington, DC; U.S. Department of Education, Institute of Educational 
Sciences, National Center for Education Evaluation and Regional 
Assistance, Regional Educational Laboratory Southwest.  Accessed on: 
https://maaz.ihmc.us/rid=1K21PQ24D-1HYLS5R-
3BJF/PD%20lit%20synthesis.pdf 

Yung, M. S. (2006). The policy of direct subsidy scheme schools in Hong Kong: 
Finance and administration. Hong Kong Teacher’s Centre Journal, 5, 94-
111. 

Zhan, S., Bray, M., Wang, D. et al. (2013). The effectiveness of private tutoring: 
Students’ perceptions in comparison with mainstream schooling in Hong 
Kong. Asia Pacific Education Review, 14(4), 495–509. Accessed on: 
https://doi.org/10.1007/s12564-013-9276-7 

Zhang, L., Biggs, J., & Watkins, D. (2010). Learning and development of Asian 
students. Singapore: Pearson Education. 

Zhang, Y. (2019). Learning to teach in Hong Kong. In M. Tatto., & I. M. (Eds.), 
Knowledge, policy and practice in teacher education. London: 
Bloomsbury. 

 

https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-busy-children-return-schools-time-rethink-point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-OpinionDaily&utm_content=20200914&tpcc=enlz-OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAccountID=3775521f5f542047246d9c827&tc=5
https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-busy-children-return-schools-time-rethink-point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-OpinionDaily&utm_content=20200914&tpcc=enlz-OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAccountID=3775521f5f542047246d9c827&tc=5
https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-busy-children-return-schools-time-rethink-point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-OpinionDaily&utm_content=20200914&tpcc=enlz-OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAccountID=3775521f5f542047246d9c827&tc=5
https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-busy-children-return-schools-time-rethink-point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-OpinionDaily&utm_content=20200914&tpcc=enlz-OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAccountID=3775521f5f542047246d9c827&tc=5
https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-busy-children-return-schools-time-rethink-point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-OpinionDaily&utm_content=20200914&tpcc=enlz-OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAccountID=3775521f5f542047246d9c827&tc=5
https://www.scmp.com/comment/opinion/article/3101184/hong-kongs-busy-children-return-schools-time-rethink-point?utm_medium=email&utm_source=mailchimp&utm_campaign=enlz-OpinionDaily&utm_content=20200914&tpcc=enlz-OpinionDaily&MCUID=50037f8517&MCCampaignID=d1ffd67dad&MCAccountID=3775521f5f542047246d9c827&tc=5
https://maaz.ihmc.us/rid=1K21PQ24D-1HYLS5R-3BJF/PD%20lit%20synthesis.pdf
https://maaz.ihmc.us/rid=1K21PQ24D-1HYLS5R-3BJF/PD%20lit%20synthesis.pdf
https://doi.org/10.1007/s12564-013-9276-7


   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 282 

Appendices 

Appendix 1.1 – Blank advisory support plan 
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Appendix 2.1 – Blank NET deployment plan 

 
 

1

Day
0.

25
0.

25
0.

25
0.

25
0.

25
0.

25

5

       5

5

5

5

5

5

5

0.00

0.00

0.00

0.00

0.00

* Schools following the cycle system will average the hours based on a 5-day week.

0.00

(14-17 hours)

0.00

0.00Overall collaborative teaching time per week in hours

P4

P5

P6

Overall collaborative teaching time per week in minutes

P2

P3

Total contact time

per week in minutes * 

No. of lessons per class

(Please tick as appropriate and if 

cycle type the no. of days next to 

the tick box.) 

No. of classes 

co-taught with the 

LET

(Note: Collaborative teaching time of between 14 and 17 hours per week with the NET and the LETs – refer to pages 4 and 6 of the 2018 NET Deployment 

Guidelines .)

0

Duration of meetings 

per week in minutes *

P2

P3

P1

per week /

0

0

-day cycle

0.00

Name of AT:
Name of

 EPC        SET          :

If yes, give the name(s) of the programme(s), project(s) and/or competition(s):

0

Frequency of meetings, day, time and duration 

(e.g. Weekly, Monday, 3:30-5:30, 120 mins) 

Time Duration (minutes)

NET involvement in any NET Section programmes, projects and/or competitions: 

Tick the appropriate box.

 Yes          No        

Grade levels

P1

Frequency

(Note: This plan concerns only the NET hired under the PNET Scheme of the EDB. Reference is to be made to the 2018 NET Deployment Guidelines . Please 

refer to the specific pages for the details as suggested.)

(Note: Regular and timetabled collaborative lesson planning with NET and LETs for each grade level – refer to pages 4 and 5 of the 2018 NET Deployment 

Guidelines .)

NET Deployment Plan (2020/21)

Part One        General School Information

Part Two        NET Deployment Plan

1.   Collaborative Planning

2.   Collaborative Teaching

P4

P5

P6

0

0

0

(Tick where appropriate.The named person is the one collaborating closely with the 

NET and the AT.) 

Name of School (Scheme No.) :

Name of NET:
Year at current school (e.g. 1 st, 

2nd):

(at least 30 minutes per week per year level)

Year levels

No. of classes 

the NET is 

teaching

Overall collaborative planning time per week in minutes

Overall collaborative planning time per week in hours

School Remarks:

Duration of each 

lesson in minutes

School Remarks:
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2

No. of 

students 

involved

 *

 *

 *

Intended date

(0-3 hours)

5.   Professional Development

(Note: The NET and LETs jointly attend professional development (PD) activities, such as those organised by the NET Section, to disseminate and explore 

good practices and facilitate their professional growth – refer to pages 4 and 9 of the 2018 NET Deployment Guidelines and the Primary NET Scheme 

Centralised Professional Development Programme.)

School total in hoursGuidelines total

Total hours per week for collaborative planning, collaborative teaching and co-curricular activities:

4. School-based Curriculum and Resource Development #Tick the appropriate box(es) and provide a brief 

     description.

(Note: The NET collaborates with the LETs to develop school-based curriculum over three levels: in the classroom, outside the classroom, and beyond the 

school – refer to pages 4, 7 and 8 of the 2018 NET Deployment Guidelines .)

Dissemination date and format 

(e.g. panel meeting, demonstration, 

co-teaching,

school-based workshop)

Total contact time per week in 

minutes *
Nature of activities

Topic

Nature of PD activity

(e.g. lesson study, observation visit, centralised 

workshop, programme PD, Gorilla PD, online courses, 

experience sharing, conferences)

Frequency

e.g. Every week/cycle, 

Once every two weeks

Collaborative Planning (1)

Collaborative Teaching plus CCA (2+3)

at least 30 minutes per week per year 

level
0.00

15-17 hours 0.00

Year levels

Level 1: In the Classroom (Which year level(s) and focus(es)?  e.g. P1 guided writing)

3.   Co-curricular Activities (CCA) 

      (e.g. English-related activities regularly scheduled during the week) 

(Note: Co-curricular activities time of the NET of between 0 and 3 hours per week – refer to pages 4 and 6 of the 2018 NET Deployment Guidelines .)

Level 2: Outside the Classroom (What kind of co-curricular activity? e.g. English Ambassador Programme)

Level 3: Beyond the School (Which activities? e.g. inter-school debating competition)

0

0.00

Overall contact time through CCA per week in minutes

Overall contact time through CCA per week in hours

Remarks (e.g. when the recommendation is not followed):
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3

SVP- Form 1

Nature of responsibility Frequency and duration Remarks

6.   Other responsibilities (i.e. those scheduled occasionally, e.g. School English Day)

[Note: Schools should promptly notify their AT of any changes to the NET’s Deployment.]



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 287 

Appendix 3.1 – Literature review search summary 

 

Databases

PSYCHInfo (unable to 

access outside of 

University premises)

Key words 2010 2015 2010 2015 2010 2015 2010 2015 2010 2015 2010 2015

((((((teach*) AND (cont* prof* dev*)) AND 

(online)) AND (technology)) AND (blended 

learning)) AND (mentoring))

127 40 9 4 0 0 4 1 2 0 1 0

((((((((teach*) AND (cont* prof* dev*)) 

AND (online)) AND (technology)) AND 

(blended learning)) AND (mentoring)) AND 

(primary)) AND (in-service))

26 10 0 1 1 (2009) 0 0 1 0 0 0 0

((((((((teach*) AND (cont* prof* dev*)) 

AND (online)) AND (technology)) AND 

(blended learning)) AND (mentoring)) AND 

(in-service)) AND (primary))

26 10 0 1 0 0 0 1 0 0 0 0

(((((((cont* prof* dev*) AND (teach*)) 

AND (online)) AND (blended learning)) 

AND (mentoring)) AND (primary)) AND 

(technology))

93 33 2 1 0 0 2 1 0 0 0 0

EBSCOHost (Dundee)JSTOR ERIC

*EBSCOHost (EDB databases included: ERIC, Education Research 

Complete, Professional Development Collection, Child Development & 

Adolescent Studies, Educational Administration Abstracts, SocINDEX, 

teacher Reference Center)

*EBSCOHost (Dundee databases included: British Education Index, 

CINAHL Plus, Education Abstracts (H.W. Wilson), Library, Information 

Science & Technology Abstracts)

EBSCOHost (EDB) 

excluding ERIC
SCOPUS EBSCOHost (EDB)

PHASE 2

Databases

Key words 2010 2015

((((((((teach*) AND (professional 

development)) AND (online)) AND 

(technology)) AND (blended learning)) 

AND (mentoring)) AND (research)) AND 

(virtual))

69 23

((((((((((teach*) AND (professional 

development)) AND (online)) AND 

(technology)) AND (blended learning)) 

AND (mentoring)) AND (primary)) AND (in-

service)) AND (research)) AND (virtual))

17 7

((((((((((teach*) AND (professional 

development)) AND (online)) AND 

(technology)) AND (blended learning)) 

AND (mentoring)) AND (in-service)) AND 

(primary)) AND (research)) AND (virtual))

17 7

((((((((((professional development) AND 

(teach*)) AND (online)) AND (blended 

learning)) AND (mentoring)) AND 

(primary)) AND (technology)) AND 

(research)) AND (virtual)) AND (distance 

learning))

37 16

JSTOR
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Appendix 3.2 – Example of literature review exclusion criteria 

 

Search Title Pub Year Author Source Y/N/FI Comments Journal Accessible

Job Attainment and Perceived Role Differences of Cyberschool Leaders 2016
Jayson W. Richardson, Dennis Beck, Jason LaFrance, Scott 

McLeod
N

Focus mainly on 

leadership
N

Technology Enhanced Formative Assessment for 21st Century Learning 2016

J. Michael Spector, Dirk Ifenthaler, Demetrios Sampson, Lan (Joy) 

Yang, Evode Mukama, Amali Warusavitarana, Kulari Lokuge 

Dona, Koos Eichhorn, Andrew Fluck, Ronghuai Huang, Susan 

Bridges, Jiingyan Lu, Youqun Ren, Xiaoqing Gui, Christopher C. 

Deneen, Jonathan San Diego, David C. Gibson

N

Formative and summative 

assessment to enhance 

learning

N

Teaching and Technology: New Tools for New Times (pp. 1269-1334) 2016 Barry Fishman, Chris Dede From:  Handbook of Research on Teaching Y

No Abstract but talks 

about preparing ss for the 

21st century

Y Access Book: Handbook of Research on Teaching 

Through -  Dundee Lib

Value-Added Results for Public Virtual Schools in California 2015 Richard Ford, Kerry Rice N
Talks about online public 

high schools
N

Studying Online: Student Motivations and Experiences in ALA-Accredited LIS 

Programs
2015 Fatih Oguz, Clara M. Chu, Anthony S. Chow FI

The motion to hybrid 

learning
Y

Digital lives and cyborg childhood (pp. 7-24) 2018 Claudia Megele, Peter Buzzi
Safeguarding children and young people online: A guide for 

practitioners
N More on parenting N

From Chapter 1: Safeguarding children and young 

people online: A guide for practitioners

Blogging to enhance in-service teachers' professional learning and development 

during collaborative inquiry
2015 Katia Ciampa, Tiffany L. Gallagher Y Blogging as a PD tool Y

Law Schools and Technology: Where We Are and Where We Are Heading 2015 Michele Pistone FI

Discusses technology use 

for teaching and the 

development of 

technology

Y

Responding to Challenges in Teacher Professional Development for ICT Integration 

in Education
2016

Jo Tondeur, Alona Forkosh-Baruch, Sarah Prestridge, Peter 

Albion, Shiyama Edirisinghe
Y Y

Access through google/researchgate

Hybrid Course Design: Promoting Student Engagement and Success 2015 Jennifer Shea, M. Ernita Joaquin, Meg Gorzycki N
developing hybrid courses 

for ss
Y

Access through google 

THE STATUS QUO OF TECHNOLOGY IN HIGHER EDUCATION (pp. 191-236) 2016 Yehuda Elkana, Hannes Klöpper
From:  The University in the 21st century: Teaching the 

New Enlightenment at the Dawn of the Digital Age
N Not relevant N

No e-version of Book

Web-based Learning System for Developing and Assessing Clinical Diagnostic 

Skills for Dermatology Residency Program
2016

Fan-Ray Kuo, Yi-Ying Chin, Chao-Hsien Lee, Yu-Hsien Chiu, Chien-

Hui Hong, Kuang-Lieh Lee, Wen-Hsien Ho, Chih-Hung Lee
N Not relevant Y

CAPACITY DEVELOPMENT (pp. 251-290) 2015
Eduard Müller, Michael R. Appleton, Glenn Ricci, Allan Valverde, 

David W. Reynolds
From:  Protected Area Governance and Management N Not relevant Y

ICT and Education (pp. 46-59) 2016 The Earth Institute, Columbia University, Ericsson ICT & SDGs N No Abstract N

The New Teacher Induction Experience: Tension between Curricular and 

Programmatic Demands and the Need for Immediate Help
2017

Douglas E. Mitchell, Barbara Howard, Melissa Meetze-Hall, Linda 

Scott Hendrick, Ruth Sandlin
N

More for new teacher 

induction programme
Y

Sociodemographic Diversity and Distance Education: Who Drops Out from 

Academic Programs and Why?
2015

Katharina Stoessel, Toni A. Ihme, Maria-Luisa Barbarino, Björn 

Fisseler, Stefan Stürmer
N

Drop rate on distance 

learning programme
Y

Research on Teaching Economics to Undergraduates 2015 Sam Allgood, William B. Walstad, John J. Siegfried N
More on teacher to 

students
Y

How to Leapfrog (pp. 41-80) 2018 REBECCA WINTHROP, ADAM BARTON, EILEEN McGIVNEY
 Leapfrogging Inequality: Remaking Education to Help 

Young People Thrive
N

Book chapter review on 

children learning
N

Critical thinking in wikibook creation with enhanced and minimal scaffolds 2015 Nari Kim N Not relevant Y

ANNUAL REPORT 2017 ASEE Prism, Vol. 26, No. 6 (February 2017), pp. 43-54 N Not relevant N

Bioethics Casebook 2.0: Using Web-Based Design and Tools to Promote Ethical 

Reflection and Practice in Health Care
2015

JACOB MOSES, NANCY BERLINGER, MICHAEL C. DUNN, MICHAEL 

K. GUSMANO, JACQUELINE J. CHIN
FI

Discusses how a web-

based framework is used 

to meet the needs and 

expectations of their 

health care professionals

Y

Teaching World Languages: Thinking Differently (pp. 1335-1388) 2016 Diane Larsen-Freeman, Diane J. Tedick From:  Handbook of Research on Teaching Y Language education Y Access Book: Handbook of Research on Teaching 

Through -  Dundee Lib

Multiple Generations in the Workplace—It’s How We Grew Up (pp. 139-176) 2016 Mitchell L. Springer
From:  Project and Program Management: A Competency-

Based Approach, Third Edition
N Not accessible N

A Review of Research on Mobile Learning in Teacher Education 2014 Evrim Baran Y
Mobile tech with teacher 

development
Y

Researchgate

Technology Enhanced Formative Assessment for 21st Century Learning 2016

J. Michael Spector, Dirk Ifenthaler, Demetrios Sampson, Lan (Joy) 

Yang, Evode Mukama, Amali Warusavitarana, Kulari Lokuge 

Dona, Koos Eichhorn, Andrew Fluck, Ronghuai Huang, Susan 

Bridges, Jiingyan Lu, Youqun Ren, Xiaoqing Gui, Christopher C. 

Deneen, Jonathan San Diego, David C. Gibson

N Duplicate N

Blogging to enhance in-service teachers' professional learning and development 

during collaborative inquiry
2015 Katia Ciampa, Tiffany L. Gallagher N Duplicate N

Teaching and Technology: New Tools for New Times (pp. 1269-1334) 2016 Barry Fishman, Chris Dede From:  Handbook of Research on Teaching N Duplicate N

Hybrid Course Design: Promoting Student Engagement and Success 2015 Jennifer Shea, M. Ernita Joaquin, Meg Gorzycki N Duplicate N

Characteristics of Today's Applied Engineering College-Level Educator 2014 Jeffrey M. Ulmer, Douglas Koch, Troy Ollison N Not accessible N

THE FUTURE OF MOOCS (pp. 165-194) 2014 JONATHAN HABER From:  MOOCs FI
Other chapters in this 

book might be useful
Y

CAPACITY DEVELOPMENT (pp. 251-290) 2015
Eduard Müller, Michael R. Appleton, Glenn Ricci, Allan Valverde, 

David W. Reynolds
From:  Protected Area Governance and Management N Duplicate N

CIES Bibliography 2011 2012
Comparative Education Review, Vol. 56, No. S3, 

Comparative and International 
N Not relevant Y

CIES Bibliography 2012 2013
Comparative Education Review, Vol. 57, No. S2, 

Comparative and International 
N Not relevant Y

CIES Bibliography 2013 2014
Comparative Education Review, Vol. 58, No. S3 (August 

2014), pp. S1-S165
N Not relevant Y

A Review of the "Digital Turn" in the New Literacy Studies 2010 Kathy Ann Mills Y Digital literacy Y

Poster Presentation Abstracts 2010
NACTA Journal, Vol. 54, No. Supplement 1 (2010), pp. 44-

91
N Not relevant N

Comparative and International Education: A Bibliography (2009) 2010

Comparative Education Review, Vol. 54, No. S1, 

Comparative and International Education: A Bibliography 

(2009) (February 2010), pp. S1-S132

N Not relevant Y

Teaching World Languages: Thinking Differently (pp. 1335-1388) 2016 Diane Larsen-Freeman, Diane J. Tedick From:  Handbook of Research on Teaching N Duplicate N

Supplement. Goals of Collegiate Learners and the Standards for Foreign Language 

Learning
2014

Sally Sieloff Magnan, Dianna Murphy, Narek Sahakyan, Barbara 

A. Lafford
N Not relevant Y

Multiple Generations in the Workplace—It’s How We Grew Up (pp. 139-176) 2016 Mitchell L. Springer
From:  Project and Program Management: A Competency-

Based Approach, Third Edition
N Duplicate N

1

2
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A Review of Research on Mobile Learning in Teacher Education 2014 Evrim Baran N Duplicate N

Technology Enhanced Formative Assessment for 21st Century Learning 2016

J. Michael Spector, Dirk Ifenthaler, Demetrios Sampson, Lan (Joy) 

Yang, Evode Mukama, Amali Warusavitarana, Kulari Lokuge 

Dona, Koos Eichhorn, Andrew Fluck, Ronghuai Huang, Susan 

Bridges, Jiingyan Lu, Youqun Ren, Xiaoqing Gui, Christopher C. 

Deneen, Jonathan San Diego, David C. Gibson

N Duplicate N

Blogging to enhance in-service teachers' professional learning and development 

during collaborative inquiry
2015 Katia Ciampa, Tiffany L. Gallagher N Duplicate N

Teaching and Technology: New Tools for New Times (pp. 1269-1334) 2016 Barry Fishman, Chris Dede From:  Handbook of Research on Teaching N Duplicate N

Hybrid Course Design: Promoting Student Engagement and Success 2015 Jennifer Shea, M. Ernita Joaquin, Meg Gorzycki N Duplicate N

Characteristics of Today's Applied Engineering College-Level Educator 2014 Jeffrey M. Ulmer, Douglas Koch, Troy Ollison N Duplicate N

THE FUTURE OF MOOCS (pp. 165-194) 2014 JONATHAN HABER From:  MOOCs N Duplicate N

CAPACITY DEVELOPMENT (pp. 251-290) 2015
Eduard Müller, Michael R. Appleton, Glenn Ricci, Allan Valverde, 

David W. Reynolds
From:  Protected Area Governance and Management N Duplicate N

CIES Bibliography 2011 2012
Comparative Education Review, Vol. 56, No. S3, 

Comparative and International 
N Duplicate N

CIES Bibliography 2012 2013
Comparative Education Review, Vol. 57, No. S2, 

Comparative and International 
N Duplicate N

CIES Bibliography 2013 2014
Comparative Education Review, Vol. 58, No. S3 (August 

2014), pp. S1-S165
N Duplicate N

A Review of the "Digital Turn" in the New Literacy Studies 2010 Kathy Ann Mills N Duplicate N

Poster Presentation Abstracts 2010
NACTA Journal, Vol. 54, No. Supplement 1 (2010), pp. 44-

91
N Duplicate N

Comparative and International Education: A Bibliography (2009) 2010

Comparative Education Review, Vol. 54, No. S1, 

Comparative and International Education: A Bibliography 

(2009) (February 2010), pp. S1-S132

N Duplicate N

Teaching World Languages: Thinking Differently (pp. 1335-1388) 2016 Diane Larsen-Freeman, Diane J. Tedick From:  Handbook of Research on Teaching N Duplicate N

Supplement. Goals of Collegiate Learners and the Standards for Foreign Language 

Learning
2014

Sally Sieloff Magnan, Dianna Murphy, Narek Sahakyan, Barbara 

A. Lafford
N Duplicate N

Multiple Generations in the Workplace—It’s How We Grew Up (pp. 139-176) 2016 Mitchell L. Springer
From:  Project and Program Management: A Competency-

Based Approach, Third Edition
N Duplicate N

3

A Review of Research on Mobile Learning in Teacher Education 2014 Evrim Baran N Duplicate N

Technology Enhanced Formative Assessment for 21st Century Learning 2016

J. Michael Spector, Dirk Ifenthaler, Demetrios Sampson, Lan (Joy) 

Yang, Evode Mukama, Amali Warusavitarana, Kulari Lokuge 

Dona, Koos Eichhorn, Andrew Fluck, Ronghuai Huang, Susan 

Bridges, Jiingyan Lu, Youqun Ren, Xiaoqing Gui, Christopher C. 

Deneen, Jonathan San Diego, David C. Gibson

N Duplicate N

Job Attainment and Perceived Role Differences of Cyberschool Leaders 2016
Jayson W. Richardson, Dennis Beck, Jason LaFrance, Scott 

McLeod
N Duplicate N

Teaching and Technology: New Tools for New Times (pp. 1269-1334) 2016 Barry Fishman, Chris Dede From:  Handbook of Research on Teaching N Duplicate N

Negotiating Contested Discourses of Learning Technologies in Higher Education 2010 John Hannon, Tracey Bretag Y

Higher education in 

technology but looks into 

3 ways of delivery

Y

E-Learning in Postsecondary Education 2013 Bradford S. Bell, Jessica E. Federman Y

Measure the 

effectiveness of e-

learning

Y

Studying Online: Student Motivations and Experiences in ALA-Accredited LIS 

Programs
2015 Fatih Oguz, Clara M. Chu, Anthony S. Chow N Duplicate N

Blogging to enhance in-service teachers' professional learning and development 

during collaborative inquiry
2015 Katia Ciampa, Tiffany L. Gallagher N Duplicate N

Teaching Business Ethics Online: Perspectives on Course Design, Delivery, Student 

Engagement, and Assessment
2014 Denis Collins, James Weber, Rebecca Zambrano FI

Discusses delivery and 

design of online courses 

but for business ethics

Y

Hybrid Course Design: Promoting Student Engagement and Success 2015 Jennifer Shea, M. Ernita Joaquin, Meg Gorzycki N Duplicate N

MOOCs and the Rise of Online Legal Education 2014 Stephen Colbran, Anthony Gilding FI

How MOOC could engage 

more and the ways to 

market

Y

Responding to Challenges in Teacher Professional Development for ICT Integration 

in Education
2016

Jo Tondeur, Alona Forkosh-Baruch, Sarah Prestridge, Peter 

Albion, Shiyama Edirisinghe
N Duplicate N

THE STATUS QUO OF TECHNOLOGY IN HIGHER EDUCATION (pp. 191-236) 2016 Yehuda Elkana, Hannes Klöpper
From:  The University in the 21st century: Teaching the 

New Enlightenment at the Dawn of the Digital Age
N Duplicate N

ICT and Education (pp. 46-59) 2016 The Earth Institute, Columbia University, Ericsson From:  ICT & SDGs N Duplicate N

SPECIAL REPORT: LEARNING IN THE DIGITAL AGE 2013

Jeffrey Bartholet, Peter Norvig, Salman Khan, Pawan Agarwal, 

Robert A. Lue, Seth Fletcher, Diane Ravitch, Peter Vesterbacka, 

Arne Duncan

N Magazine article N

THE FUTURE OF MOOCS (pp. 165-194) 2014 JONATHAN HABER From:  MOOCs N Duplicate N

CAPACITY DEVELOPMENT (pp. 251-290) 2015
Eduard Müller, Michael R. Appleton, Glenn Ricci, Allan Valverde, 

David W. Reynolds
From:  Protected Area Governance and Management N Duplicate N

Facilitator presence and identity in online discourse: use of positioning theory as 

an analytic framework
2011 Vanessa P. Dennen Y

Blended learning and 

impact of the facilitator
Y

Characteristics of Today's Applied Engineering College-Level Educator 2014 Jeffrey M. Ulmer, Douglas Koch, Troy Ollison N Duplicate N

CIES Bibliography 2011 2011
Comparative Education Review, Vol. 56, No. S3, 

Comparative and International 
N Duplicate N

The New Teacher Induction Experience: Tension between Curricular and 

Programmatic Demands and the Need for Immediate Help
2017

Douglas E. Mitchell, Barbara Howard, Melissa Meetze-Hall, Linda 

Scott Hendrick, Ruth Sandlin
N Duplicate N

CIES Bibliography 2012 2012
Comparative Education Review, Vol. 57, No. S2, 

Comparative and International 
N Duplicate N

Preparing children and adults for work (pp. 75-85) 2014
From:  The Future Of Our Children:: Lifelong, Multi-

Generational Learning For Sustainable Development
N Not relevant Y

CIES Bibliography 2013 2013
Comparative Education Review, Vol. 58, No. S3 (August 

2014), pp. S1-S165
N Duplicate N

Critical thinking in wikibook creation with enhanced and minimal scaffolds 2015 Nari Kim N Duplicate N

6 Papers to further investigate if relevant

4

9 Papers to download
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Appendix 4.1 – Sample Primary 3 TSA paper
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Education Bureau 

Territory-wide System Assessment 2020 

Primary 3 English Language 

Reading 

 

 

Marking Scheme 

 

 

©HKEAA 2020  

 

Part 1 

1. C  

2. A 

3. B 

4. C 

5. D 

 

Remarks 

⚫ Award a score of 1 for each correct answer 

⚫ Award a score of 0 for an incorrect answer or unattempted question 

 

Part 2 

1. B 

2. C 

3. D 

4. B 

5. A 

6. C 

7. B 

 

 

Remarks 

⚫ Award a score of 1 for each correct answer 

⚫ Award a score of 0 for an incorrect answer or unattempted question 

 

 

Part 3 

1. A 

2. D 

3. B 

4. D 

5. C 

6. B 

7. A 

8. C 

Remarks 

⚫ Award a score of 1 for each correct answer 

⚫ Award a score of 0 for an incorrect answer or unattempted question 

 

3ER1 

Gainful Use of TSA 2020 Materials 
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Education Bureau 

Territory-wide System Assessment 2020 

Primary 3 English Language 

Writing 

Marking Scheme 
 

©HKEAA 2020  

No Picnic 

 

3EW1 

Gainful Use of TSA 2020 Materials 

Score 
Level 

Content  Language 

3 

• Provides a factual account of the story based on the pictures, with some 

supporting details 

• The description is clear and coherent. 

• Provides an ending to the story 

• Uses a small range of vocabulary, sentence patterns and cohesive 

devices appropriately, with minor*, few or no grammatical and 

spelling mistakes 

* errors that do not affect comprehension 

2 

• Provides a factual account of the story based on the pictures, with almost no 

supporting details 

• The description is quite clear. 

• May provide an ending to the story 

 

• Uses a limited range* of vocabulary, sentence patterns and/or 

cohesive devices fairly appropriately, with some grammatical 

and spelling mistakes 

OR 

• Uses a very limited range* of vocabulary, sentence patterns 

and/or cohesive devices, with few or no grammatical and 

spelling mistakes 

 * uses the given prompts to write with basic and 

 appropriate vocabulary and sentence patterns 

1 

• The ideas used to write the story are very limited. 

OR 

• The story is unclear or disconnected, which may confuse the reader. 

OR 

• The story might have some irrelevant ideas. 

• Uses a very limited range of vocabulary and sentence patterns, 

with many grammatical and spelling mistakes 

0 

• The ideas are totally irrelevant/incomprehensible. 

OR 

• The ideas are just a repetition of the prompts. 

• The language is incomprehensible. 

U • No attempt is made (blank script) • No attempt is made (blank script) 

 

Part 1 
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Appendix 4.2 – Ethics approval certificate 
 

 

 

 

 

School of Education and Social Work 

 

University of Dundee  

Dundee 

DD1 4HN 

 

25 November 2019 

 

Dear Jonathan 

 

Application Number: E2019-16 

 

 

Title of Project:  

Providing school support and teacher professional development with the use of 
technology – an investigative framework for implementation and dissemination 
 

I am writing to advise you that your ethics application has been reviewed and approved 

on behalf of the School of Education and Social Work. 

 

Any changes to the approved documentation (e.g., study protocol, information sheet, 

consent form) must be approved by this SREC before the changes are implemented. 

Requests for amendments should be requested using the Post-Approval Request for an 

Amendment form. 

 

 

Approval is valid for the duration of the project, as stated in the original application. 

Should you wish your study to continue beyond the stated project end date, you must 

request an extension to this approval using the Post-Approval Request for an Extension 

form. The extension request must be lodged during your period of study and the period 

requested must not extend beyond the deadline for submission of your research project. 

 

Yours sincerely 

 

 

 
 

Dr Murray Simpson 

Convener, School of Education and Social Work 

https://www.dundee.ac.uk/research/governance-policy/ethicsprocedures/ethics/applicationandguidancematerials/
https://www.dundee.ac.uk/research/governance-policy/ethicsprocedures/ethics/applicationandguidancematerials/
https://www.dundee.ac.uk/research/governance-policy/ethicsprocedures/ethics/applicationandguidancematerials/
https://www.dundee.ac.uk/research/governance-policy/ethicsprocedures/ethics/applicationandguidancematerials/
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Appendix 4.3 – Phase 1 cover note and consent form 
 

 

 

 

 

 

 

Invitation to Participate in a Research Project 

Title:  The integrative use of ICT to promote Continuous Professional Development 

 

Dear Teachers, 

 

I am a doctoral candidate at the University of Dundee and would like to invite you to 

complete a questionnaire. 

 

As an English Primary Teacher in Hong Kong, you are in a good position to give 

valuable insight into your own professional identity and your own perspective of 

teacher professionalism in Hong Kong. Through this insight, I hope to get a better 

understanding of how technology can assist in Continuous Professional Development 

for teachers in Hong Kong. 

The questionnaire should take about 10-15 minutes to complete. Your responses to the 

questions will be kept confidential.  

 

 

If you are willing to participate in the study, please read the information about personal 

data which follows, before returning to questionnaire.  

 

Apart from the researchers (Jonathan Lee, Keith Topping and Aileen Mcguigan) nobody 

else will know who has said what. Please note, this online version of the questionnaire 

does not store any information about you, or your computer, so you can be very honest 

about your experience. If you have any questions, please contact Jonathan (Jonathan 

Lee) on +852 66002577, e-mail j.t.f.lee@dundee.ac.uk or Keith (Keith Topping) on e-

mail k.topping@dundee.ac.uk 

 

Your participation will be greatly appreciated. 

Many thanks, 

 

Jonathan Lee 
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Invitation to Participate in a Research Project 

Title: PROVIDING SCHOOL SUPPORT AND TEACHER PROFESSIONAL 

DEVELOPMENT WITH THE USE OF TECHNOLOGY 

 

 

 

How we use your information 

  

To complete a research study into how technology can assist continuous professional 

development, we require some of your personal data. 

  

The personal data you provide will be used to illustrate differences in opinion between 

respondents, depending upon the length of their teaching experience, their role within 

the school and their age group.  The information required does not include any sensitive 

personal data by which you could easily be identified (such as your date of birth, name, 

your place of employment). 

  

The University will keep your anonymous personal data for 10 years.  It will then be 

destroyed.  

  

[IF REQUIRED We will respect your preferences concerning the ways in which we 

may contact you. If you wish to update these at any time, please let us know by email: 

jtflee@dundee.ac.uk ] 

  

  

Personal data 

  

The personal data required for this research will be used for educational research 

purposes. 

  

  

Sensitive (special categories) of personal data 

  

  

No sensitive personal data is required for this research and the data provided by the 

participant will be anonymised. 

 

  

Data controller 

  

The data controller for your personal information is the University of Dundee. Your 

data may 

be processed by the University’s nominated agents such as software or service 

providers. 

 

Providers used for the purpose are: [PROVIDERS]. 

 

[WHERE APPLICABLE] 

  

Of those, the following providers are based out with the European Economic Area 

(EEA): [PROVIDERS]. 

mailto:jtflee@dundee.ac.uk
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The University has the following safeguards in place in respect of data processed out 

with the EEA: [SAFEGUARDS]. 

   

Lawful processing 

  

The University asserts that it is lawful for it to process your personal data for the 

purposes detailed above, i.e. to complete a research study into how technology can 

assist continuous professional development. 

  

  

Your rights 

  

The University respects your rights and preferences in relation to your data. If you wish 

to update, access, erase, or limit the use of your information, please let us know by 

emailing 

jtflee@dundee.ac.uk . If you wish to complain about the use of your information, please 

email 

dataprotection@dundee.ac.uk. You may also wish to contact the Information 

Commissioner’s Office. 

mailto:jtflee@dundee.ac.uk
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Appendix 4.4 – Phase 1 questionnaire 

 
 

 

 

 

 

 

1	/	16

The	integrative	use	of	ICT	to	promote

Continuous	Professional	Development

Page	1:	Invitation	to	Research

Thank	you	for	participating	in	the	questionnaire.		For	details	of	the	research	and

acknowledgement	of	your	participation,	please	click	on	the	link	below.	The	questionnaire

will	be	divided	into	three	parts.		Part	A	(Educational	Background),	Part	B	(Past

experience	with	CPD)	and	Part	C	(Your	CPD	needs	for	the	future).		The	questionnaire

will	take	around	10-15	minutes	to	complete.

Thank	you	again	for	your	participation	and	should	you	have	any	further	questions	you

may	email	the	researcher:	jtflee@dundee.ac.uk			

Please	click	HERE	to	read	the	terms	and	conditions	to	participate	in	the	study.

By	clicking	next	you	acknowledge	the	terms	and	conditions	to	participate	in	the	study.
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2	/	16

Page	2:	Part	A	-	Education	&	Teaching	Background

This	section	relates	to	your	educational	and	teaching	experience	background

	Australia

	Canada

	China

	Hong	Kong

	New	Zealand

	Scotland

	South	Africa

	United	Kingdom

	USA

	Other

1. 	A1	-	Country	of	origin		Required

1.a. 	If	you	selected	Other,	please	specify:

	Under	25	years	old

	25	-	34	years	old

	35	-	44	years	old

	45	-	54

	55+	years	old

2. 	A2	-	Age		Required
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3	/	16

	Male

	Female

	Prefer	not	to	say

3. 	A3	-	Gender		Required

	0	-	5	years

	6	-	15	years

	16	-	25	years

	26+	years

4. 	A4	-	Years	of	teaching		Required

	Vice-Principal	(VP)

	English	Panel	Chair	(EPC)

	Local	English	Teacher	(LET)

	Native	English	Teacher	(NET)

	Other

5. 	A5	-	I	am	currently	working	as		Required

5.a. 	If	you	selected	Other,	please	specify:

6. 	A6	-	My	contract	is		Required
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4	/	16

	Permanent

	Fixed	term/supply	(one	month	to	one	year)

	Fixed	term	(one	year	or	longer)

	Other

6.a. 	If	you	selected	Other,	please	specify:

	CELTA

	TEFL

	PGDE

	BEd

	MEd

	Other

7. 	A7	-	Professional	teacher	training		Required

7.a. 	If	you	selected	Other,	please	specify:

	Primary	1

	Primary	2

	Primary	3

	Primary	4

8. 	A8	-	Grade	levels	teaching	English		Required
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5	/	16

	Primary	5

	Primary	6

	Other

8.a. 	If	you	selected	Other,	please	specify:
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6	/	16

Page	3:	Part	B	-	Past	CPD	experience

This	section	relates	generally	to	CPD	activities	you	have	undertaken	over	the	last	5

years	(or	less	if	you	are	new	to	teaching)

	Literacy	Development

	Values	Education

	e-Learning	&	Information	Literacy

	Integrative	Use	of	generic	Skills

	STEM	(Science,	Technology,	Engineering,	Mathematics)	including	entrepreneurial

spirit	&	Reading	across	the	Curriculum

	Learning	and	Teaching	of	Text	Grammar

	Extending	from	Assessment	for	learning	to	Assessment	as	Learning

	Catering	for	the	Needs	of	SEN	and	Gifted	Students	in	the	Mainstream	English

Classroom

	Other

9. 	B1	-	With	the	updated	ELEKLA	CG	2017	(English	Language	Education	Key

Learning	Area	Curriculum	Guide),	please	select	the	CPD	topics	that	you	have

undertaken	over	the	last	5	years	(or	less	if	you	are	new	to	teaching)		Required

9.a. 	If	you	selected	Other,	please	specify:

	None

	1	or	2

10. 	B2	-	Approximately	how	many	professional	development	courses	did	you	attend	in

the	last	year?		Required
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7	/	16

	3	or	4

	5	or	more

	Other

10.a. 	If	you	selected	Other,	please	specify:

Please	don't	select	more	than	1	answer(s)	per	row.

Please	select	at	least	4	answer(s).

1

Strongly

Disagree

2 3 4 5

6

Strongly

Agree

The	professional

development

course	content	is

relevant	to	my

current	job

functions

The	professional

development

courses	I	have

attended	have

helped	me	do	my

job	better.

11. 	B3	-	Please	rate	how	much	you	agree	with	the	following	statements	regarding	the

professional	development	courses	you	took	in	the	last	year	(2018/19).		Required
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8	/	16

The	professional

development

courses	I	have

attended	have

helped	me	help

my	students	in

the	classroom.

The	professional

development

courses	have

helped	me

prepare	for

advancement.

	Workshop	outside	of	school	setting	-	(e.g.	PDP	organised	by	ELE,	CDI)

	Online	self	taught	course/module

	School	based	workshop	-	face	to	face

	Seminar/Lecture	setting

	Conferences

	A	blended	approach	of	part	online,	part	face	to	face

	Other

12. 	B4	-	Please	specify	the	types	of	delivery	for	the	CPDs	that	you	attended	in	the	past

5	years	(or	less	if	you	are	new	to	teaching)		Required

12.a. 	If	you	selected	Other,	please	specify:

13. 	B5	-	Which	of	the	following	technological	applications	have	you	made	use	of	for

work-related	purposes?		Required
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9	/	16

	Email

	Google	Drive

	Google	Education	Suite	e.g.	Google	Docs,	Sheets,	Slides,	Forms

	Microsoft	OneDrive

	Whatsapp	or	other	alternative	mobile	communication	app

	Phone	call

	Social	Media	Platforms	e.g.	Facebook,	Instagram,	Twitter

	Short	Message	Service	(SMS)

	YouTube

	Other

13.a. 	If	you	selected	Other,	please	specify:

	Creating	teaching	and	learning	resources

	Creating	formative	and	summative	assessments

	Collaborative	planning

	Creating	a	scheme	of	work	for	the	school	term/year

	Communication	with	colleagues	or	other	professional	bodies	outside	of	the	school

(e.g.	Advisory	teacher)

	Peer	observations/evaluations

	Sharing	lesson	plans	and	resources	with	colleagues

	Other

14. 	B6	-	Have	you	used	any	technological	applications	for	the	following?		Required

14.a. 	Please	list	the	applications	used	for	your	choices	in	Question	B6:
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10	/	16
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11	/	16

Page	4:	Section	C	-	Your	CPD	needs	for	the	future

This	section	relates	generally	to	your	perception	of	your	CPD	needs	in	the	future.

15. 	C1	-	Over	the	next	few	years,	what	do	you	see	as	your	two	CPD	needs	and	what

specific	type	of	activities	would	be	necessary	to	meet	them	effectively?		Required

	Conferences

	External	Education	Courses	(e.g.	University	courses,	ELE,	EDB)

	Observing	and	talking	with	colleagues

	Staff	Professional	Development	Days

	Personal	research	and	reading	about	education	(e.g.	journals,	magazines)

	Self-directed	online	course

	Mentoring	(can	be	as	a	mentor	or	mentee)

	Workshops	conducted	by	the	EDB

	Other

16. 	C2	-	Please	choose	the	MOST	relevant	forms	of	CPD	activities	(you	may	choose

more	than	one)		Required

16.a. 	If	you	selected	Other,	please	specify:
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12	/	16

Please	don't	select	more	than	1	answer(s)	per	row.

Please	select	at	least	5	answer(s).

1	Not

Significant
2 3 4 5

6	Very

Significant

Your

professional

development

Your

promotional

aspects

Your	desire	to

learn	more

Your	pupils'

learning

outcomes

Your

leadership

skills

17. 	C3	-	In	terms	of	your	own	CPD	please	RATE	the	following	on	a	scale	from	6	(very

significant	impact)	to	1	(no	significant	impact).		Required

Please	don't	select	more	than	1	answer(s)	per	row.

Please	select	at	least	11	answer(s).

1	Not

Significant
2 3 4 5

6	Very

Significant

Having	fun

with	other

teachers

18. 	C4	-	Which	of	the	following	do	you	think	will	have	an	impact	on	how	you	perceive

CPD	in	the	future?		Please	RATE	each	of	them	on	a	scale	from	6	(very	significant	impact)

to	1	(no	significant	impact)		Required
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13	/	16

Networking

with	other

teachers

Listening	to

an	expert

Gaining	new

ideas	to	try	out

in	the

classroom

Being

challenged	to

think

creatively	and

critically	as	a

learner	and

teacher

Quick	fixes	to

problems	or

concerns

Instructions

from	'experts'

Reflecting	on

my	own

practice

Learning	with

and	from	my

colleagues

Provide

opportunities

to	apply	my

learning	in	the

classroom

Certificates	as

evidence	of

my	learning
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	Gmail

	Google	Calendar

	Google	Classroom

	Google	Docs

	Google	Drive

	Google	Forms

	Google	Hangouts

	Google	Sheets

	Google	Sites

	Google	Slides

	Other

19. 	C5	-	For	future	CPDs	which	of	the	following	topics	would	interest	you	as	an

educator	to	aid	you	in	your	teaching	career?		Required

19.a. 	If	you	selected	Other,	please	specify:

20. 	Is	there	anything	else	you	would	like	to	inform	the	researcher	in	regards	to	your

CPD?	Optional

21. 	The	researcher	will	be	conducting	a	Phase	2	study	that	involves	curriculum

development	and	CPD.		If	you	are	interested	to	participate	in	Phase	2,	please	leave	your

NAME	and	CONTACT	and	the	researcher	will	contact	you.	Optional
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Page	5:	Final	page

Thank	you	again	for	taking	the	time	to	complete	this	questionnaire.		Your	participation	is

greatly	appreciated.

Should	you	have	any	questions,	you	may	contact	me	directly	via	email:

jtflee@dundee.ac.uk
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Appendix 5.1 – Phase 1 emerging themes through manual coding 
 

Codes Participants Quantity of 

responses 

Code 

Theme 

e-Learning 1, 3, 4, 5, 6, 7, 8, 9, 10, 15, 16, 

18, 20, 22, 31, 32, 35, 37, 41, 45, 

46, 47, 49, 57, 58, 59, 60, 61, 62, 

63, 64, 65, 66, 70, 75, 79, 81, 87, 

88, 89, 90, 91, 92, 95, 96, 98, 

100, 101, 102, 103, 104, 108, 

112, 116, 118, 119, 123 

57 Tech 

Catering for 

learner diversity 

3, 8, 10, 18, 36, 37, 40, 43, 62, 

92, 107, 119 

12 Non-

tech 

Student 

motivation 

9, 19, 22, 33, 83, 102 6 Outside 

Lesson planning 

& Resource 

development 

5, 14, 33, 53, 54, 59, 77, 79, 88, 

106, 109, 123 

12 Outside 

Classroom 

strategy sharing 

12, 13, 14, 21, 24, 58, 67, 72, 78, 

80, 81, 120 

12 Inside 

Classroom 

teaching 

strategies 

9, 12, 13, 16, 21, 24, 25, 45, 51, 

71, 81, 84, 115 

13 Inside 

SEN 7, 9, 25, 29, 33, 41, 42, 49, 52, 

55, 67, 72, 86, 91, 102, 110, 111 

17 Non-

tech 

STEM/STEAM in 

the classroom 

27, 29, 38, 43, 44, 45, 46, 54, 95, 

105, 121 

11 Non-

tech 

Workshop/ 

Courses 

2, 3, 4, 13, 17, 20, 26, 30, 39, 41, 

54, 58, 63, 71, 72, 80, 89, 97, 

109, 118 

20 Outside 

Learning 

environment 

9, 35, 64 3 Outside 

Reading Across 

the Curriculum 

20, 40, 44, 50, 60 5 Non-

tech 
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IT technical 

support 

7, 22, 47 3 Tech 

Comprehension 

& Critical 

Thinking skills 

56 1 Non-

tech 

Lesson 

observations 

58, 72, 120 3 Inside 

Self-study 4, 17, 58,  3 Outside 

Peer 

observations 

and feedback 

24, 72, 78, 81, 94, 107  6 Inside 

Focus on 

Literacy Skills 

2, 12, 16, 20, 36, 51, 58, 61, 73, 

76, 80, 85, 106 

13 Non-

tech 

Parent education 113 1 Outside 

Leadership 28 1 Outside 

Assessment 32 1 Outside 

Positive/ Values 

education 

108, 113 2 Outside 

Self-directed 

learning 

85 1 Outside 

Drama 96 1 Non 

tech 

High Order 

Thinking 

118 1 Outside 

Non coded data 23, 48, 68, 69, 74, 93, 99, 114, 

117 

9  
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Appendix 5.2 – Chi-Squared and Cramer’s V value calculations 
 

A1 Observed Frequencies Expected Frequencies  

 5 12.3 4.33 

 6 12.3 3.23 

 2 12.3 8.63 

 84 12.3 417.96 

 1 12.3 10.38 

 1 12.3 10.38 

 2 12.3 8.63 

 14 12.3 0.23 

 4 12.3 5.60 

 5 12.3 4.33 

  c 2 473.70 

A2 7 24.6 12.59 

 28 24.6 0.47 

 52 24.6 30.52 

 28 24.6 0.47 

 8 24.6 11.20 

  c 2 55.25 

A3 37 41 0.39 

 82 41 41.00 

 4 41 33.39 

  c 2 74.78 

A4 21 30.75 3.09 

 55 30.75 19.12 

 30 30.75 0.02 

 17 30.75 6.15 

  c 2 28.38 

 
 

11.1 Observed Frequencies Expected Frequencies   

  3 20.5 14.94 

  5 20.5 11.72 

  11 20.5 4.4 

  46 20.5 31.72 

  42 20.5 22.55 

  16 20.5 0.99 

Total 123 c 2  86.32 

 Mean  3.36 Std. Deviation  1.102  

11.2 Observed Frequencies Expected Frequencies   

  3 20.5 14.94 

  6 20.5 10.26 

  17 20.5 0.60 

  49 20.5 39.62 

  38 20.5 14.94 

  10 20.5 5.38 

 Total 123   85.73 
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 Mean  3.16 Std. Deviation  1.082 

11.3 Observed Frequencies Expected Frequencies   

  2 20.5 16.70 

  6 20.5 10.26 

  18 20.5 0.30 

  45 20.5 29.28 

  43 20.5 24.70 

  9 20.5 6.45 

 Total 123   87.68 

 Mean  3.2 Std. Deviation  1.048 

11.4 Observed Frequencies Expected Frequencies   

  5 20.5 11.72 

  8 20.5 7.62 

  18 20.5 0.30 

  50 20.5 42.45 

  32 20.5 6.45 

  10 20.5 5.38 

 Total 123   73.93 

 Mean  3.02 Std. Deviation  1.170 

17.1 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  2 20.5 16.70 

  13 20.5 2.74 

  45 20.5 29.28 

  43 20.5 24.70 

  20 20.5 0.01 

 Total 123   93.93 

 Mean  3.54 Std. Deviation  0.943 

17.2 Observed Frequencies Expected Frequencies   

  15 20.5 1.48 

  8 20.5 7.62 

  31 20.5 5.38 

  39 20.5 16.7 

  25 20.5 0.99 

  5 20.5 11.72 

 Total 123   43.88 

 Mean  2.54 Std. Deviation  1.332 

17.3 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  2 20.5 16.70 

  6 20.5 10.26 

  40 20.5 18.55 

  44 20.5 26.94 

  31 20.5 5.38 



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

 330 

 Total 123   98.32 

 Mean  3.78 Std. Deviation  0.937 

17.4 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  1 20.5 18.55 

  9 20.5 6.45 

  39 20.5 16.70 

  47 20.5 34.26 

  27 20.5 2.06 

 Total 123   98.51 

 Mean  3.73 Std. Deviation  0.915 

17.5 Observed Frequencies Expected Frequencies   

  4 20.5 13.28 

  10 20.5 5.38 

  26 20.5 1.48 

  39 20.5 16.70 

  35 20.5 10.26 

  9 20.5 6.45 

 Total 123   53.54 

 Mean  2.96 Std. Deviation  1.190 

18.1 Observed Frequencies Expected Frequencies   

  9 20.5 6.45 

  11 20.5 4.40 

  17 20.5 0.60 

  38 20.5 14.94 

  38 20.5 14.94 

  10 20.5 5.38 

 Total 123   46.71 

 Mean  2.93 Std. Deviation  1.341 

18.2 Observed Frequencies Expected Frequencies   

  2 20.5 16.70 

  3 20.5 14.94 

  20 20.5 0.01 

  34 20.5 8.89 

  48 20.5 36.89 

  16 20.5 0.99 

 Total 123   78.41 

 Mean  3.39 Std. Deviation  1.084 

18.3 Observed Frequencies Expected Frequencies   

  1 20.5 18.55 

  2 20.5 16.70 

  8 20.5 7.62 

  33 20.5 7.62 

  52 20.5 48.40 
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  27 20.5 2.06 

 Total 123   100.95 

 Mean  3.74 Std. Deviation  0.982 

18.4 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  1 20.5 18.55 

  7 20.5 8.89 

  20 20.5 0.01 

  45 20.5 29.28 

  50 20.5 42.45 

 Total 123   119.68 

 Mean  4.11 Std. Deviation  0.930 

18.5 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  5 20.5 11.72 

  9 20.5 6.45 

  33 20.5 7.62 

  43 20.5 24.70 

  33 20.5 7.62 

 Total 123   78.61 

 Mean  3.73 Std. Deviation  1.064 

18.6 Observed Frequencies Expected Frequencies   

  2 20.5 16.70 

  6 20.5 10.26 

  18 20.5 0.30 

  39 20.5 16.70 

  37 20.5 13.28 

  21 20.5 0.01 

 Total 123   57.24 

 Mean  3.35 Std. Deviation  1.166 

18.7 Observed Frequencies Expected Frequencies   

  1 20.5 18.55 

  4 20.5 13.28 

  16 20.5 0.99 

  44 20.5 26.94 

  38 20.5 14.94 

  20 20.5 0.01 

 Total 123   74.71 

 Mean  3.41 Std. Deviation  1.063 

18.8 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  2 20.5 16.70 

  11 20.5 4.40 

  33 20.5 7.62 
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  44 20.5 26.94 

  33 20.5 7.62 

 Total 123   83.78 

 Mean  3.77 Std. Deviation  0.998 

18.9 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  3 20.5 14.94 

  10 20.5 5.38 

  31 20.5 5.38 

  54 20.5 54.74 

  25 20.5 0.99 

 Total 123   101.93 

 Mean  3.72 Std. Deviation  0.963 

18.1 0 Observed Frequencies Expected Frequencies   

  0 20.5 20.50 

  1 20.5 18.55 

  3 20.5 14.94 

  29 20.5 3.52 

  52 20.5 48.40 

  38 20.5 14.94 

 Total 123   120.85 

 Mean  4 Std. Deviation  0.849 

18.11 Observed Frequencies Expected Frequencies   

  9 20.5 6.45 

  8 20.5 7.62 

  24 20.5 0.60 

  41 20.5 20.50 

  30 20.5 4.40 

  11 20.5 4.40 

 Total 123   43.98 

 Mean  2.88 Std. Deviation  1.309 
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Appendix 6.1 – Phase 2 Cover note and consent form 
 
 

 

 

 

 

 

Invitation to Participate in a Research Project 

SCHOOL SUPPORT AND TEACHER PROFESSIONAL DEVELOPMENT WITH 

TECHNOLOGY 

 

Dear Teachers, 

 

You are invited to participate in a research led by the University of Dundee. 

 

Interview software - Zoom 

Interview time – 30 minutes 

Interview topics: 
- Impact of COVID-19  

- Your professional development of past, present and future 

- Factors that have impacted you on undertaking Continuous Professional Development 

 

Interviews will be video-recorded using Zoom as well as audio-recorded for accuracy 

and ease of transcription.  

 

If you would like to discuss with the lead researchers  at the University, please contact: 

Professor Keith Topping,: k.topping@dundee.ac.uk or Dr Aileen Mcguigan, on: 

a.mcguigan@dundee.ac.uk  

 

Confidentiality 

Interview videos and transcripts will be held in confidence. They will not be used other 

than for the purposes described above and third parties will not be allowed access to 

them. If you request it, you will be supplied with a copy of your interview transcript so 

that you can comment on and edit it as you see fit (please give your email below so that 

I am able to contact you at a later date). Your data will be held in accordance with the 

Data Protection Act in the UK and relevant Hong Kong laws. 

 

Anonymity 

Interview data will be held and used on an anonymous basis, with no mention of your 

name, but I will refer to you as a teacher in Hong Kong with some possible 

demographic data of the school, such as medium of instruction, district, school type, and 

school size. 

 

Data Storage 

All softcopy data will be stored as password protected files stored on the University 

OneDrive. At the end of the project the university will keep anonymous data for 10 

years, after which it will be destroyed. 

 

Right to Withdraw 

mailto:k.topping@dundee.ac.uk
mailto:a.mcguigan@dundee.ac.uk
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You have the right to withdraw from the project at any time without disadvantage. If 

you wish to withdraw, please send me an e-mail stating that you wish to withdraw, and I 

will destroy any data you have previously provided. 

 

 

 

Consent 

 

I have been fully informed about the aims and purposes of the project. I understand that: 
• there is no compulsion for me to participate in this research project and, if I do choose 

to participate, I may withdraw at any stage; 

• I have the right to refuse permission for the publication of any information I have 

provided; 

• any information which I give will be used solely for the purposes of this research 

project, which may include publications or academic conference or seminar 

presentations; 

• all information I give will be treated as confidential; 

• the researcher(s) will make every effort to preserve my anonymity. 

 

 

………………………………..   ………………….. 

(Signature of participant)   (Date) 

 

 

………………………………..  

 ……………………………………….. 

(Printed name of participant)   (Email address of participant if they have 

requested  

      to view a copy of the interview transcript.) 

 

One copy of this form will be kept by the participant, a second copy will be kept by the 

researcher. 

 

Your participation will be greatly appreciated. 

 

Many thanks,  

 

 
 

Jonathan Lee 
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Invitation to 

Participate in a Research Project 

SCHOOL SUPPORT AND TEACHER PROFESSIONAL DEVELOPMENT WITH 

TECHNOLOGY 

 

How we use your information 

To complete a research study into how technology can assist continuous professional 

development, we require some of your personal data. 

  

The personal data you provide will be used to illustrate differences in opinion between 

respondents, depending upon the length of their teaching experience, their role within 

the school and their age group.  The information required does not include any sensitive 

personal data by which you could easily be identified (such as your date of birth, name, 

your place of employment). 

  

The University will keep your anonymous personal data for 10 years.  It will then be 

destroyed.  

  

[IF REQUIRED We will respect your preferences concerning the ways in which we 

may contact you. If you wish to update these at any time, please let us know by email: 

jtflee@dundee.ac.uk ] 

  

Personal data 

The personal data required for this research will be used for educational research 

purposes. 

  

Sensitive (special categories) of personal data 

No sensitive personal data is required for this research and the data provided by the 

participant will be anonymised. 

 

Data controller 

The data controller for your personal information is the University of Dundee. Your 

data may 

be processed by the University’s nominated agents such as software or service 

providers. 

 

Providers used for the purpose are: [PROVIDERS]. 

 

[WHERE APPLICABLE] 

  

Of those, the following providers are based out with the European Economic Area 

(EEA): [PROVIDERS]. 

  

The University has the following safeguards in place in respect of data processed out 

with the EEA: [SAFEGUARDS]. 

   

mailto:jtflee@dundee.ac.uk
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Lawful processing 

The University asserts that it is lawful for it to process your personal data for the 

purposes detailed above, i.e. to complete a research study into how technology can 

assist continuous professional development. 

  

  

Your rights 

The University respects your rights and preferences in relation to your data. If you wish 

to update, access, erase, or limit the use of your information, please let us know by 

emailing 

jtflee@dundee.ac.uk . If you wish to complain about the use of your information, please 

email 

dataprotection@dundee.ac.uk. You may also wish to contact the Information 

Commissioner’s Office. 

 

mailto:jtflee@dundee.ac.uk
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Appendix 6.2 – Sample transcript from Phase 2 interview 
 

Mark Interview 

 

[00:00:01] Recording  

 

Jonathan [00:00:03] OK. All right. Thanks. Thanks for coming, Matt. So, you got your 

consent form just so you can understand that this is going to be video recorded and 

transcribing purposes. And basically, it will be all anonymous.  So, your name won't 

appear in any of the transcriptions of research.  

 

Jonathan [00:00:21] So free to speak your mind as it is.  

 

Mark [00:00:25] Yeah, sure.  

 

Jonathan [00:00:25] So basically Matt first thing I'm going to ask you is how have you 

found the impact of how COVID-19 had on you as a teacher and how difference? 

What's the difference? Has it made in terms of you as a teacher? From what your 

normal practices before the school closure and now basically.  

 

Mark [00:00:51] Not a great deal of difference, to be honest. Because really, for the last 

five years, I've been using technology a lot and developing my skills and knowledge of 

what's available. So actually, for me with this school closure, it's just been an 

opportunity to use some of the knowledge that I'd already gained and also, it's been a 

great chance to develop more. So, I mean, for example, the live streaming that I've been 

doing for the last, you know, whatever it was 10 weeks. I just started to do that within 

the school. I just piloted that before Christmas. And after Christmas, I'd figured out how 

to use the software, how to set up and everything. And then. So, I basically was going to 

be doing this year like a Friday afternoon after school livestream. So, when the kids got 

home, we'd play Kahoot together. So, it just it's just been an extension of that, really. 

So, I found it quite. It's been quite a nice opportunity to just test these things out and 

really used to stuff that I've been kind of learning for the last few years. So, yeah, it's 

like, you know, professionally, it's been quite nice.  

 

Jonathan [00:02:13] So obviously you feel that you've had more time to develop 

yourself during this period.  

 

Mark [00:02:19] Yeah. I mean, basically, for the last few weeks now, every day or day, 

one or two hours to the level two Google educator exam, I'll get myself ready for that. 

Great having the time to do that. And then I've been learning quite a lot of new useful 

little things from that as well.  

 

Mark [00:02:37] So that's been good as well.  

 

Jonathan [00:02:41] Has the workload increased compared to before school closure or 

do you feel it's just been about the same.  

 

Mark [00:02:50] If I had not done the things I'd done in the last five years, if I'd not 

developed particularly useful technology, they were it would have been horrific, I think. 

And so, I've got sympathy for the local teachers.  
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Mark [00:03:07] If they're coming at it from a situation where they maybe weren't 

ready for this at all and that they still have the constraint of following that, the syllabus, 

the curriculum, the textbook.  

 

Mark [00:03:24] So I think that's full of limitations on them. Whereas just the NET 

teacher, you know, we will have a lot more freedom to do other things, shall we say. So, 

with that advantage, it's been a lot easier. But yeah, I think I was I was kind of prepared 

because I've just been learning stuff over the last few years and developing my skills. So 

yeah, that's it's all come in very handy. Put it like that's.  

 

Jonathan [00:03:57] Yes. And they have you. So obviously you've been prepared, and 

you've been developing yourself for something that could happen.  

 

Jonathan [00:04:05]   And unfortunately, it has.  Have you had any challenges during 

the school closure? And so.  

 

Mark [00:04:13] Oh, yeah, lots of challenges. I think the biggest challenge really is in 

the mindset of the school. For example, school management, some colleagues and 

parents.  

 

Mark [00:04:35] I think it would be easy to say, well, OK. they look at me and say, 

well, you've been kind of learning all this stuff. It's easy for you, but for us, we weren't 

ready. And I accept that that's an issue. But I think one of the biggest problems is that 

there is a kind of fear of technology. And there's an idea amongst individuals within the 

school management.  Certain teachers and maybe a lot of parents too, is that it must be 

difficult to use the technology. There's no way this is going to be easy. That's the 

mindset. And so, I can give you an example. One of my colleagues we were discussing, 

and they said, oh, well. Some parents have zero and they use the word zero knowledge 

of technology. This is simply not true because, if you got a phone. If you've got 

smartphone, which basically in Hong Kong everyone has, you can use technology. And 

basically, all you need to do to you use a lot of the educational apps that we were using. 

You just need to spend a few minutes of your time. Now, we know that time precious 

for parents and this is the big, big issue for them if they work and stuff. But to say that 

there were families out there with zero knowledge of technology is something I find.  

 

Mark [00:06:11] Very difficult to accept. I mean, just one example. Yesterday I went 

for a jog, and I was here in Wan chai, and I jogged past a group of construction workers 

on their break. There's about six or seven of them. They all you. And you might have a 

stereotypical image of when they don't know technology, they're all on their phones 

doing their various things. Right. So, for me, across the board, there's this idea that 

technology, using technology is going to be really difficult and messy and it's going to 

be a real burden on us. And that's like I say, across the board, whether it's to manage 

some people in school management, some teachers, and maybe a lot of parents as well. 

So that's the biggest thing to overcome going forward. So, I'll be suggesting to my 

school that we set up some kind of document which we can send to parents covering 

some of the key issues about using technology.  

 

Mark [00:07:20] And that's obviously something that's quite difficult to set up because 

obviously different teachers are going to be using different apps, different platforms, 

different ways of doing things. But there should be some sort of system where you can 

say, OK, for example, look, most of the time, if you want to use something, you're 

going to have to sign in. Yeah. You're going to have to log in. This is one of the issues 
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we've had, you know. And even after we made videos, tutorial videos showing them, for 

example, have to sign into their school Google accounts. Even after that, you'd still get 

parents phoning schools.  

 

Mark [00:08:00] And saying we can't do it. And so, you kind of left with this idea. 

Well, what more can we actually do? Because maybe you just didn't actually bother to 

watch the video. Yeah. You know, actually, you're just for me. I think the issue is that.  

 

Mark [00:08:21] Everybody wants a magic green button. Right. So, for example, if you 

want to use this or that or whatever app whatever platform, do whatever with regard to 

technology every time, there's always just one green button they press the green button, 

and everything works, and they don't have to spend any thinking time or they don't have 

to figure out how to do it themselves. And I get that. Yeah. You know, we don't want to 

have to think things I’m there with that. But so, I think that's one of the biggest issues is 

to recognise that actually most of the technology now is very user friendly. But of 

course, they're asked. You know, you do have to spend a little bit of time, you know, for 

example, if you've got a school password at school. You know, email account with a 

password and know where it is and be able to type that in and practice that, you know. 

This is something I've actually done with my students at school before. You know, 

every year. It's one of the things we do with the older students. So, and most of them are 

pretty good with it. But yeah, things like that. This mindset is the biggest issue that I’ve 

come across.  

 

Mark [00:09:44] So training, I guess, has to be some systematic.  

 

Jonathan [00:09:49] So you talked about the fear and then that's of the mindset as well. 

And did you see that mainly for just more the parents and the teachers and not really the 

students?  

 

Mark [00:10:01] Yep, the students who have participated. I actually did a sent out a 

questionnaire just before the Easter holiday to get some feedback about how we can 

change things after the Easter holidays and that there's some good suggestions there 

some interesting comments. But yeah, a lot of the students who are participating, 

basically, they really enjoy it and they do not have so much fear factor. Of course, 

sometimes they don't know how to do things. But once you know what, they're willing 

to learn more and. But again, it's not all the students are just from my experience, so 

with the livestreams and with my Google classroom in the Google classroom there, 

there's a hundred and seventy-eight students who are in that classroom, our school has 

about 400 so roughly half of the students have participated with me, but my stuff is 

completely voluntary. They get like their forced homework, which they must do from 

their local teachers, right. So, mine's voluntary and it's like he is not interested in joining 

the livestreams and doing, you know, going on to Google Hangouts and the other stuff 

we've done. Then you don't need to do it just for students who want to. And those 

students, of course, who have joined generally not all, but generally the more motivated, 

more intelligent students.  

 

Mark [00:11:37] And they like learning. They want to learn. So, you can actually see a 

kind of divide. Or.  

 

Mark [00:11:46] You can almost hear the haves and the have nots. You know. And that 

was that's going to be my second suggestion to the school.  
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Mark [00:11:56] When we go back is, look, you need to sell two systems for the future. 

If we have this situation again, you need to already be clear. Families who have said, 

yes, we want to study online and basically have a program for them and have that.  

 

[00:12:16] And then the other one. For parents, families who say no, just post us the pen 

and paper textbooks and we'll do that, which is, of course, horrific, because those kids 

there's no jobs for them in the future. Right? There's no jobs. There's no work for them. 

But that's what I'm going to recommend, a two-tier system and basically maybe get the 

school to ask the parents to say, look, if this happens again, if we have school closures, 

what do you want to do? You want to get all your work for post and just ignore the 

online learning or do you want to actually participate in online learning and give them a 

choice. And I think a lot of them would go for the online learning that a good proportion 

will just say, no, please, just post us the textbooks. And that is something we school 

very nearly did. They planned it. The management planned it. And it was cancelled 

because it was maybe about a month ago. New restrictions came in from the 

government and they were actually going to send out all the buses, school buses to the 

bus stops for parents to pick up physically, pick up the workbooks and stuff. I found 

that very interesting and strange concept.  

 

Jonathan [00:13:41] Well, I mean, obviously, the challenges are. I mean, you think that 

anything in terms of your support could actually solve some of these.  

 

Jonathan [00:13:50] Do you think it might have been managed better?  

 

Mark [00:13:52] Very early on, very early on, or sent a message to the school saying, 

look, I'm willing to come in? And, for example, show the teachers how to set up if they 

wanted to do livestreams or various other things?  

 

[00:14:10] And the response was, well, no, please stay at home. Do not do come in 

because of the situation.  

 

[00:14:17] Fair enough. And then later on, I kind of asked again, do you want me to put 

on any workshops do you want me to do anything to help? And, you know, the answer 

was kind of like not really interested. Not interested. So which is why I just do my own 

thing and so now, I'm not even bothering even what I've just told you, that what I'm 

going to tell the school I might go back to let me go back to the school and just sit and 

think, is it worth it to actually put down from, you know, just from my experiences and 

what I've seen and heard and slide this should I do right that documents and the 

principal or just not bother. So, I'll decide when I get back. Because I think that 

generally not interested.  

 

[00:15:10] So that the main support that you wanted to have been actually to support 

your teachers. But that was.  

 

[00:15:15] Yeah. Yeah. I mean, you know, everyone in my school they know is still on 

the EITI. Down. Call me Mr. iPad this kind of stuff, you know. And I'm sure that, you 

know, some of our colleagues maybe don't work so closely with me and from other 

departments that probably believe that what I do is just simply go into questions and 

telepaths and the kids just play random games and there's no educational content and it's 

all nonsense.  
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[00:15:43] I know for a fact that some colleagues that that have that opinion. And 

funnily enough, those are the ones who, you know, obviously are the kind of 

technophobes and.  

 

[00:15:57] I've heard very, very little of anything that they've been doing for the last 10 

weeks, shall we say that so. So, yes, I just get on with my own thing, basically. And 

that's it.  

 

[00:16:11] I mean, that's the good thing about, you know, one hearing is you being 

actually to be a teacher and someone who actually cares for their students. And once 

you know. Once some impact. Yeah, of course, yeah.  

 

[00:16:22] So, I mean, do you think that in terms of all the digital methods that you've 

been using, let's say, the pandemics over, do you think there'll be actually more in terms 

of digital methods that you'll be using in the classroom where you said it's not too 

different from prior year? You think there'll be more?  

 

[00:16:44] I'll probably I'll continue. For example, with the online Google classroom, 

the set up. I'll definitely continue that outside of school hours as a place where the 

students who are interested, you know, because they think adding a lot of links to apps 

and websites. It's become a very not community-oriented things. And they post photos 

of things they've done. And, you know, it's been fantastic. So, I'd very much would like 

to keep that going. You know, regardless of whether we at school or not. So that's been 

one thing to streaming. I'll definitely do the Friday afternoons with that as well.  

 

[00:17:29] And yeah, I think personally I'll just carry on doing what I've been doing 

really and just keep trying to look out for good stuff, you know, technology wise that 

we can use.  

 

[00:17:41] I think I think that's one of the things even for me, there's been a lot of ups 

going on myself. Just seeing what's available, especially now that especially if you look 

globally, a lot of resources now becoming more available.  

 

[00:17:58] Yeah. And they're modifying, for example, Google, mate. It's just been 

incorporated into the classroom. So, you can basically get everyone straight in there if 

you don't use zoo because of the security issues. Whenever such. Yeah, there's things 

like this happening on a daily basis. So, yeah, I mean, there's a lot to keep an eye on, but 

you're going to miss lots of it. But at least if you if you at least if you're looking around, 

you are going to keep picking up a few good things. So, I think in that sense, that will 

continue for the teachers who want to use it and want to, you know, trying new things. 

There's going to a lot of opportunities to do so. Mm hmm.  

 

[00:18:40] I mean, would you. Would you say that one of the actual struggles then is 

actually not what you are doing, but actually trying to get the whole school on board? 

As a major difficulty. No. Hey.  

 

[00:18:55] Don't just stop there for a minute and let's say that again.  

 

[00:18:58] Yeah. So, would you say that, you know, some that the issue is in terms of 

the difficulty is not what you are providing from the school, but actually getting the 

whole school as a community to work together and do it consistently?  
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[00:19:12] Yeah. There's no systematic approach. But I believe that's because the many 

two of, you know, senior teachers. Principal.  

 

[00:19:29] Within that group, there's not enough real understanding of what the e-

learning is and what's available. That's that. I'm not saying that in a kind of nasty, 

critical way. Just, you know, my principles are pretty good in most things. But I think, 

you know, we don't expect the management team to know about every new app and 

every single thing that's going on. But they should have a broad, general good idea of 

what's happening in the world phenomenon of technology in education. And I don't 

think we really have a school. So that's a big issue because it all comes from the top. 

Now, in my experience, working as net teacher, you just kind of viewing school. I've 

worked in, you know, culturally here in Hong Kong. People really don't like to do 

anything. That may be their superiors would make me look at them, know. So, what are 

you doing that? There is a kind of subservience to whoever is above it. And I think that 

really hinders people. You know, people don't want to offend colleagues certainly don't 

want to offend senior colleagues or I say the wrong thing. So, follow the line. Follow 

the line. You know, that's that seems to be something that's very clear and. So, if the 

people at the top sank, let's do a bus stop run. And let's just post difficult to the students 

so they can just do pen and paper activities. Then that's what's going to happen. No 

time.  

 

[00:21:20] Basically trying to avoid any forms of conflicts. Right.  

 

[00:21:24] Yeah, people will just say no. OK, you said that it's my job to make sure that 

gets done. Yeah. I think culturally that's an issue with this. I mean.  

 

[00:21:42] Surely you must have singler. Well, within the education bureau. You know, 

no contracts. Do you know that that's the way it works, right?  

 

[00:21:55] So, yeah, you know, I'm talking about. Yeah. I mean, so I mean, what's been 

your job in terms of your professional development? What's been the biggest takeaway 

then for you that during this time? And do you think it's made you a better teacher or a 

more effective teacher?  

 

[00:22:14] Absolutely, yes. And of course, one of the things that doing all this is 

probably one of the most important things.  

 

[00:22:22] You're using the technology and you really need to go into the world, kids, 

everything. Right. And so. Outside of their school studies, kids are living in a highly 

technological world. And one of the things I'm doing to my extreme sense to find out 

exactly what they do, you know, animal before they saw, I was always interested in 

what you know. Well, what's the latest? What are the latest things that kids are into? 

Because, of course, you can use that stuff to, you know, influence the way you teach 

that the materials you teach and stuff. And so, it's very cool to know, for example, that 

most the kids, they love to go play the roadblocks games.  

 

[00:23:10] You know, just something that I hadn't heard of before. The livestreaming 

says. I was like, what's that? I joined I signed up myself and is OK. You know, I played 

split the Games and SDK and they stop and talk about this snow. And then I actually, 

from that standpoint, Google for basically asking them to answer questions about what 

their favorite game was to play, why they like it. And they were right. No, that answers 

in English. And it's fantastic. So, if you if you know where they're coming from and 
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what technology they're using, they are using it. You apply that into the way you teach, 

the way you set up activities.  

 

[00:23:50] So, yeah, that's for me, that's the biggest plus of it is actually going to really 

understand your students more getting to know their interest to effectively make them 

learn better.  

 

[00:24:01] Yeah, yeah, yeah. And I also had an um, you know, have a communicate as 

well. So, yeah, I think it's really important for that and then to, you know, the. 

Textbook. What pen and paper attitude? I mean, we still need it. I'm not saying get me 

to be over it every day. We're getting further away. They are getting further in relation 

to their regular lives. You know, and the way everything gets done. So, yeah, you just 

need to keep up to speed with where they are. So, yeah, an important.  

 

[00:24:46] Good. So, we've talked about the some of the challenges and what support 

that you actually wanted, and that was mainly like to do with basically top down not 

giving you the support to help the teachers in there. Right. I mean, are there anything 

else that you think that could have been done to make your life more effective?  

 

[00:25:08] Not really, because I think self in four years just. And say studying is just 

learning about what's there. That's exactly what we talked about. So, you can do it. It's 

easy.  

 

[00:25:25] You know, the whole thing with Apple, how do you do it? YouTube 

livestream. Yeah.  

 

[00:25:31] Oh, just go on YouTube and find it. You know, you need OBSS software. 

Download that edge. I use that. Find a YouTube to it. Sold it to a completely 

straightforward. It's all on the Internet.  

 

[00:25:44] So yeah. I mean to text to go in Switzerland, listen to someone Leitch on 

something to me. It's pointless. You know, a lot of my colleagues said doing MSDS and 

they have to go once or twice a week, three hours after work. We'll sit in a lecture hall, 

you know. And I'll just support. That's Matt many in 2020. That's still, you know, stuff 

for university students. Push people to work full time and they still make them go and 

sit there and set time in a certain place every week. Yeah.  

 

[00:26:29] I mean, I can actually relate to everything that you just said with basically 

the doctor that I'm doing as well. It's all about boy’s distance learning. Right. So 

basically, everything is you take the initiative, you prep everything you do, and you do 

the work. And then I get like a one once I'm meeting with my supervisors just to catch 

up and discuss. And, you know, there are some critical questions. But, you know, yeah, 

like I said, it's all about having self-discipline and motivation to go in here.  

 

[00:27:00] Yeah. Which can be difficult. I mean, then.  

 

[00:27:06] Yeah. You just got to go away. You've got to work something out to do that. 

Right. And again, I know that my colleagues will what we. Local teach is they do. I 

have this extra burden of workload. You know, as an art teacher, we do have we've got 

the freedom and I do enough classes every week and do plenty of teaching.  
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[00:27:38] But I still have to have a free time to be constantly learning as well on the 

job as it were.  

 

[00:27:50] So yeah.  

 

[00:27:51] And that that would be helpful that he had more free time to actually do this 

within their work schedule. I think they at the holiday season is basically. Yeah, we 

want you to do you pay day and develop a do list. Go and do it on Saturday or Sunday. 

Don't do it in what time. Sorry. That's a bit unfair. So, and you know lots of people got 

families and kids and then that's not easy, right?  

 

[00:28:21] In some sense, you'd want your PD to be applied straight away, you know? 

You know, sometimes a lot of times wanted to give up, like I said, Saturday or Sunday. 

They're not in the right frame of mind to learn anyway.  

 

[00:28:33] Yeah. So, you how you can definitely get some sympathy for. For them there 

who?  

 

[00:28:43] Yeah, if I can get a bit freer time, which is dedicated completely to letting 

them explore, letting them learn.  

 

[00:28:54] But again, it's still so we live in a culture where people at the top, they want 

to know what you're doing, right.  

 

[00:29:04] And if you say all cigarette and just learned some stuff by me and there may 

be no record of it that we are where we think you'll probably just. I'm taking a nice long 

bus and we don't trust Jake. So, we're not going to give you that kind of freedom and let 

you guys go.  

 

[00:29:23] I mean, we all wrap it up now.  

 

[00:29:24] I mean, we talked about, you know, kind of what you've been doing, but 

actually you've also mentioned within the past, like said, you've been doing a lot of self-

learning over the past five years that you've been studying by yourself. But at the same 

time, you've also mentioned you want to offer PD to the teachers. And obviously a face 

to face, you know, kind of scenario. I mean, where do you find the balance?  

 

[00:29:50] Do you think it's necessary to still have the face-to-face kind of PD or do you 

think it's mainly just a cultural thing that you want to do that for the teachers, or are you 

just strongly up for self-learning and kind of like an online mode?  

 

[00:30:05] Well, I mean, you could easily just do it completely online. And by tutorials 

and, you know, there's no reason to get on together, but sometimes it's nice. You know, 

if there's an afternoon, everyone's got 30 minutes, you could get together. And, you 

know, I got to me mean, I'm not completely against, you know, if ever anybody getting 

together and learning together. I mean, obviously, there's some great things to do with 

that, but. Yeah, I think. To have like a kind of forum situation where maybe sometimes 

you'd have some meetings where you did get together with colleagues and say, look, 

this is what I'd find this month. This is a great app. People use it for this or that.  

 

[00:30:57] But then document and then also have a place where you can just, you know, 

put all of your ideas, which everyone can throw in. I actually set up a document for this 
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three or four years ago, an open just Google doc. Just for old apps that we have check, 

tag and maybe use in particular ones that we've used and continue to use.  

 

[00:31:23] And I'm the only person who is ever looked at it like I set it up and all the 

apps that I've used, and I use it with a description how much it costs, what you can use it 

for. It's very detailed, but also quick, you know, see if it's all fast finish activities. This is 

an app for that you could use for that. So, I shared it with everyone and says, you know, 

you know, contribute to it. And I'll remind everyone every year. And I still think I'm the 

only person who's ever actually opened the document and contributed to it.  

 

[00:32:02] So there you get the thing that's to do with actually fear that it might be more 

work for them. Or do you feel that they're just.  

 

[00:32:13] Yeah. I mean, yeah.  

 

[00:32:16] That I mean, getting back to the workload issue, that obviously is a big 

problem. So, yeah, it could be that I'm also not interested as well because. At the end of 

the day, you feel a local teaching, you got a textbook. You've got some exams to 

prepare for. That's the only thing that's important. Whatever anyone else says, because 

your job as a local teacher is to get as many of your students to pass and get high scores 

in the exams. If they get low scores, other teachers and other staff will look at you as 

though you're a bad teacher as well, the parents.  

 

[00:32:51] So you've only got one focus, right? Just drawing to the textbook and prepare 

them for the, you know, the dictation tests and all that.  

 

[00:33:02] That's their role. So, it's hard to break that. Yeah. So again, I don't have 

sympathy for the mass.  

 

[00:33:12] Yeah, it's tough. Yeah. I mean. I mean, that's pretty much the case for a lot of 

schools. Basically, you know, teacher ready teachers who haven't. I would say, you 

know, they they've been they've had all the knowledge, the battle, the workshop, the old 

about everything.  

 

[00:33:34] But because they've never needed to apply it. Now, it's a frantic rush to 

Sunday to recall everything that they've kind of been told before, because I'm sure 

they've attended tons of e-learning workshops, you know. But none of them get to use.  

 

[00:33:52] Yeah, and that's the one thing, is he? I mean, I've been experiencing that 

because, you know, before Christmas I went through the level to educate a course, you 

know, the modules. I made some notes, left it a few months. So, when I came back to it, 

you know, it's about me. You know, I say it's easy. It's just I'm just going to go to edges, 

repeat it, repeat it until it's until he goes inside yet. And it's easy to forget stuff, so. 

Yeah.  

 

[00:34:21] That's a. OK, so I guess.  
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Appendix 8.1 - Record of Visits 
 

 Date of 
Visit/Meeting/Activity 

Time and Duration Purpose School Staff Involved 

1.  27 August 2020 9.15 – 11 a.m. 
Initial meeting and collection of school 
data 

PSMCD, EPC, P1 LET Coordinator, 
NET 

2.  15 October 2020 2.30 – 4 p.m. P1 Unit preparation planning P1 Coordinator, NET 

3.  19 October 2020 10 a.m. – 3 p.m. 
P1 Modelling Unit 1, evaluating and 
feedback.  Video recording and editing 
for LETs. 

PSMCD, LETs 

4.  20 October 2020 9 a.m. – 3 p.m. 

P1 Modelling Unit 1, marking, 

evaluation and feedback.  Video 

recording and editing for LETs. 

LETs 

5. 21 October 2020 9 a.m. – 3 p.m. 

P1 Modelling Unit 1, marking, 

evaluation and feedback.  Video 

recording and editing for LETs. 

LETs, NET 

6. 22 October 2020 9 a.m. – 3 p.m. 

P1 Modelling Unit 1, marking, 

evaluation and feedback.  Video 

recording and editing for LETs. 

LETs, NET 

7. 23 October 2020 8.30 – 11 a.m. 

P1 Modelling Unit 1, marking, 

evaluation and feedback.  Video 

recording and editing for LETs. 

Principal, LETs, NET 

8. 27 October 2020 8.30 a.m. – 3 p.m. 

P1 Modelling Unit 1, marking, 

evaluation and feedback.  Video 

recording and editing for LETs. 

LET 
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 Date of 
Visit/Meeting/Activity 

Time and Duration Purpose School Staff Involved 

9. 17 November 2020 1 – 3.45 p.m. Meeting with P1 coordinator and NET LET, NET 

10. 18 November 2020 12 – 1.30 p.m. P1 Unit Evaluation Meeting PSMCD, EPC, LET, NET 

11. 9 December 2020 12.15 – 1.30 p.m. P1 Co-planning PSMCD, EPC, LET, NET 

12. 13 January 2021 2 – 3 p.m. Unit evaluation meeting PSMCD 

13. 14 January 2021 10 – 11.30 a.m. Unit evaluation meeting EPC 

14. 20 January 2021 9 – 10 a.m. P1 Class support LET 

15. 26 March 2021 12.45 – 2.15 p.m. Mid-year meeting PSMCD, EPC, SET, NET 

16. 24 May 2021 2.30 – 3.30 p.m. End-of-year meeting PSMCD, EPC, NET 

 
Date: 11 June 2021 
 
 
 
 

SVP – Form 5 
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Appendix 8.2 – Phase 3 questionnaire 

 
 
 
 

1	/	6

Phase	3	questionnaire

Page	1:	Unit	1	-	The	Wind	and	The	Sun	Evaluation

To	help	evaluate	the	unit	by	clicking	'Next'	you	provide	consent	on	the	information

provided.	Please	answer	the	questions	on	the	next	page	as	accurately	as	you	can.		



   
ICT-FACILITATED TEACHER CONTINUOUS PROFESSIONAL DEVELOPMENT 

                                                                                                                                                              349 

 
 
 
 
 

2	/	6

Page	2:	Page	1

1. 	Name

	1A

	1B

	1C

	1D

	1E

	Other

2. 	Class

	6	-	Strongly	agree

	5

	4

	3

	2

	1	-	Strongly	disagree

3. 	The	requirements	for	completing	the	objectives	for	each	lesson	were	clear.

	6	-	Strongly	agree

4. 	The	'resources'	met	my	needs	for	teaching	the	unit.
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3	/	6

	5

	4

	3

	2

	1	-	Strongly	disagree

	6	-	Strongly	agree

	5

	4

	3

	2

	1	-	Strongly	disagree

5. 	Planning	and/or	teaching	this	unit	gave	me	ideas	to	try	in	my	other	classes.

	6	-	Strongly	agree

	5

	4

	3

	2

	1	-	Strongly	disagree

6. 	The	use	of	Google	Drive	and	Google	Meets	during	the	planning	and	implementing

stages	were	useful	for	me	as	a	teacher	and	my	professional	development

7. 	The	lesson	demonstrations	and	modelling	were	useful	in	preparing	me	to	teach	my

class.
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4	/	6

	6	-	Strongly	agree

	5

	4

	3

	2

	1	-	Strongly	disagree

	6	-	Strongly	agree

	5

	4

	3

	2

	1	-	Strongly	disagree

8. 	Planning	and/or	teaching	this	unit	provided	me	with	a	deeper	understanding	of	how

to	teach	'reading	to	writing'.

	Full	length	videos	of	the	lesson	demonstrations

	Highlights	with	self-reflection	commentary	videos

	Observing	how	to	use	the	iPad	&	Apple	TV	in	the	classroom

	Using	Google	Drive	to	collaborate

	Making	use	of	Face	to	Face	meetings

	Making	use	of	Online	Meetings

	Other

9. 	Which	resource	was	more	useful?	(tick	all	that	apply)
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5	/	6

10. 	Throughout	the	process	from	collaboratively	planning	and	implementation,	what

did	you	value	the	most	as	a	teacher?

11. 	For	future	units	what	could	be	improved	from	the	"planning	and	implementing

stage"?
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6	/	6

Page	3:	Final	page

Thank	you	for	completing	the	questionnaire.
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Appendix 8.3 – Phase 3 interview consent form 
 
 

 

 

 

 

 

Invitation to Participate in a Research Project 

Title:  PROVIDING SCHOOL SUPPORT AND TEACHER PROFESSIONAL 

DEVELOPMENT WITH THE USE OF TECHNOLOGY 

 

Dear Teachers, 

 

I am a doctoral candidate at the University of Dundee and would like to invite you to 

participate in my research. 

 

As an English Primary Teacher in Hong Kong, you are in a good position to give 

valuable insight into your own professional identity and your own perspective of 

teacher professionalism in Hong Kong. Through this insight, I hope to get a better 

understanding of how technology can assist in Continuous Professional Development 

for teachers in Hong Kong. 

 

The interview should take no more than 30 minutes with the possibility of a follow-up 

interview at a later date. During the interview, you will be asked questions on your 

beliefs about Continuous Professional Development and factors that have impacted you 

on undertaking Continuous Professional Development. You will also be asked to reflect 

back upon how the mandatory school closure has affected you in the past few months 

and how technology has played a part in conducting your role as a teacher.   

 

Interviews will be recorded using video conferencing software as well as audio-

recorded for accuracy and ease of transcription.  

 

If you have concerns/questions about the research and you would like to discuss with 

someone else at the University, please contact: Professor Keith Topping, The University 

of Dundee on: k.topping@dundee.ac.uk or Dr Aileen Mcguigan, The University of 

Dundee on: a.mcguigan@dundee.ac.uk  

 

Confidentiality 

 

Interview tapes and transcripts will be held in confidence. They will not be used other 

than for the purposes described above and third parties will not be allowed access to 

them (except as may be required by the law). However, if you request it, you will be 

supplied with a copy of your interview transcript so that you can comment on and edit it 

as you see fit (please give your email below so that I am able to contact you at a later 

date). Your data will be held in accordance with the Data Protection Act and relevant 

Hong Kong laws. 

 

Anonymity 

 

Interview data will be held and used on an anonymous basis, with no mention of your 

name, but I will refer to you as a teacher in Hong Kong and some possible demographic 

data of the school, such as, medium of instruction, district, school type, and school size. 

mailto:k.topping@dundee.ac.uk
mailto:a.mcguigan@dundee.ac.uk
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Data Storage 

All hardcopy data will be securely stored in a lockable cabinet (with only the researcher 

holding the key) in a lockable office. All softcopy data will be stored as password 

protected files stored on University OneDrive. At the end of the project the university 

will keep you anonymous data for 10 years.  After which it will be destroyed. 

 

Right to Withdraw 

 

You have the right to withdraw from the project at any time without disadvantage. If 

you wish to withdraw, please send me an e-mail stating that you wish to withdraw, and I 

will destroy any data you have previously provided. 

 

Consent 

 

I have been fully informed about the aims and purposes of the project. I understand that: 

 

there is no compulsion for me to participate in this research project and, if I do choose 

to participate, I may withdraw at any stage; 

I have the right to refuse permission for the publication of any information about me; 

any information which I give will be used solely for the purposes of this research 

project, which may include publications or academic conference or seminar 

presentations; 

all information I give will be treated as confidential; 

the researcher(s) will make every effort to preserve my anonymity. 

 

………………………………..   ………………….. 

(Signature of participant)   (Date) 

 

 

………………………………..  

 ……………………………………….. 

(Printed name of participant)   (Email address of participant if they have 

requested  

      to view a copy of the interview transcript.) 

 

One copy of this form will be kept by the participant, a second copy will be kept by the 

researcher. 

 

Your participation will be greatly appreciated. 

 

Many thanks,  

 
 

Jonathan Lee 
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Invitation to 

Participate in a Research Project 

Title: PROVIDING SCHOOL SUPPORT AND TEACHER PROFESSIONAL 

DEVELOPMENT WITH THE USE OF TECHNOLOGY 

 

 

 

How we use your information 

  

To complete a research study into how technology can assist continuous professional 

development, we require some of your personal data. 

  

The personal data you provide will be used to illustrate differences in opinion between 

respondents, depending upon the length of their teaching experience, their role within 

the school and their age group.  The information required does not include any sensitive 

personal data by which you could easily be identified (such as your date of birth, name, 

your place of employment). 

  

The University will keep your anonymous personal data for 10 years.  It will then be 

destroyed.  

  

[IF REQUIRED We will respect your preferences concerning the ways in which we 

may contact you. If you wish to update these at any time, please let us know by email: 

jtflee@dundee.ac.uk ] 

  

  

Personal data 

  

The personal data required for this research will be used for educational research 

purposes. 

  

  

Sensitive (special categories) of personal data 

  

  

No sensitive personal data is required for this research and the data provided by the 

participant will be anonymised. 

 

  

 

Data controller 

  

The data controller for your personal information is the University of Dundee. Your 

data may 

be processed by the University’s nominated agents such as software or service 

providers. 

mailto:jtflee@dundee.ac.uk
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Providers used for the purpose are: [PROVIDERS]. 

 

[WHERE APPLICABLE] 

  

Of those, the following providers are based out with the European Economic Area 

(EEA): [PROVIDERS]. 

  

The University has the following safeguards in place in respect of data processed out 

with the EEA: [SAFEGUARDS]. 

   

Lawful processing 

  

The University asserts that it is lawful for it to process your personal data for the 

purposes detailed above, i.e. to complete a research study into how technology can 

assist continuous professional development. 

  

  

Your rights 

  

The University respects your rights and preferences in relation to your data. If you wish 

to update, access, erase, or limit the use of your information, please let us know by 

emailing 

jtflee@dundee.ac.uk . If you wish to complain about the use of your information, please 

email dataprotection@dundee.ac.uk. You may also wish to contact the Information 

Commissioner’s Office. 

 

 

 

 

mailto:jtflee@dundee.ac.uk
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