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This study aimed to explore a group of teachers'
perspectives on the effectiveness of online professional
development programs in the Saudi English context. To
achieve this main research objective, a five-point Likert
scale with 21 items belonging to four essential dimensions
was carried out on 537 English teachers using the snowball
sampling method. The data was collected online through a
Google Form-generated link. The study's findings revealed
that English teachers' perceptions of the effectiveness of
online professional development programs presented to
them during the pandemic of Covid-19 were relatively high.
No statistically significant differences were found due to
gender, age, experience, or qualifications regarding teachers'
perceptions of the effectiveness of online professional
development programs. However, there were statistically
significant differences in the efficiency of these programs
between teachers who have attended these programs and
those who have not in favour of the former. On the basis of
these findings, limitations and recommendations were put
forward .
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Recently, the COVID-19 pandemic led the world into unprecedented crises in all
fields of life. However, it has also expedited the development of technologies and mass
integration of processes around remote work, education, and training. The influence of
information and communication technology on establishing new ways to offer training
has been deemed advantageous in education (Rosa, 2016). Furthermore, over the
previous decade, there has been a surge in Online Professional Development Programs
(OPDPs). According to Hartshorne et al. (2020), the COVID-19 pandemic, in particular,
has accelerated the development, involvement in, and demand for online courses and
activities. Consequently, the purported advantages of enhanced access, networking,
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flexibility, and cheaper costs of providing teachers with online professional development
(PD) have come to be regarded as trustworthy and well-entrenched.

The need to include digital technology in education, particularly OPDPs, has
been actively debated in educational theory and practise over the last 20 years. Thus,
developing teachers' professional competencies and identities within the online
environment is essential for future research and training (Orak & Al-khresheh, 2021).
Ferdig et al., (2020) state that the primary goal of OPDPs is to train instructors on how to
teach online. Similarly, Vadivel et al., (2021) also mention that an educator who has been
allowed to absorb something valuable can unavoidably deliver the alike to their students.
According to Wuryaningsih et al., (2019), improving teacher PD in the digital era by
employing web-based learning appears to be a fundamental breakthrough in
strengthening teachers' skills. Furthermore, the educational efficiency of the online
modality is thought to be equivalent to conventional methods, with OPDP providers
claiming they can provide access and delivery benefits to reach more individuals at low
prices (Lay et al., 2020).

This study aims to assess the effectiveness of OPDPs presented to English-as-a-
Foreign-Language (EFL) teachers during the COVID-19 pandemic (2020-2022). The
outcomes of this study might offer academics and policymakers useful information to
understand EFL teachers' perspectives of OPDPs to equip them with suitable, effective,
and engaging programs. Investigating the elements that influence teachers' impressions of
attending OPDPs may aid in comprehending the aspects that contribute to an effective
delivery process. Predictably, the study's findings would encourage educational
institutions to deliver effective and suitable OPDPs that enhance EFL instructors'
teaching skills. There is a marked scarcity of similarly scoped research in the Saudi
setting. The current study seeks to address this gap and contribute to existing knowledge
by exploring EFL teachers' perceptions of the efficacy of OPDPs in the Saudi EFL
context. Given this, the current study seeks to answer the following questions:

1.  How do teachers perceive the effectiveness of OPDPs during the COVID-19
pandemic in the Saudi EFL context?

2. Do EFL teachers' perceptions of the effectiveness of OPDPs during the COVID-19
pandemic diverge noticeably in terms of gender, age, experience, qualifications,
and attendance of such professional programs?

Literature Review

Recently, the COVID-19 pandemic expedited the transition of the educational
paradigm from traditional classroom delivery to online formats, requiring teachers to
rapidly adapt to new learning and teaching environments (Al-khresheh, 2021a). Teachers
needed to learn and use online tools like learning management systems (LMS),
discussion boards, online examination tools, and ways to engage students online. Most
EFL teachers had never used these platforms before the COVID 19 pandemic. As a
result, it has further boosted the need for the PD of teachers. Therefore, there was a need
for urgent and immediate training for the teachers. In the pandemic situation, this gap was
successfully filled through OPDPs provided by educational institutions and organisations.
In this section, the prevalent views and relevant research regarding the need and
effectiveness of OPDPs, in general, are discussed, in addition to a specific overview of
those presented to EFL teachers in Saudi Arabia during the COVID-19 pandemic.
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According to Ahadi et al., (2021), most studies in existing systematic reviews
have not used complete PD evaluation models to evaluate teacher PD workshops. As a
result, validating the significance of OPDPs and investigating whether they have the
same qualities that traditional PD programs enjoy bears significance. Improving teachers'
quality of instruction via teacher PD programs has been a top priority in many nations.
Since its inception, PD has undergone several changes (Al-khresheh, 2021b; Elliott,
2017; Yates, 2007). Furthermore, according to Hiebert (1999), studies on teacher learning
point out that compelling chances to learn new-fangled teaching methods have numerous
essential features, such as: "(a) ongoing collaboration of teachers for purposes of
planning, with (b) the explicit goal of improving students' achievement of clear learning
goals, (c) anchored by attention to students' thinking, the curriculum, and pedagogy, with
(d) access to alternative ideas and methods and opportunities to observe" them in action,
enabling reflections on the causes for their effectiveness (p.15). However, all these
features correspond to the pre-COVID-19 situation. There was a need to reform these
features to consider the needs of teachers and students during the COVID-19 for the
successful teaching-learning process.

Previously, Fullan (1991) asserted that PD is the totality of one's formal and
informal learning experiences during one's career. Later on, Fishman (2016) defined PD
as learning activities concerning the teaching profession conducted after the first
certification. In this context, online PD corresponds to teachers' learning experiences
given partially or entirely over the internet with the potential to deliver high-quality
teacher learning experiences (Fishman et al., 2013). Teacher development assessment
serves two primary purposes: (a) better understanding staff development so that it may be
reinforced, and (b) determining the impact of staff development on its intended goals
(Guskey, 2000). Teachers must be given PD to provide them with the foundation
necessary to improve their performance in the classroom (Charalambos & Zembylas,
2004). This includes joint or individual development, continual education, curriculum
development, team dynamics and group work, and pre and in-service education
(Charalambos & Zembylas, 2004; Khan et al., 2021).

There are vital elements of transformative learning in the PD process for
teachers, which occur when they transition away from being directly instructed on what
to do towards the more comprehensive paradigm of assuming responsibility for their PD
and leveraging independent learning and problem-solving abilities to improve themselves
(Risko & Vogt, 2016). Thus, PD is positioned within the theoretical framework of
transformational learning. Many scholars see transformational learning theory as the
cornerstone of teacher PD since PD, Continuous Professional Development (CPD), and
Teacher's Continuous Professional Development (TCPD) are all major components of
adult learning (Al-Bargi, 2021; Sanchez, 2018; Shah et al., 2015). However, this
continuity in the PD of teachers may be interrupted by unforeseen mega-events and
incidents that cause global level changes, such as the paradigm shift in the teaching-
learning methods across the globe during Covid-19.

Transformative learning influences the development of students' action theories,
self-efficacy, and professional characteristics in teacher education (Aziz & Quraishi,
2017; Jones, 2009). According to Mezirow (2012), it goes through six stages: "1) a
disorienting dilemma; 2) self-critical assessment of assumptions; 3) recognition through
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discourse that others share assumptions; 4) exploration of new ideas and relationships; 5)
planning a course of action; and 6) taking action based on the new perspective developed
through this process" (p. 22).

Much empirical research has identified attributes that contribute to effective PD.
However, such research is limited to regional contexts, and the body of work presenting
teachers' opinions on PDPs internationally is limited (Ling et al., 2021). Although, it has
been recognised that ensuring instructors can provide targeted instruction to students
requires high-quality and accessible PD. These factors have motivated educational
institutions to improve teaching quality (Dana et al., 2021; Terés, 2016; Mahdi & Aldera,
2013).

The two essential aspects of good PD are expanding teachers' subject-specific
content and pedagogical knowledge, including understanding how students learn and
experimenting with different delivery methods (Vadivel et al., 2021; Garet et al.,1999).

Taylor (2011) identified three reasons participants chose to take an online PD
course: compliance with teacher certification criteria, interest and relevance, and
convenience (time). Additionally, Russell et al., (2009) found a positive correlation
between having taken OPDPs and eagerness to take them in the future. On the other
hand, teachers who had only taken face-to-face PDs were less eager to experience the
online format. Such findings corroborate further research that has found OPDPs to be a
highly effective PD tool, particularly during the pandemic (Berndt et al., 2017; Poole et
al., 2020; Pradeep, 2021; Turcsanyi-Szabd, 2008). Erickson et al. (2012) further highlight
that OPDP-trained teachers improved their capacity to incorporate research-based
methods into their teaching practices. However, OPDPs must integrate research-based
teacher education, adult learning, and online learning to have this effect. Adult learner
concepts are beneficial as they recognise that participants as self-directed, experienced,
goal-oriented individuals motivated to enhance their knowledge and skillset (Knowles et
al., 2011).

DeAngelis et al. (2013) investigated whether PD qualities influenced instructors'
utilisation of new knowledge and abilities and their influence on student learning
outcomes. As judged by classroom observation scores, active learning in the classroom
had a minor but significant link with instructors' application of new knowledge and
abilities. On the other hand, Lewis (2002) mentioned that the NSDC in the United States
rates just 10% of what teachers learn in typical PD events is interminably implemented in
the classroom.

Collins and Liang (2015) highlighted five essential markers of high-quality
OPDPs: 1) content relevance; 2) online features and delivery quality; 3) online
involvement and length; 4) transformational learning for instructional methods; and 5)
adult learning theory. According to OPDP providers, the online environment presented an
intriguing alternative for a high-quality service statewide deployment. High-quality
OPDPs must consider several factors, including prioritising content quality, leveraging
active learning, implementing proven practice models, and facilitating collaboration.
Such instruction can be further amplified by providing coaching, expert assistance, ample
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feedback, and an ongoing PD process (Archibald et al., 2011; Collins & Liang, 2015;
Darling-Hammond et al., 2017).

Moreover, three elements make an OPDP effective compared to face-to-face
PD: 1) OPDPs are flexible as the boundaries of time and place are diminished; 2) OPD
participants have greater access to various content types and a wider variety of PD
resources, and 3) it offers greater efficiency in terms of time and money spent on
traditional PD programs. However, technology usage can be a limitation as the facilitator
and participants should know the necessary technological tools to benefit from such a
setting. Additionally, The unavailability of suitable technological tools can hinder the
smooth commencement of an OPDP (Truong & Murray, 2020). Finally, researchers have
further stated the importance of human connection in face-to-face and OPDPs (Hiirsen,
2012; Elliott, 2017; Poole et al., 2020; Tweed, 2013).

Several studies, including those by Alghamdi and Li (2011), Alshaikhi (2020),
and Al-Bargi (2021), have addressed the realities of PD for teachers in Saudi Arabia.
Alghamdi and Li (2011) evaluated Saudi Arabian CPD programs from design, execution,
and assessment perspectives. Their research provided several recommendations to
overcome the challenges that limit the effectiveness of such programs. As Alghamdi
(2018) discovered, 89% of faculty members felt the knowledge they had learned started
to dissipate within three months of the program, despite their initial enthusiasm for what
they anticipated learning from the workshops. Further investigation identified
preoccupation with typical job responsibilities as the primary contributing factor, limiting
their time to apply what they learned to their classrooms.

According to Alshaikhi (2020), many teachers prefer self-directed learning over
official offerings due to its situatedness in their environment, speciality’s nature, and the
evolving nature of their careers. As shown in instructors' current practices, networking,
cooperation, collegiality, and reflection are amongest the primary characteristics of self-
directed learning. Furthermore, Alzahrani and Althaqgafi (2020) discovered restrictions in
teachers' positive views of OPD course segments, teachers' learning, and their use of
innovative skills and information in research. So, COVID-19 allowed teachers to select
PD sessions of their choice and need, free of cost, from a vast list of programs offered by
various authentic resources like Cambridge and Oxford University Press.

Although these studies concentrated on teachers' PD in Saudi Arabia, they did
not adequately investigate their perceptions of OPDPs during the COVID 19 pandemic in
terms of the four dimensions presented in this study tool: 1) transformational learning for
instructional practices; 2) perceptions of OPDP quality features during COVID-19; 3)
online participation and duration of OPDPs during COVID-19, and 4) online features and
delivery quality of OPDPs during COVID-19. Furthermore, these studies did not examine
whether there are statistically significant differences due to gender, age, experience,
qualifications, and, most importantly, the effectiveness of these programs for those who
participated compared in OPDPs during COVID-19 to those who did not participate.

This study attempts to fill the gaps found in the previous studies. It argues that
there was an abundance of OPDPs during the COVID 19 pandemic, providing EFL
teachers with easy access to the sessions of their choice from well-renowned trainers in

5



Al-khresheh, Mohamed, Asif

the comforts of their homes. However, this flood of information also made it difficult for
teachers to choose suitable PD sessions, keep track of their learning and then apply it in
the online classes during COVID-19 distance learning. It negatively affected teachers'
engagement and motivational level towards such PD sessions.

Method

Study Design

This study aimed to explore teachers' perspectives on the effectiveness of
OPDPs presented during the COVID-19 pandemic (2020-2022) in the Saudi EFL context.
A cross-sectional quantitative approach was used to collect data for the benefits of
increased sample size and faster information collection. A questionnaire was distributed
to the target sample using the snowball sampling method. This method was chosen
because it gives the researcher(s) a reasonable chance to get populations that are
challenging to sample compared to other sampling methods (Gay & Airasian, 2005).
Additionally, the process is simple and cost-efficient and does not require much planning
compared to other sampling techniques (Snyder, 2019).

Participants

The study participants included 537 male and female EFL teachers aged 25 - 60
years old. Their teaching experience ranged from 1 to more than 15 years. They all have
taught English online through the pandemic, meaning they have appropriate and relevant
experience to participate in this study. Belonging to various nationalities, they all work in
Saudi Arabia as EFL teachers. They also have varying qualifications (e.g., bachelor's,
master's, and PhD degrees). Furthermore, the majority of them have attended different
PD programs during the COVID-19 pandemic, as stated in their responses to the
questionnaire. Their statistical characteristics are represented in Table 1.

Table 1
Characteristics of Participants
Variables Frequency  Percent

Gender Male 226 43.8%
Female 290 56.2%

Age <25 years 49 9.5%
26-30 years old 103 20.0%
31-40 years 170 32.9%
41-50 years 121 23.4%
51-60 years 61 11.8%
60 years old above 12 2.3%

Experience 1-5 years 138 26.7%
6-10 years 166 32.2%
11-15 years 122 23.6%
more than 15 years 90 17.4%

Qualification Bachelor 136 26.4%
Master 251 48.6%
PhD 129 25.0%

OPDPs Yes 384 74.4%

Attendance No 132 25.6%
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Instrument

The questionnaire was the primary tool utilised in this study and was selected
for the following reasons: 1) it would provide control over variations, limiting its
influence; 2) enable in-depth investigation of the phenomenon; 3) offer respondents
flexibility regarding where and when they can complete their questionnaire; and 4) also
enable acquiring a better understanding of an existing case (Babbie, 2005; Gay &
Airasian, 2005; Siddaway et al., 2019).

The study adopted Collins and Liang's (2015) online teachers' PD questionnaire.
The questionnaire included 21 Likert scale items, each containing five choices
(1=Strongly Disagree, 2=Disagree, 3=Neutral, 4=Agree, and 5=Strongly Agree). All the
questionnaire items assessed information about participants' online experiences and the
quality of the OPDPs they had recently attended. The questionnaire's items were divided
into four major categories: 1) the first four items assessed details about participants’
perceptions of OPDPs Quality Features; 2) the second eight items involved details about
Online Features and Delivery Quality, 3) the following five items concerned Online
Participation and Duration, and 4) the last four items dealt with Transformational
Learning for Instructional Practices. The questionnaire has been validated in several
studies and has demonstrated effectiveness in assessing online teachers' PD across
multiple studies (Al-Bargi, 2021; Collins & Liang, 2015).

Data Collection and Analysis

Due to COVID-19 restrictions, the data was collected online over two months at
the end of the second semester of the 2020-2021 academic year. At the time of data
collection, the participants had been teaching remotely for almost 18 months, during
which they had attended PD training programs. The survey was generated electronically
by Google Forms and then sent to the study participants using the snowballing method,
i.e., the Google Form link was sent to a group of EFL teachers, and they were requested
to circulate it. The aim of the study was clarified and introduced on the first page of the
questionnaire. Moreover, the Google Form link was shared multiple times to reach the
entire intended sample population. It was confirmed that all data would be retained
private and would not be revealed except for this study.

The collected data was then coded and analysed with SPSS version 26. The data
analysis included descriptive measures for variables at each level of measurement. Data
was represented through the tabulation method using Microsoft Office Excel. Frequency,
percentage, means, and standard deviations were presented. Analysis of Variance
(ANOVA) was then employed to discover the statistical significance of the study's
variables. Pearson's correlation was similarly used to determine the importance of the
relationship between quantitative variables.

Reliability and Validity of the Questionnaire

An internal consistency test was carried out through the SPSS software to check
the reliability of the questionnaire. The reliability of the quantitative data was assessed by
calculating the Cronbach's Alpha coefficient of the questionnaire’s psychometric
properties. The internal consistency of the Cronbach's Alpha value was 0.864,
statistically considered a good value (Gay & Airasian, 2005), as depicted in Table 2
below. It also shows that the items had a statistically significant correlation to the
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dimension they belonged to. The table shows the correlation coefficients between the
degree of each item and the overall degree of the dimension to which the item belongs in
the questionnaire. All the indicated correlation coefficients are significant at the
significance level (0.01). Thus the questionnaire's items are considered reliable and valid
for what they were initially designed to measure.

Table 2
Items Correlation Coefficients Values
Questionnaire's Dimensions

Participants' Online Features and Delivery Quality Online Participation ~ Transformational
Perceptions of and Duration Learning for
Quality Features Instructional
Practices
Item Correlation Item Correlation Item Correlation Item Correlation  Item Correlation
No. Coefficient No. Coefficient No. Coefficient No. Coefficient  No. Coefficient
1 7227 1 4637 5 454" 1 682" 1 786"
2 769 2 543" 6 500" 2 7197 2 857"
3 764" 3 634" 7 438" 3 798" 3 842"
4 827" 4 436" 8 598" 4 820" 4 820"
5 769"
Results

The “Statistical Package for Social Sciences” (SPSS) was used to highlight the
difference between the research sample's mean scores and the questionnaire's dimensions.
The five-point Likert scale was employed as follows: five points to (strongly agree), four
points to (agree), three points to (neutral), two points to (disagree), and one point to
(strongly disagree). The arithmetic averages were calculated using the following formula:
(the highest point value — the lowest value) / 3 = (5 - 1) / 3 = 1.33. As a result, the
categories are as follows: 1-2.33 is low, 2.34-3.67 is moderate, and 3.68-5 is high.

Participants' Perception of the Effectiveness of OPDPs

Table 3 shows that the participants' perceptions of the effectiveness of the
OPDPs were high, with an overall average reaching 3.68 and a standard deviation of 0.49.
This shows the homogeneity of the study sample members in evaluating the effectiveness
of OPDPs presented during the pandemic of Covid-19. The effectiveness of the four
dimensions was reasonably high, except for the dimension of 'Online Features and
Delivery Quality," which received a moderate level of effectiveness with a mean of 3.41
and a standard deviation of 0.51.

Table 3
Arithmetic Means and Standard Deviations of the Questionnaire Dimensions
Ranked Descendingly

Dimensions Mean  Std. Deviation(SD)  Effectiveness
1 Transformational Learning for Instructional ~ 3.99 0.71 High
Practices
2 Perceptions of OPDPs Quality Features 3.88 0.64 High
3 Online Participation and Duration 3.71 0.72 High
4 Online Features and Delivery Quality 341 0.51 Moderate
Total 3.68 0.49 High
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Transformational Learning for Instructional Practices

Table 4 depicts that all items in the dimension of Transformational Learning for
Instructional Practices' came with a high degree of effectiveness. The item, “As | worked
through the Online Professional Development Programs, | used technology skills that
were new for me,” ranked first with an average of 4.02. In contrast, the item, “I learned a
great deal of practical information for my teaching due to the Online Professional
Development Programs,” ranked last with an average of 3.96.

Table 4
Arithmetic Means and Standard Deviations of Transformational Learning for
Instructional Practices Ranked Descendingly

Item Item Statements Mean SD Effectiveness ~ Ranked

No

4 As | worked through the OPDPs, | used 4.02 0.88 High 1
technology skills that were new for me

1 | have set goals for myself regarding the  4.00 0.84 High 2
implementation of OPDPs

2 The content in the OPDPs is easily 3.97 0.86 High 3
adaptable to my classroom instruction

3 | learned a great deal of practical 3.96 0.87 High 4
information for my teaching as a result of
the OPDPs

Total 3.99 0.71  High

Participants' Perceptions of OPDPs Quality Features

Table 5 illustrates 'Participants' Perceptions of OPDPs Quality Features," which
were highly rated with a mean of 3.88. While three items were found to have a high
degree of effectiveness of 75%, the least ranked item was found to have a moderate
degree of effectiveness. The item, “The OPDPs show or describe application activities
that | can readily implement in my classroom,” ranked first with an average of 4.06. In
contrast, the item, “The Online Professional Development Programs provided good
theory, but I am not sure how they apply to my work,” ranked last with an average of
3.45.

Table 5
Arithmetic Means and Standard Deviations of the Participants' Perceptions of
OPDPs Quality Features Ranked Descendingly

Item  Item Statements Mean SD Effectiveness  Ranked

No

1 The OPDPs show or describe application activities 4.06 0.83 High 1
that | can readily implement in my classroom

2 The OPDPs provided me information I will use in  4.02 0.80 High 2
the future

3 The OPDPs have answered some professional 3.97 0.84 High 3
questions or concerns | have

4 The OPDPs provided good theory, but | am not sure  3.45 1.14 Moderate 4
how they apply to my work

Total 3.88 0.64 High
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Online Participation and Duration

Table 6 shows that the dimension of 'Online Participation and Duration' has a
high level of effectiveness, with a mean average of 3.71. Three items exhibited a high
degree of effectiveness, comprising 60% of the total. Two items were given a moderate
degree of effectiveness, including the remaining 40%. While the item, “I viewed the
OPDPs by myself from home,” ranked first with a mean of 3.92, I viewed the OPDPs
with one or two colleagues” placed last with a mean of 3.52.

Table 6
Arithmetic Means and Standard Deviations of Online Participation and
Duration Ranked Descendingly

Item  Item Statements Mean SD Effectiveness  Ranked

No

2 | viewed the OPDPs by myself from home  3.92 0.85 High 1

1 I spent 4 hours or less viewing OPDPs 3.88 0.88 High 2

3 I viewed the OPDPs by myself at school 3.71 0.93 High 3

5 | viewed the OPDPs as part of a whole 3.54 1.06 Moderate 4
group

4 I viewed the OPDPs along with one or two ~ 3.52 1.03 Moderate 5
colleagues

Total 3.71 0.72 High

Online Features and Delivery Quality

While EFL teachers appreciated OPDP scheduling flexibility, navigation,
features, and format, they rated OPDPs lower in duration, content, motivation, and
whether they are dull or exciting. Table 7 illustrates 'Online Features and Delivery
Quality," which was moderately effective, averaging 3.41. Four items with a high degree
of effectiveness represented 50% of the total. The other 50% was represented by the
remaining four items with moderate effectiveness. The item, “The online learning fits my
schedule better than meeting face to face,” ranked first with a mean of 3.82, whereas the
item, “The OPDPs are boring,” ranked last with a mean of 2.69.

Table 7
Arithmetic Means and Standard Deviations of Online Features and Delivery
Quality Ranked Descendingly

Item Item Statements Mean SD Effectiveness Ranked
No.
1 The online learning fits my schedule better than meeting  3.82 0.93 High 1
face to face
7 Navigating the OPDPs was a clear and simple process 3.78 0.83 High 2
6 The OPDPs have a good balance in their text, video, and  3.73 0.85 High 3
interactive tasks
2 The online format offers content delivery advantages over  3.69 0.92 High 4
face-to-face delivery
3 The online part of the training was more work than I  3.49 1.02 Moderate 5
expected
8 As | worked through the OPDPs, | felt as though | was on  3.26 1.09 Moderate 6
information
5 It was difficult to stay motivated as | worked through the  2.77 1.14 Moderate 7
OPDPs
4 The OPDPs are boring 2.69 1.21 Moderate 8
Total 3.41 0.51 Moderate
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Table 8 below presents the ANOVA analysis of the demographic data. The table
shows no statistically significant differences due to the variables of gender, age,
experience, or qualifications. However, there are statistically significant differences due
to the attendance variable of these professional programs between those who have
attended during the pandemic and who have not in favour of the formers where the
calculated F values reached 13.058, which is statistically significant at the level of
significance (o < 0.05).

Table 8

The ANOVA Analysis of the Demographic Data
Source Type Il Sum of Squares Df Mean Square  F Sig.
Gender .013 1 .013 .062 .804
Age .510 5 .102 491 .783
Experience .252 3 .084 404 .750
Qualification 197 2 .098 A73 .623
Programs 2.713 1 2.713 13.058 .000*
attendance
Error 81.870 394 .208
Total 7110.642 516
Corrected Total 124.684 515

*Statistically significant

Discussion
The main objective of this study was to explore EFL teachers' perceptions of the
effectiveness of OPDPs in Saudi Arabia concerning four dimensions: 1) transformational
learning for instructional practices; 2) perceptions of OPDP quality features; 3) online
participation and duration; and 4) online features and delivery quality. This section
provides a detailed discussion of the study's findings concerning the research questions
stated in the introduction.

Regarding the first research question, the results found that EFL teachers'
perceptions of the effectiveness of OPDPs in Saudi Arabia were relatively high. As
shown in Table 3, the dimensions "Transformational Learning for Instructional
Practices," "Perceptions of OPDPs' Quality Features,” and "Online Participation and
Duration" were highly effective. In contrast, the fourth dimension, "Online Features and
Delivery Quality," was only moderately effective. This means that EFL teachers in Saudi
Arabia had a generally positive attitude towards attending OPDPs during the COVID-19
pandemic. These findings are consistent with previous research on teachers' perceptions
of OPDPs in terms of positive effectiveness (Alzahrani & Althagafi, 2020; Dana et al.,
2021; Parsons et al., 2019). An overview of how the attained results for each dimension
correspond to existing research follows.

The participants' perceptions of transformational learning for instructional
practices were high. Most participants believed that OPDPs demonstrated or highlighted
activities they could quickly implement in their classrooms and addressed some of their
professional questions or concerns (Alghamdi, 2018; DeAngelis et al., 2013). This
contradicts Lewis's (2002) claims that just 10% of what teachers learn at typical PD
sessions is ever incorporated into the classroom. It also contrasts Collins and Liang's
(2015) observation that participants felt the content of the OPDPs was not easily
transferable to their employment.
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The participants' perceptions of online features and delivery quality were
moderate. The study's findings suggested that OPDPs function was better for participants'
schedules than face-to-face encounters, inconsistent with Fishman et al., (2013).
Although most survey respondents thought the content of these programs was interesting,
a considerable percentage said the OPDPs were boring and had more work than they
expected, which might be due to a lack of direct contact or because the environment
surrounding them prevents them from completely concentrating on fulfilling OPDP
requirements. Furthermore, while most participants felt that the OPDPs delivered a strong
theory, they were unclear about how to apply it to their job, which might be attributed to
a lack of practical exercise (Lewis, 2002).

In addition, the study findings indicated that the quality features of OPDPs, such
as texts, videos, and interactive tasks, may have played essential roles in teachers'
perceptions of OPDPs because a high percentage of instructors believe that OPDPs
contain an adequate balance of text, video, and interactive tasks (Al-Bargi, 2021; Russell
et al., 2009). A high percentage of participants also indicated satisfaction with the
efficacy of the techniques and media employed in delivering the programs and program
duration. Moreover, most participants spent 4 hours or fewer viewing OPDPs because of
the online format's material delivery benefits over face-to-face delivery and because EFL
teachers are relatively eager to attend these programs. Finally, most participants viewed
OPDPs from home supports our hypothesis that OPDPs overcome time and location
obstacles, as Elliott (2017) indicated.

Furthermore, most participants were in the 31-40 year age group, with sufficient
instruction, training, and technological experience, in line with other research which
highlighted that experienced EFL instructors favour utilising technology more than
beginner teachers and are more supportive of the benefits of technology in language
instruction (Rosa, 2016). They are also aware of the importance of OPDPs for their career
compared to young teachers. Educational level may also significantly influence the desire
for PD since most participants had master's and doctoral degrees.

Although the findings of this study showed high effectiveness of OPDPs among
EFL teachers during the pandemic, low and moderate efficacy of such programs were
found in studies conducted a couple of years before the pandemic (Alghamdi, 2018;
Alghamdi & Li 2011; Alzahrani and Althagafi, 2020). This variance in the effectiveness
of such programs might be due to the sudden shift to eLearning because of the pandemic,
which helped reshape teachers' perceptions of OPDPs.

The study's findings discovered statistically significant differences in the
efficiency of OPDPs between EFL teachers who attended OPDPs and those who did not
in favour of the former. The EFL teachers who attended OPDPs felt they were valuable
and highly effective, as evidenced by their replies to the four previously indicated
dimensions. These results can be attributed to EFL teachers' ability to interact remotely
with other EFL teachers outside their local region, thus enhancing their teaching skills
and expanding their knowledge through experience sharing. Moreover, this may result
from high effectiveness technology-based delivery methods, enabling cross-district
collaboration regardless of location. OPDPs can also be an excellent source for obtaining
up-to-date teaching skills, particularly during exceptional circumstances like the COVID-
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19 pandemic. It has also been noted that OPDPs facilitate teachers in incorporating
technology into their work because it requires a degree of diverse technological
awareness and skill (Berndt et al., 2017; Erickson et al., 2012; Joshua, 2017; Parsons et
al., 2019). However, this observation contrasts with previous findings that teachers
preferred future face-to-face PDPs rather than online (Russell et al., 2009).

However, no statistically significant differences were found among the
remaining variables of the study, namely gender, age, experience, qualifications and EFL
teachers' perceptions of the effectiveness of OPDPs. Although this result is in line with
Mahdi and Aldera's study (2013), where no significant differences in teachers'
perceptions were found due to such mentioned variables, some contradictory results were
found (Hursen, 2012; Tweed, 2013).

The study's findings revealed that most study participants chose OPDPs over
other traditional methods since organisations worldwide are moving to digital solutions in
response to COVID-19 (Ahadi et al., 2021). The research also confirms the results of
previous studies that a significant number of teachers are aware of the importance and
effectiveness of OPDPs. However, this study adds to earlier studies because many
participants responded that they did not attend any OPDPs. So, as this and other studies
suggest, there is a need to motivate teachers to attend OPDPs to cope with changing
teaching and learning environments and be efficient teachers. Doing so would increase
teachers' readiness to participate in OPDPs.

Limitations and Recommendations

Even though teachers had conflicting feelings regarding OPDPs, their expertise
and viewpoints gave unique insights into the four characteristics that contribute directly
and practically to OPDPs framework research. However, there were some limitations to
this study. The first limitation was in the applicability of its results to non-EFL teachers.
Being based on EFL teachers alone, the acquired perspectives cannot be reliably
transferred to teachers of different subjects, schools, regions, or beyond. The second
limitation was the adoption of the quantitative approach. As such, these results could be
strengthened by conducting future qualitative research and interviews. The third
limitation is that the sample size was insufficient to generalise findings. Future research
could potentially evaluate larger samples from other specialities to provide more
comprehensive results.

Conclusion

This study aimed to evaluate the preferences and views of EFL teachers in Saudi
Arabia concerning OPDP effectiveness. The results showed that those undertaking
OPDPs found them beneficial and appreciated the online learning format. Participants
recognised the benefits of OPDPs in enhancing and improving their teaching skills.
Furthermore, the results highlighted that EFL teachers had a positive perception of OPDP
effectiveness during the COVID-19 period. While the data revealed a significant
difference in participants' perceptions of OPDPs based on OPDP attendance, there were
no significant differences based on demographic characteristics such as gender, age,
experience, or qualifications. These results imply that prioritising OPDPs for EFL
instructors in Saudi Arabia may create enhanced proficiency and the capacity to
overcome obstacles, particularly in extraordinary situations like the COVID-19 outbreak.
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This study also identified literature gaps in OPDP research and potential avenues for
future research directions.

References

Ahadi, A., Bower, M., Lai, J., Singh, A., & Garrett, M. (2021). Evaluation of teacher professional
learning workshops on the use of technology - a systematic review, Professional
Development in Education, 47, 1-17 https://doi.org/10.1080/19415257.2021.2011773

Al-Bargi, A. (2021). ELT online teachers' professional development during the covid-19 pandemic
outbreak: Perceptions, implications and adaptations. Theory and Practice in Language
Studies, 11(10), 1161-1170. https://doi.org/10.17507/tpls.1110.03

Alghamdi, A. H., & Li, L. (2011). Teachers' continuing professional development programmes in
the Kingdom of Saudi Arabia. http:/files.eric.ed.gov/fulltext/ED5268 50.pdf/.

Alghamdi, A. K. H. (2018). Faculty professional development and its impact on teaching strategies
in Saudi Arabia. Journal of Teaching and Teacher Education, 6(02), 77-93.
http://dx.doi.org/10.12785/jtte/060202

Al-khresheh, M. (2021b). Revisiting the effectiveness of Blackboard learning management system
in teaching English in the era of COVID 19. World Journal of English Language, 12(1),
1-14. DOI: https://doi.org/10.5430/wjel.v12n1pl

Al-khresheh, M. H. (2021a). Reconceptualising the elements of effective English language teaching
through the lens of pandemic induced online teaching: An exploratory study of Jordanian
EFL Teachers' Perceptions. Asian EFL Journal, 28(2), 61-97.

Al-Samiri, R. A. (2021). English Language Teaching in Saudi Arabia in Response to the COVID-
19 Pandemic: Challenges and Positive Outcomes. Arab World English Journal (AWEJ)
Special Issue on Covid 19 Challenges (1) 147-159.
https://dx.doi.org/10.24093/awej/covid.11

Alshaikhi, H. (2020). Self-directed teacher professional development in Saudi Arabia: EFL
teachers' perceptions. Theory and Practice in Language Studies,10 (11), 1359-1369.
https://doi.org/10.1359.10.17507/tpls.1011.03.

Alzahrani, F. Y., & Althagafi, A. S. (2020). EFL teachers' perceptions of the effectiveness of online
professional development in higher education in Saudi Arabia. Higher Education
Studies, 10(1), 121-131. https://doi.org/10.5539/hes.vi0n1p121

Archibald, S., Coggshall, J. G., Croft, A, & Goe, L. (2011). High-quality professional
development for all teachers: Effectively allocating resources. National Comprehensive

Center for Teacher Quality. Retrieved from
http://www.gtlcenter.org/sites/default/files/docs/HighQualityProfessionalDevelopment.pd
f

Aziz, F., & Quraishi, U. (2017). Influence of gender, professional qualification and job experience
on secondary school teachers' self-efficacy. FWU Journal of Social Sciences, 11(2), 233-
244,

Babbie, E. (2005). The basic of social research. Canada: Wadsworth Publishing Company.

Berndt, A., Murray, C. M., Kennedy, K., Stanley, M. J., & Gilbert-Hunt, S. (2017). Effectiveness of
distance learning strategies for continuing professional development (CPD) for rural
allied health practitioners: a systematic review. BMC medical education, 17(1), 1-13.
https://doi.org/10.1186/s12909-017-0949-5

Charalambos, V. & Zembylas, M. (2004). Online professional development: Lessons from the
field. Education + Training, 46(6-7), 326-334.
https://doi.org/10.1108/00400910410555231.

Collins, L. J., & Liang, X. (2015).Examining high-quality online teacher professional development:
Teachers' voices. International Journal of Teacher Leadership, 6(1), 18-34.
https://files.eric.ed.gov/fulltext/EJ1137401.pdf

Dana C. Childress, Sharon A. Raver, Angela Eckhoff & Sabra B. Gear (2021). Technology-
mediated professional development for early intervention service providers: connecting

14


https://doi.org/10.1080/19415257.2021.2011773
https://doi.org/10.17507/tpls.1110.03
http://files.eric.ed.gov/fulltext/ED5268%2050.pdf/
http://dx.doi.org/10.12785/jtte/060202
https://doi.org/10.5430/wjel.v12n1p1
https://dx.doi.org/10.24093/awej/covid.11
https://doi.org/10.1359.10.17507/tpls.1011.03
https://doi.org/10.5539/hes.v10n1p121
http://www.gtlcenter.org/sites/default/files/docs/HighQualityProfessionalDevelopment.pdf
http://www.gtlcenter.org/sites/default/files/docs/HighQualityProfessionalDevelopment.pdf
https://doi.org/10.1186/s12909-017-0949-5
https://doi.org/10.1108/00400910410555231
https://files.eric.ed.gov/fulltext/EJ1137401.pdf

ONLINE DEVELOPMENT PROGRAMS

adult learning with caregiver support, Professional Development in Education,47, 1-15.
https://doi.org/10.1080/19415257.2021.1879222

Darling-Hammond, L. Hyler, M. E., & Gardner, M. (2017). Effective professional development.
Research brief. Palo Alto, CA: Learning Policy Institute.

DeAngelis, K. J., Wall, A. F., & Che, J. (2013). The impact of preservice preparation and early
career support on novice teachers’ career intentions and decisions. Journal of Teacher
Education, 64(4), 338-355. https://doi.org/10.1177/0022487113488945

Elliott, J. C. (2017). The evolution from traditional to online professional development: A
review. Journal of Digital Learning in Teacher Education, 33(3), 114-125.
https://doi.org/10.1080/21532974.2017.1305304

Erickson, A. S. G., Noonan, P. M., & Mccall, Z. (2012). Effectiveness of Online Professional
Development for Rural Special Educators. Rural Special Education Quarterly, 31(1), 22—
32. https://doi.org/10.1177/875687051203100104

Ferdig, R.E., Baumgartner, E., Hartshorne, R., Kaplan-Rakowski, R. & Mouza, C.
(2020). Teaching, technology, and teacher education during the COVID-19 Pandemic:
Stories from the Field. Association for the Advancement of Computing in Education
(AACE). Retrieved October 3, 2021 from https://www.learntechlib.org/p/216903/

Fishman, B. (2016). Possible futures for online teacher professional development. In C. Dede, A.
Eisenkraft, K. Frumin, & A. Hartley (Eds.), Teacher learning in the digital age: Online
professional development in STEM education , 13-30, Cambridge, MA: Harvard
Education Press.

Fishman, B., Konstantopoulos, S., Kubitskey, B. W., Vath, R., Park , G., Johnson, H., & Edelson,
D. C. (2013). Comparing the Impact of Online and Face-to-Face Professional
Development in the Context of Curriculum Implementation. Journal of Teacher
Education, 64(5), 426—438. https://doi.org/10.1177/0022487113494413

Fullan, M. (1991), The New Meaning of Educational Change, 2nd ed., Teachers College Press, New
York, NY

Garet, M., Birman, B., Porter, A., Desimone, L., Herman, R., & Suk Yoon, K. (1999). Designing
effective professional development: Lessons from the Eisenhower program. Washington,
DC: U.S. Department of Education.

Gay, L. & Airasian, P. (2005). Educational Research: Competencies for Analysis and Application
(8th Ed.). Upper Saddle River, New Jersey, Columbus, Ohio: Merrill Prentice Hall.

Guskey, T. R. (2000). Evaluating professional development. Thousand Oaks, CA: Corwin Press.

Hakim, B. M. (2015). Teacher evaluation as a tool for professional development: A case of Saudi
Arabia. Advances in Language and Literary  Studies, 6(5), 97-103.
http://dx.doi.org/10.7575/aiac.alls.v.6n.5p.97

Hartshorne, R., Baumgartner, E., Kaplan-Rakowski, R., Mouza, C., & Ferdig, R. E. (2020). Special
issue editorial: Preservice and inservice professional development during the COVID-19
pandemic. Journal of Technology and Teacher Education, 28(2), 137-147. Retrieved
November 15, 2021 from https://oaks.kent.edu/node/10693

Hiebert, J. (1999). Relationships between research and the NCTM standards. Journal for research
in mathematics education, 30(1), 3-19. https://doi.org/10.2307/749627

Hirsen, C. (2012). Determine the attitudes of teachers towards professional development activities.
Procedia Technolgy,1, 420-425. https://doi.org/10.1016/j.protcy.2012.02.094

Jones, M. (2009). Transformational learners: Transformational teachers. Australian Journal of
Teacher Education, 34(2), 15-27. https://doi.org/10.14221/ajte.2009v34n2.2.

Khan, S., Taj, S., & Maroof, Y. R. (2021). Effectiveness of CLT in developing technical English
writing skills at undergraduate level in the context of Pakistan. FWU Journal of Social
Sciences, 15(1), 81-89._http://doi.org/10.51709/19951272/spring2021/15-7

Knowles, M. S., Holton, E. F., & Swanson, R. A. (2011). The adult learner: The definitive classic
in adult education and human resource development (7th ed.). Burlington, MA:
Butterworth-Heinemann.

Lay, C. D., Allman, B., Cutri, R. M., & Kimmons, R. (2020). Examining a decade of research in
online teacher professional development. Frontiers in Education, 531 -10.

15



https://doi.org/10.1080/19415257.2021.1879222
https://doi.org/10.1080/21532974.2017.1305304
https://doi.org/10.1177/875687051203100104
https://www.learntechlib.org/p/216903/
https://doi.org/10.1177/0022487113494413
http://dx.doi.org/10.7575/aiac.alls.v.6n.5p.97
https://oaks.kent.edu/node/10693
https://doi.org/10.2307/749627
https://doi.org/10.1016/j.protcy.2012.02.094
https://doi.org/10.14221/ajte.2009v34n2.2
http://doi.org/10.51709/19951272/spring2021/15-7

Al-khresheh, Mohamed, Asif

https://doi.org/10.3389/feduc.2020.573129

Lewis, A. C. (2002). School reform and professional development. Phi Delta Kappan, 83(7), 488-
489.

Ling Zhang, Richard Allen Carter Jr., Jihong Zhang, Tiffany L. Hunt, Christopher R. Emerling,
Sohyun Yang & Fangjie Xu (2021) Teacher perceptions of effective professional
development: insights for design, Professional Development in Education,47, 1-14

Ling, Z., Richard A. C. Jr., Jihong, Z., Tiffany L. H., Christopher R. E., Sohyun, Y. & Fangjie,
X. (2021) Teacher perceptions of effective professional development: insights for
design, Professional Development in Education A7, 1-14.
https://doi.org/10.1080/19415257.2021.1879236

Mahdi, H. S., & Al-Dera, S. A. (2013). The impact of teachers' age, gender and experience on the
use of information and communication technology in EFL teaching. English Language
Teaching, 6(6), 57-67. http://dx.doi.org/10.5539/elt.v6n6p57

Mezirow, J. (2012). Learning to think like an adult: Core concepts of transformation theory. In E.
W. Taylor & P. Cranton (Eds.), The handbook of transformative learning: Theory,
research, and practice ,73-95. San Francisco: Jossey-Bass.

Orak, S.D., & Al-khresheh, M. (2021). In Between 21st Century Skills and Constructivism in ELT:
Designing a Model Derived From a Narrative Literature Review. World Journal of
English Language, 11(2), 166-176. https://doi.org/10.5430/wjel.v11n2p166

Parsons, S. A., Hutchison, A. C., Hall, L. A., Parsons, A. W., Ives, S. T., & Leggett, A. B. (2019).
US teachers' perceptions of online professional development. Teaching and Teacher
Education: An International Journal of Research and Studies, 82(1), 33-42.
https://doi.org/10.1016/j.tate.2019.03.006

Poole, T., Fitzgerald, A., & Dann, C. (2020). Effective online professional development: Teacher
perceptions, practices, and preferences. (Version 1) available at Research Square
https://doi.org/10.21203/rs.3.rs-79141/v1

Pradeep, K. & Misra, P. (2021). Online Teacher Professional Development Activities During the
COVID-19 Pandemic in India: Lessons for Policymakers. Global and Lokal Distance
Education- GLOKALde ,7 (1), Retrieved August 27, 2021 from
https://www.glokalde.com/pdf/issues/19/Article3.pdf

Risko, V. & Vogt (2016). Professional Learning in Action: An inquiry based approach for teachers
of literacy. New York, NY: Teachers College Press.

Rosa, J.D. (2016). Experiences, perceptions and attitudes on ICT integration: A case study among
novice and experienced language teachers in the Philippines. International Journal of
Education and Development Using ICT, 12(3), 36-49.
http://ijedict.dec.uwi.edu/viewarticle.php?id=2204

Russell, M., Carey, R., Kleiman, G., & Venable, J. D. (2009). Face-to-face and online professional
development for mathematics teachers: A comparative study. Journal of asynchronous
learning networks, 13(2), 71-87.

Sanchez, B. Y. (2018). Transformational Learning: Professional Learning and Teachers'
Perspectives on Professional Learning Communities. Journal of Education and Human
Development, 7(4), 1-6. https://doi.org/10.15640/jehd.v7n4al.

Shah, H. F.,, Khan, A. U., & Ahmed, J. (2015). The impact of continuous professional development
(CPD) program on teachers' professional development in Pakistan. FWU Journal of
Social Sciences, 9(1), 99-105.

Siddaway, A. P., Wood, A. M., & Hedges, L. V. (2019). How to do a systematic review: a best
practice guide to conducting and reporting narrative reviews, meta-analyses, and meta-
syntheses. Annual Review of Psychology, 70.

Snyder, H. (2019). Literature review as a research methodology: An overview and guidelines.
Journal of Business Research, 104, 333-339.
https://doi.org/10.1016/j.jbusres.2019.07.039

16


https://doi.org/10.3389/feduc.2020.573129
https://doi.org/10.1080/19415257.2021.1879236
http://dx.doi.org/10.5539/elt.v6n6p57
https://doi.org/10.5430/wjel.v11n2p166
https://doi.org/10.1016/j.tate.2019.03.006
https://doi.org/10.21203/rs.3.rs-79141/v1
https://www.glokalde.com/pdf/issues/19/Article3.pdf
http://ijedict.dec.uwi.edu/viewarticle.php?id=2204
https://doi.org/10.15640/jehd.v7n4a1

ONLINE DEVELOPMENT PROGRAMS

Taylor, J. M. (2011). Characteristics of effective online professional development: A case study
analysis of an online professional development course offered via blackboard (Doctoral
dissertation, University of Pittsburgh).

Terdas, H. (2016). Collaborative online professional development for teachers in higher
education. Professional development in education, 42(2), 258-275.
https://doi.org/10.1080/19415257.2014.961094

Truong, M. T., & Murray, J. (2020). Understanding obstacles to online professional development
through the lens of efl teachers' attitudes: A qualitative study in vietnam context. Call-Ej,
21(3), 23-40. http://callej.org/journal/21-3/Truong-Murray2020.pdf

Turcsanyi-Szabd, M. (2008). Online professional development for teachers. International
handbook of information technology in primary and secondary education, 747-760.
Springer, Boston, MA. https://doi.org/10.1007/978-0-387-73315-9_43

Tweed, S. (2013). Technology implementation: Teacher age, experience, self-efficacy, and
professional development as related to classroom technology integration. PhD Thesis,
East Tennessee State University, Nashville, Tennessee.

Vadivel, B., Namaziandost, E., & Saeedian, A. (2021). Progress in English Language Teaching
Through Continuous Professional Development—Teachers' Self-Awareness, Perception,
and Feedback. Frontiers in Education, 6(November), 1-10.
https://doi.org/10.3389/feduc.2021.757285

Windrim RC, Gan E, Kingdom JC. The Impact of COVID-19 on Continuing Professional
Development: Go Green and Go Home? J Obstet Gynaecol Can; 44(3) 231-233.
https://doi.org/10.1016/j.jogc.2021.12.008.

Wouryaningsih, W., Susilastuti, D. H., Darwin, M., & Pierewan, A. C. (2019). Effects of Web-Based
Learning and F2F Learning on Teachers Achievement in Teacher Training Program in
Indonesia. International Journal of Emerging Technologies in Learning (iJET), 14(21),
123-147. https://doi.org/10.3991/ijet.v14 i21.10736

Yates, S. M. (2007). Teachers' Perceptions of Their Professional Learning Activities. International
education journal, 8(2), 213-221.

17


https://doi.org/10.1080/19415257.2014.961094
http://callej.org/journal/21-3/Truong-Murray2020.pdf
https://doi.org/10.1007/978-0-387-73315-9_43
https://doi.org/10.3389/feduc.2021.757285
https://doi.org/10.1016/j.jogc.2021.12.008
https://doi.org/10.3991/ijet.v14i21.10736

