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Abstract 

This study observed that many teacher professional development programmes are designed without considering teacher’s voice. The 

present study addresses this gap by designing an online speaking skills upskilling programme that is based on a group of ESL teachers’ 

needs. The study employed the mixed methods research approach. Using the convenience sampling, 104 ESL teachers answered an online 

needs analysis survey. In the qualitative phase, an online interview was carried out with seven teachers who took part in the upskilling 

programme. Based on the findings, two conclusions can be made. First, for an upskilling programme that focuses on the enhancement of 

the speaking skills to be successful, psychological constructs such as self-esteem and anxiety need to be considered at the design stage. 

Second, as the programme was conducted fully online, having synchronous sessions is an important design feature. There are two 

implications. Firstly, it underscores the importance of integrating psychological considerations into the design of online speaking skills 

programs for ESL teachers. Secondly, it emphasizes the value of striking a balance between online and synchronous components While 

the study contributes valuable insights, it is important to acknowledge its limitations. Specifically, it does not explore the impact of 

improved speaking skills on teachers' classroom practices, and it solely focuses on speaking skills development. Future research could 

delve into the relationship between teachers' speaking proficiency and their instructional practices. Additionally, exploring the broader 

benefits of such online upskilling programs on other language skills would be a promising avenue for further investigation. 

Keywords: needs analysis, teacher professional development programme, upskilling programme, speaking skills, English language 

teachers  

1. Introduction 

1.1 Teacher Professional Development Programme 

English is deemed an important language, especially in the era of globalization, since it is used for international trade, as well as for 

cultural and social communications (Park & Wee, 2013). For this reason, in some Asian countries where English serves either as a second 

or foreign language, various policies have been introduced to ensure that learners will be able to master the language well (Zein, 2017). 

With the introduction of each new policy, it is a known fact that teachers play an important role in its implementation and success (Zein, 

2017). Thus, support and training to improve the teachers’ pedagogical knowledge (Kabilan & Veratharaju, 2013; Sukri & Yunus, 2018) 

and language proficiency (Nhung, 2017, Hiew & Murray, 2018) have been given through professional development (PD) programmes to 

ensure success of the new policies. Nonetheless, past studies have shown that such programmes are often ineffective due to lack of 

teacher voice in the design (Rahman, Pandian & Kaur, 2018; Zein, 2017) 

In Malaysia, past studies (Kabilan & Veratharaju, 2013; Sukri & Yunus, 2018) have found that English language teachers in the country 

prefer PD programmes that cater to their needs. Similar observation was made by Ketelhut and her colleagues (2006) more than a decade 

ago when they stated their dismay with the fact the PD programmes were designed without taking into account teacher’s voice. 

In line with the call for teacher’s voice in the design of PD programmes, the present article reports a study on the development and 

implementation of an online speaking skills upskilling programme for a group of ESL teachers. The programme was designed based on 

teacher’s voice that was obtained via needs analysis. At the end of the programme, the teachers were asked to share their thoughts on the 

content and implementation of the programme. The study is guided by the following research questions: 

i. What are the teachers’ needs for a speaking skill upskilling programme? 

ii. What are teachers’ perceptions of their experience participating in a speaking skills upskilling programme that was 

designed based on their needs? 
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1.2 Online Teacher Professional Development 

Powell and Bodur (2019) define OTPD as a learning experience that takes place during courses, workshops or training modules. There is a 

proliferation of OTPD programs nowadays, mainly as a result of the COVID-19 pandemic where the format of teacher education programs 

shifts from face-to-face to online (Carrillo & Flores, 2022). It serves a myriad of purposes, for various subject matters and is conducted via 

various methods of delivery such as synchronous, asynchronous, and self-access. (Ross, 2011). The fact that OTPD is asynchronous and 

self-paced gives teachers the flexibility to access the learning materials without time and geographical constraints (Parsons et al., 2019). 

With this flexibility, teachers can save time commuting to face-to-face PD programs. This could be a motivating factor as lack of time is 

often the reason for them not participating in PD activities (Badri et al., 2016).  

Despite its obvious benefits, OTPD programs come with several challenges such as the use of digital tools might pose some problems for 

teachers to access the learning materials and as a result could hinder active learning experiences (Meyer, Kleinknecht & Richter, 2023). 

Another repercussion is teachers can easily lose focus; this can be demotivating and leads to a high attrition rate (Geri et al., 2017; Hollis & 

Was, 2016). Fostering interaction among the participants is another challenge that teacher educators meet when designing OTPD programs 

(Meyer, Kleinknecht & Richter, 2023). This is because they do not have the opportunity to physically meet and interact like they normally 

do in face-to-face PD format. Given the difficulties that come with participating in OTPD activities, close attention needs to be paid to the 

design of OTPD programs so that teachers will benefit from such programs. This could be achieved by paying attention to the inputs needed 

in designing a PD programme. 

1.3 Needs Analysis 

Loucks-Horsley et al. (2009), in their PD framework, suggest that there are four types of input that are required to guide a design process: 

knowledge and beliefs, context, critical issues, and strategies. Other than carrying out an extensive literature review, input that is 

necessary to design a particular PD programme (both online and face to face) could be obtained by conducting a needs analysis or needs 

assessment. Needs analysis is an analysis between current situation and desired situation. It offers a technique, among others, for 

identifying areas that need improvement, the cognitive and emotional preparedness of participants, and defining what the priorities of the 

programme should be.  

From a sociocultural perspective, Widodo (2018) defines teacher needs in PD as the point where both the personal and professional needs 

meet, and a teacher’s participation in a PD is motivated by these needs. Widodo states that need assessment in PD is carried out to 

determine that strengths and weaknesses of previous PD programmes that teachers took part in. The information obtained from the 

assessment will then be used to design future PD programmes. 

English Language teachers’ PD needs have been studied by researchers in different contexts (Kabilan & Veratharaju, 2013; Rahman, 

Pandian & Kaur, 2018; Zein, 2017). In Malaysia, studies by Kabilan and Veratharaju (2013) and Sukri and Yunus (2018) found that 

English teachers in the country felt that other than the pedagogical skills, PD programmes should focus on the enhancement of their 

speaking skills. Research findings in other contexts such as in Bangladesh (Hamid, 2010; Rahman, Pandian & Kaur, 2018) and Vietnam 

(Le & Do, 2012) also highlight the same issue. Zein (2017) carried out a study on teachers’ needs among primary teachers in Indonesia 

and found that the teachers reported that they needed help with language skills especially classroom discourse and pronunciation. Though 

past studies have focused on identifying English teachers’ needs, so far there is no known study that addresses the issues raised by the 

teachers by designing a PD programme that is based on the identified needs. The present study fills this research gap by designing an 

online speaking skills upskilling programme for English teachers based on their needs which were identified from a needs analysis 

survey.  

In the present study, the online speaking skills upskilling programme was designed based on the principles underlining two theories: the 

adult learning theory and the constructivist learning theory. Knowles, Holton and Swanson (2014) suggests five principles of adult 

learning:  

i) self-concept- it refers to how individuals perceive themselves, how they see themselves in relation to others, as well as their beliefs 

about their abilities to achieve learning goals. The principle is adopted in the present study by having an online instructor who monitored 

the participants’ progress and gave feedback on their speaking skills performance. The continuous feedback helped the teachers to build a 

more positive self-concept and confidence in speaking. 

ii) past experience- this could be said as the most important principle in adult learning theory because as adults, they have vast 

experiences which cannot be ignored. In the present study, the participants have had experiences taking part in a similar upskilling 

programme. To acknowledge these experiences, their perceptions of participating in the programme were obtained via a needs analysis 

survey. Data from the needs analysis were used to inform the design of the online programme. 

iii) motivation- Knowles et al. (2014) state that adult learners are motivated by internal rewards thus if they do not see the value in 

learning something new, they will not be motivated to engage in the learning activities. In the present study, one of the ways to ensure that 

the teachers were motivated to learn is by providing a clear explanation of the objectives of the upskilling programme. In this manner, 

they would see the value of participating in the programme. 

iv) readiness to learn- it takes into consideration the participants’ self-concept, experiences, and motivation. By recognizing their 

readiness to learn, their engagement in the upskilling programme will likely be enhanced. In a fully online learning, the participants’ 
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readiness to use technologies is an important element to be addressed (Ferreira & MacLean, 2018; Ahamad, Zulkepli & Tan, 2014). In the 

present study, before the start of the programme, a face to face meeting was held to familiarize the participants with the features that were 

available in the online programme. 

v) orientation to learning- adult learners prefer to learn something that will enable them to solve a currently faced issue. In the present 

study, the issue that the teachers faced is they did not have the required proficiency level that was set by the ministry; participating in the 

upskilling programme would help them to improve their speaking skills. 

Other than the adult learning theory, The OTPD was designed based on the constructivist learning theory. Constructivism has been 

employed by many past studies on OTPD as the theoretical framework to design such programs (Powell & Bodur, 2019). This is because 

constructivism encourages active engagement, emphasizes on collaborative learning (Polly & Hannafin, 2010)  and the use of technology 

to create multimodal learning opportunities (Yurtseven Avci, O’Dwyer & Lawson, 2020).  

2. Methods  

2.1 Research Approach 

In the present study, the mixed-methods research approach was employed to address the research questions. This is because it allowed the 

investigators to obtain complimentary data from both the quantitative and qualitative research instruments to understand the problem 

under investigation.  

2.2 Research Design 

The study employed the explanatory sequential research design (Creswell & Plano Clark, 2018). In this research design, data from the 

quantitative phase informed the qualitative phase, and data from the qualitative phase provides an in depth understanding of the issues that 

were addressed in the quantitative phase (Dawadi, Shrestha & Giri, 2021). Similarly, the study began with distribution of the online needs 

analysis questionnaire (quantitative phase). The second phase: the qualitative phase took place when the online interview was conducted 

to obtain a better and more in depth understanding of the teachers’ experiences participating in the online upskilling programme. 

2.3 Sampling 

For the quantitative phase, using convenience sampling (Stratton, 2021), a total of 104 teachers answered the online survey; where 68 of 

them were optionist teachers (specialists in the subject) and 36 were non-optionists (non-specialists in the subject but were required to 

teach English). Out of the 104 teachers, 24 teachers volunteered to take part in the qualitative phase of the study where they participated 

in an online speaking skills upskilling programme. Seven non-optionist teachers were involved in the online interview. 

2.4 Instruments  

Data for the study were collected using two research instruments. The first one was a needs analysis questionnaire. The questionnaire 

consisted of three components. The first component asked for the English teachers’ demographic information. The second component 

concerned their self-perceived English language proficiency (Butler, 2004).  The third component that asked for their views on their 

experience participating in an upskilling programme was divided into two parts. The first part used a 5-point Likert scale questionnaire 

while the second part was an open-ended question. The questionnaire was piloted on 32 in-service ESL teachers.  The Cronbach Alpha was 

an excellent value of 0.9.  

The second instrument was semi-structured interview.  As mentioned by Flick (2009), this type of interview would enable the research 

participants to express their thoughts better. Likewise, the researchers in the present study felt that the English teachers would be able to 

describe their experiences participating in the online programme more clearly via the use of semi-structured interviews. Semi-structured 

interviews can be conducted either face-to-face or online (Al Balushi, 2016). The researchers in this study conducted in-depth online 

semi-structured interviews (via Google Meet) with the teachers due to geographical and time constraints.  

2.5 Data Analysis  

The quantitative data was analysed descriptively. The open-ended section of the survey and the interview data were analysed qualitatively. 

Prominent scholars of qualitative research such as Charmaz (2009) and Strauss and Corbin (1990) highlight that the process of data analysis 

principally involves sorting through data in order to create categories that can contribute novel theoretical ideas. Likewise, in the present 

study, the interview data underwent the process of sifting through to generate new categories that can form insights into the issue being 

investigated. Member-checking (Creswell & Miller, 2000) was conducted to ensure the validity of the finding. The transcripts were emailed 

to all seven teachers who participated in the study for them to review on the accuracy of the transcribed data. It took a week to get the 

feedback from all of them. All of the teachers confirmed that the data were accurately transcribed. 

2.6 Ethical Consideration 

Two ethical issues were observed in this study. First is getting access (Ritchie & Lewis, 2003). In the present study the State Education 

Department, as the gatekeeper, was contacted. The key person was contacted and details of the study were explained. After several 

meetings to iron out some important matters, access to carry out the study was obtained. The second ethical issue was informed consent. It 

is a formal process where details of the study are explained to the potential participants so that they can make the decision either to 

participate or not (Cohen, Manion & Morrison, 2007). The same process was conducted in this study where the study was explained to the 

teachers before they answered the online survey and took part in the online speaking skills upskilling programme. 
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3. Results 

The results below are presented following the two research questions. 

Research Question 1: “What are the teachers’ needs for a speaking skills upskilling programme?” 

3.1 Needs Analysis Survey 

Component I of the needs analysis concerns the demographic information of the ESL teachers. 

Table 1. Demographic information of the ESL teachers 

Item   Items  Option  Non-Option  Total  

(Frequency) (Percentage)  (Frequency) (Percentage)  (Frequency) (Percentage)  

1 Gender        
 1.1 Male 15 14.42 9 8.65 24 23.08 
 1.2 Female 53 50.96 27 25.96 80 76.92 

2 Age        
 2.1 25-30 years 12 11.54 3 2.88 15 14.42 
 2.2 31-35 years 7 6.73 4 3.85 11 10.58 
 2.3 36-40 years 10 9.62 12 11.54 22 21.15 
 2.4 41 years above 39 37.50 17 16.35 56 53.85 

3 Qualification       
 3.1 Bachelor's Degree 48 46.15 26 25.00 74 71.15 
 3.2 Master's Degree 15 14.42 4 3.85 19 18.27 
 3.3 Basic Teaching Degree 5 4.81 6 5.77 11 10.58 

4 Years Teaching        
 4.1 1-3 years 5 4.81 8 7.69 13 12.50 
 4.2 4-6 years 7 6.73 5 4.81 12 11.54 
 4.3 7-10 years 8 7.69 13 12.50 21 20.19 
 4.4 10 years above 48 46.15 10 9.62 58 55.77 

5 CEFR Speaking Result       
 5.1 A1 0 0.00 3 2.88 3 2.88 
 5.2 A2 1 0.96 0 0.00 1 0.96 
 5.3 B1 3 2.88 6 5.77 9 8.65 
 5.4 B2 26 25.00 13 12.50 39 37.50 
 5.5 C1 29 27.88 6 5.77 35 33.65 
 5.6 C2 9 8.65 8 7.69 17 16.35 

A total of 104 English teachers took part in the online survey; 68 were optionist English teachers  and 36 were non-optionist teachers. Their 

age ranged from 25 to 41 years old. Most of the optionist English teachers (48 teachers, 46.15%) had more than 10 years of teaching 

experience, while for the group of non-optionist English teachers, most of them (13 teachers, 12.5%) had the teaching experience of between 

7-10 years. As for their CEFR (Common European Framework of Reference for Languages) speaking test results, 38 option teachers 

obtained C1 level and 8 teachers obtained C2 level. 19 teachers got between B1 and B2 levels, there was one teacher who was at the A2 level 

for the speaking skills. For the non-optionist teachers, 14 of them were between the C1 and C2 levels for their speaking skills. 19 were 

between the B1 and B2 levels, and three teachers were at the A1 level. 

Component II of the needs analysis covers items that require the teachers to rate their language proficiency. 

Table 2. Self-perceived language proficiency 

No. Category  Option Non-Option Total 

    (Frequency) (Percentage) (Frequency) (Percentage) (Frequency) (Percentage) 

1 Fluency        
 LEVEL 1 0 0.00 2 1.92 2 1.92 
 LEVEL 2 0 0.00 4 3.85 4 3.85 
 LEVEL 3:  8 7.69 15 14.42 23 22.12 
 LEVEL 4 24 23.08 13 12.50 37 35.58 
 LEVEL 5 31 29.81 1 0.96 32 30.77 
 LEVEL 6  5 4.81 1 0.96 6 5.77 

2 Vocabulary        
 LEVEL 1 0 0.00 1 0.96 1 0.96 
 LEVEL 2 1 0.96 10 9.62 11 10.58 
 LEVEL 3 7 6.73 12 11.54 19 18.27 
 LEVEL 4 28 26.92 11 10.58 39 37.50 
 LEVEL 5 30 28.85 2 1.92 32 30.77 
 LEVEL 6 2 1.92 0 0.00 2 1.92 

3 Pronunciation       
 LEVEL 1 0 0.00 2 1.92 2 1.92 
 LEVEL 2 0 0.00 5 4.81 5 4.81 
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 LEVEL 3 6 5.77 14 13.46 20 19.23 
 LEVEL 4 34 32.69 12 11.54 46 44.23 
 LEVEL 5 26 25.00 3 2.88 29 27.88 
 
 

LEVEL 6 2 1.92 0 0.00 2 1.92 
 

4 Grammar        
 LEVEL 1 0 0.00 1 0.96 1 0.96 
 LEVEL 2 0 0.00 7 6.73 7 6.73 
 LEVEL 3 5 4.81 13 12.50 18 17.31 
 LEVEL 4 36 34.62 12 11.54 48 46.15 
 LEVEL 5 25 24.04 3 2.88 28 26.92 
 LEVEL 6 2 1.92 0 0.00 2 1.92 

For the English option teachers, almost half of them- 29.8% (31 teachers) perceived their level of fluency to be at Level 5. Level 5 indicates 

the speakers are generally fluent, but occasionally have minor pauses when they search for the correct manner of expression. Five teachers 

rated their fluency at level 6- native like fluency. However, for the non-optionist teachers, only one teacher felt that his or her English 

fluency was at level 6. A majority of them (15 teachers) rated themselves at level 3 for fluency, four teachers rated their fluency at level 2, 

and one teacher at level 1. 

For the English option teachers, a majority of them, a total of 28.9% (30 teachers) rated their vocabulary knowledge at level 5. This level 

indicates having enough vocabulary to participate in more extended discussions on various topics and knowing some connotations and 

nuances of certain words and expressions. Only 1.9% (2 people) had achieved vocabulary use at the highest level, which is level 6, where 

they had an extensive native-like vocabulary. For the non-optionist teachers, 11 of them felt that their vocabulary knowledge is between 

level 1 (1 teacher, 0.96%) and level 2 (9.6%, 10 teachers). 9.62% (10 teachers) reported that they were at level 2 where they had enough 

vocabulary to make simple statements and ask questions in a simple conversation. Most of them which is 11.5% (12 people) were at level 3 

when they had an adequate working vocabulary. They knew some synonyms and can express simple ideas in a limited number of different 

ways. 10.6% (11 people) claimed their vocabulary knowledge was at level 4 and none of them felt they had an extensive native-like 

vocabulary.  

A majority of the English option teachers 32.7% (34 teachers) felt that their pronunciation is at level 4 which indicates that their speech is 

always understandable, but they occasionally produce inappropriate sounds and sound patterns. This is followed by level 5 pronunciation 

skills which is 25% (26 teachers) of them claiming that their pronunciation, and sounds and sound patterns are near native-like. However, a 

majority of the non-English option teachers reported that their pronunciation is at level 3. Two teachers felt that their pronunciation is at 

level 1. 

The English option teachers felt their grammar knowledge was at level 4- where they can speak using a moderate range of complex patterns 

and grammatical rules. However, occasional errors were still present in their speech. While 24% (25 people) of them rated their grammar 

knowledge at level 5 which is they had a good command over a large range of complex grammar, and they rarely made grammatical errors. 

This shows that most of the option teachers felt that their grammar is at the intermediate level. For the non-optionist teachers, a total of 

12.5% (13 teachers) rated themselves at level 3 where they can produce a few complex sentence constructions but make noticeable 

grammatical errors. Few of them rated their grammar knowledge to be at level 2 (7 teachers) and at level 1 (1 teacher). This shows that 8 

non-optionist teachers felt that they have weak command of grammar. 

Component III (Section A)  

Table 3. Experience participating in an upskilling programme 

No  Question / Elements Scale  Mean 
Score 

Mean 
Interpretation 

Std 
Dev 1 2 3 4 5 

          1 I have positive memories of learning the 
speaking skills component of Pro-ELT. 

1.90% 3.80% 43.30% 42.30% 8.70% 3.52 Medium 0.788 
 (2)  (4) (45) (44) (9)    
          2 I enjoyed learning the speaking skills 

component very much. 
1.90% 1.00% 36.50% 48.10% 12.50% 3.68 High 0.779 

 (2) (1) (38) (50) (13)    
          3 The activities conducted to improve my 

speaking skills were interesting. 
1.90% 2.90% 36.50% 45.20% 13.50% 3.65 High 0.822 

 (2) (3) (38) (47) (14)    
          4 The activities conducted to improve my 

speaking skills were effective. 
1.90% 1.90% 41.30% 45.20% 9.60% 3.59 Medium 0.771 

 (2) (2) (43) (47) (10)    
          5 The time allocated for learning the 

speaking skills component is sufficient. 
1.90% 6.70% 45.20% 39.40% 6.70% 3.42 Low 0.797 

 (2) (7) (47) (41) (7)    
          6 The speaking skills component of 

Pro-ELT has been very beneficial to me. 
1.90% 2.90% 36.50% 47.10% 11.50% 3.63 High 0.801 

 (2) (3) (38) (49) (12)    
          7 Participating in this kind of upskilling 

programme is very useful for my 
teaching. 

1.90% 1.90% 39.40% 42.30% 14.40% 3.65 High 0.822 
 (2) (2) (41) (44) (15)    

          8 As a result of the upskilling programme, 
my English-speaking skills have 

1.90% 1.90% 40.40% 46.20% 9.60% 3.6 High 0.77 
 (2) (2) (42) (48) (10)    
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improved 
          9 I have learned a lot of new things related 

to speaking skills from the upskilling 
programme. 

1.90% 1.90% 32.70% 52.90% 10.60% 3.68 High 0.767 
 (2) (2) (34) (55) (11)    

          10 As a result of me attending the 
upskilling programme, my students’ 
learning has improved. 

2.90% 1.90% 47.10% 38.50% 9.60% 3.5 Medium 0.813 
 (3) (2) (49) (40) (10)    

          11 My students have benefited from me 
attending the upskilling programme. 

2.90% 1.90% 46.20% 39.40% 9.60% 3.51 Medium 0.812 
 (3) (2) (48) (41) (10)    
           Average Score            3.58   0.79 

Table 4. Mean score interpretation  

Mean Score Mean Interpretation 

                3.42 to 3.50 Low Respondents tend to agree but feel uncertain that the Pro-ELT 
program helps in their mastery and teaching of English 

3.51 to 3.59 Medium Respondents agree that the Pro-ELT program helps in their 
mastery and teaching of English 

3.60 to 3.68 High  Respondents strongly agree that the Pro-ELT program helps in 
their mastery and teaching of English 

Based on Table 4, the mean score in this study has a positive meaning for all the questions asked to the teachers. It suggests that these 

elements might have some influence on the ESL teachers’ perceptions of their experiences participating in it. 

Besides analysing the data based on the mean score value, this study also considers the standard deviation value. Standard deviation is a 

significant value in a descriptive analysis. A very low standard deviation value indicates a very high consensus from the respondents. While 

a high standard deviation value indicates a very low lack of consensus from the respondents (Ramlee,2002). The interpretation of the stated 

standard deviation values can be interpreted as the following. 

Table 5. Standard deviation values  

Standard Deviation Values  Respondent’s Consensus 

0.00 to 0.25 Very Low  

0.26 to 0.50 Low  High Consensus 
0.51 to 0.75  Average   
0.76 to 1.00 High   

 1.01 Very High                            Low 
Consensus 

In Table 5, the average value of the mean score which is 3.58 shows a moderately high level of acceptance among the teachers related to the 

implementation of the upskilling programme. They accepted the content of the program well, but a majority of them was still unsure about 

the effectiveness of this program on their teaching style. However, the relatively high average value of the standard deviation (σ=0.79) 

shows a low level of agreement between the teachers regarding the effectiveness of the upskilling programme. 

Table 6. Responses for the open-ended question of the needs analysis survey 

Category Statements 

Category 1 
More Speaking Practices 

Speaking must be done with real life situations where speaking is meaningful. (T4) 
Need more practice. (T5) 
Please provide more opportunities to present ideas orally. (T16) 
Lots of practices to use the language. (T13) 

Category 2 
Fun Activities 

Try to make the programme fun instead of a boring and stressful programme for 
teachers (T57). 
It should be fun and beneficial. (T65) 

Category 3 
A Focus on Grammar 

Teach us grammar like how to use tenses. (T13) 
Focus on grammar if possible because they are all related although it is speaking skill. Not 
confidence to speak may due to lack confidence in grammar rules. (T35) 
Grammar structures and how to use complex sentences. (T89) 

Category 4 
A Focus on Pronunciation 

Focus on the pronunciation. (T33) 
Help us to pronounce difficult words. (T30) 
Provide pronunciation lessons. (T68) 

Category 4 
A Focus on Vocabulary 

Emphasize on vocabulary so that can speak with confidence. (T51) 
Need help with vocabulary to speak better. (T56) 
I need to learn a lot of vocabulary. (T71). 

Findings from the open-ended question show that the teachers prefer an upskilling programme that provides many opportunities for them to 

practise speaking. They also prefer activities that are fun and engaging. In terms of the content, the teachers reported that they needed help 

with grammar, pronunciation, and vocabulary. 

Research Question 2: “What are the teachers’ perceptions of their experience participating in a speaking skills upskilling programme that 

was designed based on their needs?” 
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3.2.1 Category I: Perception of Tasks 

This category refers to the participants’ perceptions of the tasks that they had to engage in as they took part in Booster. The tasks were 

vocabulary and grammar exercises, individual audio and video recordings, and group discussion. The participants were required to upload 

their individual and video recordings on a closed Facebook group created for the e-upskilling programme. After uploading individual video 

recordings, they were asked to view and give constructive comments on each other’s videos. 

Excerpt 1 

It helps my speaking skill because before this, when I speak English I just ignore all the grammar mistakes and so on. But after I 

recorded, oh, that's how… I thought…very like messy grammar and so on. It is actually a good way to improve the speaking skills 

because I got to listen to how I speak English. .. they have to put the comment  constructive comments where I feel like I want to do 

better next time. (Participant 5) 

Excerpt 2 

I feel it is challenging… sense of self-esteem, because when I do a video, I don’t want to make mistakes because other teachers are 

watching…so one video takes a lot of cuts. (Participant 1) 

Excerpt 3 

The video recording is quite tough. I record many times…7 times, I think because I got problem with my pronunciation. I want it to be 

perfect when others watched me.  

(Participant 3) 

Excerpt 4 

…that I really like it boosts my confidence to talk in English because we have to record ourselves in front of the camera. 

I was instructed by my principal to teach English. I don't have any confidence at all before this. I didn't have any 

confidence to talk in English in my class.., I feel like, Oh my God, I'm a bad teacher.  (Participant 5) 

Excerpt 5 

 Because when they say I did a good job or only comment on the positive side of my video, I won't know, What should I 

improve for anything? Because I'm interacting with you through the booster platform, you're giving me comments on 

how to improve- what am I doing wrong and all that. So I know what I'm doing wrong, where I should improve and all 

that but when people only give out positive comments, it's quite hard for me to know where I'm making mistakes. 

(Participant 1) 

The above excerpts concern the participants’ views on the task where they had to upload recordings of their individual speeches on 

Facebook. Participant 5 reported that the task had made her aware of her own use of grammar when she listened to her own recorded speech. 

She felt that her grammar was “messy” and the fact that she was aware of it would enable her to improve her speaking accuracy. Participant 

1, however, felt that the task was challenging as she was concerned with what other teachers thought about her language proficiency. She 

related the experience to her “self-esteem” where she felt that others might view lowly of her for not being able to speak English well. 

Similar feeling was shared by Participant 3 who reported that she had to record several times as she was not confident with her pronunciation 

and that she wanted to be “perfect” in the videos. Participant 5 had a more positive view of having others watching and commenting on her 

speech. She felt that they gave “constructive comments” that encouraged her to improve herself. Regarding the comments given by others, 

Participant 1 expressed her dissatisfaction because she felt that the comments given were all positive. She stated that she also needed 

comments that pointed out her weaknesses so that she could learn from her mistakes. 

Excerpt 6 

I really learned a lot from Madam Roy. After I uploaded the audio, I got feedback from her. She corrected my pronunciation. She was 

very patient. She corrected me a few times. I liked that kind of help. I never knew I pronounced the word wrongly all this while. 

(Participant 6) 

Excerpt 7 

Madam Roy commented on my video. She said I did well, my pronunciation was good. I felt very happy because Madam 

Roy is an experienced teacher…so when she said I did well, I must have done well. (Participant 3) 

In Excerpts 6 and 7, the participants talked about the feedback that they received from the online facilitator (Madam Roy). Participant 6 

commented on the feedback she obtained after she did the pronunciation exercises where she was required to upload the audio recording. 

She appreciated the error correction given as she was not aware that she had mispronounced the words. Participant 3 felt good after getting 
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the positive feedback from Madam Roy who was an experienced and skilled ESL teacher with more than 20 years teaching experience. 

3.3.2 Category II: Perceptions of Content 

This category refers to the non-specialist ESL teachers’ opinions about the content of the speaking skills e-upskilling programme. The 

content is divided into four main components: pronunciation, vocabulary, grammar, and language forms and functions. 

Excerpt 1 

The content is easy to follow because it starts from the simple one then moves to more difficult.  (Participant 4) 

Excerpt 2 

All the components are important in developing my speaking skill, but I think the most important one is the 

pronunciation.  (Participant 5) 

Excerpt 3 

The contents give the explanation and how to say the language functions and everything. The points are very clear.  

(Participant 1) 

Excerpt 4 

I feel the vocabulary is difficult. Unit 1 just gave a test to know our level. When we go to Unit 2, suddenly we had to use 

the vocabulary, big leap here. Also not enough input like meaning of words not given. We have to search ourselves. 

Maybe okay for others, but for me this is not enough. (Participant 7) 

Overall, the participants felt that the content was beneficial. Participant 4, for example, liked the way the content was arranged from simple 

to more complex. This, she said, enabled her to follow the content more easily. Participant 5 felt all the components in the programme: 

pronunciation, vocabulary, grammar, and language forms and functions are important in order to enhance her speaking skills. Participant 1 

had a positive perception of the input given; which she described as ample and clear. Despite these positive perceptions of the content, one 

participant had a different view of Units 1 and 2 of the vocabulary component. In the first unit, they were given a vocabulary test from the 

British Council website. The test enabled them to gauge their level of vocabulary in relation to the CEFR band. In the second unit, they were 

given vocabulary exercises. Participant 7 referred to this as a “big leap” as he felt he needed some kind of input on the vocabulary before he 

could actually work on the exercises.  

3.2.3 Category III: Suggestions for Improvement 

This category refers to suggestions given by the participants on how to improve the speaking skills e-upskilling programme.  

Excerpt 1 

We had to record our speeches. I did that but better if we can also have one to one session like this. we are in front of the 

camera. We only talked to ourselves but during the live session we have two-way communications. (Participant 6) 

Excerpt 2 

I need more natural kind of conversation…like just chatting with someone…someone to talk to in English...because I 

don’t have the environment.  (Participant 5) 

Excerpt 3 

When I recorded, I had the script in front of me so when I talked, it was not natural. I prefer just chatting; not giving a 

speech. Chatting like this is better. (Participant 7) 

The above excerpts illustrate that the participants prefer live chatting sessions compared to recorded one as required by the tasks. Coming 

from a background where English was not widely spoken, Participant 5 preferred a “more natural kind of conversation” because she needed 

someone with whom she could use the target language spontaneously. Similarly, Participant 3 felt that “Chatting like this is better” which 

she referred to the interview session where she could freely use the language that was not scripted.  

Excerpt 4 

When I recorded, I had the script in front of me so when I talked, it was not natural. I prefer just chatting; not giving a speech. 

Chatting like this is better. (Participant 7) 

Participant 7 brought up an interesting issue concerning the feedback given. He said that it would be better if the feedback was given during 

live sessions. This is because there were instances that he missed or overlooked the feedback. However, if feedback were given during 

synchronous sessions he could focus more. 
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4. Discussion 

Lack of teacher’s voice in TPD programmes has long been a concern. The present study attempts to fill this gap by developing an online 

speaking skills upskilling programme based on a group of ESL teachers’ needs. One of the significant findings from the needs analysis is the 

teachers felt that they needed more speaking skills practices. In line with this, in the development of the upskilling programme, the 

constructivist learning theory was employed with the aim to enhance the speaking skills. This is achieved by placing a heavy emphasis on 

social interaction through social presence and teacher presence (Parson et al., 2019). Social presence refers to the interaction with other 

participants in the programme through various activities (Holmes, Signer, & MacLeod, 2010). In this online speaking skills upskilling 

programme, social presence happened when the participants watched and commented on each other’s recorded presentations that were 

uploaded on a closed Facebook group. However, some of the participants reported the video recording task exhausting as they had to do it 

repeatedly until they were satisfied, a participant claimed it had to do with her “self-esteem” as an English teacher. Some of the teachers 

were worried that they might be looked at as less proficient if they made mistakes in their speeches such as mispronouncing words or 

committing grammar errors in the presentations. This contradicts the findings in studies conducted by (Saputra et al., 2023; Shukor & 

Madzlan, 2022; Zulkepli et al., 2018). In the study by Shukor and Madzlan (2022) which explored the use of vlogs in managing anxiety, they 

found that vlogs can be beneficial for reducing anxiety among ESL learners. 

The above findings could be due to the teachers’ low sense of self-efficacy. Past studies done by Dicke et al. (2014), Durr, Chang and Carson 

(2014), and Lauerman and König (2016) have shown that teachers’ lower sense of self-efficacy can lead them to anxiety. The role of anxiety 

in second language acquisition and its adverse effects on oral performance has been a focus of investigation over the past several decades 

(Daubney, Dewale & Gkonow, 2017). In the present study, it could be said that the teachers’ seemingly low sense of self-efficacy has led 

them to anxiety and lack of self-confidence where they spent a long time on the recording, doing it multiple times as the thought of the 

recordings being watched by others made them feel anxious.  

Despite the above drawback, the findings also indicated that the effectiveness of the upskilling programme is enhanced due to teacher 

presence. Teacher presence can be understood as the support that is given by the content developer and the subject matter expert (Baker, 

2010). In the present study, support is provided via the presence of the e-facilitator (an experienced ESL teacher with 25 years of service) 

and the e-course administrator (a full-time research student) who assisted the participants with the technological aspects. A study done by 

Muhsin (2016) shows that feedback in the teaching of speaking skills is crucial as it enables the students to develop their sense of self 

efficacy, creates positive learning experiences and enhances their speaking skills. Thus, it was no surprise that the teachers reported they 

benefitted from the feedback given by the e-facilitator.  

5. Conclusion 

It can be concluded that even though the literature showed that OTPD that is conducted in a bottom-up manner (based on teachers’ needs) is 

more preferable than those conducted using the top-down approaches, findings in the study indicated that for a speaking skills upskilling 

programme to be effective the design elements have to be carefully considered. This is because one’s success of mastering a target language 

is often measured by his or her ability to speak in the language. The central issue among the English teachers in this study is they were afraid 

of being judged by others. This is because it is common knowledge that English teachers are expected to be proficient speakers of the 

language. However, this is not always true, especially among non-optionist teachers.  

6. Recommendations and Limitations 

Two recommendations are made based on the results of this study. The first recommendation addresses the importance of taking into 

consideration two psychological constructs: anxiety and self-esteem at the design stage of the programme development. One approach is to 

design an ice-breaking session before the start of the programme. This will be helpful as it will create an opportunity for them to get to know 

each other by introducing themselves and even perhaps talking about what they hope to achieve from participating in the programme.  

The second recommendation is the inclusion of synchronous sessions. The synchronous sessions with the facilitator are required especially 

when giving feedback on their performance. This type of session is needed because even though the programme is a self-access one, getting 

the feedback during real time will enable the participants to learn more about the mistakes that they have done and obtain the appropriate 

guidance from the facilitator on how to improve their speaking performance. Furthermore, some ESL and EFL teachers might come from 

the environment where English is not widely spoken. Having synchronous sessions where they could casually talk in the target language in 

real time could serve as a platform for them to practise English and further enhance their speaking skills. 

The study has two limitations. First, it only focuses on the teachers’ development of their speaking skills. It does not delve into how such 

development affects their classroom practices. Future research could look into the relationship between their speaking skills and their 

classroom instructions by designing a job-embedded OTPD program. Second, this study only looked into the improvement of the speaking 

skills. Future research could explore the benefits of such e-upskilling programme on other language skills namely listening, reading, and 

writing. 

Acknowledgments 

Not applicable 

Authors contribution 



http://wjel.sciedupress.com World Journal of English Language Vol. 14, No. 6; 2024 

 

Published by Sciedu Press                            22                            ISSN 1925-0703  E-ISSN 1925-0711 

Dr Noraini Zulkepli was responsible for the study instruments and design, data collection, data analysis, drafting, and writing up of the 

manuscript. Assoc Prof. Dr Intan Safinas and Dr Puteri were responsible for the study instruments and design, and data analysis.  Dr 

Mohd Faisal Farish and Professor Dr Raja Nor Safinas revised the manuscript. All authors read and approved the final manuscript. 

Funding 

This work was supported by the Malaysian Ministry of Higher Education under the Fundamental Research Grant Scheme 

(FRGS/1/2021/SSI0/UPSI/02/9).  

Competing interests 

The authors declare that they have no known competing financial interests or personal relationships that could have appeared to influence 

the work reported in this paper. 

Informed consent 

Obtained. 

Ethics approval 

The Publication Ethics Committee of the Sciedu Press.  

The journal’s policies adhere to the Core Practices established by the Committee on Publication Ethics (COPE). 

Provenance and peer review 

Not commissioned; externally double-blind peer reviewed. 

Data availability statement 

The data that support the findings of this study are available on request from the corresponding author. The data are not publicly available 

due to privacy or ethical restrictions. 

Data sharing statement 

No additional data are available. 

Open access 

This is an open-access article distributed under the terms and conditions of the Creative Commons Attribution license 

(http://creativecommons.org/licenses/by/4.0/). 

Copyrights 

Copyright for this article is retained by the author(s), with first publication rights granted to the journal. 

References 

Ahamad, M. H. C., Zulkepli, N., & Hooi, S. T. (2023). English language learners’ readiness towards mobile assisted language learning. 

AJELP, 11(1), 134-146. 

Al Balushi, K. (2016). The use of online semi-structured interviews in interpretive research. International Journal of Science and Research 

(IJSR), 57(4), 2319-7064. 

Badri, M., Alnuaimi, A., Mohaidat, J., Yang, G., & Al Rashedi, A. (2016). Perception of teachers' professional development needs, impacts, 

and barriers. Sage Open, 6(3). https://doi.org/10.1177/2158244016662901 

Baker, C. (2010). The impact of instructor immediacy and presence for online student affective learning, cognition, and motivation. Journal 

of Educators Online, 7(1), 1e30. https://doi.org/10.9743/JEO.2010.1.2. 

Butler, Y. G. (2004). What level of English proficiency do elementary school teachers need to attain to teach EFL? Case studies from Korea, 

Taiwan, and Japan. TESOL Quarterly, 38(2), 245-278. https://doi.org/10.2307/3588380 

Carrillo, C., & Flores, M. A. (2022). Online teaching and learning practices in teacher education after COVID-19: Lessons learnt from the 

literature. Journal of Education for Teaching, 1-13.  

Charmaz, K. (2009). Constructing grounded theory: a practical guide through qualitative analysis. Los Angeles: London Sage. 

Cohen, L., Manion, L., & Morrison, K. (2007). Research methods in education (6th ed.). Routledge/Taylor & Francis Group.  

https://doi.org/10.4324/9780203029053 

Creswell, J. W., & Miller, D. L. (2000). Determining validity in qualitative inquiry. Theory Into Practice, 39(3), 124-130. 

https://doi.org/10.1207/s15430421tip3903_2 

Creswell, John W., and Vicki L. Plano Clark. Designing and Conducting Mixed Methods Research (3rd ed.). Sage, 2018. 

Daubney, M., J. M. Dewaele, & C. Gkonou. (2017). Preliminary thoughts on language anxiety and the focus of this anthology. In New 

insights into language anxiety: theory, research and educational implications, edited by C. Gkonou, M. Daubney, and J. M. Dewaele, 

1-7. https://doi.org/10.21832/9781783097722-002 

https://doi.org/10.2307/3588380
https://doi.org/10.4324/9780203029053
https://doi.org/10.21832/9781783097722-002


http://wjel.sciedupress.com World Journal of English Language Vol. 14, No. 6; 2024 

 

Published by Sciedu Press                            23                            ISSN 1925-0703  E-ISSN 1925-0711 

Dawadi, S., Shrestha, S., & Giri, R. A. (2021). Mixed-methods research: a discussion on its types, challenges, and criticisms. Journal of 

Practical Studies in Education, 2(2), 25-36. https://doi.org/10.46809/jpse.v2i2.20 

Dicke, T., Parker, P. D., Marsh, H. W., Kunter, M., Schmeck, A., & Leutner, D. (2014). Self-efficacy in classroom management, classroom 

disturbances, and emotional exhaustion: a moderated mediation  analysis of teacher candidates. Journal of Educational Psychology, 

106(2), 569-583. https://doi.org/10.1037/a0035504    

Durr, T., Chang, M. L., & Carson, R. L. (2014). Curbing teacher burnout. In P. W. Richardson, S.A. Karabenick, & H. M. G. Watt (Eds.), 

Teacher motivation: implications for theory and practice (pp. 198-213). https://doi.org/10.4324/9780203119273-13 

Ferreira, D., & MacLean, G. (2018). Andragogy in the 21st century: Applying the assumptions of adult learning online. Language Research 

Bulletin, 32, 10-19. 

Flick, U. (2009). An introduction to qualitative research (4th ed.). London: Sage. 

Geri, N., Winer, A., & Zaks, B. (2017). Challenging the six-minute myth of online video lectures: Can interactivity expand the attention 

span of learners? Online Journal of Applied Knowledge Management, 5(1), 101-111.  

https://doi.org/10.36965/OJAKM.2017.5(1)101-111 

Hamid, M. O. (2010). Globalisation, English for everyone and English teacher capacity: Language policy discourses and realities in 

Bangladesh. Current Issues in Language Planning, 11(4), 289-310. https://doi.org/10.1080/14664208.2011.532621 

Hiew, W., & Murray, J. (2018). Issues with effective design of an ESL teacher professional development programme in Sabah, Malaysia. 

MANU, 28, 51-76. https://doi.org/10.51200/manu.v0i0.1582 

Hollis, R. B., & Was, C. A. (2016). Mind wandering, control failures, and social media distractions in online learning. Learning and 

Instruction, 42, 104-112. https://doi.org/10.1016/j.learninstruc.2016.01.007 

Holmes, A., Signer, B., & MacLeod, A. (2010). Professional development at a distance: A mixed-method study exploring in service 

teachers' views on presence online. Journal of Digital Learning in Teacher Education, 27(2), 76-85.  

https://doi.org/10.1080/21532974.2010.10784660   

Kabilan, M. K., & Veratharaju, K. (2013). Professional development needs of primary school English-language teachers in Malaysia. 

Professional Development in Education, 39(3), 330-351. https://doi.org/10.1080/19415257.2012.762418 

Ketelhut, D. J., McCloskey, E. M., Dede, C., Breit, L. A., & Whitehouse, P. L. (2006). Core tensions in the evolution of online teacher 

professional development. In C. Dede (Ed.), Online professional development for teachers (pp. 237e264). Cambridge, MA: Harvard 

Education Press. 

Knowles, M. S., Holton III, E. F., & Swanson, R. A. (2014). The adult learner: The definitive classic in adult education and human resource 

development. https://doi.org/10.4324/9781315816951 

Lauerman, F., & König, J. (2016). Teachers' professional competence and well-being: understanding the links between general pedagogical 

knowledge, self-efficacy and burnout. Learning and Instruction, 45, 9-19. https://doi.org/10.1016/j.learninstruc.2016.06.006 

Le, V. C., & Do, T. M. (2012). Teacher preparation for primary school English education: A case of Vietnam. In B. Spolsky & Y.-I. Moon 

(Eds.), Primary school English-language education in Asia: From policy to practice (pp. 106-121). New York: Routledge. 

Loucks-Horsley, S., Stiles, K. E., Mundry, S., Love, N., & Hewson, P. W. (2009). Designing professional development for teachers of 

science and mathematics. https://doi.org/10.4135/9781452219103  

Meyer, A., Kleinknecht, M., & Richter, D. (2023). What makes online professional development effective? The effect of quality 

characteristics on teachers' satisfaction and changes in their professional practices. Computers & Education, 200, 104805. 

https://doi.org/10.1016/j.compedu.2023.104805  

Muhsin, A. (2016). The effectiveness of positive feedback in teaching speaking skill. Lingua Cultura, 10(1), 25-30.  

https://doi.org/10.21512/lc.v10i1.873 

Nhung, P. T. H. (2017). General English proficiency or English for teaching? The preferences of in-service teachers. RELC Journal, 49(3), 

339-352. https://doi.org/10.1177/0033688217691446 

Park, J. S. Y., & Wee, L. (2013). Markets of English: Linguistic capital and language policy in a globalizing world. New York: Routledge.  

Parsons, S. A., Hutchison, A. C., Hall, L. A., Parsons, A. W., Ives, S. T., & Leggett, A. B. (2019). U.S. teachers' perceptions of online 

professional development. Teaching and Teacher Education, 82, 33-42. https://doi.org/10.1016/j.tate.2019.03.006 

Polly, D., & Hannafin, M. J. (2010). Reexamining technology's role in learner-centered professional development. Educational Technology 

Research and Development, 58(5), 557-571. https://doi.org/10.1007/s11423-009-9146-5 

Powell, C. G., & Bodur, Y. (2019). Teachers' perceptions of an online professional development experience: Implications for a design and 

implementation framework. Teaching and Teacher Education, 77, 19-30. https://doi.org/10.1016/j.tate.2018.09.004 

Rahman, M. M., Pandian, A., & Kaur, M. (2018). Factors affecting teachers' implementation of communicative language teaching 

https://doi.org/10.1037/a0035504
https://doi.org/10.4324/9780203119273-13
https://doi.org/10.36965/OJAKM.2017.5(1)101-111
https://doi.org/10.1080/14664208.2011.532621
https://doi.org/10.51200/manu.v0i0.1582
https://doi.org/10.1080/21532974.2010.10784660
https://doi.org/10.1080/19415257.2012.762418
https://doi.org/10.4324/9781315816951
https://doi.org/10.1016/j.learninstruc.2016.06.006
https://doi.org/10.4135/9781452219103
https://doi.org/10.1016/j.compedu.2023.104805
https://doi.org/10.21512/lc.v10i1.873
https://doi.org/10.1177/0033688217691446
https://doi.org/10.1016/j.tate.2019.03.006
https://doi.org/10.1007/s11423-009-9146-5
https://doi.org/10.1016/j.tate.2018.09.004


http://wjel.sciedupress.com World Journal of English Language Vol. 14, No. 6; 2024 

 

Published by Sciedu Press                            24                            ISSN 1925-0703  E-ISSN 1925-0711 

curriculum in secondary schools in Bangladesh. The Qualitative Report, 23(5), 1104-1126.  

https://doi.org/10.46743/2160-3715/2018.3220 

Ramlee, M. F. (2002). Practical guide to descriptive research. Utusan Publications & Distributors: Kuala Lumpur. 

Ritchie, J. and Lewis, J. (2003). Qualitative research practice. London: Sage Publications.  

Ross, J. D. (2011). Online professional development: Design, deliver, succeed! Thousand Oaks, CA: Corwin.  

Saputra, S., Tahir, M. H. M., Albakri, I. S. M. A., Zaini, K., Mokhtar, M. M., Ismail, N., & Sholihah, S. Z. (2023). Online Learning 

Experiences for Speaking Activities among Malaysian Undergraduate ESL  Students. World Journal of English Language, 13(7). 

355-366. http://doi.org/10.5430/wjel.v13n7p355 

Shukor, S. S., & Madzlan, N. A. (2022). Gender interaction between covariates in managing anxiety via vlogs. Journal of Nusantara 

Studies (JONUS), 7(2), 1-20. https://doi.org/10.24200/jonus.vol7iss2pp1-20 

Stratton, S. J. (2021). Population research: convenience sampling strategies. Prehospital and disaster Medicine, 36(4), 373-374. 

https://doi.org/10.1017/S1049023X21000649 

Strauss, A. L., & Corbin, J. M. (1990). Basics of qualitative research: Grounded theory procedures and techniques. Los Angeles, CA: 

SAGE. 

Sukri, S. I. A., & Yunus, M. M. (2018). Delving into the contents of the Pro-ELT programme. International Journal of English and 

Education, 7(3), 234-247. 

Widodo, H. P. (2018). Needs assessment in professional development (PD). The TESOL Encyclopedia of English Language Teaching, 1-7. 

https://doi.org/10.1002/9781118784235.eelt0887 

Yurtseven Avci, Z., O'Dwyer, L. M., & Lawson, J. (2020). Designing effective professional development for technology integration in 

schools. Journal of Computer Assisted Learning, 36(2), 160-177. https://doi.org/10.1111/jcal.12394 

Zein, M. S. (2017). Professional development needs of primary EFL teachers: Perspectives of teachers and teacher educators. Professional 

Development in Education, 43(2), 293-313. https://doi.org/10.1080/19415257.2016.1156013 

Zulkepli, N., Tajuddin, S. N. A. A., AlBakri, I. S. M. A., Atan, A., & Bakar, R. M. A. (2019). Pre-Service ESL  Teachers’ Participation in a 

virtual community: A positive psychology view. International Journal of Education, 4(33), 122-131. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

https://doi.org/10.46743/2160-3715/2018.3220
http://doi.org/10.5430/wjel.v13n7p355
https://doi.org/10.1017/S1049023X21000649
https://doi.org/10.1002/9781118784235.eelt0887
https://doi.org/10.1080/19415257.2016.1156013

