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Abstract—This study aims to investigate how higher education instructors perceive remote teaching during the
COVID-19 pandemic and how prepared they were technologically to implement blended teaching in the wake
of the epidemic. A quantitative approach was used, and information was gathered from 53 instructors at a
Vietnam national university using questionnaires. The findings indicate that workload is the most difficult
obstacle teachers face when teaching remotely, followed by issues on virtual communication with students,
teachers' challenges in effectively employing technology in the classroom, and mental health issues due to
social distancing. Despite encountering these challenges, most of the experiment's educators strongly endorse
the adoption of blended teaching in response to the epidemic, expressing confidence in their technological
readiness facilitated by institutional training. The results show that in order for higher education institutions
to successfully adopt blended learning in the future, they need to be concerned with lowering the burden of
their teachers, giving them training courses on technology pedagogy and providing stress management
workshops.

Index Terms—language teaching, technological preparedness, blended teaching, post COVID-19

|. INTRODUCTION

The COVID-19 pandemic has marked the onset of a digital transformation in higher education. The crisis prompted
rapid developments in higher education that would typically take years to evolve due to varying management
regulations (Strielkowski, 2020). The governments have advocated for a shift from in-person to online instruction
during the pandemic. Consequently, the education industry must now adapt to new operational procedures and
pedagogical approaches (Sangraet al., 2012; Corlatean, 2020). Almost all higher education institutions (HEIS) in
Vietnam have inevitably adopted online and hybrid learning modalities in response to the pandemic.

Since its inception in February 2021, online instruction has presented both opportunities and challenges for online
teaching and learning (OTL). HEI stakeholders made the decision to swiftly implement emergency remote teaching due
to a lack of time to undertake necessary restructuring of the subjects to be taught and studied. This decision has had a
profound impact on all aspects of education, including institutional management, pedagogical practices, and assessment
procedures (Garc R-Permlvo et al., 2020). In order to adeptly utilize contemporary technologies for emergency remote
instruction, a considerable number of higher education (HE) instructors have already undergone ICT training
(Rizakhojayeva et al., 2021). Since assessment is integral to the teaching and learning process, HEI stakeholders
encountered significant challenges in maintaining assessment integrity in the context of the pandemic. Research
suggests that learners' digital competencies do not hinder the implementation of online assessments; instead, successful
online assessments rely on meticulous planning and supportive guidelines (Cruz et al., 2013).

HEI stakeholders should immediately implement emergency remote teaching because they do not have enough time
to consider a necessary restructuring of the subjects to be taught and studied. This decision had an impact on all aspects
of education, including institutional management, pedagogical practices, and assessment procedures (Garc &-Pefalvo et
al., 2020). In order to become proficient in the contemporary technologies of emergency remote instruction, a large
number of higher education instructors have already received ICT training (Rizakhojayeva et al., 2021). Therefore, it is
crucial to recognize that opinions regarding the practice and preparedness for OTL held by HEIs teachers are complex.
Given the swift transition to fully online instruction, significant modifications to instructional methods are required.
These changes in OTL practice, as well as the willingness of stakeholders to engage in pedagogical and institutional
reforms, are influenced by various factors, including individual, institutional, and cultural considerations. Furthermore,
given the diverse backgrounds and OTL practices of HEIs teachers, these factors may not have the same impact on all
educators. We undertook this study with the aim of addressing the following research questions:

1. What perceptions do instructors hold regarding their experience of teaching remotely during the pandemic?

2. What level of technological readiness do teachers believe they possess for blended learning (BL) in the post-

COVID era?

3. What are the correlations between teachers’ technological readiness and the factors of teachers' self-efficacy in

using ITC and factor of institutional technological readiness?
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Il. LITERATURE REVIEW

A. Distance Learning and Blended Learning

In recent years in the education sector, the emphasis has dramatically changed from face-to- face learning to distance
learning. Increased knowledge and/or behavior resulting from mediated experiences constrained by time and/or distance,
when the learner does not share the same circumstances as what is being learned, is what Dhawan (2020) described as
distant learning. Asserting the outstanding advantages compared to traditional teaching models, distance learning brings
tremendous benefits and opportunities for HEI (Lai et al., 2016). With the adoption of technological pedagogical
developments, the content of distance learning has become more intuitive, easy to understand, and easy to access
(McConnell et al., 2013). This learning method helps learners gradually build a sense of self-study and self-
improvement, and thus enhances the effectiveness of the learning process (Lai et al., 2016; Mulig & Rhame, 2012). In
addition, Gurajena et al. (2021) argued that online learning provides more effective methods of communication for both
teachers and learners.

The epidemic gave an opportunity for academic institutions to try out e-learning and BL. This possibility may also
change students’ and lecturers' attitudes toward e-learning, thereby reducing resistance (Mashwama et al., 2018;
Mbunge, 2018). Since the 2000s, BL has appeared in many countries around the world, such as in North America,
Western Europe, Asia and Australia. Organized form of blended teaching has merged the advantages of online teaching
and traditional teaching. It is emerging as the dominant teaching model of the future (Watson, 2008). BL classes,
according to Picciano (2009), are ones in which some face-to-face time is substituted with online activity and in which
traditional face-to-face class activities and online activities are blended in a structured, pedagogically valuable manner.
Moreover, Bliuc et al. (2007) defined BL as a term that describes learning activities combining face-to-face interactions
with technologically mediated interactions between students, teachers, and learning materials. This definition embraces
the two concepts of BL: a pedagogically based process and a course that includes both face-to-face and online
components (Alammary et al., 2014).

B. Blended Learning Models

According to Victoria (2003), learners participate in the learning process in the form of face-to- face learning in class
(groups, individuals, seminars, conferences), combined with the form of combination via the Internet (chat, blog, forum)
and self-study at home (online, offline, spatially independent). BL models bring great benefits such as creating
flexibility for both teachers and learners, enabling introverted learners to be more confident in the learning process,
allowing teachers to easily connect with learners regardless of geographical distance and learning time can be relatively
flexible (Graham, 2012).

Among twelve different kinds of BL models, Horn and Stake (2014) suggested that based on the class’s
characteristics and the students’ and the teacher’s roles, the BL classroom models can be classified into six common
types: Station rotation model; Lab rotation model; Enriched Virtual model; Flex model; Flipped classroom model;
Individual rotation model.

The above BL models are relatively commonly applied in high schools. Thereby, we present additional views from
other researchers who developed supplementary BL approaches for higher education teachers. As stated by Alammary
et al. (2014), he suggested 3 different BL design approaches: low- impact, medium-impact and high-impact blends
according to the potential changes to the existing teaching program and student learning experience. Then the author
describes the benefits and the challenges of applying each approach and provides recommendations about when and
how each approach should be used. Figure 1 presents a summary of Alammary et al.'s (2014) approaches, by which the
author emphasized that selecting a BL design approach should be made with great concern on a number of important
factors. It is recommended that educators who are new to BL begin with the low-impact strategy. They ought to switch
to the medium-impact blend once they have increased their understanding, self-assurance, and expertise. When using
the medium-impact technique, educators might pursue the high-impact approach after setting up a backup plan for a few
semesters to become more familiar with technology and their courses (Alammary et al., 2014).
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Figure 1. Applying Blended Learning Approaches to a Traditional Face-to-Face Course (Alammary et al., 2014)

C. Literature on Teachers' Technological Readiness, External and Internal Factors Influencing ICT Use in Education

Recent research has underscored the importance of comprehending teachers' digital literacy alongside the internal
and external factors shaping their utilization of ICT in education. The following presents a concise literature review of
pivotal constructs pertinent to this investigation, drawing from the insightful contributions of Eshet-Alkalai (2004), Fu
(2013), and Ribble (2015). These include access to IT resources, computer skills readiness, digital communication
readiness, as well as two influential factors impacting teachers’ IT utilization: the internal factor of teacher self-efficacy
and the external factor of institutional technological readiness as in Table 1 below:

TABLE 1
KEY CONSTRUCTS IN TEACHERS' DIGITAL LITERACY AND FACTORS INFLUENCING ICT UTILIZATION
Constructs Definition Supporting Literature
1. ICT access resources Individual’s ability of to find, retrieve, and utilize digital | Eshet-Alkalai (2004)
materials and information by using technology
2. Computer skill readiness The degree to which an individual is equipped to use computers | Fu (2013)
to carry out various IT tasks
3. Digital communication | Individual's readiness in using digital platforms to communicate, | Ribble (2015)
readiness collaborate, and exchange information
4. ICT Self-efficacy Individual’s ability and aptitude to actively participate in ICT | Fu (2013)
learning activities without external guidance or supervision
5. Perceived institutional | Individual’s perception or opinion on how well-equipped | Fu (2013)
technological readiness organization is for its members to accept and use technology to
fulfill its aims and objectives

Recent research has increasingly focused on comprehending teachers' technological readiness, alongside the internal
and external factors shaping their utilization of ICT in teaching. The following presents a concise literature review of
pivotal constructs pertinent to this investigation, drawing from the insightful contributions of Eshet-Alkalai (2004), Fu
(2013), and Ribble (2015). These include access to IT resources, computer skills readiness, digital communication
readiness, as well as two influential factors impacting teachers’ IT utilization: the internal factor of teacher self-efficacy
and the external factor of institutional technological readiness.

(a). Accessto IT Resources

Eshet-Alkalai (2004) highlights access to IT resources as an individual's capacity to utilize technology for searching,
retrieving, and utilizing digital documents and information. The author underscores these skills as pivotal in the
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contemporary digital era, essential for global citizens. Moreover, the author emphasizes that teachers' capability to
integrate technology into the teaching and learning process significantly hinges on their access to IT resources.

(b). Computer Skills Readiness

Fu (2013) defines computer skills readiness as the extent to which an individual is proficient in using a computer for
various IT tasks. This proficiency holds crucial significance in integrating IT within the increasingly prevalent digital
education landscape. Teachers possessing advanced computer skills are better positioned to effectively harness
technology in supporting instructional objectives.

(c). Digital Communication Readiness

Digital communication readiness refers to an individual's preparedness to utilize digital platforms for communication,
collaboration, and information exchange. Ribble (2015) asserts that contemporary digital citizens must possess adept
communication skills in digital environments. Particularly for educators, proficiency in digital communication
facilitates collaboration and interaction with students and colleagues within the learning environment, particularly in
online settings.

(d). ICT Self-Efficacy

ICT self-efficacy or self-directed IT learning skills denote an individual's ability to actively engage in IT learning
activities autonomously. Fu (2013) accentuates the significance of self-directed learning in IT integration among
educators. Educators with robust self-directed ICT learning skills are more inclined to adapt to new technologies and
engage in continual professional development to enhance their digital literacy.

(e). Teacher's Perceived Institutional Technological Readiness

An individual's perception of an organization's technological readiness reflects their assessment of the organization's
preparedness for members to embrace and utilize technology in fulfilling its objectives. Fu (2013) discusses the pivotal
role of organizational support and infrastructure in facilitating IT integration within educational contexts. Teachers'
perceptions of their institution's technological readiness influence their confidence and propensity to adopt technology-
enhanced teaching methodologies.

In summary, the literature review on teachers' digital literacy and the factors shaping their ICT utilization underscores
the multifaceted nature of digital competencies and their interplay with external contextual factors. Investigating the
correlations among these constructs is vital for comprehending teachers' perceptions and perspectives, thereby
facilitating effective ICT integration and enhancing teaching and learning outcomes in the digital age.

I1l. RESEARCH METHODS

A. Data Collection and Participants

This quantitative study was conducted in December 2021 by giving questionnaires to 72 teachers to collect data on
their experience and perspective in online teaching and blended teaching. The questionnaire using Google Form was
designed with 19 questions related to the topic. Snowball sampling was employed due to time limitation and the
convenience of the data collection process. The questionnaire was then sent to participants by email and social media.
Among 72 participants receiving our survey request, 53 respondents sent back their answers. With a limited scale of
data collection, the study is still expected to provide a general description of foreign language teaching practice during
the pandemic and the teachers’ perception on the future of BL in the post-COVID time.

B. Instrument and the Questionnaire

Quantitative method is mainly used to identify the descriptive statistics and Pearson correlation analysis is employed
to examine the associations between teachers’ readiness towards blended teaching and other factors. The questionnaire
consists of five demographic variables (academic department, gender, age, teaching experience and education); nine
variables concerned with online teaching practice during the pandemic and blended teaching models they support. There
are five more variables delivered in a five-point Likert-type response format to assess the participants' perceived
technological readiness towards blended teaching in post-COVID time. The sections of the questionnaire were as
follows:

(1) Online teaching practices: This section aimed to gather insights into participants' experiences and practices related
to online teaching during the COVID-19 pandemic. It encompassed inquiries about the utilization of learning
management systems (LMS), methods of student communication, preferred video conferencing platforms (such as
Google Meet, Zoom, and MS Teams), and the time allocated for lesson preparation.

(2) Teacher’s Technological Readiness: This segment was designed to assess teachers' perceived preparedness for
blended teaching, focusing on their familiarity with digital communication tools, access to technological resources, and
capacity for independent ICT learning.

(3) Teaching Preferences: This section delved into participants' preferences regarding teaching modalities post-
COVID, with a particular emphasis on BL models and traditional in-person instruction.
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The questionnaire underwent rigorous examination to ensure its relevance, clarity, and alignment with the study's
objectives. Pilot testing may have been conducted to validate the effectiveness of the questionnaire in eliciting insightful
responses and identifying any ambiguities or inconsistencies. Upon completion of the questionnaire design, potential
participants were informed of its availability via email and social media platforms. Given the constraints of time and
convenience, snowball sampling was employed to recruit participants, facilitating the efficient collection of data from a
diverse pool of respondents.

IV. FINDINGS

A. Participants’ Socio-Demographic Profile

The respondents are from different foreign language faculties, the proportion of which is stated in Table 2 below
showing the socio-demographic profile of the participants with a majority of female teachers (88.7%), mostly from the
age range of 36-45 (50.9%). This implies that most participants belong to the group who is less confident in using
online teaching technology as confirmed by Cooper (2006) who mentioned that women in general are less confident and
more anxious in using technology.

TABLE 2
PARTICIPANTS’ SOCIO-DEMOGRAPHIC PROFILE
Variables Attributes Quantity Percentage
Gender Male 6 11.3
Female 47 88.7
Age Below 35 years old 18 34
36-45 years old 27 50.9
46-55 years old 6 11.3
Above 55 years old 2 3.8
Years of teaching Under 3 years 3 5.7
3-8 years 10 18.9
9-15 years 17 32.1
More than 15 years 23 434
Education Professor/ Associate Professor 1 1.9
Doctor of Philosophy 17 32.1
Master 35 66

Nearly half of the respondents (43.4%) have more than 15 years of teaching experience representing that most faculty
are competent in the teaching profession. In addition, most of the respondents (66%) own a master degree and 32.1% of
them are Ph.D. This ratio is reasonably reflecting the education background of foreign language teachers in the
university on a whole.

TABLE 3
ACADEMIC FACULTY OF THE PARTICIPANTS
Faculty Quantity Percentage
Faculty of English Language Teacher Education 14 26.4
Faculty of Japanese Language and Culture 13 24.5
Faculty of Russian Language and Culture 7 13.2
Faculty of French Language and Culture 4 75
Faculty of English 4 75
Faculty of Chinese Language and Culture 3 5.7
Others 8 15.2

As in Table 3, most of the participants come from different foreign language departments. Many of them are English
teachers (33.9%) who come from the Faculty of English Language Teacher Education and the Faculty of English. This
indicates that these faculties have the highest number of faculty in this university as English is the most popular foreign
language in HEI in Vietnam.

B. Teachers’Perception of Their Online Teaching Practices

Table 4 below provides a comprehensive overview of survey responses pertaining to online teaching practices. It
outlines the usage of various video conferencing platforms, with Google Meet and Zoom being equally popular at
30.2%, followed by Microsoft Teams at 5.7%. Additionally, the data highlights the prevalence of Learning Management
Systems (LMS), with 58.5% of respondents incorporating them into their online teaching. Various methods of
contacting students are reported, with Zalo and Zalo Groups being the most utilized at 49.1%. Moreover, the table
delineates the extent of training undertaken by participants, with 49.1% engaging in more than four online teaching
courses. Insights into lesson preparation time reveal that 35.8% of respondents spend less than two hours, while 30.2%
allocate more than three hours. Notably, a substantial majority (79.2%) find that preparing online lessons demands more
time compared to traditional teaching modalities.
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TABLE 4
SURVEY RESPONSES ON ONLINE TEACHING PRACTICES
Variables Attributes Quantity Percentage
Video conferencing and application Google Meet 16 30.2
usage in online teaching Zoom 16 30.2
MS Teams 3 5.7
| combine video conferencing with 1,2 apps 5 9.4
| combine video conferencing with 3 or more apps 13 29
Usage of LMS in online teaching Yes 31 58.5
No 22 415
Methods of contacting students Zalo + Zalo Group 26 49.1
Facebook + Messenger Group 10 18.9
LMS forum 7 13.2
Other (Email, Line, Whatsapp...) 10 18.9
Number of training courses in online 1 or 2 courses 11 20.8
teaching 3 or 4 courses 16 30.2
More than 4 courses 26 49.1
Time taken to prepare a lesson Less than 1 hours 2 3.8
Less than 2 hours 19 35.8
Less than 3 hours 16 30.2
More than 3 hours 16 30.2
Comparison of lesson preparation More time 42 79.2
time to traditional teaching modality Equal time 11 20.8
Less time 0 0

Of the total of 53 respondents, 31/53 teachers have applied LMS into online teaching, accounting for 58.5%. Thus,
up to 41.5% of teachers do not use LMS in their online teaching. The fact that a large number of teachers who are not
ready for applying LMS in foreign language teaching shows that teachers may face certain difficulties in terms of
technological competence or they might have problems adapting to distance teaching in an emergent time of pandemic.

In Table 4, the teachers agree that it takes them more than 3 hours to prepare for each lesson with 30.2% of the
respondents supporting this idea and 35.8% of the teachers spent from 2 to 3 hours to prepare for an online teaching
session. 79.2% of lecturers reveal that the preparedness is more time-consuming than face-to-face teaching modality
and the workload is the biggest obstacle for teachers in fully applying the online teaching model.

Table 5 illustrates teachers' perceptions of the most challenging issues in distance teaching, categorized by factors
influencing students' academic performance. Findings reveal a variety of challenges: a small fraction of respondents
(5.7%) reported no difficulty, while 7.5% cited health problems as impacting student performance. Furthermore, 11.3%
highlighted a lack of technological pedagogical knowledge as a significant challenge. Limited virtual interactions with
students emerged as a prevalent issue, with 22.6% of teachers noting its impact on academic performance. Notably, a
majority of respondents (49.1%) identified a heavy workload as the most challenging factor affecting students'
academic performance in distance teaching.

TABLE 5
CHALLENGING ISSUES IN DISTANCE TEACHING
Factors Affecting Students' Academic Performance Quantity Percentage
No difficulty 3 5.7%
Health problems 4 7.5%
Lack of technological pedagogical knowledge 6 11.3%
Limited virtual interactions with students 12 22.6%
Heavy workload 26 49.1%

C. Teachers’Choice of Teaching Modes and Their Perception on Technological Readiness Towards Blended Teaching
in the Post-COVID Time

BL involves courses that are taught both in the classroom (face-to-face) and at a distance; combining instructional
technology with actual job tasks to create a harmonious effect of learning and working. Reverse instruction, flip
instruction, reverse teaching, or flip teaching are terms used in BL to describe the use of technology in conjunction with
traditional teaching methods. Thus, teachers’ technological readiness towards BL is one of the vital factors to the BL
adoption in the future.

Although there are certain difficulties from both students and teachers in applying the online teaching model in the
context of COVID-19 pandemic, teachers' opinions on the learning model that they support after the pandemic is not the
traditional face-to-face teaching but blended teaching. Table 4 shows teachers’ viewpoint on the adoption of BL in the
post-COVID time.
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TABLE 6
TEACHERS' CHOICE OF TEACHING MODES IN THE POST-COVID ERA
Teaching Mode Quantity Percentage
Synchronous teaching 0 0%
Onsite teaching 4 7.5%
Blended teaching (70% onsite-30% offsite) 24 45.3%
Blended teaching (50% onsite-50% offsite) 17 32.1%
Blended teaching (30% onsite-70% offsite) 5 9.4%
Other ideas 3 5.7%

Results show that the majority of lecturers voted for blended teaching with 45.3% of the respondents in favor of
blended teaching with 70% onsite-30% off-site model. Taking second place was the combined teaching model of 50%
onsite-50% offsite with 32.1% supporting ideas. The results reveal a high level of faculty support for BL showing that
teachers have recognized its outstanding benefits. Only 4/53 teachers support traditional face-to-face teaching.

Data in Table 7 shows the descriptive statistics concerning teachers’ perceptions on their readiness towards blended
teaching in the post-COVID time. The results show that teachers positively perceive their readiness towards blended
teaching (M>3.85). Among the examined factors, digital communication readiness has the highest level of agreement
(M=4.12), while access resources and computer skill readiness show a similarity in teachers’ perception (M=3.86 and
3.85 respectively). The influential factors that influence teachers’ readiness towards blended teaching show a similarity
in teachers’ agreement of their importance (M= 3.70 for Self-directed ICT learning skills M= 3.90 for Teacher’s
perceived institutional readiness).

TABLE 7
MEAN AND STANDARD DEVIATION OF TECHNOLOGICAL READINESS AND INFLUENTIAL FACTORS

Factors Mean SD skewness kurtosis
Teacher’s technological ICT access resources 3.86 0.59 -0.04 -0.18
readiness Computer skill readiness 3.85 0.57 0.29 -0.46

Digital communication readiness 4.12 0.59 -0.50 0.95
Influential factors Self-directed ICT learning skills 3.70 0.62 -1.20 6.11

Perceived institutional technological 3.90 0.54 0.34 -0.21

readiness

On exploring factors that influence teachers’ technological readiness towards blended teaching, Pearson correlation
analysis was employed to examine the associations between teachers’ readiness and factors: Self-directed ICT learning
skills (internal factor) and Teacher’s perceived institutional readiness (external factor). The results are presented in
Table 8 and Table 9 showing that the correlation varies considerably according to these two factors.

TABLE 8
CORRELATIONS BETWEEN PERCEIVED INSTITUTIONAL READINESS AND TEACHERS’ READINESS
Pearson’s correlation coefficient (r) 2
Computer skill readiness 0.33** 0.10 (10%)
Digital communication readiness 0.39** 0.15 (15%)
Access resources 0.56*** 0.31 (31%)

* Correlation is significant at the 0.05 level (2-tailed)
** Correlation is significant at the 0.01 level (2-tailed)
*** Correlation is significant at the 0.001 level (2-tailed)

Correlation analysis in Table 8 shows that teachers relate their technological readiness to Teacher’s perceived
institutional readiness more than Self-directed ICT learning skills. The correlation between Teacher’s perceived
institutional readiness and teachers’ access resources is intense (r=0.56, p<0.001) whilst this factor is relatively
connected with digital communication readiness (r=0.39, p<0.01) and computer skill readiness (r=0.33, p<0.01)
respectively.

TABLE 9
CORRELATIONS BETWEEN SELF-EFFICACY IN USING ICT AND TEACHERS’” TECHNOLOGICAL READINESS
Pearson’s correlation coefficient (r) /2
Computer skill readiness 0.31* 0.09 (9%)
Digital communication readiness 0.42%** 0.18 (18%)
Access resources 0.27* 0.07 (7%)

* Correlation is significant at the 0.05 level (2-tailed)
** Correlation is significant at the 0.01 level (2-tailed)
*** Correlation is significant at the 0.001 level (2-tailed)

Correlation analysis in Table 9 shows a weaker correlation between teachers’ readiness and their Self-directed ICT
learning skills. Digital communication readiness is highly associated with teachers’ Self-directed ICT learning skills
(r=0.42, p<0.001) whilst the correlation is lower between this factor and computer skill readiness (r=0.31, p<0.05) and
access resources (r=0.27, p<0.05) respectively.
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V. DISCUSSION
Based on the results provided above, several key issues can be discussed as follows:

A. Teachers' Choice of Blended Teaching and Their Technological Readiness

The choice of a blended teaching model by educators in this study signals a shift in pedagogy in the post-COVID
landscape. The reasons behind this preference point to the growing role of technology in education. Our findings align
with Zhang’s (2023) study which investigates hybrid learning, which combines online and traditional classroom training
to enhance teaching strategies and expand educational options in English translation teaching. The results demonstrate
that the communication component encompasses the fundamentals, interactions, and links essential for effective
teaching. The report also outlines the construction of a hybrid teaching ecosystem, comprising software and hardware
components tailored for translation instruction, resulting in reliable and practical performance compared to conventional
teaching methods.

The way teachers perceive their technological readiness for blended teaching in this study can shed light on teachers'
willingness to invest in enhancing their technological pedagogical knowledge to adapt to the new situation. However,
there is a more intense correlation between teachers’ technological readiness and teacher’s perceived institutional
readiness rather than their Self-directed ICT learning skills. This implies that the better prepared HEI is towards blended
teaching, the more confident teachers can be in adopting blended teaching modality in the future. Our finding is
supported by Petko et al. (2018) whose work confirmed that although there are differences in teachers’ technology-
related skills and beliefs, they are influenced by the context of the schools and thus should be supported by the schools
in terms of digital tools, strategic importance and the goal clarity with regard to educational technology integration
(Petko et al., 2018).

B. Challenges and Opportunities in Blended Teaching

While blended teaching offers various benefits, such as flexibility and enhanced learning experiences, educators may
face challenges in adapting to blended teaching. Findings of this study show that during online teaching practice, most
teachers found themselves overloaded with abundant work related to lesson preparedness. Other problems that teachers
might face include their virtual interaction with students, weakness in IT appliances into teaching and health issues.
These findings are supported by various studies on teachers’ perception towards online teaching practice. Maguire
(2005) found one barrier for online teachers is the increased workload, especially in research time for lesson
preparedness. Lee and Busch (2005) identified a negative impact on teachers’ willingness towards distance teaching by
communication issues such as lack of social contact.

Findings in this study revealed key challenges identified by teachers, such as workload and technological capacity.
Our research is supported by Tierney et al.’s (2024) study which evaluates hybrid teaching's benefits and drawbacks in
light of current developments in higher education. The paper draws on existing literature to justify institutional usage of
hybrid teaching by using a multi-method approach to data collection. Findings indicate that there may be strong reasons
to think about using hybrid technology, such as accessibility. Effective hybrid implementation depends on effective
communication on the definitions, advantages, restrictions, support and training for hybrid.

C. Teacher Professional Development and Future Research Implications

Examining factors that influence teachers' technological readiness for blended teaching, such as access to resources
and self-directed ICT learning skills, can inform initiatives to help educators effectively integrate technology into their
teaching practices. Our findings are supported by prior research, which highlights the significant influence that teachers'
self-efficacy has on their professional commitment and job satisfaction (Ware & Kitsantas, 2007; Skaalvik & Skaalvik,
2007), attrition from the teaching profession (Hong, 2012), and is a significant predictor of students' motivation and
achievements (Klassen & Chiu, 2011; Caprara et al., 2006; Guo et al., 2022). Thus it is crucial to look into the variables
that may affect teachers' confidence in their ability to use ICT in the classroom.

Finally, it is necessary to consider the implications of the findings for future research and practice in educational
technology and teacher professional development. Discussion of potential strategies, such as training in digital media
tools and pedagogical approaches for BL, may be valuable for teachers’ professional development. Moreover, further
investigation can be done, such as longitudinal research on the impact of blended teaching on student outcomes and the
effectiveness of different teaching approaches, could provide valuable insights into this area.

VI. CONCLUSION

In conclusion, although educators may face challenges in teaching online, their strong support for the post-pandemic
blended teaching model underscores the need for proactive measures to improve teachers’ technological readiness and
minimize implementation challenges. Institutional support, along with targeted professional development initiatives, can
play a crucial role in facilitating educators' transition to blended teaching. It is strongly recommended that to ensure the
adoption of blended teaching after the pandemic, HEI should be concerned about teachers” workload reduction and
enhance their ability to virtually interact with students. Further studies could be conducted on assessing the faculty’s
perception towards blended teaching that focus on teachers’ technological competencies and their motivators and
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barriers in this teaching modality to promote effective educational technology integration and enhance teaching
practices in the digital age.
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