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Abstract
This thesis examined eight secondary teachers’ insights into the 2020 learning-fromhome period. The participants were from regional and rural Department of Education
secondary schools in New South Wales, Australia, and who had an average of 16.5
years of teaching experience. The purpose of this qualitative descriptive study was to
explore the impact on NSW Secondary teachers of the COVID-19 learning-from-home
period. The methodology chosen was Phenomenology, and the data was collected
through semi-structured interviews over the online platform of Zoom. The data was
analysed by the method of constant comparative to find five emerging themes,
including, i) the senior executive took various actions that impacted teachers, ii) there
was a greater level of importance placed on student and teacher wellbeing during the
2020 learning-from-home period, iii) inequity in access to technology, including laptops
and the internet for students, iv) inequality in the access to education for students, and,
v) a teacher's home environment made learning-from-home complex. In addition to the
thematic analysis, eight short vignettes are presented to provide an insight into each
participant’s lived experience. This study contributes to the school improvement
literature through investigating the impacts of the COVID-19 learning-from-home
period on teachers. In particular it determined that the senior executive’s actions can
negatively and positively impact teachers. This study concluded that specific supports
need to be put into place to ensure rural and regional students and vulnerable students
are not disadvantaged into the future. Furthermore, critical changes to education are
needed to highlight teacher wellbeing.
Keywords: COVID-19, regional and rural schools, New South Wales, Learning at
home, teachers.

7

Teaching in Pandemic Times: The Impact of the 2020 COVID-19 Learning-FromHome Experience on NSW Secondary Teachers
Introduction
In 2020, the COVID-19 pandemic impacted lives and economies worldwide,
including Australia (World Health Organisation, 2020). COVID-19 did not
discriminate. It affected all people of differing cultures, ages and backgrounds
(Schleicher, 2020). COVID-19 is an infectious disease caused by the SARS CoV-2
virus (Jones, 2021), which led to a pandemic. On February 1, 2020, the Australian
Government implemented the first of what would eventually be many health measures
in an effort to keep Australians safe—travel restrictions for foreign nationals who had
transited through China and 14-day self-isolation requirements for Australians who had
travelled through China (Prime Minister of Australia et al., 2020a). On March 22, the
Australian Prime Minister declared that the National Cabinet agreed to widespread
social restrictions. Nonetheless schools were to remain open and those parents who
chose to keep their children at home would be responsible for their conduct (Prime
Minister of Australia, 2020a). On the following day in a somewhat conflicting
statement, the New South Wales Premier announced that parents were encouraged to
keep their children at home even though schools would remain open. Regardless,
schools were to move to online learning (NSW Government, 2020). One day later, the
Australian Prime Minister explained that the reason schools would remain open was so
the children of essential workers could send their children to school to enable the
country to keep operating (Prime Minister of Australia, 2020b).
Government-mandated measures such as forced lockdowns, social distancing
and closure of non-essential services across Australia minimised the spread of the
COVID-19 pandemic and the number of people becoming sick or dying (Schleicher,
2020). The consequence for New South Wales schools was that they were forced to
operate remotely during part of terms one and two in 2020 (Cuschieri & Agius, 2020).
However, schools still remained open for the children of essential workers and students
at risk (Sonnemann & Goss, 2020). Furthermore, due to a second wave of the COVID19 virus during 2021, many New South Wales schools were again forced to operate
remotely for 16 weeks (NSW Government, 2020. NSW Government, 2021a). The
purpose of this qualitative descriptive study was to explore the impact on New South
Wales Secondary teachers of the COVID-19 learning-from-home period of schooling.
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Literature Review
To develop an understanding of the literature related to the research topic of
teaching during the COVID-19 learning-from-home period, four areas of literature were
explored (Leedy & Ormrod, 2015): i) Conflicting Advice Regarding Teaching During
the Pandemic, ii) New Educational Concepts Increased Workload and Stress on
Teachers, iii) Barriers for Students from Disadvantaged Backgrounds, and iv) COVID19’s Impact on Teachers. Each of these will now be addressed in turn.
Conflicting Advice Regarding Teaching During the Pandemic
In Australia, there were differing views from both state and federal governments
concerning the management of schools during the pandemic which resulted in confusing
messages delivered through the media and exasperated trying times (Ewing & Vu,
2021). Information shared by state leaders was different to data shared by the Prime
Minister at a Federal level (Netolicky, 2020). A mixed-methods study analysing the
Australian public response to learning-from-home found a primarily positive response
towards teachers; however, the response to the Australian Government’s
communication regarding education during the pandemic mainly was negative (Ewing
& Vu, 2021). The lack of communication or mixed messages from both governments
was frustrating and confusing for an already anxious public (Ewing & Vu, 2021).
Nevertheless, some confusion is to be expected given a century separated this COVID19 pandemic from the last global pandemic, the 1918-1920 Spanish influenza (Brennan
& Hodgson, 2021).
One of the issues from a teacher perspective was the often changing, conflicting
and unclear information that came out to teachers via the NSW Department of
Education or through school principals (Pather et al., 2020). Initial ambiguous messages
caused difficulties in understanding how the learning would occur and how principals
would support their teachers (Chaseling et al., 2020; Ewing & Vu., 2021). All eleven
principals interviewed in studies by Chaseling et al., 2020 and Paredes et al., 2020
highlighted the importance of effective communication to their teachers, students and
families, and the negative impact of mixed messages from the Government. However,
these studies provided a single lens perspective from principals, which was a limitation.
Two July 2020 studies of principals from New South Wales rural and disadvantaged
primary schools (Paredes et al., 2020) and regional and rural secondary schools
9

(Chaseling et al., 2020) also found confusion in government messaging about the
pandemic and schools. Confusing and conflicting information could also have
potentially impacted parents' attitudes towards learning-from-home (Paredes et al.,
2020), student wellbeing (Chaseling et al., 2020) and the wellbeing of teachers,
principals and support staff (Anderson et al., 2021; The Edu Flaneuse, 2019). It is
possible that the self-reporting nature of these studies and reliance on participant
memory of their experiences during a time of crisis may have been a limitation (Paredes
et al., 2020). Consequently, many principals increased the frequency of staff meetings
to provide updated information and to check in on staff wellbeing (Chaseling et al.,
2020).
New Educational Concepts Increased Workload and Stress on Teachers
During the learning-from-home period teachers had to apply new educational
concepts to a new mode of delivery, increasing their workload enormously and
multiplying levels of stress (Ewing & Vu, 2020). COVID-19 shutdowns forced schools
to operate remotely at short notice with little or no professional training for teachers
(Chaseling et al., 2020., Hall et al., 2020; Page et al., 2021; Paredes et al., 2020).
Teachers were subsequently required to adapt to different teaching methods in a very
short time. Implementing change was stressful for teachers (Netolicky, 2020) and
principals acknowledged a lot of upskilling was achieved in a short space of time
(Paredes et al., 2020). Additionally, some teachers had limited experience with
technology and were reluctant to engage with technology-based learning (Paredes et al.,
2020). It is unclear whether the differences in results between studies may be due to the
Principals need to represent the experience in a positive way, where what was not said
may be more telling than what was said by these principals. In comparison, some
studies used quantitative and qualitative measures, which may have been more robust
(Ewing & Vu, 2020).
Barriers for Students from Disadvantaged Backgrounds
Students from disadvantaged backgrounds faced significant barriers during the
learning-from-home period (Paredes et al, 2020; Sonnemann & Goss, 2020). Some
students lacked the motivation to complete work or did not have a home life supportive
of learning (Netolicky, 2020). Students from disadvantaged backgrounds were also less
likely to have a quiet space to study, often had less support from their parents and have
poorer access to technological resources (Paredes et al., 2020; Sonnemann & Goss,
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2020). In particular, economic downturns (such as the COVID-19 pandemic), where
many people lost their jobs, may have caused more financial stress in the household and
made learning more difficult (Sonnemann & Goss, 2020).
Students from low socio-economic backgrounds, Aboriginal and Torres Strait
Islander people, students from rural and remote communities, students with additional
learning needs and poor mental health are more likely to be vulnerable and
disadvantaged in their learning (Piccoli, 2014). Furthermore, the remoteness gap in New
South Wales is larger than any other state or territory in Australia and is more
prominent in Australia than the average of OECD (Organisation for Economic Cooperation and Development) countries (Picolli, 2014). Some teachers felt their students
learned less during the learning-from-home period, and teachers found it stressful
having to catch students learning back up when they returned to school (Sonnemann &
Goss, 2020).
In recognition that most students in New South Wales were required to learnfrom-home during 2020, the NSW Department of Education provided additional
support for students in 2021 through its COVID Intensive Support Program (Audit
Office of New South Wales, 2021). The COVID-19 pandemic compounded established
barriers and disadvantages for some students and highlighted the impact on teacher
wellbeing for teachers in rural and remote communities (Willis & Grainger, 2020).
Similar results were yielded with different methods across a variety of studies which
added to the robustness of the literature, such as survey data (Sonnemann & Goss,
2020), case study data (Willis & Grainger, 2020), government data (Picolli, 2014) and
an essay looking at past research and the lived experiences of the researcher (Netolicky,
2020).
This period of learning-from-home highlighted equity issues in the New South
Wales education system, especially in rural/remote or disadvantaged schools where
learning-from-home was not possible or was restricted due to a lack of access to
resources, including the internet and suitable device (Paredes et al., 2020). Many studies
have found that access to technological resources was inadequate (Paredes et al., 2020;
Sahlberg, 2020), although most studies were undertaken in rural and regional schools or
disadvantaged schools (Chaseling et al., 2020; Paredes et al., 2020). Some students did
not have access to a device, such as a laptop for learning, or had poor or no internet
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access, making learning-from-home impossible for some students (Sahlberg, 2021). A
study by Page et al., (2021) supported these findings; however, caution should be taken
due to the limitations of three participants across two schools, as results may not be
representative of all schools. Furthermore, these technological inadequacies were
consistent across international comparative studies (Howley, 2021; Kalsoom, 2021).
There were clear disadvantages for students in rural areas and for students from low
socio-economic backgrounds, where access to the internet was poor, or families lacked
the financial means to learn-from-home (Paredes et al., 2020; The Australian Financial
Review, 2020).
COVID-19’s Impact on Teachers
Teachers reported substantial levels of stress during the learning-from-home
period (Anderson et al., 2021; Eadie et al., 2021; James et al., 2019; MacIntyre et al.,
2020). Furthermore, the COVID-19 learning-from-home period may have impacted
teachers’ emotions in some way, although the experiences of teachers were different
from study to study. Many challenges were reported that impacted teacher wellbeing
and stress levels (Netolicky, 2020). These included difficulties maintaining a personal
connection with their students (Howley, 2021; Joseph & Lennox, 2021), a loss of
student engagement (Ewing & Cooper, 2021), concerns for the wellbeing of their
students (Chaseling et al., 2020) and increased workload (Jones, 2021; Willis &
Grainger, 2020). Additionally, the challenges of working from home, managing their
children, and their childcare (MacIntyre et al., 2020) also impacted their stress and
wellbeing levels (Kalsoom, 2021; Pather et al., 2020). Some teachers expressed
concerns about the COVID-19 shutdowns' impact on their students (James et al., 2019).
During face-to-face learning, the level of student engagement proved to be a significant
predictor of teacher emotions (Hagenauer et al., 2015; Shirley et al., 2015). All teachers
were self-selected to participate in these studies, which may or may not suggest an
interest in the topic or a desire to voice their concerns which may skew results.
Furthermore, it was found that if teachers could stay connected with their students
during this period, there could be positive benefits to teacher wellbeing (Joseph
&Lennox, 2021).
Various scholars have maintained that higher teacher wellbeing levels improve
teacher job satisfaction and increase the likelihood of positive teacher-student
relationships and creativity in teaching (Shirley et al., 2020). Furthermore, student
wellbeing has been related to teacher wellbeing and potential positive student outcomes
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(Chaseling et al., 2020; Hadar et al., 2020; Netolicky, 2020). There is growing
awareness of the importance of the teacher's role in their students' social and emotional
development (Netolicky, 2020). Nevertheless, concern for teacher wellbeing is
increasing worldwide, and literature suggests that more than 84% of teachers
acknowledge feeling stressed (Netolicky, 2020). Therefore, exploring the teacher
experience during the COVID-19 learning-from-home period appeared a valuable
enquiry.
Rationale, Aim and Research Question
The rationale for this study stems from a number of factors. First, the researcher
is a qualified secondary teacher who taught for 20 years in Victorian secondary schools
before she recently relocated to teach in New South Wales secondary schools. She is now
on a NSW Department of Education School Counsellor in Training Sponsorship—a twoyear full-time program where she is retraining as a school counsellor (NSW Government,
2021b). As part of this program, the researcher is completing a thesis. When selecting a
thesis topic, she heeded advice and chose a subject that i) interested her, ii) was relevant
to her field of study, and iii) was amenable to research in the context of a thesis (Ryan &
Walsh, 2006).
Therefore, she chose a topic related to secondary teachers, in the relevant field of
study—that is, COVID-19’s impact on secondary teachers in New South Wales. While
the literature review has revealed much research on the impact of COVID-19 on students
and their learning, there is a paucity of research pertaining to COVID-19's effect on
teachers. The researcher chose NSW Department of Education secondary school teachers
as participants because there was a lack of research on the impacts of the COVID-19
pandemic on New South Wales Department of Education secondary teachers. Education
in Australia is a shared responsibility of the Australian (Federal) and individual State and
Territory Governments, with the primary responsibility lying with the individual State or
Territory (Australian Government, n. d). Department of Education secondary schools In
New South Wales are wholly funded by both the Federal and New South Wales State
Governments (Australian Government, n.d) and secondary schools educate students from
year seven to year twelve (Australian Government, n.d). The COVID-19 pandemic was
a once-in-a-lifetime experience, and the consequential impact on New South Wales
secondary teachers and education is unknown. Hence, to address the gap in the literature,
this current study will examine the research question: what do teachers from New South
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Wales secondary schools perceive was the impact on them of the COVID-19 learningfrom-home period?
Research Design
This section presents the study’s research design and the overall strategy the
researcher adopted to address the research question: What do teachers from New South
Wales secondary schools perceive was the impact of the COVID-19 learning-fromhome period on them? The section begins with Figure 1, a visual representation of the
study’s research design, then by detailing the worldview, ontology, epistemology and
theoretical perspective and methodology of this qualitative study. Next, the study’s
methods are discussed: semi-structured interviews to collect data, purposive sampling to
select participants, the interview process decisions, then the data analysis approach. The
section concludes by addressing ethical considerations, the trustworthiness of the data
and reflexive techniques.
Figure 1
The Study’s Research Design
Qualitative Research
The researcher constructs knowledge from non-numerical data

Worldview or Paradigm
Constructivism—knowledge is constructed

Ontology
Reality is subjective or constructed

Epistemology
Reality needs to be interpreted

Theoretical Perspective
Interpretivism

Methodology
Phenomenology

Methods
Semi-structure interviews and Purposive Sampling

Note. Adapted from Crotty (1985) and Patel (2015), this figure visually depicts the researcher’s
overall strategy for addressing the research question.
14

Qualitative Research
The researcher adopted a qualitative research design for this study. She chose
qualitative research because she sought to explore and understand a complex situation
(Leedy & Ormrod, 2015; Rapport et al., 2015)—the perceived impact of the 2020
COVID-19 learning-from-home period on New South Wales secondary school teachers.
Qualitative research enabled her to search for themes and categories in textual data
collected from a small sample of participants, then communicate this through words,
quotes and a narrative style (Leedy & Ormrod, 2015).
Worldview, Ontology, Epistemology and Theoretical Perspective
The particular worldview or paradigm that guided this research was
Constructivism (Leavy, 2017, pp. 11-12). Constructivists’ ontological and
epistemological stance is that there is no single truth or reality. Instead, the reality is
subjective or constructed in social ways (Johnson & Christensen, 2014, p. 3) by
individuals or groups (Braun & Clarke, 2013, pp. 30-31) through their interactions with
others (Theys, 2017, p. 37). Therefore, to know reality, it needs to be interpreted (Elo et
al., 2014). This worldview allowed the researcher to embrace the idea of multiple
realities by using actual words of participants and presenting different perspectives
(Johnson & Christensen, 2014, p. 87). During this study, the researcher could get as
close to the participants as possible to understand them (Johnson & Christen, 2014). For
this reason, the researcher developed knowledge and a deep understanding of the
meaning humans in this study attached to their actions through the theoretical
perspective of Interpretivism (Merriam & Tisdell, 2016, pp. 11-13).
Methodology
Consistent with Interpretivism, the methodology chosen for this study was
Phenomenology. As a type of qualitative research, phenomenology is concerned with
developing understandings of people’s subjective experiences (Braun & Clarke, 2013,
p. 334)—in this research, the subjective experiences of secondary school teachers.
Essentially, the researcher seeks to determine commonalities in individuals' perceptions
in terms of a particular phenomenon (Fraenkel et al., 2015, p. 429) to describe the basic
structure of the experience (Merriam & Tisdell, 2016, p. 26). As phenomenological
studies can investigate intense human experiences/phenomena, the researcher needs to
temporarily suspend prior beliefs about the phenomenon so it can be explored as
objectively as possible (Crotty, 1998). Temporarily suspending beliefs is known as
15

bracketing (p. 26). The researcher in this study needed to temporarily set aside her
opinions about the 2020 COVID-19 learning-from-home period and how it could
potentially impact New South Wales secondary school teachers.
Method
Semi-Structured Interviews for Data Collection
The data collection method in Phenomenology is semi-structured interviews
(Leedy & Ormrod, 2015, p. 276), a method whereby a researcher asks participants
questions regarding their lived experiences (Whiting, 2013) and records their responses
(Johnson & Christensen, 2014). Through semi-structured interviews, participants'
subjective responses regarding a particular situation or phenomenon can be ascertained
(Kallio et al., 2016).
Semi-structured interviews are similar to structured interviews because they both
use an interview schedule. However, with semi-structured interviews, the researcher can
modify the questions during the interviews (Ary et al., 2019) to delve more deeply with
further open questions to explore participants' thoughts, feelings, and beliefs. Open
questions prompt participants to answer with sentences, lists and stories, to give deeper
and new insights (Johnson & Christensen, 2014). Open-ended questions allow the
researcher to find out more than they anticipated. Participants may share motivations
that were not expected and mention behaviours and concerns that the researcher knew
nothing about (Whiting, 2013). Semi-structured interviews also include open-ended
questions (Johnson & Christensen, 2014). In this study, three types of questions were
asked (Appendix A): demographic (background) closed questions to obtain facts,
opinion questions to understand participants’ thoughts and, feeling questions to
understand how the participant’s felt (Fraenkel et al., 2015). Closed questions are
important because they can be easily analysed (Kallio et al., 2016). Opinion and feeling
questions allow the researcher better access to respondents true feelings and opinions on
their lived experience (Kallio et al., 2016).
Purposive Sampling to Select Participants
A second data collection process in Phenomenology is purposive sampling
(Leedy & Ormrod, 2015, p. 276). This non-random sampling technique was used to
recruit eight participants for this study. Purposive sampling uses a judgemental sample
that is logically assumed to be representative of the population of interest (Etikan et al.,
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2016). The sample selection through purposive sampling is subjective as the researcher
relies on her experience and judgement (Barratt et al., 2014). Purposive sampling
involves selecting participants from a section of the population believed to yield
samples that will give the best estimate of the population parameter of interest, in this
case, New South Wales secondary teachers (Gentles et al., 2015).
Through this approach, the researcher determined the characteristics of interest,
then chose participants who have these characteristics (Johnson & Christensen, 2014).
This type of sampling was chosen to enable participants to be intentionally selected
based on their characteristics. In this study, the characteristics of the population were: i)
NSW Department of Education secondary teachers of different genders, settings, school
sizes and locality, and; ii) participants who have taught in a secondary school for more
than seven years and have been teaching during and after the 2020 COVID-19 learningfrom-home period.
Recruiting participants involved several vital steps to ensure the sample was
representative of the population of interest. To recruit participants: i) the researcher
contacted six principals from different secondary schools via their Departmental email
asking if they would be willing to forward an email, prepared by the researcher, to their
teaching staff (Appendix B); i) principals, who were willing, forwarded an email to their
teachers which asked if teachers were interested in participating in the study (Appendix
C); iii) those teachers who were interested, were contacted by the researcher who, in
turn, emailed them an Information Statement (Appendix D) and Consent form
(Appendix E). Care was taken to ensure that participation was voluntary, that there was
no coercion and that participants gave their informed consent. No reminders were sent
to the principal’s emails so that they did not feel obligated to participate.
Participants who volunteered were given two weeks to read the Information
Statement (Appendix D) and were given the opportunity to ask questions. Participants
were advised that their participation was voluntary and that they may withdraw from
this study at any time without consequence or penalty and without having to provide a
reason.
The Interview Process
The interview process required the researcher to negotiate an interview time and
place for each participant that was mutually suitable. Interviews were held in culturally
and physically safe environments at an agreed time and place via a Zoom meeting. With
17

the participants’ agreement, interviews were recorded by both voice memo and Zoom
for transcription. Each interview went for approximately 40-minutes duration. During
this time, each participant was asked a range of demographic questions related to their
age range and employment status, as well as open-ended questions relating to the
study’s research question (Appendix A).
Interview Transcription Then Member Checking
After each interview, the researcher transcribed the interview—that is, engaged
in the process of providing a written account of interviewees’ spoken words, written
verbatim (Davidson, 2009). Transcription was undertaken by uploading the Zoom mp4
files to the program Otter-ai for transcribing. The Otter-ai is an automated online
transcription program that provides a complete audio transcript (Otter.ai, n.d.). The
researcher then read the transcript back while listening to the Zoom recording to reflect
accurately what the participants had said. Any inaccuracies in the transcript were
deleted, and the correct conversation was recorded on the transcript. Filler words such
as ‘um’, ‘uh’, ‘err’ were deleted from the transcript to increase clarity. Any reference to
the participant’s name, school, or associates was removed to protect confidentiality and
privacy of those involved. All transcripts were labelled with the appropriate participant
pseudonym, such as P1 for participant 1, to protect further participants' privacy.
Interview transcripts were returned to participants within one week of the
interview for member checking, a process whereby each participant checked their
interview transcript in terms of its accuracy and advised the researcher if changes were
required (Ary et al., 2019, p. 443). No participant requested any changes to be made to
their interview transcription. Member checking is a form of participant validation and a
technique used for exploring the credibility of results (Busetto et al., 2020).
Data Analysis
Data analysis in qualitative research identifies, examines, and interprets the
themes in raw data to determine how these themes help answer the research question to
explain the phenomenon under investigation. Data analysis involved various processes,
which at times spiralled back on themselves (Ary et al., 2019, p. 556). The researcher
analysed the interview transcripts using the inductive data analysis method of constant
comparative. This method allowed for the identification of multiple realities in the data
from which themes were developed (Fraenkel, 2015).
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The data analysis involved the following processes, open, axial and selective
coding to decide which data was most important (Johnson & Christensen, 2014). Open
coding involved the researcher examining the data and then naming and categorising the
discrete elements of the data (Fischer, 2015). Axial coding involved organising the
concepts into categories and looking for possible relationships among the categories as
seen in Appendix H (Boeije, 2002). Selective coding involved looking for the main idea
and reflecting on the data and results produced through open and axial coding (Boeije,
2002; Grove, 2010). Refer to Figure 2 for more information.
The data was displayed to show an overview through a Venn diagram. Themes
from the analysis, together with verbatim responses of the participants, were then
reported on in the Findings section.
Figure 2
Process of Inductive Data Analysis Method of Constant Comparative
Open coding





Researcher reads the transcript
Annotate interesting concepts
Discuss annotated concepts
Record the concepts

Axial coding
 Put concepts into
categories and organise
 Look for possible
relationships among
categories

Selective coding







Flesh out the categories, look for main idea
Recheck the theory with the data to eliminate mistakes
*Check the saturation level of categories
Researcher evaluates the process
Participants evaluates the process
Check whether transcripts are a representation of reality

Notes. This figure was adapted from (Grove 2010). *The saturation level indicates that no new
information is expected to be added that will enhance or change the study's findings.
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Reporting the Study’s Findings
The Findings section of the study was reported by first presenting vignettes of
the participants’ experiences during the 2020 learning-from-home period. The vignettes
helped tell the participant’s story and give the reader understanding of each participant’s
lived experiences. The study's main findings are then presented in themes by way of a
narrative style. Quotations have been used to illustrate the participants' feelings and help
give the reader a sense that they understand what it would be like to experience the
phenomenon themselves (Johnson & Christensen, 2014).
Ethical Considerations
Ethical research is based on what is considered right and wrong, and the
researcher is required to adhere closely to these ethical principles to ensure the safety of
participants (Fraenkel, 2015). The ethical considerations that were adhered to in this
study included the need for integrity, competence, non-maleficence, justice, dignity,
beneficence, responsibility, honesty, autonomy, privacy and confidentiality (Johnson &
Christensen, 2014). In this regard, the researcher gained approval to conduct the
research from two human ethics committees: i) the Charles Sturt University Human
Research Ethics (Charles Sturt University, 2021) and ii) the NSW State Education
Research Applications Process (SERAP) (NSW Government, n.d) (Appendix F) for this
study were employed by the NSW Department of Education. The researcher also
engaged in several other ethical principles in accordance with the Australian
Government’s (2018) National Statement on Ethical Conduct in Human Research
(2007) – Update 2018.
Participation in this study was anonymous and entirely voluntary, and
participants were not expected to be harmed in any way through participation in this
research. Nor were participants given payment or reward for participating in this study,
and there was no deception involved. The decision to participate was the participant’s
decision only, and they were not coerced or disadvantaged in any way. Participants
were encouraged to ask any questions and have those answered to their satisfaction.
Participants were also allowed to withdraw themselves and their data from the study at
any time, without reason or consequence and Zoom mp4 files were deleted straight
away after the interview had been transcribed.
Participants were required to read and sign a consent form (Appendix E). When
signing the consent form they were providing their informed consent to participate in
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the study by confirming that, i) they were provided with a copy of the Information
Statement to keep, ii) they were provided with sufficient time to read the Information
Statement, iii) they had the opportunity to ask questions and have those question
answered to their satisfaction, iv) they understood that their participation was entirely
voluntary and that they may withdraw from the study at any time without consequence
or penalty, and without having to provide a reason, v) They agreed that their interview
could be recorded on the researcher’s phone and via Zoom, purely for the purpose of
transcribing the interview, and that after the interview was transcribed that the
recordings would be destroyed, vi) They understood that due to the nature of the
questions, this study could cause them distress and they were advised if needed to
contact their GP, visit SANE.org (sane.org/get-help), call Lifeline 131 114 (Lifeline
should be used for urgent crisis support only) or call Beyond Blue on 1300 224 636
(Appendix E, Appendix F).
The data was managed and stored by the researcher and supervisor in
accordance with the Research Data Management Plan (Appendix G). All data was
stored during and after the project on secure password-protected servers or password
protected backed up devices that belonged to the researcher and supervisor. The data in
these locations were available only to the researcher or supervisor. To ensure
participants’ anonymity, all data at all times was de-identified. Immediately after the
interviews, interview recordings were transferred onto a password-protected computer,
and then the file was deleted from the mobile device. Interview transcripts will be
deleted after five years.
All transcripts or excerpts will be de-identified if the study's findings are
published. Anonymous interview transcripts or excerpts (allowing the reported findings
to be verified) may be placed in a public data repository. No individual participant will
be identified in or could be identified from any published report, published transcript or
except from this study.
Trustworthiness
Trustworthiness in research involves establishing confidence in data,
interpretation and methods used to ensure the quality of the study (Polit & Beck, 2014).
Trustworthiness is crucial for the usefulness and integrity of the findings (Cope, 2014).
The trustworthiness of the data and this study was checked through the criteria of
credibility, transferability, dependability and confirmability (Elo et al., 2014; Lincoln &
Guba, 1985). Credibility measures how confident the researcher is concerning the truth
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of the study, and transferability demonstrates how applicable the findings are to similar
situations and phenomena (Jones & Donmoyer, 2021). Furthermore, confirmability is
establishing confidence in the findings where they are free from any bias or personal
motivations of the researcher, and dependability is the extent that the study would have
consistent findings if it were to be repeated (Davidson, 2009).
This study assured credibility through member checking and triangulation of
sources (Lincoln & Guba, 1985). Member checks were undertaken to review all
transcripts by the participants to ensure their accuracy. Triangulation of sources was
undertaken by comparing participants with different viewpoints such as interviewing
participants from a variety of faculty areas (See Table1: Science, Human Society and its
Environment, Personal Development Health and Physical Education, Technology and
Applied Studies, Special Education) and interviewing participants from both regional
and rural schools in different regions of New South Wales (Jones & Donmoyer, 2021).
Transferability was assured through Thick Description, which helps bring the
participants’ voices, feelings, actions and meanings to the study (Lincoln & Guba,
1985). Vignettes were reported in the findings to share the story of participants, and
quotations were used to help describe how participants felt and behaved during the 2020
learning-from-home period (See Table 2). Dependability was established in this study
by keeping an audit trail and protecting the participants' confidentiality at all times
(Cope, 2014). The audit trail transparently described the research steps taken from start
to finish through to the reporting of findings.
Furthermore, the researcher had confidence in the confirmability of the study
through the verbatim transcription of interviews, keeping accurate records of contacts
and interviews, and acknowledging the study’s limitations (Polit & Beck, 2014). There
were several limitations in this study, including, i) the qualitative nature of the study
relied on the participants being truthful at all times, ii) interviews were time-consuming
and lengthy, which may have impacted participants motivation; and iii) there was only
one researcher, and although all efforts were made to increase awareness of bias or
personal motivations, interpretations were limited to the personal experience and
knowledge of one researcher’s observations and conclusions.

22

Table 2
Summary of Techniques Used to Establish Trustworthiness
Criteria of Trustworthiness

Techniques used

Credibility

 Member checking
 Triangulation of sources
- at different points in time
- comparing participants from different faculty areas,
different responsibility positions held, and from different
schools and different locations
 Thick description

Transferability
Dependability

Confirmability






Verbatim transcription of interviews
Accurate records kept of contacts and interviews
Acknowledgement of study’s limitations
Audit trail

Note: This table was adapted from Lincoln & Guba (1985)

Reflexivity
Reflexivity is where the researcher critically analyses their assumptions, preconceptions, values, and conceptual lens to see how these may affect their research
decisions across all research areas (Berger, 2015). The qualitative researcher is part of
the research process, and any prior experiences, assumptions and beliefs can influence
the research process (Lincoln & Guba, 1985). During the process of reflexivity, the
researcher was prepared to question her assumptions so that the focus shifted from the
participant to the researcher. As the researcher led the interviews, the information
gathered may have been influenced by the researcher (Berger, 2015). The main goal of
reflexivity was to decrease researcher bias as bias can occur through the way data is
collected, choice of data collection methods, how the information is analysed and how
the data is reported (Dodgson, 2019).
Reflexive Techniques
The researcher's main potential biases were related to her choice of topic, as she
was also working as a secondary teacher in a New South Wales school during the 2020
learning-from-home period. Therefore, the researcher held her own beliefs about what
this experience was like and what parts of that experience had impacted her positively
and negatively. She took extra care when formulating the interview questions to ensure
the researcher did not influence the research process. The researcher made sure
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questions covered both positive and negative aspects of participants’ experiences. The
researcher’s supervisor also checked the interview questions.
During the interviews, the researcher followed the structured questions and only
probed further with additional questions on concepts or experiences the participant had
raised. In this way, the researcher could be sure the interview transcript was an accurate
record of the participants’ thoughts, feelings and experiences during the 2020 learningfrom-home period. All themes found in the data were reported on in the findings.
Findings
This qualitative study explored the impact on New South Wales Secondary
teachers of the 2020 COVID-19 learning-from-home period. It addressed the research
question: what do teachers from NSW secondary schools perceive was the impact on
them by the COVID-19 learning-from-home period?
This Findings’ section is organised into four sub-sections: First, Table 1 outlines
the participants’ relevant demographic details. Second, the researcher created a series of
vignettes, one short vignette per participant. Third, Table 2 presents the five emergent
themes and sub-themes from the data analysis; Fourth, each of these five themes is
discussed under its headings with illustrative excerpts.
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Table 1
The Secondary Teachers Involved in This Study and Their Schools
Participant

Gender

Pseudonym

School

Students

Years of

Teaching

Employment

Additional

Locality

in

Teaching

Subject

Status

Responsibility

in New

Current

South

School
1000

9

TAS

Temporary

900

14

HSIE

Permanent

800

22

Science

Temporary

850

23

HSIE

Permanent

1150

20

HSIE

Permanent

Year Adviser

220

19

PDHPE

Permanent

Acting Head

Wales
P1

Male

Regional,
South
West

P2

Male

Regional,

Head Teacher

Northern
P3

Female

Regional,
Northern

P4

Female

Regional,
Northern

P5

Female

Regional,
Northern

P6

Female

Rural,
Northern

P7

Female

Regional,

Teacher
750

15

Northern

Visual

Permanent

Arts/
Special
Education

P8

Male

Regional,

800

10

PDHPE

Temporary

Northern

Notes. Secondary schools in New South Wales cater for students from 12 years to 18 years. Head Teacher
is a teacher in charge of a faculty. Year Advisor is a teacher responsible for a whole year level. TAS =
Technological and Applied Studies, HSIE = Human Society and its Environment, PDHPE = Personal
Development, Health and Physical Education

Table 1 provides an overview of the participants' demographic details, including
gender, school locality, number of students in current school, years of teaching
experience, current subject teaching area, employment status and positions of
responsibility held during the learning-from-home period if applicable.
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Vignettes of the Eight Secondary Teachers’ Experiences
P1, a temporary teacher from a regional school in South-West New South
Wales, explained that there were both negative and positive impacts from the 2020
learning-from-home period on students and teachers. P1 valued having a supportive
Head Teacher and senior executive. He also felt prepared to teach from home and
school because his senior executive had held regular meetings for two weeks in the lead
up to and at the beginning of the learning-from-home period. He also felt comfortable
teaching remotely because he was proficient in using the platform Google Classroom.
P1 discussed negative impacts on students and secondary teachers due to the
2020 learning-from-home period. He suggested there were complexities with accessing
resources for practical-based subjects. He found the one-size-fits-all parameter of online
learning did not work because he could not scaffold the work and cater to all students.
P1 suggested his students missed the continuity of being at school, and they found it
hard to see the home as a place to do schoolwork. P1 also reported that students' ability
to access technology resources and engage in learning depended on the student's socioeconomic status. He observed a divide between students from different socio-economic
backgrounds, suggesting students with a lower socio-economic status were
disadvantaged. Furthermore, he noted that students in lower ability classes were more
likely to come from lower socio-economic backgrounds and were significantly less
engaged and less motivated to learn during the learning-from-home period.
P1s’ main concern was that students from low socio-economic backgrounds
struggled during the learning-from-home period. Additionally, he suggested that those
students who were always going to do well were engaged, motivated, and had the
appropriate resources and home life to support their education. He concluded that there
is a massive divide between those students who have and those who have not, and the
learning-from-home period shone a light on this gap.
______________________________________________________________________
P2 found both negative and positive impacts from the 2020 learning-from-home
period on students and teachers. On a personal level, P2 suggested the transition to
learning-from-home was easy for him as a teacher because he had a supportive partner
and no children at home. Consequently, he did not feel the same pressures his
colleagues faced, such as loneliness and managing parental responsibilities. P2
suggested that his school's direct approach to student wellbeing and consistency was
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positive. He valued that his school focused on students regulating their learning, taking
responsibility for their learning and being mindful of their wellbeing. Furthermore, he
believed the way his school managed student workload, differentiated content, and
looked after the wellbeing of their students was positive.
Regarding negative impacts during the learning-from-home period, P2
highlighted the inequality and disadvantages some students faced in accessing
education. Approximately 18% of the student population in P2’s school did not have
access to the internet, and in response, the school loaned 40 wireless dongles to assist.
Furthermore, P2 explained that one of the greatest negative impacts he had observed on
teachers during the learning-from-home period was the disorganisation from the senior
executive and the constant chopping and changing and failures in communication with
how the learning was to be delivered. He reported that he felt a distinct lack of trust
from the senior executive regarding what teachers were doing and how they spent their
time.
______________________________________________________________________
P3 estimated that his school, an 800-student regional secondary school in
northern NSW, had 65 to 70% of students engaged in some form of learning during the
learning-from-home period. There were significant positive impacts on students and
teachers during this time. P3 explained the learning-from-home period was more casual
and relaxed than face-to-face teaching because there were not many students on Zoom
at the one time. Additionally, he explained all senior students had access to the internet
and a laptop, as the school provided wireless dongles to use. What worked well to
reduce workload for P3 was the appointment of co-ordinators to plan a year level of
work, rather than teachers preparing work for all classes on their timetable. However,
P3 found it hard to differentiate work and do individual learning plans for low ability
classes.
P3 found there were also negative impacts on students and teachers. She
explained balancing the noise level in her home and sharing the internet with her partner
and child was challenging. P3 also suggested that her colleagues who had children or
lived by themselves found this period difficult. Furthermore, 30-40% of the students' in
P3s secondary school needed learning packs sent to them because they did not have
access to the internet. The most significant impact on P3 was the lack of trust from her
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Head Teacher and the stress caused by the accountability measures imposed on her by
the senior executive.
______________________________________________________________________
P4 advised that approximately 30% of the 850 students in her school did not
have a laptop during the learning-from-home period. Additionally, 20% of students did
not have access to the internet. P4’s initial reaction to this period was feeling
overwhelmed, as her school pushed to use the platform Canvas with which she was
unfamiliar. In contrast, she found her students were initially excited but did not have the
same level of motivation for learning.
What worked well for P4 during the 2020 learning-from-home period was that
her Head Teacher and Principal checked in on the wellbeing of faculty staff either daily
or weekly through faculty meetings or by phone. Any teachers who were struggling
with their wellbeing were contacted daily by phone. Furthermore, this experience has
increased P4’s awareness of how important human interaction is and how much schools
are a lifeline for some children. P4 has realised that it depends on how your school is
structured and their expectations of teachers that make the difference.
The complexities of managing parental responsibilities at home alongside her
teaching responsibilities did not work well for P4. The lack of equity in access to
resources, the inflexibility with the way online learning was provided to students and
the accountability measures implemented and expected by the senior executive were
challenging for her. Furthermore, P4 found it hard to get into the flow with her work
and had difficulty keeping the noise level down in her home during zooms. The most
challenging part for P4 was that the teaching staff had to justify what they were doing,
which impacted her wellbeing.
______________________________________________________________________
P5 reported that her school had approximately 50% of the 1150 students
engaged in learning in some way during the learning-from-home period. Furthermore,
year 12 and year seven students tended to engage more readily than year eight, nine or
ten students.
P5 suggested she could easily transition into the 2020 learning-from-home
period because she was comfortable using the platform Canvas and because her Head
Teacher allocated co-ordinators within the faculty to plan lessons for one year level.
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The school’s decision to appoint co-ordinators to plan work helped reduce her stress
levels as P5 did not have to prepare work for all the classes on her timetable.
P5 was able to explore the negative impacts on her students and herself. She
found some of her students were disadvantaged because four per cent of her students
did not have access to the internet. She also suggested that the lack of flexibility in
delivering the work to students impacted student wellbeing. P5 further explained her
school should have had more of a student wellbeing focus rather than making sure
students completed set work by their regular timetable. P5 felt like a bad parent because
she could not give her children the time to assist them with their work. She also
explained that during the 2021 learning-from-home period, her new Principal gave
teachers days off and allocated faculty planning days to help decrease workload and
stress, which she felt was a big improvement.
When P5 reflected on the learning-from-home period, she concluded that she
needs to place boundaries around her professional and personal life and prioritise her
wellbeing and the wellbeing of her students.
______________________________________________________________________
P6 found that her students' ability to access technology, including laptops and
the internet, was the biggest impact on students and in her 220-student rural school in
Northern New South Wales. Consequently, 90% of year 12 students could access
laptops and the internet during the learning-from-home period. However, only 30 to
40% of year 11 and 50% of year eight, nine and ten students had internet access. Due to
the school's rural location, there was a lack of technology and internet resources.
Consequently, learning packs were delivered to and collected from students via school
bus services as they were running during this time. Furthermore, P6 found it easier to
work at school because of the internet issues with living in a rural area.
P6 highlighted that there were positives with the 2020 learning-from-home
period. She suggested that the school’s decision to have a staff member in charge of one
year of planning helped reduce workload and stress. Weekly phone calls home helped
build rapport with parents through the school's Mental Group strategy (one staff
member responsible for 10 to 12 students). Furthermore, the Principal's wellbeing
approach of ensuring staff took care of themselves was appreciated. A consequence of
the whole experience has been that staff are now a lot more aware and appreciative of
each other, which has made her faculty a lot more cohesive.
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Despite the many positives, there were also negative impacts on students and
teachers. P6 found it challenging juggling her four children with her work commitments
as a teacher. She often felt guilty for not giving her children the time they needed.
Additionally, she found students from low socio-economic backgrounds tended to be
less motivated and less likely to be engaged in learning. Those students who had
supportive parents and came from higher socio-economic backgrounds tended to try a
little harder and be more engaged with their work.
______________________________________________________________________
P7s initial reaction to the learning-from-home experience was confusion,
concern, and anxiety, as she was unsure how teaching her students with special needs
would work. She found the Special Education students in her school of 750 students
were quite anxious and reluctant to engage during the 2020 learning-from-home period.
Her school chose paper-based learning to ensure equity because there was a lack of
internet or laptops available to students. This decision resulted in zero student
engagement. Consequently, in 2021 with a new Head Teacher appointed, the school
changed to working online. There was considerably more engagement with online
learning during the 2021 learning-from-home period for P7s school, with 50% of
Special Education students engaged in some way.
P7 expressed concern about whether staff and students would be adequately
supported when they returned. The most significant positive impact on P7’s experiences
while learning-from-home was her Head Teacher's focus on student and staff wellbeing.
Furthermore, P7 valued her Head Teacher planning weekly wellbeing Wednesday's,
where staff could have the afternoon away from the computer to look after themselves.
The most successful strategy applied in 2021 was the daily faculty and student zooms to
cater to staff and student wellbeing.
______________________________________________________________________
P8 is a Personal Development, Health and Physical Education teacher in a
regional New South Wales secondary school, which has approximately 800 students. P8
found that sixty per cent of students engaged in some way during the learning-fromhome period. He further explained that lower ability students tended to engage less
readily than higher ability students, with a 25 to 90% engagement variation. P8
suggested that lower ability classes lacked an opportunity to be guided in the classroom
and float answers past the teacher before completing their work. As time went on, P8
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found learning-from-home started to affect students negatively, which was more evident
for lower-ability students.
P8 was able to identify many positives during the learning-from-home period.
He appreciated his school making faculty-based decisions about content delivery and
appointing co-ordinators to plan lessons for each year level. Furthermore, his faculty
worked as a team to decrease workload and stress on staff. It made a difference to P8
being part of a faculty that trusted and supported each other and worked well together,
sharing resources and collaborating.
There were negative impacts on the students and teachers in P8’s school. He
found giving feedback to students was time-consuming and juggling parental
responsibilities with providing a service to students was complex. P8 also explained that
the connection between teachers and their students and the teachers' ability to express
their personalities and change the conversation within the classroom was lost. P8
explained the level of motivation a student had, the type of home life they had and
whether they were encouraged to learn at home influenced their level of engagement.
The most significant impact on P8, and one that is recommended for future
research, was the mandate that teachers be double vaccinated. The decision by the New
South Wales Department of Education to mandate double vaccination resulted in P8
having to leave his position as a secondary teacher after the 2021 learning-from-home
period. P8 explained that the mandate made him feel underappreciated and replaceable,
despite his service and positive contributions to his students.
The Five Emergent Themes and Subthemes
Five underlying emergent themes were identified in the interview data by the
method of constant comparative analysis. These are shown in Table 2.
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Table 2
Emergent Themes from Secondary Teacher Interviews
Themes
1.

The senior executive took various actions that impacted teachers. They:
i.

provided effective, clear and consistent communication

ii.

failed to communicate effectively or changed processes

iii.

chose to use a digital platform the school was already using before the
learning-from-home period commenced

iv.

appointed coordinators to plan a year level of work to decrease teachers'
workload and stress

v.

adopted a flexible approach to learning where work was uploaded daily or
weekly

2.

vi.

chose to support the needs of their staff

vii.

demonstrated a distinct lack of trust when enforcing accountability measures.

There was a greater level of importance placed on student and teacher wellbeing
during the learning-from-home period, including:
i.

A greater awareness of schools being a safe place to be

ii.

students reporting that they felt less overwhelmed with work when their
teachers were mindful of their wellbeing

iii.

secondary teachers feeling less overwhelmed when Principals and Head
Teachers focused on supporting their wellbeing

iv.

the learning-from-home period helped secondary teachers reflect on their
wellbeing and the need to care for others.

3.

Inequity in access to technology, including laptops and the internet for student

4.

Inequality in the access to education for students, where:
i.

vulnerable students had low levels of engagement and had lower levels of
motivation during the learning-from-home period

ii.
5.

schools were a lifeline for students.

A teacher's home environment made learning-from-home complex, including
i.

difficulties managing parental responsibilities with teaching responsibilities

ii.

difficulties managing privacy and the noise level in the home

iii.

participants with children feeling like 'bad' parents

iv.

having a supportive partner made the learning-from-home period more
manageable.
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Theme 1: Actions Taken By the Senior Executive Impacted Teachers
A central theme to emerge in this study was the impact on secondary teachers of
the actions taken by the senior executive in their respective schools. Under this
overarching theme were seven sub-themes which are reported in Table 2 and below.
Slightly less than half of the participants reported that they appreciated when
their senior executive provided effective, clear and consistent communication, such
as regular meetings with staff leading up to the learning-from-home period. Of these,
two participants maintained that they appreciated discussing any concerns with their
Head Teachers because it helped them feel more prepared. The following comment was
representative of this theme, "we did have a lot of meetings with our executive staff, so
we were in some way prepared for what was coming" (P1).
Half of the participants advised that they were impacted when there were
failures in communication or changes in processes. Two participants highlighted that
managing the changing restrictions and the parameters placed on them made it difficult,
and they felt stressed when the processes changed regularly. The following comment
from one of the interviewees illustrated this theme, "there was too much chopping and
changing from the senior executive, and this disorganisation from the system impacted
us" (P2).
Most participants felt comfortable, confident and prepared when the senior
executive chose a learning platform that the school was already using before the
learning-from-home period commenced. The following comment was representative of
this theme, "the fact that our school took up the platform Canvas years before we
needed it and we had the training in it was good and made it easier" (P5). Almost all
participants reported that their school used the platform Google Classroom, while for
just over half of the participants their school used the Zoom platform. Only a quarter of
participants advised that their school chose to use the Canvas platform. One participant
who was relatively new to Canvas felt overwhelmed and panicked at the beginning of
the learning-from-home period because of her lack of confidence and skills in this
program.
The majority of participants were impacted positively by the Head Teacher
appointing co-ordinators to plan one year level of work which decreased workload
and stress. Of these, all but one advised that the appointment of co-ordinators to assist
with planning reduced teacher workload. This theme was supported by P6 when she
33

remarked, "having one person in charge of a year group for planning made the workload
a lot less stressful because you did not have to prepare for every class on your
timetable." P5 found that appointing co-ordinators negatively impacted her because
some teaching staff produced poor quality lessons.
Three-quarters of the participants interviewed appreciated their school
implementing a flexible style of learning. In contrast, a quarter of participants’
schools followed their regular timetable via the platform Zoom, and one participant
used paper-based learning only for special education students (P7). Support for flexible
type learning was representative of the following comment, "students would have a link
for their lesson, and then the students would just work through it at their own pace, and
it worked well" (P5). A little more than half of the participants who used a flexible style
of learning preferred this method, and one out of the two participants who followed
their regular timetable, switched to flexible learning during the 2021 learning-fromhome period. The following remark was typical of this theme, "I know we are all
appreciative of how our school was running this period, especially when you hear how
other schools are doing with having zooms for every lesson on their timetable" (P6).
Three-quarters of participants maintained that they were impacted positively
during the learning-from-home period when the senior executive supported the needs
of their staff. P4 remarked that "it depends on how your school is structured and the
expectations they have on their teachers as to how you can handle this kind of
experience." A quarter of participants valued the Principal, Head teacher or faculty staff
phoning them regularly to check on their wellbeing. Slightly less than half of the
participants appreciated being given afternoons or whole days off for planning and a
break. Furthermore, a quarter of the participants appreciated having the senior executive
available for teachers to raise concerns. This theme was supported by P1, who
explained, "I had a very good Head Teacher and senior executive that I could bring any
problems or issues up with, so as a teacher, I was fine."
Half of the participants were negatively impacted during the learning-fromhome period when the senior executive displayed a lack of trust by requiring
participants to diarise their day to ensure accountability, which increased their
workload and stress. The following comment from one of the interviewees illustrates
this theme, "at times there was a lack of trust from the senior executive about what
classroom teachers were doing and how they were spending their day, which was
detrimental to the morale of teaching staff" (P2). Furthermore, a quarter of participants
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were negatively impacted when the senior executive did not act on suggestions put
forward by teaching staff. The following remark was typical of this theme, "there was a
lack of empathy from the principal or headteacher regarding the enormity of the
workload and the stress involved" (P5).
In summary, the actions taken by the senior executive had both a positive and
negative impact on participants. The actions the senior executive took that impacted
teachers included, i) providing effective, clear and consistent communication, ii) failing
to communicate effectively or changing processes, iii) choosing to use a digital platform
the school was already using before the learning-from-home period commenced, iv)
appointing coordinators to plan a year level of work to decrease teachers' workload and
stress, v) adopting a flexible approach to learning where work was uploaded daily or
weekly, vi) supporting the needs of staff, and vii) demonstrating a distinct lack of trust
when enforcing accountability measures.
Theme 2: Importance of Student and Teacher Wellbeing
The second theme to emerge from the interview was the importance of student
and teacher wellbeing. Under this overarching theme were four sub-themes which are
reported in Table 2 and below.
Most participants indicated that student wellbeing was a focus during the
learning-from-home period and that they had a greater awareness of school being
safer for some students. All participants understood the importance of keeping schools
open during the learning-from-home period for vulnerable students who needed a safe
place to be and for students of essential workers. Furthermore, the number of students
who attended school during this period varied, with half of the participants in this study
having less than 10% of their student population in attendance. A quarter of participants
did not specify or were unaware of the exact number of students attending school, and
one school had approximately 30% of their student population attend school every day.
Of the participants, slightly more than half found that the number of students attending
school increased as the 2020 learning-from-home period progressed. This theme was
reflected in a comment by P6, who suggested, “we started with approximately 12
students at school and ended up with at least two groups of students.” P6 explained that
“buses continued to run in rural areas to ensure those students who needed to come to
school could continue to do so.”
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Three quarters of the participants expressed that students tended to feel less
overwhelmed with work when staff were mindful of their wellbeing. Participants
explained that the way they managed the workload for students and differentiated
content helped decrease the stress and overwhelming feelings students experienced. Of
the participants who discussed this theme, one comment reflected the group's ideas,
"student wellbeing has been paramount and has been front and centre [of our school] the
whole way through. How we managed the workload of our students, the way we offered
differentiated content and the way we looked after student wellbeing was good" (P2). A
quarter of participants further stated that it was about giving students a sense of
achievement rather than focusing on completing work. The following comment from
one of the interviewees was representative of the group, "the biggest thing was trying to
give our students a sense of achievement and not overwhelm them … teaching is more
than just learning, it is about helping students believe in themselves, encouraging them
and giving them structure" (P4). Furthermore, P8 expressed the feelings of most
participants when he reflected, "teachers care about their students … I guess there was
always an overwhelming factor within the back of our minds of wondering how our
students were going, were they engaging and were they okay."
Teacher wellbeing was also a focus for three-quarters of the participants, and a
further three-quarters of participants felt less overwhelmed when principals and
Head Teachers focused on supporting teacher wellbeing. Slightly less than half of
the participants reported that their principals, Head Teachers and other teaching
colleagues would phone and undertake a daily faculty Zoom to check in on staff. A
typical comment from this category was:
It was good that our Principal and other colleagues would ring staff and touch
base with them to make sure they were okay. I am a big believer that if you look
after your staff, your staff will be very loyal and will try to do the best they can
(P4).
Half of the participants reflected on their wellbeing and the need to care for
each other during the 2020 learning from-home period. A comment by P6 reflected the
ideas of the group, "it helped make everyone more aware of each other and more
appreciative … it has also helped me to focus on my wellbeing and mental headspace
first so that I can do my job properly."
In summary, there was a greater level of importance placed on student and
teacher wellbeing during the learning-from-home period, including: i) a greater
awareness of schools being a safe place to be, ii) students reporting that they felt less
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overwhelmed with work when their teachers were mindful of their wellbeing, iii)
secondary teachers felt less overwhelmed when Principals and Head Teachers focused
on supporting their wellbeing, and iv) the learning-from-home period helped secondary
teachers reflect on their wellbeing and the need to care for others.
Theme 3: Inequity in Access to Technology, Computers and the Internet
The third theme to emerge from the interviews was inequity in access to
computers and the internet. All participants expressed concern about the inequalities
in the access to technology, computers and the internet for students. Slightly less than
half of the participants had more than 80% of their student population with access to the
appropriate technology, including a laptop and the internet. In contrast, a quarter of
participants had only 20% of their student population able to access technology during
this time. The following remark is typical of this theme, "one of the biggest issues for
our school was the lack of technology. There was poor internet quality or a lack of
access to the internet, as well as a lack of access to laptops for students" (P6)". Two
participants' schools were 'bring your own device' (BYOD) schools, where all students
had access to a laptop. One school (P6) was rural and had significant problems with
internet quality and access to technological resources. A typical comment from this
category was:
Those students who were always going to do well, be motivated and engaged
had resources such as technology, equipment and access to the internet. There is
a massive divide between those that have and those that have not, as far as
technology goes (P1).
All participants schools loaned out laptops and purchased internet dongles for
students during the learning-from-home period. Slightly less than half of the
participants' schools prioritised loaning laptops and internet dongles to year 12 students
so that they were not disadvantaged while completing their Higher School Certificate
(HSC). P8 provided a typical comment when he asserted, "our school did well ordering
some computers and dongles to loan out to our year 12 students who did not have them,
which ensured they were not disadvantaged."
All participants’ schools sent home paper-based work for students who did not
have access to the appropriate technology. One participant (P7) explained that some
Special Education students were disadvantaged during the learning-from-home period
because they did not have the skills to work online. During the 2020 learning-fromhome period, one participant had only paper-based learning available for students with
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special needs, which presented potential equity issues. A special education teacher
interviewed for this study remarked:
We did all paper-based learning because we had a lot of students who did not
have access to the internet or a computer. Some students did not have the skills
to get online, and there will always be those barriers for people with special
needs (P7).
In summary, there was concern about the inequity in the access to technology,
computers and the internet for students during the learning-from-home period.
Theme 4: Inequality in the Access to Education for Students
The fourth theme to emerge from the interviews was the inequality in access to
education. Under this overarching theme were two sub-themes which are reported in
Table 2 and below.
All participants highlighted how the nature of the 2020 learning-from-home
period led to inequality in the access to education for their students. Furthermore, all
teachers found less engagement and lower motivation levels in students who were
vulnerable during the learning-from-home period. Vulnerable students in this study
were students from low socio-economic backgrounds, students who lacked support in
their homes, students with ongoing issues such as mental health concerns, or students in
low ability classes. The following remark is typical of this theme:
There was a lower percentage of engagement from the lower ability classes,
whereas academic students usually engaged with the work … whether a student
engaged in learning depended on their level of motivation, home environment, or
parents' motivation to drive them to do the work (P8).
Nearly all participants found that the learning-from-home-period shone a light
on a gap between students' socio-economic backgrounds. A little more than half of the
participants suggested that students of low socio-economic status were less likely to
engage in learning. This comment reflected the feelings of the group, "it is really hard
because I think some students are disadvantaged, regardless of how much we try and
help them" (P5).
Most participants highlighted that schools are a lifeline for their students and
maybe the only stable environment or stable place in their lives. All participant schools
set up a roster for staff to supervise students of essential workers and vulnerable
students at least once per week. Of the three-quarters of interviewees who discussed this
theme, one comment reflected the ideas of the group, "I think some of our students need
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to be at school. When you see some of the home lives of our students, they do not have
the best environment to work from home in, and there is no encouragement there." (P8).
In summary, the learning-from-home period highlighted how the nature of the
2020 learning-from-home period led to inequality in access to education, where i)
vulnerable students had lower levels of engagement and motivation, ii) shone a light on
the gap between students socio-economic backgrounds, and iii) schools were a lifeline
for students.
Theme 5: A Teacher’s Home Environment Made Learning-From-Home Complex
The fifth theme to emerge from the interviews was the complexities of the home
environment. Under this overarching theme were three sub-themes which are reported
in Table 2 and below.
All participants found difficulties with managing parental responsibilities
with teaching responsibilities during the learning-from-home period. Except for one
participant (P2), all participants had children in their home environment. One
participant was a single parent, and almost all lived with a partner or other adult family
members. Half of the participants explained that they had a private space to work from,
while the remaining participants worked in an open area with family members. Having
a principal or Head Teacher who demonstrated an understanding of the extra
responsibilities participants had to manage outside of their teaching responsibilities was
mentioned by just under half of the participants. The following comment was
representative of this theme:
With our Principal, we were very lucky because she was very understanding that
we could not do it all … You do not always see eye-to-eye with your Principal,
but her wellbeing approach for students and teachers was definitely appreciated.
Even if you do not have children, teachers can have other commitments. Our
Principal was really supportive and understood the high workload we had. (P5)
Almost all participants found it challenging to manage their privacy, the
noise level in the house, and to be able to assist their children's learning needs while
learning from home. P6 provided a characteristic comment when she remarked, "I did
not have a desk, and there was no privacy. Having four children at home as well made it
difficult trying to get enough time to myself."
A little less than half of the participants explained that they felt like bad
parents because they could not give their children the required time due to their
teaching responsibilities. The following comment is typical of this response, "it is not
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easy trying to get into the flow with my work … during the day, I have to juggle my
own children's needs as well" (P4).
More than half of the participants who reported having a supportive partner
explained that this made the learning-from-home experience more manageable.
The following comment was representative of more than half of the participants, "I am
quite lucky in the fact my partner, and I have a good understanding between us about
what this means and how it looks." (P2). In contrast, the one participant who lived alone
said that she found this period particularly challenging because she missed contact with
people.
In summary, teachers indicated their home environment made learning-fromhome complex. Complexities included i) difficulties managing parental responsibilities
with teaching responsibilities, ii) difficulties managing privacy and the noise level in the
house, iii) participants with children felt like ‘bad’ parents, and iv) having a supportive
partner, made the learning-from-home period more manageable.
Discussion
This qualitative study provided insights into eight secondary teachers lived
experiences of the 2020 learning-from-home period. Participants came from one rural
and four regional secondary schools in New South Wales. The researcher’s original aim
was to examine the impact of the COVID-19 learning-from-home period on teacher
wellbeing. However, teacher wellbeing was not the only impact on teachers during this
time, and it did not emerge as the central theme. When secondary teachers were asked
what had the greatest impact on them during the learning-from-home period, it emerged
that it was the actions taken by the senior executive.
The study found that the COVID-19 pandemic increased demands on teachers
during the learning-from-home period, a determination also made by Sahlberg (2021),
and significant lessons were learned. These lessons are vital to ensure teachers are well
supported to meet the needs of their students (Eadie et al., 2021). The first theme that
emerged found that teachers were most concerned with the actions taken by the senior
executive. These findings further support the idea that consistent and clear
communication is vital for teachers, as found by (Chaseling et al., 2020: Paredes et al.,
2020; Pather et al., 2020). The senior executive in all NSW Department of Education
schools are advised to support their staff by i) having regular meetings, ii) making
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phone calls home to check on staff wellbeing, iii) being accessible to teachers so they
can raise concerns, and iv) focusing on teacher wellbeing.
As a result of this study, the researcher recommends that i) all principals receive
professional development around effective communication so that they can have the
skills to communicate clearly and consistently with their staff, a finding consistent with
that of Willis & Grainger (2020), ii) any communication with teachers should be framed
in a positive way to reduce anxiety as also advised by Pather et al. (2020), iii) the senior
executive acknowledge that teachers faced rapid change and considerable stress while
juggling responsibilities at home (such as parental duties) with their teaching
responsibilities, and iv) principals are advised to trust teachers more and limit
accountability measures, especially in times of crisis, as expecting teachers to diarise
their day caused considerable stress to those teachers who were required to do this.
This study confirmed the findings of Eadie et al. (2021) regarding the need for
senior executives to place a greater emphasis on teacher and student wellbeing and the
factors that best support this. Secondary teachers felt less stressed and overwhelmed
when the senior executive supported their wellbeing. Likewise, students felt less
overwhelmed with work when teachers were mindful of their wellbeing. It is
recommended that during face-to-face learning and during times of crisis, such as the
2020 learning-from-home experience that the senior executive i) use a flexible mode of
learning to decrease student stress, ii) ensure planning days or wellbeing afternoons are
scheduled into teacher timetables, iii) be realistic and flexible with the amount of work
set during the learning-from-home period, and iv) take into account time for focusing on
student wellbeing when planning lessons.
These findings served as a wake-up call for secondary teachers to focus on their
wellbeing and ensure a work-life balance to best meet their students' needs. It is advised
that pre-service training and professional development for in-service teachers should
focus on wellbeing, building resilience and achieving a positive work-life balance to
enhance teachers’ psychological health, a recommendation made by MacIntyre et al.
(2020). Insights gleaned now from the learning-from-home period are relevant to how
best to support teachers in the future, especially during times of heightened stress, such
as the end-of-year reporting, exam periods and end of term periods. Furthermore,
supporting teacher wellbeing in schools has been increasingly recognised as a
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professional responsibility of everyone, including the Government, Principals, Head
Teachers and teachers themselves as suggested by Cumming & Wong, 2018.
The 2020 learning-from-home period exposed many inequities in the New South
Wales education system, including inequity in the access to technology, including a
laptop and the internet, and inequities in the access to education for students, as
previously reported by Paredes et al. (2020) and Schleicher (2020). Vulnerable students
who had mental health issues, special education needs, low ability, or came from low
socio-economic backgrounds were significantly disadvantaged through the learningfrom-home period. This was also a finding of Paredes et al (2020) in their research into
the experiences of principals from rural and disadvantaged New South Wales school
during the 2020 learning-from-home period. There were implications for school
resources, which matched those observed by earlier studies of Chaseling et al., 2020 and
Netolicky, 2020 where schools did not have enough laptops or internet dongles to loan
to students. The findings demonstrate the expectation from the State Government that
all students were online while learning-from-home was not a one size fits all approach
for students. The Government’s expectation did not consider the disadvantage some
families faced due to their socioeconomic status, skill level, and when living in rural
and regional communities with limited internet or no devices. Therefore, this study
confirmed the results of Sonnemann & Goss, 2020 who found the learning-from-home
period further widened the gap between disadvantaged students and their more
advantaged peers. Furthermore, vulnerable students were at risk of slipping through the
cracks, losing their connection to learning, and decreasing their motivation for and
engagement in their education while learning-from-home as found by Ewing & Cooper,
2021.
Limitations and Future Directions
This study focused on eight participants across five secondary schools in New
South Wales, Australia. Only one of these schools were rural, and the remaining seven
participants were from regional secondary schools. Furthermore, all participants were
from NSW Department of Education schools, and there were no participants from
independent or private schools. The study also comprised only Australian participants,
and, therefore, the cultural homogeneity of the sample could be a limitation. This study
focused on one state in Australia, which was one of the most populated states. It is
unclear if there were differences in teachers' experiences in other states, particularly
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Victoria who had longer and more rigorous lockdowns (Goss and Sonnemann, 2020).
Therefore, this study may not be representative of the whole population, which suggests
limited transferability to other countries, states, and educational systems. Future
research could compare the impacts between i) metropolitan and regional/rural teachers,
ii) the Department of Education and private/independent schools, or iii) New South
Wales teachers and teachers from another Australian State or Territory.
The study was potentially limited in scope as a relatively small sample was used.
Therefore, any themes or relationships found were largely exploratory, despite how
robust the themes found were. The timing of the interviews may have influenced
responses, as NSW was in the middle of the second period of learning-from-home when
the interviews were undertaken. It is unclear if the second learning-from-home period
impacted the participants' reflections of the 2020 learning-from-home period. Similarly,
nearly all of the interviews were undertaken before the mandate for teachers to be
double vaccinated came into effect in New South Wales. It is unclear whether the State
Governments mandate impacted all eight participants. The one participant interviewed
after the mandate came in has now been made to leave the teaching profession as a
direct result. Therefore, future research could be directed towards exploring the impact
on secondary teachers due to the vaccination mandate for teachers and the long-term
implications for teachers, or the comparisons of the 2020 and 2021 learning-from-home
periods to establish lessons learned.
The interview questions were set by the researcher and approved by her
supervisor. In hindsight, there should have been a question that specifically asked, what
was the impact on you as a secondary teacher due to the 2020 learning-from-home
period? Consequently, when undertaking the data analysis, the researcher had to unpack
several responses from various questions to ascertain the main impacts, which may have
made the results unreliable.
Self-reporting through an interview is an effective and efficient way of
collecting data. However, there is a threat of socially desirable responses. The
researcher can only use the data the teacher reported and, therefore, it leaves the
question of what was not said. The sole reliance on interviews for data may in itself be a
limitation. Future researchers are encouraged to use other data collection methods such
as surveys and interviews to compare themes found.

43

The participants in this study had a mean of 16.5 years of teaching experience,
which suggests these teachers were predominantly highly motivated and had sound
mental health. However, the stressful period of learning-from-home may have triggered
pre-existing mental health problems, which may have directly impacted the perceptions
of participants' experiences. The researcher found it difficult to avoid constructing her
assumptions of the participants' experiences in relation to her own experiences as a
teacher during the 2020 learning-from-home period. It is possible the themes found may
not be representative of the participants' experiences. The researcher’s teaching
experience has also mostly been confined to teaching in Victoria and New South Wales
secondary schools. Therefore, future research should involve more than one researcher
or an independent researcher to undertake the interviews and check the interview
transcripts with the themes to eliminate any bias or influence on the results.
Conclusion
This study sought to examine the impact of the COVID-19 learning-from-home
period on secondary teachers from the New South Wales Department of Education. Five
underlying themes emerged from the interviews: i) the actions the senior executive took
both negatively and positively impacted teachers, ii) there was a greater level of
importance placed on student and teacher wellbeing during the 2020 learning-fromhome period when compared to the 2021 learning-from-home period, iii) there was
inequity in the access to technology, including laptops and the internet for students, iv)
there was inequality in the access to education for students, and v) the teachers' home
environment made learning-from-home complex.
This study, therefore, raises the questions: i) What supports can be put in place
to ensure rural and regional students and vulnerable students are not disadvantaged in
the future, and ii) Is there a possibility for critical changes to education in the future that
focus on teacher wellbeing because, without teacher wellbeing, there is no student
wellbeing.
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Appendix A: Interview Questions
State to the participant the following: i) This research is part of a university MASTERS
program and there is no certainty as to the impact of the outcomes, or that they will be
published ii) There is no expectation that this report will result in meaningful policy or
procedural changes.
Interview Question

Type of
Questions

1. Can you please tell me your employment status and years of

Demographic

teaching experience in the NSW Department of Education?
[Prompts: what subjects do you teach? Do you have non-teaching
roles in your school?]
2. Can you please describe your school?

Knowledge

3. When COVID-19 hit in March 2020 and you were required to

Knowledge

teach students who were learning from home as well as those who
were at school, i) what was your initial reaction? ii) what actions
did you and possibly your school, take in terms of how the
teaching would take place? [Prompts: for online teaching, what
program were you using? How did a typical day look?]
4. What worked well and what did not work so well? Your thoughts

Opinion

on why? [Prompts: how did you feel teaching students who were
learning-from-home?]
5. Where were you located during the learning-from-home period?

Knowledge

Can you tell me about your teaching environment during this
time?
[Prompt: If teachers were teaching-from-home, what else was
occurring in their home - for example were your children engaged
from learning-from-home?; was your partner also working from
home?]
6. Roughly what percentage of your students do you believe had

Knowledge

access to effective technology and internet in their home
environment for learning-from-home?
50

7. How did your students react to this different approach to

Opinion

teaching? Explain both positive and negatives.
8. How do you think your teaching colleagues were impacted by or
benefited from the COVID-19 learning-from-home period?
9. What different strategies, if any, are you implementing since your

Knowledge
Opinion
Knowledge

students’ return to school in terms of their learning?
10. What percentage of your student:
-

Attended school throughout the disruption?

-

Have returned now that restrictions have lifted?

11. What impact, if any, did this 2020 COVID-19 experience have on

Knowledge
Knowledge
Feelings

you i) as a teacher? Ii) as a person? Consider this in terms of
positives and negatives.
12. Once students returned to school in July 2020, in what ways is

Opinion

your school different to how it was pre-COVID-19?
13. Your reflections? Lessons for the future?

Opinion

14. Would you like to add anything else?
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Appendix B: Study Invitation/Recruitment Materials
Formal email invitation to Principals

Email to Principals
Request to forward information onto your teaching staff
NAME OF THE PRINCIPAL
THEIR SCHOOL ADDRESS

Dear NAME
Thank you for taking the time to read this email; I appreciate how busy you must be.
To explain, for the past twenty-three years, I have been a secondary teacher in Victoria
and more recently on the Central Coast of New South Wales. During 2021-2022, I am
on a Department Sponsorship to retrain as a School Counsellor through Charles Sturt
University. As part of my studies, I am completing a thesis on the experiences of NSW
Department of Education secondary teachers during the 2020 COVID-19 learning-fromhome period. Participation would be completely confidential; teachers’ names and any
association with the school they are working at would be de-identified.
I am seeking to recruit approximately eight (8) secondary teachers who would be
prepared to participate in a 40-minute interview related to my research.
I would appreciate it if you would consider distributing the email/notice below to
teachers in your school.
If you have any questions, please feel to email or phone me on 0437 067 470
Thank you for your time,
Faye Worrall
MPsychPrac(SchPsych) candidate
Charles Sturt University
Email: Faye.Kricak@det.nsw.edu.au
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Appendix C: Study Invitation/Recruitment Materials
Formal email invitation to Secondary Teachers
Email to Secondary Teachers
Dear Secondary Teachers
Would you be prepared to take part in an interview about your experience engaging
with your students during the 2020 Covid-19 learning-from-home period?
To explain:
● I am a secondary teacher of 25 years.
● During 2021-2022, I am on a Department of Education Sponsorship to retrain as
a School Counsellor through Charles Sturt University.
● As part of this retraining, I am completing a research study investigating the
impact of the 2020 COVID-19 learning-from-home experience on NSW
secondary teachers
If you are interested:
● you would participate in a recorded interview with me of approximately 40
minutes
● your participation would be voluntary, anonymous and confidential—you and
your school would be de-identified
● If you do decide to participate, you will be required to read and sign a consent
form.
● You will have the opportunity to ask questions and have these answered to your
satisfaction.
● If you are interested in finding out more information on my research project,
please reply to this email.
Kind regards

Faye Worrall
MPsychPrac(SchPsych) candidate
Charles Sturt University
Email: Faye.Kricak@det.nsw.edu.au
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Appendix D: Participant Information Statement

PROJECT TITLE: Experiences of Teaching During the 2020 COVID-19 LearningFrom-Home Time

Chief Investigator:
Miss Faye Worrall
MPsychPrac(SchPsych)Candidate
School of Psychology
Charles Sturt University
Bathurst, NSW, Australia
E: fayekri@gmail.com

Supervisor:
Dr Marilyn Chaseling
BMus, GradDipEd, PhD
School of Psychology
Charles Sturt University
M: 0437 259 185
E: mchaseling@csu.edu.au

You are invited to participate in a research study investigating the impact of COVID-19
on teachers in NSW secondary schools. Participation is open to any NSW Secondary
school teacher who i) has a minimum of seven years teaching experience and ii) was
teaching during and after the COVID-19 period of learning from home.
Participation should take you approximately 40 minutes and involve you participating in
a semi-structured interview about your experiences of teaching during the 2020
COVID-19-learning-from-home time. During the interview, you may also be asked
some brief demographic questions about your age-range and employment status as well
as questions about your experiences as a teacher during the 2020 COVID-19 learningfrom-home period.
There is no payment or reward for participating in this study.
The findings collected will be presented in Miss Faye Worrall’s Masters Dissertation
and may also be presented at academic conferences and/or published in peer-reviewed
journals. The researchers named on this Information Statement may also re-analyse
your data later as part of future studies.
Your confidentiality is assured as your interview transcripts will be stored without
reference to your name or other identifying information. During the interview, you are
advised not to say anything that would identify yourself, your school or others.
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Immediately after your interview, your interview recordings will be transferred onto a
password protected computer. Interview recordings will be deleted from the student
researcher's recording devices, and no names will be used when dialogue from
interviews is transcribed. Interview transcripts will be deleted after 5 years.
Should the findings of the study be published, your de-identified/anonymous interview
transcripts or excerpts (allowing the reported findings to be verified) may be placed in a
public data repository. No individual participant will be identified in, or could be
identified from, any published report or published transcript or except from this study.
Participation is anonymous and entirely voluntary. Whether or not you decide to
participate is your decision and will not disadvantage you. If you do decide to
participate, you will be required to read and sign a consent form. You will have the
opportunity to ask questions and have these answered to your satisfaction. You may
withdraw yourself from the project at any time without reason or consequence. Where
practicable, any data you have contributed can also be withdrawn.
In consideration of COVID-19 social distancing practices when undertaking face-toface interviews, a hospital grade disposable mask and hand sanitiser will be provided to
the interviewee by the student researcher. A safe distance of 1.5 metres will be
maintained at all times during the interview. Should the interview take place in a public
setting, such as a café, all checking-in protocols will be adhered to, and a wellventilated location will be chosen.
Due to the nature of the questions, this study could cause distress. Should you in any
way become distressed, you are encouraged to discontinue participating. If you require
support of any kind you will consider contacting your GP, visit SANE.org
(sane.org/get-help), call Lifeline 131 114 (Lifeline should be used for urgent crisis
support only) or call Beyond Blue on 1300 224 636.
If you wish to ask any questions prior to participating, please contact either of the
named researchers above.

Note: Charles Sturt University’s Human Research Ethics Committee has approved this
project. If you have any complaints or reservations about the ethical conduct of this
project, you may contact the Committee through the Ethics and Compliance Unit via
the following contact details.
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The Governance Officer, Human Research Ethics Committee, Ethics and Compliance
Unit, Locked Bag 588, Wagga Wagga NSW 2678
Tel: (02) 6933 4213. Email: ethics@csu.edu.au

Any issues you raise will be treated in confidence and investigated fully and you will be
informed of the outcome.
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Appendix E: Consent Form
PROJECT TITLE: Experiences of Teaching During the 2020 COVID-19 Learning-

Chief Investigator:
Miss Faye Worrall
MPsychPrac(SchPsych)Candidate
School of Psychology
Charles Sturt University
Bathurst, NSW, Australia
E: fayekri@gmail.com

Supervisor:
Dr Marilyn Chaseling
BMus, GradDipEd, MEd, PhD
School of Psychology
Charles Sturt University
M: 0437 259 185
E: mchaseling@csu.edu.au

You are invited to participate in a research study investigating the impact of COVID-19
on teachers in NSW secondary schools. Participation is open to any NSW Secondary
school teacher who i) has a minimum of seven years teaching experience and ii) was
teaching during and after the COVID-19 period of learning from home.
Participation should take no longer than 40 minutes and involves participating in a
semi-structured interview about your experiences of learning from home during and
after COVID-19. You may also be asked some brief demographic questions, about your
age, gender, and employment status.
By signing this form, I hereby provide my informed consent to participate in the
aforementioned study and confirm that:
● I have been provided with a copy of the Information Statement to keep.
● I have been provided with sufficient time to read this Information Statement.
● I have had the opportunity to ask questions and have had these answered to my
satisfaction.
● I understand that participation is entirely voluntary and that I may withdraw
from this study at any time up until two weeks after I receive the transcript of
my interview, without consequence or penalty, and without having to provide a
reason.
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● I agree that my interview can be recorded on the researcher’s phone and via
Zoom, purely for the purpose of transcribing the interview, and that after the
interview has been transcribed that the recordings will be destroyed.
● I understand that due to the nature of the questions, this study could cause me
some distress.
● I understand that should I in any way become distressed, I can contact my GP,
visit SANE.org (sane.org/get-help), call Lifeline 131 114 (Lifeline should be
used for urgent crisis support only) or call Beyond Blue on 1300 224 636.
Signed: _____________________________________

Date:_______________________
Note: Charles Sturt University’s Human Research Ethics Committee has approved this
project. If you have any complaints or reservations about the ethical conduct of this
project, you may contact the Committee through the Ethics and Compliance Unit via
the following contact details.
The Governance Officer, Human Research Ethics Committee, Ethics and Compliance
Unit, Locked Bag 588, Wagga Wagga NSW 2678
Tel: (02) 6933 4213. Email: ethics@csu.edu.au

Any issues you raise will be treated in confidence and investigated fully and you will be
informed of the outcome.
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Appendix F: SERAP Approval Letter
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Appendix G: Research Data Management Plan
Project Title: Teaching in Pandemic Times: The impact of the 2020 COVID-19
learning-from-home experience on NSW secondary teachers
Student Name(s): Miss Faye Worrall
Supervisor Name(s): Dr Marilyn Chaseling
Brief Description of Project
This is a qualitative research project, requiring participants to undertake a semistructured interview on the impact of COVID-19 in NSW Department of Education
secondary schools. The data generated will be in the form of raw interview recordings
and transcripts of these recordings. These recordings and transcripts will be recorded
electronically, downloaded, and subjected to inductive data analysis by a method of
constant comparative.
1. Please list all types and forms of data that your project will produce.
1) Raw interview recordings
2) Transcripts of interview recordings
3) Signed hard copies of informed consent forms
4) Analysed data
2. For each type of data listed above, please indicate when during the research
process it will be created, how it will be stored during and after the research project,
and how/why it will ultimately be destroyed (if applicable).
1) Raw interview recordings will be obtained during the data collection phase of
the study. Interviews will be recorded using a voice recorder with built in hard
drive. Upon completion of the interview, data will be immediately transferred to
a password-protected computer and the voice recorders hard drive erased.
Recordings will also be stored on a password-protected external hard drive for
five years. After the project is complete, recordings will be transferred to the
dissertation coordinator for storage in the School of Psychology at Charles Sturt
University. They will be stored there for five years and then deleted.

2) Digital voice recordings will be transcribed using Microsoft Word as a .docx file
after interviews. Participants will be assigned a study ID number that will be
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associated with all participant data collected and used in the project. For the
purpose of maintaining participant anonymity, participant identity will be
protected through a participant pseudonym. Transcripts will be kept on
password-protected computers and multiple password-protected external hard
drives for five years. All data will be de-identified and will be stored on these
drives. These drives will also be submitted with the dissertation and stored in
perpetuity in the School of Psychology at Charles Sturt University, on a central
server drive.
3) Signed hard copies of informed consent forms will be obtained at the time of
interviews. This data will be scanned and stored on a password-protected
computer and multiple password- protected external hard drives for five years.
Five years after completion of the study, these forms will be destroyed.
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Appendix H: Example of Theme Analysis

What did NOT work well
Managing the work environment was hard

Number of
participants
5

Lack of access to technology/internet (resources not equitable,
no feedback for paper-based learners)

5

Lack of engagement from students (perception from students it
was a holiday or downtime)

4

One size parameter for all did not work (lost ability to give verbal
instructions, lack of flexibility)

4

Workload increased (had to catch students up afterwards, time
consuming, long days in the one spot)

3
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