


RESILIENCE AND INNOVATIVENESS OF TEACHERS DURING CRISIS SITUATIONS: BASIS FOR PROFESSIONAL DEVELOPMENT PLAN



Abstract
This study examined the resilience and innovativeness of teachers in Mandurriao, Iloilo City, during the 2020-2021 school year to inform a professional development plan. It categorized resilience and innovativeness by various demographics and utilized a descriptive research design with a questionnaire featuring a 40-item Resiliency scale and a 50-item Innovativeness scale. Statistical methods included frequency, percentage, mean, standard deviation, Kruskal-Wallis, and Mann-Whitney U tests, with a significance level of 0.05. Results showed that teachers exhibited a very high level of resilience (M = 4.60, SD = 0.28) and a significant capacity for innovativeness (M = 4.54, SD = 0.30). Notably, a strong relationship between resilience and innovativeness among public elementary school teachers.   These two attributes were found, (ρ = 0.23, p = 0.001) indicating that they contributed to sustained learning, enhanced teaching quality, better student support, and an adaptable educational system in crisis conditions. These outcome indicators emphasize the critical role of professional development activities that could tap on teachers’ resilience and innovation strengths to improve teaching effectiveness and adaptability within difficult situations.

Keywords: Teacher resilience, Teacher innovativeness, Crises, Professional development, Educational adaptation

1. INTRODUCTION
In an unpredictable global landscape, educators face the dual challenge of teaching while adapting to crises such as natural disasters, public health crises, armed conflict and displacement, climate and environmental changes, and resource and infrastructure crises. The recurring crisis situations have significantly disrupted education, forcing schools to close and interrupting students' learning. This study focuses on teachers' experiences of resilience—recovering quickly from setbacks—and innovation—adapting teaching methods to enhance educational outcomes. By examining teachers' coping strategies during crises, the research aims to develop a Professional Development Plan that equips educators with skills in crisis management and psychosocial support. This is critical, particularly in disaster-prone regions such as the Philippines, where teachers must prepare for emergencies while continuing their instructional roles. The findings will inform training programmes and policies to foster resilience and creativity in educational practices during disruptions.

2. LITERATURE REVIEW
Crisis situations, such as natural disasters and public health emergencies, have disrupted education, placing unprecedented demands on teachers’ resilience and capacity for innovation. While resilience theories Masten (2001) and Ungar (2011) and Bronfenbrenner’s ecological systems framework emphasize the interplay of personal traits and environmental support, most research focuses on stable contexts, with limited evidence on how these factors foster resilience and innovation during crises. This study addresses gap by examining how teachers sustain resilience and innovativeness under crisis conditions, the role of personal and institutional resources, and implications for professional development that leverages experiential learning and intrinsic strengths.

2.1. Level of Teachers’ Resiliency 
[bookmark: _Hlk219074581][bookmark: _Hlk219074615]Teacher resilience is the ability to handle adversity while remaining effective in teaching. Resilient educators adapt to new environments and build supportive relationships, qualities that are particularly evident during natural disasters, public health crises, and climate and environmental crises, when they demonstrate flexibility and perseverance amid rapid shifts to online learning (Gu & Day, 2007). Such teachers maintain a positive outlook and adjust instructional strategies, prioritising student well-being. Their motivation and emotional stability enable them to face professional challenges, enhancing both their own well-being and student outcomes (Day & Gu, 2014). Moreover, resilience is influenced by external support systems—such as mentoring and professional development—that foster a positive school culture, further helping teachers manage stress and maintain commitment (Gu & Day, 2007).

2.2. Resiliency and Sex
[bookmark: _Hlk219074631][bookmark: _Hlk219074662]Personal traits, external support, and contextual factors shape educators’ resilience. Klassen and Chiu (2010) report that male teachers often use coping strategies, such as physical activity and peer support, to manage occupational stress and benefit from structured routines. By contrast, Kyriacou (2001) notes that female teachers face higher emotional demands, leading to variable resilience, potentially greater emotional engagement, and susceptibility to burnout. Gu and Day (2007) find that both genders share resilience-enhancing factors, including effective coping strategies, supportive networks, and professional development opportunities. This highlights the need for systemic supports to foster long-term engagement and satisfaction in teaching, regardless of gender.

2.3. Resiliency and Academic Rank 
Research shows that teachers at different academic ranks face distinct challenges and display varying levels of resilience, shaped by job security, workload, and experience. Higher academic ranks are associated with greater resilience, primarily through increased confidence and pedagogical knowledge (Gu and Day 2007). More experienced educators manage challenges effectively and support colleagues, as personal qualities and professional maturity underpin their resilience. Additionally, teachers with advanced qualifications demonstrate improved resilience through enhanced knowledge and critical thinking. However, resilience also hinges on personal attributes such as purpose, emotional intelligence, and coping strategies, emphasising the importance of commitment to students and relational support.

2.4. Resiliency and Educational Attainment 
Gu and Day (2007) emphasise that a teacher's resilience is influenced more by personal traits such as emotional intelligence and adaptability than by academic qualifications alone. They advocate professional development focused on these qualities to help teachers overcome challenges. Tschannen-Moran & Hoy (2001) highlight that teachers with higher levels of education tend to have greater self-efficacy and problem-solving abilities, which contribute to their resilience by better equipping them to manage classroom complexities and stress.

2.5. Resiliency and Length of Teaching Experience 
[bookmark: _Hlk219074748][bookmark: _Hlk219074763]Teachers with extensive experience are generally better at managing the stresses of remote teaching, as their accumulated knowledge and problem-solving skills enhance their resilience. However, Hubberman (1993) found that this experience can also lead to stagnation and resistance to change, thereby diminishing job satisfaction. Kelley (2004) Day & Gu (2014) and Mansfield (2016) argued that ongoing professional development opportunities are essential to balance the benefits of tenure with the need for adaptability in evolving educational contexts.

2.6. Resiliency and Trainings/Seminars Attended 
[bookmark: _Hlk219074806]Professional development programmes, such as training sessions and workshops, are essential for enhancing teacher resilience by equipping teachers with tools to manage stress and refine teaching strategies. Gu and Day (2007) and Reich (2020) noted that teachers' natural resourcefulness supports adaptability, particularly during challenges such as the transition to online learning. Supportive school environments and continuous learning opportunities play a crucial role in fostering resilience Gu & Day (2007) and Mansfield et al. (2016). They emphasised that resilience is nurtured through systemic support rather than being solely an individual trait. Additionally, Castro et al. (2010) argued that professional development should address both instructional skills and emotional resilience to prepare educators to effectively address classroom challenges.

2.7. Resiliency and Awards Received 
[bookmark: _Hlk219074821][bookmark: _Hlk219074847]Professional recognition is essential for sustaining teachers' resilience and commitment. Day & Gu (2014) and Skaalvik & Skaalvik (2011) highlights that such recognition acts as an intrinsic motivator, enhancing emotional well-being and equipping teachers to face challenges. Valued teachers exhibit greater resilience and job satisfaction. However, Korthagen (2004) contends that intrinsic motivations, such as personal values and passion, outweigh external recognition for long-term resilience. He stresses the importance of improving recognition programmes in schools to bolster teacher morale and commitment.

2.8. Resiliency and Community Involvement
Teachers involved in communities build resilience through collaboration, professional growth, and peer support, which helps them cope with challenges (Gu & Day, 2007 and Mansfield et al., 2016). Community engagement can strengthen connections with students and families, but may lead to role overload, stress, and burnout if boundaries aren't maintained. Teachers with a sense of belonging in community activities are more resilient, suggesting that schools can bolster resilience by fostering supportive networks and a sense of purpose. This highlights the importance of strong social networks for emotional well-being and job satisfaction.

2.9. Innovativeness
[bookmark: _heading=h.qwd0wtg0xwwp][bookmark: _Hlk219074882]The Theory of Innovative Behaviour by Scott and Bruce (1994) states that innovative behaviour is a multistage process in which individuals generate, promote, and implement new ideas in response to changing and challenging conditions, emphasising that innovation involves not only creativity but the practical application of novel ideas to improve work processes and outcomes. As Gu & Day (2007 and Reich et al. (2020) defines them, innovative skills enable educators to enhance learning experiences and adapt to new methodologies, particularly during challenges such as health and environmental crises. Theory of Innovative Behaviour provides a foundation for examining how teachers translate their resilience and professional skills into practical innovations during crises, offering insights into the factors that enable effective adaptation and informing the development of targeted professional development programs to enhance teaching effectiveness under challenging conditions.

2.10. Level of Teachers’ Innovativeness
[bookmark: _Hlk219074922][bookmark: _Hlk219074935]During educational crises, teachers demonstrated vital innovation by quickly adapting to remote and hybrid learning through digital tools and new teaching strategies, which were essential for educational continuity amid class disruptions. Fullan (2016) stresses the importance of teachers in fostering educational innovation, advocating the integration of creativity and technology to enhance student engagement and outcomes. However, Ertmer and Ottenbreit-Leftwich (2010) point out that high digital competence does not guarantee innovation without motivation or institutional backing, emphasising the role of beliefs and supportive cultures in the adoption of new technologies. Ertmer & Ottenbreit-Leftwich (2010) and Reich et al. (2020) further highlight that successful digital integration requires prior experience with educational technology and robust institutional support, as teachers lacking these resources often use technology only superficially, hindering effective teaching.
 
2.11. Innovativeness and Sex 
[bookmark: _heading=h.vqrin89fuisa][bookmark: _Hlk219157362][bookmark: _Hlk219157382]Teachers' innovativeness is influenced by gender, particularly during crises. Male teachers generally excel at integrating technology, whereas female teachers often report lower self-confidence. Cheryan et al. (2017) highlight that societal stereotypes contribute to the underrepresentation of women in fields such as computer science. The importance of challenging these biases is emphasised to create inclusive environments for all genders. Gu & Day (2007) and Ertmer & Ottenbreit-Leftwich (2010) suggest that women innovate in collaborative, emotionally intelligent settings, while men focus on STEM technologies. Both genders employ distinct innovative strategies, underscoring the need for equitable access to resources and recognition of diverse approaches in education.

2.12. Innovativeness and Academic Rank 
[bookmark: _heading=h.5hpeex5a6hm7][bookmark: _Hlk219157481]Academic rank significantly shapes teachers' engagement in innovative practices, with higher-ranked educators enjoying greater autonomy, resources, and professional development opportunities. Studies by Gu & Day (2007)and  Mansfield et al. (2016) show that higher ranks improve access to funding and training, leading to greater instructional adaptability and improved student outcomes. Conversely, Ertmer & Ottenbreit-Leftwich (2010) and Gu & Day (2007) argue that innovation is also influenced by contextual factors, suggesting that even junior faculty can excel in supportive environments. This highlights the need for equitable resource distribution and challenges the notion that rank alone drives educational innovation.

2.13. Innovativeness and Training/Seminars Attended 
[bookmark: _Hlk219157864][bookmark: _Hlk219157910]Professional development programmes, such as training sessions and workshops, enhance teachers' innovativeness by providing essential knowledge and tools for new methodologies and technologies. Regular participation boosts their confidence and competence, whereas limited access can hinder innovation. Ongoing support, including coaching and peer collaboration, is vital for the effective implementation of innovative strategies, as Ertmer & Ottenbreit-Leftwich (2010) and Mansfield et al. (2016) emphasise. Teachers with unconventional training often adopt individualised teaching styles, fostering creativity and risk-taking. Conversely, Ertmer & Ottenbreit-Leftwich (2010) and Reich et al. (2020) found that regular participation in online seminars increases the likelihood of adopting innovative methods, fostering a culture of innovation and improving student engagement and learning outcomes.

2.14. Innovativeness and Awards Received 
[bookmark: _Hlk219157987]Receiving awards motivates teachers to adopt innovative practices, boosting their confidence and encouraging them to explore new ideas. However, intrinsic motivation, as highlighted by Fullan (2016), is essential for sustained commitment to innovation, as passionate teachers are more likely to experiment and invest in their growth. Day & Gu (2014) and Mansfield et al. (2016) note that while external rewards provide short-term incentives, intrinsic factors, such as passion and colleague support, are critical for long-term innovation. They emphasise that awards can validate teachers but recommend pairing them with professional development and a collaborative culture to support sustainable educational innovation.

2.15. Innovativeness and Community Involvement 
[bookmark: _Hlk219159055][bookmark: _Hlk219158101]Community engagement strengthens teachers’ innovation by enabling collaboration, skill development, and the adoption of new technologies (Ertmer & Ottenbreit-Leftwich, 2010). Research indicates that these communities promote the sharing of strategies, thereby enriching educators' capabilities. Puentedura (2013) and Davis (2013) further note that engagement in such networks aids adaptation to rapid technological change and enhances teaching methods, as educational attainment positively correlates with instructional innovation. Notably, less formally educated teachers displayed considerable innovation during the pandemic, showing that creativity can drive change regardless of qualifications. Experience influences openness to new technologies, with mid-career teachers generally more receptive. Continuous professional development is vital for educators at all stages, ensuring that both new and seasoned teachers effectively integrate innovations into their practice (Hargreaves and Fullan, 2012; Taylor and Wright, 2021; Ingersoll, 2001).

2.16. Difference in the Levels of Teachers’ Resiliency 
2.16.1. Sex/Gender
[bookmark: _Hlk219159126][bookmark: _Hlk219159186]Teacher resilience is influenced more by personal coping strategies and workplace support than by gender differences, as highlighted by Gu and Day (2007) and Mansfield et al. (2016). They identified psychological resources, such as optimism and emotional regulation, alongside supportive environments. Gu noted self-efficacy, and they emphasised the importance of collegial relationships and professional development. Resilience mechanisms are similar for male and female teachers, emphasising professional relationships, intrinsic motivation, and problem-solving skills, with external factors including collegial networks and leadership support. The study concludes that resilience is shaped by both individual and contextual factors and advocates for inclusive educational environments.

2.17. Difference in the Levels of Teachers’ Resiliency. 
2.17.1. Academic Rank
[bookmark: _Hlk219159288][bookmark: _Hlk219159311]In higher education, senior educators are often perceived as more resilient because of their experience and coping strategies, as noted in a study by Gu & Day (2007) and Mansfield et al. (2016). They build resilience by understanding student behaviour and institutional dynamics, and are supported by networks and reflective practices. In contrast, they argue that emotional resilience is not significantly affected by career progression but by personal and professional experiences. Their research suggests that resilience can be comparable across career stages, stemming from reflective practice, support systems, and problem-solving abilities rather than promotions.

2.18. Difference in the Levels of Teachers’ Resiliency
2.18.1. Educational Attainment 
Teachers with advanced degrees can adopt innovative strategies, yet Day and Gu (2014) argue that resilience stems more from practical experience and social-emotional skills than from academic qualifications. Their research emphasises the role of daily challenges, emotional regulation, empathy, and relationship-building in developing resilience. Additionally, Mansfield et al. (2016) highlight that while postgraduate studies enhance pedagogical skills, they do not, on their own, foster resilience. A supportive professional environment, characterised by collegial support and mentorship, is crucial for teachers to utilise their advanced knowledge effectively and maintain long-term resilience.

2.19. Difference in the Levels of Teachers’ Resiliency
2.19.1. Length of Teaching Experience 
[bookmark: _Hlk219159402]Teachers' resilience is closely linked to their teaching experience, as experienced educators develop effective coping mechanisms and problem-solving skills. Gu & Day (2007), Mansfield (2016) Tschannen & Hoy (2001) found that resilience is influenced by self-efficacy, coping strategies, workplace support, and experience. They emphasise the importance of how teachers perceive their abilities and manage stress, as well as the role of mentorship and institutional support. Gu and Li (2013) Gu & Day (2007) and Mansfield et al. (2016) found that while experienced teachers encounter more challenges, novice teachers develop resilience through strong mentorship and supportive environments, which help them navigate issues such as classroom management and work-life balance. Overall, promoting personal strengths and early-career support is essential for fostering resilience in educators.

2.20. Difference in the Levels of Teachers’ Resiliency 
2.20.1. Training and Seminars Attended
[bookmark: _Hlk219159440][bookmark: _Hlk219159468]Participating in seminars and training significantly enhances teachers' resilience by equipping them with vital skills and strategies for managing classroom challenges. Regular professional development fosters coping mechanisms and a positive outlook, though Gu & Day (2007) and Mansfield et al. (2016) argue that resilience is better cultivated through real-world experiences and practical support. Tschannen-Moran & Hoy (2001) and Gu & Day (2007) emphasise that such development increases teachers' self-efficacy, enabling them to face challenges more effectively. Luthar et al. (2000) note that structured programmes offer emotional and social support, fostering resilience as a nurturable process. Furthermore, Tschannen-Moran and Hoy (2007) highlight that collaborative environments promote trust and problem-solving, creating a supportive atmosphere that bolsters teachers' ability to cope with stress and adapt to changes in their work environment.

2.21. Difference in the Levels of Teachers’ Resiliency 
2.21.1. Awards Received
[bookmark: _Hlk219159614][bookmark: _Hlk219159630]Teachers' resilience is influenced by external awards, which can provide validation and motivation. However, Gu & Day (2007) and Mansfield et al. (2016) argue that true long-term resilience stems from daily coping strategies and support systems. While awards can offer temporary motivation, sustainable growth requires a holistic approach that integrates external recognition with internal resources such as reflection and problem-solving. They also highlight that aligning external rewards with personal values can enhance intrinsic motivation, yet caution against overreliance on such rewards. Bandura (1997) points out that awards can boost self-efficacy, thereby enhancing resilience and enabling teachers to manage challenges. Day & Gu (2014, 2007) support this view, asserting that recognition of achievements motivates persistence in the face of difficulty, fostering competence and long-term resilience.

2.22. Difference in the Levels of Teachers’ Resiliency 
2.22.1. Community Involvement
[bookmark: _Hlk219159652][bookmark: _Hlk219159713][bookmark: _Hlk219159726]Teachers' resilience can be enhanced through technology-related community initiatives that offer professional development and emotional support. However, Le Cornu (2013) argues that these communities primarily focus on instructional strategies, neglecting emotional resilience, which is more influenced by individual coping strategies, emotional intelligence, and school support systems. Liu et al. (2016) suggest that teachers not engaged in such communities may experience less stress, as they prioritise core teaching practices over adapting to new technologies. In contrast, Ertmer & Ottenbreit-Leftwich (2010) and Gu & Day (2007) reports that teachers participating in technology-related professional communities tend to have greater job satisfaction and resilience, supported by peer support and resource-sharing that help them navigate technology integration challenges and foster confidence and problem-solving skills.

2.23. Difference in the Levels of Teachers’ Innovativeness
2.23.1 Sex/Gender
[bookmark: _Hlk219159763][bookmark: _Hlk219159901][bookmark: _Hlk219159914]Baer and Kaufman (2008) challenged the stereotype that men are more creative, finding negligible gender differences in creativity, with social factors such as access to resources playing a significant role. Liberada & Zajkowsa (2017) supported this by showing that equal environments enable both genders to demonstrate equal innovation potential, underscoring the importance of removing gender bias. Einarson (2002), Sadker et al.  (2014), and Mora-Ruano et al. (2018,2023) observed that male and female teachers engage in innovative practices differently, with female teachers collaborating more. This highlights the need to recognise diverse innovation styles in education to enhance learning. 

2.24. Difference in the Levels of Teachers’ Innovativeness
[bookmark: _heading=h.mn2hrfrev5ou]2.24.1. Academic Rank
[bookmark: _Hlk219159956][bookmark: _Hlk219159970]Ertmer & Ottenbreit-Leftwich (2010), Gu & Day (2007) and Tierney & Lanford (2016) argue that academic rank does not automatically enhance innovative capacity, emphasising the importance of factors such as institutional support and motivation. They advocate a holistic approach to educational innovation that prioritises environmental and psychological factors. Additionally, Bland (2005) and Kyvik & Olsen (2008) find that higher academic ranks do not reliably correlate with increased research productivity, suggesting that individual motivation and resources play a greater role. Their findings challenge traditional promotion criteria based on seniority and call for a reevaluation of academic performance assessment to create fairer evaluation systems.

2.25. Difference in the Levels of Teachers’ Innovativeness
[bookmark: _heading=h.3drekzy357nh]2.25.1. Educational Attainment
Desimone (2009) discovered a stronger link between teacher readiness from professional development and innovative practices than with academic qualifications, emphasising the importance of high-quality professional development for adopting innovative methods. This challenges the belief that higher degrees lead to increased innovation. Similarly, UNESCO (2015) highlights the need for modern teacher education to focus on adaptability and relevance, promoting skills for navigating a changing educational landscape, including technology integration and diverse student needs, advocating for a holistic approach that fosters continuous learning and practical skills.

2.26. Difference in the Levels of Teachers’ Innovativeness
[bookmark: _heading=h.mrqy2hj5b54y]2.26.1. Length of Teaching Experience
[bookmark: _Hlk219160089]Research by Trust & Whalen (2020) and Hodges (2020) indicates that experienced teachers, despite a robust pedagogical background, struggle with online teaching challenges, including technology use and student engagement. This underscores the need for targeted professional development. Conversely, Tondeur (2017) found that novice teachers, accustomed to technology and innovative practices, are more adaptable and willing to experiment, positioning them as key agents of change in education.

2.27. Difference in the Levels of Teachers’ Innovativeness
[bookmark: _heading=h.w8j17lt1zk7x]2.27.1. Trainings and Seminars
Guskey (2002) emphasises that while professional development improves teaching effectiveness through new strategies, individual factors such as intrinsic motivation and adaptability are vital for successfully implementing innovations. Educators who lack personal drive are less likely to embrace new methods, indicating the need for supportive cultures that promote risk-taking and growth. Kennedy (2016) further asserts that the effectiveness of professional development in fostering innovation is contingent upon strong institutional support, underscoring the necessity of a collaborative and reflective environment for meaningful integration of innovative practices.

2.28. Difference in the Levels of Teachers’ Innovativeness
[bookmark: _heading=h.fc2xfkfuncfz]2.28.1. Awards Received
Deci and Ryan (2000) highlight that external rewards can foster innovation when they align with intrinsic values, as per self-determination theory. While inherent motivation is essential for creativity, well-structured external incentives, such as recognition, can enhance motivation by supporting autonomy and competence. However, they contend that external recognition provides only temporary validation and fails to cultivate the long-term commitment required for sustained innovation. Genuine innovation relies on intrinsic factors, including personal interest, autonomy, and purpose, necessitating environments that promote intrinsic motivation rather than relying solely on external validation.

[bookmark: _heading=h.fc0riw5h0pda]2.29. Difference in the Levels of Teachers’ Innovativeness
[bookmark: _heading=h.a4rugvnv540d]2.29.1. Community Involvement
[bookmark: _Hlk219160223][bookmark: _Hlk219160237][bookmark: _Hlk219160302]Mishra and Koehler (2006) propose that practical educational technology innovation stems from both a teacher's pedagogical knowledge and the meaningful integration of technology, leading to the TPACK framework. This framework underscores the essential interplay among content knowledge, pedagogy, and technology. Continuous professional growth through communities of practice, as highlighted by Tondeur et al. (2017), enhances teachers' technological skills and fosters innovative practices. Darling-Hammond and Gardner (2017) emphasise that educators cultivate innovative competencies through direct experience and collaborative environments, underscoring the importance of supportive learning settings. Guskey (2002) adds that while professional development is crucial, intrinsic motivation and adaptability are even more vital for sustained innovation. Overall, enhancing pedagogical content knowledge is key to successfully integrating technology into teaching practices.

[bookmark: _heading=h.7x79by17iyb1]2.30. Relationship between Teachers’ Resiliency and Innovativeness
Gu and Day (2007) emphasise the importance of resilience in educators, defining it as the ability to adapt to and recover from challenges, which is essential for long-term success and innovative teaching. Resilient teachers are better equipped to navigate complexities and sustain their teaching strategies, thereby benefiting student learning. Day (2008) and Hargreaves & Fullan (2012) Mansfield (2016) further note that such educators are open to professional growth and reflective practices, fostering a culture of continuous improvement. Mansfield et al. (2016) adds that resilience protects against burnout, sustaining teachers' motivation for innovation. Therefore, enhancing educators' resilience is crucial for promoting sustainable educational innovation.

[bookmark: _heading=h.2z0o5ydrudce]2.31. Professional Development Plan
[bookmark: _Hlk219160390]A Professional Development Plan (PDP) for Teachers refers to a systematic, structured roadmap of training, capacity-building activities, and competency-development interventions designed to enhance teachers’ professional knowledge, skills, attitudes, and practices. It is grounded in the principles of continuous improvement, quality assurance, and relevance to both teachers’ needs and organisational priorities, to support teachers’ resilience and innovativeness during crises (DepEd Memorandum No. 44, s. 2023).

3. THEORETICAL FRAMEWORK OF THE STUDY 
[bookmark: _Hlk219160538][bookmark: _Hlk219160562]The study explores Resilience Theory, which examines how individuals and communities endure and recover from adversity, emphasising growth after challenges. Masten (2001) and Ungar (2011) describe resilience as the capacity of dynamic systems to adapt to disruptions, with key protective factors being social support and positive relationships. Initially framed in developmental psychology, the theory highlights why some children thrive despite hardships. Meanwhile, the Theory of Innovative Behaviour by Scott and Bruce (1994) examines how individuals generate, promote, and implement new ideas in response to changing and challenging conditions, emphasising that innovation involves not only creativity but the practical application of novel ideas to improve work processes and outcomes. 

4. CONCEPTUAL FRAMEWORK OF THE STUDY
Figure 1
The Conceptual Framework of the Study
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The independent and dependent variables of the study.

The study examines variables influencing educational success, categorised by sex (male and female), academic rank (Teacher I, II, III; Master Teacher I, II), educational attainment (Bachelor's, Master's, Doctoral), length of teaching experience (0-5 to 21+ years), number of training sessions and seminars attended, award status, and community involvement. These factors affect resilience and innovativeness, shaping one's ability to respond to challenges and maintain teaching performance amid adversity.

5. STATEMENT OF THE PROBLEM 
This study aimed to determine the teachers’ resiliency levels and innovative skills as a basis for the formulation of a professional development plan. Specifically, the following questions were answered.
1. What is the level of teachers’ resiliency when taken as a whole and grouped according to sex, academic rank, educational attainment, length of teaching experience, training and seminars attended, awards received, and community involvement?
2. What is the level of teachers’ innovativeness when taken as a whole and grouped according to sex, academic rank, educational attainment, length of teaching experience, training and seminars attended, awards received, and community involvement?
3. Is there a significant difference in the level of teachers’ resiliency when grouped according to sex, academic rank, educational attainment, length of teaching experience, trainings and seminars attended, awards received, and community involvement? 
4. Is there a significant difference in the level of teachers’ innovative skills when grouped according to sex, academic rank, educational attainment, length of teaching experience, trainings and seminars attended, awards received, and community involvement? 
5. Is there a significant relationship between the level of resiliency and the level of innovativeness among the teachers?
6. What professional development plans may be formulated to align to teachers’ level of resiliency and innovativeness during the pandemic? 
Hypotheses 
The following null hypotheses were advanced. 
1. There is no significant difference in the level of teachers’ resiliency when grouped according to sex, academic rank, educational attainment, length of teaching experience, trainings and seminars attended, awards received, and community involvement.
2. There is no significant difference in the level of teachers’ innovativeness when grouped according to sex, academic rank, educational attainment, length of teaching experience, trainings and seminars attended, awards received, and community involvement. 
3. There is no significant relationship between the level of resiliency and the level of innovativeness among the teachers.

5. METHODOLOGY  
5.1 Research Design
This study employed a descriptive–correlational research design to determine the levels of resilience and innovativeness among teachers during crisis situations and to examine the relationship between these variables. The descriptive method was used to describe respondents’ levels of resilience and innovativeness, while the correlational method was used to identify significant relationships between the two variables. This aimed to formulate a professional development plan focused on teachers’ resiliency and innovative skills.

5.2 Respondents
The respondents of the study were all the 195 elementary public-school teachers of the Mandurriao district in Iloilo City. The public elementary schools in the Mandurriao District are Bakhaw Integrated School, Hibao-an Elementary School, Bolilao Elementary School, Navais-Borres School, Mandurriao Elementary School, A. Mirasol Memorial School, Feliciana Java Kelly Elementary School, Donato Pison Elementary School, and Tabucan Elementary School. These public elementary school teachers were classified by sex, academic rank, educational attainment, length of teaching experience, training/seminars attended, awards received, and community involvement. Table 1 shows the distribution of the respondents.

Table 1
Distribution of the Respondents
	Category
	f
	%

	Group
	195
	100

	
	
	

	Sex
	
	

		Male
	21
	11

		Female
	174
	89

	
	
	

	Academic Rank
	
	

		Teacher I, II, and III
	184
	89

		Master Teacher I and II
	11
	11

	
	
	

	Educational Attainment
	
	

		Bachelor’s Degree
	87
	45

		With Units in Master’s Degree
	97
	50

		With Units in Master’s Degree
	3
	2

		Doctorate Degree
	8
	4

	
	
	

	Length of Teaching Experience
	
	

		 0 – 5 years
	15
	8

		 6 – 10 years
	56
	29

		11 – 15 years
	70
	35

		16 – 20 years
	33
	17

		21 and above
	21
	11

	
	
	

	Trainings/Seminars Attended
	
	

		With Trainings/Seminars
	28
	14

		No Trainings/Seminars
	167
	86

	
	
	

	Awards Received
	
	

		With Award
	4
	2

		No Award
	191
	98

	
	
	

	Community Involvement
	
	

		With Involvement
	4
	2

		Without Involvement

	191
	98


	
	
	



5.3 Instruments
The study evaluated teacher resilience and innovative skills using a teacher-developed questionnaire comprising three parts. Part I collected demographic data, while Part II assessed resilience through 40 Likert-scale statements, categorised into professional/emotional and social/motivational dimensions, with mean scores interpretable as levels from very low to very high. Part III evaluated innovative skills across 50 items based on the 7 C’s. The questionnaire was validated by experts and piloted for reliability. The assessment was conducted with elementary teachers in the Mandurriao district to explore the relationship between teacher resilience and innovative skills, particularly in the context of challenges such as online learning during COVID-19.

5.1.1. Validation Procedure
To validate the data-gathering instrument, a teacher-developed questionnaire was extensively reviewed by a panel of experts in teachers’ resiliency and innovativeness, resulting in necessary revisions to improve question precision. It was pilot-tested with teachers at Arevalo Elementary School to address clarity issues, and responses were analysed for reliability using Cronbach's alpha. The finalised questionnaire was then distributed to teachers in the Mandurriao District to collect data.

5.1.2. Reliability Testing
The forty (40) items of the Resiliency Assessment Questionnaire were subjected to face and content validity by a panel of five (5) experts in research instrumentation. The validators’ suggestions and recommendations were incorporated into the final draft of the instrument, which will be subjected to a study. The pilot administration was conducted with 39 respondents at Arevalo Elementary School. The data gathered from the pilot administration were subjected to reliability testing to determine Cronbach’s alpha. Table 2 shows the data.

Table 2
Reliability Statistics of Resiliency Questionnaire
	Cronbach’s Alpha
	Number of Items

	0.947
	40



A Cronbach’s alpha of 0.947 for the Resiliency Assessment Questionnaire indicates 94.7% reliability, confirming its suitability for the study. The Innovative Educators Assessment Questionnaire, comprising fifty items, underwent face and content validity checks by five experts. Their feedback was incorporated into the final draft, which was then piloted with 39 faculty members of Arevalo Elementary School. Subsequent reliability testing yielded the Cronbach’s alpha for the collected data.

Table 3
Reliability Statistics of the Innovative Educators Assessment Questionnaire
	Cronbach’s Alpha
	Number of Items

	0.973
	50



Cronbach’s alpha of 0.973 indicated that the fifty (50) items of the Innovative Educators Assessment Questionnaire are 97.3% reliable. The instrument has a very high reliability index. Therefore, this instrument can be used to gather data for the present study.

5.4 Data Gathering Procedure
After validating the questionnaires, the researcher obtained the necessary permissions from the Dean of the College of Education and the Iloilo City Schools’ Division Superintendent to distribute them for the study. A formal request was sent to District Supervisors and elementary school principals in the Mandurriao District, and the researcher personally delivered the questionnaires to school heads for teachers teaching grades 1 to 6. Respondents were given adequate time to answer the questions, and discussions of the instructions ensured clarity and confidentiality. The data was then analysed, tallied, tabulated, and prepared for statistical evaluation.

5.5. Data Processing Techniques
The process of analysing teacher-made questionnaires included organising the data, checking for completeness, excluding incomplete responses, and encoding the data in software. Data cleaning validated the analysis. Statistical methods applied were mean and standard deviation calculations, One-Way ANOVA for group comparisons, and Cronbach’s alpha for reliability, established through a pilot test. Non-parametric tests addressed violations of normality, and all inferential statistics were set at the 0.05 significance level. The results were interpreted to identify correlations between teacher resilience and innovative skills, guiding the creation of a professional development plan.

5.6 Ethical Considerations
The researcher obtained approval from both the District Supervisor and the school principal to conduct the study. Once authorised, questionnaires and tools were distributed to the respondents. They provided personal information, which was carefully explained using a checklist. Data were collected immediately after submission, and responses were organised and analysed statistically. The researcher’s adviser and dean also approved the letter.

6. RESULTS AND DISCUSSION
6.1. Level of Teachers’ Resiliency 

Table 4
Level of Teachers’ Resiliency
	Category
	Mean
	Level
	SD

	A. Entire Group
	4.60
	Very High
	0.28

	B. Sex
	
	
	

		Male
	4.68
	Very High
	0.26

		Female
	4.60
	Very High
	0.28

	C. Academic Rank
	
	
	

		Teacher I, II, and III
	4.61
	Very High
	0.28

		Master Teacher I and II
	4.57
	Very High
	0.26

	D. Educational Attainment
	
	
	

		Bachelor’s Degree
	4.59
	Very High
	0.25

		With Units in Master’s Degree
	4.62
	Very High
	0.30

		With Units in Doctoral Degree
	4.80
	Very High
	0.04

		Doctoral Degree
	4.50
	Very High
	0.35

	E. Length of Teaching Experience
	
	
	

		 0 – 5 years
	4.64
	Very High
	0.31

		 6 – 10 years
	4.61
	Very High
	0.25

		11 – 15 years
	4.59
	Very High
	0.28

		16 – 20 years
	4.58
	Very High
	0.30

		21 and above
	4.63
	Very High
	0.33

	F. Trainings/Seminars Attended
	
	
	

		With Trainings/Seminars
	4.61
	Very High
	0.29

		No Trainings/Seminars
	4.60
	Very High
	0.28

	G. Awards Received
	
	
	

		With Award
	4.83
	Very High
	0.21

		No Award
	4.60
	Very High
	0.28

	H. Community Involvement
	
	
	

		With Involvement
	4.54
	Very High
	0.40

		Without Involvement
	4.61
	Very High
	0.28

	
	
	
	


Legend: 4.21 – 5.00 –Very High, 3.41 – 4.20 –High, 2.61 – 3.40 –Moderate, 1.81 – 2.60 Low, 1.00 – 1.80 – Very Low

[bookmark: _Hlk219160965][bookmark: _Hlk219160979]Research on public elementary school teachers in Mandurriao, Iloilo City, shows a very high level of resilience (M = 4.60, SD = 0.28). This aligns with Gupta and Kumar (2021), who report that resilient teachers maintain a positive outlook, adapt well, and build supportive relationships, even under pressure. Gu and Day (2013) note that resilience is linked to strong motivation and emotional stability, while Beltman, Mansfield, and Price (2011) argue that it is also influenced by external support systems, such as mentoring and school culture.

Both male (M = 4.68, SD = 0.26) and female teachers (M = 4.60, SD = 0.28) demonstrate high resilience, with slightly lower variability in coping strategies among males (Fryer & Hanes, 2021). Female teachers experience greater emotional demands, leading to greater variability in their emotional experiences (Hong, 2012). Both genders benefit from similar resilience-enhancing factors, such as coping strategies and social support (Beltman, Mansfield, & Price, 2011). In terms of teacher classification, both Teacher I-III (M = 4.61, SD = 0.28) and Master Teacher I-II (M = 4.60, SD = 0.26) show high resilience, with Master Teachers exhibiting greater consistency (Day and Gu, 2013: 2014). While enhanced confidence and understanding of educational theory support resilience, lower-ranked teachers can also cultivate resilience through purpose and emotional intelligence. Notably, no significant difference in resilience levels was found between those who attended training and those who did not, suggesting that while professional development enhances skills, it may not significantly affect resilience (Lai and Bower, 2021; Johnson et al., 2019; Castro et al., 2010).

All educational groups, including bachelor’s degree holders (M = 4.59), master’s unit teachers (M = 4.62), doctoral unit holders (M = 4.80), and doctoral degree holders (M = 4.50), showed high resilience, suggesting that resilience is not solely dependent on educational level. This aligns with Day and Gu (2014), who argue that academic qualifications don't determine resilience. However, Klassen et al. (2013) contend that higher education is associated with greater self-efficacy and problem-solving skills, which enhance resilience.

Teachers with 6–10 years' experience (M = 4.61, SD = 0.25) and those with over 21 years' experience (M = 4.63, SD = 0.33) showed high resilience, underscoring the role of experience in emotional endurance. However, variability among longer-tenured teachers reflects diverse experiences. Although Friedman (2000) found that more experience fosters resilience, Kelley (2004) argued it may lead to stagnation or burnout. All teacher groups displayed high resilience, with awards and academic progression, particularly doctoral units, serving as significant indicators. Recognising achievements and promoting lifelong learning are essential for enhancing educators' well-being and engagement.

A study revealed that teachers who received awards had higher resilience (M = 4.83, SD = 0.21) compared to those who did not (M = 4.60, SD = 0.28). This finding indicates that recognition enhances self-efficacy and motivation, vital elements of resilience, supporting Brunetti's view that professional recognition fosters intrinsic motivation. Hiver highlighted that appreciated teachers experience greater resilience and satisfaction, while Korthagen argued that intrinsic motivations can be more significant than external recognition. The study recommends enhancing recognition programs to improve teacher morale and resilience.

Teachers with (M = 4.54, SD = 0.40) and without (M = 4.61, SD = 0.28) community involvement both showed high resilience, though the former exhibited greater variability. This suggests that teachers maintain strong adaptability and well-being regardless of their level of community involvement. Howard and Johnson (2004) posited that community engagement can enhance teachers' sense of purpose, but it may also lead to role overload if not well managed. By contrast, Beausaert, Segers, and Gijselaers (2013) emphasised that strong social networks and engagement provide a sense of fulfilment, aiding coping with teaching challenges. The findings underscore the importance of institutional support, such as workload adjustments and time management training, to sustain high resilience.

6.2. Level of Teachers’ Innovativeness

Table 5
Levels of Teachers’ Innovativeness
	Category
	Mean
	Level
	SD

	A. Entire Group
	4.54
	Very High
	0.30

	B. Sex
	
	
	

		Male
	4.62
	Very High
	0.27

		Female
	4.53
	Very High
	0.31

	C. Academic Rank
	
	
	

		Teacher I, II, and III
	4.53
	Very High
	0.305

		Master Teacher I and II
	4.59
	Very High
	0.302

	D. Educational Attainment
	
	
	

		Bachelor’s Degree
	4.49
	Very High
	0.300

		With Units in Master’s Degree
	4.58
	Very High
	0.301

		With Units in Doctoral Degree
	4.69
	Very High
	0.25

		Doctoral Degree
	4.46
	Very High
	0.37

	E. Length of Teaching Experience
	
	
	

		 0 – 5 years
	4.53
	Very High
	0.35

		 6 – 10 years
	4.52
	Very High
	0.26

		11 – 15 years
	4.54
	Very High
	0.29

		16 – 20 years
	4.56
	Very High
	0.35

		21 and above
	4.52
	Very High
	0.38

	F. Trainings/Seminars Attended
	
	
	

		With Trainings/Seminars
	4.59
	Very High
	0.33

		No Trainings/Seminars
	4.53
	Very High
	0.30

	G. Awards Received
	
	
	

		With Award
	4.44
	Very High
	0.62

		No Award
	4.54
	Very High
	0.30

	H. Community Involvement
	
	
	

		With Involvement
	4.37
	Very High
	0.59

		Without Involvement
	4.54
	Very High
	0.30

	
	
	
	


Legend: 4.21 – 5.00 –Very High, 3.41 – 4.20 –High, 2.61 – 3.40 –Moderate, 1.81 – 2.60 Low, 1.00 – 1.80 – Very Low

Table 5 found that elementary teachers demonstrated high levels of innovation (M = 4.54, SD = 0.30), suggesting strong adaptability to new teaching methods. While Fullan (2016) emphasised the importance of digital competence for practical innovation, Ertmer and Ottenbreit-Leftwich (2010) noted that motivation and support are also essential. König et al. (2020) observed that successful digital tool integration benefits from prior technical experience and institutional support. Male (M = 4.62, SD = 0.27) and female (M = 4.53, SD = 0.31) teachers in Mandurriao showed high innovative skills, though male teachers exhibited less variability, suggesting greater homogeneity. This finding aligns with Cheryan et al. (2017) but contrasts with Mäntylä et al. (2017), who suggested that women may show more consistent innovation when collaboration is emphasised. Ingersoll et al. (2018) also examined gender differences in implementation styles linked to training and support.

Among public-school teachers, higher academic rank is associated with greater innovative skills, with master teachers scoring slightly higher (4.60) than lower-ranked teachers (4.53). This higher score may reflect greater experience and access to resources, as suggested by research (Darling-Hammond et al., 2017; Akour, 2017), though Harrison and Green (2021) argue that innovation is more closely linked to faculty roles and resource availability than to rank. Both trained (4.53) and untrained (4.49) elementary teachers exhibited high levels of innovation, with untrained teachers' scores indicating greater natural adaptability. The lower score for trained teachers may reflect an adjustment phase to new methods, consistent with findings by Gumus et al. (2022) on the impact of training. Additionally, Koster et al. (2005) emphasised individualised teaching styles among untrained teachers, whereas Snyder and Perkins (2021) highlighted that attendance at online seminars encourages innovative practices.

The study indicates that teachers' innovative skills are highest among those with doctoral qualifications (M = 4.69), suggesting that advanced education fosters creativity and problem-solving. While the literature supports this, some research highlights significant innovation among lower-attaining teachers during the pandemic (Darling-Hammond, 2000; Hargreaves et al., 2012; and Taylor et al., 2021). Teachers with 16–20 years of experience exhibited the highest level of innovation (M = 4.56). In contrast, those with over 21 years showed a slight decline (M = 4.52), suggesting that veteran educators may struggle to adapt to new trends. Overall, all groups demonstrated strong innovative skills, warranting targeted support to further enhance teaching innovation (Ottenbreit-Leftwich et al., 2010 and Ingersoll, 2001).

Both non-awardees (M = 4.54, SD = 0.30) and awardees (M = 4.44) exhibit high levels of innovation, indicating that awards do not solely determine innovative practices. Research highlights the importance of intrinsic motivation and colleague support in fostering sustained innovation, whereas awards may serve as external validation (Fullan, 2016; Singh & Khan, 2021; Harris & Jones, 2019). Additionally, teachers involved in communities (M = 4.37, SD = 0.59) and those not involved (M = 4.54, SD = 0.30) report similar levels of innovation, suggesting that such community engagement does not inherently enhance innovative teaching. Community involvement, however, is argued to support technology integration in education, emphasising the importance of networking and staying up to date with educational advancements (Ertmer & Ottenbreit-Leftwich, 2010; Puentedura, 2013; Davis, 2013).






6.3. Difference in the Levels of Teachers’ Resiliency
Table 6
Mann-Whitney U Test Results on the Levels of Teachers’ Resiliency 

	Category
	f
	Mean Rank
	Mann-Whitney U
	z
	2 – tailed Significance
(p-value)

	A. Sex
	
	
	
	
	

			Male
	21
	112.90
	
	
	

	
	
	
	1514.00
	-1.28
	0.20

			Female
	174
	96.20
	
	
	

	B. Academic Rank
	
	
	
	
	

			Teacher I, II, and III
	173
	99.20
	
	
	

	
	
	
	1695.00
	-0.84
	0.40

			Master Teacher II and III
	 22
	88.55
	
	
	

	C. Trainings/Seminars Attended
	
	
	
	
	

		With Trainings/Seminars
	20
	101.50
	
	
	

	
	
	
	2240.00
	-0.36
	0.72

		No Trainings/Seminars
	167
	97.41
	
	
	

	D. Awards Received
	
	
	
	
	

		With Award
	4
	144.75
	
	
	

	
	
	
	195.00
	-1.68
	0.09

		No Award
	191
	97.02
	
	
	

	E. Community Involvement
	
	
	
	
	

		With Involvement
	4
	87.38
	
	
	

	
	
	
	339.50
	-0.38
	0.70

		Without Involvement
	191
	98.22
	
	
	

	
	
	
	
	
	


 p-value <0.05, significant

Table 6 indicates no significant difference in teacher resilience levels by sex (U = 1,514.00, p = 0.20), suggesting comparable resilience among male and female teachers. This aligns with findings by Bobek (2002) and Gu & Day (2007) that resilience is influenced more by personal coping strategies and workplace support than by gender. Johnson et al. (2014) also noted similar mechanisms of resilience development, including professional relationships and intrinsic motivation, for both genders.

The study found no significant difference in teacher resilience by sex (U = 1,514.00, p = 0.20), suggesting that personal coping strategies and workplace support are more influential than gender (Bobek, 2002; Gu & Day, 2007; Johnson et al., 2014). Additionally, resilience levels did not significantly differ across academic ranks (U = 1,695.00, p = 0.40), challenging the notion that professional advancement leads to greater resilience. While some research indicates that senior teachers gain resilience from experience, it is argued that resilience is predominantly derived from experience rather than rank (Beltman et al., 2011; Mansfield et al., 2012).

The analysis found that participation in seminars and training does not significantly enhance teachers' resilience (U = 2,240.00, p = 0.72). Although those without training had a higher mean rank (101.50) than those with training (97.41), the difference was not statistically significant. This supports Day and Gu's (2010) assertion that actual teaching experiences are more impactful. While Carver (1998) and Luthar et al. (2000) suggest that professional development can boost skills and resilience through emotional support, Tschannen-Moran and Hoy (2007) emphasise its role in fostering trust and collaboration among teachers. 

Furthermore, teachers with awards had a higher mean rank (144.75) than those without (97.02), but the difference was not statistically significant (U = 195.00, p = 0.09), indicating that awards do not significantly influence resilience. Although awards may boost motivation and self-efficacy, coping strategies and support systems are considered more crucial for long-term resilience, as noted by Howard and Johnson (2004) and Ryan and Deci (2000). Bandura (1997) and Kaufman and Kaufman (2002) reinforce the idea that awards can enhance self-efficacy and motivation, thereby aiding resilience in challenging times.

No significant differences in emotional resilience were observed among teachers participating in community activities, suggesting that such participation may not enhance resilience. This aligns with Le Cornu's (2009) view that community engagement improves instructional strategies but not emotional resilience. Liu et al. (2016) suggest that less involved teachers may experience lower stress from technological change, which can support resilience, while Trust (2012) notes that those in tech communities report higher professional satisfaction and resilience due to peer support.

Table 7
Kruskal-Wallis’s Test Results on Levels of Teachers’ Resiliency
	Category
	f
	Mean Rank
	χ2
	df
	2 – tailed Significance
(p-value)

	A. Educational Attainment
	
	
	
	
	

		Bachelor’s Degree
	87
	99.99
	
	
	

		With Units in Master’s Degree
	97
	102.05
	2.41
	3
	0.30

		With Units in Doctoral Degree
	3
	-
	
	
	

		Doctoral Degree
	8
	78.19
	
	
	

	B. Length of Teaching Experience
	
	
	
	
	

		  0 – 5 years
	15
	108.5
	
	
	

		  6 – 10 years
	56
	97.46
	
	
	

		11 – 15 years
	70
	96.08
	1.24
	4
	0.87

		16 – 20 years
	33
	93.27
	
	
	

		21 years and above
	21
	105.71
	
	
	


 p-value <0.05, significant

The Kruskal-Wallis test found no significant differences in teacher resilience by educational attainment or teaching experience. Resilience was statistically similar across qualifications, with no significant differences observed (χ2(3) = 2.41, p = 0.30). Master's degree holders had the highest mean rank, followed by bachelor's degree holders, with doctoral degree holders the lowest, suggesting that experience and social-emotional skills matter more than academic qualifications. Moreover, years of teaching experience did not significantly affect resilience (χ2(4) = 1.24, p = 0.87), indicating that individual coping strategies and institutional support are more essential for resilience than teaching tenure (Gu & Li, 2013; Johnson, 2004).


6.4. Difference in the Levels of Innovativeness
Table 8
Mann-Whitney U Test Results on the Levels of Teachers’ Innovativeness
	Category
	f
	Mean Rank
	Mann-Whitney U
	z
	2 – tailed Significance
(p-value)

	A. Sex
	
	
	
	
	

			Male
	21
	110.98
	
	
	

	
	
	
	1554.50
	-1.12
	0.27

			Female
	174
	96.43
	
	
	

	B. Academic Rank
	
	
	
	
	

			Teacher I, II, and III
	173
	96.88
	
	
	

	
	
	
	1709.00
	-0.78
	0.44

			Master Teacher II and III
	 22
	106.82
	
	
	

	C. Trainings/Seminars Attended
	
	
	
	
	

		With Trainings/Seminars
	20
	109.21
	
	
	

	
	
	
	2024.00
	-1.14
	0.26

		No Trainings/Seminars
	167
	96.12
	
	
	

	D. Awards Received
	
	
	
	
	

		With Award
	4
	99.38
	
	
	

	
	
	
	376.50
	-0.05
	0.96

		No Award
	191
	97.97
	
	
	

	E. Community Involvement
	
	
	
	
	

		With Involvement
	4
	88.00
	
	
	

	
	
	
	342.00
	-0.34
	0.72

		Without Involvement
	191
	98.21
	
	
	

	
	
	
	
	
	


p-value <0.05, significant

[bookmark: _Hlk219161621]The study found no significant differences in innovative skills among teachers when analysed by demographic and professional characteristics, including gender. Although male teachers had a slightly higher mean rank than female teachers, both groups exhibited similar levels of innovation. Baer and Kaufman (2008) and Huang et al. (2022) support these findings, indicating that creativity is equal between genders in conducive environments. Ng and Chan (2020) observed that while female teachers are noted for promoting collaborative innovation, male teachers often adopt technologies individually, which may impede collective innovation efforts. Additionally, a higher rank does not significantly increase innovative capacity, as indicated by the statistical results. Studies by Eckhaus and Davidovitch (2020) and Abramo, D'Angelo, and Di Costa (2018) reinforce prior work emphasising that rank alone does not enhance innovation or research productivity.

Teachers who underwent training had a higher mean rank for innovative skills (109.21) than those who did not (96.12), but the difference was not statistically significant (U = 2,024.00, z = -1.14, p = 0.26). This aligns with Guskey (2002), who emphasised that motivation and adaptability are crucial for innovation, and with Kennedy (2016), who highlighted the importance of institutional support for professional development. There was also no significant difference in the awards received by teachers (mean ranks: 99.38 for recipients vs. 97.97 for non-recipients, U = 376.50, p = 0.96), consistent with Fullan (2013), who argued that external recognition does not directly correlate with innovative skills. Although Deci et al. (1991) indicated that external rewards can motivate innovation when aligned with intrinsic goals, Deci and Ryan (2000) argued that they may provide only short-term validation. Lastly, no significant difference was found between teachers involved in technology-related community activities (88.00) and those not involved (98.21, U = 342.00, p = 0.72). Mishra and Koehler (2006) argued that practical technological innovation relies on pedagogical knowledge rather than mere participation, while Tondeur et al. (2017) noted that community involvement is essential for meaningful technology integration and professional growth.

The study finds no significant differences in teachers' innovative skills across demographic or professional factors, such as sex, academic rank, or awards. This suggests that high levels of innovation stem from teaching experience rather than external factors. Fullan (2013) emphasises that innovation is nurtured by practical experience, while Guskey (2002) argues that intrinsic motivation is crucial for fostering innovation, more so than participation in professional development. Additionally, research shows that effective technology integration in education relies more on pedagogical knowledge than on community involvement, as Mishra and Koehler (2006) argue. Overall, teachers exhibit similar innovative competencies due to shared environments and ongoing learning commitments.

Table 9
Kruskal-Wallis’s Test Results on Levels of Teachers’ Innovative Skills
	Category
	f
	Mean Rank
	χ2
	df
	2 – tailed Significance
(p-value)

	A. Educational Attainment
	
	
	
	
	

		Bachelor’s Degree
	87
	89.21
	
	
	

		With Units in Master’s Degree
	97
	104.06
	3.69
	3
	0.16

		With Units in Doctoral Degree
	3
	-
	
	
	

		Doctoral Degree
	8
	84.19
	
	
	

	B. Length of Teaching Experience
	
	
	
	
	

		  0 – 5 years
	15
	97.67
	
	
	

		  6 – 10 years
	56
	91.91
	
	
	

		11 – 15 years
	70
	98.97
	1.33
	4
	0.86

		16 – 20 years
	33
	105.9
	
	
	

		21 years and above
	21
	98.81
	
	
	


p-value <0.05, significant

[bookmark: _Hlk219161720]Results in Table 9 show no significant difference in teachers’ innovative skills by educational attainment or teaching experience. Although teachers with master's degrees had a higher mean rank in innovative practices (104.06) than those with bachelor's (89.21) or doctoral degrees (84.19), these differences were not significant. The findings suggest that innovative teaching relies more on continuous learning and adaptability than on academic credentials, a notion supported by Vasileiou and Ioannou (2023) and echoed by UNESCO (2015), which emphasises the importance of adaptability in modern education.
	
Teachers with 16–20 years of experience ranked highest in innovative skills, yet these differences were not statistically significant, suggesting that mindset and adaptability may be key factors. While experienced teachers possess a solid pedagogical base, they often struggle with online methods. In contrast, novice teachers who are familiar with technology tend to embrace innovation more readily (Garcia & Nelson, 2020; Harris & Bloom, 2020). The study found no significant differences in innovative skills by educational attainment or teaching experience, suggesting similar innovative practices across diverse backgrounds.

Relationship between Resiliency and Innovativeness
Table 10
Relationship between Resiliency and Innovativeness
	Variable
	Innovativeness

	
	ρ
	p - value

	Resiliency
	0.23*
	0.001


p-value <0.05, significant

Table 10 shows a significant positive correlation (ρ = 0.23, p = 0.001) between resilience and innovative skills among public elementary school teachers. This suggests that higher resilience fosters greater innovation. Resilient educators navigate complexities, implement strategies, and sustain professional growth, thereby mitigating burnout and sustaining enthusiasm for teaching. Enhancing teachers’ resilience is essential to fostering innovation in education and supporting their emotional well-being amid contemporary demands.
	
7. SUMMARY OF FINDINGS
The study revealed that teachers in Mandurriao, Iloilo City, exhibited high resilience, with a mean score of 4.68 across categories such as gender, academic rank, and teaching experience. They also demonstrated innovative skills with minimal variability, showing consistent creativity and problem-solving abilities. Statistical analysis showed no significant differences in resilience or innovation across groups, as indicated by p-values>0.05. An important relationship between resilience and innovative skills was noted, with an alpha value of 0.001, establishing a strong link between these attributes among teachers.

8. CONCLUSION
From the findings, it is evident that teachers exhibit high degrees of resilience and innovation regardless of their personal characteristics, socioeconomic factors, and professional variations. While the issue of resilience is mostly unaffected by factors such as gender, rank, formal training, rewards, level of education, and teaching experience, it can be assumed that it is based on deeply ingrained personality traits. In the same vein, teachers are also highly innovative regardless of their socioeconomic and professional backgrounds. This validates the point that such characteristics don’t impede the ability of teachers to be innovative. Thirdly, it is apparent from this study that the level of resilience is not affected by the number of professional development seminars undertaken. Teachers with different qualifications in their field and different teaching experience are also equally innovative. This finding highlights the importance of experiential learning, teaching practices, and personality traits rather than formal teaching qualifications.
9. RECOMMENDATIONS
9.1. Strengthen Monitoring and Support for Teacher Resilience
Educational institutions should regularly monitor teachers' resilience to identify challenges and provide tailored support. Ongoing professional development can enhance coping skills, while interdisciplinary collaboration and the sharing of best practices can strengthen collective resilience within the educational community.
9.2. Promote a Culture of Innovation and Collaborative Learning
Institutions should encourage collaboration among teachers with innovative skills by facilitating the sharing of practices and experiences. Schools need to create opportunities for peer learning and professional dialogue to promote the exchange of ideas and resources. Additionally, supporting experimentation and providing necessary resources can enhance teachers' learning from both successful and challenging experiences.
9.3. Ensure Equity, Mentorship, and Individualised Support
Continued promotion of gender equity initiatives is essential to ensure all teachers have equal access to resources and professional development. Establishing mentorship programmes and peer support networks can improve resilience, while tailored support that addresses teachers' unique circumstances can effectively tackle their specific challenges.
9.4.  Enhance Innovative Capacity through Diverse Learning Opportunities
Schools should implement professional development programmes that nurture creativity and critical thinking among teachers. Non-traditional learning opportunities, including self-directed and experiential learning, are vital for skill enhancement. Reflective practices are encouraged to support ongoing assessment and improvement of teaching methods, along with structured sharing of insights to support professional development.
9.5.  Develop Integrated Resilience and Innovation Programs
Institutions should develop integrated training programmes to enhance resilience and innovation through a diverse range of educational methods. A supportive work environment with clear policies and incentives, along with resources that motivate teachers, is essential. Additionally, peer collaboration is vital for fostering continuous improvement and adaptability, especially during crises.
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