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Abstract
In the context of the ongoing Russian war of aggression in Ukraine, resilience has 
become a crucial attribute for educators striving to maintain quality education under 
adverse conditions. This paper examines teacher- led Communities of Practice (CoPs) 
as a practical tool for sustaining resilience and boosting collaboration and professional 
development. The paper explores how CoPs are supporting teachers by creating 
environments where they can collaborate, share resources, and support each other 
professionally and emotionally. The study investigates the role of CoPs in building a vital 
sense of community, reducing isolation and offering a space for collaborative problem- 
solving and sharing of best practices. The study draws on a convergent mixed- methods 
survey of 264 secondary- school English teachers from all 24 regions of Ukraine. The 
findings suggest that participation in CoPs not only helps to deal with the complexities of 
remote and disrupted teaching but also strengthens the emotional resilience needed to 
face the trauma of war.
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Introduction
In times of global crises, particularly those exacerbated by conflict and instability, resilience becomes an 
essential trait for educators to sustain quality education (Ghamrawi 2022; Bornstein & Gil 2023). Teachers 
often face unprecedented challenges that threaten both professional capabilities and personal well-being, 
such as disruptions to educational infrastructure, displacement, and psychological stress (Moriarty 2020; 
UNESCO 2023). Ukraine, experiencing prolonged instability and armed conflict, exemplifies these 
challenges vividly, with educators frequently navigating between crisis management and their teaching 
responsibilities. Amid such adversity, fostering resilience becomes not just beneficial but essential for the 
continuity and quality of education.

In Ukraine, the educational sector has experienced extensive disruption due to the ongoing war, resulting 
in considerable strain on educators and educational institutions (The World Bank 2025). Teachers have 
had to conduct lessons from bomb shelters, teach without electricity, and manage classes under conditions 
of uncertainty. Many teachers have been internally displaced, relocating to safer areas while confronting 
significant personal and professional challenges. These circumstances intensify emotional stress and diminish 
teachers’ capacities to provide stable, quality education (Global Communities 2023).

Faced with these severe disruptions to their professional and personal lives, teachers require support 
systems that can help sustain their practice and foster resilience. Communities of Practice (CoPs) have 
emerged as powerful mechanisms to address such challenges by providing collaborative environments that 
support continuous professional development and emotional resilience (Wenger 1998, Wenger et al. 2002). 
These communities create structured yet flexible frameworks allowing educators to engage in meaningful 
dialogue, share resources, and collaboratively problem-solve, thereby mitigating feelings of isolation and 
stress commonly associated with crisis scenarios (van den Boom-Muilenburg et al. 2024, Ciampa & Wolfe 
2020).

In the Ukrainian context specifically, CoPs offer tailored support that addresses localized educational 
challenges and needs emerging from conflict-induced disruptions. They enable teachers from diverse 
regional, urban, rural, and war-affected settings to collaboratively navigate the complexities inherent in crisis 
situations, thus fostering systemic resilience within the education sector.

This paper explores the efficacy of Communities of Practice in strengthening teacher resilience. CoPs are 
teacher-led, practice-oriented groups formed around mutual professional interests and shared challenges 
(Mehdizadeh et al. 2024, Wenger-Trayner & Wenger-Trayner 2014). By investigating CoPs, this study 
aims to understand how collaborative professional learning communities contribute to resilience-building 
in contexts characterised by ongoing conflict and uncertainty. The exploration includes examining how 
these groups enable educators to cope with rapid transitions, including shifts to remote and hybrid teaching 
models, teaching under continued threat, teaching from shelters during air raids, displacement-induced 
stress, and broader systemic uncertainties. Insights from this research have potential to guide policy 
decisions and contribute to the development of sustainable resilience-building strategies for educators both 
within Ukraine and beyond. This study uses a convergent mixed-methods design, combining an online 
survey of 264 secondary-school English teachers (all 24 regions; June–September 2024) with thematic 
analysis of open-ended responses. The paper next reviews the literature and wartime context, details the 
instrument and procedures, presents quantitative and qualitative findings in tandem, and closes with 
implications, limitations, and future research.

Literature Review
Resilience in education often refers to educators’ abilities to effectively manage and adapt to challenges, 
maintaining both their well-being and instructional effectiveness in challenging circumstances. Our 
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understanding of resilience is inspired by Ungar, who defines it as a set of behaviours that reflect the 
interactions between individuals and their environments, in particular, the opportunities for personal growth 
that are available and accessible (2012, p. 14). He asserts that the meaningfulness of these opportunities and 
the quality of the resources largely affect the individual’s capacity to cope with challenges and adversities.

Teacher resilience is a topic that gained importance in the world of education as teachers are confronted 
with multiple obstacles and pressures on a daily basis (Brouskeli et al. 2018, Hascher et al. 2021, López-
Angulo et al. 2022). Recent global events, including the COVID-19 pandemic and numerous geopolitical 
conflicts, have significantly amplified the value of resilience in education, particularly in crisis-affected 
contexts (Dabrowski 2021, Sowton 2021, Bornstein & Gil 2023, Zhang & Luo 2023). Teachers in such 
scenarios face profound disruptions, including loss of educational infrastructure, forced displacement, 
heightened emotional stress, and the necessity to swiftly adapt to new pedagogical methods, such as remote 
or hybrid learning models.

In Ukraine, the educational landscape has been significantly disrupted by prolonged conflict, which 
has not only impacted educational infrastructures but also intensified psychological and emotional stress 
among teachers and learners (Raccanello et al. 2024, Lavrysh et al. 2025). Educators are frequently tasked 
with navigating new modes of teaching, such as online and hybrid education, amidst disruptions caused 
by displacement, infrastructural instability, and resource scarcity (The World Bank 2025). Such disruptions 
exacerbate educators’ stress and negatively affect their capacity to maintain high-quality instruction, calling 
for the introduction of effective support mechanisms.

As such support mechanism, Communities of Practice offer a robust response to these needs by 
emphasising collaborative learning and peer support (Wenger 1998, Wenger et al. 2002). In accordance with 
the broad definition suggested by Wenger and Wenger-Trayner (2014, p.1), CoPs ‘are groups of people who 
share a concern or a passion for something they do and learn how to do it better as they interact regularly’. 
In practice, CoPs can take different shapes and forms, they may be small and large, local and global, 
online and face-to-face (Wenger-Trayner & Wenger-Trayner 2014, p. 3). CoPs can be seen as an informal 
extension or an alternative to a professional learning community (PLC), which are also known to contribute 
to a fundamental shift in the habits of mind that teachers bring to their daily work in the classroom. (Vescio 
et al. 2008)

Communities of practice provide structured yet flexible platforms for teachers to collaborate, share 
experiences, and develop collective solutions to common challenges (Patton & Parker 2017, p. 358), 
and through egalitarian and collaborative approaches they help recognise the expertise and knowledge 
of practitioners on the front line (Boetto et al. 2022 p. 4831). These communities facilitate professional 
dialogue, peer mentorship, and resource-sharing, essential components for building resilience and coping 
effectively with crises (Wenger et al. 2002, Wenger-Trayner & Wenger-Trayner 2014). Most importantly, 
they enable educators to share best practices, collaboratively address pedagogical challenges, and support 
one another emotionally and professionally, significantly enhancing resilience (Mehdizadeh et al. 2024). 
According to Wenger-Trayner and Wenger-Trayner (2014), participation in CoPs helps educators construct 
shared identities, fostering a collective approach to overcoming obstacles inherent in crisis situations.

Research consistently indicates that CoPs effectively mitigate professional isolation, especially during 
crises when teachers may otherwise experience heightened vulnerability (van den Boom-Muilenburg 
et al. 2024; Ciampa & Wolfe 2020). CoPs create supportive spaces where teachers collaboratively engage 
in reflective practice, enabling them to navigate rapid educational transitions and respond to emerging 
pedagogical demands effectively. Studies suggest that these communities foster continuous learning, 
professional empowerment, and emotional support, essential for sustaining motivation and professional 
integrity in unstable environments (Kowalczuk-Walędziak & Underwood 2021, Bergmark 2023).
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Communities of Practice have started to emerge in Ukraine over the last decade following an increased 
popularity of this professional development setup worldwide. Even though there are mentions of multiples 
CoPs across different disciplines, little research is available on their role and impact. Few attempts to explore 
this topic shed light on how CoPs started in foreign language teaching (Pidzamecky 2017) and how they 
have been used in diplomatic circles and international relations (Hofius, 2022, p. 210). Recently, CoPs have 
been given a significant boost with international organisations like the British Council supporting a more 
systemic approach to create CoPs for schoolteachers in Ukraine. In this study, we analyse the impact of 
more than 200 CoPs of English language schoolteachers operating across all the Ukrainian regions.

In Ukraine specifically, CoPs have significant potential to support educators facing unique challenges 
stemming from conflict-related displacement and infrastructural disruptions. By facilitating dialogue and 
peer mentoring among educators from various regions, including rural, urban, and conflict-affected areas, 
CoPs offer tailored support that addresses localised educational challenges. Such collaboration strengthens 
teachers’ adaptive capacities, ultimately enhancing the resilience of the broader educational system during 
times of uncertainty.

Research Methodology

RESEARCH DESIGN

This study employed a convergent mixed-methods research design using quantitative and qualitative 
data obtained through an online survey to explore English language teachers’ perceptions of resilience-
building within CoPs. This design was chosen to enable systematic data collection from a geographically 
diverse population while allowing deeper analysis of teacher experiences through responses to open-ended 
questions. A mixed-methods approach was chosen as it is well-suited for educational research, where 
exploring complex and context-dependent issues benefits from the combination of statistical trends and 
personal narratives (Creswell & Plano Clark 2017, p. 39). Whereas interviews were not conducted for the 
purpose of this study, responses to open-ended questions in the survey contained valuable insights into 
personal experiences of respondents.

PARTICIPANTS AND DATA COLLECTION

A total of 264 English language secondary school teachers from all 24 regions of Ukraine participated in 
the study. The sample comprised 147 urban-based and 117 rural-based educators, with 45 identifying as 
internally displaced from conflict-affected regions such as Kherson, Zaporizhzhia, Donetsk, and Luhansk. 
Participants represented both major urban centres (Kyiv, Lviv, Kharkiv, Dnipro, Odesa) and smaller cities 
(Zhytomyr, Cherkasy, Ivano-Frankivsk, Poltava), alongside a wide range of rural communities.

Data were collected between June and September 2024 via an online survey platform, which remained 
open throughout this period and was completed voluntarily and anonymously. The survey was distributed 
through professional mailing lists linked to teacher development webinars and CoP social media channels, 
ensuring broad outreach across urban, rural, and displaced teacher populations. In the analysis, displacement 
was treated as an additional descriptor rather than a separate geographic group, reflecting the intersecting 
nature of participants’ contexts.

We deliberately focused on secondary-school English teachers. During 2022–2024, national and donor-
supported CoPs for English were the most widespread and structured across regions, providing a consistent 
setting for sampling and meaningful comparison. Focusing on one subject teachers reduced curricular 
and assessment heterogeneity (e.g., task types, resource norms, collaboration routines), improving internal 
validity for our mixed-methods integration. At the same time, we recognise that subject cultures differ; 
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therefore, the results should be interpreted as subject-specific, with future work needed to test transferability 
to other disciplines (e.g., STEAM, arts, primary).

The survey instrument consisted of 23 questions organised into six thematic sections: (1) demographic 
information; (2) participation in CoPs; (3) professional collaboration; (4) emotional support; (5) resilience-
building and (6) adaptability to disruptions, followed by two open-ended questions. Likert-scale items 
(ranging from “strongly disagree” to “strongly agree”) were used to measure teachers’ perceptions of CoP-
related support. Open-ended questions were included to elicit detailed personal reflections and illustrative 
examples that would complement the quantitative data.

SAMPLE OVERVIEW

The sample was predominantly female (82%, n = 217), with male participants comprising 18% (n = 47). 
The largest age cohorts were 31–40 (35%, n = 92) and 41–50 (31%, n = 82), followed by teachers aged 
20–30 (22%, n = 58) and those over 51 (12%, n = 32). In terms of professional experience, 35% (n = 93) 
of respondents reported 11–20 years in the profession, 29% (n = 76) had 6–10 years, 20% (n = 53) had 
0–5 years, and 16% (n = 42) had over 20 years.

Urban educators made up 56% (n = 147) of the sample, while rural-based teachers represented 44% (n = 
117). Internally displaced teachers, primarily from conflict-affected regions such as Kherson, Zaporizhzhia, 
Donetsk, and Luhansk, accounted for 17% (n = 45). CoP participation was also well-established: nearly half 
(49%, n = 129) had been engaged in CoPs for 1–3 years, with 21% (n = 55) participating for over three years, 
and the remainder (30%) joining more recently. Frequency of engagement varied: 43% participated weekly, 
38% monthly, 12% rarely, and 7% daily.

Data Analysis
Quantitative data were analysed using descriptive statistics, including mean scores to assess central tendency 
and standard deviations to assess variability in responses. These measures enabled interpretation of patterns 
related to collaboration, emotional support, resilience, and adaptability, and allowed for comparison across 
participant subgroups.

Qualitative data were analysed using thematic analysis, following an inductive coding approach. All 
open-ended responses were coded inductively in an open-source qualitative analysis tool Taguette, which 
allowed systematic tagging and identification of recurring ideas. The software highlighted frequently 
occurring themes across participants’ responses. These coded extracts were then exported to Excel, where a 
pivot table was used to group related codes, quantify theme frequency, and support the consolidation of final 
thematic categories.

Thematic analysis of the two open-ended questions led to ten main categories that show how teachers 
experienced CoPs. In the first question about support during times of crisis, four themes were identified: 
Peer Support and Connection, Adaptive Teaching Practices, Professional Confidence and Leadership, and 
Consistency and Professional Focus. These reflect how CoPs helped teachers feel supported, adapt their 
teaching, grow professionally, and stay focused. In the second question about meaningful experiences, six 
more themes appeared: Applied Pedagogical Exchange, Reflective Practice Development, Instructional 
Support in Crisis, Professional Growth and Leadership, Community and Peer Connection, and 
Collaborative Resource Creation. These show that CoPs helped teachers learn from each other, try new 
ideas, support one another emotionally, and work together on teaching materials. Together, the ten themes 
highlight how CoPs supported both the professional and emotional needs of teachers.
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Findings
This section presents the main findings from the survey exploring how participation in CoPs contributes 
to resilience among English language secondary school teachers in Ukraine. Responses were analysed 
across thematic sections: professional collaboration, emotional support, resilience-building, and adaptability, 
revealing how teachers’ experiences vary across urban, rural, and conflict-affected contexts.

GEOGRAPHIC AND DEMOGRAPHIC PATTERNS

Patterns of CoP engagement and perceived impact varied across geographic and demographic groups. 
Urban-based teachers, who made up over a half of the sample, reported higher consistency in areas such 
as professional collaboration and adaptability to remote or hybrid teaching formats. This may reflect the 
stronger institutional support structures and more stable digital infrastructure in urban schools. Rural 
teachers, while showing more variability in their responses, often emphasised the value of CoPs as vital 
professional communities in contexts where isolation, limited training access, and infrastructural barriers 
were common.

Teachers who identified as internally displaced reported the highest levels of emotional support 
and perceived resilience. Many shared that CoPs were not only spaces for professional growth but also 
mechanisms for regaining a sense of continuity and identity in the wake of disruption. The quantitative 
data aligned closely with the qualitative themes, reinforcing patterns of adaptation, survival, and solidarity 
observed across responses. Higher mean scores in the areas of professional collaboration, emotional support, 
resilience-building, and adaptability corresponded with the ten thematic categories identified through 
qualitative analysis. For instance, items measuring collaboration and support reflected themes such as 
Peer Support and Connection, Community and Peer Connection, and Collaborative Resource Creation. 
Similarly, higher ratings on resilience and adaptability mirrored themes of Adaptive Teaching Practices, 
Instructional Support in Crisis, and Professional Confidence and Leadership.

GENDER AND FUNCTIONAL ENGAGEMENT

Women comprised the vast majority (82%) of the teaching workforce in this study and appeared especially 
active in fostering emotional and collaborative dynamics within their CoPs. Female respondents consistently 
rated emotional support and resource-sharing highly, suggesting that they may play a central role in 
nurturing the interpersonal and reflective aspects of CoP participation. Male respondents, while fewer 
in number (18%), reported strong engagement with task-focused elements of CoPs, particularly around 
adaptability and content collaboration. This differentiation may reflect broader patterns in role perception or 
self-positioning within professional communities.

AGE, EXPERIENCE, AND COP PARTICIPATION TRENDS

Age and professional experience were found to influence both the nature and perceived outcomes of 
CoP engagement. Teachers in the 31–50 age bracket, who also accounted for the majority of mid-career 
professionals, reported the highest levels of perceived benefit. Their longer-term institutional engagement 
and pedagogical confidence may have enabled them to more fully leverage CoPs for leadership, innovation, 
and sustained development.

Conversely, early-career teachers (aged 20–30, or with 0–5 years of experience) were more likely to frame 
CoPs as spaces for mentorship, practical modelling, and emotional reassurance. This group appeared to 
rely on peer communities as an informal extension of teacher training, especially critical given the unstable 
conditions in which many of them entered the profession.
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DURATION AND FREQUENCY OF COP ENGAGEMENT

Findings also suggest that the longevity and regularity of CoP participation directly correlate with its 
perceived impact. The majority of respondents had been active in CoPs for at least six months, with nearly 
half involved for 1–3 years. Participants with over three years of involvement, around 21% of the sample, 
were more likely to report having taken on facilitative or leadership roles.

Frequency of participation was also a strong predictor of benefit. Those who engaged on a weekly or 
monthly basis reported significantly higher levels of emotional support, adaptability, and collaboration 
compared to those who participated rarely. Daily participants, though a small subset, appeared to be core 
members or organisers. Teachers who reported infrequent engagement tended to perceive less impact 
overall, suggesting that consistent interaction is essential to unlocking the resilience-building potential of 
CoPs.

PERCEIVED IMPACT OF CoPs

Respondents’ experiences of CoPs, shaped by geography, gender, age, professional experience, and patterns of 
engagement, reflect a complex but coherent picture of how these communities supported teacher resilience 
during a time of national crisis. While variations exist across subgroups, the overall trend suggests that 
sustained, meaningful participation in CoPs is closely associated with both professional continuity and 
emotional well-being.

To further illustrate these patterns, Figure 1 presents the mean Likert-scale responses and associated 
standard deviations across twelve items grouped into four categories: professional collaboration, emotional 
support, resilience-building, and adaptability to disruptions. Respondents rated each item on a 5-point scale 
(1 = strongly disagree to 5 = strongly agree), reflecting their perceptions of the support provided by CoPs in 
relation to key dimensions of resilience.

Figure 1.	 Summary of participant survey responses across four key dimensions of CoPs
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Across all categories, participants reported high mean scores, ranging from 4.09 to 4.36, indicating a 
strong overall perception of the benefits of CoP participation. The highest rated item was ‘Being part of 
a CoP has strengthened my motivation to continue teaching despite adversity’ (M = 4.36, SD = 0.72), 
underscoring the motivational impact of peer networks in sustaining teacher commitment during crisis 
conditions.

Items within the professional collaboration category also received consistently high ratings, with ‘I share 
resources regularly with colleagues in my CoP’ scoring M = 4.35, SD = 0.66, and ‘My CoP helps me 
solve professional challenges’ scoring M = 4.28, SD = 0.71. This suggests that, in the perception of survey 
participants, CoPs serve as valuable platforms for pedagogical exchange and collaborative problem-solving.

Respondents also affirmed the emotional value of CoPs, with items such as ‘My CoP provides 
emotional support during challenging times’ (M = 4.18, SD = 0.87) and ‘Helps me cope with stress related 
to instability and conflict’ (M = 4.12, SD = 0.85) indicating substantial psychosocial benefits. However, 
standard deviations for emotional support items were slightly higher, reflecting more varied experiences 
among teachers in this domain.

In terms of resilience-building, participants agreed that CoP participation increased their resilience (M = 
4.27, SD = 0.76) and optimism (M = 4.11, SD = 0.84), reinforcing the role of collective professional identity 
in managing adversity. Finally, the adaptability dimension was also strongly endorsed, with ‘Helps me adapt 
to remote/hybrid teaching’ receiving M = 4.31, SD = 0.74, and ‘Prepared to handle disruptions’ receiving 
M = 4.23, SD = 0.75.

Standard deviation values across items ranged from 0.66 to 0.89, suggesting moderate variability in 
experiences. Notably, higher variation was observed in items related to emotional and crisis-related support, 
possibly reflecting different institutional contexts, levels of access to CoPs, or differences between urban and 
rural teachers. These differences may reflect not only geographic location but also institutional resources, 
levels of collegial interaction, and access to professional networks.

Overall, the data illustrate that regular and sustained engagement in CoPs is positively associated with 
teachers’ sense of professional efficacy, emotional well-being, and adaptability, thereby supporting the 
hypothesis that CoPs contribute significantly to resilience-building among English teachers in Ukraine.

Experiences in CoPs: Teachers’ Voices
To complement the quantitative findings, two open-ended questions in the survey invited participants 
to reflect on how participation in a CoPs had supported their professional development during times of 
crisis. Responses were grouped into key thematic categories that reflect the lived experiences of teachers 
navigating disruption, uncertainty, and professional adaptation. Tables 2 and 3 present the themes that 
emerged in response to Questions 22 and 23, respectively, along with sample quotes that illustrate how 
CoPs supported teacher resilience, instructional practices, and peer collaboration during a period of national 
crisis.

Thematic analysis of responses to a first open-ended question, ‘Describe how participating in a CoP has 
specifically supported your professional development during times of crisis’ (Table 1) outlines four distinct 
yet interconnected themes that shed light on how CoPs supported teachers’ professional development 
during challenging time. These themes capture both the practical and emotional aspects of teacher resilience, 
providing a deeper insight into how CoP influence teachers beyond conventional training models.
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Table 1.	 Thematic categories emerging from participants’ responses to first open-ended question

Theme Description Example Quotes

Peer support 
and connection

Ongoing 
communication, 
shared experience, 
and mutual 
encouragement 
through CoPs 

Being part of the CoP reminded me I wasn’t 
facing the challenges alone, it gave me strength to 
continue. – Teacher 22, Sumy region

Sometimes just hearing others talk about similar 
problems made me feel less isolated.  
– Teacher 187, Kharkiv region

There were days I felt overwhelmed, but reading 
our chat or joining a meeting gave me emotional 
energy. – Teacher 59, Ternopil region 

Adaptive 
teaching 
practices

Development of 
flexible, learner-
sensitive, and trauma-
informed strategies

The CoP helped me rethink my lessons and 
adapt them for learners dealing with stress and 
instability. – Teacher 3, Zaporizhzhia region

After a session on teaching through trauma, 
I started using check-ins with my class, and it made 
a difference. – Teacher 106, Lviv region

I learned to adapt activities for pupils with limited 
internet, all thanks to shared ideas. – Teacher 221, 
Khmelnytskyi region

Professional 
confidence and 
leadership

Opportunities to 
contribute, lead, and 
reflect on professional 
identity

Facilitating a session showed me I had something 
valuable to share …it shifted how I saw myself as a 
teacher. – Teacher 66, Ivano-Frankivsk region

Being invited to co-lead was unexpected, it boosted 
my confidence and made me want to grow.  
– Teacher 43, Vinnytsia region

Before I rarely spoke up. Now I’ve led a workshop 
and feel part of the profession again. – Teacher 160, 
Odesa region

Consistency and 
professional 
focus

Regular support and 
sustained routines 
during disruption

Even when everything else was uncertain, our 
regular meetings gave structure and kept me 
professionally grounded. – Teacher 9, Chernihiv 
region

Our monthly meetings gave me a rhythm. I look 
forward to them and they remind me why I teach.  
– Teacher 205, Kirovohrad region

Preparing for CoP meetings gives me a reason to 
stay focused and reflect, even during the hardest 
months. – Teacher 117, Zakarpattia region
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The first theme, peer support and connection, highlights the centrality of emotional and collegial 
reassurance in times of disruption. Teachers repeatedly emphasised that CoPs mitigated feelings of 
professional isolation and provided a space where experiences could be shared openly and constructively. 
This finding aligns with prior research suggesting that community membership is a key driver of sustained 
engagement and emotional well-being among educators during crises (Vangrieken et al. 2015).

Secondly, adaptive teaching practices emerged as a critical outcome of CoP participation. Teachers 
described how regular exchanges with peers enabled them to trial and refine context-sensitive strategies, 
particularly those addressing the emotional and cognitive needs of learners affected by instability. Notably, 
this theme underscores the role of CoPs not only in knowledge dissemination but also in practical 
pedagogical innovation, reinforcing their value as a professional learning environment responsive to real-
time challenges.

The third theme, professional confidence and leadership, speaks to the empowering effect of active 
participation in CoPs. Several respondents noted how leading sessions or sharing practices shifted their self-
perception from passive recipients of support to capable contributors and facilitators. This transformation is 
particularly significant in conflict-affected contexts, where opportunities for formal advancement are often 
limited, and professional identity may be under strain.

Finally, the theme of consistency and professional focus was perceived by participants to reflect the 
stabilising function of CoPs. Amid widespread uncertainty and disruption, many respondents indicated that 
the routine of regular CoP meetings appeared to provide a sense of continuity and structure. In participants’ 
accounts, this aspect of CoPs often functioned as a motivational anchor and a planning scaffold, which 
may have helped educators maintain momentum in their professional growth despite shifting external 
conditions.

Taken together, these themes suggest that CoPs in Ukraine have functioned not merely as professional 
networks but as resilience systems – blending emotional support, collaborative problem-solving, and 
identity reinforcement. This multidimensional role positions CoPs as an essential feature of any long-term 
educational recovery and teacher development strategy in crisis-affected contexts.

Responses to a second open-ended question ‘Can you share an example of a particularly impactful 
experience you had within your CoP?’ (Table 2) represent experience-based insights into the practical and 
emotional aspects of teachers’ engagement in CoPs. The six themes highlight CoPs as active professional 
networks where knowledge-sharing, emotional support, and collaboration come together, especially in times 
of crisis.

The theme of applied pedagogical exchange reflects the immediate impact of peer-driven learning on 
classroom practice. Teachers described how concrete ideas shared within CoPs were trialled and adapted in 
real time, often with notable success. These accounts reveal that CoPs served as practical testing grounds, 
where strategies could be contextualised and swiftly integrated into practice, demonstrating the direct 
pedagogical value of community interaction.

Closely linked to this is reflective practice development, a theme highlighting deeper shifts in 
pedagogical awareness and mindset. Several participants noted how CoP discussions led to critical re-
evaluation of their approaches, especially in areas such as trauma-informed pedagogy or inclusive planning. 
This theme reinforces the role of CoPs not only in knowledge sharing but in fostering sustained, reflective 
professional growth.

Instructional support in crisis emerged as a vital category, particularly among teachers affected by 
displacement or infrastructure loss. CoPs were described as essential sources of technical guidance and moral 
encouragement during transitions to remote or hybrid teaching. These findings underscore the capacity of 
CoPs to act as stabilising agents, especially when formal institutional support is limited or disrupted.
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Table 2.	� Thematic categories, descriptions, and illustrative quotes from responses to second 
open-ended question

Theme Description Example Quotes

Applied 
pedagogical 
exchange

Implementation of 
teaching techniques 
and strategies shared 
within the CoP

I tried it the next day, and one of my learners later 
told me it was the first time he could put his feelings 
into words. – Teacher 88, Dnipro region

I used a colleague’s idea for adding short reflections 
at the end of my lessons, and my students became 
noticeably more engaged. – Teacher 158, Volyn 
region

After a CoP meeting on learner autonomy, I created 
a choice board and my students loved it. – Teacher 
203, Rivne region

Reflective 
practice 
development

Transformation of 
teaching practices 
through critical 
reflection and peer 
input

That session helped me change my classroom 
approach entirely. – Teacher 36, Mykolaiv region

Discussing assessment strategies made me rethink 
how I give feedback. Now I involve my students 
more. – Teacher 94, Ternopil region

I realised I had fallen into a routine. Talking with 
colleagues helped me refocus on what really 
matters. – Teacher 121, Kirovohrad region

Instructional 
support in crisis

Peer-guided 
adaptation to digital 
tools and new modes 
of delivery

My CoP helped me learn more about digital tools 
and supported me. It is helpful and step-by-step.  
– Teacher 17, Kherson region

When we went online suddenly, my CoP helped me 
set up Zoom and use breakout rooms. It saved my 
classes. – Teacher 47, Khmelnytskyi region

I had no idea how to record lessons until someone 
in the CoP shared a quick guide. – Teacher 222, 
Zhytomyr region

Professional 
growth and 
leadership

Enhanced confidence 
and recognition 
through active 
contribution to the CoP

The feedback from my colleagues was so positive 
that I realised I could contribute more than 
I thought. – Teacher 141, Poltava region

Leading a session made me nervous, but the 
encouragement made me realise I can help others 
too. – Teacher 61, Ivano-Frankivsk region

Co-developing a workshop gave me a sense of 
ownership and professional value. – Teacher 170, 
Kyiv region
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The fourth theme, professional growth and leadership, reflects a shift from participation to contribution. 
Several respondents shared how leading CoP sessions or receiving positive feedback reshaped their sense of 
professional value. This sense of empowerment, especially within a peer-led space, signals the importance of 
CoPs in cultivating distributed leadership and reinforcing teacher agency.

Community and peer connection represents the emotional core of CoP engagement. While not always 
planned, moments of informal exchange were often cited as the most meaningful, offering participants a 
rare space for vulnerability and mutual care. These relational dynamics enhanced the coherence of the group 
and provided a foundation for trust and openness in professional dialogue.

Finally, collaborative resource creation points to the tangible outputs of CoP activity. Teachers 
highlighted co-designed materials, shared lesson plans, and team-led projects that translated into improved 
classroom engagement. This theme speaks to the productive dimension of CoPs, where creativity is pooled, 
contextualised, and delivered with greater relevance and ownership.

One result that was not anticipated in the initial design of this study was the comparatively high levels 
of perceived benefit reported by early-career teachers (0–5 years of experience). While it was expected that 
this group would value practical guidance, the data revealed that their ratings for emotional support and 
adaptability were on par with, and in some cases higher than, those of mid-career colleagues. This trend was 
particularly pronounced among displaced novice teachers, many of whom joined the profession during or 
after the onset of war-related disruptions.

As researchers, this finding invites a consideration of how professional development shapes under crisis 
conditions. Rather than viewing novice teachers as solely dependent on more experienced colleagues, the 
data suggest that they are active agents in CoPs, both absorbing and contributing ideas. This may be because 

Theme Description Example Quotes

Community and 
peer connection

Strengthened 
professional 
relationships and 
space for open 
dialogue

It wasn’t on the agenda, but it became the most 
healing session of all. – Teacher 214, Cherkasy 
region

It felt like the only space where I could say how 
hard it was without being judged. – Teacher 37, 
Chernivtsi region

We laughed, cried, and shared ideas, it became 
more than a group. It became a family. – Teacher 
219, Luhansk region

Collaborative 
resource 
creation

Joint development of 
meaningful classroom 
materials through 
shared expertise

Sharing the final materials with my class and seeing 
their engagement gave me a deep sense of pride.  
– Teacher 198, Lviv region

Our group made a shared Padlet of adaptable lesson 
plans and I’m now always using it. – Teacher 86, 
Sumy region

We co-created a digital escape room for grammar, it 
was fun for us and for our students. – Teacher 145, 
Chernihiv region

Table 2.  continued
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the crisis context reduced traditional hierarchies, creating urgency and mutual support; with everyone facing 
new challenges, even novice teachers felt empowered to contribute their ideas and experiences. Many also 
brought recent training and strong digital fluency, making their insights immediately useful. Their fresh 
perspectives and urgency to adapt may actually accelerate their integration into professional communities in 
ways not typically observed under stable conditions. Moreover, it suggests that in crisis contexts, CoPs may 
function not only as support systems but also as accelerators of professional growth, particularly for those 
entering the field amid instability. It also raises further research questions about how early-career teachers 
perceive their roles within CoPs over time, and whether their high initial engagement sustains as they 
transition into more experienced positions.

Taken together, the quantitative and qualitative findings provide compelling evidence that CoPs serve as 
essential mechanisms for fostering teacher resilience, promoting collaboration and advancing professional 
development in the Ukrainian education context. Across all demographic and geographic subgroups, 
sustained and regular participation in CoPs is strongly associated with enhanced collaboration, emotional 
support, professional identity, and adaptability. Whether offering mentorship for early-career teachers, 
leadership opportunities for experienced educators, or psychosocial support for displaced professionals, 
CoPs emerge not only as professional learning environments but as dynamic systems of care, continuity, and 
collective strength in times of crisis.

Discussion and Conclusion
Building on survey and thematic results from 264 secondary-school English teachers across all 24 regions 
of Ukraine, the discussion interprets how CoPs function as resilience systems i.e. linking collaboration, 
emotional support, professional identity, and adaptability under war-time disruption. We examine subgroup 
patterns (urban-rural differences and displacement as an intersecting descriptor), the role of participation 
intensity (duration/frequency), and an interesting finding that novice teachers acted as contributors rather 
than passive recipients. We then situate these insights within CoP and resilience literature, consider 
contextual constraints, and outline implications for policy, professional development design, and future 
research.

The findings of this study align with Wenger et al. (2002) and Wenger-Trayner and Wenger-Trayner 
(2014), who argue that CoPs significantly contribute to participants’ professional identity, emotional 
resilience, and collaborative learning capabilities. Ukrainian teacher activity groups exemplify effective CoPs, 
transforming crises into opportunities for professional growth and resilience-building. The CoPs fostered by 
teacher associations and internationally-supported efforts (Education Cannot Wait 2025, British Council 
Ukraine 2026) are becoming vital structures supporting continuous learning, emotional resilience, and 
professional empowerment amidst instability.

The findings of this study reinforce existing literature on the value of CoPs as essential spaces for teacher 
support, especially in fragile and conflict-affected settings. Ukrainian teachers who participated in CoPs 
report significant gains across professional, emotional, and adaptive dimensions, highlighting the multiple 
functions these communities serve. These findings echo Wenger et al. (2002) and Wenger-Trayner and 
Wenger-Trayner (2014), who emphasise the importance of mutual engagement, shared repertoire, and 
joint enterprise in cultivating collaborative learning and sustained participation. They are also in line with 
Bergmark’s findings (2023, p. 221) which highlight the value of community and shared collaboration 
pertaining to CoPs, and supported by the findings of Patton and Parker (2017, p.354) who identified that 
in CoPs ‘close association with like-minded colleagues or at least colleagues of similar interests served to 
provide a sounding board, combatting isolation and spawning professional growth and development’.

The professional development gains evident from the survey responses suggest that CoPs offer a 
sustainable and context-sensitive alternative to traditional top-down professional development models. 
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Rather than being externally imposed, learning within CoPs is co-constructed and directly responsive to 
members’ immediate needs. This was particularly notable among displaced teachers from Kherson, Donetsk, 
and Zaporizhzhia, who found value in engaging with peers facing similar disruptions. Their feedback 
affirms research showing that peer-led learning communities can be especially empowering for educators 
working under stress (Bornstein and Gil 2023) and aligns with Zhang et al. (2024 p. 6) regarding the role of 
collaborative engagement in cultivating belonging and connectivity integral to resilience.

Emotional resilience also emerged as a central theme. Teachers frequently cited their CoP as a vital 
source of emotional support, often describing it as a ‘lifeline’ amidst chaos. These findings align with 
Mendenhall et al. (2024, p. 72), who found that teacher well-being and psychosocial safety are strongly 
influenced by access to peer support networks. This was also concluded by Sun et al (2025, p. 5), whose study 
suggests that peer support helps ‘enhance teachers’ own social and emotional competence’. In Ukraine, CoPs 
appear to reduce anxiety and foster a sense of solidarity and belonging, factors that are indispensable for 
emotional stability in challenging environments.

Moreover, the data illustrates the way CoPs enhance teachers’ agency. Educators in these communities 
feel that their voices matter and that their insights shape group decisions. This sense of ownership and co-
leadership contributes to greater motivation and commitment, consistent with findings by Mehdizadeh et al. 
(2024, p. 345), who observed similar identity development trajectories in longitudinal studies of teacher 
CoPs.

Finally, adaptability to change, a key component of resilience, is another factor that was mentioned in 
relation to participation in CoPs. Participants reported greater confidence in managing transitions to remote 
or hybrid teaching, using digital tools collaboratively, and developing new instructional strategies in response 
to learners’ changing needs. This supports van den Boom-Muilenburg et al. (2024), who stress the role of 
CoPs in promoting sustainable innovation and flexibility. It also echoes Ghamrawi (2022, p. 5910), who 
explores the positive role CoPs have in times of crises.

In sum, this study provides evidence that CoPs serve not only as professional learning networks but also 
as emotional anchors and engines of innovation for teachers operating in challenging circumstances. In the 
Ukrainian context, these communities have become indispensable mechanisms for sustaining the morale, 
professional growth, and adaptability of teachers. Quantitative and qualitative data collected for this study 
provides insights into how CoPs contribute to resilience, collaboration and professional development among 
English teachers in Ukraine.

A limitation to this study is that it is based on a sample of 264 secondary English language teachers, 
which represents a small fraction of Ukraine’s 380,877 secondary education teachers across all subjects 
(State Statistics Service 2024). As such, the findings are not generalisable to the wider teaching population. 
While the study includes internally displaced teachers, it does not account for externally displaced educators 
who have left the country, whose experiences may differ significantly. These limitations highlight the need 
for broader, more inclusive research to fully understand the resilience-building role of CoPs across diverse 
teaching contexts.

In conclusion, the study contributes to the theoretical framework of existing research on COPs and 
highlights the transformational role that teacher-led Communities of Practice (CoPs) play in supporting 
educators operating in conflict-affected areas. Through a combination of quantitative data and qualitative 
reflections, the research demonstrates that CoPs are a highly effective mechanism for fostering professional 
growth, emotional well-being, and adaptability during times of crisis. Findings suggest that teacher CoPs 
significantly enhance resilience by providing professional and emotional support, fostering collaborative 
learning, and empowering educators. These communities mitigate isolation, support emotional well-
being, and facilitate continuous professional development amidst crises. Policymakers’ active support and 
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investment in CoPs can transform educational disruptions into opportunities for systemic resilience and 
growth.

Experiences shared by study participants provide evidence that in Ukraine CoPs are becoming a platform 
for teachers to engage in collaborative professional dialogue, share pedagogical strategies, and offer one 
another emotional and moral support. These aspects are particularly crucial for internally displaced teachers 
and those working in rural or war-affected areas, who often face heightened professional and personal 
challenges. The data also reinforce that participation in CoPs enhances teachers’ confidence, sense of agency, 
and capacity to respond constructively to disruptions such as the transition to remote or hybrid teaching. 
In this way, CoPs do not merely support individual teachers; they contribute to the resilience of the broader 
educational system. Finally, it is of great importance to maintain and sustain such communities of practice, 
so that they would be able to provide an immediate and effective solution whenever a crisis hits.

RECOMMENDATIONS

Firstly, communities of practice should be seen as a powerful and strategic tool in teacher professional 
development. Governments and educational institutions should formally embed CoPs into teacher 
professional development framework to maximize their impact. Recognising CoPs as legitimate and 
valuable forms of teacher learning will help ensure they receive the structural and financial support necessary 
to thrive. This integration can promote sustained peer collaboration, professional development, and a culture 
of collective problem-solving in education systems. Additionally, to ensure the sustainability and quality 
of CoPs, it is essential to develop the leadership capacities of teacher-facilitators. Leadership training and 
recognition can empower local educators to guide CoPs with confidence, build trust among participants, 
and promote inclusive practices. Encouraging bottom-up leadership also supports the organic spread of 
CoPs and reinforces teacher agency and ownership.

Secondly, communities of practice have great potential of becoming platforms of support for at-risk 
educators. CoPs can provide a critical support system for internally displaced teachers and those working 
in conflict-affected or high-risk regions. Governments and international donors should direct funding 
and resources to these groups to ensure adaptability and sustained educational quality amidst disruptions. 
This approach would help recognise the unique challenges faced by these educators and leverage CoPs as 
safe, empowering spaces for recovery and resilience. Moreover, in settings with mobility restrictions, safety 
concerns, or damaged infrastructure, virtual and hybrid CoPs offer an alternative. Investment in user-
friendly digital platforms, internet access, and training in remote collaboration tools can ensure broad and 
sustained participation. Hybrid formats can also bridge the gap between teachers in urban centres and those 
in remote or underserved areas, contributing to greater equity in professional development.

Finally, encouraging partnerships between CoPs in diverse regions, including urban and rural, stable 
and crisis-affected areas, can create a more cohesive and innovative professional development network, and 
therefore contribute meaningfully to broader education reform. Cross-regional dialogue enhances empathy, 
stimulates new ideas, and builds solidarity among teachers facing different realities. Furthermore, continuous 
research is essential to understand and demonstrate the long-term impact of CoPs on teacher well-being, 
professional growth, and student learning. We also believe that the recommendations we drew from the 
study set a strong foundation for future research to examine the conditions that promote CoPs and further 
explore the efficacy of these communities in building teachers’ resilience in times of crisis.
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