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Abstract

The COVID-19 pandemic has shifted the contextual matters of education at all levels, for example, geographic
location, community engagement in education and socioeconomic factors, to mention some contextual matters.
Awareness of these matters stimulates critical reflections on the depth of preservice teachers’ pedagogical content
and pedagogical knowledge. This paper examines preservice teachers’ pedagogical mobility in periods that rely on
disruptive innovation. Preservice teachers’ placement settings changed rapidly because of COVID-19 regulations
which impacted face-to-face and online teaching and learning environments. This investigation focused on
professional learning under the ambit of teacher education, which up to now has been focused on face-to-face
teaching pedagogies. The rapidly changing context has made the classroom the pedagogical anchor of education
theory and practice. Using a reflective case study approach, we investigated (a) preservice teachers’ pedagogical
challenges, (b) the meaning of pedagogical flexibility and innovative pedagogical mobility, and (c) the application of
teacher performance and teaching standards in a teaching and learning environment affected by COVID-19. The
critical self-reflective narratives offer insight into lived experiences and multiple contextual challenges that raise
questions about well-prepared preservice teachers.

Keywords: preservice teachers’ preparedness, professional identity, face-to-face and online teaching, pedagogical
knowledge, COVID-19, professional placement, classroom readiness, pedagogical mobility

1. Introduction

The challenges created by the COVID-19 pandemic created limitations regarding initial teacher education (ITE) and
its preparation of preservice teachers for changing contexts, particularly in regard to their enacted “pedagogical
mobility.”

This paper focuses on specific events that occurred for one graduating preservice teacher and an ITE educator after
the sudden shifting education context caused by the COVID-19 pandemic and its lockdowns, which eliminated the
established plans for the teacher’s final practicum. The underlying question guiding this paper is: How do preservice
teachers and ITE teacher educators understand the pedagogical mobility of graduating preservice teachers and their
innovative pedagogical exploration against the background of teacher performance assessment expectations in the
COVID-19 era? The paper conceptualizes pedagogical mobility as a sound knowledge of pedagogical positions and
the capacity to adjust, adopt, and enact pedagogies with a context-consciousness (Du Plessis, 2020) to impact
students’ learning within specific contextual requirements, and this question was explored using case study data. We
investigated the way the rapidly changing context of the COVID-19 pandemic influenced (a) a preservice teacher’s
pedagogical reasoning during professional experience placement, (b) the validation of developing professional
identity, as per the action and intention of professional placement, and (c) the impact of the pandemic upon the levels
of professional confidence.

The case study is limited to a five-week period (October—November 2020), which was influenced by disruptive
COVID-19 contexts of a rapid transformation from face-to-face teaching to online teaching during placement. This
shift in pedagogical delivery impacted the preservice teacher’s altered practicum while being based off-shore in
Malaysia. The online teaching environment and online mentoring/supervising of the practicum created an
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environment in which disruptive innovation became part of the decision-making process. During this time, the
preservice teacher and the ITE educator in Australia kept reflective diaries about observations and experiences. A
reflective case study was deemed a suitable model for the study due to its ability to generate knowledge from
in-depth descriptions of a specific set of events. The case study comprises two critical self-reflective narratives
involving the issues of a contextually shifted practicum and the support needed. A critical self-reflective narrative
allows researchers to “reflect both ‘in’ and ‘on’ action” (Chambers et al., 2003, p. 406), thus creating more
opportunities for knowledge generation (Bashan & Holsblat, 2017; Pratt, 1992).

A context-conscious lens was vital to this investigation, for which the theoretical frame Context-Consciousness
Understanding Development was adopted, which enhances its exposition (C-CUD) (Du Plessis, 2020). “[O]ur
experiences are rooted in context,” as Merriam (1997, p. 31) observes, and case study knowledge “resonates”
because it is evocative and palpable. The clear boundaries offered by the C-CUD theory underpin the analysis by
situating data within these various concurrent contextual matters: (a) the rapidly changing education context of the
C19P; (b) issues of established ITE preparation and assessment, quality assurance, and professionalism; and (c) the
connection between pedagogy and practice and the development of teacher confidence and readiness.

1.1 The COVID-19 Intersection: Adaptation or Realization?

Ensuring that well-prepared graduate teachers enter the teaching workforce is the core aim of ITE providers;
however, the context of the COVID-19 pandemic brought a disruptive innovation, and it has redefined what is
known as teacher preparedness and the meaning of “safe” teaching and learning environments. Christensen and
Euchner (2011, p. 12) suggest that “...almost the only way to [find the disruptive opportunity] is to just watch how
the customers live their lives.” Rapidly changing teaching environments change teaching practices and pose
significant challenges for both preservice teachers and their educators’ pedagogical knowledge and mobility and give
new meaning to enacted teacher standards, performance assessments, valid student evidence, and teaching flexibility.
The creation of new emotionally and physically safe teaching and learning environments informed by pedagogical
reasoning become the focus within rapidly changing education environments. Christensen and Euchner (2011, p. 16)
emphasize the foundation of adaptation: “...when you see members standing in the way of what might seem to be an
obvious innovation, it’s not because they’re obstructionists, but because they don’t understand how to frame the
problem.”

The increasing shift towards online platforms for teaching and learning has pushed some higher education
institutions out of their comfort zone of delivering quality education. There are calls from various stakeholders for
novel ways to enable educators’ learning using interactive software (Basal & Eryilmaz, 2020) as part of their integral
preparation for pedagogical mobility. For the education sector, the-COVID-19 pandemic has created challenges for
preservice teachers and educators alike to adapt their strategies to ensure graduating teachers develop their
pedagogical knowledge, professional experience, confidence, and professional teaching identity as they are intrinsic
to their classroom readiness and preparedness for quality education. Kénig et al. (2020) claim that restricted learning
opportunities result in restricted skills development. Research by Grossman et al. (2009) and Cho and Clark-Gareca
(2020) advocates for specific skill development techniques for preservice teachers, such as making video recordings
of their micro-teaching, providing the opportunity for them to engage in a reflective and critical analysis of their
teaching performance. This strategy is supported by Cho and Clark-Gareca (2020) and Ruppert and Pisano (2020),
who claim that the value of such reflective strategies stimulates necessary professional learning opportunities. Moyo
(2020) asserts that preservice teachers cannot graduate without gaining practical experience in a classroom. In the
current times of disruption due to the COVID-19 pandemic, learning opportunities may be impacted when they
involve adjusting pedagogies to accommodate context and learning needs, requiring the concepts of quality teaching
to be deeply reflected upon regarding how they may manifest in both online spaces and traditional classrooms.

Ruppert and Pisano (2020) propose that engaging in ongoing critical reflection exemplifies the learning scope for
preservice teachers through observation, noting their considerable challenges—surrounding ongoing professional
learning. When students are only reachable in an online space, the viable accessibility of curricula as real-life,
socially-engaged learning needs to be reflected upon. Moyo (2020) emphasizes that “the emerging ‘new normal’
should not compromise the quality assurance mechanisms developed over time” (p. 536) and upholds the need to
avoid a precedent for a “paradigm shift in teacher education philosophy and practice” (p. 538). The notion of
teaching as a craft and practice that are refined while engaging with students through reflection on their teaching
processes underpins this philosophy. This philosophy entails not only viewing the process of ITE in regard to
performance results or marks but also as the structure by which preservice teachers can gain new knowledge,
teaching strategies, and professional development on a sustained and supervised platform (Ngara et al., 2013; Mann
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et al., 2021). Furlong et al. (2000, p. 13) state that “strong practical skills understood and justified through an
intellectually rigorous process” influence effective pedagogical reasoning.

This paper focuses on concerns regarding upholding and reflecting on the advent of the “new normal” on the levels
of professionalism and effective skill development. The paper explores the question of “What constitutes quality
teacher performance?” within these contexts. The Australian Professional Standards for Teachers (APST) at the
Graduate level (AITSL, 2015) set expectations for teacher performance, and these expectations are embedded in the
internalization, integration, and application of content knowledge, pedagogical content knowledge, and pedagogical
knowledge (Shulman, 1998). During professional experience placements, these pedagogies are supervised teaching
experiences integral to the quality of ITE programs.

1.2 What Constitutes Quality Teaching?
1.2.1 Standards and Assessment

In Australia, the Teacher Education Ministerial Advisory Group (TEMAG) (Craven et al., 2015) and the Australian
Institute for Teaching and School Leadership (AITSL, 2015, 2017) construct and uphold teacher performance
improvement strategies and performance assessment instruments as part of ITE and its improvement. The
accreditation of ITE programs in Australia (AITSL, 2019) and the implementation of the Australian Professional
Standards for Teachers (APST) at the graduate level (AITSL, 2015, 2017) direct these improvement strategies.
TEMAG’s (Craven et al., 2015) report emphasized classroom readiness, highlighting areas of potential teacher
education improvement. Their report highlights the need for key new directions in ITE to bridge the gap between
theory and practice. Craven et al. (2015) argue that there should be a stronger focus on preparing preservice teachers’
levels of pedagogical knowledge mobility to suit different contexts in both physical and virtual classrooms. The key
principles set in the Program Standards for Accreditation (AITSL, 2019) underpin this investigation on preservice
teachers’ pedagogical mobility during a period of disruptive innovation.

1.2.2 Development of Pedagogical Mobility as Disruptive Innovation

The concept of preservice teachers’ skill development of pedagogical mobility aligns with Schoenfeld (2014)
teachers’ active, in-the-moment teaching and engagement theory as a function of pedagogical mobility embedded in
observing and understanding students’ interests, needs, and abilities. Schéenfeld suggests that a focus on student
evidence drives the creation of impactful pedagogies and decision-making. Vygotsky’s (1978) sociocultural learning
theory further underpins the teachers’ role to carefully guide student learning. Pedagogically confident and
well-prepared teachers are more open to exploring new approaches and demonstrate flexibility to negotiate the
epistemological tensions that may occur related to their teaching requirements, such as content knowledge,
pedagogical decisions, and the integration of values and beliefs. The concept of pedagogical mobility is embedded in
Van Manen’s (2016, p. 49) crucial argument of developing “attentive attunement” for teachers to act with confidence
as the knowledgeable “other” in teaching and learning spaces. Sadler (1989) underlines that preservice teachers must
acquire “superior knowledge” of the content and “deep knowledge” of standards and assessment skills as resources
they can use to assess students” work (p. 60). Borg (2004) examined preservice teachers’ awareness of the limitations
of certain teaching models linked to contextual factors and found that preservice teachers often felt “powerless to
change because of a lack of alternatives” (p. 275). The expectation in the quality assurance—ITE partnership is that
professional placements offer preservice teachers the opportunity to enact theories, pedagogical methods, and
concepts while exploring and applying pedagogical knowledge in the classroom context (Farrell, 2001; Reese, 2012;
Touchon & Gwyn-Paquette, 2003). Preservice teachers’ professional experience supports the transformation of
internalized professional knowledge toward a structured knowledge base. Weak links between theory and practice,
which are often mentioned as a challenge (Hartsuyker, 2007; Turner, 2011), manifest as preservice teachers’ struggle
to control their performance confidence/anxiety in rapidly changing contexts (Feiman-Nemser, 2001; Korthagen &
Kessels, 1999; Spooner-Lane et al., 2009). This research design supports a reflection on lived experiences linked to
disruptive innovation caused by the COVID-19 pandemic context and the impact on (a) a preservice teacher’s
pedagogical reasoning and pedagogical mobility, (b) the validation of their developing professional identities linked
to effective action and intention, and (c) their levels of personal and professional confidence, self-esteem, and
satisfaction.

2. Research Design
2.1 Theoretical Frame

The theoretical framework for this critical self-reflective narrative case study is anchored in the C-CUD theory (Du
Plessis, 2019, 2020, 2021), which was specifically designed to allow for a deeper understanding of the various
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contexts, situations, lived experiences, and understanding that intertwine to form the teaching and learning
environment. In this study, the impact of the rapidly changing context of the COVID-19 pandemic is added. Central
to the C-CUD approach are the concepts of context-consciousness and awareness of specific situations, lived
experiences, and understanding (internationalization of knowledge), which influence the depth of teaching and
learning. It combines the philosophies of Van Manen (1990, 2016), Lave and Wenger (1991), Vygotsky (1978), and
Gadamer (1975, 1976) to form a strong theoretical position from which to investigate challenges in 21st century
teaching and learning contexts.

First, Van Manen’s (1977, 1990) appreciation of lived experiences provides a lens through which the influence of
preservice teachers’ professional placement on their pedagogical learning experiences can be analyzed. Van Manen
(2016, p. 65) asserts that “a good teacher does not just happen,” but rather “a good teacher embodies” both the
knowledge they teach and the specific context or climate in which they teach; each of these, and their strength in
“attentive attunement,” can profoundly influence their confidence in their pedagogical ability (p. 49). C-CUD theory
thus upholds that teachers’ work effectively embodies a context-consciousness understanding (Du Plessis, 2020).

Second, in alignment with an improved level of context-consciousness understanding, the C-CUD frame embraces
the social constructivist theory of Vygotsky (1978), which acknowledges the complex learning and teaching
environment while emphasizing the guiding role of teachers to carefully and sensitively center teaching decisions on
the needs of their students’ learning within a specific context. Observing that learning is a situated act (Lave &
Wenger, 1991) draws attention to the pedagogical knowledge, strategies, and reasoning teachers enact to ensure
students are full participants in the sociocultural practice of learning—even despite a change in context from
face-to-face to online learning.

Third, Gadamer’s (1975, 1976) hermeneutic philosophy provides a foundation for a deeper linguistic search for
understanding—in this case, through a preservice teacher’s reflections on their pedagogical mobility and those of
their ITE educator. As the literature has established, the pedagogical knowledge of preservice teachers is developed
through lived experiences of applying their professional knowledge (Botha & Reddy, 2011; Olson, 2010; Paulick, et
al. 2016) and recognizing that these lived experiences have value for the critical analysis of ITE programs. The
C-CUD theory in the context of this research offers a framework in which critical reflections are possible regarding
how pedagogical mobility influences the levels of preservice teachers’ professional learning experiences and better
prepares them as effective and confident graduate preservice teachers. The COVID-19 pandemic has exposed the
multilayered complexities of pedagogical reasoning, and the C-CUD theoretical framework underpins the
context-conscious lens that guides teachers’ focus towards the core issues in a rapidly changing professional
experience teaching and learning environment. Attention turns to teaching performance assessment expectations and
standards that were developed with face-to-face learning and teaching in mind, recognizing the additional cognitive
load and physical workload associated with rapid change. The C-CUD theory offers a robust structure for reflecting
on graduating teachers’ preparedness to apply “pedagogical thoughtfulness” (Van Manen, 1990 p. 43).

2.2 Methodology

Stenhouse (1978) argues that case studies are valuable for drawing out the deeper research understandings of
contemporary history. A case study’s value is to observe the complexity of an education context and the diversity of
its individual and organizational participants as a bounded unit (Hamilton & Corbett-Whittier, 2013). This study
embraces a descriptive case study design, offering in-depth descriptions embracing “the complete, literal description
of the entity being investigated” (Merriam,1997, pp. 29-30). The investigation employs a reflective case study
approach that presents rich descriptions while understanding and being aware of the participants’ critical,
self-reflective, narrative descriptions of their lived experiences (Hamilton & Corbett-Whittier, 2013; Stake, 1995).
The methodology presents a lens on the “vivid, concrete, and sensory” (Merriam, 1997, p. 31) aspects of intimate
thoughts and lived experiences of how and why a specific situation impacted the learning experience and life-worlds
(the context that influences lived experiences).

The investigation is guided by the research question, How do preservice teachers and ITE teacher educators
understand the pedagogical mobility of graduating preservice teachers and innovative pedagogical exploration
against the background of teacher performance assessment expectations in the COVID-19 era? The case study
methodology allows for an immersive, close inspection of the situation so that participants’ experiences may become
a tool for knowledge that potentially improves practice (Baron & McNeal, 2019).
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2.3 Study Context

The investigation period covered five weeks in October and November of 2020. One case study focuses on a
preservice teacher who was due to return to Australia from Malaysia to complete her final professional placement in
a Year 3 primary school setting when the COVID-19 pandemic negatively impacted international travel and caused
domestic lockdowns. To avoid having her practicum indefinitely delayed, the student was permitted to engage in a
face-to-face offshore placement, yet this arrangement rapidly shifted to one of online teaching due to the COVID-19
pandemic lockdown restrictions. The second case study involves the ITE educator ... more explanation needed here

The preservice teacher and the ITE educator participant agreed to develop critical narratives of their disruptive
innovation process and to share their journeys of learning and lived experiences through a context-conscious lens.
The preservice teacher participant considered teaching decisions and how it related to students’ learning experiences
(pedagogical reasoning). Participants reflected on the following questions: “How is classroom readiness perceived
against the background of online teaching spaces?”, “What does quality teaching look like?”, “What is effective
teaching?”, “How is evidence of competence applied through the AITSL standards?”, and “What does the
expectation of concrete APST mean for the constitution of evidence?”. The preservice participant composed their
narratives during and after their five-week placement, and the researchers coded their phrases, concepts, and key
words to finalize the thematic analysis.

2.4 Thematic Analysis

The data comprised two critical self-reflective narratives about their lived experiences during placement and the
preparation period for their placement that captures the enactment of internalized pedagogical knowledge. Hamilton
and Corbett-Whittier (2013) describe the construction and description of a reflective case study; rigor demands the
analysis include statements coded according to thematic analysis, as summarized through examples in Table 1. The
first phase of analysis involved color codes, while the second phase of analysis involved subthemes. The truths
shared through statements were coded with key codes and subcodes, such as PT_thl_subth3 (preservice teacher,
theme 1, subtheme 3) and HET _th4 _subth5 (Higher Education Teacher, theme 4, subtheme 5).

3. Results: Data and Data Collection

The narratives were revised for minor mechanics of grammar and typing, and any additional information necessary
to clarify the narrative was included in square brackets. Thematic analysis tags appear in superscript.

3.1 Reflection 1: The Graduating Preservice Teacher

The objective of assessing preservice teachers’ performance is to provide an opportunity for them to demonstrate
their ability to engage competently and effectively with teaching practice. A key component of teacher preparation is
professional experience during school placement. This means that performance assessments during professional
experience become influential in determining a preservice teachers’ readiness for the classroom. Comments from the
preservice teacher participant included:

I was prepared to engage with my supervising/mentor teacher to learn through modelling, observation, and
mentorshipTh3-subts,

In my view, these strategies served as an invaluable opportunity to engage with and show my understanding
of performance standards™2-s4th* (AITSL, 2015).

My preparation in planning for the full cycle of teaching during my final professional experience placement
turned my focus to the value of gathering and using my classroom students’ data and evidence to make
choices pertaining to the curriculum and pedagogical practice™-s6th2,

Amidst the outbreak of COVID-19 at the end of 2019, the world order was disrupted, including education
systems (Pokhrel & Chhetri, 2021). The preservice teacher participant shared several concerns, such as should I defer
my studies? Would my teacher preparation be positively received by future employers? As the participant was living
outside of Australia and was unable to return to Australia to complete the final practicum on time, they opted for the
distance education mode in their teaching course. After being granted permission from the regulatory body involved,
special arrangements were made with the local Australian international school in Malaysia for the professional
experience component to be conducted online. She reported:

Aside from preparing myself to teach professionally in an unfamiliar™6-subt enyvironment in the Asia Pacific
region under an international schooling system™3-swth4 | also had to account for the unpredictable
challenges and disturbance (I often reflect on this time as chaotic) that COVID-19 brought with it™3-subtht,
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One such major disruption the pandemic brought to the world was the sense of uncertainty ™-subt?,

Flexibility and agility became exponentially important for teachers who had to cope with continual and
spontaneous changes - subthl,

As her final classroom placement began, she was eager to apply what she had learned during her
preparation; however, as a result of the continuous challenges caused by the COVID-19 pandemic, she only
participated in one week of real classroom professional experience™-su0" to puild rapport and relationships with
students™ w3 hefore the [Malaysian] government declared an emergency and announced an indefinite
lockdown™3-subthl This announcement negatively impacted her initial planning, and online home learning had to be
planned™%-su0"2 and arranged immediately so that the parents and/or caregivers could continue their children’s
education from that very afternoon™-su0t2 - After a staff meeting, the teachers organized home learning packs and
activities for students™ -3 and then discussed how teachers would engage in online “job share distribution” within
their year level or stage™-s'™3 There was no time to attend to any of her preservice teacher questions and
uncertainties, and in any case, she felt out-of-place and was not confident enough to ask questions. Her supervising
teacher decided to break the mathematics groups into three different cohorts, and she was assigned to mathematics
with the standard and lower groups as an area of focus in this online teaching transition. She realized that a
challenging period lay ahead that would not only impact her wellbeing™®-su0™% put also the wellbeing of her
students™-t3 (Gore et al., 2020).

With the sudden change in the nature of the teaching environment, teachers needed to be adaptable and flexible.
However, teachers across global borders have reported exhaustion, stress™?-suvth2 yncertainty and confusion because
of restricted information and rapid transformation during the COVID-19 pandemic. The uncertainty, changes,
additional workload and stress significantly impacted emteachers and preservice teachers” wellbeing during this
period (Pokhrel & Chhetri, 2021). The preservice teacher participant witnessed that teachers needed to swiftly upskill
their online facilitation techniques to teach more efficiently and effectively via the online medium™5-swth?2  ag
highlighted by Cowden et al. (2020). She acknowledged and addressed the anxiety that accompanied this change to
the online medium, as most teaching programs predominantly focus on face-to-face pedagogies. When placed in an
online mode without the relevant online pedagogical and technical skills™-su0™% 4 preservice teachers’ repertoire of
teaching methods can become rather limited (Siwatu, 2011). To add to her existing anxiety regarding whether this
sudden change meant that her practicum would still be recognized, she was left to determine a means to conduct
online learning™6-subtl effectively without any prior training, experience, or face-to-face mentoring from her
supervising teacher™-suv2  She was further concerned about how to meet the stringent teacher performance
evaluation criteria™-4t3 ywhen everything she had learned to teach in a physical environment was to be readjusted
for an online environment™2sthl The stress and concern in addition to the many uncertainties negatively impacted
her self-efficacy, teaching confidence, and abilities™2-wt2  This manifested in her teaching preparation and
performance with concerns about disengaged students, invalid assessments and student evidence/data, and
uncertainty regarding high-impact teaching.

The preservice teacher participant was still fully aware that teachers were expected to be creative and to explore
approaches to help™6-st2 gvercome the limitations of virtual teaching™-su0™4 as Pokhrel and Chhetri (2021)
emphasize; however, concurrently exploring new approaches while one’s performance as a classroom ready teacher
is being assessed is a nerve-wracking experience. For mathematics, they were given 30 to 45 minutes to conduct
each session, despite both teacher and student feeling out-of-place and in need of more time to feel
comfortable™ -3 jn the new online classroom space™-sWt4 A typical lesson began with a warm-up game as a
means to engage the students in learning™>-swt3  followed by explicit teaching, using the gradual release of
responsibility strategy to ensure that the students acquired the skills™®-sub™3 they needed to progressively carry out
tasks independently ™45t 1t was challenging to finish the lesson within the limited time allotted. First, the quality
of online lessons relies greatly on the quality of the internet connection, as network glitches and delays experienced
affect the flow of lessons. Time was lost in the teacher repeating instructions and students’ repeated comments as
well as sudden internet disconnections among the students™>-s4t"3, There were often other interruptions in the form
of background noise from the students’ households™-s"*"% and some students consistently turned off their video
cameras™-"""3_The loss of visual contact between the teacher and student impacted the lesson through the effect it
had on confidence and the absence of or limited non-verbal communication cues.

There were limited available resources to create and nurture effective online working spaces™-su02  and
unfamiliarity in online teaching applications aggravated the teachers’ difficulty and frustration™-SU0 |t was
challenging to observe the students’ work and learning behavior during the online sessions™-“""3 while using
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instruments and strategies to try to keep students engaged™®-sub2 and teaching into a space over which one had
almost no control™>-suth3 or very little ownership™3-sutS, The preservice teacher participant noticed that students’
motivations to study online decreased due to a home with distractions™-su0"3  as suggested by Khan et al. (2021).
She had to engage in repeated reiterative teaching to ensure that the students understood the lessons taught. While
pre-recorded videos were included as part of an asynchronous approach, not all students watched these
videosTh3-subthd; ThS_subth3 - Her |imited technical capability left the preservice teacher feeling ill-equipped to produce
synergistic and motivating online lessons, synchronously and asynchronously. As much as she tried to create
interesting, pre-recorded videos and interactive warm-up games, the lessons may have still been monotonous and
disengaging for the students™ -3 \Vith added external pressure from an unpredictable environment™2-suth2 that
directly impacted teaching effectiveness™-s0h2 the |evel of self-efficacy was significantly affected (Barni et al.,
2019).

Although the preservice teacher participant had collected some student information and data in the first face-to-face
teaching week and had access to prior formal student data, the ongoing data gathering in the online setting to
demonstrate her capacity to plan her teaching cycle according to student data became a struggle for several reasons.
It was difficult to ascertain whether the students did their work on their own or had additional “outside” help™®-subt3,
This uncertainty caused confusion in the data gathered when a student could complete the tasks allocated
independently but could not understand the lessons in the online session. When formative assessments and timely
feedback™6-suthS were prioritized to obtain data for planning (Doucet et al., 2020), it became a challenge when the
authenticity of the work could not be validated™-s®"2  and as such, actual learning could not be verified™?6-subthl,
There were also complexities about the impact of feedback to students, such as when and with whom students
listened to the feedback given on their work™8-swth3 These situations made it difficult to sufficiently obtain evidence
and data as a true reflection of students’ learning progress'™-stbth? |t was important to determine how the teacher
impacted student learning progress as part of her teaching decisions for future adjustments of teaching
practices™-sut1 and engaging in student-centered planning decisions™-subt2,

There appeared to be a disconnect between the actual learning and the homework submitted, especially by one of the
students™-Pth3 \When the issue was identified and the student questioned, she admitted that she had received help
from a parent and siblings to complete her work; however, when she was asked to problem-solve a similar question
during class, she demonstrated a lack of understanding of the question and could not provide an answer. It was clear
that authentic learning had not taken place™-s""! and that genuine data could not be collected due to the unforeseen
disruption in the student’s learning process™™-“""3, The preservice teacher participant felt responsible for addressing
this concern but did not know how to carefully guide this process. Even if timely written and orally recorded
feedback were given to the students to ensure their understanding of a subject™8-su0t3 some students still found it
difficult to comprehend such feedback™8-s™3 in an online space™-s'™3 Thus, it was clear why they sought the
support of their family members to complete their tasks ™" Of greater concern was that these discrepancies were
not evident until the next lesson, where planning and teaching had already taken place based on the data collected
from the students’ homework ™2 This made it difficult to identify each student’s learning point in their zone of
proximal development™®-sut" tq prepare appropriately adjusted learning plans™-""1in advance and in accordance
with the teaching philosophy embedded in the socio-cultural learning and teaching theory (Vygotsky, 1978).

Adjusting the teaching process on an ongoing basis to meet the students’ differentiated needs was critical '-S0t tg

ensure that learning was scaffolded at their level (Tomlinson, 2014); however, the preservice teacher participant’s
uncertainty regarding online pedagogies increased her stress as a teacher on practicum™2-sWt2 gjven that she was
expected to produce an outcome that needed to comply with set criteria™?-su"th3, The participant reflected on how the
consistent adjustments and readjustments of her efforts™6-s10"2 t identify the students’ learning points™2-subth? gnd
the sudden change in pedagogical decisions significantly impacted her teaching confidence™3-swt¢ The participants’
further emulated Gore et al. ‘s (2020) focus on the significance to recognize and acknowledge the link between
students’ pace of learning and teachers’ self-efficacy.

Time constraints were also a critical concern in fulfilling the performance assessment requirements. With the abrupt
switch from a physical to an online teaching environment, the timetable was adjusted to suit the students’
needs™-suthl The |essons were cut short to prevent students from spending long hours onling™-wt3 and to allow
them to do more work independently. This resulted in a significant disadvantage for the preservice teacher
participant as she had to fulfill the assessment criteria within a limited time™2-*"3 To demonstrate her capacity to
identify students’ golden thread of learning and to close the gap™ - in their zone of proximal development
(Vygotsky 1978), time was essential. When time is cut short, teachers’ self-efficacy will undoubtedly be
affected™-sut2 and this will impact their teaching effectiveness and appraisal skills (Gore et al., 2020).
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The school used the essential post-assessment, which is a platform for a unique Australian curriculum used by two
Australian states, Victoria and New South Wales, involving whole school approaches; however, the truthfulness and
validity of student assessment™ -5t data remain questionable due to the possibility of parental intervention. Thus,
an informal summative assessment was allocated to the students to fulfill the formal teacher assessment requirement.
As classes were held online, these assessments were allocated to students as independent tasks to be completed at
home and submitted online. Thus, the authenticity of the assessment outcome was questioned, which left the
preservice teacher participant with questions regarding her role in planning appropriate assessment tasks to support
valid evidence™?-subth2,

The online mode for activities and assessments created another difficulty: most students did not hand in their work
on time or at all™-w"3 The lack of parental guidance and support to ensure that the students completed their
allocated tasks™-U*"" at home became a challenge in online learning (Pokhrel & Chhetri, 2021). The concerns about
valid data being collected while teaching online forced the preservice teacher participant to change her planning and
the extent to which she built her planning on the “online student evidence and data.” As providing high-quality
instruction is the teacher’s personal responsibility, she had to make these changes at the very last minute™-subth1&2
Some, not all, of her uncertainties could have been avoided if the preservice teacher programs and teacher
performance assessment protocols had embraced the vast differences that take place in an online teaching space in
comparison to face-to-face teaching and learning environmentsT™?2-subth4,

3.2 Reflection 2: The ITE Educator

With experience as a teacher for over two decades before the ITE educator moved into the field of teacher education,
the teacher educator reflected deeply on how to best prepare preservice teachers for their classrooms. As a
constructivist, the ITE educator’s teaching philosophy embraces a belief in the careful guidance of preservice
teachers to allow them to develop their unique professional identities as teachers™ -t \while preparing them for
their classrooms. The ITE educator’s teaching journey brought her to a point of critical reflection—a moment of
pause—when she realized that her engagement with her preservice teacher students needed to address limitations and
gaps and shift from [a] set understanding™-s®" of classroom pedagogies to a deeper understanding of
context-consciousness and pedagogical mobility™4-su0™!  Conversations revealed that the graduating preservice
teacher struggled to keep the students engaged in the online lessons™?3-subth3; ThS_subth3 angj tg engage with parents and
her supervising teacher regarding views and suggestions due to confusion regarding professional identity™3-subth? gng
decreasing confidence™3-swth?&6 a5 3 result of not being able to do her practicum in a face-to-face setting. The ITE
educator started to ask [herself] reflective questions regarding how a real classroom would be different™-subtht gnd
how different preparation would support™-swt confidence in an online setting™3-subth6,

The ITE educator argued that preparedness for classrooms should be built on a context-conscious, student-centered
pedagogical outlook™*-su™% and an appreciation for the value of a deep theoretical framing of teaching decisions and
practice™-su0"5 This encouraged her to engage in critical self-reflection as a teacher educator on how prepared her
preservice students are as teachers™ -3 when they experience a rapid change in circumstances™3-subthS,

The ITE educator’s professional identity and pedagogical reasoning as a tertiary teacher educator are deeply rooted
in her lived experiences as a teacher [who is] involved in various education systems™-su0"l She emphasized the
awareness of needs within specific contexts, the value of an intercultural background, diversity, and the
internationalization of curricula to make the most of the richness that they bring to the teaching and learning
environment™6-suthl- however, this did not prepare her for rapid changes in the teaching and learning environment
during the COVID-19 pandemic™-subt? Her critical self-reflection concerns a preservice teacher who was offshore
and had to apply for special permission to complete her professional experience in an international school. This also
involved a shift from teaching face-to-face to conducting classes online within the first week of placement.

As the graduating preservice teacher reached out for support™-swth* she began to question the conceptualization of
pedagogical mobility and content knowledge within the online teaching and learning space™ -l This raised
questions such as, “What do valid teacher performance assessment processes look like in an online teaching and
learning environment?” 65wl «What does engagement and differentiation look like in an online classroom?”, and
“Do we offer enough time during teacher education to discuss™-31""3the meaning of teacher standards™2-s4*t% and
enacted theories and pedagogies in ever-changing teaching environments?” It also became clear that the online space
poses challenges to the preservice teacher in areas such as:

. effective planning for online teaching and learning™?-swbth2
° engaging with and building relationships of trust with students and parentsT2-subth4; Th4_subth3

Published by Sciedu Press 110 ISSN 1927-6044 E-ISSN 1927-6052



http://ijhe.sciedupress.com International Journal of Higher Education \ol. 11, No. 4; 2022

° ensuring that assessments maintain integrity T3-suths,

o evaluating and giving feedback on student work samples™3-subthS: Thé_subth3,
° keeping students motivated and engaged™ -2 and

° building a culture of teamwork™?-subth4,

Carefully guiding the preservice teacher through the five-week professional experience placement (of which one
week involved face-to-face engagements, and the four other weeks took place online) drew her, as a constructivist,
into a self-reflective journey of conceptualizing context consciousness, student-centered planning™:- "2 gptaining
authentic and valid student data and evidence, setting expectations, and providing the duty of care for preservice
teachers” wellbeing during their professional experience placement"?-su0t2,

The ITE educator entered a time of careful and critical listening as she read and reflected on the teacher
standards™-"" and expectations that are captured within teacher performance assessments™-tS, Guiding
preservice teachers towards developing a sound theoretical foundation to link theory and practice can offer them a
pedagogical knowledge framework for their teaching decisions in various contexts™-su0"! |n agreement with Day
and Smethem (2010), the teacher educator cautioned against a tips-for-teachers model with restricted theoretical
framing in teacher education. Quick-fix teaching models can leave preservice teachers without the in-depth
pedagogical and professional knowledge™ "l they need to inform their teaching decisions in rapidly changing
teaching environments™.-st3 Sych knowledge also offers them a sound foundation™-"3 from which they can
explore their pedagogical mobility ™l flexibility, and adjustability™?-su0"%  Awareness of and critical reflection
on the transformation of teaching strategies ™54t to accommodate their students’ learning needs™-"""3 are deeply
embedded in pedagogical knowledge mobility™-swthl ‘which informs the justification of teaching decisions.

The ITE educator began to critically reflect on her understanding of preservice teachers’ preparedness for classrooms
while focusing on what preparedness is™-s1*"5 and how a “classroom” may look for preservice teachers in the future.
The teacher educator carefully reflected on her lived experiences and those of preservice teachers and reconsidered
the ways she guides them. This led her to a strong critical analysis of their personal context-conscious teaching
approach and an awareness of the validity of classroom students’ work and its authenticity and the validity of
preservice teachers’ feedback "3 ynderlining the CANNAS-leadership model and the impact of the C-CUD
theory to support and ensure a “classroom” T-sut% (face-to-face or online) presence (Du Plessis, 2017, 2018). This
model builds on a constructivist teaching philosophy to guide preservice teachers to develop and enact knowledge in
their individual teaching and learning contexts™-s®3 This involves an ongoing critical and personal awareness of
needs within the teaching and learning space™®-s!""! to enhance the understanding of what a “classroom” space
isTh2_subth4 Thjig reflection can enhance teachers’ awareness of the cognitive, emotional, cultural, physical, and ethical
needs within a teaching and learning space™2-sw™ which may look very different from what was originally
anticipated. Understanding what a flexible teacher may do in different contexts brought about a deep layer of
learning to teacher education™6-subthl,

3.3 Thematic Analysis of Results

The thematic analyses of these narratives were conducted by both authors in two phases. During the first phase, each
engaged in searching and color coding key concepts, phrases, and key words. In the second phase, the coded and
categorized key phrases and concepts were compiled into subthemes (see Table 1, Appendix A). The results
highlight the impact of pedagogical mobility on a graduating preservice teacher’s confidence and feelings of
preparedness, while it prompted the ITE educator to reflect on the course content and how it is taught in terms of
improving teaching flexibility and ongoing critical reflective practice as part of preservice teachers’ growth and
performance based on self-assessments in teacher preparation programs.

4. Analysis and Discussion

The stated research intention to critically reflect on the pedagogical mobility of graduating preservice teachers and
innovative pedagogical exploration stands against the background of teacher performance assessment expectations
grounded in face-to-face classroom experience. As such, the results of both case studies stimulate an awareness of
how the COVID-19 pandemic influences teaching and learning. As Merriam (1997) observes, “case study
knowledge resonates with our own experience because it is more vivid, concrete, and sensory than abstract. ...[O]ur
experiences are rooted in context [emphasis added] ...” (p. 31). Preservice teachers now need to engage in both
online and face-to-face professional experience placement opportunities during their teacher education preparation.
The participants also became aware that undertaking professional experience placements within the COVID-19
pandemic brought teacher educators and graduating teachers to a turning point, prompting a call for a critical
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reflection on what quality teacher preparation looks like in the current teaching landscape. As the data show, the
rapidly changing context of the practicum posed significant challenges for both preservice teachers and
supervising/mentor teachers.

Situating the case within the various concurrent contextual matters facilitates the establishment of its clear
boundaries: (a) the rapidly changing education context of the COVID-19 pandemic; (b) issues of established
graduating preservice teacher preparation and assessment, quality assurance, and professionalism (e.g., “the work
could not be validated”™-Th-subt2?). and (c) the connection between pedagogy and practice and the development of
teacher confidence and readiness (e.g., it was “difficult to identify each student’s learning point in their zone of
proximal development®T-Th6-swbthly “\within this framework, the paper reflects on the research question, How do
preservice teachers and ITE teacher educators understand the pedagogical mobility of graduating preservice
teachers and innovative pedagogical exploration against the background of teacher performance assessment
expectations in the COVID-19 era?

4.1 Rapidly Changing Classroom Contexts

The study results show that context plays a vital role in decisions for pedagogical mobility and teacher confidence, as
the preservice teacher’s remarks indicate: “I was left to determine a means to conduct online learning®T-T6_subthl
effectively without any prior training, experience, or face-to-face mentoring from my supervising teacher”PT-Th5_subth2,
As such, the preservice teacher participant displayed a clear understanding of the depth of the content focus needed
and the need for her pedagogical decisions (PT_Th3 subth6) to reflect that awareness; this required her to align
theory and practice, which became a particular concern in the rapidly changing teaching and learning space. As such,
the context revealed how preservice teachers’ embrace the influential role they have as knowledgeable others
(Vygotsky, 1978) who guide students’ cognitive development, which is through social participation (Rogoff, 1991),
to “to build a rapport and relationships with my students” PT-Th4swth3  Thjs process involves awareness of their
professional identities and the identities of their students as learners (Lave & Wenger, 1991). The results indicate that
the preservice teacher participant had limited time to build relationships with the students, either before or during the
practicum; this limited knowledge impacted her struggle to link pedagogical decisions, theory, and practice in the
online context. The ITE educator clearly identified gaps regarding the pedagogical mobility of the preservice teacher.

4.2 Organization and System Level Expectations

The inherent expectation that preservice teachers demonstrate an “at standard” capacity to teach while major changes
are taking place in their teaching contexts effectively emerged, albeit through the need for the preservice teacher
participant to complete her tertiary education in a timely manner; however, in tangent with these unaltered industry
expectations of preservice teachers’ preparedness, the ITE educator observed her “duty of care for preservice
teachers’ wellbeing during their professional experience placementHET-Th2_subth2,

The teacher performance assessment is deeply ingrained in the underlying conceptions of teaching; as such
“expectations that are captured within teacher performance assessments”HET-Th2_subth3 are hound to various contexts.
As a reasoning skill for graduating preservice teachers, the conceptualization of pedagogical mobility is grounded in
effective enactment of the existing planning, teaching, and assessing processes. As such, the results suggest that this
effective enactment requires the support of a preservice teaching program that fosters blended and online teaching
approaches, both to better prepare preservice teachers (Bonello et al., 2021) and to allow them to develop a stronger
sense of efficacy and to gain better context consciousness to adapt to changing teaching and learning environments in
the future. Their readiness and preparedness to undertake online placement is crucial to them being able to deliver
teaching effectiveness, and this rests with ITE.

The tertiary preparation and assessment for this final teaching placement involved pedagogies that were grounded in
face-to-face teaching. In addition, student-centered practices were upheld in ITE, and these are valued for developing
effective and quality teaching cycles; teachers are taught pedagogy that is embedded in face-to-face strategies. As
such, “placed in an online mode without the relevant online pedagogical and technical skillsPT-T"4-sut! - preservice
teachers’ repertoire of teaching methods became rather limited”. The results underline the entanglement between
teaching cycles, processes, and practices, and in practice, these are deeply embedded in teachers’ context
consciousness; however, preservice teachers’ knowledge of their students and the home/family context is closely
connected to skill development embedded in a context-consciousness. This skill development is often overlooked in
preservice teachers’ preparation. Issues of the preservice teacher’s confidence surfaced in her discussion of
relationships with parents. She stated that she did not feel confident enough to engage with parents who seemed
themselves critical of the school/teachers/her own work.
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The reflective narratives highlight that the COVID-19 pandemic prompts a critical rethinking of the alignment
between theory and practice and the integration of teacher preparation and performance evaluation processes as well
as how teaching standards can accommaodate the forced changes in teaching and learning spaces. It stimulates “...an
awareness of the validity of classroom students’ work and its authenticity and the validity of preservice teachers’
feedback”HET-The_subth - Considering the core body of knowledge and skill expected from preservice teachers, the
thematic analysis identifies the following dilemmas: (a) the quality of teaching being assessed by teacher
performance assessment processes that are developed to assess face-to-face teaching capacities when these are used,
even though the teaching and learning context has changed; (b) the absence of and requirement for a deeper
understanding of the APST standards and what they mean in different teaching and learning contexts; (c) the
pressing need to prepare graduating preservice teachers for contextual challenges; and (d) the absence of
much-needed interim support.

4.3 Challenges for Preservice Teachers

The results identify the various challenges the COVID-19 pandemic created for preservice teachers when
undertaking their practicum placements in schools. These include: their exclusion from classrooms and practicums;
the stress of coping with adaptation to an unfamiliar online context without pedagogical foundation (e.g., “for the
unpredictable challenges and disturbance [l often reflect on this time as chaotic] that COVID-19 brought with
i PT_ThSsubthy- the struggle to keep students engaged in the lessons; and the absence of available support. The
preservice teacher’s narrative indicates that the supervising/mentor teacher at the international school was herself
overwhelmed by the events of the lockdown and the demand on the education sector to adapt. The preservice
teacher’s uncertainty about her preparedness, undeveloped teaching confidence, and subsequent increased anxiety
are highlighted in remarks such as “[the] major disruption the pandemic brought to the world was the sense of
uncertainty”PT-Th3swthl The “classroom” of the practicum was clearly very different from what was covered during
ITE or teacher preparation, and the teacher expressed concern about whether her practicum and ITE would be valid
for employers or indeed in a face-to-face teaching context.

The results highlight gaps in the specific support that was provided during the teacher’s placement and offer new
insights regarding a model of placement support for improvement. Targeted support is embedded in ongoing critical
reflection on alternative online assessment approaches that will accommodate the challenges of the validity of
assessments during a period of rapid transition. Support informed by ongoing critical reflection on teaching and
learning outcomes, preservice teachers’ wellbeing and student uncertainty (Day & Gu, 2010) demonstrate awareness
of challenges through the preservice teacher’s response, “...a challenging period lay ahead that would not only
impact my wellbeing”™-Th5-swthl byt also the wellbeing of my students®PT-Th5_subth3

4.4 Understanding the Value and Purpose of Professional Placements

In 2014, TEMAG highlighted the importance of rigorous and well-structured professional experience placements in
addition to program accreditation. The expectation is that teacher education programs will impact and offer evidence
of classroom readiness, while integrated teacher education initiatives will be closely aligned to the teaching
workforce at various system levels (Craven et al. 2014). The value and purpose of a professional experience program
relates to the opportunities to confidently apply theoretical knowledge in practice. The focus then shifts to preservice
teachers’ pedagogical knowledge mobility when they find themselves in different contexts. Effective reflection
significantly influences their capacity to engage in proactive adjustments of their teaching decisions that
accommodate both change and students’ learning needs (Rushton et al., 2021). The value and purpose of professional
placements are vested in opportunities to critically reflect on strengths and limitations, and the skills they need in
becoming and being a teacher; however, significant challenges influence confidence and perceptions of self,
professional identity, and a sense of efficacy. The findings show that the abrupt changes in the professional
experience placement space created difficulties for the preservice teacher. A lack of sound pedagogy and
pedagogical content knowledge influenced her confidence to explore and experiment with various teaching
strategies. Ongoing critical reflection about experiences and what was learned from these experiences emphasized
limited knowledge, e.g., how to establish a rapport with students and parents in an online space and what it meant for
the preservice teachers’ level of self-efficacy. It is highlighted that ongoing critical reflection stimulates strong
teacher identity that can boost the sense of efficacy (Rushton et al., 2021). This is especially true in teaching literacy
and numeracy, where preservice teachers must feel competent to carry out instructional practices and demonstrate
teaching effectiveness that are reflected in students’ academic achievements (Grasby et al., 2020).

The flexibility of preservice teachers’ teaching decisions, strategies, and pedagogical practices reflects their
mindfulness of the learning needs of the entire class, its small groups, and individual students in a context of rapid
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change. As the results demonstrate, this involves rethinking how to accommodate student learning equality, equity,
and diversity in an online space through pedagogical reasoning and awareness. Pedagogical mobility demonstrates a
consideration and awareness of the challenges present in the changing teaching and learning space, both for the
teacher and for the students, e.g., internet interruptions and the un/availability of parental help. The teacher observed
the value of healthy professional relationships in such a time of rapid change but also highlighted challenges, such as
the difficulty of “engaging with and building relationships of trust with students and parents” HET_Th2 subth4;
HET_Th4_subth3 \within an online space. Strategies to adapt the purpose of the practicum to the COVID-19 conditions
meant reaching out to the ITE educator, who in turn observed her realization of the many contexts that bind
pedagogical knowledge to the traditional classroom—such as a quality teaching mandate and its associated
imperatives for teacher education. Existing assessment structures are scaffolded by the assumption of traditional
classrooms, and as Moyo (2020) upholds, preservice teachers’ professional learning requires a link between theory
and practice that happens in practicum.

4.5 Strategies to Adapt to the COVID-19 Conditions

An awareness of the mis/alignment between what was learned during preparation and what was needed in the actual
teaching and learning space was underlined by the preservice teacher, “[while using] instruments and strategies to
[try to] keep students engaged”™-T"6-subth? and teaching into a space over which you almost have no controlPT-Th5_subth3
or very little ownership”PT-Th3_subth3 \While it seems clear that preservice teachers now need to engage in online
teaching professional experience placement and face-to-face professional experience placements opportunities
during their teacher education preparation, the findings of this research show that in this sense, the pandemic has
highlighted a turning point for ITE. A thorough, critical reflection is needed regarding several weighty matters, such
as what quality teacher preparation looks like in the current teaching landscape. A careful examination is also
required of the link between teacher performance assessments and APST standards/expectations. In terms of
adapting to conditions, areas for attention include: (a) preservice teachers’ pedagogical reasoning, (b) the validation
of their developing professional identity, as per the action and intention of professional placement, and (c) the
development of their confidence. A sense of connectedness to the profession/school/classroom and their own
teaching philosophy drives teachers to assert their individuality in prescriptive tasks. When the school hosted its
regular staff meetings online and the teachers formed a group chat to discuss students’ matters, the preservice teacher
focused on prescriptive activities rather than asserting her professional needs/identity due to the obvious issue of
limited time and resources.

4.6 Reflection on the Link Between Context, Pedagogical Knowledge, and Pedagogical Mobility

This theme relates to issues regarding the preservice teacher’s awareness, understanding, recognition, and efforts to
become familiar with the context and demonstrate an understanding of students’ learning needs. The progressive
risk-taking/constructivist conceptualization of teaching, which involves sociocultural learning theories (Bredo, 1994;
Lave, 1988; Lave & Wenger, 1991; Rogoff, 1991; Vygotsky, 1978), recognizes the contextual and spatial
underpinnings of teaching and learning; however, the in-depth recognition of value and sound pedagogical
frameworks add to applied pedagogies are visible in circumstances where pedagogical mobility as an enacted skill is
required. The ITE educator’s narrative offered a critical reflection on the challenges that were shared during the
period of placement:

I struggled to keep the students engaged in the online lessonsHET-Th3_subth3; HETThS subth3 gnq to
engage with parents and my supervising teacher regarding views and suggestions because of
confusion regarding professional identity™ET-Th3_subthl and decreasing confidence™3-ubth?&6 g5 g
result of not being able to do my practicum in a face-to-face setting. | started to ask reflective
question about how a real classroom would be different™-s®""! and how different preparation
would support™-swth4 confidence in an online setting™3-subthé,

Pedagogical mobility is conceptualized in this paper as the confidence to enact and apply pedagogical knowledge
and content knowledge effectively in unfamiliar situations to accommodate learning needs in a specific context.
Conceptualizing pedagogical mobility turns focus to the conceptualization of teaching, teaching beliefs, and teaching
philosophies, as explained by Pratt (1992), regarding specific meanings that “mediate our response to situations” (p.
204). As such, addressing the gap between context, theory, and practice to improve the management of potential
incidents of rapid contextual change is a step towards developing an understanding of an alignment between enacted
theory and practice that enables the practicum to act as per its design, perhaps avoiding the situation in the case
study: “the sudden change in pedagogical decisions impacted my teaching confidence significantly>PT-Th3_subthé,
Pedagogical mobility embraces careful guidance of learning and teaching as an apprenticeship, which takes time to
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master and focuses on modelling ways of being while developmentally cultivating cognitive and pedagogical
reasoning, but “without the relevant online pedagogical and technical skills,”PT-Tsutl this is a challenge. The
results showed that the preservice teacher lacked confidence to engage in and to demonstrate careful guidance and
the nurturing process of scaffolded teaching that focuses on facilitating students’ personal agency. This occurred due
to the “shift from a set understanding™ET-Thlsuth4 of classroom pedagogies.” International reports (Caena, 2014;
Furlong 2015; Kane, 2005) have mapped concerns regarding the responsibility and success of ITE in preparing the
next generation of teachers. Australian reports (AITSL, 2015; Craven et al., 2014; Weldon, 2015) include
discussions on concerns related to the gap between theory and practice and the quality of teachers” impact on student
learning. It is noteworthy that the results showed that the preservice teacher became fixated on the teacher
performance expectations and how to address these expectations, while the actual strength of the graduating
preservice teacher was an awareness of teaching as a means of social reform, which is captured this comment:
«...awareness of and critical reflection on the transformation of teaching strategiesHE™-Th5swth* 15 gccommodate
their students’ learning needs”"ET-T>s03 are deeply embedded in pedagogical knowledge mobility, which informs
the justification of teaching decisions while focusing on the development of a better society.

5. Conclusion

Shulman (1998) defines the connections between theory and practice in terms of teachers’ service, understanding,
practice, judgement, participation in a professional community, and learning from experience. Teaching and
learning, as sociocultural processes (Vygotsky, 1978), are supported by a detailed understanding of the meaning of
being (Gadamer, 1975, 1976), which includes the lifeworld of beginner teachers and their truths within a specific
context. Pedagogical mobility and disruptive innovation need to be emphasized in teacher education. The art of
teaching is not how prepared graduating teachers are to follow “the recipe” but how well-prepared preservice
teachers are to be pedagogically mobile and innovative in periods of disruption. Preservice teachers are
well-prepared when they feel confident enough to teach a quality lesson in a well-equipped classroom in Australia or
under a mulberry tree in Africa.

References

Australian Institute for Teaching and School Leadership. (2015). Australian professional standards for teachers.
https://www.aitsl.edu.au/teach/standards

Australian Institute for Teaching and School Leadership. (2017). Fact sheet: Teaching performance

assessment—Program Standard 1.2.
https://www.aitsl.edu.au/tools-resources/resource/teaching-performance-assessment-(program-standard-1.2)-fac
t-sheet

Australian Institute for Teaching and School Leadership. (2019). Accreditation of initial teacher education
programmes in Australia: Standards and procedures.

https://www.aitsl.edu.au/docs/default-source/national-policy-framework/accreditation-of-initial-teacher-educati
on-programs-inaustralia.pdf?sfvrsn=e87cff3c_28

Barni, D., Danioni, F., & Benevene, P. (2019). Teachers’ self-efficacy: The role of personal values and motivations
for teaching. Frontiers in Psychology, 10, 1645. https://doi.org/10.3389/fpsyg.2019.01645

Baron, A.,, & McNeal, K. (2019). Case study methodology in higher education. IGI Global.
https://doi.org/10.4018/978-1-5225-9429-1

Basal, A., & Eryilmaz, A. (2020). Engagement and affection of pre-service teachers in online learning in the context
of COVID 19: Engagement-based instruction with Web 2.0 technologies vs direct transmission instruction.
Journal of Education for Teaching, 47(1), 131-133. https://doi.org/10.1080/02607476.2020.1841555

Bashan, B., & Holsblat, R. (2017). Reflective journals as a research tool: The case of student teachers’ development
of teamwork. Cogent Education, 4(1), article no. 1374234. https://doi.org/10.1080/2331186X.2017.1374234

Bonello, C., Farrugia, R., Deguara, J., & Gatt, S. (2021, June 22-23). Exploring the influence of COVID-19 on
initial teacher education in Malta: Student participation in higher education. 7th International Conference on
Higher  Education  Advances  (HEAd’21), University ~ Politecnica de  Valencia,  Spain.
https://doi.org/10.4995/HEAd21.2021.12794

Borg, M. (2004). Apprenticeship of observation. ELT Journal, 58(3), 274-276. https://doi.org/10.1093/elt/58.3.274

Bredo, E. (1994). Reconstructing Educational Psychology Situated Cognition and Deweyian Pragmatism.
Educational Psychologist, 29, 23-35. https://doi.org/10.1207/s15326985ep2901_3

Published by Sciedu Press 115 ISSN 1927-6044 E-ISSN 1927-6052


https://www.aitsl.edu.au/teach/standards
https://www.aitsl.edu.au/tools-resources/resource/teaching-performance-assessment-(program-standard-1.2)-fact-sheet
https://www.aitsl.edu.au/tools-resources/resource/teaching-performance-assessment-(program-standard-1.2)-fact-sheet
https://www.aitsl.edu.au/docs/default-source/national-policy-framework/accreditation-of-initial-teacher-education-programs-inaustralia.pdf?sfvrsn=e87cff3c_28
https://www.aitsl.edu.au/docs/default-source/national-policy-framework/accreditation-of-initial-teacher-education-programs-inaustralia.pdf?sfvrsn=e87cff3c_28
https://doi.org/10.1080/02607476.2020.1841555
https://doi.org/10.1080/2331186X.2017.1374234

http://ijhe.sciedupress.com International Journal of Higher Education \ol. 11, No. 4; 2022

Caena, F. (2014). Initial teacher education in Europe: An overview of policy issues. European Commission
Directorate-General for Education and Culture School policy/Erasmus+ and ET2020 working group on schools
policy.
https://ec.europa.eu/assets/eac/education/experts-groups/2014-2015/school/initial-teacher-education_en.pdf

Chambers, P., Colombo, M., Askland, L., & Clarke, B. (2003). Significant learning incidents and critical
conversations in an international context: promoting reflexivity with in-service students. Journal of In-Service
Education, 29(1), 101-122. https://doi.org/10.1080/13674580300200199

Cho, S., & Clark-Gareca, B. (2020). Approximating and innovating field experiences of TESOL preservice teachers:
The effects of COVID-19 and school closures. Current Issues in TESOL: TESOL and the COVID-19 pandemic,
11(3), art. 00548. https://doi.org/10.1002/tesj.548

Christensen, C., & Euchner, J. (2011). Managing Disruption: An Interview with Clayton Christensen.
Research-Technology Management, 54(1), 11-17. https://doi.org/10.1080/08956308.2011.11657668

Cowden, G., Mitchell, P., & Taylor-Guy, P. (2020). Remote learning: Rapid literature review. Association of
Independent Schools NSW and Australian Council for Educational Research.
https://doi.org/10.37517/978-1-74286-610-9

Craven, G., Beswick, K., Fleming, J., Fletcher, T., Green, M., Leinonen, E., & Rickards, F. (2014). Action now:
Classroom ready teachers. (A report produced by Teacher Education Ministerial Advisory Group, TEMAG).
Department of Education.
https://www.aitsl.edu.au/tools-resources/resource/action-now-classroom-ready-teachers

Day, C., & Gu, Q. (2010). The new lives of teachers. Routledge. https://doi.org/10.4324/9780203847909

Day, C., & Smethem, L. (2010). Partnerships between schools and higher education. In P. Peterson, E. Baker, & B.
McGaw (Eds.), International encyclopedia of education (3rd ed., pp. 681-688). McGraw Group.
https://doi.org/10.1016/B978-0-08-044894-7.00688-6

Doucet, A., Netolicky, D., Timmers, K., & Tuscano, F. J. (2020). Thinking about pedagogy in an unfolding
pandemic: An independent report on approaches to distance learning during COVID-19 school closure
(Independent report written to inform the work of Education International and Unesco).
https://issuu.com/educationinternational/docs/2020_research_covid-19_eng

Du Plessis, A. (2017). Out-of-field  teaching: What  leaders  should know. Sense.
https://doi.org/10.1007/978-94-6300-953-9

Du Plessis, A. (2018). The Lived Experience of Out-of-field STEM Teachers: A Quandary for Strategising Quality
Teaching in STEM? Research in Science Education. https://doi.org/10.1007/s11165-018-9740-9

Du Plessis, A. (2019). Professional support beyond initial teacher education: Pedagogical discernment and the
influence of out-of-field teaching practices. Springer. https://doi.org/10.1007/978-981-13-9722-6

Du Plessis, A. (2020). Out-of-Field teaching and education policy: Examining the practice-policy phenomenon.
Springer. https://doi.org/10.1007/978-981-15-1948-2

Farrell, L. (2001). Negotiating knowledge in the knowledge economy: Workplace educators and the politics of
codification. Studies in Continuing Education, 23(2), 201-214. https://doi.org/10.1080/01580370120101966

Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum to strengthen and sustain
teaching. https://doi.org/10.1111/0161-4681.00141

Furlong, J. (2015). Teaching tomorrow’s teachers: Options for the future of initial teacher education in Wales (A
report to Huw Lewis, AM, Minister for Education and Skills). University of Oxford.
https://media.bloomsbury.com/rep/files/teaching-tomorrows-teachers-final1.pdf

Furlong, J., Barton, L., Miles, S., Whiting, C., & Whitty, G. (2000). Teacher education in transition: Re-forming
professionalism? In H. Hagger & D. Mclintyre (Eds.), Learning about teaching from teachers. Open University
Press.

Gadamer, H. G. (1975). Truth and Method (2" ed.), J.C.B. Mohr, (Trans.). New York, NY: The Seabury Press.

Gadamer, H. G. (1976). Philosophical hermeneutics (D. Linge, Ed. & Trans.). Berkeley, CA: University of
California Press.

Published by Sciedu Press 116 ISSN 1927-6044 E-ISSN 1927-6052


https://ec.europa.eu/assets/eac/education/experts-groups/2014-2015/school/initial-teacher-education_en.pdf
https://doi.org/10.37517/978-1-74286-610-9
https://www.aitsl.edu.au/tools-resources/resource/action-now-classroom-ready-teachers
https://issuu.com/educationinternational/docs/2020_research_covid-19_eng
https://media.bloomsbury.com/rep/files/teaching-tomorrows-teachers-final1.pdf

http://ijhe.sciedupress.com International Journal of Higher Education \ol. 11, No. 4; 2022

Gore, J., Fray, L., Miller, M., Harris, J., & Taggart, W. (2020). Report to the NSW Department of
Education—Evaluating the impact of COVID-19 on NSW schools. Teachers and Teaching Research Centre.
https://www.newcastle.edu.au/__data/assets/pdf_file/0008/704924/Evaluating-the-impact-of-COVID-19-on-NS
W-schools.pdf

Grashy, K., Little, C., Byrne, B., Coventry, W., Olson, R., Larsen, S., & Samuelsson, S. (2020). Estimating
classroom-level influences on literacy and numeracy: A twin study. Journal of Educational Psychology, 112(6),
1154-1166. https://doi.org/10.1037/edu0000418

Grossman, P., Compton, C., Igra, D., Ronfeldt, M., Shahan, E., & Williamson, P. (2009). Teaching practice: A
cross-professional perspective. Teachers College record, 111, 2055-2100.
https://doi.org/10.1177/016146810911100905

Gwyn-Paquette, C., & Tochon, F. (2003). Preservice teachers reflections on risk-taking: The dynamics of practice
and experience while experimenting with innovation during student teaching. Alberta Journal of Educational
Research, 4(2), 1-33.

Hamilton, L., & Corbett-Whittier, C. (2013). Using case study in education research. SAGE.
https://doi.org/10.4135/9781473913851

Hartsuyker, L. (2007). Top of the Class: Inquiry into Teacher Education. Standing Committee on Education and
Vocational Training. Retrieved from: http://www.aph.gov.au/house/committee/evt/teachereduc/report.ntm

Kane, R. (2005). Initial teacher education: Policy and practice [Final report]. Ministry of Education. New Zealand
Teacher Council.

Khan, M. A., Kamal, T., Illiyan, A., & Asif, M. (2021). School students’ perception and challenges toward online

classes during COVID-19 pandemic in India: An econometric analysis. Sustainability, 13(9), 1-15.
https://doi.org/10.3390/su13094786

Kdnig, J., Jager-Biela, D., & Glutsch, N. (2020). Adapting to online teaching during COVID-19 school closure:
Teacher education and teacher competence effects among early career teachers in Germany. European Journal
of Teacher Education, 43(4), 608-622. https://doi.org/10.1080/02619768.2020.1809650

Korthagen, F., & Kessels, J. (1999). Linking theory and practice: Changing the pedagogy of teacher education.
Educational Researcher, 28(4), 4-17. https://doi.org/10.3102/0013189X028004004

Lave, J. (1988). Cognition in practice: Mind, mathematics and culture in everyday life. Cambridge University Press.
https://doi.org/10.1017/CB09780511609268

Lave, J.,, & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. University Press.
https://doi.org/10.1017/CB09780511815355

Mann, M. J., Smith, M. L., Kristjansson, A. L., Daily, S., McDowell, S., & Traywick, P. (2021). Our children are not
“behind” due to the COVID-19 pandemic, but our institutional response might be. Journal of School Health,
91(6), 447-450. https://doi.org/10.1111/josh.13016

Merriam, S. B. (1997). Qualitative research and case study applications in education (Rev. ed.). John Wiley & Sons.

Moyo, N. (2020). COVID-19 and the future of practicum in teacher education in Zimbabwe: Rethinking the “new
normal” in quality assurance for teacher certification. Journal of Education for Teaching, 46(4), 536-545.
https://doi.org/10.1080/02607476.2020.1802702

Ngara, C., & Porath, M. (2013). Intelligence and individual differences. In J Holliman, (Ed.), The Routledge
International Companion to Education Psychology. Routledge: London.

Pokhrel, S., & Chhetri, R. (2021). A literature review on the impact of COVID-19 pandemic on teaching and
learning. Higher Education for the Future, 8(1), 133-141. https://doi.org/10.1177/2347631120983481

Pratt, D. D. (1992). Conceptions of teaching. Adult Education Quarterly, 42(4), 203-220.
https://doi.org/10.1177/074171369204200401

Reese, M. (2012). Factors facilitating or constraining the fieldwork practicum experience for culturally and
linguistically diverse student teachers in Queensland schools. Professional Doctorate thesis, Queensland
University of Technology.

Rogoff, B. (1991). Apprenticeship in thinking: Cognitive development in social context. Oxford University Press.

Published by Sciedu Press 117 ISSN 1927-6044 E-ISSN 1927-6052


https://www.newcastle.edu.au/__data/assets/pdf_file/0008/704924/Evaluating-the-impact-of-COVID-19-on-NSW-schools.pdf
https://www.newcastle.edu.au/__data/assets/pdf_file/0008/704924/Evaluating-the-impact-of-COVID-19-on-NSW-schools.pdf
http://www.aph.gov.au/house/committee/evt/teachereduc/report.htm
https://doi.org/10.3390/su13094786

http://ijhe.sciedupress.com International Journal of Higher Education \ol. 11, No. 4; 2022

Ruppert, N. B., & Pisano, J. (2020). Teaching candidates to assess student learning: A COVID collaboration with
Arts and Sciences Faculty. Current Issues in Middle Level Education, 25(2), 34-42.
https://doi.org/10.20429/cimle.2021.250207

Rushton, E., Gibbons, S., & Hesketh, R. (2021). Understanding and mitigating the impact of COVID-19 disruption
on trainee and early career teachers in secondary schools: Recommendations to ensure teacher quality and
enable retention. Kings College.
https://kclpure.kcl.ac.uk/portal/en/publications/understanding-and-mitigating-the-impact-of-covid19-disruption-
on-trainee-and-early-career-teachers-in-secondaryschools(6¢-db0856-3bc9-4084-99ac-737fc9a57161).html

Sadler, D. R. (1989). Formative assessment and the design of instructional systems. Instructional Science, 18(2),
119-144. https://doi.org/10.1007/BF00117714

Sato, M. (2014). What is the underlying conception of teaching of the edTPA? Journal of Teacher Education, 1(14),
1-14. https://doi.org/10.1177/0022487114542518

Schéenfeld, A. H. (2014). What makes for powerful classrooms, and how can we support teachers in creating them?
A story of research and practice, productive intertwined. Educational Researcher, 43(8), 404-412.
https://doi.org/10.3102/0013189X14554450

Shulman, L. S. (1998). Theory, practice, and the education of professionals. Elementary School Journal, 98(5),
511-526. https://doi.org/10.1086/461912

Spooner-Lane, R., Tangen, D., & Campbell, M. (2009). The complexities of supporting Asian international
pre-service teachers as they undertake practicum. Asia-Pacific Journal of Teacher Education, 37(1), 79-94.
https://doi.org/10.1080/13598660802530776

Stake, R. E. (1995). The art of case study research. SAGE.

Stenhouse, L. (1978). Case study and case records: Towards a contemporary history of education. British
Educational Research Journal, 4(2), 21-39. https://doi.org/10.1080/0141192780040202

Tomlinson, C. (2014). The differentiated classroom: Responding to the needs of all learners (2nd ed.). Association
for Supervision & Curriculum Development.

Turner, F. J. (2011). Social Work Treatment: Interlocking Theoretical Approaches, 5th Edition. New York, NY:
Oxford University Press

Van Manen, M. (1977). Linking ways of knowing with ways of being practical. Curriculum Inquiry, 6(3), 205-228.
https://doi.org/10.1080/03626784.1977.11075533

Van Manen, M. (1990). Researching lived experience: Human science for an action sensitive pedagogy. The State
University of New York Press.

Van Manen, M. (2016). The tone of teaching: The language of pedagogy (2nd ed.). Routledge.
https://doi.org/10.4324/9781315416977

Vygotsky, L. (1978). Mind in society: The development of higher psychological processes. Harvard University Press.

Weldon, P. (2015). The teacher workforce in Australia: Supply, demand and data issues. Policy Insights. Australian
Council for Educational Research. https://research.acer.edu.au/policyinsights/2/

Published by Sciedu Press 118 ISSN 1927-6044 E-ISSN 1927-6052


https://kclpure.kcl.ac.uk/portal/en/publications/understanding-and-mitigating-the-impact-of-covid19-disruption-on-trainee-and-early-career-teachers-in-secondaryschools(6c-db0856-3bc9-4084-99ac-737fc9a57161).html
https://kclpure.kcl.ac.uk/portal/en/publications/understanding-and-mitigating-the-impact-of-covid19-disruption-on-trainee-and-early-career-teachers-in-secondaryschools(6c-db0856-3bc9-4084-99ac-737fc9a57161).html
https://doi.org/10.1177/0022487114542518
https://research.acer.edu.au/policyinsights/2/

http://ijhe.sciedupress.com

International Journal of Higher Education

\ol. 11, No. 4; 2022

Appendix A

Table 1. The analysis of the self-reflective narrative case study data reveals six key themes

Main Themes

Sub-theme and Sub-code

Code Th1: Rapidly changing

classroom contexts

Code Th2: Organisation and

System level Expectations

Code Th3: Challenges for

preservice

Code Th4: Understanding the
value and purpose of Professional

placement

Code Thb: Strategies to adapt to
the COVID-19 conditions

Code Thé: Reflection on the link
between context and pedagogical
knowledge and pedagogical

mobility

Implications of rapid contextual changes for pedagogical reasoning
Immediate changes to lesson plans for online classrooms
Rapid upskill of professional knowledge

Limitations/Gaps in pedagogical knowledge exposed through rapid changing context

Adaptation expectations
Pressure and stress related to expectations
Specific teacher performance assessment criteria

Expectations set in teacher standards and the reality of the online teaching space

Professional identity development linked to their context-conscious lived experiences
Confidence and anxiety as issues

Struggled to keep the students engaged in the lessons

Understanding and developing professionalism

Perceptions of preparedness

Confidence regarding acquired professional learning

Enacting and developing pedagogical skills and mobility
Developing professional skills
The value of collaboration and professional interrelationships

Support: supervising/mentor teachers, teacher educators, the school community

Mis/alignment between what was learned and reality
Strategies to maintain effective teaching
Instrument to keep students engaged

Validity of transformation of teaching strategies

Understanding learning needs
Noticing and efforts
Get familiar with the context

Validity of pedagogical feedback

(Code Thl_subthl)
(Code Thl_ subth2)
(Code Th1_ subth3)

(Code Thl_ subth4)

(Code Th2_subthl)
(Code Th2_subth2)
(Code Th2_subth3)

(Code Th2_subth4)

(Code Th3_subthl)
(Code Th3_subth2)
(Code Th3_subth3)
(Code Th3_subth4)
(Code Th3_subth5)

(Code Th3_subth6)

(Code Th4_subthl)
(Code Th4_subth2)
Code Th4_subth3)

(Code Th4_subth4)

(Code Th5_subth1)
(Code Th5_subth2)
(Code Th5_subth3)

(Code Th5_subth4)

(Code Th6_subthl)
(Code Th6_subth2)
(Code Th6_subth3)

(Code Th6_subth4)
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