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ABSTRACT
This study investigates the impact of COVID-19 on Initial Teacher Education (ITE) in
Wales by examining university teacher educators’ experiences during lockdown. The
pandemic significantly disrupted teacher-education partnerships, prompting rapid
adaptation and changing delivery modes. Data were collected from semi-structured
interviews with university teachers from eight HEIs offering teacher education in
Wales in early 2022 to understand these rapid pedagogical adjustments and the tran-
sition to online teaching. Thirteen educators with varying expertise in online learning
provided insights into institutional emergency pedagogy approaches. The transcribed
interviews underwent a hybrid thematic analysis, initially guided by the Community of
Inquiry framework and later using an open coding approach. Seven themes were
identified: digital equity, assurance of professional learning, online etiquette, online
teaching philosophy, design principles, meeting teaching standards, and belonging
and making online connections. While the shift to online learning was transformative
for Welsh academia, it highlighted a lack of digital preparedness. Cultural, linguistic
and geographical factors, usually associated with fostering belonging, became
obstacles during lockdown. The findings suggest that the Welsh ITE sector should
adopt an outward-looking approach, leveraging existing research and proven peda-
gogical models to enhance professional development for university teachers and reim-
agining digital pedagogies to prepare for classroom realities effectively.
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Introduction

In late March 2020, during the early stages of the COVID-19 pandemic, lockdown measures were initi-
ated in the UK, and the normal pattern of teacher education was uniquely disrupted as universities
across its four nations closed their doors. Unlike strictly campus-based degree courses, university-led
models of initial teacher education normally recruit schools to provide placements for students’ school
experience. Whilst many university-led initial teacher education programmes are promoted as a partner-
ship between ITE providers and schools, they retain elements of a training model that reinforces a
dichotomy of academic and professional placement learning. There has been widespread criticism of
such models (Carter, 2015; Furlong, 2015; Whitty, 2019) for creating a divide in ITE between theory and
research about teaching and the knowledge that develops from practice (Tillin, 2023). This has led to
reorientating some ITE programmes in England to school-led teacher training models (Hill, 2023). In
Wales, teacher education has adopted its model in response to the recommendations of Furlong (2015),
who emphasises the need to develop strong links between theory and practice in teacher education
programmes.

Since then, considerable ground has been gained in Welsh universities in designing teacher education
programmes to strengthen the connections between research, including theory and practice, through
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engaging students in systematic enquiry (Glover & Hutchinson, 2023; The Open University Partnership in
Wales, 2021). There has been a rethinking of pedagogy in the ITE-led partnership model. This model nor-
mally starts each term with a period of university residence and campus-based study followed by a
school-based professional learning placement experience. The design of the model aims to build stu-
dents’ knowledge and understanding of the theoretical aspects of teaching and learning, and policy and
regulatory requirements, followed by a practicum experience that enables them to apply and develop
their knowledge and understanding, and skills. New and augmented designs have focused on bridging
the practice theory divide by developing connected sequences of learning activities that foster students’
interests, which they formalise as research questions, leading to investigative lines of enquiry. With the
forced migration of university teaching to online platforms in Wales during COVID-19, this sequence was
disrupted most profoundly, firstly in terms of the learning model for teacher education and schooling,
which relies on teacher and student being present in the classroom as a primary way of building rela-
tionships (Barnes et al., 2021; Kim et al., 2023); and secondly, through creating a barrier to professional
enquiry and teacher collaboration.

Furthermore, university teacher educators faced significant challenges in ensuring the continuity of
student learning as the time required to design a new teacher education delivery model from scratch
was reduced. Equally, the challenge of adapting educational provision was intensified by the curtailment
of teaching practice (la Velle et al., 2020). The requirement for online teaching and virtual learning provi-
sion necessitated rapid adjustments in teacher educators’ understanding of teaching (Barnes et al., 2021;
Kidd & Murray, 2020), which were steered by leaders in teacher education who held responsibility for
making the correct operational decisions and lecturers who took responsibility for creating new learning
designs. This shift occurred alongside the onset of lockdown, altering the normal routines experienced
by both teacher and student. Indeed, the forced transition of teaching from the face-to-face delivery
mode to the online distance learning mode and digitally supported teaching and learning, and more lat-
terly, blended learning, was a watershed moment as teacher education in Wales had entered a new
phase. Initially, universities responded with versions of an emergency online pedagogy that would meet
the unique delivery of teacher education. It quickly became apparent that there was a need for a differ-
ent pedagogy in ITE (Barnes et al., 2021), one that was digitally enhanced.

The research sets out to capture the impact of the COVID-19 pandemic on the Initial Teacher
Education (ITE) sector in Wales through the experiences of university teacher educators during the first
and subsequent lockdowns. The core purpose was to understand how the March 2020 and subse-
quent COVID-19 imposed lockdowns had affected the pedagogy of ITE across Higher Education
Institutions (HEIs) in Wales. Further, there is a focus on the implications for the development of fit-for-
purpose online learning programmes and digital pedagogy in ITE as a way of preparing teachers for
the real-life experience of teaching in schools in Wales. Despite the wealth of literature describing
how teacher education in other countries migrated successfully to an online teaching format during
the COVID-19 pandemic (Darling-Hammond & Hyler, 2020), there is no detailed understanding of how
university teacher educators in Wales experienced this shift in teaching online during the COVID-19
pandemic.

Hence, this study explores the experiences of 13 university teacher educators from eight providers of
ITE in Wales during their rapid shift to online and blended learning during the initial and subsequent
lockdown period in Wales. It explores the pedagogical principles that drove leaders’ decision-making
and lecturers’ re-design of teaching and learning activities. These experiences lead us to consider
whether and how blended and online learning design can support student teachers’ enquiry and profes-
sional learning and the enablers of and barriers to blended and online learning provision. The main
research questions for the study were:

1. How did university teacher educators experience the transition to online and blended learning dur-
ing the COVID-19 lockdowns?

2. To what extent were initial teacher education responses to the shift to online learning effective?
3. What pedagogical adjustments and rationale were made in the initial teacher education programme

design, first during online learning and then later during blended learning?
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The context of initial teacher education in Wales

Understanding the context of ITE in Wales and education policy pre-pandemic is important. The inde-
pendent reviews of the curriculum and assessment arrangements (Donaldson, 2015) and ITE (Furlong,
2015), as well as the Welsh Government’s national mission for education, which included strengthening
the ITE sector and professional learning (Welsh Government, 2017a), are key drivers for all ITE providers
and ITE reform. The bilingual nature of Wales and the Welsh Government’s commitment to increasing
the number of Welsh speakers to a million by 2050 (Welsh Government, 2017b) are also important prior-
ities in the delivery of teacher training provision across Wales. Building capacity within the teaching
workforce with competent teaching methods (Welsh Government, 2019), and Welsh language skills are
key elements of ITE providers’ programmes (Welsh Government, 2018).

Prior to the pandemic, evidence indicated that certain institutions incorporated blended learning into
their ITE programmes, which were traditionally centered on face-to-face and campus-based academic
content delivery across Wales. Engagement and use of educational technology such as Virtual Learning
Environments (VLEs) are commonplace with many ITE providers, with these more often used to support
face-to-face learning (Walker et al., 2021). This is similar to many other countries where face-to-face
delivery was the dominant form of delivery in ITE. For ITE in other parts of the world, such as Australia
(Pelliccione et al., 2019), New Zealand (Davis et al., 2011) and the US (Ralph, 2020), there has been a shift
to online delivery. Within Wales, the Open University which has a long-established history of distance
learning (Jeong, 2018), was also providing ITE through remote learning from 2020 onwards.

Literature review

Before the pandemic, a range of educational establishments in the UK and internationally used online
teaching and learning. This review discusses the core elements of various international programmes that
delivered online education before COVID-19 and provides insights from these establishments on sup-
porting student learning through distance mediums. These perspectives are then examined in relation
to the experiences in Wales during the pandemic.

In Dyment and Downing’s (2018) study of online ITE in Australia, it was observed that there was a sig-
nificant increase in students opting for external online modes of study over traditional on-campus set-
tings. The number of ITE students choosing online learning doubled from 5412 in 2005 to 12,212 in
2015 (Dyment & Downing, 2018, p. 399). The benefits of this approach, as identified in Downing et al.
(2019) follow-up study on ITE in Australia, include the transcendence of geographical, physical, visual,
and temporal barriers to learning. This has proven particularly advantageous in programmes like the
Remote Area Teacher Education Programme (RATEP), which historically faced challenges in staffing
schools in rural communities (Pelliccione et al., 2019).

Shelton Mayes and Burgess (2010) also note the adoption of online delivery for ITE. They refer to
similar international programmes in China, Eritrea, and Pakistan, where the demand for teachers exceeds
the availability of qualified educators. In each case, online delivery was seen as resource-efficient,
increasing the supply of qualified staff while providing opportunities for unqualified personnel to obtain
qualifications without leaving their current settings. Moreover, it ensured consistency in quality across
different locations through standardised curriculum and training.

The benefits of online teacher education were also recognised in the case study by Duesbery et al.
(2019) of three teacher education programmes across the United States: a master’s degree in teaching in
California, a reading endorsement programme in Oregon, and a teacher education programme for inclu-
sive special education in Washington State. They described online education as an ‘open border class-
room’, allowing flexibility in studying regardless of location, family, or work commitments, similar to the
international programmes previously discussed (Duesbery et al., 2019, p. 2).

Despite the advantages, these pre-COVID online ITE programmes faced specific barriers to success,
including the need for training in technology use for both staff and students (Duesbery et al., 2019),
inadequate access to suitable digital tools (Pelliccione et al., 2019), and challenges in international set-
tings where English-dominated IT systems limited opportunities for non-English speakers (Shelton Mayes
& Burgess, 2010).

COGENT EDUCATION 3



Moving to online teaching

Even though the pandemic caused a sudden change to online delivery for teacher education, positive
impacts have been reported (Glietenberg et al., 2022; McGarr et al., 2022; Rushton et al., 2023). The loss
of familiar teaching formats and spaces came with new expectations and rules, yet the professional val-
ues and responsibilities of the university teacher educator remained the same (Kidd & Murray, 2022). In
some cases, programmes that had been entirely delivered face-to-face prior to the pandemic have since
altered their mode of delivery. For example, a teacher education programme in Israel moved to a
blended pattern of three weeks of face-to-face and one-week remote teaching (Biberman-Shalev et al.,
2023). In England, remote placement visits/meetings were similarly reported to offer logistical flexibility,
and the value of the blended approach was recognised (Rushton et al., 2023). Another English study
also reported on the opportunities afforded to create ‘diverse and innovative pedagogies and practice’
because of the shift to online delivery (Towers et al., 2023, p. 1). In contrast, early research on the impact
of the COVID-19 pandemic on the Welsh education system identified a need to emphasise and enhance
current provision in ITE in the areas of blended and distance learning (Thomas et al., 2021).

It has also been proposed that the distance learning element offers an opportunity for negotiation of
pedagogies by the university teacher educators and student teachers, with learners’ needs at the centre
(Biberman-Shalev et al., 2023, p. 11). Burn et al. (2022) offer similar reflections, commenting that a posi-
tive impact can result from such changes in the learning environment in teacher education, which can
lead to sustained professional growth and effective partnership. Yet such an impact requires technical
support and a collaborative culture to move towards a more transformative change, with the evaluation
of the process key for sustainability (Burn et al., 2022). A study in Ireland drew similar conclusions with
upskilling required for staff reported and some pressure placed on the university-school partnerships,
altering the role of those supporting student teachers (Young et al., 2022).

Others have also highlighted how to balance the change effectively when shifting to online delivery
during the pandemic. Well-being is concluded in an Australian study as being critical for all those
involved, with the increased workload, students’ disengagement and institutional processes all having
an impact (Pendergast & O’Brien, 2023). Flexibility in work structures, learning design and ensuring space
to innovate are important. Canadian research also reported that although there was initial excitement
regarding moving online, by the second year of the pandemic, this had become ‘exhausting’ (Rosehart
et al., 2022, p. 481). Nevertheless, it was also noted that online delivery has continued in some rural
areas with other new online programmes being introduced, increased collaboration across the province’s
teacher education programmes, and well-being underpinning the decision-making when transforming
the programmes (Rosehart et al., 2022). However, for others, face-to-face communication is reported to
enable better modelling of effective approaches, and the informal social interactions that occur can
build more of a sense of community (Rushton et al., 2023).

Cronin (2022) reports on the significance of confidence in and support for the technology required in
a study within an English teacher education provider. In Cronin’s study, university lecturers in teacher
education reported that although they would prefer to return to face-to-face teaching, they acknowl-
edged the merits of the blended approach, and improved confidence to use virtual platforms resulted in
increased usage. However, student teachers ‘digital capabilities and capital’ can be a significant barrier,
and universities need to demonstrate their ‘digital determination with greater investment and support’
(Cronin, 2022, p. 735). It has also been proposed that the greater significance of professional creativity
needs to be recognised in this area, as reimagining is needed at times of crisis. Yet this is at odds with
what professional standards in teaching require – being based on known practices (McLean Davies,
2024).

Theoretical framework for online learning

In this study, the Community of Inquiry framework provides the theoretical assumptions for the larger
context of this research and a lens by which the study is developed. It is used to guide the analysis and
to help understand and explain the findings, providing recommendations for future practice.
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The community of inquiry

The Community of Inquiry framework has provided a structure for online learning communities (Garrison
et al., 2010). The conception of the framework was in response to the authors’ need to deliver a new
online graduate programme, which provided the spark to develop a framework that could be applied to
researching online learning (Garrison et al., 2010). Central to the theory and the individuals in the com-
munity are the concepts of learning and understanding, as well as collaborative engagement in critical
discourse and reflection. The Community of Inquiry represents the process part of the educational
experience, which involves three interdependent elements – social presence, cognitive presence and
teaching presence. The inquiry process is shared as a collaborative endeavour and discourse amongst
the inquiry participants.

The importance of social presence in the online community was established early in the model’s
inception (Garrison, 2019). Social presence is manifested through effective communication, open com-
munication, and group cohesion. In developing communities where learners are reluctant or fearful of
the inquiry process of communicating their ideas, this can be encouraged through different strategies
focusing on affective expression and group cohesion (Lambert & Fisher, 2013). Social presence and com-
municative efficacy have evolved considerably in the last decade with the advent of new ways to
express presence, such as emojis and similar ideograms (Dalle Nogare et al., 2023), which can benefit
academic performance (Guo et al., 2021). Perhaps the most critical and valued element of the
Community of Inquiry is cognitive presence, which involves higher-order thinking (Martin et al., 2022). In
the practical inquiry process, cognitive presence is operationalised in the learning process by exploring
educational phenomena and issues, reasoning leading to the construction and integration of new under-
standings and applications (Garrison, 2019). As defined by Garrison (2019), teaching presence has three
categories: design, facilitation, and direct instruction. A confluence of research points to the importance
of teaching presence for successful online learning (Aslan & Turgut, 2021), with its impact on helping
students develop an understanding of collaborative inquiry and its educational value (Mutezo & Mar�e,
2023). Teaching presence emphasises the orchestration of appropriate instructional methods underpin-
ning the course design and provides a platform for combining the social and cognitive presences in a
meaningful educational discourse. Xue et al. (2023) report that students’ perceptions of teaching pres-
ence are central to maintaining a good online teaching atmosphere.

The Community of Inquiry has a tangible presence, which relies on the input of all three presences to
generate meaningful collaboration effectively. If online learning is to be successful, online instructors
must be aware of these presences and be able to formulate teaching strategies that integrate the three
effectively.

Methodology

This study used data collected from semi-structured interviews with a cross-section of university teacher
educators from eight HEIs in Wales during early 2022. The qualitative focus of this study was the past
and present experiences of university teacher educators during the COVID-19 pandemic. Our approach
was justified based on our objective to understand the impact of the enactment of the emergency
COVID-19 pedagogy on the practice of university teacher educators working in different universities in
different geographical locations, which shaped teacher education in Wales. The study was approved by
the School of Education Ethics Committee (Approval Number: 06012022-1255) at Bangor University.

Participants were identified using a non-probability sampling approach. First, eight HEIs were identi-
fied using criterion sampling, the criteria being HEIs which provided ITE in Wales and could award quali-
fied teacher status. An initial sample of 18 university teacher educators was identified and selected
according to two sub-groups: (1) university teacher educators with specialist or expert knowledge of
online learning design and (2) university teacher educators with limited experience in online learning
design. These participants were identified from their university website profiles. The justification for a
sample representing university teacher educators with a mix of experience was to gather data represent-
ing the range of decisions, practices and experiences involved in online teacher education during the

COGENT EDUCATION 5



COVID-19 pandemic. Thus, the sample was purposively selected and included ITE course directors and
lecturers representing different responsibilities and at various career stages.

The interview sample size was influenced by the number of HIEs in Wales that met the inclusion crite-
ria for the quantitative element of the study reported by Jones et al. (2024). The researchers identified a
minimum of two participants and, in some cases, three from each of the eight HEIs and invited them to
participate in the research. Of the 18 university teacher educators identified and invited to contribute,
13 agreed to be contacted. They were provided with further information and consented to participate in
individual interviews.

Table 1 presents an overview of the sample characteristics.
A pilot interview was conducted to improve the validity of the interview, which informed slight modi-

fications to the interview questions. The interview schedule and questions (Appendix A) were designed
to be used with the qualitative conventional content analysis approach (Kleinheksel et al., 2020) to gain
a thorough insight into the institutional approaches to emergency pedagogy for ITE programmes. These
insights were gathered from the university educators’ experiences of teaching and learning during the
first and subsequent lockdowns, which aimed to capture how blended and online learning had evolved
across the ITE sector in Wales during the first year of the COVID-19 pandemic. The interview protocol
included seven semi-structured open questions with further descriptive prompts to gain a complete
awareness of what happened in teacher education during the pandemic (Appendix A). Participants were
interviewed using MS Teams with the transcription function enabled when interviews were conducted in
English. Interviews conducted in Welsh were audio-recorded and directly translated during transcription.
The interviews ranged from 30 to 60minutes. The fact that not all those invited chose to participate did
not affect the trustworthiness of the study findings, as data saturation was recognised during the ana-
lysis of the data. The researchers conducting the interviews agreed that the interviewees’ responses
were rich (Fusch & Ness, 2015), with the initial analysis revealing the depth of the data and data satur-
ation manifesting in the recurrence of codes and meanings, alongside a failure to identify new codes,
and leading to the solidification of themes (Hennink & Kaiser, 2022).

Data analysis

The transcribed interviews were saved in a .docx format and imported into Atlas.ti. The text was then
analysed and coded using a blend of directed and conventional content analysis and thematic analysis
(Colorafi & Evans, 2016). Data analysis was completed using a hybrid coding approach (Swain, 2018)
involving deductive and inductive coding and reasoning to identify similar meanings and responses
(Colorafi & Evans, 2016; Hsieh & Shannon, 2005). The hybrid thematic analysis combined two contrasting
approaches to coding: in the first instance, a top-down deductive process directed by the application of
a priori codes to the data, which naturally evolved to a second phase, a bottom-up inductive, data-
driven approach to developing the open and final codes (Swain, 2018), giving rise to a set of unique
themes.

The first phase of coding used a directed content analysis and deductive coding approach. The
Community of Inquiry Framework (Garrison et al., 2010) was identified as the theoretical framework
guiding deductive coding, as online learning was already an established practice in higher education,
and a wealth of research existed in this field. The three elements of the framework, social presence,
teaching presence, and cognitive presence (Garrison & Arbaugh, 2007), provided the overarching

Table 1. Sample composition.
Characteristic Description Value (%)

Participant distribution Welsh speaking – first language 31% (n¼ 4)
English speaking – first language 69% (n¼ 9)

Gender distribution Male 38% (n¼ 5)
Female 62% (n¼ 8)

University teaching experience Length of teaching experience Range: 1-18 years
Mode: 10 years

Role ITE course director
Senior Lecturers / Lecturer

31% (n¼ 4)
69% (n¼ 9)
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concepts as a basis for a set of predetermined or a priori codes for online educational practice (Garrison
& Arbaugh, 2007) (Table 2).

Table 2 presents the mapping of the predetermined or a priori codes to the three interdependent ele-
ments of the community of inquiry framework.

During the initial coding process, the a priori codes were applied to the data using the directed con-
tent analysis approach. At the same time, the researchers opened a conceptual space to blend the
directed approach with a conventional content analysis inductive coding approach. This allowed for the
emergence of a posteriori or open codes and the identification of meaning units as part of the research-
ers’ familiarisation with the data.

This process was iterative, identifying new codes and refining previous codes until a final coding
scheme was developed (Table 3). The resultant themes are the socio-constructive framework of experi-
ence, representing the organisation and eliciting meaning from the data. Each theme makes connections
between the participants’ experiences, meanings, and the reality that was emergency online teaching
(Bengtsson, 2016).

From the homogenous groupings created, broad categories were identified by grouping the con-
nected meaning units, representing the overall concept of the underlying meaning. The hybridisation
meant extending the coding beyond the three conceptual elements of the Community of Inquiry to
arrive at a conceptual framework for representing the experience of online teaching and teacher educa-
tion in Wales during the pandemic. The themes, containing categories, represented the underlying con-
cepts in the framework. Within the themes, homogeneous groups were identified with a broad surface
structure within a theme. They were related through the community of inquiry framework but qualita-
tively distinct from other themes, expressed in the external heterogeneity of the themes. Each theme is

Table 2. The mapping of the predetermined or a priori codes to the three interdepend-
ent elements of the community of inquiry framework.
Community of inquiry elements Predetermined or a priori

Social presence
Social presence

Study Environment
Online Communities

Cognitive presence
Cognitive presence

Attitudes towards learning
Preparedness for teaching

Teaching presence
Teaching presence
Teaching presence

Access and connectivity
Design and organization
Teaching and learning

Table 3. Themes, a priori and open codes at the end of Stage 3.

Theme 1
Digital equity

Theme 2
Assuring

professional
learning

Theme 3
Online etiquette

Theme 4
Online teaching
philosophy

Theme 5
Design principles

Theme 6
Meeting the

teaching standards

Theme 7
Belonging and
making online
connections

Predetermined
code:

Access and
connectivity

(teaching
presence)

Predetermined
code:

Design and
organisation

(teaching
presence)

Predetermined
code:

Attitudes towards
learning

(cognitive
presence)

Study
environment

(social presence)

Predetermined
code:

Teaching and
learning

(teaching
presence)

Predetermined
code:

Design and
organization

(teaching
presence)

Predetermined
code:

Preparedness for
teaching

(cognitive
presence)

Predetermined
code:

Online
communities

(social presence)

Open codes
Geographical

challenges with
connectivity

Student support
Access to

academic
support

Tools to support
digital
pedagogy

Being equipped to
support change

Open codes
Digital expertise
Learning design
Research-informed

design
Guidance and

strategy

Open codes
Suitability of

students’ study
environment

Student
environment
(lecturer
perspective)

Open codes
Teaching

philosophy
Appropriate

delivery
method

Teaching presence
Meaningful

application of
knowledge

Open codes
Interaction
Engagement
Pedagogy led
Collaboration
Academic content
Reflective practice

Open codes
Digital

competence
Developing

professional
standards

Suitability of
digital delivery

Achieving teacher
standards

Open codes
Building

relationships
Role of the online

learner
Student-teacher

ratio
Barriers to

learning
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structurally distinct from the other themes, but each theme can be considered in relation to the other
themes.

Table 3 presents themes, sub-themes, a priori, and open codes at the end of Stage 3
The data from the university teacher educators led to seven themes being identified from the qualita-

tive data analysis. The university teacher is a fundamental part of the Community of Inquiry conceptual
model to ensure the facilitation of all three components, with the teaching presence being the glue
between all three elements to create a Community of Inquiry (Cronin, 2022; Garrison et al., 2010). The
seven themes that emerged from the deductive thematic analysis present many considerations for the
online provision within ITE. These themes are explored in the next section, first at the semantic and
explicit level, moving from description to interpretation and then at the latent level to identify underly-
ing assumptions and ideology (Byrne, 2022). The Community of Inquiry conceptual framework is used to
theorise the significance of the thematic patterns and their broader meaning and implications (Braun &
Clarke, 2006).

Discussion of findings

Each theme exhibited internal consistency and homogeneity with heterogeneity across themes. The
themes of belonging making online connections, and online etiquette illustrate limited social presence
in ITE online communities. This limitation stems from university teacher educators’ unfamiliarity with
forming online relationships (Barnes et al., 2021), exacerbated by the scarcity of Welsh-speaking educa-
tors. Cognitive presence was perceived primarily through online etiquette, as tutors attempted to
engage students academically and professionally to meet the teaching standards. This challenge reflects
the interdependence of cognitive and social presence, with the latter diminishing in the online commu-
nity. This reduction adversely affects student-tutor relationships (Xue et al., 2023) and constrains tutors’
ability to engage students intellectually (Figure 1).

Furthermore, student engagement is contingent upon online etiquette and teacher educators’
endeavours to exercise cognitive presence and create a learning environment that fosters student auton-
omy, which is essential for intrinsic engagement. The teaching presence was most evident in the themes
of digital equity, assurance of professional learning, online teaching philosophy, and design principles.
This presence in pedagogical design, facilitation, and construction is crucial as it is considered the glue
that integrates all three elements of the Community of Inquiry. However, the heterogeneity of the
themes and varying degrees of the three presences denote an imbalance in the manifestation of
Communities of Inquiry that emerged during lockdown teaching. This notably diminished cognitive pres-
ence suggests that student teachers’ online learning was compromised, posing a significant barrier to
academic and professional learning and preparation for entry into the teaching profession.

Figure 1 summarises the above, with the outer circle reflecting the hybrid coding drawn from the
Community of Inquiry and the imbalance in the three presences in the enacted Communities of Inquiry
in ITE in Wales during lockdown, as reported in this study.

Digital equity

During the initial stages of the pandemic lockdown, when the emergency provision of ITE was necessary,
university teacher educators were observant of the hurdles linked to students’ accessibility and connect-
ivity problems. The perception of digital equity is a complicated, multilayered concept. It includes mul-
tiple perspectives for consideration that go beyond the idea of connectivity and access alone (Willems
et al., 2019), as illustrated in the following.

‘And the equipment we’d given was quite broad because I knew that some schools could join their online lessons
straight away; others perhaps thought, no, because of policies, because of GDPR, they couldn’t join.’ University
teacher educator

University teacher educators noted that some students encountered hardware difficulties and experi-
enced inconsistencies in institutional assistance, leading to disparities in provision. Resta et al. (2018)
identified five dimensions for digital equity in education, with most of these dimensions being regarded
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as challenges for university teacher educators in this study. These challenges encompassed inadequate
digital infrastructure in certain regions, especially rural areas, resulting in students being unable to fully
engage in online learning. These challenges meant university teacher educators could not fully develop
their online teaching presence.

Applying the concept of teaching presence, this was overshadowed as many university teacher edu-
cators highlighted their paucity of supporting student teachers with digital issues. This often led to
them feeling powerless to support individual students and limited in their ability to exercise the teach-
ing presence needed to bind the online community. The overall lack of readiness among institutions for
remote instruction resulted in certain students not receiving adequate support for their academic
pursuits.

‘My priority was more about students and engagement. It was making sure that not only did they have access to
the stuff. But they had access to us as individuals to make sure that they could understand that content.’
University teacher educator

Whilst university teacher educators were aware of the emergency that digital equity presented, they
were powerless to resolve this issue, which subsequently impacted their ability to assert the teaching
presence required to nurture an interactive online learning space (Garrison et al., 2010), and fully
develop important aspects such as student engagement, focused discussions, and other key aspects
within the Community of Inquiry.

Furthermore, in Wales enacting teaching presence requires linguistic equity within the digital context
too, as many student teachers are studying through the medium of Welsh. Access to Welsh-speaking

Figure 1. An overview of this study illustrating the relationship between the themes and the three presences in the
Community of Inquiry framework.
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teaching educators, and digital materials in the language of choice, such as digital content, resources,
and digital tools, is significant in ensuring social inclusion and digital equity (Resta et al., 2018). This was
highlighted as a particular challenge by university teacher educators, as Welsh is a minority language.
Exchanging information and connecting ideas in the language of choice is an important factor to con-
sider for Welsh first-language students to be able to develop critical and deep-thinking skills and gain
valid educational experience. The limited number of Welsh-speaking university teacher educators meant
a lack of teaching presence required to support cognitive and social presence. This lack of support for
Welsh-speaking students’ learning was notable during the transition to the online environment and
lockdown.

Assuring professional learning

During the interviews, university teacher educators demonstrated a varied understanding of the design
of online learning and instructional approaches for digital pedagogy, both are aspects of teaching pres-
ence. This led to discussions about professional learning and upskilling, which echoes the challenges
around upskilling staff discussed by Duesbery et al. (2019). To create a teaching presence, it is crucial for
educators to possess advanced technological proficiency to effectively fulfil their roles. Given the com-
plexities of integrating educational technology in practice, teachers must adeptly merge pedagogical
and technological expertise to meet the demands of their profession (Fern�andez-Batanero et al., 2022).
This was especially true for university teacher educators during COVID-19 when teaching presence was
essential to establishing critical communities of inquiry. Digital expertise varied substantially within uni-
versities and between individuals, which mirrored differences in strategy and guidance given by different
HEIs.

‘There is a gap in our understanding of learning design through virtual learning environments and that’s very ad
hoc, relying on people’s personal experience or how much they’re keen or interested to do it.’ University teacher
educator

Both students and university teacher educators alike lacked extensive familiarity with the online learn-
ing environment. The variation in university teacher educators’ technological skills meant that the ability
to establish a teaching presence within the online environment varied. There was a reliance on syn-
chronous teaching to reassure some tutors that students were engaging with the content provided,
which was misplaced as teaching presence and recognises that learners need to be provided with time
to reflect on focused amounts of material (Garrison et al., 2010). In contrast, university teacher educators
recognised the necessity of enhancing their technological skills to provide comprehensive support for
both online teaching and learning and assisting students who were also navigating unfamiliar technol-
ogy. Certain models in technology and education, such as TPACK (Mishra & Koehler, 2006), offer insights
into effectively merging this knowledge. University teacher educators wanted to be provided with a
clear professional learning route to develop their digital skills and ensure teaching and learning stand-
ards and expectations were maintained.

Online etiquette

University teacher educators expressed concern about the limited opportunities for student autonomy in
online delivery, which negatively affected students’ self-determination and intrinsic motivation. It sug-
gests that the cognitive presence that might have been generated through communication and offering
the intellectual challenge needed to stimulate deep learning failed to be sufficiently established. This
deficiency manifested in various ways, including low levels of student engagement indicative of extrinsic
motivation to learn, attendance problems, issues with personal conduct, and a lack of preparedness and
professionalism. The concept of online etiquette or ‘netiquette’ (Hambridge, 1995) has been widely dis-
cussed. Still, the shift towards online teaching and learning during the COVID-19 pandemic brought the
topic back to the forefront of digital discussions (Mistretta, 2021). Being present online was often con-
fused with online engagement or vice versa, as tutors perceived student attendance as an indicator of
those present being cognitively engaged and learning. University teacher educators felt that it was
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difficult to ensure full engagement and interaction from students when there was no way of tracking or
observing their online presence.

‘One of the biggest challenges I found with online learning was that students weren’t keen on having their
cameras on… , every screen was black, not a lot of collaboration, no responding. I was talking to the screen for
an hour and that’s it. And it was quite challenging from my point of view when lecturing.’ University teacher
educator

In the academic realm, cognitive presence within the learning environment plays a pivotal role in
shaping student autonomy, a factor deeply intertwined with intrinsic motivation and student engage-
ment (Marton & S€alj€o, 1976). Instead of merely delivering information, university teacher educators
should aim to cultivate learning environments where students actively participate in constructing know-
ledge through engagement with the university teacher, their peers, and the course material (Vaughan,
2010). This does not necessarily mean verbal discussion, as text-based media in discussion forums can
be as effective in areas such as linking ideas to solutions (Garrison et al., 2010). The technology should
be used as a toolset where students can actively engage in constructing their own meaning and
information.

When the environment fails to sustain cognitive presence, it can have a detrimental effect on student
autonomy, consequently yielding diminished levels of engagement. This phenomenon often manifests in
the passive reception of knowledge, indicating a lack of active learning, participation and contribution
from students, which in turn reflects low motivation levels. A significant contributing factor to this lack
of engagement may stem from students’ limited awareness of the expectations associated with online
learning platforms or ‘netiquette’. Moore and Miller (2022) suggest that clear participation requirements
are communicated to foster cognitive presence in online learning. Consequently, the interplay between
environmental factors, student autonomy, and engagement underscores the fundamental complexities
in fostering effective educational experiences, especially the cognitive presence where students should
be engaging in the learning material to construct meaning and understanding (Garrison & Anderson,
2003).

In reaction to synchronous delivery, students assumed a passive role in their learning, lacking
adequate intrinsic motivation to engender engagement. According to university teacher educators, there
appeared to be a lack of awareness among students regarding expectations for synchronous online
learning, posing challenges in managing these expectations effectively. Many students refrained from
activating their cameras during in-person discussions, and most did not participate in discussions via
online chat.

‘We talk about a lack of engagement from students because they’ve got the cameras off or lack of engagement
because they haven’t watched the video. Actually, to me, that’s probably more of an attendance issue that you’re
looking at - they haven’t turned up. And the students that have turned up, it doesn’t mean they’re necessarily
engaged.’ University teacher educator

Online teaching philosophy

Leading cultural change for online delivery was a key focus in discussions about teaching philosophy
and is apparent in the literature looking at leadership and online provision before, during and after the
COVID-19 pandemic (Edge et al., 2022; Lalani et al., 2021). Strategies for leading this cultural transform-
ation emerged, specifically, how this influences the discourse surrounding pedagogical philosophies for
online provision. In this way, the teaching presence required to bind and generate a community of
inquiry can be established.

Facilitating this shift in culture through online pedagogy encompasses various aspects of teaching
presence clustering around an advanced architecture and instructional design for online learning to
ensure optimal levels of student engagement and interaction, articulate explicit student expectations by
sharing principles underpinning online etiquette, and strengthen and supporting university lecturers
with the infrastructure for online interaction. Lastly, meaningful online communities and relationships
should be created, leading to formative learning experiences that fully support students in their school
placements.
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University teacher educators asserted that the online approach should be simple, flexible, and driven
by beliefs and values about teaching. This feature aligns with creating the teaching presence needed to
establish a cognitive presence.

‘A teaching philosophy of making sure that you actually engage with all students, that all students have to
contribute, that you direct questions to individuals in order to ensure that they respond verbally to the seminar
and in some cases, turn their cameras on. I think that’s really important. I think you’ve got to be more active as a
teacher to do that.’ University teacher educator

Synchronous teaching presence was asserted as pivotal in ensuring face-to-face real-time engage-
ment. Although it requires significant resources and time, university teachers perceived that online com-
munities and relationships are created through synchronous interaction. There was an emphasis on
being energetic and outgoing in synchronous online teaching.

‘We weren’t static in our approach. I think you’ve got to be a lot more energetic and outgoing when you’re
presenting on screen.’ University teacher educator

Although university teacher educators could be creative with their teaching approaches, the digital
delivery mode presented a barrier to sustaining dialogue and building professional relationships.

Design principles

Teaching presence was perceived in the strong narrative focused on the need to develop learning
designs that engaged students in online learning, which was vital for educators to foster reflective con-
versations and professional dialogues essential for student teachers’ academic and professional growth
(Machost & Stains, 2023). The following quote illustrates this:

‘Learning is a social process and teaching is a social process. Dialogue is so important. And I think one of the
biggest things for me is looking at how we can complement each with the new digital pedagogies that we’ve got
and looking at how actually we can integrate the two together.’ University teacher educator

The narratives illustrated variations in university teacher educators’ ability to enact strong teaching
presence. Whilst respondents collectively raised engaging students in a discursive environment, different
individuals portrayed the development of online learning materials and the design principles behind
that process differently; this reflected the previous theme, assuring professional learning.

A few respondents accurately perceived the association between teaching presence and cognitive
presence, stressing that course material needed to be knowledge-rich and, at the same time, allow for
critical discourse, a feature of cognitive presence. Similarly, some lecturers discussed the importance of
developing online learning materials based on social constructivist principles. Exercising teaching pres-
ence in this way could lead to cognitive presence and students developing important connections with
each other. A few went further, explaining that there needed to be rigour within the content develop-
ment process to achieve suitable academic content that could support online learning synchronously
and asynchronously, as illustrated in the following.

‘the preparation of the materials that students are having and the asynchronous engagement with a majority of
their academic study is a key part of of what happens within the institution. So that goes through a very specific
process and there’s quite a rigorous process for that to occur.’ University teacher educator

In this theme, sophisticated perceptions of teaching presence were illustrated in descriptions of
effective digital course design that requires a balance between rich content and opportunities to sup-
port critical discourse in synchronous and asynchronous learning modes (Hew et al., 2020). Further,
respondents identified how their teaching presence plays a crucial role in offering scaffolding and facili-
tating critical reflection within these learning communities (Goldie, 2016).

Meeting the teaching standards

The role of the university teacher educator within ITE is complex (Cochran-Smith, 2005; Gray & Colucci-
Gray, 2010). They have various roles, including being research practitioners, mentors, and professional
role models. They also constantly need to collaborate with stakeholders and external partners. All these
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roles involve critical thinking or inquiry, which Garrison et al. (2010) assert is a general model for think-
ing about cognitive presence. Each role is characterised by its iterative and changing relationship with
the social context based on the individual’s experience. Developing professional knowledge of teaching
through these roles is experiential and authentic. Considering this, university teacher educators ques-
tioned the suitability of online delivery for important aspects of an ITE programme, such as sessions on
professional conduct and teaching standards, which are primarily developed through experiential learn-
ing. They felt this later affected students’ preparedness for teaching during the COVID-19 pandemic,
illustrated as follows.

‘what we’ve noticed with our with our first years particularly is because they didn’t attend any face to face
lectures those professional behaviors. You know of attention and the way that they present themselves and the
language that they use, they weren’t as finally developed’ University teacher educator

The suitability of digital delivery for ITE was questioned at times considering that courses rely on its
practical nature to offer critical inquiry. This was especially true when considering all aspects that need
to be developed as part of the programme, such as variations in phase and subject pedagogies (ESTYN.,
2022), the need to develop personalised learning experiences, and developing teaching and learning
practice to meet the teaching standards, (Welsh Government, 2019). Furthermore, although the online
delivery mode allowed for forms of flexibility in delivery at a challenging time, it was limited in its ability
to afford the creation of effective professional relationships. Developing that trust to critically reflect on
professional standards was difficult when computer screens were seen as barriers to student
engagement.

Student teachers exhibited a perceived deficiency in preparedness for the classroom due to the
absence of first-hand experience that would potentially engage them in critical incidents triggering criti-
cal reflection, which would typically help them establish internal benchmarks for established professional
codes and standards. Fundamental principles within the profession prioritises a return to conventional
face-to-face teaching, as this aligns with the instructional paradigm that student teachers need to
develop.

‘We felt they (student teachers) weren’t really equipped in the same way because those professional codes hadn’t
been established. We recognise the flexibility, but with the principle that we’d rather go back to face-to-face
teaching because of when it comes to it face-to-face teaching is what we’re trying to teach them to do.’
University teacher educator

ITE has aspects that can be delivered effectively online. Still, individual aspects such as subject pedag-
ogies, preparedness for teaching and professional practice need to be thoroughly considered when plan-
ning online delivery that supports critical inquiry and thinking. The prospect of desisting from the live
discussion in the synchronous mode and considering using the asynchronous mode and online forums
to provide a space for students to engage students in collaborative inquiry and critical reflection on the
professional values and attributes needed to be a teacher was not considered.

Belonging and making online connections

The need for belonging is paramount for all students to thrive in diverse learning environments; in the
Community of Inquiry, it is associated with the tutor’s ability to create a social presence. The universal
human characteristic of desiring connection and positive regard from others significantly shapes behav-
iours and perceptions (Baumeister & Leary, 2017). As Hopwood et al. (2023) state, establishing a strong
connection between students and the teacher, in this case, the university teacher educator, is pivotal
and serves as a fundamental element for successful online learning.

The COVID-19 pandemic presented university teacher educators and students alike with a period of
undetermined changes and a transition to the traditional delivery mode of teacher education. Strayhorn
(2018) accentuates that at times of stress and change, there is a mutual need for the feeling of belong-
ing. Creating these online connections and a sense of community felt challenging to university teacher
educators. While university teacher educators could employ new ideas and, at times, innovative methods
to facilitate online teaching and learning, establishing the social presence needed to foster these
authentic connections and form genuine relationships proved to be burdensome.
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‘Even though we can be very creative about the pedagogical approaches there’s something about being in person
and building those relationships, that seems very important.’ University teacher educator

A concern among university teacher educators was the passivity and reduction in student engage-
ment, particularly in synchronous online learning contexts, as they felt unable to develop social pres-
ence, particularly when students switched off their cameras. This led to a disconnect between the
students and the learning material, leading to a lack of emotional connection and a reduced feeling of
belonging towards the online community; creating this feeling of belonging is crucial for online learners
to feel part of the new, alienating environment (Peacock et al., 2020). University teacher educators
observed that students did not fully engage with the learning material due to these online relationships
not forming as quickly as in the face-to-face context. The online setting presented obstacles for univer-
sity teacher educators to recognise the idea of social presence (Garrison, 2019), a fundamental aspect
for advancing coherence and capable communication, resulting in difficulties in enacting the concept
during teaching. A lack of unity in one online community is illustrated in the following.

‘And we did have we did have a couple of incidences of unpleasantries as part of this of a part of the online,
uhm…Conversations going on between individuals on a big zoom call or a big teams call, and some either
some texting conversations, Even, some private, you know and some laughing or some you know. I caught wind
of it and I thought surely not, if I’m honest, I may naively thought they wouldn’t. They wouldn’t, would they?
They wouldn’t be so rude. They wouldn’t be so disrespectful. They wouldn’t. They just wouldn’t. They are trainee
teachers, they are training professionals. And then it so happened that talking to colleagues later in that day, this
seemed to have escalated, that they, you know, that they, there were some obvious, some texting that’s going on
in, you know, in the background. And you know that they were.’ University teacher educator

University teacher educators also acknowledged factors beyond their control hindering their ability to
establish authentic relationships and make meaningful connections in the online learning environment.
Not only did geographical obstacles, such as connectivity issues, hinder learning, but Welsh language
students were also given an extra challenge to engage in the online community because of the lack of
resources, including tutors, in their language of choice. Shelton Mayes and Burgess (2010) discussed
challenges from a linguistic perspective in an international context, where the English language tradi-
tionally dominates IT systems. In Wales, the challenge was supporting online delivery in the minority lan-
guage. The initial negative effect of moving to emergency online education during the COVID-19
pandemic was the variation in educational content available for minority languages and cultures such as
Welsh. This could lead to a reduced provision and social presence in that minority language, leading to
individuals from the minority receiving education materials that are more aligned with promoting learn-
ing within the dominant culture (Mahon & Mahon, 2023).

‘There was a lot of responsibility on everyone who spoke Welsh to help translate and so on, recording,
PowerPoints.’ University teacher educator

University teacher educators indicated that there was an absence of guidance from an institutional
level at times and a lack of transparency regarding online expectations that led to these online com-
munities not being fully developed to meet the diverse needs of students.

Discussion

This research contributes to understanding how the COVID-19 imposed lockdowns affected ITE peda-
gogy in Wales. Thirteen university teacher educators with differing degrees of expertise in online learn-
ing design provided insight into institutional approaches to emergency pedagogy across eight Welsh
university ITE programmes. Using the Community of Inquiry framework, the key elements of social pres-
ence, cognitive presence and teaching presence are clear in the Welsh context (Cronin, 2022; Garrison
et al., 2010). However, social presence is diminished, and teaching presence dominates. This discussion
focuses on the words to the wise when reflecting on the design of online pedagogies and their ability
to enact productive communities of inquiry.

When applying the lens of ‘social presence’, digital equity is a critical enabler that supports effective
communications. Similar to others, it was found that such equity can be complicated, with a lack of
digital equity being a barrier for some (Cronin, 2022; Willems et al., 2019). For instance, challenges
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experienced included inadequate digital infrastructure, particularly for those based in more rural loca-
tions. Being unable to access digital tools through the medium of Welsh also had a significant negative
impact on ensuring social inclusion and digital equity. The university teacher educators referred to how
limited they felt in being able to support their student teachers with digital issues. This reflected the
lack of preparedness of most of the universities for the level of remote instruction needed at the time. It
is important to note that one of the ITE programmes is designed to be fully online/blended learning.

‘Online etiquette’ is an important aspect of social presence and on this occasion, concerns were raised
by the university teacher educators regarding levels of engagement and attendance. Such concerns
have been reiterated by others, with guidelines for conduct online proposed (Mistretta, 2021). Yet, it is
imperative for university teacher educators to nurture active participation across all aspects of online
learning – such as with the course materials and their peers (Vaughan, 2010). A particular level of chal-
lenge regarding this aspect was reported; the use of cameras and chat facilities is important in support-
ing social presence, yet it was reported to be lacking, and these aspects can help to facilitate cognitive
presence. Consequently, this could negatively influence the effectiveness of the teaching presence as
perceived by the student teachers (Xue et al., 2023).

The use of virtual learning environments in higher education has an established history. Rather than
using technology as a resource repository, online pedagogy focuses on establishing and growing online
learning communities. In Wales, the approaches adopted for online teaching by the university teacher
educators varied, yet the shift in culture was clear. To enable the university teacher educators to opti-
mise their students’ engagement, the creation of effective online communities and positive relationships
were identified. Overall, the philosophy underpinning this emphasised that the approach needed to be
flexible and aligned with the beliefs and values of teaching, with ‘real-time’ interaction and engagement
at the centre when creating the teaching approaches at the time. Without active learning components
like peer interaction, online courses risk resembling interactive books rather than dynamic learning envi-
ronments (Hew et al., 2020). Integrating active learning strategies, such as flipped learning models and
peer discussions, enhances students’ comprehension and engagement (Hew et al., 2020). Hodges et al.
(2020) underscore the importance of various forms of interaction—student-content, student-student, and
student-instructor—in online learning, indicating their positive impact on learning outcomes. Thus, com-
prehensive planning for online education should prioritise supporting diverse interaction types and rec-
ognising learning as both a social and cognitive process (Hodges et al., 2020).

However, the design principles adopted by ITE programmes for the teaching approaches varied, with
some very clear in their role of providing scaffolding and facilitating critical reflection using a range of differ-
ent forms. This finding supports those previously reported by others; where various forms of interaction are
crucial (Goldie, 2016; Hodges et al., 2020). However, interviewees questioned the suitability of online delivery
for important elements of ITE. This was particularly pertinent when focus was required on the professional
standards for teaching and leadership, as developing professional relationships proved to be challenging.
Yet, as classrooms continually evolve with changing student demographics and technological advancements,
they may offer new avenues for interaction and exploration of student understanding beyond the university
through situated critical reflection on practice, supporting to gain deeper insight into their actions, enhanc-
ing their ability to navigate challenging situations with confidence (Machost & Stains, 2023).

The development of effective professional relationships is linked to the sense of belonging, which is
also a major factor in the students’ perceptions of the teaching presence. However, creating a sense of
belonging for their new online community was particularly challenging for university teacher educators
at the time. A key aspect that negatively influenced levels of belonging was the reduction in student
engagement, which is critical for online learners (Peacock et al., 2020). University teacher educators also
highlighted that several other barriers were critical in hindering this important element, such as poor
connectivity and a lack of Welsh-medium resources. Additionally, a lack of guidance at an institution-
wide level was indicated to impact university teacher educators’ ability to meet their students’ needs as
effectively as they would have liked. Despite the importance of the aspects highlighted above by the
university teacher educators in Wales regarding their forced shift to distance and online learning, it is
recognised that the sample size and study design for this research are limitations. The sample size was
small, reflected in part by the small number of HEIs delivering ITE in Wales and the lower response rate
than anticipated to contribute to the study.
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Conclusion

Although initially presented as challenging, the enforced shift to distance education and online
learning has been unexpectedly transformative for academia. Yet, it is apparent that Wales was, and
still is, in digital catchup. Even though the Welsh culture, geographical landscape and bilingualism
can offer a clear sense of belonging, during the lockdowns, these same factors impeded ‘belonging’
for student teachers and their university teacher educators in Wales. It is critical for the ITE sector to
be outward-looking in its attempts to learn from existing research and proven pedagogic models
that can be applied to enhancing the professional learning and capacity of university teacher educa-
tors and those with strategic responsibility for ITE within institutions and across the sector to ensure
ITE in Wales continues to thrive and is prepared for similar future events. Post-COVID recovery repre-
sents a valuable opportunity for Wales’ ITE and similar bilingual countries to reimagine ITE’s peda-
gogy collaboratively.

Disclosure statement

No potential conflict of interest was reported by the author(s).

Funding

This research was funded by a grant received from the Welsh Government as part of the National Strategy for
Educational Research and Enquiry Collaborative Evidence Network (CEN) Programme. Any opinions, findings, and
conclusions or recommendations expressed in this material are those of the authors and do not necessarily reflect
the views of the Welsh Government; Llywodraeth Cymru

About the authors

Tanya Hathaway, PhD, is a Senior Lecturer at Arden University. She is an experienced doctoral supervisor, research-
ing areas including teacher professional development, educational sustainability, technical and vocational education
and training, and international education and student mobility. Her research focuses on policy analysis and phenom-
enographic approaches to investigating academics’ professional learning, translanguaging in the EFL context, teach-
ing and learning in higher education, comparative education and, more recently, young children’s play.

Lowri Jones, PhD, is a Lecturer in Education and Director of the PGCE Secondary programme at Bangor University,
North Wales. Her contribution to the field of educational research focus on bilingual teaching and learning, digital
learning, digital pedagogy and technology in education and teachers as researchers.

Alison Glover, PhD, is a Research Fellow for the PGCE Wales Programme at the Open University in Wales. Her
research interests include teacher education, education reform and embedding Education for Sustainable
Development in the curriculum.

Julian Ayres holds a Professional Doctorate in Education and is a Senior Lecturer in Education within the Faculty of
Social and Life Sciences at Wrexham University. He is also the Programme Leader for the PGCE in Post-Compulsory
Education and Training. His research interests focus on resilience and mental well-being in teacher training, digital
pedagogy, and the use of immersive learning tools.

Mathew Jones, MA, is a primary subject tutor for the PGCE Wales Programme at the Open University in Wales.
Before joining the Open University, he was a headteacher later moving to the role of assistant director of teacher
training at Yr Athrofa (Institute of Education), University of Wales Trinity Saint David. His current EdD work focuses
on the development of creative pedagogy through an interdisciplinary approach. Further research interests include
digital pedagogy, problem based learning and sustainability.

ORCID

Tanya Hathaway http://orcid.org/0000-0003-0831-2503
Lowri Jones http://orcid.org/0000-0001-6834-1379
Alison Glover http://orcid.org/0000-0002-9287-6661
Mathew Jones http://orcid.org/0000-0002-2903-9756

16 T. HATHAWAY ET AL.



Data availability statement

The participants of this study did not give written consent for their data to be shared publicly, so due to the sensi-
tive nature of the research, supporting data is not available.

References

Aslan, S. A., & Turgut, Y. E. (2021). Effectiveness of community of inquiry-based online course: Cognitive, social and
teaching presence. Journal of Pedagogical Research, 5(3), 187–197. https://doi.org/10.33902/JPR.2021371365

Baumeister, R. F., & Leary, M. R. (2017). The need to belong: Desire for interpersonal attachments as a fundamental
human motivation. Interpersonal Development, 117(3), 57–89.

Barnes, J., Greenway, C., & Morgan, C. (2021). How has Covid-19 affected how teacher educators engage their stu-
dents in learning?. BERA Report Series: Education & COVID-19

Bengtsson, M. (2016). How to plan and perform a qualitative study using content analysis. NursingPlus Open, 2, 8–14.
https://doi.org/10.1016/j.npls.2016.01.001

Biberman-Shalev, L., Broza, I., & Chamo, N. (2023). Contextual changes and shifts in pedagogical paradigms: Post-
COVID-19 blended learning as a negotiation space in teacher education. Education Sciences, 13(3), 275. https://doi.
org/10.3390/educsci13030275

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in Psychology, 3(2), 77–101.
https://doi.org/10.1191/1478088706qp063oa

Burn, K., Ingram, J., Molway, L., & Mutton, T. (2022). Beyond reactive responses to enduring growth: the transform-
ation of principles and practices within initial teacher education. Journal of Education for Teaching, 48(4), 441–458.
https://doi.org/10.1080/02607476.2022.2098007

Byrne, D. (2022). A worked example of Braun and Clarke’s approach to reflexive thematic analysis. Quality &
Quantity, 56(3), 1391–1412. https://doi.org/10.1007/s11135-021-01182-y

Carter, A. (2015). Carter review of initial teacher training (ITT). Department for Education.
Cochran-Smith, M. (2005). Teacher educators as researchers: Multiple perspectives. Teaching and Teacher Education,

21(2), 219–225. https://doi.org/10.1016/j.tate.2004.12.003
Colorafi, K. J., & Evans, B. (2016). Qualitative descriptive methods in health science research. HERD, 9(4), 16–25.

https://doi.org/10.1177/1937586715614171
Cronin, S. (2022). Pandemic pedagogies, practices and future possibilities: Emerging professional adjustments to the

working practices of university teacher educators. Educational Review, 74(3), 720–740. https://doi.org/10.1080/
00131911.2021.1978397

Dalle Nogare, L., Cerri, A., & Proverbio, A. M. (2023). Emojis are comprehended better than facial expressions, by
male participants. Behavioral Sciences, 13(3), 278. https://doi.org/10.3390/bs13030278

Darling-Hammond, L., & Hyler, M. E. (2020). Preparing educators for the time of COVID… and beyond. European
Journal of Teacher Education, 43(4), 457–465. https://doi.org/10.1080/02619768.2020.1816961

Davis, N., Dabner, N., Mackey, J., Walker, L., Hunt, A. M., Breeze, D., Morrow, D., Astall, C., & Cowan, J. (2011).
Converging Offerings of Teacher education in times of austerity: Transforming spaces, places and roles. In M.
Koehler & P. Mishra (Eds.), Proceedings of SITE 2011–Society for Information Technology & Teacher Education
International Conference. (pp. 224–229). Association for the Advancement of Computing in Education (AACE).
Available at: https://www.learntechlib.org/primary/p/36263/

Donaldson, G. (2015). Successful Futures; An independent review of curriculum and assessment arrangements in Wales.
Downing, J. J., Dyment, J. E., & Stone, C,. (2019). Online initial teacher education in Australia: Affordances for peda-

gogy, practice and outcomes. Australian Journal of Teacher Education, 44(5), 57–79. https://doi.org/10.14221/ajte.
2018v44n5.4

Duesbery, L., Frizelle, S., Twyman, T., Naranjo, J., & Timmerman, K. (2019). Developing and designing open border
teacher education programs: Case studies in online higher education. The Journal of Educators Online, 16(1).
https://doi.org/10.9743/jeo.2019.16.1.2

Dyment, J., & Downing, J. (2018). ‘There was nowhere to hide…’: the surprising discovery of how weekly web con-
ferences facilitated engagement for online initial teacher education students. Asia-Pacific Journal of Teacher
Education, 46(4), 399–418. https://doi.org/10.1080/1359866X.2018.1444140

Edge, C., Monske, E., Boyer-Davis, S., Vanden Avond, S., & Hamel, B. (2022). Leading university change: a case study
of meaning-making and implementing online learning quality standards. American Journal of Distance Education,
36(1), 53–69. https://doi.org/10.1080/08923647.2021.2005414

ESTYN. (2022). Guidance for Inspectors: What we inspect Initial Teacher Education (ITE) from September 2022. Available
at: https://www.estyn.gov.wales/system/files/2022-08/What%20we%20inspect%20in%20ITE%20-%202022.pdf

Fern�andez-Batanero, J. M., Montenegro-Rueda, M., Fern�andez-Cerero, J., & Garc�ıa-Mart�ınez, I. (2022). Digital compe-
tences for teacher professional development. Systematic review. European Journal of Teacher Education, 45(4),
513–531. https://doi.org/10.1080/02619768.2020.1827389

Furlong, J. (2015). Teaching Tomorrow’s Teachers: Options for the future of initial teacher education in Wales. Available
at: https://www.gov.wales/sites/default/files/publications/2018-03/teaching-tomorrow%E2%80%99s-teachers.pdf

COGENT EDUCATION 17

https://doi.org/10.33902/JPR.2021371365
https://doi.org/10.1016/j.npls.2016.01.001
https://doi.org/10.3390/educsci13030275
https://doi.org/10.3390/educsci13030275
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1080/02607476.2022.2098007
https://doi.org/10.1007/s11135-021-01182-y
https://doi.org/10.1016/j.tate.2004.12.003
https://doi.org/10.1177/1937586715614171
https://doi.org/10.1080/00131911.2021.1978397
https://doi.org/10.1080/00131911.2021.1978397
https://doi.org/10.3390/bs13030278
https://doi.org/10.1080/02619768.2020.1816961
https://www.learntechlib.org/primary/p/36263/
https://doi.org/10.14221/ajte.2018v44n5.4
https://doi.org/10.14221/ajte.2018v44n5.4
https://doi.org/10.9743/jeo.2019.16.1.2
https://doi.org/10.1080/1359866X.2018.1444140
https://doi.org/10.1080/08923647.2021.2005414
https://www.estyn.gov.wales/system/files/2022-08/What%20we%20inspect%20in%20ITE%20-%202022.pdf
https://doi.org/10.1080/02619768.2020.1827389
https://www.gov.wales/sites/default/files/publications/2018-03/teaching-tomorrow%E2%80%99s-teachers.pdf


Fusch, P. I., & Ness, L. R. (2015). Are we there yet? Data saturation in qualitative research. The Qualitative Report,
20(9), 1408–1416. https://doi.org/10.46743/2160-3715/2015.2281

Garrison, D. R. (2019). Online community of inquiry review: Social, cognitive, and teaching presence issues. Online
Learning, 11(1), 61–72. https://doi.org/10.24059/olj.v11i1.1737

Garrison, D. R., & Anderson, T. (2003). E–Learning in the 21st century: A framework for research and practice.
Routledge/Falmer.

Garrison, D. R., & Arbaugh, J. B. (2007). Researching the community of inquiry framework: Review, issues, and future
directions. The Internet and Higher Education, 10(3), 157–172. https://doi.org/10.1016/j.iheduc.2007.04.001

Garrison, D. R., Anderson, T., & Archer, W. (2010). The first decade of the community of inquiry framework: A retro-
spective. The Internet and Higher Education, 13(1-2), 5–9. https://doi.org/10.1016/j.iheduc.2009.10.003

Glietenberg, S. H., Petersen, N., & Carolin, A. (2022). University teacher educators’ experiences of the shift to remote
teaching and learning due to COVID-19. South African Journal of Childhood Education, 12(1), a1189. https://doi.
org/10.4102/sajce.v12i1.1189

Glover, A., & Hutchinson, S. (2023). Delivering education reform in Wales: A flexible route into teaching. Education
Inquiry, 14(4), 442–457. https://doi.org/10.1080/20004508.2022.2051822

Goldie, J. G. S. (2016). Connectivism: A knowledge learning theory for the digital age? Medical Teacher, 38(10), 1064–
1069. https://doi.org/10.3109/0142159X.2016.1173661

Gray, D. S., & Colucci-Gray, L. (2010). Challenges to ITE research in conditions of complexity. Journal of Education for
Teaching, 36(4), 425–439. https://doi.org/10.1080/02607476.2010.513856

Guo, P., Saab, N., Wu, L., & Admiraal, W. F. (2021). The community of inquiry perspective on students’ social pres-
ence, cognitive presence, and academic performance in online project-based learning. Journal of Computer
Assisted Learning, 37(5), 1479–1493. https://doi.org/10.1111/jcal.12586

Hambridge, S. (1995). RFC1855: Netiquette Guidelines
Hennink, M., & Kaiser, B. N. (2022). Sample sizes for saturation in qualitative research: A systematic review of empir-

ical tests. Social Science & Medicine (1982), 292, 114523. https://doi.org/10.1016/j.socscimed.2021.114523
Hew, K. F., Jia, C., Gonda, D. E., & Bai, S. (2020). Transitioning to the ‘new normal’ of learning in unpredictable times:

Pedagogical practices and learning performance in fully online flipped classrooms. International Journal of
Educational Technology in Higher Education, 17(1), 57. https://doi.org/10.1186/s41239-020-00234-x

Hill, J. (2023). School-led initial teacher training: Why are schools so attracted to the idea of ‘growing their own
teachers’? Educationalfutures, 14(1), 5–30.

Hodges, C., Moore, S., Lockee, B., Trust, T., & Bond, A. (2020). The Difference Between Emergency Remote Teaching
and Online Learning. EDUCAUSE Review, Available at: https://er.educause.edu/articles/2020/3/the-difference-
between-emergency-remote-teaching-and-online-learning

Hopwood, B., Dyment, J., Downing, J., Stone, C., Muir, T., Freeman, E., & Milthorpe, N. (2023). Keeping the party in
full swing: Findings on online student engagement with teacher education students. The Journal of Continuing
Higher Education, 71(1), 40–58. https://doi.org/10.1080/07377363.2021.1966922

Hsieh, H.-F., & Shannon, S. E. (2005). Three approaches to qualitative content analysis. Qualitative Health Research,
15(9), 1277–1288. https://doi.org/10.1177/1049732305276687

Jones, L., Hathaway, T., Glover, A., Ayres, J., Williams, G., & Jones, M. (2024). An evaluation of the emergency online
teaching provision in Wales’ Initial Teacher Education courses. Collaborative Evidence Network, Welsh Government
Report. https://hwb.gov.wales/professional-learning/leading-professional-learning/research-and-enquiry/national-
strategy-for-educational-research-and-enquiry-nsere/collaborative-evidence-network

Jeong, H. (2018). Rethinking the rationale of open and distance education: A case of the UK Open University. Open
and Distance Education, 13(2), 169–178. https://doi.org/10.1108/AAOUJ-06-2018-0019

Kidd, W., & Murray, J. (2020). The COVID-19 pandemic and its effects on teacher education in England: how teacher
educators moved practicum learning online. European Journal of Teacher Education, 43(4), 542–558. https://doi.
org/10.1080/02619768.2020.1820480

Kidd, W., & Murray, J. (2022). Educators’ perspectives of online teaching during the pandemic: implications for initial
teacher education. Journal of Education for Teaching, 48(4), 393–406. https://doi.org/10.1080/02607476.2022.
2082273

Kim, L. E., Fields, D., & Asbury, K. (2023). ‘It feels like I’m back to being a teacher’: A longitudinal trajectory analysis
of teachers’ experiences during the first 8 months of COVID-19 in England. The British Journal of Educational
Psychology, 93(4), 1105–1122. https://doi.org/10.1111/bjep.12622

Kleinheksel, A., Rockich-Winston, N., Tawfik, H., & Wyatt, T. (2020). Demystifying content analysis. American Journal of
Pharmaceutical Education, 84(1), 7113. https://doi.org/10.5688/ajpe7113

la Velle, L., Newman, S., Montgomery, C., & Hyatt, D. (2020). Initial teacher education in England and the Covid-19
pandemic: Challenges and opportunities. Journal of Education for Teaching, 46(4), 596–608. https://doi.org/10.
1080/02607476.2020.1803051

Lalani, K., Crawford, J., & Butler-Henderson, K. (2021). Academic leadership during COVID-19 in higher education:
Technology adoption and adaptation for online learning during a pandemic. International Journal of Leadership in
Education, 1–17. https://doi.org/10.1080/13603124.2021.1988716

18 T. HATHAWAY ET AL.

https://doi.org/10.46743/2160-3715/2015.2281
https://doi.org/10.24059/olj.v11i1.1737
https://doi.org/10.1016/j.iheduc.2007.04.001
https://doi.org/10.1016/j.iheduc.2009.10.003
https://doi.org/10.4102/sajce.v12i1.1189
https://doi.org/10.4102/sajce.v12i1.1189
https://doi.org/10.1080/20004508.2022.2051822
https://doi.org/10.3109/0142159X.2016.1173661
https://doi.org/10.1080/02607476.2010.513856
https://doi.org/10.1111/jcal.12586
https://doi.org/10.1016/j.socscimed.2021.114523
https://doi.org/10.1186/s41239-020-00234-x
https://er.educause.edu/articles/2020/3/the-difference-between-emergency-remote-teaching-and-online-learning
https://er.educause.edu/articles/2020/3/the-difference-between-emergency-remote-teaching-and-online-learning
https://doi.org/10.1080/07377363.2021.1966922
https://doi.org/10.1177/1049732305276687
https://hwb.gov.wales/professional-learning/leading-professional-learning/research-and-enquiry/national-strategy-for-educational-research-and-enquiry-nsere/collaborative-evidence-network
https://hwb.gov.wales/professional-learning/leading-professional-learning/research-and-enquiry/national-strategy-for-educational-research-and-enquiry-nsere/collaborative-evidence-network
https://doi.org/10.1108/AAOUJ-06-2018-0019
https://doi.org/10.1080/02619768.2020.1820480
https://doi.org/10.1080/02619768.2020.1820480
https://doi.org/10.1080/02607476.2022.2082273
https://doi.org/10.1080/02607476.2022.2082273
https://doi.org/10.1111/bjep.12622
https://doi.org/10.5688/ajpe7113
https://doi.org/10.1080/02607476.2020.1803051
https://doi.org/10.1080/02607476.2020.1803051
https://doi.org/10.1080/13603124.2021.1988716


Lambert, J., & Fisher, J. (2013). Community of inquiry framework: Establishing community in an online course.
Journal of Interactive Online Learning, 12, 1–16.

Machost, H., & Stains, M. (2023). Reflective practices in education: A primer for practitioners. CBE—Life Sciences
Education, 22(2), 1–11. https://doi.org/10.1187/cbe.22-07-0148

Mahon, D., & Mahon, A. (2023). Educational responses to the challenges of the COVID-19 global pandemic: online
provision and its consequences for the social resilience of minority communities. Globalisation, Societies and
Education, 21(1), 102–113. https://doi.org/10.1080/14767724.2021.2017859

Martin, F., Wu, T., Wan, L., & Xie, K. (2022). A meta-analysis on the community of inquiry presences and learning out-
comes in online and blended learning environments. Online Learning, 26(1), 325–359. https://doi.org/10.24059/olj.
v26i1.2604

Marton, F., & S€alj€o, R. (1976). On qualitative differences in learning: 1. outcome and process. British Journal of
Educational Psychology, 46(1), 4–11. https://doi.org/10.1111/j.2044-8279.1976.tb02980.x

McGarr, O., Passy, R., Murray, J., & Liu, H. (2022). Continuity, change and challenge: unearthing the (fr)agility of
teacher education. Journal of Education for Teaching, 48(4), 490–504. https://doi.org/10.1080/02607476.2022.
2100249

McLean Davies, L. (2024). The ongoing crises facing teacher education: Reclaiming creativity and rethinking know-
ledge post-pandemic. Journal of Education for Teaching, 50(2), 199–213. https://doi.org/10.1080/02607476.2023.
2260765

Mishra, P., & Koehler, M. J. (2006). Technological pedagogical content knowledge: A framework for teacher know-
ledge. Teachers College Record: The Voice of Scholarship in Education, 108(6), 1017–1054. https://doi.org/10.1111/j.
1467-9620.2006.00684.x

Mistretta, S. (2021). The new netiquette: Choosing civility in an age of online teaching and learning. International
Journal on E-Learning, 20(3), 323–345.

Moore, R. L., & Miller, C. N. (2022). Fostering presence in online courses: A systematic review (2008-2020). Online
Learning, 26(1), 130–149. https://doi.org/10.24059/olj.v26i1.3071

Mutezo, A. T., & Mar�e, S. (2023). Teaching and cognitive presences: The mediating effect of social presence in a
developing world context. Cogent Education, 10(1), 1–15. https://doi.org/10.1080/2331186X.2023.2171176

Peacock, S., Cowan, J., Irvine, L., & Williams, J. (2020). An exploration into the importance of a sense of belonging for
online learners. The International Review of Research in Open and Distributed Learning, 21(2), 18–35. https://doi.org/
10.19173/irrodl.v20i5.4539

Pelliccione, L., Morey, V., Walker, R., & Morrison, C. (2019). An evidence-based case for quality online initial teacher
education. Australasian Journal of Educational Technology, 35(6), 64–79. https://doi.org/10.14742/ajet.5513

Pendergast, D., & O’Brien, M. (2023). ‘Teachers Are Rock Stars!’ Rethinking teaching and teacher education in a post-
pandemic world: Innovative disruption and silver linings. Education Sciences, 13(7), 685–705. https://doi.org/10.
3390/educsci13070685

Resta, P., Laferri�ere, T., McLaughlin, R., & Kouraogo, A. (2018). Issues and challenges related to digital equity: An over-
view. In Voogt, J., Knezek, G., Christensen, R. & Lai, KW. (Eds.), Second Handbook of Information Technology in
Primary and Secondary Education. Springer International Handbooks of Education (pp.1–18). Springer. https://doi.
org/10.1007/978-3-319-53803-7_67-1

Ralph, N. (2020). Perspectives: Covid-19, and the future of Higher Education. Bay View Analytics. Available at:
Rosehart, P., Hill, C., Sivia, A., Sadhra, S., & St. Helene, J. (2022). Seeking serendipity: University teacher educators as

adaptive experts during Covid. Journal of Education for Teaching, 48(4), 475–489. https://doi.org/10.1080/
02607476.2022.2082275

Rushton, E. A. C., Murtagh, L., Ball-Smith, C., Black, B., Dunlop, L., Gibbons, S., Ireland, K., Morse, R., Reading, C., &
Scott, C. (2023). Reflecting on ‘classroom readiness’ in initial teacher education in a time of global pandemic from
the perspectives of eight university providers from across England, UK. Journal of Education for Teaching, 49(4),
551–568. https://doi.org/10.1080/02607476.2022.2150840

Shelton Mayes, A., & Burgess, H. (2010). Open and distance learning for initial teacher education. In Danaher, P. A. &
Umar, A. (Eds.), Perspectives on Distance Education: Teacher Education Through Open and Distance Learning. (pp.
35–46). Commonwealth of Learning.

Strayhorn, T. L. (2018). College students’ sense of belonging: A key to educational success for all students. Routledge.
Swain, J. (2018). A hybrid approach to thematic analysis in qualitative research: Using a practical example. In Sage

Research Methods Cases Part 2. SAGE Publications, Ltd. https://doi.org/10.4135/9781526435477
The Open University Partnership in Wales. (2021). The Open University Partnership in Wales: The theory behind the

new PGCE Programme. Available at: https://www5.open.ac.uk/wales/sites/www.open.ac.uk.wales/files/files/2021%
20Summary%20of%20theory%20underpinning%20PGCE%20Prog%20Jan%202021.pdf

Thomas, E. M., Lloyd-Williams, S. W., Parry, N. M., Gruffudd, G. S., Parry, D., Williams, G. M., Jones, D., Hughes, S.,
Evans, R. A., & Brychan, A, (2021). Accessing Welsh during the Covid-19 pandemic: challenges and support for non-
Welsh-speaking households. Welsh Government. Available at: https://hwb.gov.wales/api/storage/ad1bd45e-9537-
48fb-8cd0-ed7e3d0b7dd4/covid-rs3-final-en.pdf

Tillin, J. (2023). The university role in new teacher learning – why it matters: Teach First trainee perspectives. London
Review of Education, 21(1), 1–16. https://doi.org/10.14324/LRE.21.1.03

COGENT EDUCATION 19

https://doi.org/10.1187/cbe.22-07-0148
https://doi.org/10.1080/14767724.2021.2017859
https://doi.org/10.24059/olj.v26i1.2604
https://doi.org/10.24059/olj.v26i1.2604
https://doi.org/10.1111/j.2044-8279.1976.tb02980.x
https://doi.org/10.1080/02607476.2022.2100249
https://doi.org/10.1080/02607476.2022.2100249
https://doi.org/10.1080/02607476.2023.2260765
https://doi.org/10.1080/02607476.2023.2260765
https://doi.org/10.1111/j.1467-9620.2006.00684.x
https://doi.org/10.1111/j.1467-9620.2006.00684.x
https://doi.org/10.24059/olj.v26i1.3071
https://doi.org/10.1080/2331186X.2023.2171176
https://doi.org/10.19173/irrodl.v20i5.4539
https://doi.org/10.19173/irrodl.v20i5.4539
https://doi.org/10.14742/ajet.5513
https://doi.org/10.3390/educsci13070685
https://doi.org/10.3390/educsci13070685
https://doi.org/10.1007/978-3-319-53803-7_67-1
https://doi.org/10.1007/978-3-319-53803-7_67-1
https://doi.org/10.1080/02607476.2022.2082275
https://doi.org/10.1080/02607476.2022.2082275
https://doi.org/10.1080/02607476.2022.2150840
https://doi.org/10.4135/9781526435477
https://www5.open.ac.uk/wales/sites/www.open.ac.uk.wales/files/files/2021%20Summary%20of%20theory%20underpinning%20PGCE%20Prog%20Jan%202021.pdf
https://www5.open.ac.uk/wales/sites/www.open.ac.uk.wales/files/files/2021%20Summary%20of%20theory%20underpinning%20PGCE%20Prog%20Jan%202021.pdf
https://hwb.gov.wales/api/storage/ad1bd45e-9537-48fb-8cd0-ed7e3d0b7dd4/covid-rs3-final-en.pdf
https://hwb.gov.wales/api/storage/ad1bd45e-9537-48fb-8cd0-ed7e3d0b7dd4/covid-rs3-final-en.pdf
https://doi.org/10.14324/LRE.21.1.03


Towers, E., Rushton, E. A. C., Gibbons, S., Steadman, S., Brock, R., Cao, Y., Finesilver, C., Jones, J., Manning, A.,
Marshall, B., & Richardson, C. (2023). The ‘problem’ of teacher quality: exploring challenges and opportunities in
developing teacher quality during the Covid-19 global pandemic in England. Educational Review, 1–17. https://doi.
org/10.1080/00131911.2023.2184771

Vaughan, N. D. (2010). A blended community of inquiry approach: Linking student engagement and course redesign.
The Internet and Higher Education, 13(1–2), 60–65. https://doi.org/10.1016/j.iheduc.2009.10.007

Walker, E. R., Lang, D. L., Alperin, M., Vu, M., Barry, C. M., & Gaydos, L. M. (2021). Comparing student learning, satis-
faction, and experiences between hybrid and in-person course modalities: A comprehensive, mixed-methods
evaluation of five public health courses. Pedagogy in Health Promotion, 7(1), 29–37. https://doi.org/10.1177/
2373379920963660

Welsh Government. (2017a). Education in Wales: Our National Mission Action plan 2017-21. Available at: https://www.
gov.wales/sites/default/files/publications/2018-03/education-in-wales-our-national-mission.pdf

Welsh Government. (2017b). Welsh in education Action plan 2017-21. Available at: https://www.gov.wales/sites/
default/files/publications/2018-02/welsh-in-education-action-plan-2017%E2%80%9321.pdf

Welsh Government. (2018). Criteria for the accreditation of initial teacher education programmes in Wales. Available at:
https://www.gov.wales/sites/default/files/publications/2018-09/criteria-for-the-accreditation-of-initial-teacher-educa-
tion-programmes-in-wales.pdf

Welsh Government. (2019). Professional standards for teaching and leadership. Available at: https://hwb.gov.wales/api/
storage/19bc948b-8a3f-41e0-944a-7bf2cadf7d18/professional-standards-for-teaching-and-leadership-interactive-
pdf-for-pc.pdf

Whitty, G. (2019). Foreword. In N. Sorenson (Ed.) Diversity in Teacher Education. UCL IOE Press.
Willems, J., Farley, H., & Campbell, C. (2019). The increasing significance of digital equity in higher education: An

introduction to the digital equity special issue. Australasian Journal of Educational Technology, 35(6), 1–8. https://
doi.org/10.14742/ajet.5996

Xue, J., Xu, X., Wu, Y., & Hu, P. (2023). Student perceptions of the community of inquiry framework and satisfaction:
Examining the role of academic emotion and self-regulation in a structural model. Frontiers in Education, 8, 1–9.
https://doi.org/10.3389/feduc.2023.1046737

Young, A.-M., N�ı Dhuinn, M., Mitchell, E., �O Conaill, N., & U�ı Choistealbha, J. (2022). Disorienting dilemmas and trans-
formative learning for school placement university teacher educators during COVID-19: challenges and possibil-
ities. Journal of Education for Teaching, 48(4), 459–474. https://doi.org/10.1080/02607476.2022.2082274

Appendix A

Semi-structured interview questions

1. What was your experience, if any, of distance learning and online teaching prior to the Covid-19 pandemic and
lockdown?
� Did you have any other experience of distance learning in a previous role and or institution?

2. Can you describe what happened in your ITE department when you made the shift to online teaching, in terms
of transferring components of the programme, i.e. lectures/seminars to the VLE, etc.?
� Could you describe it/explain it a little further?
� How would you describe the role of the academic in that online teaching phase? Did it change over time?

3. Can you describe the rationale for the way you structured your response to the shift to online teaching? What
were your priorities with regard to teaching and learning during this time?

4. How did the online pedagogy in response to lockdown differ from the blended or face-to-face pedagogy of ITE
in your institution?
� Could you describe it/explain it a little further?
� What were features which differed?

5. What were/are the most effective features of the online pedagogy of ITE at your institution for preparing ATs
for their formative year/NQT year in school and why?
� Can you think of any activities that worked well and were kept in place following the return to face-to-face

teaching?
6. Were there/are there any principles which underly the teaching and learning design you adopted?
7. Please describe a specific way that you engage and motivate learners during online teaching.
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