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Abstract 

 

The complex nature of teacher professional knowledge and the process through which that 

knowledge is produced represent an area of research interest for the fields of pre-service and 

in-service teacher education. There is, in fact, a growing body of literature that examines 

teacher knowledge and knowing within different institutional and cultural settings. However, 

there seems to be a relative dearth of research focussing on teacher professional growth in 

response to adverse circumstances such as natural disasters, civil conflict, and health crises. 

Therefore, this inquiry seeks to contribute to redressing this gap in the research by investigating 

the knowledge that teachers produce as they adapt to a COVID-19 teaching and learning 

environment. Furthermore, it examines the factors and processes that mediate, individually or 

collectively, the production of that knowledge.  

 

Using a case study consisting of a team of six elementary school teachers working in a private 

international school in Canada, this investigation explores their professional knowledge and 

knowing through the lenses of Goodwin’s (2010) five knowledge domains and Clarke and 

Hollingsworth’s (2002) Interconnected Model of Teacher Professional Growth respectively. The 

inquiry adopts the Bricolage as an overall research strategy in order to accommodate the 

specificities of this research context. The research design includes the use of multiple data 

methods such as semi-structured interviews, observation of team meetings, and a variety of 

relevant documents.  

 

The findings reinforce the assertion that knowledge production is a non-linear process and 

suggest that adverse circumstances have indeed the potential to inspire significant teacher 

professional growth. The data indicate that providing teachers with a robust conceptual 

framework to map out their professional practices in terms of knowledge domains could lead to 

a richer interpretation of their lived experience and reinforce their identity as legitimate 

producers of professional knowledge. In addition, the study sheds light on the heuristic nature of 

the relationship between reflection and enaction as mediators of knowledge production and 

teacher identity. The outcomes of the study have implications for teachers, school leadership, 

teacher education providers, as well as those researching teacher cognition.  
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Chapter 1 - Introduction 

 

The study of teacher professional knowledge has been a major focus for educational scholars, 

educators and policymakers for the past few decades (Ben-Peretz, 2011). This is not 

particularly surprising as research around teacher knowledge is viewed by many as ‘part of a 

revolution in how educators think about classroom practice’ (Connelly et al., 1997, p. 664). The 

suggestion that reflecting on practice represents a revolutionary concept within the profession of 

teaching stems from the perception that teachers are unwilling to change. Lortie (2002) argues 

that ‘people attracted to teaching tend to favor the status quo’ (p. 230). This perceived sense of 

conservatism contributed to the low status of the field in the USA and UK during the Regan and 

Thatcher era of the 1980s. Consequently, there came a resounding call to professionalise 

teaching as a result of growing concerns regarding the quality of education in American and 

British schools (Deng, 2018). In the USA, teacher educators believed in the importance of 

identifying a ‘codifiable aggregation of knowledge, understanding, skills, and dispositions 

possessed by professional teachers’ (Deng, 2018, p.156), similar to other professions such as 

law and medicine.  

 

There is now a general agreement amongst the global education community that ‘what teachers 

know, do and care about’ (Hattie, 2003) directly affects the quality of learning. This belief has 

generated a further interest in the nature of teacher knowledge as well as the processes 

involved in the building of such knowledge. Of particular interest is the interplay between 

different knowledge domains and the mediating factors and processes that lead to a change in 

knowledge. In addition, there are times when teachers are having to adapt their practices to 

changes in the teaching and learning environment resulting from adverse external challenges, 

such as the current COVID-19 pandemic (Trust & Whalen, 2021). For example, practitioners 

working in areas that have been struck by natural disasters such as hurricanes (Alvarez, 2010) 

and tsunamis (Ubit & Bartholomaeus, 2018) or who have experienced serious political and civil 

unrest have had to adapt their teaching practices to the changes in context that resulted as part 

of the aftermath of those events. However, studies aimed at better understanding teacher 

knowledge and knowing in response to such circumstances are few and far between. The 

present study is expected to help address this gap by examining the knowledge that is produced 

by teachers in a Francophone international school in Canada as they adapt their professional 

practices to a COVID-19 teaching and learning environment.  
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1.1 Aims and Rationale 
 

My interest in teacher professional knowledge spans a period covering almost three decades 

and stems from my involvement in the education of in-service and pre-service teachers. The 

leadership roles that I have held in a variety of educational settings have all included, in one 

form or another, responsibility for the quality of teaching and learning within the institution. 

Furthermore, for the past 14 years, I have worked directly with primary and secondary school 

teachers in order to support their professional growth through self-reflection as well as their 

engagement in professional learning communities (PLCs). 

 

Through my work with colleagues, I have become aware of the complexity involved in 

conceptualising teacher knowledge in order to create a framework that facilitates reflection and 

discussion. Part of the challenge results from the complex relationship that exists between 

teachers’ professional knowledge and the act of teaching. Eraut (1994) views this in terms of 

knowledge in situ and explains that a ‘teacher sees from within the action, not from outside it; 

and can only temporarily escape from the complex network of moral obligations to review 

aspects of his or her behaviour’ (p. 31). Consequently, teachers produce knowledge in the form 

of implicit theories that allow them to respond to the busy classroom environment. However, this 

knowledge, more often than not, is validated solely by the individual teacher rather than the 

collective, and the process of validation is limited by the person’s level of critical awareness. 

This stimulated my interest in PLCs and how a community of professionals can support the 

individual in terms of knowledge and knowing. In my current organisation, teachers are 

members of PLCs as the practice has been adopted in some shape or form in most Canadian 

schools (Riveros et al., 2012).  

 

The reconceptualization of the teaching and learning space that resulted from the 

implementation of measures to limit the spread of the SARS-CoV-2 virus provided a stimulus for 

significant change to teachers’ professional practices. Therefore, the purpose of my research 

was to better understand the type of knowledge that teachers produced and some of the 

mediating factors and processes contributing to knowledge production. As an insider-researcher 

with an intimate knowledge of the organisation, I felt well placed to explore these phenomena in 

a considered manner that took into account the increased pressures and workload of the 

teachers during this difficult period. The dynamic conditions that prevailed between January 

2021 and June 2021 required an adaptive strategy to research; hence, the choice to adopt the 
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Bricolage as a research strategy. In addition, my interest in PLCs within the organisation 

together with the need to cohort teachers by grade level led to the decision to focus the 

investigation on a team of primary school teachers as a case for study.  

 

1.2 Research Questions 
 

As mentioned in Section 1.1, the purpose of this inquiry was to explore the knowledge that 

teachers produced as they adapted their practices to changes to the teaching and learning 

space during the COVID-19 pandemic. Moreover, the investigation sought to provide insight into 

the factors and processes that mediated knowledge production. Therefore, the study aimed to 

answer the following research questions (RQ) in relation to the case: 

 

RQ1:  What knowledge do teachers produce as they adapt to a COVID-19 teaching and 

learning environment? 

 

RQ2: What factors and processes mediate, individually or collectively, the production of 

teacher knowledge? 

 

 

1.3 Overview of The Inquiry 
 

The present report on the inquiry is made up of seven chapters. Chapter 2 provides the 

contextual background to this study. Section 2.1.1 gives an overview of the education system in 

Canada, both from a national and a provincial perspective. Section 2.1.2 presents some key 

points about teacher education in the Province of Ontario. This is followed by a description of 

the institutional context of École Tout Savoir (fictitious name), including a sub-section on the 

teachers’ professional learning (Section 2.2.2). Section 2.3 provides a detailed description of the 

measures implemented by the school in order to reduce the spread of the SARS-CoV-2 virus, 

resulting in changes to the teaching and learning space. critically reviews the literature around 

the key concepts pertinent to this study. Section 2.1. Chapter 3 examines some of the research 

on the impact of COVID-19 on teachers’ professional practices. This is followed by two sections 

(Sections 3.1 & 3.2) that examine the concepts of teacher knowledge and teacher knowing 

which defined the conceptual and analytical frameworks that I adopted to interpret and analyse 

the findings of this study. Chapter 4 provides a description of the methodological rationale used 

in this inquiry in terms of ontological and epistemological positions; research strategy; and 
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research design, including detailed descriptions of the participants, data collection methods and 

phases, and data analysis method and procedures. In addition, Section 4.4 outlines the 

measures taken to ensure the trustworthiness of the findings, while Section 4.5 discusses the 

ethical considerations that were relevant to the research context.  

 

In Chapter 5 the findings regarding the knowledge produced by the teacher and the processes 

involved are presented thematically based on the analysis of the data collected. Chapter 6 

discusses the findings presented in the previous chapter. Section 6.1 addresses the first 

research question by presenting the knowledge produced under the headings of planning and 

decision making; instructional strategies; assessment; work with families; and relationship 

building. Section 6.2 deals with the second research question by discussing the mediating 

factors and processes involved in teacher knowledge production.  

 

The final chapter (Chapter 7) in this report is dedicated to presenting the key contributions of the 

study and their implications as well as suggesting some recommendations for future research. 

Furthermore, Section 7.4 acknowledges the limitations of the research inquiry.  
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Chapter 2 - Context 
 
 
Contextual knowledge represents a key factor in the implementation of teacher professional 

practices (Goodwin, 2010). Therefore, what follows is a detailed description of different levels of 

context that represent the realities (Borg, 2003) of the six participants in the present study.   

 

2.1 National and Provincial Contexts 
 

2.1.1 Education system in Canada and Ontario 
 
Canada is a federal state made up of ten provinces and three territories. However, the country 

does not have a federal level education ministry as education is a provincial responsibility under 

Section 93 of the Canadian Constitution Acts (Canadian Constitution Acts, 1867-1982). As 

such, the provincial and territorial governments are required to develop curricula as well as 

determine education policies and initiatives. The education system consists of publicly funded 

and private schools with instruction delivered in the two official languages of Canada, English 

and French.  

 

The present case study took place in the Province of Ontario, the largest of the ten provinces, 

educating approximately 2,056,058 students (OnSIS, 2019-20). This represents about 41% of 

all school educated children in the country. In Ontario, as in all Canadian provinces, the 

education portfolio is shared between the provincial government and more locally elected school 

boards. At the provincial level, curriculum, major policies and funding are determined by the 

education minister (elected by the Premier of the Province) and senior members of the 

Department of Education. There are 72 school boards operating at the district level and are 

responsible for making decisions on some programmes and certain budgetary matters that 

impact state-funded schools. The school boards are divided into four categories: 

 

- English school boards 

- English catholic school boards 

- French school boards 

- French catholic school boards 

1969 saw the authorisation of French language schools by the Ontario government. This was 

part of a movement to recognise the Franco-Ontarian community, leading to a legislation in 
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1984 that accorded equal status to English and French as official languages of the province 

(Ontario400.ca, n.d.). Today, French instruction publicly funded schooling caters for 

approximately 93,000 children in Ontario. According to McPhee (2021), ‘French minor ity-

language schools have been supported and expanded since the 1980s to offer education in 

French as a first language in provinces/territories where French is a minority-language’ (p. 31). 

This is largely due to government efforts to ensure that Canada continues to be perceived as a 

bilingual nation.  

Private schools in Ontario do not receive any provincial government funding and operate as 

businesses or non-profit organisations independently of the Ontario Ministry of Education but in 

accordance with the legal requirements outlined in the Education Act.  

2.1.2 Teacher education in Ontario 
 

The requirements to teach in the Province of Ontario differ depending on whether the school is 

a publicly funded institution or whether it is a private school. Teachers wishing to work in the 

former must be members of the Ontario College of Teachers (OCT) and hold a Certificate of 

Qualification and Registration (Ontario College of Teachers). This usually involves the 

successful completion of an initial teacher education (ITE) programme which can be undertaken 

in English, allowing teachers to teach in the English-language system, or French, qualifying 

them to teach in the French system (oct.ca, n.d.). However, according to the Ontario Ministry of 

Education (edu.gov.on.ca, n.d.) no such requirement exists for privately funded schools, which 

means that in those institutions operating within the independent education sector, one is more 

likely to find a wider variety of teaching credentials, including certification obtained from outside 

of Canada.  

 

Referring to ITE in Canada, Gambhir et al. (2008) suggest that this is often understood to be 

‘the first stage in a longer professional learning process’ (p.6). In addition, they argue that the 

Canadian approach to teacher education is situated within a professional growth paradigm. 

Therefore, there is an expectation that teachers continue their professional learning throughout 

their careers and, despite the absence of government regulation in the private school system, a 

similar expectation tends to apply to teachers working in those organisations. In fact, the same 

in-service teacher education activities that take place within the province tend to attract teachers 

from both state-funded and private institutions. This is re-enforced by the organisation of 

Canadian Accredited Independent Schools (CAIS), a body that accredits the majority of private 
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schools in the country. CAIS accreditation guidelines state that an indicator of effective practice 

is the organisation’s ability to demonstrate that there exists a professional growth programme 

for teachers and that funding for professional development represents at least 2% of the budget 

for faculty salaries (CAIS Guidelines, 2015).  

 

2.2 Institutional Context 
 

2.2.1 École Tout Savoir (pseudonym) – A French international school 

The research study was conducted in the elementary section (Grades 1 to 5) of École Tout 

Savoir, a private international school catering for local children whose parents have chosen a 

French instruction environment for them. For the purpose of this study the term 'parents’ 

encompasses the students’ parents, guardians and carers. A number of factors tend to inform 

the parents’ choice to enroll their children at École Tout Savoir, including the consistently high 

academic standards achieved by the students as measured by pre-university examinations, the 

IB programmes offered, the school’s international perspective, the cultural diversity within the 

community, and the individual attention provided to students (Admissions report, 2020).  

It is important to note that the students are predominantly anglophone, with some possessing a 

mother tongue that is neither French nor English. In fact, a survey conducted by the school in 

2019-20 indicated that there were 43 languages spoken by the student body, including French 

and English. Therefore, for most of the students, French represents a second or perhaps a third 

language. School demographics show that the parent body is made up of largely university 

educated people who fall in the category of middle class, defined by the OECD in terms of those 

households that earn between 75% and 200% the median national income as well as 

possessing high social prestige (oecd-library.org, n.d.).  

The school is situated on two campuses; the larger campus is made up of four or five classes 

per grade level, depending on the student enrolment needs of the organisation, and the smaller 

campus has only one class per grade. Therefore, at the elementary school and across both 

campuses, each grade level team is made up of five or six teachers. Grade level teams will be 

discussed in more detail later in this section, as one such team was identified as the bounded 

case of this study, referred to in Section 4.3.1 of this report.  

Even though the school is attended mostly by children from the local community, as an 

organisation it views its identity as a French international school. The term ‘international school’ 
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is a much-contested concept. Hayden (2006) acknowledges that, given the diversity of forms 

taken by international schools, ‘it is arguably of little value to discuss prerequisites – or even 

perhaps to attempt a categorisation’ (p. 21). Indeed, it is beyond the scope of this study to delve 

into the debate around an objective definition of an international school and, therefore, for the 

sake of argument, I will take the view that the organisation has chosen to identify as an 

‘international school’. This perception is based on three key factors that have been used in the 

past to lay claim to this organisational identity. The first relates to the curriculum offered by the 

organisation. According to Hayden (2011), international schools tend to offer a curriculum that is 

different from that of the host country, with some choosing a ‘curriculum of a national system 

other than that of the country in which the school is located’ (p. 217). A second and related point 

is the school’s adoption of three International Baccalaureate (IB) programmes, namely the 

primary years programme (PYP) from KG to Grade 5, the middle years programme (MYP) from 

Grade 6 through to Grade 10, and the diploma programme (DP) for Grades 11 and 12. The 

three programmes form what the IB refer to as the IB continuum, which Bunnell (2014) argues is 

a theoretical concept rather than a product of deliberative process of curriculum design. Bunnell 

(2014) goes on to state that ‘the adoption of the IB is probably for many international schools 

the most obvious outward manifestation of their unique status’ (p.141). The third factor pertains 

to the makeup of the faculty.  

 

Teachers are made up of one of three categories: Host country nationals, local hire expatriates, 

and overseas hire expatriates (Garton, 2000). Equally significant is the teacher training 

background of members of faculty. According to data provided by the Human Resources 

department of the school, 40% of teachers were trained in Canada, 32% were trained in France 

and 28% were trained in a country other than Canada or France. Therefore, 60% of faculty 

members were trained outside the host country. This multicultural mix is seen to contribute to 

the international identity of the school as well as providing the necessary curricular expertise 

required to teach the school’s curriculum, which can be viewed as a synthesis of the French and 

Ontarian curricula.  

 

2.2.2 Teacher professional growth at École Tout Savoir 
 

The expectation at École Tout Savoir is in line with teacher education expectations in the 

Canadian approach to professional learning advanced by Gambhir et al. (2018) and referred to 

in Section 2.1.2. Therefore, the school has outlined its understanding and expectations 
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regarding professional learning in a policy document. In addition to stating that the organisation 

will seek to provide opportunities for professional growth, the policy makes specific reference to 

two elements that are of particular importance to this study. First, it clarifies that professional 

learning is not simply confined to one off formal professional development events but extends to 

activities that include a heuristic approach to the implementation of new practices, and the role 

of colleagues in the process of individual growth, whether conducted formally or informally 

(École Tout Savoir, Professional Learning Policy). As this case study focussed on the grade 

level team, the role that colleagues play in the professional growth of the individual teacher was 

viewed as an important part of the investigation. Second, the policy promotes the idea of a 

professional learning community (Huffman et al., 2016), a concept that is discussed in more 

detail in Section 3.2. Both of those elements shed light on the Social Knowledge Domain 

(Goodwin, 2010) and potential changes within it.  

 

Another important document produced by the organisation in support of professional learning is 

the Teacher’s Reflection and Growth Plan. This provides a detailed description of the framework 

that supports and guides professional learning at École Tout Savoir and complements the 

Professional Learning Policy. It is interesting to note that the title of the document betrays the 

emphasis placed on reflection and its implied connection with professional growth. It could be 

argued that at the time that the study took place, reflection was espoused by the culture of the 

school and that teachers were already engaged with this practice at some level.   

 

Between March 2020 and June 2021, the teachers continued to use the guidelines and 

structures provided by the two documents described above to support them with the significant 

professional learning that took place during that period. In particular, during the period March-

June 2020, there was daily support provided by a small group of technology specialists working 

at École Tout Savoir. This included the creation of short videos explaining the use of a variety of 

technology tools, virtual drop-in sessions allowing teachers to ask specific questions or share 

concerns and sharing new digital resources. Teachers were also able to access workshops that 

were organised by CAIS, the IB and an organisation that supports French international schools 

in North America.  

 

However, from September 2020 grade level teams in the elementary section of the school took 

on a far more prominent role in the professional development of their members due to the 

cohorting of teachers per grade level (see Table 2.1).  
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2.2.3 The planned curriculum 

At the elementary school level, the planned curriculum is a fusion of the programme developed 

by the French Ministry of Education supplemented by elements of the Ontario programme in 

order to ensure that students remain anchored in their national and provincial identities. The 

elementary school is accredited by the French Ministry of Education with a view to ensuring that 

the planning, teaching and assessment of the curriculum are aligned with ministry expectations. 

Inspections take place approximately every two years; however, due to the COVID-19 

pandemic, French ministry inspectors have not physically visited the school but have remained 

in communication with the school leadership team since March 2020. 

The French elementary curriculum is nationally set and based on the Common core of 

knowledge, skills, and culture developed in 2016 by the Conseil Supérieur des Programmes 

(CSP – Higher Council for Curricula) on behalf of the French Education Ministry 

(eacea.ec.europa.eu, n.d.). The Common core applies to children aged 6 to 14 and, at the 

elementary school, is divided into two stages. The first is the Fundamental learning cycle, which 

starts in Grade 1 and finishes in Grade 3. The second stage represents the Consolidation cycle, 

beginning in Grade 4 and crossing over into the first year of lower secondary education, Grade 

6. There are five components to the Common core: 

1- Languages to think and to communicate 

• Using the French language, written or spoken; 

• Using a foreign language or a regional language; 

• Using the language of mathematics, science, and computers; 

• Using the language of the arts, and of the body. 

2- Strategies and tools for learning. 

3- The formation of the individual and the citizen. 

4- Natural and technical systems. 

5- World representations and human activity. 

Elements from the Ontario curriculum that supplement the French national curriculum focus on 

aspects of the history and geography of Canada as well as works from Franco-Canadian 

literature. Students begin formal instruction in English from Grade 2 onwards, making up 
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between 24% and 28% of weekly instructional time. The content of the English programme is 

entirely derived from the Ontario curriculum. 

2.3 COVID-19 Teaching and Learning Context 

On Monday, 9 March 2020, Canada sadly suffered its first death as a result of the SARS-Cov.2 

virus and, two days later, the World Health Organisation declared the COVID-19 outbreak a 

global pandemic. According to Khanal, Bento, and Tagliabue (2021), 166 countries 

implemented school closures, impacting 84.5% of students enrolled in schools world-wide. The 

aim of this radical measure was to limit the spread of the virus and to ‘flatten the curve’ of the 

pandemic. In Ontario, school children were on their March break when the Ontario government 

announced that publicly funded schools were to close for an initial period of two weeks after 

which the situation would be evaluated. Private schools quickly followed suit. In fact, public and 

privately funded schools remained closed for face-to-face learning for the remainder of the 

2019-20 academic year. To ensure learning continuity, K-12 education in Ontario and Canada 

moved to online learning for children. This may be viewed as the first contextual change, 

radically altering the teaching and learning landscape for students, teachers and parents.  

In the elementary section of École Tout Savoir, the online teaching and learning context during 

the period 24 March-18 June 2020 required significant changes to the ways of working for 

students and teachers. An example of an online timetable of a seven-year-old student can be 

found in Appendix I. The day was divided into time slots of either synchronous or asynchronous 

teaching and learning. Synchronous teaching and learning involved virtual face-to-face 

interactions between teacher and student using Google Meet technology as the interface. These 

interactions allowed the teacher to work with the whole class (referred to in the example 

timetable in Appendix I as ‘teaching virtual class’), small groups (three or four students at a time 

and referred to in the example timetable as ‘Group Conferences’) or individual students with a 

view to maintaining a form of human connection. Asynchronous learning activities required the 

child to work independently without teacher supervision (referred to in the example timetable as 

‘individual work’); however, teachers could choose to provide some students with one-on-one 

support during those times. A detailed daily plan, together with the relevant teaching resources, 

was sent to parents via Mailchimp (an email marketing software used normally by elementary 

school teachers at the school to communicate weekly with the parents) the evening before by 

6.30pm in order to ensure that parents were able to support their children with their learning. 
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Therefore, the expectation that parents played a far greater role in their children’s education 

appeared to be implicit in the new teaching and learning context, from the very outset.  

Class teachers were asked by the school’s academic leadership team to focus on the teaching 

of French and mathematics only to ensure a manageable workload for both children and adults 

as part of this new context. As the timetable above shows, English teachers continued to 

provide students with both synchronous and asynchronous learning. However, colleagues 

teaching art, music and physical education created short videos that were designed to guide 

students through various learning activities in those areas so that the children continued to 

benefit from a well-balanced curriculum. Art, music and physical education activities could be 

completed at a time of the student’s choosing and parents were urged to encourage their 

children to engage with these disciplines. Teachers, students and parents continued to work 

within this context until the start of the summer holidays and the end of the 2019-20 academic 

year.   

The new academic year (2020-21) saw a return to campus for students and teachers in the 

province of Ontario. However, the Ontario government insisted that it would be a voluntary 

return based on parent choice (CIS Ontario document). This meant that schools, both publicly 

and privately funded, were obligated to provide those children who remained at home with a 

remote learning option. For teachers at École Tout Savoir, the period starting 8 September 2020 

and ending 18 December 2020 represented a second and distinct change in the teaching and 

learning context. Despite the welcome prospect of a return to in-person teaching and learning, a 

number of safety protocols aimed at reducing the risk of transmission of the COVID-19 virus 

were implemented, which had significant and far-reaching consequences for teachers’ 

practices. Table 2.1 provides a summary of the enhanced safety measures that were put in 

place. 

Table 2. 1: Summary of enhanced safety protocols implemented by École Tout Savoir 

Enhanced Safety Protocol 

(ESP) 

Description 

Masks  • All staff members must wear a mask. 

• All students and adults entering and exiting the building 

must wear a mask.  
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• All students 2 years old and above are required to have 

a mask and wear it for the entire day, with the exception 

of lunch and recess. Students up to Grade 3 allowed to 

remove masks for appropriate breaks when needed. 

Cohorting • From Kindergarten to Grade 9, students’ cohorts are 

their classmates; for Grades 10 to 12, students 

participate in different classes with different students, 

with a limit on the number of students they interact with. 

Risks for these students are mitigated by students 

maintaining two-metre physical distancing, wearing a 

mask, and being separated by plexiglass dividers. 

Cohorting also included teams of teachers (per grade 

level or per department as relevant). 

Physical distancing • Measures to maintain physical distancing and limiting 

movement of students where possible: cohorts using 

separate entrances, and in where applicable sanitizing 

each toy and pedagogical resources after every single 

use.  

• As per government guidelines, classrooms are 

arranged so that students are able to maintain at least 

one-metre distance from their peers and the teacher, 

and outside the classroom or cohort, students must 

maintain a physical distance of two metres.  

• Common spaces and classrooms must be cleared of 

unnecessary furniture as part of a process of de-

densification of areas within the school.  

• Students have access to a place to charge their 

personal device in the classroom.  

• “No sharing” - Students must not share any personal 

items, including water bottles and food items.  
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• Technology - Each student has their own learning 

device and access to online applications so that 

learning can happen both at school and at home.  

Use of plexiglass dividers • Plexiglass shielding at student desks installed to add an 

increased level of safety.  

Drop-off and pick-up times • Parents are not permitted to enter the school. All 

appointments must be virtual, thus helping to reduce 

the number of people in the buildings.  

 

In 2021, Ontario entered the second and third waves of the pandemic, resulting in school 

closures for the greater part of the remainder of the academic year. Consequently, there was a 

return to remote learning from 8 January 2021 to 22 June, with the exception of a two-week 

period when students and teachers were allowed to return to campus (not examined in this 

investigation due to its limited duration). This second period of remote teaching and learning 

2021 brought further changes that forced teachers to adapt their practices once again. For class 

teachers, there were three key differences between the March-June 2020 online context and the 

online context of 2021. First, class teachers continued to follow the exact same teaching 

timetable (see example of timetable in Appendix J) used for in-person learning between 

September and December 2020. This meant that class teachers would be able to maintain 

some aspect of the routine established with students. Second, class teachers would not only 

teach French and mathematics, as they had done between March and June 2020, but they 

would also teach the unit of inquiry that is part of the PYP framework. Third, class teachers 

taught the whole class as opposed to working with small groups of three or four students, as 

had been the case during the March to June 2020 online phase.  
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Chapter 3 – Literature Review 
 
This study aimed to explore the impact of the reconceptualisation of the learning space 

(Cahapay, 2020), brought about by the need to minimise the spread of the SARS-CoV-2 virus, 

on the knowledge produced by six teachers working in a lower elementary school setting. By 

examining knowledge in terms of product and process within a COVID-19 teaching and learning 

context, this research sought to address the gap in the literature by identifying and analysing 

changes to teacher knowledge during challenging situations (Trust & Whalen, 2021) such as the 

one presented by the current pandemic.  

 

The literature review focusses on key concepts that are central to this empirical study. First, it 

briefly reviews the current literature on the impact of COVID-19 on teacher knowledge 

production. A specific challenge associated with the selection of literature on the impact of the 

pandemic on teaching and learning is that this continues to be an expanding area of study as a 

result of the ongoing nature of the pandemic. Therefore, it is perfectly appropriate for the data 

collected in this study to continue to be interpreted in order to accommodate developments in 

the field. Second, I explore some of the literature around what constitutes teacher professional 

knowledge and the process through which that knowledge is produced with a view to defining 

the conceptual and analytical frameworks that are necessary to interpret and analyse the 

findings of this study.  

 

3.1 Teacher Practices in a COVID-19 World 

 
When West (1960) coined the term ‘teaching in difficult circumstances’, he was referring to ill-

prepared practitioners who were teaching in over-crowded classes in hot climates, and often 

lacking the necessary teaching and learning materials. This view, while acknowledging the 

challenges of the context, remains rather limited in scope. Chricton (2014) expands the concept 

of challenging circumstances by recognising that the type of settings referred to in West’s 

(1960) definition are not restricted to a particular set of circumstances, a certain part of the 

world, or even one group within a society. For example, Alvarez (2010) describes the 

challenges faced by teachers in the aftermath of Hurricane Katrina in public schools in New 

Orleans in 2005. In her study, she claims that teachers adapted to the change in behaviour 

observed in adolescent students as well as changes to the physical conditions resulting from 

this natural disaster. Alvarez (2010) goes on to suggest that a difficult context can lead to 

innovation in terms of both instruction and disciplinary content. Similarly, Ubit and 
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Bartholomaeus (2018) suggest that as teachers in Banda Aceh in Indonesia adapted to the 

change in environment caused by the Tsunami that occurred in 2004, they constructed 

knowledge. In addition, they argue that participation in an ongoing professional dialogue with 

colleagues from ‘the same school, department or grade’ (Ubit & Bartholomaeus, 2018, p. 110) 

led to teacher professional growth. Due to a host of adverse circumstances such as natural 

disasters, terrorist attacks, and civil and political unrest, teachers around the world are 

increasingly being called upon to adapt their practices in order to continue to deliver an 

education to young people (Trust and Whalen, 2021). Yet, according to Trust and Whalen 

(2021) the focus, thus far, has tended to be on ‘teaching during the aftermath of an event [and] 

the literature is lacking first-hand data from educators regarding what they learn while teaching 

during emergency situations’ (p. 3). Therefore, studies, such as the present inquiry, that provide 

rich data on teachers’ growth as they are responding to a challenging context address this 

specific gap in the literature.  

 

When in March 2020, 166 countries implemented school closures affecting 84.5% of children 

and young people who were enrolled at the time (Khamal, Bento, & Tagliabue, 2021) in order to 

limit the spread of the SAR-CoV-2 virus, it could be argued that the scope of the definition of a 

‘challenging context’ experienced a quantum leap. The COVID-19 pandemic affected schools in 

the majority of countries around the globe and created conditions for teaching and learning that 

could aptly be described as challenging. Hartshorne et al. (2020) present some of the areas of 

teacher practice that have been affected by changes due to a COVID-19 world. For example, 

they mention practices involving creating and adapting content to virtual learning spaces, the 

use of digital tools to deliver instruction, and engaging with parents in new ways. Trust and 

Whalen (2021) point out, however, that teachers have generally felt that they have had to adapt 

their professional practices far more quickly than they would have ideally liked. This has led 

some researchers to use the term ‘emergency remote teaching’ (Hodges et al., 2020) rather 

than online learning to describe teacher practices in response to this sudden reconceptualising 

of the teaching and learning space. Taabatadze and Chachkhiani (2021) investigated the impact 

of emergency remote learning in non-Georgian K-12 public language schools in the country of 

Georgia. Their investigation reveals themes that include the positive effects of problem-based 

teacher cooperation as an approach to professional development, increased teacher 

collaboration and greater involvement by parents in the students’ education. All of these themes 

are pertinent to my inquiry as they represent aspects of teacher practices as defined by Buehl 

and Beck (2015) and whose definition is adopted for the purpose of the present study. They 
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view practice as ‘any action that is part of the teaching process’ (Buehl & Beck, 2015, p. 66) 

which may include planning and decision-making, instructional strategies, assessment, work 

with families, and relationship building.  

 

COVID-19 has led to a reconceptualization of the learning space (Cahapay, 2020), as 

represented by the traditional classroom, resulting in new learning spaces such as online 

learning from home and in-person learning in the classroom with ESPs (see Chapter 4). There 

is a growing body of literature that sheds light on teacher practices within an online learning 

environment, including discussions around elementary school teachers and online learning 

(Powers et al., 2020; Wagner, 2021), the permeability of boundaries between school and home 

(Fontichiaro & Stephens, 2021), as well as reports developed by teacher associations exploring 

teacher engagement with emergency remote teaching (Alberta Teachers’ Association, 2020). 

However, Wagner (2021) points out that, despite the growing interest in this field, effective 

online teaching at the elementary school level remains an under-researched area and thus, this 

project would add to the existing body of literature. At the time of writing this thesis, no research 

had been conducted focussing on the impact of in-person learning with ESPs on teacher 

professional practices. Therefore, this study hopes to contribute to addressing this gap in the 

existing knowledge.  

 

3.2 Teacher Professional Knowledge 
 

This study seeks to go beyond the observable professional practices of teachers in order to 

investigate the unobservable cognitive dimension; that is the knowledge underpinning practice 

(Borg, 2003). Furthermore, while it is acknowledged that teachers’ classroom practice is at the 

heart of their professional activities, teacher professional practices are by no means limited to 

what takes place in the teaching and learning space. As noted in Section 3.1, for the purpose of 

this study teacher practice also encompasses course and lesson planning; the building of 

relationships with students, colleagues and parents; as well as the development and adoption of 

instructional and assessment strategies (Buehl & Beck, 2015). Hence, it is reasonable to 

assume that the conceptualisation of the knowledge that supports and guides this practice 

needs to be equally broad. Not surprisingly, educators and educational scholars agree that the 

act of teaching and the knowledge required to carry it out represent a ‘complex tapestry’ 

(Adoniou, 2015, p. 99) which is difficult to disentangle. Furthermore, it is important to note that, 

in this investigation, the knowledge used and produced by teachers (Fenstermacher, 1994) in 

the course of their practice as they adapt to the adverse circumstances brought about by the 
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COVID-19 teaching and learning context can only be inferred from the comments, behaviours 

and documents shared with me by the participants during my research.  

 

Borg (2015) claims that since the year 2000 the plethora of interpretations of what counts as 

teacher professional knowledge and, more fundamentally, how to conceptualise knowledge 

means that there is no agreed upon definition or singular conceptual framework that can be 

used to guide investigations in this field of research. That being said, Fenstermacher (1994) 

highlights two meanings that could be assigned to teacher knowledge. The first meaning 

employs ‘knowledge as a grouping or classifying term’ (Fenstermacher, 1994, p. 30) whereas 

the second sense is a stricter epistemological interpretation where evidence is required to 

support an epistemic knowledge claim. It would seem that Fenstermacher’s (1994) use of the 

term knowledge as a way of grouping together different constructs (e.g., beliefs, values, 

attitudes, mental images, propositions) also provides an opportunity to study the complex 

relationships between the different constructs that make up this umbrella term. This view also 

aligns with that of Kumaravadivelu (2012), who suggests that teacher knowledge encompasses 

‘teachers’ theoretical and practical knowledge as well as their dispositions, beliefs, and values’ 

(pp. 21-22). Therefore, in this thesis, the term ‘knowledge’ does not separate out the different 

cognitive constructs that are encompassed by the overarching label, especially since the focus 

is on the teacher’s perspective which, in reality, does not perceive the different constructs as 

distinct conceptual entities (Borg, 2015).  

 

An important tension arising from the question of what counts as knowledge, and which was 

noted above, relates to the concepts of practical and theoretical knowledge. Theoretical 

knowledge is defined by van der Linden and McKenney (2020) as ‘knowledge that can be 

verified and tested, and therefore, generalized until new observations cause one to discard 

those provisionally accepted truths’ (p. 704). In contrast, a number of authors (Elbaz, 1981; 

Connelly et al., 1997; Goodwin, 2010; Goodwin & Kosnik, 2013; Goodwin, Roegman & Reagan, 

2016) advocate for the value and importance of knowledge produced by teachers in the course 

of their practice. Elbaz (1981) views the knowledge derived by teachers from their practice as a 

form of professional wisdom. She also presents the term ‘practical knowledge’ as a counterpoint 

to what she perhaps perceives as the dominance of academic knowledge within the field of 

teacher professional learning. She goes on to bemoan the fact that knowledge based on 

teacher practice is possibly not always afforded the attention and importance it deserves and 

that ‘there is little encouragement for teachers to view themselves as originators of knowledge’ 
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(Elbaz, 1981, p. 45). This view is supported by Connelly et al. (1997), who view teaching as an 

expression of knowing and believe that research around how teachers construct and share 

knowledge would contribute to an improvement in the quality of education. Their model of 

knowledge construction is grounded in the personal experience of the teacher, as opposed to 

‘something objective and independent of the teacher’ (Connelly et al., 1997, p. 666). According 

to van Ginkel, Oolbekkink-Marchand, and Meijer (2019) practical knowledge ‘encompasses both 

the knowledge embedded in [teachers’] practice and how they reason about their practice’ (p. 

1).  

 

Goodwin, Roegman and Reagan (2016) attempt to bridge this perceived gap between practical 

and theoretical knowledge by suggesting that the idea of ‘knowledge-in-practice does not mean 

[professional] learning happens just within schools’ (p. 1215) since theoretical knowledge is also 

required to articulate and share the rationale underpinning the practice as part of collaborative 

conversations (Gore 2020) amongst teachers where new knowledge can emerge. Barrett & 

Hordern (2021) as well as van der Linden & McKenney (2020) have advocated for a middle way 

which values knowledge that can be codified and generalised based on systematic observation 

as well as knowledge that is constructed within specific contexts and a specific knower. Furlong 

(2020) describes this perspective as the integrated knowledge traditions ‘where academic and 

practical knowledge are not conceptualized separately; rather they are both seen as central to 

the process of knowledge production’ (p. 263). Barrett and Hordern (2021) are proponents of 

this approach and view this separation of practical and theoretical knowledge as a ’false but 

consequential dichotomy’ (p. 3). They go on to suggest that an overemphasis placed on practice 

to the detriment of disciplinary knowledge ‘weakens teacher professionalism, leaving teachers 

vulnerable to manipulation and control in the context of global educational reform’ (Barrett & 

Hordern, 2021, p. 4). This point is of particular importance to this investigation as it touches on 

the important question of teacher identity (see Section 3.4) and, in particular, whether 

practitioners view themselves simply as individuals who carry out instructional tasks or as 

legitimate knowledge users and producers. van der Linden and McKenney (2020) also stress 

the central role played by teacher action and reflection in the development of knowledge, which 

is examined in more detail in Section 3.3.2 of this report. By providing teachers with a platform 

to share their perspectives and interpretations on their practice in order to codify teacher 

professional knowledge, this study sits within what Furlong (2020) describes as integrated 

knowledge. Furthermore, it supports the assertion that lessons learned in situ are of great 
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importance to teacher growth and promotes the potential value of a collaboration between 

researchers and practitioners (see Section 4.2).  

 

Another important aspect of professional knowledge contributing to its complexity is the notion 

of tacit knowledge. Polanyi’s (1967) concept of tacit knowledge suggests that knowing is a 

personal process that varies from one individual to the next and from one context to the next. 

Moreover, Eraut (1994) suggests that the unconscious dimension of knowing is an active and 

transformative mechanism and argues that the ‘process of using knowledge transforms that 

knowledge so that it is no longer the same knowledge’ (p. 25). According to van der Linden and 

McKenney (2020), tacit knowledge is rooted in the idea of the personalisation of knowledge that 

can only be developed through practice. It can also be argued that the concept of tacit 

knowledge reinforces the importance of personal reflection and contextualised knowledge. The 

use of the word ‘tacit’ implies that knowledge and knowing may exist in a realm that is not 

accessible consciously by the individual but nonetheless ‘can be accessed when analyzing 

teaching or learning using representations of practice’ (van der Linden & McKenney, 2020, p. 

704).  

 

Eraut (2004) also posits that the fluid nature of the classroom environment naturally leads 

teachers to adopt routines in order to better monitor ‘what are often rapidly changing situations 

and for taking a more meta-like perspective on their actions’ (p. 261). Nevertheless, as Eraut 

(1994) points out, this routinisation brings along its own challenges when the teaching and 

learning context experiences a radical change, as in the case of the reconceptualization of the 

learning spaces as a response to COVID-19. He argues that in situations that ‘involve 

behavioural routines which are difficult to deconstruct and reassemble’, change is often 

accompanied by ‘disorientation and the threat of a temporary (and the fear of a more than 

temporary) inability to cope’ (Eraut, 1994, p. 26). This assertion sheds light on the affective 

impact of change on the individual teacher in response to an emergency situation, such as the 

one presented by COVID-19. Moreover, given that tacit knowledge is implicit and less 

understood by the practitioners themselves, it would seem reasonable to imagine that 

articulating this knowledge would be equally challenging.  

 

It can also be argued that tacit knowledge includes teachers’ internalised preferences and 

dispositions that unconsciously guide their actions and are manifest in their practice 

(Christensen, Nielsen & O’Neill, 2022) and which Bourdieu (1998) termed ‘practical sense’. 
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However, Christensen, Nielsen and O’Neill (2022) argue that a disruption to the teaching 

context may result in a teacher becoming aware of their practice as a disposition. Therefore, the 

present investigation also sought to examine the impact which the disruption to the teaching 

context had on teachers’ level of awareness of aspects of their tacit knowledge.  

 

As outlined so far in this section, the complexity associated with the concept of knowledge 

cannot be overstated. Therefore, it is important to adopt an analytical lens that attempts to 

capture the breadth as well as the depth of teacher knowledge. Goodwin’s (2010) work in the 

field of teacher pre-service education provides a knowledge framework that reflects the broad 

range of professional activities undertaken by teachers. In addition, the framework presents 

teacher knowledge within a global context (Goodwin, 2010; Goodwin & Kosnik, 2013, Goodwin 

& Stanton, 2022) emphasising the fact that human mobility, at the time of writing this report, is at 

a scale that is unprecedented in the history of the world. Given that the context of this study is 

an international school in Canada employing teachers from a number of different countries and 

catering for students with diverse cultural and racial backgrounds, Goodwin’s framework 

represents a particularly useful tool for exploring the question of teacher knowledge. Goodwin 

(2010) emphasises the importance of conceptualising teacher knowledge as including, but not 

being limited to, the knowledge, skills and dispositions that are required to perform in the 

context of the classroom. The additional element(s) which Goodwin (2012) is hinting at enables 

the teacher to ‘stretch beyond teaching as an imitative process’ (p. 22) and to adopt various 

habits of mind. This perspective resonates with that of Hobbs (2012) and Sipman et al. (2019), 

who emphasise the intuitive, and at times ineffable, aspect of teaching that allows teachers to 

bring a subject to life for their students. The intuitive dimension also aligns with the notion of 

tacit knowledge (Eraut, 1994; van der Linden & McKinney, 2020; Polanyi, 1967) referred to 

earlier and, therefore, the message is that teachers’ practices cannot simply be reduced to 

‘discrete behaviors and competencies’ (Goodwin, 2010, p. 22). Figure 2.1 illustrates the 

knowledge domains that constitute Goodwin’s (2010) framework.  
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Figure 3. 1: Five domains of teacher knowledge (Goodwin, 2010) 

 
 

 
Goodwin’s framework was conceptualised with pre-service teacher education in mind whereas 
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Teachers’ autobiographies and personal histories represent an aspect of their knowledge base 

that has great influence on their practices (Goodwin, 2010; Goodwin & Kosnik, 2013). Referring 

to pre-service teachers, she argues that students who participate in teacher training 

programmes already possess a considerable degree of knowledge regarding teaching and 

learning in terms of practical theories as well as a variety of beliefs, assumptions and 

expectations about the role of teachers and learners within the context of school. Ignoring the 
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Personal 
Knowledge 

Domain

Contextual 
Knowledge 

Domain

Pedagogical 
Knowledge 

Domain

Sociological 
Knowledge 

Domain

Social 
Knowledge 

Domain



Chapter 3 – Literature Review 

 23 

students who, as once students themselves, have first-hand knowledge of a teaching and 

learning environment. Lortie (2002) compares this experience to that of an apprentice and, 

therefore, argues that pre-service teachers have already come into contact with many 

experienced teachers who are potentially of influence on the pre-service teachers’ practices. 

Eraut (1994) echoes this point and explains that, as professionals gain more experience through 

their encounters and reflections upon various situations, cases and problems, they tend to 

create practical theories that become part of their personal knowledge domain.  

Goodwin (2010) suggests that beliefs are part of the personal knowledge domain and have an 

influence on teacher practices. However, it could be argued that personal and professional 

beliefs have more of a tendency to act first and foremost as mediating factors within the process 

of knowing which may or may not lead to a change in those beliefs.  

 

(ii) Contextual Knowledge Domain 

 

Context is identified as an important factor in the teacher’s ability to enact beliefs as 

professional practices (Buehl & Beck, 2015). In addition, the manner in which teachers perceive 

contextual factors such as those of the classroom, the school, as well as those at the provincial 

and/or national levels, shapes their contextual knowledge and its application (ibid). Shulman 

(1987) presents contextual knowledge in terms of the ‘territory of teaching’ and claims that a 

teacher tends to operate within an environment that may be described as a matrix of elements. 

The elements to which Shulman (1987) is referring include: 

 

Curricula with their scopes and sequences; tests and testing materials; institutions with 

their hierarchies, their explicit and implicit systems of rules and roles; professional 

teachers’ organizations with their functions of negotiation, social change, and mutual 

protection; government agencies from the district through the state and federal levels; 

and general mechanisms of governance and finance. (p. 9) 

 

Goodwin (2010) interprets contextual knowledge in a similar vein to Shulman but provides even 

greater breadth to the term by including knowledge regarding the students’ cultural 

backgrounds, local and international curricula requirements, as well as the political and 

historical knowledge of the host nation. Sanchez & Borg (2014) highlight the need to view 

context not only as an external set of factors but also to take into consideration how each 

individual teacher filters and interprets their context and how this interpretation informs their 



Chapter 3 – Literature Review 

 24 

knowing and knowledge. This argument is of particular importance to this study as the 

participants all experienced radical change to the familiar teaching and learning context pre-

COVID-19. However, their reaction to those changes and the impact that this has on their 

practices may very well vary from one teacher to the next.  

 

(iii) Pedagogical Knowledge Domain 

 

Goodwin (2010) conceptualises pedagogical knowledge in terms of the content, theories, and 

methods of teaching, and curriculum development. This conceptualisation attempts to illustrate 

the fact that teachers’ pedagogical knowledge is far more complex than a set of generic 

universal skills that can be taught and applied blindly to classroom situations. This view is much 

in line with that of Shulman (1987), who warns of the dangers of reducing the practice of 

teaching to a set of generic principles which in turn become the ‘standard’ by which a teacher’s 

performance is measured. He argues that ‘the great danger occurs […] when a general teaching 

principle is distorted into prescription, when maxim becomes mandate (Shulman, 1987, p.11). 

 

Therefore, both Goodwin and Shulman emphasise the adaptive nature of teaching where the 

teacher adapts their practice to a given context. Goodwin (2010) considers this knowledge more 

a ‘habit of mind’ that needs to be developed as opposed to simply viewing it as learned methods 

to be implemented. However, the difficulty with knowledge that is embedded in a ‘habit of mind’ 

is that it is not easily articulated in propositional form (Eraut, 1994). Therefore, capturing such 

knowledge and its evolution represents a challenge for researchers and, indeed, research 

participants.  

 

Shulman (1986) also draws attention to the need for teachers to play an active role in 

determining ‘subject matter knowledge for teaching’ (p. 9). In a similar vein, Goodwin (2010) 

warns against the dangers of the ‘separation of curriculum and instruction’ (p. 25) by suggesting 

that, when teachers are deprived of the authority to make decisions about what is taught, they 

may experience a knowledge atrophy that prevents them from being able to adapt the 

curriculum in order to meet the demands of a change in context 
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(iv) Sociological Knowledge Domain 

 

According to Goodwin (2010), sociological knowledge involves the teacher’s awareness and 

understanding of issues such as ‘race, class, cultural difference, and inequity’ (p. 26) and their 

impact on approaches to teaching. One element, in particular, within this knowledge domain has 

considerable bearing on this study and the changes to the teaching and learning context as a 

result of COVID-19: the question of equity. Goodwin (2010) promotes the goal of achieving 

equity but claims that ‘history informs us that excellent schooling has always been reserved for 

the privileged’ (p. 26). Interestingly, this view is also echoed by Hargreaves and Fullan (2020), 

who, referring to the impact of the COVID-19 pandemic on teaching and learning, claim that: 

while many elite private school teachers just taught their usual classes online, confident 

in the knowledge that their students had access to the necessary technology, that the 

students’ home environments would be supportive and that the sizes of classes they had 

to manage on a digital platform were small, the results elsewhere were a lot more mixed. 

(p. 329) 

It would be difficult to refute the advantages that are purchased through access to private 

schooling, and yet it could be argued that the above comments represent certain prejudices, 

misconceptions and gross generalisations around the question of privilege. This study hopes to 

provide, amongst other things, a more nuanced understanding of the challenges encountered 

as a result of the COVID-19 pandemic within a private school setting and the extent to which 

teachers’ understanding of equity has evolved as result of their experience of the situation. 

(v) Social Knowledge Domain 

The six participants in the study are members of the same team and represent the case that is 

being investigated (see Section 4.3.1). This means that perceived changes to processes 

associated with the Social Knowledge Domain, such as engaging in democratic group 

processes, participating in democratic cooperative groups, decision making, and exercising 

professional authority (Goodwin, 2010), are of interest to the study. 

 

As teachers engage with and collaborate on a multitude of tasks, such as ‘the determination of 

school goals and policies and are given the right to exercise professional judgement about 

curricular content and instruction’ (Goodwin, 2010, p. 27), they need to engage with the above 
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processes to allow them to undertake these tasks in an inclusive, collaborative and fair way. 

Furthermore, Goodwin’s (2010) conceptualisation of the Social Knowledge Domain aligns 

closely with the concept of the professional learning community (PLC) that has been gaining in 

popularity since the 1990s (Huffman et al., 2016) and represents an aspect of the institutional 

context of the present study (see Section 1.1). The growing body of literature around the 

effectiveness of PLCs has identified elements that may help to better define the democratic 

processes referred to by Goodwin (2010). Schaap and Bruijn (2018) argue that there are 

several key elements that impact the effectiveness of a PLC, such as task, perceptions, group 

composition, tensions between roles, beliefs about alignment, reflective dialogues, socialisation 

and ownership. Vescio et al. (2008) suggest that the effectiveness of a PLC is dependent on 

five strands, namely, shared values and norms, a focus on student learning, sharing of 

practices, a collaborative mindset, and reflective dialogues.  

 

The five domains of knowledge discussed above act as a comprehensive lens through which to 

view teacher professional knowledge. They also act as a framework for assigning different 

teacher professional practices to their respective knowledge domains in order to determine what 

knowledge teachers produce as they adapt to a COVID-19 teaching and learning context 

(Research Question 1). It is important to acknowledge that the complexity involved in teacher 

cognition does not lend itself to the neat categorisaton that could be inferred from the discrete 

categories of Goodwin’s (2010) framework. In fact, I would argue that there are some aspects of 

teacher professional practice that could be viewed through multiple lenses, while others defy 

categorisation all together. The model, nevertheless, provides a useful analytical tool for the 

purpose of research.  

 

3.3 Teacher Professional Growth 
 
This section attempts to conceptualise the process of knowing that leads to change in 

professional knowledge. In so doing, it provides the tools to address the second of the two 

research questions: What factors and processes mediate, individually or collectively, the 

production of teacher knowledge? 
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3.3.1 Conceptualising change 
 

Throughout this study I use the terms ‘professional growth’, ‘knowledge production’ and 

‘change’ interchangeably to denote the evolution taking place in both the teachers’ practices 

and the potential impact on the five domains of knowledge (Goodwin, 2010) discussed in 

Section 3.2. Clarke & Hollingsworth (1994) claim that the concept of ‘change’ within the context 

of teacher development is open to a variety of interpretations contingent upon the perspective 

that is adopted vis-à-vis professional development. They identify six perspectives that they claim 

are not mutually exclusive and, in fact, are often interrelated (Hollingsworth, 1999). Table 3.1 

outlines the six perspectives together with the interpretation of change that is associated with 

each one.  

 
Table 3. 1: Interpretations of change (Hollingsworth, 1999) 

Change as… Description 

training  Teachers undergo some form of professional development that 

leads to a change in their practice(s). 

adaptation Teachers adapt their practice(s) as a response to a change in 

context. 

personal development Teachers choose to change their practice(s) in order to improve 

their performance or to develop new skills. 

local reform Teachers seek to change for reasons of personal growth. 

systemic restructuring Teachers enact policies determined by the system that lead to a 

change in practice(s). 

growth or learning Teachers’ engagement with day-to-day professional practices 

including participation in a professional community is, by 

definition, a form of change. 

 

The perspectives offered by Clarke and Hollingsworth (1994) are useful when attempting to 

identify whether or not professional growth has taken place. However, they seem to vary in 

terms of the degree of agency enacted by the teacher. Biesta and Tedder (2007) view agency 

as ‘something that is achieved rather than possessed, through the active engagement of 

individuals with aspects of their contexts-for-action’ (p. 132). This conceptualisation of agency 

puts the emphasis on the individual’s ability to exercise some control over the direction of their 

day-to-day lives. Biesta and Tedder (2007) also highlight the role of the environment as a 
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mediator to achieving agency rather than simply a neutral context in which the individual 

operates. In fact, they suggest that the same person ‘can achieve agency in one situation and 

not in another’ (Biesta & Tedder, 2007, p. 137). Therefore, by viewing agency as a product of 

achievement rather than a power that is possessed brings to the fore the importance of 

mediating elements within a particular context that, combined with the efforts of the teacher, 

lead to a sense of control. This view of agency is adopted in this study as it allows us to 

examine the participants’ efforts to achieve a sense of agency as they interact with the changing 

teaching and learning environment. 

 

Change as personal development and/or as local reform carry a higher degree of agency than 

the other perspectives. However, the distinction between the two is somewhat confusing 

through the ambiguous use of the term ‘personal’ which, on the one hand, refers to the 

development of professional skills and, on the other hand, to personal growth. Change as 

adaptation is of great interest to this study as the focus is on the adaptations that are made by 

the teacher as a result of the new teaching and learning context brought about as a result of 

COVID-19.  

 

Change as growth or learning is an equally interesting perspective which is supported by Eraut 

(1994), who claims that educational innovation takes place in the context of use and is part of a 

heuristic process. Eraut (1994) also emphasises the ‘doing’ aspect which enables the teacher to 

see ‘from within the action, not from outside it […] with some learning associated with new input, 

some with new use; and some, no doubt with the period in between when there may be 

reflection on input or contemplation of use’ (pp. 31-33). This means that, given the crowded 

environment of the classroom, teachers may not be fully conscious of the knowledge that is 

being produced within the context of practice and that clarity regarding professional growth is 

not always achieved.  

 

The perspective of change as training, as presented by Clarke and Hollingsworth (1994), 

appears somewhat problematic as it depicts engagement in professional development solely as 

a passive act. However, it is possible to imagine teachers choosing to change their practice by 

engaging in some form of professional development activity and, therefore, exercising their 

agency over the learning and the change in practice. Furthermore, it would appear that this 

perspective only views training in terms of organised, formal professional development and 
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does not recognise the informal dimension of learning that occurs in the day-to-day practices of 

the teacher.   

 

Therefore, in order to reconcile Biesta and Tedder’s (2007) interpretation of agency together 

with Clarke and Hollingsworth’s (1994) perspectives on change, for the purpose of this study, 

change is viewed using a wide lens that encompasses adaptation, personal development, and 

growth.  

 

3.3.2 Modelling professional growth 
 

Boylan et al. (2018) use the term ‘model’ to denote a ‘non-unique partial representation of a 

system, object and event process or idea’ (p.121). This is a useful way of viewing an analytical 

framework that can be used to provide some understanding of a highly complex process such 

as that of teacher knowledge production. Whether the model is a linear single pathway (Guskey, 

2002; Desimone, 2009) or a multiple pathway model (Clarke & Hollingsworth, 2002; Opfer & 

Pedder, 2011), the purpose remains the same and that is ‘to identify patterns of change and 

interrelationships between different elements or aspects of professional development 

processes’ (Boylan et al. 2018, p. 121). Where the models differ is in terms of the composite 

elements involved, the connections among them, the mediating factors within the process, and 

the extent to which they represent the complexity of the environment.  

It is beyond the scope of this literature review to explore individually the different models that 

attempt to explain teacher professional growth. Therefore, I will focus on providing a critical 

review of the single pathway and the multiple pathway models. A key characteristic of single 

pathway models, such as that of Guskey (2002) and Desimone (2009), is their desire to 

determine causality. Guskey’s (2002) model is based on a change sequence that begins with 

teacher engagement in a professional development activity which is implemented resulting in a 

perceived positive outcome which, in turn, leads to a change in knowledge and beliefs. 

Desimone (2009) proposes a similar model, except this time there is a direct causality between 

participation in professional development and a change in knowledge and beliefs.  

Another key feature of the single pathway model is its grounding in a positivist ontological 

perspective. In fact, Desimone (2009) specifically states that ‘[she] clearly acknowledge[s] the 

positivist viewpoint that [her] conceptual framework represents’ (p.187) and, at the same time, 
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there is a recognition of the tension between this viewpoint and what she describes as 

‘complexity, and the ambiguity of truth’ (ibid).  

Multiple pathway models, such as those of Clarke and Hollingsworth (2002) and Opfer and 

Pedder (2011), also recognise the existence of multiple elements in the process of professional 

growth. However, they allow for the possibility that change can occur through multiple 

interconnections among those elements, and, in so doing, attempt to reflect the complexity of 

the process. Indeed, Clarke and Hollingsworth’s (2002) framework is grounded in the 

philosophical foundations of social constructivism and that of Opfer and Pedder (2011) is based 

on complexity theory.  

A further difference between the two types of models is the consideration given to mediating 

factors and processes within the multiple pathway framework. Clarke and Hollingsworth (2002) 

focus on two in particular, namely the processes of ‘reflection’ and ‘enaction’; whereas Opfer 

and Pedder (2011) view the system within which change occurs as the mediating factor. Section 

3.1 sheds light on the complexity associated with teacher knowledge and knowing (Dewey, 

1910; Goodwin, 2010; Shulman, 1986). Therefore, a framework that recognises this complexity 

represents a more suitable analytical tool for the purpose of this study.  

Consequently, I believe that given my own epistemological and ontological worldview which 

leans towards socio-constructivism (see Chapter 4), as well as the desire of this study to 

embrace complexity, the Interconnected Model of Teacher Professional Growth (IMTPG) 

advanced by Clarke and Hollingsworth (2002) represents an appropriate, analytical model for 

better understanding the complexity involved in the change process representing teachers’ 

professional growth (Prenger, Poortman & Handelzats, 2020). In addition, Hamza et al. (2017) 

attest to the robustness of the IMTPG as an analytical framework as it does not assume a 

specific perspective on knowledge, and it allows for a broad interpretation of growth and change 

(see Section 3.3.1). Figure 3.2 provides an illustration of the different components of the model 

as well as the possible connections between those components. A brief analysis of the workings 

of the model is offered below. 
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Figure 3. 2: Interconnected Model of Teacher Professional Growth (Clarke & Hollingsworth, 
2002) 
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According to Clarke and Hollingsworth (2002), the four domains shown in Figure 3.2 can be 

divided into two groups based on a distinction of what lies outside the teacher’s personal world 

and what lies within it (Hollingsworth, 1999). The Domains of Practice and Consequence as well 

as the Personal Domain are viewed in this model as part of the personal world of the teacher. 

However, the External Domain (depicted in Figure 3.2 as a rectangle) exists outside the 

teacher’s personal world but with the possibility of influencing it or indeed be influenced by it. 

The design of the model implies that change in one domain can lead to change in one or more 

of the other domains, where change is interpreted using the perspectives described earlier on in 

this chapter. Table 3.2 provides a brief description of the four domains of the IMTPG. 

Table 3. 2: Descriptions of the four domains of the IMTPG (Clarke & Hollingsworth, 2002) 

IMTPG domains Description 

External Domain Elements outside the personal world of the 

teacher that may act as stimulus for change. 

Personal Domain This includes teacher knowledge, beliefs, 

attitude. 
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Domain of Practice This involves the implementation of 

professional practices associated with the 

profession. 

Domain of Consequence Outcomes that are perceived as salient by 

the teacher. 

In order to avoid confusion and to ensure clarity, some modifications to terminology and 

definitions have been made. As the term ‘domain’ is used both by Goodwin (2010) to refer to the 

five knowledge domains and by Clarke and Hollingsworth (2002) to label the four components of 

the IMTPG, I have chosen to employ the term ‘dimension’ to refer to the four components of 

Clarke and Hollingsworth’s (2002) model. Furthermore, the term ‘knowledge, beliefs and 

attitudes’ included in the Personal Domain of the IMTPG are interpreted as Goodwin’s (2010) 

five knowledge domains, and that component will be henceforth referred to as the Knowledge 

Dimension. Finally, the term ‘outcome’ replaces ‘consequence’ as the latter tends to be 

associated with negative results, whereas the former is generally understood as either. Figure 

3.3 shows the modified version of the IMTPG reflecting prior discussions. 

The model suggests that change in the four knowledge domains takes place within a defined 

context that facilitates or hinders teacher growth. This is represented by the concept of the 

‘change environment’ (see Figure 3.2). Since the six participants involved in this study are part 

of the same team, this will be considered the change environment within which a teacher’s 

professional growth is analysed (see Figure 3.3).  

Furthermore, Clarke and Hollingsworth’s (2002) model contends that two mediating sub-

processes result in changes in the four domains, namely those of ‘reflection’ and ‘enaction’ 

(Wildeman, Koopman & Beijaard, 2020), and ‘are positioned as central to the development of 

teachers’ knowledge’ (van der Linden & McKenney, 2020, p. 703). Hollingsworth (1999) 

describes ‘enaction’ as the conscious enactment of professional practices or beliefs and 

attitudes by the teacher. In addition, Clarke and Hollingsworth (2002) view ‘reflection’ in terms of 

Dewey’s definition, that is teachers engaging in ‘active, persistent, and careful consideration of 

any belief or supposed form of knowledge in the light of the grounds that support it’ (Dewey, 

1910). While I acknowledge that the consideration of mediating sub- processes is an important 

aspect of analysing the change process and I accept the likelihood that ‘reflection’ and 

‘enaction’ are involved in change, I believe, however, that the framework has some limitations. I 

discuss below those aspects which are most pertinent to this study.  
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Boylan et al. (2018) highlight the challenge of distinguishing between change resulting from the 

mediating sub-process of reflection and that brought about through a change in beliefs. It can be 

argued that teachers’ values and belief systems could act as a mediating factor in the process 

of change, especially in an emergency learning situation when acting out of a sense of 

necessity may not always align with what teachers believe is in the best interests of the 

learners. In fact, Boylan et al. (2018) argue that by focussing solely on two pre-defined factors, 

one could be blinded to other potentially viable and important mitigating factors that contribute to 

the process of professional growth. In addition, Clarke and Hollingsworth’s (2002) model does 

not explicitly take into consideration the role of the affective dimension as a possible mediating 

factor. 

Lortie (2002) posits the notion of ‘psychic rewards’ as an influential ingredient in the way 

teachers interpret the outcomes of their professional practices. According to Lortie (2002), 

‘psychic rewards consist entirely of subjective valuations made in the course of work 

engagement; their subjectivity means that they can vary from person to person’ (p.101). These 

‘subjective valuations’ which are impacted by affective aspects, such as the emotional 

satisfaction or dissatisfaction derived by teachers from interacting with individuals during the 

course of their practice (Hargreaves & Fullan, 2020), have the potential to influence the process 

of knowledge production and, consequently, could be considered a mediating factor within the 

IMTPG.  

The interpretation of reflection employed by Clarke and Hollingsworth (2002) focusses on the 

deliberate and conscious nature of the reflective act but is not sufficiently nuanced to capture 

the nature of reflection. Previous studies that have employed the IMTPG (e.g. Wang et al., 

2014; Witterholt et al., 2012) indicate that teachers use reflection as a means to allocate value 

to the knowledge used and produced (Fenstermacher, 1994); however, there does not seem to 

be an attempt to theorise how reflection leads teachers to arrive at value judgements with 

regard to professional knowledge. Luttenberg and Bergen (2018) propose a typology that 

recognises this important aspect of reflection. The first type of reflection is ‘pragmatic’, 

concerned with thinking about professional practice ‘in terms of objectives and means’ 

(Luttenberg & Bergen, 2018, p. 549). The second is ‘ethical’, where the teacher considers 

whether or not the implementation of professional practices aligns with their own values and 

beliefs. The third and final category is that of moral reflection and here the reflective act 

focusses on reviewing the implementation of a practice based on its benefit to the collective as 

opposed to the individual. Viewing reflection in this way goes some way to addressing the 
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limitations described above and adds value to the analytical capacity of the IMTPG. 

Consequently, for the purpose of this study, I adopt Luttenberg and Bergen’s (2018) typology to 

analyse the teachers’ reflections that are inferred from comments during the semi-structured 

interviews conducted with each participant and team meetings (see Section 4.3.3) in order to 

determine the extent to which the nature of reflection impacts the way teachers assign value to 

knowledge (see Figure 3.3).  

Figure 3. 3: Adapted version of the IMTPG for the purpose of this study 
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In summary, this study employs an adapted version of the IMTPG (Clarke & Hollingsworth, 

2002) seen in Figure 3.3 to provide rich data on teachers’ professional knowing and knowledge 

as they respond to the challenging teaching context during the COVID-19 pandemic.  
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as an area for further investigation (e.g., Huck & Zhang, 2021; Pryor et al., 2020; Trust & 

Whalen, 2021). Trust and Whalen (2021), for example, note that approximately 20% of 

participants in their study of 265 K-12 commented on perceived changes to teacher identity as a 

result of remote learning. Given the complexity of the concept of identity and the limited scope 

of the present investigation, this section presents a few salient points relating to teacher identity 

and its relevance to my study. Goodwin’s (2010) knowledge domains can be viewed not only as 

a way to reflect on and organise teacher professional knowledge but also as a means to 

understand the professional identity of teachers. As mentioned earlier, Clarke and 

Hollingsworth’s (2002) IMTPG identifies reflection and enaction as two key mediators of 

knowledge production. As teachers reflect on critical incidents relating to the enactment of 

professional practices during the pandemic, it is reasonable to assume that some important 

insights into teacher identity may be gained.  

Beauchamp and Thomas (2009) view teacher identity as a dynamic concept that changes over 

time as a result of internal (to the individual) and external factors. They also go on to suggest 

that the different understandings of the concept of identity represent a challenge when 

attempting to develop a definition, including the difficulties involved in disentangling personal 

and professional identities. Nevertheless, a useful definition is provided by Sachs (2005), who 

suggests that identity can be seen as: 

…a framework for teachers to construct their own ideas of “how to be”, “how to act”, and 

“how to understand” their work and their place in society. Importantly, teacher identity is 

not something that is fixed nor is it imposed; rather it is negotiated through experience 

and the sense that is made of that experience. (p. 15) 

This definition reiterates the importance of the fluid nature of identity as well as the role of 

teacher interpretations of their experience and how they shape their self-image as 

professionals. By sharing their experiences of their practices aimed at adapting to the changing 

conditions created by the pandemic, it was hoped that the data provided by the participants in 

this study would allow for a better understanding of teacher identity. However, once again, the 

definition does not shed light on ways to distinguish between changes to teachers’ personal 

identities and their professional ones.  

Three elements associated with teacher identity are worthy of note within the context of this 

study: context, agency, and reflection (Beauchamp & Thomas, 2009). First and as noted earlier 
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in the chapter, the reconceptualization of the teaching and learning space as a result of the 

impact of COVID-19 on schools represents a radical change in context (Cahapay, 2020). The 

impact of context on teacher identity is highlighted by Kim and Asbury (2020), who in their study 

of the impact of COVID-19 on teachers in England during the first six weeks of the pandemic 

claim that ‘removing teachers from their usual work environments and asking them to work in 

new ways inevitably raises the question of what it means to be a teacher during this time’ (p. 

1064). For example, Kim and Asbury (2020) argue that the COVID-19 teaching and learning 

context impacted teacher relationships with students, colleagues and parents; relationships 

themselves represent a key aspects of teacher identity and an area of interest in this study.  

Another important idea that is pertinent to the notion of context is the association made by 

teachers between their professional identity and the physical classroom. This sense of 

embodied presence (Bolldén, 2016; Christensen, Nielsen & O’Neill, 2022) and the perceived 

disembodiment of remote teaching and learning is of particular interest given that the 

participants in this study were primary school teachers (see Section 4.3.2) working with young 

learners. In addition, it should be noted that this empirical study hoped to add to the 

understanding of the physical nature of identity by looking at the impact of in-person learning 

with ESPs in place (see Section 2.3) and the consequences that this may have on the teachers’ 

sense of embodied presence.  

Second, for Beauchamp and Thomas (2009), the concept of teacher professional identity 

includes the notion of agency. In Section 3.3.1, Biesta and Tedder’s (2007) conceptualisation of 

agency as something to be achieved as opposed to a power to be possessed was discussed. 

However, it is important to add to this view a further dimension which is described by Bandura 

(2001) in terms of ‘modes of agency’ (p.13). Bandura (2001) claims that ‘in many spheres of 

functioning, people do not have direct control over the social conditions and institutional 

practices that affect their everyday lives’ (p. 13), which leads them to employ different modes of 

agency in order to ‘secure the outcomes they desire’ (ibid). He, therefore, suggests that 

teachers could achieve control through one of three modes: personal agency, collective agency, 

proxy agency (Bandura, 2001). Personal agency is viewed by Bandura (2001) as personal 

direct control and power in order to achieve desired outcomes while proxy and collective agency 

rely on others to achieve one’s goals. In this investigation, the teachers’ reliance on parents in 

an online setting could be viewed as proxy agency, which in turn could reshape the teacher-

parent relationship with implications for teacher professional identity (Kim & Asbury, 2020). 

Equally, collective agency, which Bandura (2001) views as ‘[p]eople’s shared belief in their 
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collective power to produce desired results’ (p. 14), would appear to be central to analysing the 

role that the team plays in supporting the individual throughout the challenges faced while 

teaching during the pandemic. Leveraging collective agency to scaffold and nurture perceived 

self-efficacy, which according to Bandura is central to human agency (2001) and defined as 

‘people’s beliefs in their own capabilities to perform in ways that give them some control over 

events that affect their lives’ (Bandura, 1997, p. 181), is an area of interest in this investigation 

as the object of study is the team of practitioners and not simply the individual teachers within it 

(see Section 3.2). 

The third and final element is the importance of reflection in shaping teacher identity. In Section 

3.3 the link between teacher reflection and knowledge production was discussed within the 

context of the IMTPG (Clarke & Hollingsworth, 2002). In addition to playing a mediating role in 

teacher knowledge production, reflection is seen to impact teachers’ understanding of their own 

professional identity (Beauchamp & Thomas, 2009). In fact, Beauchamp and Thomas (2009) 

suggest using Luttenberg and Bergen’s (2008) typology of reflection (see Section 3.3) as a way 

of understanding the role of reflection in teacher identity development. For example, one could 

look at the extent to which engagement in ethical reflection impacts the teachers’ Personal 

Knowledge Domain in terms of professional values or the Pedagogical Knowledge Domain 

through teachers’ personal practical theories (Stenberg & Maaranen, 2020) and, consequently, 

the way teachers view themselves as professionals.  

Section 3.4 has highlighted points of intersection between teacher professional identity, 

knowledge domains, and the process of knowledge production. By studying the impact of 

COVID-19 on teacher professional knowledge and its production, this investigation also seeks 

to add to the existing knowledge regarding the impact of context, agency, and reflection on 

teacher identity. 
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Chapter 4 – Methodology 
 
 

4.1 Research Approach: Qualitative 
 

4.1.1 Definition and rationale 
 
Yazan (2015) defines the qualitative approach from the standpoint of those who are conducting 

research and states that ‘the primary interest of qualitative researchers is to understand the 

meaning or knowledge constructed by people’ (p.137). This definition emphasises the idea that 

knowledge does not exist in an objective form but is constructed by individuals and groups. This 

definition is in line with a key assumption in the present study which is that teachers produce 

professional knowledge.  

 

Unlike Yazan, Yin (2015) is reluctant to provide a definition of qualitative research, fearing that it 

would be too reductive, and, instead, offers five general features that distinguish it from other 

forms of research in the social sciences, such as the quantitative paradigm. The five 

characteristics are listed below followed by a brief discussion as to their relevance to this study: 

 

- Exploring the meaning of people’s lives as part of their real-world roles. 

- Capturing and prioritising the views and perspectives of those participating in the 

research. 

-  Paying explicit attention to the contextual conditions and the influence they have on 

people’s activities. 

- Explaining behaviour through the use of existing or emerging theoretical frameworks. 

- Collecting and integrating data from multiple sources. 

 

(Yin, 2015) 

 

Based on the above characteristics, this study was situated within the qualitative research 

approach. The research questions in this project aimed to explore and explain the phenomenon 

of teacher knowledge production within a specific real-world context, that during the COVID-19 

pandemic, and focussed on activities that teachers undertook as part of their professional day-

to-day practices within that context.  
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It is also important to mention that by using conceptual and analytical frameworks, such as 

Goodwin’s (2010) knowledge domains and the IMTPG (Clarke & Hollingsworth, 2002), not only 

did I wish to apply these tools to interpret and understand the findings but also to contribute to 

the further development of the two theoretical models themselves. Finally, the complexity of the 

process of knowledge production within the COVID-19 setting required the use of a variety data 

sources that included interviews, non-participant observations, and documents, all of which also 

facilitated the ability to triangulate the data.  

 

4.1.2 Ontological and epistemological positions 
 

Ontology is a branch of metaphysics which attempts to address questions such as ‘what is the 

form and nature of reality, and what can be known about that reality’ (Ponterotto, 2005, p.130). 

An epistemological position refers to an individual’s world view regarding the nature and 

acquisition of knowledge and includes a set of beliefs that, in turn, define the researcher’s 

attitude (Schraw & Olafson, 2003). 

 

My ontological position leans more towards the belief that reality is subjective and mediated by 

a number of factors including the social environment as well as the individual’s own biography 

and perceptions. Furthermore, within the context of an empirical study, the interaction between 

the researcher and the participant has significant bearing on the construction and interpretation 

of that reality. I emphasised in Section 4.1.1 the significance placed on the voice of the 

participants in this study. This, in part, demonstrates my belief that they were active partners in 

the co-construction of the findings through their engagement in a process of interactive dialogue 

and interpretation (Ponterotto, 2005). In Chapter 5, I have chosen to make extensive use of the 

participants’ actual words in order to further underscore their respective interpretations which, 

together with my own, represent a socially co-constructed multiverse.  

 

In terms of my epistemological world view, this too falls within an overarching ‘constructivist-

interpretivist’ paradigm, where I have tended to adopt a transactional and subjective stance. A 

key focus here is on the dynamic interaction between the participants and the researcher and 

how this shapes the knowledge produced. Of considerable importance to this process of 

interpretation is the role played by my own perspectives and value biases that I needed to 

acknowledge, especially since I was privy to information due to my insider-researcher status 

(see Section 4.2). For example, I was conscious of the fact that, as a member of the leadership 
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team, I had participated in establishing the enhanced safety protocols (see Section 4.4) that 

contributed to the change in context experienced by the participants. Therefore, I had to ensure 

that I did not engage with the participants in a discussion regarding the pros and cons of the 

measures as it was far more significant to allow the teachers to fully express their views. That 

being said, I believe that it is impossible to eliminate value biases (Ponterotto, 2005) implicit 

within the researcher-participant dynamic and that my interpretations and descriptions were 

undoubtedly value-laden and subjective (Atkins & Wallace, 2012) despite the implementation of 

mitigation measures as outlined in Section 4.4. 

 

4.2 Research Strategy: Bricolage 
 
The dynamic nature of the context did not easily lend itself to a rigid research design but 

benefited from the flexibility that characterises bricolage (Rogers, 2012). The period under study 

(March 2020 to June 2021) was marked by a high degree of instability and unpredictability 

within the research context. Bricolage represents a strategy that falls within the qualitative 

approach to research and is defined by Yardley (2019) as ‘a practice of making do with the 

materials one has at hand’, characterised by ‘its responsiveness to contextual contingency, […] 

by its continually evolving processes’. Campbell (2018) adds to this definition by stating that 

bricolage seeks to promote both researcher and participant agency in developing and sharing 

knowledge and is shaped by ‘internalised moral and ethical imperatives’ (p.33). Denzin and 

Lincoln (2005) suggest that there are five types of ‘researcher-bricoleurs’ and Table 4.1 

provides a brief description of each.  

 

Table 4. 1: Types of researcher-bricoleur, Rogers (2012) 

Type of researcher-

bricoleur 

Description 

Interpretive  Applies to researchers who believe in the plurality of sense-

making with each telling of a particular event reflecting a valid 

perspective. Importance is also accorded to the subjective 

positioning of the researcher where engagement in reflexive 

interpretation is a recognition of the complexity inherent in the 

process of inquiry.  

Methodological Willingness to employ a multiplicity of analytical frameworks and 

disciplines in order to carry out at a deep and rich analysis of the 
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data characterises the attitude of the methodological bricoleur. 

In addition, the researcher is not afraid to change in situ any 

aspect of the research design to adapt to the dynamic nature of 

the inquiry process.  

Theoretical  The theoretical bricoleur is ready to combine multiple theoretical 

paradigms to examine the area under study in order to reach a 

deeper understanding of the subject.   

Political  The connection between knowledge and power is the 

preoccupation of the political bricoleur. Those researchers seek 

to produce knowledge that benefits disenfranchised individuals 

and groups within a society. 

Narrative The narrative bricoleur shines the spotlight on the ideologies and 

discourses that shape knowledge by attempting to examine their 

influence on the research process and its outcomes.  

 
The typology presented above does not imply that a researcher is limited to one of the above 

categories. Indeed, I suggest that my choice to adopt bricolage as my guiding strategy was 

shaped by several points suggested by Denzin and Lincoln’s (2005) categorisation.  

It became clear from the above definition of bricolage that the key principles underlying the 

strategy were in line with my philosophical leanings in terms of ontology and epistemology, as 

described in Section 4.1.2. Of note is the importance attributed to the plurality of interpretations 

and how ‘human positioning influences the research processes’ (Rogers, 2012, p.4). In order to 

address the question of researcher reflexivity, not only did I share with each participant the 

transcripts of their own interviews for editing purposes, but I also invited them to provide further 

comments and clarifications in order to add an element of critical reflexivity to the process as 

well as to cement the collaboration between researcher and participant (Farias et al., 2018). 

However, McLaren (2001) cautions against an assertion, generally associated with bricolage, of 

completely abandoning the notion of universalism and only focus on the individual’s experience. 

This study acknowledges this point, which is why the chapters that present and discuss the 

findings (Chapters 5 and 6) seek to identify common aspects of teacher knowledge and knowing 

as well as differences. 

The sensitive and dynamic context in which this inquiry was conducted warranted some serious 

consideration. Living and working in a COVID-19 reality negatively impacted the well-being of 
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teachers, leaving them feeling vulnerable. In addition, as mentioned in Section 4.1.1, a number 

of factors contributed to the existence of power imbalances between the researcher and the 

participants that undoubtedly fed this state of vulnerability. Therefore, it was incumbent upon me 

to reflect on and address those areas of concern brought about by the context which I did by 

embracing some of the attitudes, behaviours and actions described in Table 4.1. Empowering 

participants in my study became a priority (political bricoleur) which I did through a variety of 

ways, starting with the initial premise of the inquiry that views teachers as active agents in the 

production of professional knowledge. Equally, as mentioned in Section 4.1.2, through the 

extensive use of direct quotes, the participants’ voices, I positioned them as co-creators of 

knowledge (interpretive bricoleur) contributing to the development of their own agency and 

professional identity (Campbell, 2018). A third and final example of ways to address the 

participants’ vulnerable state was ensuring that I limited my ‘ecological footprint’ as a 

researcher. This was done through being respectful of teachers’ time through the use, as much 

as possible, of naturally occurring events as data sources (student reports, parent-teacher 

communications, and team meetings and documents). In fact, only the interviews constituted an 

additional demand on the participants’ precious time. I also ensured that I made each participant 

aware of the variety of mental health supports that were available to them as I recognised that 

the teachers themselves may be personally vulnerable as a result of the pandemic. 

 

Between March 2020 and June 2021 teachers switched between online teaching and in-person 

teaching with enhanced safety protocols with very little notice as a result of decisions made by 

the Provincial Government of Ontario (see Section 2.1). Therefore, from my perspective, the 

organic development of the research process was necessary to cope with the dynamic 

landscape of the research environment. Teacher absences due to illness or other factors meant 

that I needed to be flexible in terms of the design of my research. For example, initially five 

interviews per participant were considered; however, as a result of the growing pressures felt by 

the participants, the number was reduced to four (methodological bricoleur) in order to lighten 

the burden on the teachers. At times interviews needed to be rescheduled to accommodate the 

sudden change in circumstances of participants.  

 

This contextual contingency was not limited to logistics but also included theoretical concepts. 

Table 4.1 shows that the theoretical bricoleur combines different theoretical frameworks to 

better understand a phenomenon. Studying knowledge and the process that produces it does 

not yield straightforward answers. However, McLaren (2001) warns against a simple 
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juxtaposition of concepts which he identifies as a potential shortcoming associated with the 

implementation of the strategy. It is for this reason that I was conscious to ensure a synthesis of 

the two conceptual frameworks used (Goodwin’s (2010) knowledge domains and Clarke and 

Hollingsworth’s (2002) Interconnected Model of Teacher Professional Growth), which, to my 

knowledge, have not been used together in any previous study, in my attempt to acknowledge 

and cope with the complexity involved in addressing my research questions.  

 

4.3 Research Design: Case Study 
 

4.3.1 The case study: definition and rationale 
 
I have so far established that this study was situated within a qualitative research approach and, 

due to the high degree of unpredictability of the research environment resulting from conditions 

brought about by the COVID-19 pandemic, the flexibility of bricolage made it a suitable guiding 

strategy to adopt. The next key element to be discussed in this chapter is the design of the 

process of inquiry, albeit a design that is subject to flexibility as a way of adapting to the 

dynamic nature of the research context (see Section 4.2). Duff (2008) suggests using case 

study as a ‘type of research design’ (p.108). Baxter and Jack (2008) also refer to case study as 

a form of qualitative research that can facilitate the ‘exploration of a phenomenon within its 

context using a variety of data sources […] which allows for multiple facets of the phenomenon 

to be revealed and understood’ (p.544). This interpretation implies a philosophical position that 

is clearly aligned with my own ontological and epistemological perspectives (see Section 4.1.2) 

as well as the stated research aims of this study (see Chapter 1 – Introduction). 

Richards (2011) argues that defining ‘case study’ is a contested terrain ‘with the potential for 

confusion’ (p.208). Therefore, he chooses to define the term by focussing on four characteristics 

that he considers to be essential to all case studies. Table 4.2 provides a summary of Richards’ 

(2011) assertions along with an explanation of each one.  

 

Table 4. 2: Characteristics of a case study, Richards (2011) 

Characteristic Explanation 

Bounded This an attempt to contain the focus of the case by viewing it 

as a bounded phenomenon (such as a person, an institution, a 

process) (Yazan, 2015). 
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Contextualised A case is socially embedded and can potentially but not 

necessarily ‘throw light on features of the larger class of cases 

to which it belongs’ (Richards, 2011, p.209). 

Studied in its natural 

context 

Investigating the case in its natural context, as opposed to a 

laboratory style setting where the researcher can manipulate or 

control certain conditions, maximises ‘the ecological validity of 

the study’ (Duff, 2008, p.125). 

Draws on multiple data 

sources 

A case study typically relies on multiple sources of data in an 

attempt to reflect the complexity of the natural context 

(Richards, 2011; Yazan, 2015). 

 

Based on the characteristics outlined above, there are several reasons for justifying the 

selection of case study as the structural design for this project. Studying the phenomena of 

professional knowledge and its production in depth by focussing on the experiences of the team 

of six teachers in the study represented a bounded case containing a primary unit of analysis 

(the team of six teachers). It was important to investigate the phenomena in their contextualised, 

natural settings and within which there were two embedded units of analysis (domains of 

knowledge and the process of change). I was able to draw on multiple sources of data that were 

naturally occurring events (team meetings, planning documents, student reports, parent-teacher 

communication documents) and, therefore, maximised the ecological validity of the study as 

well as reflected the complexity of the context.  

 

Along with Richards’ (2011) four characteristics, the two typologies of case studies that were put 

forward by Stake (1995) and Yin (2018) proved helpful in identifying the study’s objective. My 

goal was not to explain causal links (explanatory case study, Yin 2018) or to simply describe a 

phenomenon as it occurred in a particular context (descriptive case study, Yin 2018), even 

though there was inevitably a descriptive element when presenting the findings, but it was rather 

to explore the process of knowledge production (RQ2: What factors and processes mediate, 

individually or collectively the production of teacher knowledge?) and its outcomes (RQ1: What 

knowledge do teachers produce as they adapt to a COVID-19 teaching and learning context?), 

knowing that there would not necessarily be a single outcome. Therefore, the investigation had 

an exploratory dimension (Yin, 2018). In addition, my study aimed to provide insight into the 

extent to which the two conceptual frameworks were able to shed light on the processes 

involved in determining what knowledge was produced and how it was produced (instrumental 
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case study, Stake, 1995). Finally, as the instrumental nature of the study extends to six teachers 

representing the bounded case, the study was also conceptualised as a collective case study 

(Yin, 2018). 

 

4.3.2 Participants 
 

4.3.2.1 Selection of the case 

The case study focussed on a team of class teachers at the elementary school (Grades 1 to 5) 

teaching children who were approximately 7 years of age. The elementary section represented 

38% of all students at École Tout Savoir. For each grade level, there was a dedicated team of 

class teachers (5 or 6 per grade level), with each teacher responsible for a class of 15 to 19 

pupils. Each class teacher taught French, mathematics, as well as the 6 PYP units of inquiry. In 

addition, a team of specialist teachers ensured that the remaining subjects of the curriculum 

(English, art, music, and physical education) were taught.  

The grade level team that is the subject of this study was made of six experienced female class 

teachers, each one with at least 10 years of teaching experience. The pre-service education 

background of the members of the team reflected that of the overall faculty at École Tout Savoir, 

that is to say, one third Canadian trained, one third French trained and one third trained outside 

of France and Canada (in this case the U.K.). The training background of the teachers was one 

of the key criteria for the selection of the team for this project (see Section 4.3.2.2). Due to 

changes in staffing, the team had only been together in its current composition since September 

2020. Four members of the group were part of the grade level team in September 2019, the 

academic year that saw the beginning of the COVID-19 global pandemic. Of the two additions to 

the team in September 2020, one team member was part of the elementary school but 

previously attached to a different grade level, and the other was new to both the team and the 

school. It is also worth noting that five of the teachers worked at the larger of the campuses and 

the sixth taught at the smaller campus of École Tout Savoir (see Section 2.2.1).  

All six team members were linguistically fluent in French with three French nationals, one 

Quebecois Canadian, one British-Canadian who attended primary and secondary schooling in 

France, and one Brazilian-Canadian who attended a French instruction secondary school and 

university in Quebec. Four members of the team were bilingual in French and English. In terms 

of teaching experience, this ranged from 10 years to 23 years. In addition, four of the teachers 
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have taught in two or more countries. More detail is provided regarding the participants’ 

biographies in Section 4.3.2.2. 

The selection criteria used for determining the primry unit of analysis were based on three 

factors. First, I chose to conduct the study in the elementary section of the school as I was 

interested in exploring how the reconceptualization of learning spaces, brought about by 

COVID-19, affected teachers who worked with younger learners who were generally less 

autonomous than their high school peers. This meant that these younger students needed to 

rely more on adult support, including teachers and parents, which consequently would require 

adaptive changes on the part of the adults. Second, during the period of the study (March 2020 

– June 2021) there were approximately 170 members of faculty teaching in the elementary and 

high schools. As mentioned earlier in this section, data compiled by the Human Resources 

Department indicated that roughly one third of teachers had undertaken their pre-service 

training in France, one third trained in Canada and the remaining teachers had been trained in a 

country other than France or Canada. While I recognise the unique nature of every teacher, 

ensuring that the unit of study contained teachers from each of the three groups allowed me to 

take into consideration the role of pre-service background in the production of knowledge. 

Therefore, it became important to identify a grade level team that reflected this diversity. Third, 

by establishing ‘the team’ as the bounded case, it permitted me not only to explore the 

knowledge produced by teachers as they engaged in different activities associated with the 

social knowledge domain (Goodwin, 2010) but also to understand the mediating role of team 

dynamics in the process of knowledge production (Boylan et al., 2018). It is worth noting that all 

the grade level teams under consideration consisted of six teachers, which increased the 

chances of collecting sufficient data for analysis as well as enhancing the scope for 

comparability. 

 

I, therefore, devised the following three selection criteria to reflect the above rationale: 

 

- The team included only elementary school teachers. 

- All six teachers were members of the same grade level team. 

- Location of pre-service teacher education of team members to include Canada, France, 

and one other country.  

Together with the Elementary School Principal, we looked at all the teams in that section of the 

school and discovered that only one met all three of the above criteria with the others only 
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meeting the first two. I made the decision to separately present the project to each of the six 

teachers in that team in order to create a safe space for them to ask questions, voice concerns 

and/or decline to participate. I insisted on the fact that participation was on a purely voluntary 

basis and that they could withdraw at any time. They were also encouraged to take a few days 

to reflect before making a final decision. All six teachers agreed to collaborate on the study and 

completed a signed consent form. Subsequently, I organised a meeting with all six teachers, as 

a team, in order to answer any additional questions, and provided them with a written summary 

of the research aims. Once again, they were reminded of their right to withdraw, free from 

prejudice, at any point during the study. I am pleased to note that none of the six participants 

dropped out of the study despite the considerable pressures imposed by the COVID-19 Context.  

4.3.2.2 Participant background 
 
Table 4.3 provides a brief background for each of the six participants.  

Table 4. 3: Descriptions of the participants in the case study 

Participant 

(pseudonyms) 

Background 

Camille A French trained teacher who had joined the school and this grade level 

team in September 2019. She had 27 years teaching experience both in 

early years and elementary education mainly in France. Camille held 

leadership positions in schools in France and had experience of teaching 

in more than one country. When she joined the school, she possessed a 

thorough understanding of the French national curriculum but had had no 

previous knowledge of the Ontario curriculum or the PYP (see Section 

2.2). Camille was a French native speaker and had a working knowledge 

of English. 

Agnès A UK trained teacher who had joined the school and this grade level 

team in September 2018. She had 10 years teaching experience 

teaching elementary school children. However, she had only been a 

class teacher for three years as her previous experience was working 

with children with learning challenges. She had held the post of Head of 

a Special Educational Needs Department in another international school. 

She had experience of teaching in more than one country. On joining the 
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school, Agnès had not previously taught the French national curriculum, 

the Ontario curriculum or had worked with the PYP framework. However, 

being a French national, she had experienced the French national 

curriculum as a student. Agnès was fluent in both French and English. 

Estelle A French trained teacher who had joined the school and this grade level 

team in September 2020. She possessed 21 years of elementary school 

teaching experience. She had also worked in more than one country and 

was teaching in France in March 2020 during the period of school 

closures at the start of the COVID-19 pandemic. Prior to joining this 

school, Estelle had not had any experience working with the Ontario 

curriculum or the PYP framework. However, she possessed extensive 

knowledge and experience teaching the French national curriculum. 

Estelle was a French native speaker with a working knowledge of 

English. 

Mirabelle A Canadian trained teacher from Quebec with 27 years of teaching 

experience in Canada. She had joined the school 2004 and had worked 

with children in early years and primary education. She had been 

teaching as part of this grade level team for the past 7 years (since 

September 2014). She had significant knowledge and experience 

teaching the French national curriculum, the Ontario curriculum and the 

PYP framework. Mirabelle was fluent in both French and English. 

Emma A UK trained teacher with 15 years teaching experience who first joined 

the school in 2011. She was assigned to this grade level team in 

September 2020 and had worked with older elementary school students 

between March 2020 and June 2020 during the first online learning 

period. She had worked in international schools in several countries. 

Emma possessed an understanding of the French curriculum, the Ontario 

curriculum and the PYP framework. Emma was fluent in both French and 

English. 

Zoe A Canadian trained teacher with 15 years teaching experience in 

Canada. She joined the school in 2009 and had been part of this grade 

level team for 9 years (since September 2012). Over the past 12 years, 
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Zoe had acquired knowledge and experience of the French national 

curriculum, the Ontario curriculum and the PYP framework. Zoe was 

fluent in both French and English. 

 

4.3.3 Data methods 
 

As mentioned in Section 4.2, an important aspect of bricolage that is particularly pertinent to the 

context of this study is the need to minimise the ecological footprint of the researcher. This was 

achieved through the use of naturally occurring data wherever possible so as not to burden the 

participants with additional data generating activities. Throughout the research process I was 

acutely conscious of the challenges that the COVID-19 pandemic had created for teachers in 

terms of workload and stress. Consequently, I was determined not to exacerbate the situation 

further compromising their well-being. In addition, I chose not to observe lessons as this 

practice could also generate additional stress for the teachers.  

 

Another factor that had bearing on the collection of data is the language in which it was 

collected. Resch and Enzenhofer (2018) argue that presenting research findings without 

reference to the language of data collection constitutes a ‘blind spot in qualitative research’ 

(p.131). They go on to suggest that multilingual data collection possesses some distinct 

advantages, such as ensuring inclusive social research as well as acknowledging the diversity 

that exists within groups (Resch & Enzenhofer, 2018). The question of language is of relevance 

to this study as French was the language of instruction used by the research participants. 

Moreover, as all six possessed a mastery of written and oral French, this language was also 

used in team meetings and in planning documents. Being a French-English bilingual myself 

(Temple & Young, 2004) the translation of francophone documents into English did not pose a 

problem. In addition, all participants were given the option to conduct the interviews in English 

and/or French. Camille and Estelle chose to communicate in French, while the other four 

teachers left the choice of language to me. In order to reduce the quantity of translation, I opted 

to conduct the interviews with Agnès, Mirabelle, Emma, and Zoe in English.  

 

Data collection was multi-modal, including verbal and written. Table 4.4 summarises the 

different sources of data that were collected during this study, indicating whether each source 

provided primary or secondary data used to explore the two phenomena that were being 

investigated (i.e., teacher knowledge and the process through which it was produced). Table 4.5 
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outlines the different data collection phases as well as how the various data methods used in 

this study interlink.  

 

Table 4. 4: Data methods used in the research study 

Method Primary or Secondary  

Interviews – 24 interviews conducted in total 

(four per participant), representing 18hrs 54 

mins and 102,863 words of transcript (see 

Appendix A). 

 

Primary 

Recordings - 21 Google Meet 

videoconferencing recordings of team 

meetings, representing a total of 19hrs 

48minutes (see Appendix B). 

Secondary 

Documents – 3 types, including: 

- Weekly collective planning documents 

produced by the teachers from March 

2020 to May 2021 (see Appendix C). 

- Student reports written by the six 

participants for the period from 

January 2021 to June 2021 (see 

Appendix D). 

- 22 formal newsletters produced by the 

participants to the parents (see 

Appendix E). 

 

 

Secondary 

 

The 24 interviews constituted the primary data method for this study and the two secondary 

methods provided evidence to support the comments made by the participants during their 

interviews. Furthermore, the secondary methods helped me to make sense of the teachers’ 

experiences, thereby further enriching my understanding of the phenomena being studied. 

Moreover, data sources associated with the period March 2020 to December 2020 were 

examined retrospectively since March 2020-June 2020 represented the first period of 

reconceptualisation of the learning space to an online environment. September 2020 to 

December 2020 were also significant months as the learning space was reconceptualised once 
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more to in-person teaching but with the addition of enhanced safety protocols (see Chapter 2). 

The period between January 2021 and June 2021 saw a return to online teaching and was 

examined as it unfolded, following the approval in January 2021 by the Social Sciences 

Research Ethics Committee (SSREC) of my application to conduct this project. The five data 

sources in Table 4.4 are discussed in more detail in the sub-sections that follow. 

 

4.3.3.1 Interviews: Semi-structured 
 

Roulston and Choi (2018) describe the different forms that a research interview can take in 

terms of a spectrum. On one end of the spectrum, there are the very tightly structured interviews 

consisting of questions asked in a particular order using specific language, and, on the other, 

there are the open interviews that are essentially participant-driven. There also exists, on this 

spectrum of formats, the semi-structured interview in which the researcher has already identified 

the topic(s) to be discussed but the questions allow for ‘free-ranging conversations […] directed 

by what participants have to say’ (Roulston & Choi, 2018, p.233). Roulston & Choi (2018) also 

note that semi-structured interviews are used widely as the primary data collection method in 

qualitative research. 

 

For the purpose of this study, semi-structured interviews (SSI) were considered to be more 

appropriate to the context for two reasons. First, it was important to ensure that the data 

collected allowed me to address the two research questions underpinning this project through 

the structure provided by the conceptual and analytical frameworks of Goodwin’s (2010) 

knowledge domains and Clarke and Hollingsworth (2002) IMTPG. Given that time pressures 

were prevalent throughout the study, both for myself as a researcher and for the six participants, 

each of the four interviews conducted with each individual teacher addressed one or two 

domains of knowledge (Personal, Contextual, Pedagogical, Sociological, and Social) in order to 

ensure that teachers had the opportunity to speak about all five domains. Second, as mentioned 

before, an assumption of the study was the role of participants as co-constructors of knowledge. 

By adopting a semi-structured format, I provided teachers with the freedom to discuss and 

share aspects of the five knowledge domains that were of importance to them, including their 

feelings, perceptions and understandings. It should be noted that the six participants requested 

that the interviews be conducted via Google Meet videoconferencing rather than through face-

to-face meetings in order to minimise any potential health risks posed by the COVID-19 
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pandemic. The interviews were recorded for the purpose of transcription (see Section 3.5 for 

details). 

 

The first set of four semi-structured interviews explored the participants’ personal knowledge 

through the use of an adapted version of Merryfield’s (1993) Tree of Life exercise (see Appendix 

F). This activity provided participants with a structure that allowed them to reflect on and share 

with me the values, beliefs and experiences which had played a role in shaping their personal 

and professional perspectives. Without exception, all six participants commented that they had 

thoroughly enjoyed doing this activity as it encouraged them to reflect on their biography in a 

novel and interesting way. The second set of interviews explored the teachers’ contextual 

knowledge and, again, they were provided with a concept map representing different levels of 

context (Borg, 2003) and some of the factors that influenced each of these aspects of the 

teacher’s reality (see Appendix G). The aim of this stimulus was to help the participants reflect 

on the micro, meso and macro contexts of their environment.  

 

The third set of interviews focussed on the domain of pedagogical knowledge, and the teachers 

were asked to reflect on the collective weekly planning document (see Appendix C) and on the 

elements that they considered represented the biggest change in their practice. The collective 

planning document was chosen as a stimulus for discussions around instructional strategies 

and pedagogy as it contained details of the teaching and learning activities implemented by the 

teacher. The fourth and final set of interviews centered on the sociological and social domains. 

Participants were not required to carry out a reflective activity prior to the final set of interviews 

due to the pressure of time felt by the teachers resulting from the high number of professional 

commitments associated with the end of the academic year.  

 

While the interviews were generally based on the aforementioned knowledge domains in order 

to ensure that sufficient data was collected to answer the two research questions, there 

remained considerable flexibility for the teachers to discuss other relevant topics. Therefore, I 

adopted a conversational tone in my interactions with the participants and employed open-

ended questions in order to engage the teachers. When the need arose, I followed up with more 

specific questions to probe deeper into the participants’ comments. The interviews varied in 

length ranging from 40 to 70 minutes depending on the participants’ physical, mental and 

emotional state on the day as well as their work and personal commitments.  

 



Chapter 4 – Methodology 

 53 

4.3.3.2 Observations: Team Meetings 
 

The recordings of team meetings (TMs) represented a secondary data source that acted both 

as a stimulus for the discussion around domains of knowledge during the semi-structured 

interviews as well as a support for the comments made by the teachers during those interviews. 

As already stated, the six participants were members of the same grade level team. 

Consequently, they met formally once a week to discuss a range of matters, including 

curriculum and instructional organisation. From January 2021 until June 2021, as a result of 

school closures imposed by the Ontario Provincial Government, TMs took place using Google 

Meet videoconferencing, which the team agreed to record for the purpose of this research 

project and to provide me with access to the recordings. During the viewing of the recordings, 

particular attention was given to incidents involving teachers engaging in discussions around 

planning and decision making; exchanges of instructional strategies; challenges related to 

assessment; work with families; as well as incidents that involved teacher collaboration for the 

purpose of problem-solving (Buehl and Beck, 2015). These incidents were transcribed (selective 

transcription – see Appendix B) and analysed thematically. By focussing on these areas of 

teacher practices, the interviews were able to yield rich and relevant data in order to address the 

research questions that are the basis of this study.  

 

4.3.3.3 Documents 
 

Three types of documents were used to provide additional secondary data for this study: the 

weekly collective planning documents produced by the team pertaining to issues regarding the 

re-organisation of the curriculum and instruction; reports assessing student progress between 

January 2021 and June 2021; and newsletters, called communiqués, created by the teachers 

for the parents in order to facilitate communication. The choice of documents was made based 

on the fact that they were easily accessible and potentially contained evidence of the teachers’ 

adaptation to the challenging circumstances. Furthermore, it can be argued that the documents 

themselves were products of teacher professional development, for example, the collective 

planning document did not exist prior to March 2020 and represents a tangible outcome of 

teacher collaboration.  These documents also acted as a source of supplementary data in 

support of the comments made by the participants during the semi-structured interviews as well 

as a stimulus, as in the case of the collective weekly planning document for discussion.  
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4.3.4 Data collection phases 
 

Baxter and Jack (2008) view the different data sources in case study research as pieces of a 

jigsaw, each source contributing to the overall understanding of the phenomena being 

investigated. This requires the researcher to connect the various sources in a coherent way. In 

this study, this was achieved through a phased approach to the data collection process. As 

mentioned in Section 4.3.3, Table 4.5 provides a description of each of the phases. In addition, 

Appendix H contains a table showing details of the timing of the collection of the data, 

demonstrating further the connection between the different sources that were used. 

 

Table 4. 5: Data collection phases 

Data 

collection 

phase 

Description 

Phase 1 To familiarise myself with each participant, before conducting the first series 

of semi-structured interviews, I requested that the teachers provide me with 

a curriculum vitae. I also reviewed the recordings of at least three team 

meetings in order to get a sense of the team dynamic as well as how each 

participant was situated within the team. Finally, I reviewed the collective 

planning documents for this grade level for the period 24 March to 14 May 

2020. 

Phase 2 The first series of semi-structured interviews (SSI#1) were conducted using 

an adapted version of Merryfield’s (1993) Tree of Life (see Appendix F) to 

explore the Personal Knowledge Domain (Goodwin, 2010). Participants 

were invited to speak more generally about the impact which the 

reconceptualization of the learning spaces had on their practices. 

Subsequently, teachers were asked to verify the accuracy of the 

transcription of their first interview as well as add any comments that they 

did not get a chance to make during the interview. This took place after 

each SSI and ensured that an ongoing dialectic was taking place between 

the researcher and participant that would help to mitigate potential power 

imbalances between them. Recordings of team meetings occurring 

between SSI#1 and SSI#2 were also viewed and critical incidents identified.  
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Phase 3 The second series of semi-structured interviews (SSI#2) was conducted 

focussing on perceived changes to the Contextual Knowledge Domain 

(Goodwin, 2010) and their impact on professional practice (Buehl and Beck, 

2015). The participants were asked to reflect on these changes prior to 

SSI#2 and provided with a diagram to aid with the reflection process (see 

Appendix G).  

Phase 4 This phase built on the data collected from the previous phases around 

pedagogic strategies and approaches as well as the observations of team 

meeting recordings that occurred between SSI#2 and SSI#3. Based on this 

information, I interpreted that a particular area of concern amongst the 

teachers was around language instruction. Therefore, during the third series 

of semi-structured interviews (SSI#3) exploration of the Pedagogical 

Knowledge Domain (Goodwin, 2010) centered on language instructional 

practices as well as changes made to a unit of work as a result of shifting to 

online teaching. The interviews were subsequently transcribed and 

analysed. For the purpose of data triangulation, I also consulted team 

meeting recordings as well as Collective Planning documents to collect data 

relating to the language learning domain and the change to the unit of work 

discussed by the teacher during SSI#3. 

Phase 5  The fourth and final series of semi-structured interviews (SSI#4) was also 

inspired by data collected from previous phases of the process as well as 

observations of team meetings that took place between SSI#3 and SSI#4. 

The teachers had expressed concerns about the question of equity in the 

previous SSIs and during some of the team meetings and, therefore, this 

fuelled the exploration of the Sociological Knowledge Domain (Goodwin, 

2010). The second half of the interview was devoted to the Social 

Knowledge Domain (ibid) and the role that the collective played in the 

individual teacher’s professional growth. As with previous SSIs, the 

interviews were transcribed and analysed thematically. In addition, 

secondary data methods, such as teacher-parent communiqués, student 

reports, as well as team meeting recordings, were used for the purpose of 

data triangulation.  
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4.3.5 Data analysis 

As mentioned in Section 4.3.3, data methods for this study included interviews, recordings of 

observation and documents, with interviews acting as the primary data collection method. 

Information produced by the semi-structured interviews with participants was analysed using 

content analysis procedures. More specifically, at the start of the process of data analysis, I 

employed an inductive approach to content analysis characterised by ‘open coding, creating 

categories and abstraction’ (Elo & Kyngäs, 2008, p.109). That being said, I was conscious that 

my inductive reasoning was not atheoretical as it was guided, perhaps at this early stage of the 

analysis more tacitly than intentionally, by the theoretical frameworks discussed in Chapter 3.  

Saldana (2015) defines a code as ‘a word or short phrase that symbolically assigns a 

summative, salient, essence-capturing, and/or evocative attribute for a portion of language-

based or visual data’ (p.3). I used this definition to guide me through the codification of the 

transcripts of the 24 participant interviews. Saldana (2015) suggests that the coding process is a 

cyclical act, with each cycle representing a deeper connection between the researcher and the 

data. I tend to agree with this perspective as the complexity of the data is such that, in order to 

avoid an overly simplistic understanding, time needs to elapse between coding cycles to allow 

for the internalisation of the data. In addition, coding was informed from the outset by secondary 

data sources (TMs and documents) as access to them prior to the SSIs helped provide valuable 

context to the participants’ comments (see Appendix H). I also endeavoured as far as possible 

to use the language of the participant to develop codes; in other words, I adopted an emic 

perspective (Yin, 2015). In doing so, I view the participants as co-creators of knowledge, which 

is in line with the principles of bricolage.  

The coding stage of the analytical process was followed by that of categorisation. The quantity 

of codes generated through the open coding process was relatively overwhelming. In fact, Miles 

et al. (2014) suggest that this is a common challenge encountered when researchers undertake 

content analysis. This was addressed by returning to the research questions as well as the 

conceptual frameworks in order to guide the creation of categories that included the grouping of 

the codes to create themes or discarding them if they did not address the phenomena under 

investigation. Buehl and Beck’s (2015) areas of teacher professional practice were, therefore, 

used to help identify contiguity-based relations between the codes in order to identify relevant 

categories (Maxwell and Chmiel, 2013). Therefore, it can be argued that at this point in the 

process, an abductive as opposed to an inductive approach to analysis was used. Hong and 
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Francis (2020) argue that ‘abductive reasoning engages in a back and forth movement between 

theory and data’ (p. 209) that allowed me to ensure that the themes and categories identified 

were able to advance my efforts to address the research questions.  

Data analysis was first carried out for each participant and then across participants as a way to 

ensure triangulation of the data. In addition, information gleaned from the team meetings helped 

in the triangulation of data through a process of selective transcription of critical incidents that I 

interpreted to be pertinent to the comments shared by the participants during their interviews. 

Data collection and analysis were cyclical with data collected from each phase informing the 

next (Borg 2011).   

Documents were also used as a secondary data method and helped to support the participants’ 

comments during the semi-structured interviews. Consequently, I conducted a document 

analysis by skimming, reading and interpreting the documents collected (Bowen, 2009) with a 

view to identifying information within the documents collected in this study (see Table 4.4) that 

aligned with the identified categories resulting from the content analysis of the transcriptions of 

the semi-structured interviews. This practice is supported by Bowen’s (2009) assertion that the 

‘codes used in interview transcripts, for example, may be applied to the content of documents’ 

(p.32). Therefore, by adopting the same codes developed from the interview transcripts, I was 

able to use document analysis to corroborate data drawn from the content analysis of the 

interviews. At times, the documents also provided supplementary data that proved to be a 

valuable addition to my data set as they showed change and development in practices from 

March 2020 to June 2021 (Bowen, 2009).  

4.4 Trustworthiness 

As an insider-researcher, it was essential that certain factors should be taken into consideration 

as they had a bearing on the credibility of my study as well as the ethical considerations that are 

detailed in Section 4.5. The rigidness of the insider-outsider binary has been challenged in 

some of the literature (Greene, 2014; Drake, 2010; Chavez, 2008) and replaced by a 

representation in terms of a continuum. Chavez (2008) argues that researchers studying their 

own organisations possess a blended status that is determined by the positionality of the 

researcher within the community that is being studied. She goes on to suggest that positionality 

can be viewed in terms of the intellectual, the cultural and the social distance that exists 

between the researcher and the community. For example, there may be a greater intellectual 
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distance than a cultural one depending on the level of education of the members of the 

community to which the researcher belongs. Therefore, according to Chavez (2008), the 

researcher would be considered an outsider intellectually but an insider culturally.  

This nuanced view of the insider-outsider identity aligned with my own context as a researcher 

and member of the community. As a member of the Senior Leadership Team, I may have been 

viewed by a number of teachers as an outsider given that I did not teach any classes at the 

school. At the same time, I had been part of the community for the previous five years, which 

afforded me a prior knowledge and understanding of the organisation as well as access that 

only an ‘insider’ could possess. Therefore, I considered myself to be both an insider and an 

outsider in relation to teachers that were participating in this study.  

Great significance was also attributed to the participant voice as a way of mitigating for existing 

power imbalances. Within the institution, my role was that of Deputy Head of School and I was 

responsible, inter alia, for teacher development and the quality of teaching and learning. The 

leadership structure of the school was such that I did not have direct supervisory responsibilities 

over any of the teachers; however, the status attached to my position clearly created a 

perceived power differential. In addition to my hierarchical position, my role as a researcher was 

an additional factor contributing to an imbalance of power where, as such, I may have been 

perceived as a ‘knowledge expert’ whose function was to create knowledge (Denzin, 2010). 

Therefore, it was particularly important to ensure that any such perception was addressed, and 

as described in Section 4.2 a number of mitigating measures were implemented.  

Terms such as quality (Kahlke, 2017) and rigour (Anderson, 2017) have been used in the 

debate surrounding ‘truth’ claims made by qualitative research studies. Kahlke (2017) argues 

that at the heart of this debate on quality is the epistemological stance that there is ‘a truth to be 

unearthed and that this truth can be either confirmed or disconfirmed’ (p. 6). This study 

embraces an epistemological position that assumes a plurality of sense-making that leads to 

multiple ‘truths’ and, therefore, rejects the post-positivist undertones associated with this 

interpretation of quality (Kalhlke, 2017). Anderson (2017) suggests that the notion of rigour 

within the research process can be interpreted as a way to ensure a higher degree of 

transparency in terms of the work of the researcher. She states that rigour is ‘understood by 

researchers to characterize the trustworthiness, credibility, and plausibility of research as judged 

by the use of theory, research design, data generation, and data analysis’ (p. 126). Therefore, it 

can be argued that the descriptions provided in this chapter of the different aspects of 
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methodology aim to provide the readers with sufficient detail regarding the choices made in 

terms of research approach, strategy, and design.   

Stenfors, Kajamaa and Bennett (2020) suggest that four criteria, developed by Guba (1981), are 

often used by qualitative researchers to determine the trustworthiness of qualitative research: 

credibility, transferability, dependability and confirmability. I used the four criteria as a method of 

ensuring that, as far as possible, decisions that are taken within the research are viewed with 

the lens of criticality, allowing me to make visible those implicit elements that will enable the 

reader to better understand those decisions and interpretations that are being presented. 

In order to ensure the credibility of my study, I was conscious of establishing an alignment 

between theory, research question(s), data collection methods, analysis and results (Stenfors, 

Kajamaa & Bennett, 2020). In addition, as an insider-researcher, I benefited naturally from 

‘prolonged engagement’ (Guba, 1981, p. 84) at the research site but was mindful of established 

perceptions that I had formed over the course of my time at École Tout Savoir. Therefore, after 

consulting with my lead doctoral supervisor, I maintained an individual reflection diary in order to 

note down amongst other things, my own potential biases as well as notes regarding my 

involvement with the participants doing the course of professional work at the school and prior 

to undertaking this research. I also used multiple sources and methods to ensure adequate 

triangulation of data. These strategies helped to imbue my study with a degree of credibility. In 

terms of transferability, the inquiry sought to provide data that is sufficiently rich so as to allow 

readers of this research as well as fellow researchers to determine for themselves whether 

transfer to other contexts may be considered (Guba, 1981; Stenfors, Kajamaa & Bennett, 2020). 

In order to enhance the dependability of the study, as suggested by Hong and Francis (2020), I 

created ‘an audit trail’ (p. 216) that includes field notes made during the SSIs as well as notes 

made during the observations of the recordings of the team meetings. Furthermore, regular 

meetings took place with my lead doctoral supervisor in order to discuss the different stages of 

the inquiry process as well as the appropriateness of the procedures used at each stage. 

Finally, vis-à-vis the criterion of confirmability, I clarified links between the data and the findings 

through the extensive use of participant quotes (Stenfors, Kajamaa & Bennett, 2020). The 

degree of confirmability of data was further strengthened through the use of triangulation as 

noted earlier. In addition, my reflection diary ‘in which introspections are recorded’ (Guba, 1981, 

p. 87) allowed me to be more aware of my own beliefs, judgements and practices throughout 
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the research process and to attempt to distinguish my identity as a researcher from that of a 

senior leader within the research context.  

Given my membership of the organisation, I had already an established relationship with each 

of the participants in the study. However, I was conscious that it was important to engage in a 

considerable amount of impression management in order to ensure that a different rapport was 

created that was based on a researcher-participant relationship (Chavez, 2008). This means 

that participants always needed to be clear about the assumed identity in any given interaction. 

It is for this reason that a certain day in the week was allocated for researcher-participant 

conversations.  

4.5 Ethical Considerations 
 
This study is underpinned by the following belief, drawn from the British Educational Research 

Association (BERA), regarding the research-participant relationship: 

 

Individuals should be treated fairly, sensitively, and with dignity and freedom from 

prejudice, in recognition of both their rights and of differences arising from age, gender, 

sexuality, ethnicity, class, nationality, cultural identity, partnership status, faith, disability, 

political belief or any other significant characteristic.  

(BERA guidelines, 2018, p. 6) 

 

Furthermore, as a researcher, I am fully aware of my ethical and legal responsibility to protect 

the confidentiality of participant information. I consulted the relevant sections of General Data 

Protection Regulation (GDPR, 2018) as well as the Canadian Tri-Council Policy Statement 

(TCPS2, 2018). The documents outline the rights of data subjects (participants) and the 

responsibilities of the data controller (researcher). It should also be noted that the study required 

the completion of an application for full submission for research ethics approval which was 

approved in January 2021 (SSREC reference number: S21-018). 

As an insider researcher conducting an enquiry at my place of work, the Head of School was 

made aware of the research and provided his approval. In addition, my spouse is an elementary 

school teacher working at the school and was part of the bounded case being investigated. This 

information was declared to my research supervisor. Bancroft (2011) rightly argues that 

interviewing a family member adds another element of complexity to insider status but that it is 
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not a justifiable reason to exclude that person’s voice. Therefore, he emphasises the importance 

of affording the participant with the same ethical protections and assurances as other 

participants and to ensure that the participant does not make the assumption that familiarity 

leads automatically to good practice. Moreover, formality would need to be established through 

creating an ‘interview mode’ in order to maintain rapport and identity as well as to avoid 

compromising the interview process (Chavez, 2008). 

Participants completed a signed consent form (see Appendix K) prior to entering the study. 

Moreover, participants were reminded throughout the study that they may withdraw their 

consent at any time free from prejudice. They were also provided with a summary of research 

aims as well as potential benefits and risks of participating. In terms of withdrawal of data, the 

teachers were informed that they could withdraw their data before anonymisation, specifically up 

to two weeks following their last interview. 

Due to the COVID-19 situation, physical safety protocols established by the school were 

applied. Participants were given the choice of meeting in-person or virtually. All six participants 

chose to meet virtually as school closures in Ontario restricted access to campus for the greater 

part of the period January-June 2021. My spouse and I agreed that we would also conduct our 

interviews virtually in order to maintain a degree of formality as part of the interview process 

(Chavez, 2008). In addition, the teachers felt that virtual meetings were easier to manage given 

the considerable time pressures that they were under. COVID-19 had impacted individuals in 

different ways both personally and professionally and I felt that discussions with participants 

may provoke feelings of distress and vulnerability. Therefore, every effort was made to conduct 

interviews in a sensitive and respectful manner. In addition, at the start of each interview, 

participants were reminded that they may pause or even stop an interview altogether if they 

wished. A variety of mental health supports were accessible to faculty (e.g., counselling by 

social workers employed by the school; supports provided by the teachers’ health insurance 

provider; and mental health supports provided by public health services in the province). I, 

therefore, drew the participants’ attention to the availability of a list of phone numbers in case 

they experienced any feelings of distress or vulnerability. All participants were asked to review 

transcripts of their own interviews in order to ensure that these accurately represented the 

discussions that had taken place. 

A key ethical consideration in research is the need for transparency regarding the gathering, 

safeguarding and use of data. Therefore, from the outset participants were informed about the 
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intention of the research study, my identity as a researcher, the contact details of my supervisor, 

and the intention to transfer anonymised data to the University of Bath once the data set was 

complete for safe storage. All gatekeepers were required to sign a non-disclosure agreement in 

order to protect the identity of the participants. However, only I, as the researcher, had access 

to participant data. Data Protection Laws allow for transfer of data from one country to another 

and apply as though data were generated inside the UK. As mentioned above, written informed 

consent was obtained from participants, with the understanding that this was not a once-and-

for-all decision but subject to constant renegotiation throughout the duration of the study. 

Participants understood that they had the right to withdraw their data up to two weeks following 

the end of the study.  

In Article 5 of the GDPR (2018), the minimisation principle emphasises the importance of 

keeping data for the minimum amount of time necessary to fulfil the objective. Therefore, all 

personal data were erased at the end of the analysis with the exception of the informed 

consents, which will be stored for at least 10 years in case there is a query or a complaint from 

a participant. The anonymised data underpinning my doctoral thesis will be submitted to the 

University of Bath Research Data Archive, where it will be kept for a period of 10 years.  

All audio data were erased after transcribing. Transcriptions were anonymised by removing 

direct identifiers (for example, removing or substituting names, places as appropriate) and 

participants were allocated pseudonyms that were known only to the researcher. Participants 

had full access to transcriptions of their own interviews and were able to exercise their right to 

rectify or erase personal data (Article 15, GDPR, 2018). Transcriptions of interviews were 

encrypted and stored on a password-protected laptop requiring two-step verification for access 

held solely by the researcher. Data were backed up to an encrypted external hard drive. The 

laptop and the external hard drive were stored securely, in separate locations, whilst not in use. 
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Chapter 5 - Findings 
 
 

This section presents the findings emerging from the analysis of the data collected that address 

the following research questions: 

 

RQ1: What knowledge do teachers produce as they adapt to a COVID-19 teaching and 

learning context? 

RQ2: What factors and processes mediate, individually or collectively, the production of 

teacher knowledge? 

 

It is worth noting, as mentioned in Chapter 3, that for the purpose of this study, teacher practice 

is defined as activities relating to the following five areas: planning and decision making; 

instructional strategies; assessment; work with families; and relationship building (Buehl and 

Beck, 2015). A within-case analysis was carried out that involved determining changes to each 

teacher’s practice using data derived from the semi-structured interview (SSI), which was the 

primary method, and supported by secondary data sources that included team meetings (TMs), 

collective planning documents, teacher-parent communications (parent communiqué), and 

student reports. Based on the identified changes to practice and the participants’ reflections as 

represented by their comments in the semi-structured interviews, it was possible to infer 

changes to the teacher knowledge domains outlined in Goodwin’s framework (2010) and 

explained in Chapter 3. In order to help explore RQ1 and the outcomes of the process of 

knowledge production, Table 5.1 provides examples of teacher activities associated with each 

of the five knowledge domains as described by Goodwin (2010). 
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Table 5. 1: Examples of activities associated with teacher knowledge domains 

Personal 

knowledge  

Contextual 

knowledge  

Pedagogical 

knowledge  

Sociological 

knowledge  

Social 

knowledge  

Holding personal 

beliefs and 

values 

 

Forming 

professional 

beliefs 

 

Acting on 

assumptions & 

expectations  

 

Possessing prior 

knowledge, 

skills, and 

attitudes 

 

Relying on tacit 

understandings 

 

Developing 

practical 

theories 

 

Achieving 

teacher agency 

Thinking about 

teaching and 

children 

 

Understanding 

classroom 

situations 

 

Gathering 

information 

 

Problem posing 

and solving  

 

Understanding 

family context 

Studying a 

situation 

 

Attending to 

student needs 

 

Inventing 

appropriate 

practices 

 

Adapting the 

curriculum 

 

Engaging in 

curriculum 

design 

 

Committing to 

equity 

 

Challenging 

misconceptions 

Embracing 

diversity 

 

 

Engaging in 

democratic 

group processes 

 

Participating in 

democratic 

cooperative 

groups 

 

Making 

decisions  

 

Exercising 

professional 

authority 

 

To address RQ2 and identifying the factors and processes that mediate the production of 

teacher knowledge, for the purpose of this study, change of practice is understood in terms of 

one or more of the following interpretations: change as adapting to external conditions, change 

as seeking to improve performance, and change as engaging with a professional learning 
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community (Clarke and Hollingsworth, 2002). Given that the primary unit of analysis of this 

study is the grade level team and not the individual teachers, the findings are presented in the 

form of a comparison across teachers, focussing on similarities and differences as perceived by 

the participants as well as the inferred changes in Goodwin’s (2010) five knowledge domains. 

 

The analysis of the data revealed two overarching themes, each one containing three sub-

themes, with each sub-theme involving a number of teacher activities related to an online 

context and/or an in-person context with enhanced safety protocols (ESPs). The two themes are 

listed below and examined in depth in the subsequent sections. 

- Theme 1: Managing day-to-day teacher tasks  

- Theme 2: Maintaining human connection 

 

5.1 Managing Day-to-Day Teacher Tasks 
 

The first major theme that was drawn from the findings included three areas that may be 

described in terms of tasks that were regularly performed by the teachers. For the purpose of 

this analysis, each of the three areas will be considered as a sub-theme of the management of 

day-to-day teacher tasks and examined separately below. These sub-themes include: the 

planning and organising of the curriculum and relevant instruction, the research and 

development of instructional tools and strategies, and the assessment of student progress. 

Each sub-theme is examined in terms of the knowledge that teachers produced (RQ1) and the 

factors and processes that mediated the knowledge production (RQ2). 

 

5.1.1 Planning and organising curriculum and instruction online and in person 
with ESPs 

 
All six participants reported on four activities that could be construed as a change of practice 

associated with the planning and organising curriculum and instruction both online and in 

person with ESPs (the first of three sub-themes associated with managing day-to-day teacher 

tasks). The teachers adapted their practice by determining new curriculum priorities, by working 

more closely as a team in order to plan weekly and termly instruction, by seeking to better 

anticipate outcomes through reviewing and revising prior knowledge, and by problem-solving in 

order to overcome the challenges imposed by social distancing and cohorting of students. Table 

5.2 shows the four activities and their corresponding areas of practice. 
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Table 5. 2: Activities relating to planning & organising curriculum & instruction  

Teacher activity Area of practice 

Determining curriculum priorities Planning and decision making 

Engaging in collective planning Planning and decision making 

Rethinking prior knowledge Planning and decision making 

Problem solving for cohorting and social 

distancing of students 

Instructional strategies 

Each of the four activities is presented in more detail in the subsequent sections.  

 

5.1.1.1 Determining curriculum priorities 
 

All six participants in the study were actively engaged in determining a new set of curriculum 

priorities in response to their online learning environment and the in-person teaching and 

learning context with ESPs. The consensus amongst the team was ‘to streamline the curriculum 

to cover the basics’ (Emma, SSI#2) or, as another participant put it, ‘we have been forced to 

target priorities in terms of our curriculum choices, […] which means sometimes having to drop 

certain aspects of the curriculum, whether that is in language or mathematics’ (Camille, SSI#1, 

my translation). The teachers felt that they had been given the freedom by the school’s 

leadership to make significant decisions in order to adapt to the contextual changes that were 

taking place. One participant noted that ‘we’ve got loads of leeway. Nobody has actually said: 

“what are you doing?” or “why are you doing it like that?’ (Agnès, SSI#3). Another participant 

acknowledged the freedom while pointing out that… 

 

yes, we have more freedom but we have our professional conscience and so we do 

what we have to do and it’s not because nobody is looking over our shoulders, we are 

going to do anything that we want to do. I am accountable to myself, and I don’t give 

myself a lot of freedom.  

(Mirabelle, SSI#3) 

 

The sense of professionalism and internal accountability without the need for intervention by an 

external body, such as the academic leadership team, was also highlighted by other teachers 

within the team.  

 



Chapter 5 - Findings 

 67 

Another factor of significance is the collective nature of the decision-making process as a result 

of the COVID-19 teaching and learning context. All six participants felt that, under the 

circumstances, priorities needed to be determined by the team and not by individuals. When 

asked about individual decision-making regarding curriculum priorities, one participant explained 

that… 

 

the content is pretty much decided with the team and then there is a small part where 

you might use a different resource, or you might create a different resource […] I feel 

that the teaching methods and the curriculum content and what we can and cannot 

achieve is determined more at the Grade level than before. 

         (Emma, SSI#2) 

 

This indicates that in adapting to the COVID-19 teaching and learning context, individual and 

hierarchically established curriculum priorities gave way to curricular decisions that were 

determined at a more local team level, requiring teachers to become more skillful at interacting 

with one another as part of a group dynamic.  

 

5.1.1.2 Engaging in collective planning  

 
This activity follows on from the collective decision-making described above and represents a 

reaction to the change in the teaching and learning context. All six teachers in their interviews 

spoke about a particular unit in the curriculum designed to teach the students about markets 

and the concept of exchange. Normally, during Pre-COVID-19, this unit involved activities that 

included… 

 

building a market and the students would write letters to invite the other kids. And for the 

market, they were actually using real money and the kids were buying things. They 

would also visit the local market and so they would actually see and research so that 

they could create and build their own market.  

(Zoe, SSI#3)  

 

However, the unit fell during a time when teaching and learning were taking place online (March 

2021) and, therefore, the teachers needed to adapt the content, instructional activities, and 

assessment to the new context. While there was consensus that changes needed to be made, 



Chapter 5 - Findings 

 68 

the attitude and feelings of the teachers to the prospect of modifying the unit were mixed. On 

the one hand, the idea of going ‘off script’ was appealing, as described by one participant who 

said ‘I do quite like the creative side of teaching, and I think there is more chance to be creative. 

So, it’s been quite nice to be able to go off curriculum in a way and do something completely 

different’ (Emma, SSI#3). At the same time, there was often the feeling of a sense of loss at 

having deprived the students of meaningful experiential learning opportunities, ‘when you’re 

trying to give them the hands-on experience … but they were not handling anything … it loses 

its value and I think they won’t remember it in the same way’ (Mirabelle, SSI#3). This belief that 

experiential learning is important to students of this age was reiterated by another participant 

who felt that… 

 

in general, for my students and especially at this age they need to see it, they need to 

touch it, they need to […] So, for those who get it they are able to deal with a higher level 

of abstraction at this age, but the majority of seven-year-olds need something more 

concrete to help with their learning.  

(Zoe, SSI#3) 

 

While the individual teachers experienced mixed and at times conflicting feelings, the team 

during team meetings tended to focus on the practical aspects of the changes that were 

required. The collective planning document (see Appendix C) replaced individual planning tools 

that were previously used by the teachers. In September 2020 Google Docs was chosen for 

collective planning, as this tool allowed them to engage in real-time collaboration and acted as a 

means to exchange ideas, as shown in the excerpt below featuring a very brief exchange 

between Camille and Estelle, drawn from the collective planning document dated 26 th April 

2021. 

 

Camille – Idea: ask students to take a photo of their timeline on Seesaw and to record 

themselves narrating the evolution of exchange in time. 

Estelle – Yes, good idea 

          (My translation) 

 

According to the participants, this form of digital exchange between teachers did not take place 

prior to March 2020 and was initially adopted in order to address the challenge of teachers 

working from home but nevertheless needing to collaborate with their colleagues. The practice 
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continued in September 2020 despite a physical return to campus, all be it with ESPs in place. 

The participants in this study valued the fact that the technology extended the possibility of 

professional dialogue, which did not always require a physical presence. This also meant that 

written documents were transformed into live ‘working’ documents that were in a state of 

constant flux as a result of the ongoing exchanges between teachers.  

 

5.1.1.3 Rethinking prior knowledge 
 

During the semi-structured interviews, the teachers reported that the organisation and planning 

of instruction was an area of practice that experienced significant changes in order to adapt to 

the online learning context as well as that of in-person learning with ESPs. Asked about the 

extent to which lesson planning had changed, one participant replied with a touch of humour, 

‘you know when you first start and they ask you to do those really detailed lesson plans 

(laughter) yes, it’s almost like that’ (Mirabelle, SSI#2). This feeling of being a novice teacher 

once again was experienced by all six participants in the study. A key factor that contributed to 

this perspective was the inability of teachers to anticipate, especially due to the lack of familiarity 

with the online learning context. This was noted by Camille, who mentioned that an online 

lesson in March 2020 ‘required a lot of preparation and working remotely requires a lot of 

preparation and anticipation. I spend a lot of time simulating the lesson from the perspective of 

the teacher and of the student’ (SSI#2, my translation). The practice of simulating activities in 

order to determine potential problems and identify possible solutions became less necessary as 

the teacher gained in experience. However, in the early stages of implementation, simulation 

was both a necessary and time-consuming activity. The burden placed by the additional 

preparation required for online instruction as well as the teachers’ questioning of their own self-

efficacy was illustrated by another participant in the study who noted that… 

 

we have three hours of lessons and I had to prepare for them by working until at least 

10pm every day […], at home we are obsessed with the fear of forgetting something in 

class, while in the physical classroom if you forget something, it’s not a problem […] 

online, we are always asking ourselves if we have forgotten something, is everything 

ready? So, the constant checking is also time consuming. 

(Estelle, SSI#1, my translation) 
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Another important factor that contributed to this perception of feeling like a novice teacher is the 

disruption caused to complex routines normally performed by the teacher with little explicit 

forethought and cued when the teacher operates within a familiar context. It can be argued that 

a disruption to such habitual modes of behaviour represents a disruption of the teacher’s 

personal knowledge. Teachers, having established routines with their students in order to better 

manage the teaching and learning environment, were now having to create new routines as a 

result of both the online learning and the in-person learning with ESPs. Of all the participants, 

Emma expressed this idea the most emphatically: 

 

one of the challenges of last academic year, it just sort of fell in our lap and we hadn’t 

established those new routines. Whereas this year, everything is a lot more intentional 

so, in terms of the physical classroom and in terms of the routines in class. So, 

homework routines as we were imagining that we were going to go online and that the 

students would have to know those routines at school. 

(SSI#2) 

 

A similar perception was expressed by Zoe, who commented that…  

 

I like to teach in a certain way; I like to see the kids working together; I like to see them 

collaborating; I like to see them building their knowledge together…the group work in the 

classroom is key […] Trying to adapt pretty much daily, and saying how can you do things 

in a way that is interesting, where they are engaged but without necessarily working 

together or sharing and that’s pretty much a daily thing. 

          (SSI#1) 

 

5.1.1.4 Problem solving for cohorting and social distancing of students 
 

Cohorting of students as part of the in-person learning context with ESPs proved to be 

beneficial for one participant in the study in as much as she noticed the forging of stronger 

bonds between students in her class. According to Agnès, 

 

they’ve had to spend all their recess time together […] so the knock-on effect in class 

[…] it’s interesting because obviously they still have some arguments amongst each 
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other, but we’ve learned to deal it with that better. I know that I will not need to act as 

referee as much when things go sour.   

(SSI#2) 

 

However, this perspective was not expressed by any of the other participants, who focussed on 

the change of practice that resulted in having to plan for the social distancing protocols that 

were imposed on the teachers and students. Here teachers focussed on different elements of 

practice. Mirabelle reluctantly switched from student-centered activities to teacher-centered 

activities in order to respect social distancing and to avoid the sharing of material. She noted 

that… 

 

a lot of the work that they do at this age involves manipulating and so none of the 

material can be shared. I would invite the kids to play an active part in the handling of 

the experiment; this time there was none of that and the teacher alone was 

demonstrating.  

(SSI#2) 

 

However, in adopting a more teacher-centered approach, one participant acknowledged she 

had to learn to use a variety of presentation techniques (‘tools such as Google Sides are great 

for presenting as it provides the students with an excellent visual stimulus’ (Estelle, SSI#2, my 

translation). In addition, all participants mentioned how implementing social distancing resulted 

in the discovery of applications that augmented their existing practice, such as the use of Pear 

Deck as an effective differentiation tool that provides students with personalised feedback. 

Another participant mentioned how social distancing led her to spend more time outdoors with 

the students: ‘the poetry outside was another idea that we discussed as a team to mitigate 

against the fact that we were so limited in class’ (Agnès, SSI#2).  

 

5.1.1.5 Changes in knowledge domains relating to planning and organising curriculum 
and instruction online and in person with ESPs 

 

In an attempt to describe the complex process of knowledge production, the findings for each 

sub-theme were analysed using the Interconnected Model of Teacher Professional Growth 

(IMTPG), described in Chapter 3. The model illustrated by Figure 5.1 views knowledge 

production as a non-linear process resulting from the interaction of four dimensions, namely the 

External dimension (E), the dimension of Practice (P), the dimension of Outcomes (O), and the 



Chapter 5 - Findings 

 72 

Knowledge dimension (K). Two key factors that mediate this process are enactment and 

reflection. In this study, enactment is understood as the conscious engagement with a particular 

activity, thus distinguishing it from general action undertaken by teachers during the course of 

their work. With regard to the act of reflection, it was felt that the definition originally adopted by 

Clarke and Hollingsworth was not sufficiently nuanced as an analytical tool to distinguish 

between the different forms of reflection undertaken by the participants, and, consequently, the 

typology developed by Luttenberg and Bergen (2008) was adopted in order to enrich the 

analytical process. Luttenberg and Bergen (2008) viewed the concept of reflection in terms of 

pragmatic reflection, ethical reflection, and moral reflection (see Chapter 3). For the purpose of 

this study, pragmatic reflection is understood as reflection on a situation where the focus is on 

the extent to which identified goals are achieved. Ethical reflection centres on the extent to 

which the values and beliefs of the teacher are challenged as a result of external factors, the 

implementation of certain practices or indeed perceived salient outcomes. Finally, moral 

reflection is where the teacher interprets a situation not in terms of the individual but rather in 

terms of what is in the general interest and well-being of the collective. It should be noted that, 

while the six participants engaged with the four identified activities relating to the planning and 

organising curriculum and instruction online and in person with enhanced safety protocols 

(ESPs), the impact on knowledge domains (see Table 5.3) was inferred through the comments 

made by each participant during the semi-structured interviews (primary data source) and 

supported by data drawn from at least one of the secondary data sources (team meetings, 

collective planning document, teacher-parent communications, and student reports).  
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Table 5. 3: Knowledge domains impacted by planning & organising curriculum & instruction 

       Participants 

 

 

Knowledge  

Domains 

 

Camille Agnès Estelle Mirabelle Emma Zoe 

Personal knowledge 

domain 

X   X X X 

Contextual knowledge 

domain 

X X X X X X 

Pedagogical 

knowledge domain 

X X X X X X 

Sociological 

knowledge domain 

      

Social knowledge 

domain 

X X X X X X 
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Figure 5. 1: Overall growth networks associated with planning & organising curriculum & 
instruction 
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all six participants and demonstrated a primary concern for 

the practicalities involved in all four identified activities. 

Therefore, as a result of the changes to the teaching and 

learning context (E), the teachers actively enacted 

practices that included determining new curriculum 
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challenges posed by social distancing and cohorting students (P). The participants reflected 

collectively and individually on these new practices in terms of existing knowledge domains (K) 

and modified their practice when needed (P). For example, in all six cases, teachers 

acknowledged the need to review and supplement their prior pedagogical knowledge in order to 

cope with the online context. This not only involved learning to use a new digital platform 

(Google Classroom) and digital tools (e.g., Pear Deck and Nearpod) but also engaging in 

simulations in order to better anticipate potential problems that could occur as part of the new 

environment, which added to their contextual knowledge domain. Teachers reflected on the 

application of the new tools and adjusted their practice according to their evolving needs. One 

example was Agnès discovering that she was unable to create gap-fill exercises using Pear 

Deck and switched to Nearpod, as this allowed the students to virtually manipulate words and 

place them in a text. The findings indicate that all six participants perceived a degree of growth 

in their ability to problem solve (contextual knowledge), to incorporate digital tools in their 

practice (pedagogical knowledge), to better anticipate potential problems in an online context 

(contextual knowledge), to adapt the curriculum to an online context (pedagogical knowledge), 

and to make collective decisions and to engage democratically in collective planning (social 

knowledge). The type of reflection undertaken individually and during team meetings tended to 

be pragmatic in nature, where the participants compared how effective technological tools, 

instructional activities or strategies had been in relation to their intended goals. This was 

reflected in the comments made on collective planning documents, for example, Camille 

pointing out that an online game to develop the students’ understanding of the concept of barter 

tested by one of her students was found to be far too complex for seven-year-olds and, 

consequently, she recommended to her colleagues that the activity should not be adopted 

(Collective planning document, 20 April 2021).  

 

During the semi-structured interviews Camille, Mirabelle, 

Emma and Zoe tended to reflect ethically on their 

individual experiences of having to reorganise instruction 

and reported feeling some tension between aspects of the 

personal knowledge domain, such as prior knowledge as 

well as professional beliefs, and the activities outlined in 

Table 5.2. Emma shared that she was no longer able to rely on established routines and 

needed to create new ones. Zoe emphasised the importance that she assigned to teaching in a 

particular way based on her professional beliefs and the discomfort she felt about having to 
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adapt her practice to the new context (online and in-person with ESPs). Mirabelle and Camille 

pointed out that they felt like novice teachers and were no longer able to depend on their prior 

knowledge and practical theories to navigate the changes in context. However, during team 

meetings, the four teachers did not share the dissonance that they were individually 

experiencing with the collective, preferring to adopt a more pragmatic mode that focussed on 

problem solving to achieve agreed goals. Despite possessing ten years of teaching experience, 

Agnès did not view her prior knowledge as fixed but rather in a state of flux. Consequently, she 

explained that she did not feel the tension described by the other four participants. Similarly, 

Estelle, being new to the team and to the school, viewed the implementation of new practices as 

part of the overall transition to a new school environment.  

 

All six participants reflected on the practices associated 

with the sub-theme of planning and organising curriculum 

and instruction online and in person with ESPs in terms of 

particular salient outcomes that they themselves identified. 

The types of reflection tended to be moral and pragmatic. 

For example, the six teachers reflected pragmatically and 

concluded that collective planning had led to a more 

effective sharing of the workload. However, they felt that, despite some advantages relating to 

the use of digital tools, overall, the digital environment was not ideal for seven-year-old students 

in general as it conflicted with their professional beliefs regarding the importance of in-person 

social interactions necessary for the healthy development of children of this age, indicating a 

moral type of reflection. Only Agnès reported a change in practice as a result of engaging in 

reflection on salient outcomes. She noted that, by assisting her students to work through 

interpersonal conflicts in the playground due to the need to cohort the students, stronger social 

bonds were established that, in turn, led to more harmonious relationships in class. 

Consequently, Agnès participated less and less frequently in conflict resolution as her students 

had acquired the tools to resolve conflicts without the need for teacher intervention. 

 

5.1.2 Researching and developing instructional tools and strategies  
 

Table 5.4 shows two activities relating to the second of the three sub-themes, research and 

development of instructional tools and strategies as reported by the participants as well as the 

area of practice associated with them. 
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Table 5. 4: Activities relating to researching and developing instructional tools & strategies 

Teacher activity Area of practice 

Engaging students in an online context  Instructional strategies 

Developing students’ reading proficiency Instructional strategies 

 

5.1.2.1 Engaging students in an online context  
 

All six participants identified student engagement as a challenge of the new online learning 

context. One strategy that was quickly identified by the teachers was to leverage the novelty 

factor generated by the intensive use of technology. It is important to note that prior to March 

2020, while technology was used in teaching and learning, in the view of the teachers the age of 

the children limited the frequency and sophistication of its use. However, as teachers were 

required to engage with instructional technology as a way of adapting to the online learning 

context, one participant commented: ‘I find that with technology the kids are so engaged. They 

love it. You cannot make them work as hard or as long on a piece of paper as you could on a 

computer […] and I am sure that it will keep improving’ (Mirabelle, SSI#1). Another participant, 

referring to the use of technology, simply observed that ‘it’s a lot more fun’ for the students 

(Estelle, SSI#3, my translation). Agnès observed that the use of technology augmented practice 

by rendering certain areas of language learning more engaging for the students and noted that 

‘when we started using these tools then we realised that we were engaging each child and that 

was even better than in class. So, for grammar, we’ve increased the children’s engagement with 

technology’ (SSI#3).  

 

A second strategy developed by the teachers was to increase the variety of learning activities in 

order to maintain the engagement of students. This was best described by one of the 

participants in the study who shared her attempts at making reading more engaging within the 

limitations of the online learning context.  

 

So, one day I asked them to read the book and go practise three or four pages and then 

go on Seesaw to record it. Then the next day, I ask them to read and draw and then the 

following day, I ask them to read and do a summary and take a picture of your summary. 

And then tomorrow it’s read and answer the comprehension questions. So, I am always 

trying to do something to check that they’ve done it. 
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(Mirabelle, SSI#3).  

 

All six participants spoke about shifting the focus on fun and enjoyment as a means of keeping 

students engaged and maintaining well-being. In fact, the enjoyment aspect became an 

important criterion for choosing new teaching tools and strategies for the online context. Emma 

commented that one of her goals was to ‘make it as fun as possible (laughter), so students are 

engaged’ (SSI#2). This was echoed by another participant, who said that ‘we always try to 

motivate them by making things fun’ (Estelle, SSI#1, my translation).  

 

The participants in this study designed reward systems as a motivational tool to maintain 

student engagement. Estelle created a points system to incentivise students to engage with and 

complete learning activities. She felt that, ‘with the point system that I run and which takes up a 

lot of time and which is not necessarily the best approach but it’s the only one I can come up 

with for the time being’ (SSI#3), she succeeded in holding the attention of the students in her 

class in an online environment. In addition, she noted that ‘I have learned, thanks to the point 

system, which of my students were competitive and the ones who weren’t’ (Estelle, SSI#4, my 

translation). Mirabelle used a similar approach and described that ‘this year, I am paying them 

too (laughter) […] this is a reward system that allows them to earn dollars for completing 

activities’ (SSI#3). In TM#12 Mirabelle shared this idea with the other members of the team and 

asked for suggestions about how to keep track of the money that each student earned. One 

participant reacted by noting that ‘it’s not a bad idea at all but it has to be for all the students’ 

(Estelle, TM#12, my translation). Another participant quickly jumped in and suggested that, as 

part of the unit on markets and exchange, there is ‘a barter activity at the end of the week, so 

the teacher can buy some pens, erasers etc. that the children can buy with their money and at 

the end of the week the children can barter the items’ (Emma, TM#12, my translation). Zoe 

reminded the team ‘that this is what we used to do pre-COVID’ (TM#12, my translation). This 

exchange was followed by a discussion around what the children needed to do in order to earn 

this money and how much money should be given. Mirabelle suggested that she would award ‘2 

dollars if the child takes an image of the work and posts it on Google Classroom and then 5 

dollars if it is done well’ (TM#12, my translation). Camille realised that this activity could also be 

used to practise the multiplication tables and said, ‘like that we can practise the 2- and 5-times 

tables’, to which Mirabelle added ‘we could also add the 10 times table’ (TM#12, my translation). 

Therefore, we can see how the idea had been socialised and developed as a result of the 

exchange that took place between the participants.  
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The final point with regard to the online learning context is that it was perceived by the 

participants as a challenge to ensuring equity for the students. Camille, Agnès, Zoe, Emma, and 

Mirabelle all noted that there were students who experienced connectivity issues due to the 

poor quality of the wireless system in some homes. Camille explicitly referred to this point as a 

‘technology related inequity […] over which we have no control’ (SSI#4, my translation). This 

comment indicates that achieving agency for teachers in this domain proved to be very difficult 

and was at first a source of frustration. However, what was interesting was that this feeling was 

transformed, especially in the second period of online learning (January to June 2021), into a 

feeling of acceptance that not everything can be controlled. Agnès captured this evolution in the 

following comment: 

 

For online learning, when a kid tells me that they haven’t got good wifi, I can’t do 

anything about that. So, at that point, I’ve got to let go and think well it’s only one day in 

their life and is it really going to make a huge difference if they don’t do this exercise or if 

I don’t see that piece of work. 

(SSI#4) 

 

Zoe offered a different approach to addressing the perceived inequity posed by the technology 

gap between students.  

 

For example, I have a student in this situation so, I often have to review things with her, 

or we go back over things with her or send a communication to the parents because she 

missed a lot of the class because it's not her fault. 

(SSI#4) 

 

In fact, Estelle was the only participant whose students were not in any way disadvantaged by 

this challenge. The other five teachers became aware that socio-economic privilege did not 

automatically lead to equal access to the conditions necessary to participate in the online 

learning environment.  
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5.1.2.2 Developing students’ reading proficiency online and in person with ESPs 
 

Reading was identified as a priority by the participants for two main reasons. The first is linked 

to the fact that, given the age of the students (7 years of age), the curriculum placed an 

emphasis on the development of reading competencies at this juncture in the child’s academic 

development. The second point is related to the change to an online context and the use of the 

teaching and learning platform, Google Classroom. Here, the tendency was to rely on written 

instructions to guide the children through the different activities. Therefore, a certain level of 

reading proficiency was deemed to be necessary in order to make sense of the instructions and 

implement them when carrying out a particular task.  

 

Reading online presented certain challenges for all participants. One participant expressed her 

frustration at the early attempts at guided reading activities online between March and June 

2020: ‘we tried to carry on reading with the kids between March and June 2020 but we very 

quickly came to the conclusion, that it wasn’t working, it was quite heavy. Whilst a child was 

reading the others were disengaged’ (Agnès, SSI#3). According to Agnès, one factor that 

contributed to this frustration was the limited availability of reading resources: ‘there were fewer 

resources for reading online during the March-June period but now, we’ve adjusted, we’ve 

changed that and we’ve got more online resources for them’ (SSI#2). This comment also 

implies a sense of progress as a result of the changes that were made. This was supported by 

the comments of another participant, who expressed that… 

 

online, we now have some good reading resources. So, we managed to get the same 

levelled readers that we use at school which meant that the students could record 

themselves reading and then answer comprehension questions. But it’s not the same as 

being in a classroom reading aloud to an adult. The experience for the students is 

different because they are holding a book in their hand and turning the pages. 

(Emma, SSI#2) 

 

Therefore, in the view of this participant, while there was recognition that improved resources 

used between January and June 2021 had contributed to the improvement of the online 

teaching and learning experience compared to the period between March and June 2020, the 

absence of the physicality of both resources and human presence continued to be an issue. Zoe 

also recognised the difficulty of replicating the in-person reading experience in an online 
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environment, noting that, ‘when you’re reading to someone, the sitting position is really 

important and it requires you to be very, very close to the other person and obviously you 

couldn’t do that anymore’ (SSI#3). However, she went on to describe some of the strategies that 

she developed to adapt to the change in context: ‘our time online, I was giving them short texts 

to read and then we would work on the vocabulary, and I would make time in my language 

session where I would work with some of the kids’ (Zoe, SSI#3).  

 

Reading instructional practices needed to change once more between September and 

December of 2020, as teachers adapted to a return to an in-person environment with ESPs. 

One participant described some of the challenges that she encountered. 

 

Even when they’re actually in class, the problem with these circumstances is that they 

can’t even share the books. You know reading with a partner is out of the question. So, 

these conditions have really had a big impact on reading. 

 (Mirabelle, SSI#3)  

 

Nevertheless, she found a way to maintain the social dimension of learning to read that she 

valued by going… 

 

just outside the classroom in a little hallway where we could still respect the social 

distancing and we would read together. So, I was happy with that and I think that worked 

well […] guided reading and having the kids reading together, yeh, they were great, they 

were engaged.  

(Mirabelle, SSI#3)  

 

Another participant also commented on the importance of the teacher working directly with 

students in the form of guided reading. She described that, pre-COVID, she was able to work 

with larger groups of students as social distancing was not an issue; yet, this ESP measure 

required her to adapt her practice by reducing the size of the groups. However, she noted that, 

by reducing the size of the groups, ‘I couldn’t move forward with the kids as fast given that I 

couldn’t see them as often for guided reading’ (Zoe, SSI#3). She also noticed that during guided 

reading her instinct was to reach in to help her students: ‘I feel like I am always trying to reach in 

to help them and to guide them. So, I actually bought, you know the little hands, like a pointer 

that you use so that I can actually reach and point so that I can show them’ (Zoe, SSI#2). This is 
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another example of teachers’ problem-solving as part of the process of adaptation to the change 

in context. 

 

The requirement to limit the tactile dimension of teaching and learning imposed by ESPs as well 

as the absence of pair and group work proved to be a challenge for all participants in the study 

when engaged in reading instruction. According to Emma, 

 

sometimes you might give manipulatives to the students, so if you want them to 

remember some words and they need to put them together and that is something that 

you can share between three or four students and that’s another thing that you can’t do 

now. So, there is a lot more work on white boards and then they can move the different 

parts of the word. But there is just a lot less impromptu touching of things. 

(SSI#2)  

 

 

5.1.2.3 Changes in knowledge domains relating to researching and developing 
instructional tools and strategies 
 

All six teachers engaged with the identified activities relating to the sub-theme of researching 

and developing instructional tools and strategies. Table 5.5 shows the knowledge domains that 

were potentially impacted for each of the participants. Figure 5.2 illustrates the process of 

knowledge production for each of the six teachers.   
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Table 5. 5: Knowledge domains impacted by researching and developing instructional tools and 
strategies 

       Participants 

 

 

Knowledge  

Domains 

 

Camille Agnès Estelle Mirabelle Emma Zoe 

Personal knowledge 

domain 

X   X X X 

Contextual knowledge 

domain 

X X X X X X 

Pedagogical 

knowledge domain 

X X X X X X 

Sociological 

knowledge domain 

      

Social knowledge 

domain 

X X X X X X 
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Figure 5. 2: Overall growth networks associated with researching and developing instructional 
tools and strategies 
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This pattern once again was observed in all six 

participants, emphasising the focus on the practicalities 

involved in adapting practice to the changes in context. 

This was observed particularly in the instructional 

strategies and approaches developed by the teachers to 

address the challenge of engaging students in the online 

learning context. The participants’ observations of the 
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needs of their students in terms of a growing lack of engagement in an online environment 

(contextual knowledge) led them to discuss, as a team, ways to mitigate against this challenge 

(social knowledge) and to develop a series of instructional approaches (pedagogical 

knowledge). Teachers’ comments during the semi-structured interviews indicated more of a 

pragmatic reflection on their practice, with the objective being to find the best ways to motivate 

students as the January-June 2021 online learning period dragged on. This pragmatic reflection 

led to the further generation of ideas to engage the students, as indicated by the comments in 

Section 5.1.2.1. 

 

Here again all six participants engaged in pragmatic 

reflection on what they perceived as a salient outcome, in 

this case the degree of student engagement, which seems 

to have led to subsequent changes to practice as a result 

of this reflection. Comments in Section 5.1.2.1 made both 

during the semi-structured interviews as well as during 

team meetings indicated that there was an ongoing 

process that involved pragmatic reflection and subsequent modification to practice as teachers 

trialled and discussed a range of strategies, including the use of technology, varying the type of 

instruction, planning fun activities, and implementing reward systems. 

 

Four participants, Camille, Mirabelle, Emma and Zoe, 

reflected ethically on the teacher-student experience of 

guided reading online. They commented that, while they 

acknowledged a change in their pedagogical knowledge 

through learning to use online reading platforms such as 

Rallye Lecture, Story Play’r, Epic and GB+, they felt a 

strong sense of dissatisfaction with the experience 

compared to in-person guided reading using physical books. This would indicate that the new 

practice was antithetical to their professional beliefs regarding what constituted effective 

instruction of reading, and the online experience served only to reinforce those existing beliefs 

(personal knowledge). Estelle’s comments demonstrate that she reflected pragmatically on her 

students’ reactions to the reward system that she implemented, with the experience also acting 

as an information gathering exercise on the individual student personalities in her group 

(contextual knowledge).  
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5.1.3 Assessing student progress  
 

Table 5.6 displays the activities associated with the third of the three sub-themes, assessing 

student progress, and the key activities associated with this sub-theme, as reported by the 

teachers. The table also shows the area of practice associated with each activity.  

 

Table 5. 6: Activities relating to assessing student progress 

Teacher activity Area of practice 

Re-evaluating summative assessment in an 

online environment 

Assessment 

Determining progress in terms of effort and 

learner autonomy 

Assessment 

 

 

5.1.3.1 Re-evaluating summative assessment in an online environment 
 
All six participants were conscious of the challenge posed by the online teaching and learning 

context which, in turn, resulted in having to review their beliefs regarding summative 

assessment. Interestingly, one participant commented on her perceived lack of self-efficacy as 

justification for reviewing grade descriptors. 

 

You know in a way I don’t want to penalise a kid because they’re not properly set up for 

success. I have not been able to figure out how to help that kid learn effectively in this 

new context and so, how can I penalise them? 

 (Mirabelle, SSI#4). 

 

Another participant pointed out that the level of abstraction imposed by the change in context 

unfairly disadvantaged students. Referring to the unit on markets and exchange, she noted 

that…  

 

I think with this current unit, now I don’t want to speak for my colleagues, is that this was 

quite a difficult abstract unit for a lot of the students, and if that is the case then what 

exactly are we assessing?  

(Zoe, SSI#3).  
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All participants felt that it was difficult to determine the extent of support received by the 

students from their parents when summative assessments were being completed at home, 

which cast doubts on the correlation between the grade and the student’s level of understanding 

(TM#1). In order to address this challenge, the teachers enacted a number of strategies, 

including redefining grade descriptors associated with the 1-4 grading system used to evaluate 

summative tasks (TM#3), adopting a more holistic evaluation that took into consideration 

student performance during synchronous online activities (TM#1), and shifting the focus from 

summative to formative forms of assessment. The value of technological tools, such as Pear 

Deck, to provide personalised feedback to students was commented upon by the six 

participants in the study. Agnès pointed out that ‘not only can you say to the child you’re on the 

wrong track, but you can pinpoint what they haven’t understood and re-explain to that particular 

child’ (SSI#2). This view was echoed by Estelle, who felt that she could intervene in a far more 

timely manner thanks to this tool (SSI#3).  

 

5.1.3.2 Determining progress in terms of effort and learner autonomy in an online context 
 

All six participants commented that they grew to recognise the importance and value of skills 

and qualities that contribute to learner autonomy during the online learning experience between 

March and June 2020. Consequently, there was a perceptible shift in focus in terms of what 

constituted student progress to include, for example, the ability of the child to function effectively 

in an online environment. Camille reported this element in one of the interviews: ‘I found that 

this child had developed other skills, other strategies, and more autonomy as a learner than 

were not limited to those of reading, writing and I said to myself that he had learned to manage 

himself really well’ (SSI#1, my translation). Another participant viewed autonomy in terms of… 

 

a child who always has their worksheets, who is always turning in their work, taking an 

image of it and posting it on Google Classroom to show me what they’re doing. Some of 

them actually comment on my comments when I give them feedback and it’s not many 

and usually it’s something as simple as a thank you but at least I know that they’re at 

least reading my comments and looked at it. So, that for me is an indicator of autonomy. 

(Agnès, SSI#4). 

 

Zoe presented her learning as a form of realisation:  
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I think that the realisation for me is how strong they are, how resilient they are and 

again…how capable they are…some of them like with all human beings are going to 

excel better than others but…overall, I am very impressed by them.  

(Zoe, SSI#2) 

 

The enactment of the change in focus can also be seen in the excerpts below taken from the 

end-of-year reports written by the six participants. In each of the excerpts the name of the 

student has been anonymised to protect their identity.  

 

Excerpt 1 

(Student A’s) ability to organize her work and to experiment with new technological tools has 

shone through in the past few months. She has embraced this new way of learning and often 

shared what she learned with her peers. She also showed initiative, organizing reading sessions 

with her classmates (Agnès, June 2021 student report) 

Excerpt 2 

During online learning, (Student B) has been developing his ability to work independently, 

reading and understanding instructions by himself (Zoe, June 2021 student report) 

Excerpt 3 

Ongoing goals for (Student C) are to strengthen his listening skills, to develop perseverance 

when working on tasks as he tends to rush or give up when faced with a challenge, and to be 

more mindful of his own actions. He needs to work toward completing and uploading more of 

the assigned tasks and, in doing so, he will reach higher levels of success in all areas of 

learning (Emma, June 2021 student report) 

Excerpt 4 

During online learning, (Student D) has been developing his ability to work independently 

(Estelle, June 2021 student report) 
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Excerpt 5 

Through distance learning sessions, (Student E) attempted to join the classes and submitted 

some of the work. She needs to engage in lessons in order to always produce work that meets 

expectations (Mirabelle, June 2021 student report) 

Excerpt 6 

(Student F) found online learning a little challenging but although he still needed a few 

reminders to complete his tasks in the time given, he wanted to do well and gave his best effort 

to most tasks (Camille, June 2021 student report). 

The six excerpts above, taken from the June 2021 student reports, demonstrate that the 

teachers valued certain achievements, including the students’ ability to organise work, to 

experiment with new technology, to persevere, to engage in lessons as well as the ability to 

work autonomously. This suggests that a change in context had an impact on the way teachers 

allocated value in terms of assessment goals. 

5.1.3.3 Changes in knowledge domains relating to assessing student progress 
 

All six participants engaged with the identified activities relating to the sub-theme of assessing 

student progress. Table 5.7 shows the knowledge domains that were potentially impacted for 

each of the participants. Figure 5.3 illustrates the process of knowledge production for each of 

the six teachers. 
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Table 5. 7: Knowledge domains impacted by assessing student progress 

 

       Participants 

 

 

Knowledge  

Domains 

 

Camille Agnès Estelle Mirabelle Emma Zoe 

Personal knowledge 

domain 

 X  X X  

Contextual knowledge 

domain 

X X X X X X 

Pedagogical 

knowledge domain 

X X X X X X 

Sociological 

knowledge domain 

X X X X X X 

Social knowledge 

domain 
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Figure 5. 3: Overall growth networks associated with assessing student progress 
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The six participants enacted changes to their assessment 

practice by shifting the focus from summative to formative 

assessment approaches (e.g., the use of Pear Deck and 

Kahoot) within an online environment and placed added 

weight on learner autonomy as an indicator of progress. 

Teachers engaged in both formal and informal professional 

development to learn to use technological tools, leading to 

changes in the pedagogical knowledge domain. All the 

participants reflected pragmatically on their experience of using these assessment tools in terms 

of the extent to which they provided useful information about what the students had learned.  
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From the outset, all six participants engaged in moral 

reflection about the impact of online learning on 

assessment and student progress. During the semi-

structured interviews as well as in team meetings, the 

teachers commented on the tension that they felt about the 

validity of summative assessments as accurate indicators 

of individual student progress in an online context. The fact that some students benefited from 

considerable parent support compared to others was viewed as an inequity and challenged their 

sense of justice. In fact, during TM#15, Agnès suggested that, given the choice, they should not 

use a summative assessment to evaluate the students’ progress for the market unit of inquiry as 

this would not yield a valid indication of student progress. Her colleagues agreed with this view. 

These discussions were viewed by the participants as moments that contributed to a greater 

understanding of the students’ family context (contextual knowledge) as well as a greater 

awareness of challenges associated with equity (sociological knowledge).  

 

Mirabelle, Agnès, and Emma reflected ethically on the 

tensions that they felt between aspects of their personal 

knowledge domain and assessment practices that were 

implemented in an online environment. Mirabelle shared 

that she was eager to learn how to function more 

effectively online as she felt that at times her students’ 

summative grades were more a reflection of her inability to 

adequately support them in this context and, therefore, did not want to continue to penalise her 

students for her perceived shortcomings (SSI#4). Agnès also expressed a desire to develop her 

practice in an online context as a result of feeling inadequate as a teacher when she corrected 

her students’ summative assessments only to discover that they had understood very little of the 

content that had been taught (SSI#2). These two examples demonstrate how ethical reflection 

on salient outcomes leading to tension in the personal knowledge domain can act as a stimulus 

for developing aspects of other knowledge domains. Emma commented that her increased 

awareness of a student’s home environment (contextual knowledge) led her to be more 

generous with her grading of that student’s work (SSI#3).  
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All six participants identified salient outcomes relating to 

learner autonomy, such as the ability to work 

independently, the development of perseverance and the 

ability of students to organise their work. In addition, the 

teachers reflected pragmatically on the attainment of their 

students in terms of understanding of the material covered. 

Participants tended to also engage in pragmatic reflection 

when considering learner autonomy, with the objective being as to whether the students had 

gained in autonomy as a result of the teachers’ efforts to develop this in their students. Yet, 

when reflecting on the changes made to summative assessments, there was a tendency 

towards a moral form of reflection, as there seemed to be a distinct tension between the 

participants’ sense of justice and the need to administer this form of assessment given the 

challenges posed by the online environment.  

 

In summary, the findings from the three sub-sections associated with the theme of Managing 

Day-to-Day Teacher Tasks revealed that the participants’ engagement in areas of practice such 

as planning and decision making, instructional strategies as well as assessment could be 

interpreted as growth in all five of Goodwin’s (2010) knowledge domains. However, within each  

sub-theme not all knowledge domains experienced change. In fact, it appears that the 

Sociological Knowledge Domain was impacted in only one of the three sub-themes, namely that 

of the ‘assessment of student progress’. Furthermore, it would seem that not all participants 

experienced knowledge growth in the same way. The mediating factors and processes of 

enaction and reflection featured prominently in the mediation of knowledge production. Enaction 

tended to stem from the External dimension, the Knowledge dimension and the dimension of 

Outcomes and this varied across the sub-themes. The six participants engaged in ethical 

reflection across the three sub-themes, pragmatic reflection in the first and second sub-themes, 

and moral reflection in the first and third sub-themes.  

 

5.2 Maintaining Human Connection 
 

The importance of human connection was a recurring theme in the findings throughout this 

study. The six teachers shared their experiences and reflections on relationship building 

(students and colleagues) as well as working with parents when adapting to both an online 

context and the physical classroom with ESPs. As a result, three related sub-themes were 

 

 

 

 

 

 

P 

O 



Chapter 5 - Findings 

 94 

identified that include ways in which the participants learned to relate differently to students, the 

extent to which the traditional partnership with parents was modified as a result of the change of 

context, and the marked increase in collaborative working practices with the other members of 

the team. Each of the sub-themes is analysed below in terms of the knowledge that teachers 

produced (RQ1) and the factors and processes that mediated the knowledge production (RQ2). 

 

5.2.1 Preserving teacher-student relationships  
 

Table 5.8 displays three activities identified by the participants in the study that are associated 

with the first of the three sub-themes associated with the maintaining of human connection, and 

that is maintaining teacher-student relationships. The table also shows the area of practice that 

corresponds to each of the activities.  

 

Table 5. 8: Activities relating to preserving teacher-student relationships 

Teacher activity Area of practice 

Understanding the importance of the haptic 

dimension of teacher-student relationships 

Instructional strategies 

Drawing lessons from teacher-student 

interactions online 

Building relationships 

Acquiring insights through the window into 

the home 

Building relationships 

 

5.2.1.1 Understanding the importance of the haptic dimension of teacher-student 
relationships  
 

All six teachers in the study noted that the implementation of ESPs led them to a far greater 

awareness of the haptic dimension of teaching and learning, most particularly, the impact of 

wearing face masks as well as the general lack of tactility resulting from social distancing 

measures. Agnès made a connection between enforcing social distancing protocols and 

understanding her students, noting that… 

 

the physical distancing […] has a huge impact on how you form relationships with kids 

because we need to have that physical gap with them which, to some extent, has an 
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impact on how you can understand them, how you can help them. So, for me it’s been 

very difficult.  

(SSI#1).  

 

Therefore, it can be argued that, for Agnès, close physical proximity was an important condition 

for teaching and learning. Mirabelle also emphasised the importance of physical contact to the 

process of relationship building, commenting that… 

 

it’s tough with COVID because you don’t have any kid hugging you […]I feel this year not 

as close to my kids and I don’t think that they are as attached to me either. There is no 

hugging. I don’t give them little gold fish for snack. There is no, I don’t know. I don’t know 

how not to hug. So, I just feel that there is something missing. 

         (SSI#1) 

 

Zoe also lamented the fact that she could no longer hug her students and noted that…  

 

for somebody like me who likes to welcome the children with a hug in the morning and 

high-five the kids to celebrate something they got right. All of that is changing and I am 

scared that we’re not going to be able to go back to a more human relationship contact. 

(SSI#1) 

 

Interestingly, a distinction may be drawn between Agnès’ comment and those of Mirabelle and 

Zoe; while the former emphasised the pragmatic pedagogical challenge of not being able to 

support the students, the other two participants placed more emphasis on the affective aspect. 

This distinction is reinforced through Zoe’s reflections on ways that she developed to adapt to 

the change of context.  

 

Well, I am trying the ‘elbow’ high five and they think that’s funny, and I do the clapping 

around (Zoe demonstrates). So, there are little ways […] I think it’s been helpful because 

it makes them smile. It’s hard to see under the mask but I know they’re smiling. 

          (SSI#2) 
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The fact that Zoe considered the students’ smiles as a salient outcome is indicative of the value 

placed on the affective dimension of the relationship. However, the use of humour, while seen 

as a means to overcome the haptic barrier, posed challenges of its own, as Emma highlighted:  

 

I teach 7- and 8-year-old children so when they can’t see your face, you have to be very 

careful about your tone of voice. So, they can’t see if you’re smiling. So something that 

would be a joke because you’re smiling can come across as quite deadpan. So, you’ve 

got to remember that they can’t actually see that you’re friendly. 

           (SSI#1) 

 

Both Emma and Zoe mentioned that they paid more attention to the tone and volume of their 

voices in order to come across as being more friendly and to avoid misunderstandings.  

 

Another point of significance to the teacher-student relationship was raised by Camille, who 

commented that she ‘had to constantly say to them (her students) not to touch things […] to 

keep a distance between themselves and their friends […] unfortunately, our role was to 

constantly remind them of the new safety rules, physical distancing etc…’ (SSI#2, my 

translation). This would seem to indicate an increased level of ‘policing’ that had to be carried 

out by the teacher that further modified the relationship with the students.  

 

5.2.1.2 Drawing lessons from teacher-student interactions online 
 

The total lack of physicality that is characteristic of the online teaching and learning context 

further added to the complexity of relationship building. As the teachers reflected and 

commented on their experience of trying to connect with students in an online context, they 

focussed on different aspects of connection.  

 

Where in a physical classroom there are opportunities for informal interactions that contribute to 

forging links with individual students, Camille became aware of the importance of creating 

informal opportunities for social connection with her students. As a result of this awareness, she 

decided to leave ‘time in the morning to welcome the students and have a relaxed conversation 

with them before starting formal activities’ (SSI#1).  
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Another interesting realisation that was brought about by the online context was the shift in the 

teacher-student power dynamic. Agnès noted that she was having to provide the same 

explanation time and time again to her students.  

 

When you re-explain to one child, the others don’t feel compelled to listen to what you’re 

saying because they feel that it doesn’t concern them, and this is what I noticed more in 

the second stretch of online learning that took place from January 2021. I would end up 

explaining the same thing three times but because I said, “so and so, listen to what I am 

going to say”, then the others didn’t listen and didn’t actually think that I was talking to 

them. I found myself having to give the explanations as many times as I had children. 

          (SSI#2) 

 

Based on her observation of this phenomenon, Agnès arrived at the following conclusion: 

 

I’ve kind of realised that they (the students) also have a power that they don’t have in 

class […] as much as I can mute them, they can also mute me…(laughter)…so, all of a 

sudden, they have more power than they normally would. 

          (SSI#4) 

 

Mirabelle shared that she had become more cognizant of the importance of physical presence 

when working with certain students. She observed that… 

 

when you have a kid that has attention issues, you can talk to him on the computer, but 

he doesn’t necessarily respond. I don’t know how many times I’ve said to the children 

“I’ve just asked you a question, can you give me your answer?” and it’s like they’re not 

listening. 

         (SSI#4) 

 

Zoe acknowledged that she experienced a change in attitude towards the use of digital 

communication tools by young learners as well as what her students were capable of doing. 

She described that… 

 

before COVID, I was so against 7-year-old kids having email addresses but now I 

receive emails from them asking ‘should we do this for homework?’ […] I didn’t think that 
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they would be capable of using it because they were so little. The other argument that I 

had was that it’s giving them access to things that they were not prepared for or mature 

enough to do […] Now I think that they are capable of doing so much more than we give 

them credit for. 

(Zoe, SSI#2) 

 

5.2.1.3 Acquiring insights through the window into the home 
 

All six participants acknowledged that online teaching and learning provided them with a better 

understanding of their students as they observed them in a home environment. Camille 

commented that working with students online ‘allowed me to understand why certain children 

have difficulty because when we see that some parents don’t realise the importance of a calm 

environment in order to better concentrate and things like that’ (Camille, SSI#1, my translation). 

Mirabelle felt that she, too, had acquired a deeper understanding but was more conflicted by her 

newfound knowledge, as it challenged certain beliefs.  

 

It’s helpful because you do understand why that little kid is so disorganised so you can 

see that at home. So why was that kid coming to school late and when we were online, 

he was still arriving late. So, I find it a little bit annoying actually […] I would rather not 

know that. I would rather believe that every parent is doing their parenting. 

         (SSI#1) 

 

Zoe’s perspective on the window into the home is somewhat different in that it allowed her to 

observe student behaviour in what she perceived to be a safe environment. 

 

I feel that the online learning has given us a little window into their world. You get to see 

them in their own element. For me your own element is where you feel most 

comfortable. Home is that for the children […] I definitely see that they are not at home 

how they are in school. 

          (SSI#1) 

 

In a later interview, Zoe added that her relationship with the students was also enriched by the 

window that online teaching and learning provided her students into her own home life. She 
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commented that the students ‘have more of an idea what it is like for me and in my home. They 

see my children they hear my daughter singing (laughter). It's true’ (SSI#4). 

 

5.2.1.4 Changes in knowledge domains relating to preserving teacher-student 
relationships 
 

All six participants engaged with the identified activities relating to the sub-theme of maintaining 

teacher-student relationships. In addition, Table 5.9 suggests that four out of the five knowledge 

domains were impacted including the personal, the contextual, the pedagogical and the social 

domains. Figure 5.4 illustrates the change process for each participant.  

 
Table 5. 9: Knowledge domains impacted by preserving teacher-student relationships 

 

       Participants 

 

 

Knowledge  

Domains 

 

Camille Agnès Estelle Mirabelle Emma Zoe 

Personal knowledge 

domain 

X   X  X 

Contextual knowledge 

domain 

X X X X X X 

Pedagogical 

knowledge domain 

X    X X 

Sociological 

knowledge domain 

      

Social knowledge 

domain 

 X     
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Figure 5. 4: Overall growth networks associated with preserving teacher-student relationships 

 

Camille Agnès Estelle 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Mirabelle Emma Zoe 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Enactment 

 

Reflection 

 

The wearing of a mask was highlighted by all the teachers 

as being a challenge to teaching and learning. However, 

Zoe and Emma were the only two participants who 

reported the enactment of changes in terms of the tone 

and volume of their voices in order to ensure more 

effective communication with their students. During the 

period between September and December 2020 (in-person 

learning with ESPs), both teachers paid particular attention to their voices, as they realised that 

the wearing of masks limited the effectiveness of communication between them and their 

students (contextual knowledge). This realisation led them to placing a greater degree of 

 

 

 

 

 

 

E 

P 

O 

K 

E 

P 

O 

K 

E 

P 

O 

K 

E 

P 

O 

K 

E 

P 

O 

K 

E 

P 

O 

K 

E 

P K 



Chapter 5 - Findings 

 101 

importance on the tone and volume of their voices so that students would be able to detect 

more friendliness in the voices of their teachers (pedagogical knowledge). The two participants 

reflected pragmatically on this process, as they endeavoured to adjust their voices to achieve 

their desired goal.  

 

All six participants reflected on the impact on teacher-

student relationships as a result of both the shift to online 

learning as well as the implementation of ESPs. The 

reflection can be inferred from the comments made during 

the semi-structured interviews (see Sections 5.2.1.1, 

5.2.1.2, and 5.2.1.3). Camille reflected ethically on 

elements that were necessary for preserving a healthy 

relationship with students online, resulting in the practical theory (personal knowledge) that 

informal moments were of great importance which also demonstrated a greater understanding 

of the online context (contextual knowledge). Subsequently, this realisation led her to enact a 

change in practice by creating opportunities for informal connection at the start of each day 

(pedagogical knowledge). Mirabelle also engaged in pragmatic reflection when she 

hypothesised that students with attention deficit in her class were struggling in an online context, 

as they required an adult physical presence to help them to focus (contextual knowledge). 

Agnès added to her social knowledge by reflecting morally on the role of technology in altering 

the teacher-student power dynamic by helping students achieve more agency. However, 

whereas Camille’s reflection on the change in context led to an enactment of a change in 

practice, it appeared that this was not the case for the other participants. 

 

5.2.2 Redefining the parent-teacher partnership  
 

Table 5.10 displays an overview of the sub-theme, redefining the parent-teacher partnership 

(second of three sub-themes), and the key activities associated with this area as reported by the 

teachers and observed in their practice. In addition, inferred changes to the knowledge domains 

are noted, which include both new knowledge and consolidation of existing beliefs. 
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Table 5. 10: Activities relating to redefining the parent-teacher partnership 

Teacher activity Area of practice 

Reconceptualising the role of parents  

Work with families 

 

Re-thinking communication strategies 

Educating parents for an online learning 

context 

 

5.2.2.1 Reconceptualising the role of parents 
 

The decision to shift teaching and learning to an online environment in March 2020 also 

signalled a change in the role that parents would play in the education of their children, 

especially for those parents with relatively young children. In this study, as mentioned earlier, 

the students were 7 years of age with a limited degree of autonomy. Therefore, there was an 

expectation by the school leadership and the teachers in this study that parents would play a far 

more active role in the day-to-day education of the students. Expectations relating to the new 

role of parents were communicated to them using daily written communications that were sent 

by four (Camille, Agnès, Mirabelle and Zoe) out of the six participants in this study. As noted in 

Chapter 4, Estelle joined the school in September 2020 and Emma was a member of a different 

team working with older students. Below are four excerpts from the written communiqués sent 

by Agnès and Mirabelle to the parents of children in their respective classes that illustrate the 

changing role of parents.  

 

Excerpt 7 

 Dear Parents and Students, 

We hope that this first communiqué returning from March break finds you well and 

healthy. Here is a message from the principal.  

 

We realize that distance learning is new for most and that we will all need to learn to 

navigate through this new set up together. 

     (Agnès, parent communiqué, 23 March 2020) 
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In Excerpt 7, there is a recognition that the change in the teaching and learning context was 

unchartered terrain and the expectation was for teachers and parents to work together in the 

interest of the student.  

 

Excerpt 8 

 

 How Can I help my child adapt and navigate more easily? 

- Write down/print a schedule of virtual times connections for your child (Red slides with 

hyperlinks) 

- Give access to the PDF document to your child so he/she can see the individual work 

to be completed. (yellow slides) and the optional projects (blue slides) 

- Set a timer 10 minutes prior to the virtual meeting so students do not forget their 

meetings. 

- take time for breaks between virtual connections! 

 

     (Agnès, parent communiqué, 24 March 2020) 

 

From Excerpt 8, one can see that the online learning context required a far greater degree of 

parent involvement than one would normally expect. In addition, the teacher was very much 

reliant on the parent for the smooth running of the online lesson.  

 

Excerpt 9 

 

 Dear parents, 

Here is the deck of cards for tomorrow. I have also shared it on the students Google 

DRIVE, where students can find it under "Shared with me: XX Friday, April 3rd." It would 

be wonderful if students could familiarize themselves with the document ahead of our 

class time. More and more students are already able to find it by themselves. Thank you 

for helping them learn it.  

      (Mirabelle, parent communiqué, 2 April 2020) 

https://tfs.us11.list-manage.com/track/click?u=6280ab4dc91a582547ca0f06b&id=01ab3570a0&e=d98990e7d9
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Excerpt 9 shows that parents were expected to support the teacher by ensuring that their 

children were adequately prepared for the following lesson that would be taking place on 3 April 

2020.  

 

Excerpt 10 

 

Dear parents,   

 

Hope you enjoyed your week-end. Pease find above the documents for Monday. Beside 

the worksheets that they all need printed by 8:30, you now have the option of either 

printing the supplementary sheets or having your child look at them on the yellow cards. 

Please note that they are either the corrections for them to use to verify their work or 

they could also be a reference charts to help them do their work. They are important 

documents and If your child does not have access to their screen when needed, or 

cannot navigate through Google Drive yet, it is better to print them. 

 

I have also included a daily check list. (amongst the worksheet to print). The children 

should use it and check-in with you at the end of each day. I am hoping that it will help 

them stay on track with the required work and show you how they are managing their 

time. Please ask your child to show you their work and sign the check list.  

 

      (Mirabelle, parent communiqué, 5 April 2020) 

 

Once again, Excerpt 10 demonstrates the growing demand on parents, and it can be argued 

that the role of the parent was morphing into that of a teaching assistant upon which the teacher 

was becoming more and more reliant.  

 

Despite only joining the school and the team in September 2020, Estelle also felt this change in 

the role of parents and commented that… 

 

we communicate a lot more with parents than we did before. In order to confront these  
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challenges, we need to problem solve together. Therefore, they have become more 

active partners than they were before.  

 

  (SSI#2, my translation) 

 

5.2.2.2 Re-thinking communication strategies 
 

One fundamental change that occurred as a result of ESPs was the decision not to allow 

parents access to school buildings between September and December 2020. This was 

perceived as a challenge by the six participants in the study. Mirabelle felt ‘a bit more distant 

from the parents compared to normal. This means it’s more difficult to persuade them because 

the trust that normally would be built is perhaps not quite there’ (SSI#4).  

 

Agnès noted that the lack of opportunity for informal interactions with parents posed a challenge 

to relationship building. She commented that… 

 

we’ve been able to forge a relationship with these parents to a lesser extent. So, when 

there are issues, it can more easily become a bigger problem because you haven’t 

managed to have that chit-chat that you would normally have with the parents. 

(SSI#2) 

   

Emma also viewed this issue as a challenge compared to her experience pre-COVID, where ‘it 

was easier to communicate just on a daily basis and one of the advantages was that it was 

easier to communicate through these little chats, small, ongoing successes and challenges that 

the students have’ (Emma, SSI#2). Emma went on to explain that, in her experience, written 

communication could be misinterpreted and, given the anxiety felt by parents as a result of the 

COVID situation, verbal communication was a preferable option, commenting that ‘I think also 

just being aware that some parents are more worried than others and that you have to respond 

to their emails or give them a quick phone call to sort of reassure them (Emma, SSI#2). 

 

Both Emma and Agnès, therefore, adapted their practice to mitigate for the loss of informal 

opportunities to interact with parents. In Emma’s case, for example,  
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at the beginning of this year for the first time at the start of term, I called all the parents to 

say how it was going. I think that did help because then any subsequent phone calls 

were more informal like let’s have another check-in.  

(SSI#2).  

 

In the case of Agnès, a proactive strategy was adopted, where early communication with 

parents proved to be effective.  

 

I’ve tried to mitigate for that by sending emails, kind of ‘preventive emails’ almost… 

(laughter) when I can see a problem might be coming so I tend to communicate more 

that way which is ok and I know that some parents have been kind of grateful that I am 

reaching out to them before the problem gets out of hand. 

(SSI#2) 

 

5.2.2.3 Educating parents for an online learning context 
 

In order to ensure that families were able to meet the new expectations associated with an 

online learning context, the teachers realised that they needed to take on a more educational 

role vis-à-vis those parents. Camille described her efforts as follows: 

 

We often had to explain to the parents, the important elements that are required for the 

child to learn effectively. Simple things like a calm environment, the importance of focus, 

working at a desk…These are important things, and it is for parents to ensure that the 

child benefits from these elements in order to create a physical space similar to that of a 

school classroom.  

(SSI#2, my translation) 

 

Camille also explained that some parents had specific needs, requiring her to tailor the support 

that she was providing. For example, she described the case of one particular parent who 

struggled to communicate both in French and English but required a Mandarin interpreter 

whenever they needed to talk with the teacher. Therefore, to assist the parent, Camille ‘taught 

her how to use Google translate because it wasn’t always possible to have someone for 

translate for her’ (SSI#4, my translation) 
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The parent communiqué sent by the teachers to the parents also contained advice and tips 

covering a wide range of topics, including how to use various digital tools. Excerpt 11 shows a 

guide created by Zoe and included in her parent communiqué dated 15 April 2020. The guide 

was designed to assist parents in accessing an interactive online learning website in order for 

their children to continue to practise mathematical concepts that were covered in the 

programme. By using a series of screen shots and relevant explanations, Zoe aimed to provide 

the parents with a step-by-step approach. This is an aspect of working with parents that came 

into being in March 2020 and the start of online learning. Therefore, it can be argued that 

teachers not only engaged in pedagogy but also andragogy as a result of the growing need to 

educate other adults that were involved in supporting the students.  

 

Another important factor mentioned by the participants as they described their efforts to scaffold 

parents throughout the online learning experience was the question of equity. For example, 

Emma noted that ‘some parents find the technology really challenging and need a lot of support 

themselves. So, they aren’t very able to help students’ (SSI#2). In a later interview she 

concluded that ‘what’s become apparent is, for example, there is a big disparity in the support 

that is available at home’ (SSI#4). Therefore, supporting parents was not only necessary to 

ensure that they were able to adequately assist the teachers but also as a means of mitigating 

for the ‘inequality that has been amplified during COVID as we have the students who excel in 

class and they are often those students who excel at home and I think there is a much bigger 

divide now ‘(Emma, SSI#2). 
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Excerpt 11 
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5.2.2.4 Changes in knowledge domains relating to redefining the parent-teacher 
partnership 
 

All six participants engaged with the identified activities relating to the sub-theme of redefining 

the parent-teacher partnership. In addition, Table 5.11 shows that two out of the five knowledge 

domains were impacted including the personal and the contextual domains. The change 

process for each teacher can be seen in Figure 5.5. 

 

Table 5. 11: Knowledge domains impacted by redefining the parent-teacher partnership 

       Participants 

 

 

Knowledge  

Domains 

 

Camille Agnès Estelle Mirabelle Emma Zoe 

Personal knowledge 

domain 

X X X X X X 

Contextual knowledge 

domain 

X X X X X X 

Pedagogical 

knowledge domain 

      

Sociological 

knowledge domain 

      

Social knowledge 

domain 
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Figure 5. 5: Overall growth networks associated with redefining the parent-teacher partnership 
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Enactment 

 

Reflection 

 

The six teachers in the study acknowledged that the shift 

to online learning forced them to reflect pragmatically on 

the assumptions and expectations that they held regarding 

the role of parents in the education of the children. 

According to them, the change in context forced a review 

of how parents were perceived and a subsequent change 

in perspective, with the parent now being seen as a 

‘teaching assistant […] a partner’ (Estelle, SSI#2, my translation) in the day-to-day education of 

the child. This change in expectations and assumptions can be viewed as a change in the 

teachers’ personal knowledge. The change in the perceived roles was accompanied by the 
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enactment of a greater sharing of information by the teachers with the parents that allowed them 

to fulfil their new assigned role. In addition, teachers undertook the responsibility of developing 

the skills of the parents so that they, in turn, may better support their children with the 

expectations of an online environment. Finally, all six participants acknowledged that working 

more closely with parents provided them with greater insights into the students’ home situations 

(contextual knowledge).  

 

Zoe, Mirabelle, Camille and Estelle reflected ethically on 

the different aspects of practice that led to more parent 

involvement in the education of their children. They noted 

that one important salient outcome was a greater 

appreciation by the parents of what it meant to be a 

teacher and the effort invested in educating children. This 

resulted in an increase in the expressions of gratitude 

directed at the teachers, positively impacting their self-image and acting as a psychic reward 

(personal knowledge domain).  

 

5.2.3 Leveraging the power of collegiality 
 

Regarding the last of the three sub-themes associated with maintaining human connection, all 

six participants in the study spoke enthusiastically about the supportive role played by the team 

to enable each teacher to overcome the challenges brought about by the changes in the 

teaching and learning context, both online and in person with ESPs. They felt that, in the face of 

adversity, they had succeeded in fostering a genuine sense of community within the team and 

established a support network that provided cognitive as well as affective sustenance to the 

individual (see Table 5.12). 

 

Table 5. 12: Activities relating to leveraging the power of collegiality 

Teacher activity Area of practice 

Fostering a sense of professional community  

Building relationships Establishing a support network to meet 

cognitive and affective needs 
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5.2.3.1 Fostering a sense of community 
 

As mentioned in Chapter 3, the six teachers in the study were part of the same team and, as a 

result of the ESPs that were imposed in September 2020, they became a distinct cohort in order 

to minimise the spread of infection of the SARS-CoV-2 virus. Agnès explained that ‘our bubble 

has become much smaller, limited to the grade team’ (Agnès, SSI#1). However, that factor 

alone did not lead to the sense of community experienced by the six participants. Camille added 

that all six members of the team shared ‘the same work ethos […] the same expectations, the 

same commitment, the same level of curiosity’ (SSI#1, my translation), which indicates a certain 

alignment in terms of values and norms.  

 

From the outset, there seemed to be an acknowledgement that the diversity of professional 

biographies was of value to the collective. Emma pointed out that ‘we have a good mix in this 

team with teachers who were trained in Canada, teachers who were trained in France, and 

another colleague and myself who have PGCE and have worked more internationally. So, we’ve 

had lots of experiences to draw on (SSI#4). Zoe further highlights the value that is placed on 

cultural diversity within the team in the following comment: 

 

 I also find that culture-wise like you know there's more of a diversity than before. 

Mirabelle and I, we're from Quebec so and then we have Camille and Estelle, who are 

very much French […]. Then you have Agnès and Emma who are French as well, but 

they have more of an international background with the British teaching qualification, but 

they also have experience from other countries, and you can see that they bring that into 

the team, and I find that you know that's rich. 

 

          (SSI#4) 

 

Agnès expressed a similar idea and chose to describe it in terms of ‘complementarity’ (SSI#4), 

where each teacher was able to rely on her colleagues to compensate for her perceived 

shortcomings. It can be argued that the above perspectives, which were shared by all six 

participants, contributed to establishing a feeling of trust and respect amongst the members of 

the team. This is of particular importance given that the challenges brought about by the change 

in teaching and learning context required strong cooperation and interdependence. Agnès 

summed up this idea as follows: ‘I think what was paramount during […] COVID was the team 
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work that we’ve done together. It’s made us go through it in a much better way than if we had 

not had this relationship within the team’ (SSI#1).  

 

Another element that may have contributed to the development of a sense of community was 

the absence of a formal hierarchy. The fact that during the academic year 2020-21 the team did 

not have a coordinator compared to previous years was perceived positively by Agnès and 

Camille. Camille mentioned that she was ‘happy at not having a coordinator […] I like sharing 

and the fact that we don’t have a coordinator meant that we were all committed which means 

that we need to listen to one another’ (Camille, SSI#4, my translation). Agnès echoed this 

perspective and made a direct link between not having a coordinator and better decision-

making. She noted that ‘this year, we don’t have a coordinator, and I feel that it’s much more 

balanced in terms of the decision-making and how we go about things’ (ibid). This would 

suggest that the lack of a formal hierarchy allowed for the growth of collegial influence and 

ensured that the voices of all the teachers were heard. This was supported by Estelle, who 

commented that, since joining the team, she had felt a part of a team where ‘everyone’s opinion 

counts […] all ideas were welcomed and all perspectives were considered, and this is very 

satisfying and encourages participation’ (SSI#4, my translation).  

 

The final element advanced by the participants that may have led to a sense of community was 

the willingness of team members to show vulnerability. According to Mirabelle, this factor was 

particularly important in encouraging teachers to exchange practices. Mirabelle explained that… 

 

what puts me at ease is when a colleague tells me that something didn’t work in their 

classroom […] That to me is honesty […] I don’t care how good a teacher you are, I am 

sure that it happens in everybody’s classroom. So, we do have that in our team where 

somebody will say that something is not working for them […]I feel that it’s an important 

factor in terms of growth because I feel that I am more willing to share my ideas because 

I know that I am allowed to be unsuccessful at times too. 

(SSI#4) 

 

Zoe admitted that she was not always comfortable showing vulnerability but acknowledged that 

‘with this group of teachers, I am learning and I'm feeling more comfortable that I am actually 

able to bring something to the table and it is accepted and is welcomed, and I'm feeling more 
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comfortable to share more, and to open up more’ (Zoe, SSI#4). Therefore, it can be suggested 

that this represented a form of emotional bonding between team members. 

 

5.2.3.2 Establishing a support network to address cognitive and affective needs 

 
The six teachers in the study commented on the fact that they viewed the team as a support 

network that acted as a cognitive, affective and social scaffold. Mirabelle highlighted the fact 

that the shift to online learning as well as the need to adapt practices to ESPs created an 

overwhelming workload for teachers. Consequently, the participants in the study came quickly 

to the realisation that more collaboration and cooperation would help to deal with the additional 

burden. Mirabelle described this reaction as follows: 

 

We work together very collaboratively, and we share the work […] that has been a really 

good thing to have in this context because this year has been tough and it has meant a 

lot of extra work. So, I would never have been able to do all of this without them.  

(SSI#4) 

 

The distribution of the workload was also an important factor for Emma, who viewed the 

creation of the shared planning document as an effective strategy in ensuring that the workload 

was manageable for everyone. She noted that it… 

 

was very useful to have a shared planning document, especially since it took such a long 

time to make every single resource because we had to teach in such a different way and 

so, it was so time-consuming to make resources that it was good to have that shared out 

between people. 

 

         (SSI#4) 

 

However, the cognitive support provided by the team went beyond the sharing of the workload. 

Estelle, Camille, Mirabelle and Agnès emphasised the role of the team in providing valuable 

informal professional development opportunities. According to Agnès,  
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in the team there are colleagues who are far better at science than me and I refer to 

them when I am not too sure. They know that technologically they can lean on me and 

so, there are lots of exchanges really in terms of skills and areas of expertise.  

(SSI#4) 

 

Estelle, being a newcomer to the school, attributed her professional learning to her colleagues, 

who provided her with informal training in the use of digital tools. She commented that ‘they 

taught me everything! I was not familiar with Google Classroom, Google Slides, Google docs, 

[…], I was not familiar with the software, with Seasaw. I knew nothing of all that (laughter)’ 

(SSI#4, my translation). Mirabelle also mentioned how her colleagues provided support with the 

use of technology. She commented that… 

 

for me, when I started with Pear Deck or with Google Classroom, I am probably the older 

one in the team who is not flexible…(laughter)…when it comes to these  

technological tools and it was reassuring to have my colleagues. 

(SSI#4) 

 

The team was also perceived as an emotional support network. Zoe mentioned the affective 

support that the team provided her in times of need and described them as being ‘very gracious, 

very caring’ (SSI#4). The six teachers commented that they communicated more extensively 

than they normally would have. In order to support one another, they leveraged the use of social 

media as well as increasing the frequency of meetings when necessary. Mirabelle explained 

that this provided her with a source of reassurance.  

 

At one point we were meeting twice a week. We also have WhatsApp and we’d use that 

to constantly communicate with each other and ask each other questions and get 

support…so, that was a big safety net for new learning for me. 

(SSI#4) 
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5.2.3.3 Changes in knowledge domains relating to leveraging the power of collegiality 
 

All six participants engaged with the identified activities relating to the sub-theme of redefining 

the parent-teacher partnership. Table 5.13 shows the knowledge domains impacted and 

suggests that three out of the five knowledge domains experienced change, including the 

personal, the pedagogical and the social domains. Figure 5.6 illustrates the change process 

associated with the growth in knowledge domains.  

 

Table 5. 13: Knowledge domains impacted by leveraging the power of collegiality 

       Participants 

 

 

Knowledge  

Domains 

 

Camille Agnès Estelle Mirabelle Emma Zoe 

Personal knowledge 

domain 

X X X X X X 

Contextual knowledge 

domain 

      

Pedagogical 

knowledge domain 

X X X X X X 

Sociological 

knowledge domain 

      

Social knowledge 

domain 

X X X X X X 
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Figure 5. 6: Overall growth networks associated with leveraging the power of collegiality 
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It is interesting to note that the growth networks 

associated with this sub-theme tended to follow the 

same pattern for all six participants in the study. 

Findings based on the semi-structured interviews and 

supported by supplementary data sources, such as 

the collective planning document as well as the team 

meetings, indicate that the school leadership’s 

decision to cohort the team (Agnès, SSI#1), 

representing the external dimension, acted as initial 
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stimulus for the development of aspects associated with the Social Knowledge Domain, such as 

engaging in democratic group processes, participating in cooperative groups, and exercising 

professional authority. The teachers noted that, initially, the impulse to work collectively came 

from the practical need to share the significant workload required to cope with the change in 

context. However, the teachers’ comments (see Section 5.2.3.1) indicate that, as time went on, 

they developed a mutual respect for each other as professionals and appreciated the diversity 

and complementarity of expertise that existed within the group. Consequently, the six teachers 

reported that they consciously enacted a policy of collective decision-making where the views 

and opinions of all the participants were valued, even during times of disagreement. In the semi-

structured interviews, the teachers individually reflected pragmatically on salient outcomes, such 

as the ability of the group to support them with professional learning as in the case of Mirabelle 

(SSI#4) and Estelle (SSI#4) who reported that they experienced a growth in professional 

knowledge as a result of the assistance of their colleagues. Moreover, the team engaged in 

collective problem solving when an individual teacher or indeed the group confronted an 

obstacle. At the same time, this reflection can also be interpreted as moral in that it portrays the 

responsibility that each individual teacher felt vis-à-vis their colleagues. Without exception, the 

participants felt that the collective had succeeded in terms of achieving those goals. In addition, 

there were other comments that indicated that an ethical type of reflection was taking place in 

terms of the impact of the group on aspects of personal knowledge. The cooperative nature of 

the group without becoming overbearing helped individuals to feel a sense of agency, as they 

were able to benefit from work of the collective without abandoning their own professional 

authority. For example, during SSI#4, Estelle shared that ‘we are also totally comfortable saying 

to one another “I didn’t feel comfortable with this activity and so I didn’t use it’ (my translation). 

 

In summary, the data relating to the theme of Maintaining Human Connection indicated that 

overall, the teachers’ engagement in instructional strategies, building relationships, and work 

with families yielded growth in four of Goodwin’s (2010) knowledge domains including the 

Personal Knowledge Domain, the Contextual Knowledge Domain, the Pedagogical Knowledge 

Domain, and the Social Knowledge Domain. While this study does not assert that growth in the 

Sociological Knowledge Domain did not take place, one would argue that this was not easily 

inferred from the findings associated with this theme. There were also significant differences in 

knowledge growth across the three sub-themes. For example, the sub-theme ‘redefining the 

parent-teacher partnership’ included change in knowledge in the Personal and Contextual 

Domains whereas the findings from the sub-theme ‘preserving teacher-student relationships’ 
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revealed change in the Pedagogical, Contextual, Sociological, and Personal Knowledge 

Domains. Furthermore, not all participants experienced knowledge growth in the same way. The 

mediating factors and sub-processes of enaction and reflection continued to impact the process 

of knowledge production. Enaction stemmed primarily from the External and Knowledge 

dimensions. The participants engaged in pragmatic and ethical modes of reflection across the 

three sub-themes, and in moral reflection in the first and third sub-themes.  
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Chapter 6 - Discussion 
 
This inquiry set out to investigate the professional knowledge produced by a team of six 

elementary school teachers, working with seven-year-old children, as they adapted their 

practices to the reconceptualization of the learning space resulting from COVID-19. Goodwin’s 

(2010) typology of knowledge domains (see Section 3.2) served as a conceptual lens through 

which to view the knowledge, skills, habits of mind, and ways of thinking that support teachers’ 

professional practices. Section 6.1 addresses RQ1 (What knowledge do teachers produce as 

they adapt to a COVID-19 teaching and learning context?) and examines the knowledge 

produced by the participants in this study within the framework of Goodwin’s knowledge 

domains as they attempted to adapt their professional practices to the new teaching and 

learning spaces. The discussion centres around the extent to which the findings align with 

Goodwin’s (2010) conceptualisation of the five domains. In so doing, it addresses not only the 

areas of teacher practice as defined by Buehl and Beck (2015) and the professional activities 

associated with them, but also the robustness of Goodwin’s (2010) framework as a tool for 

understanding the knowledge of in-service teachers as well as pre-service teachers.  

 

In Section 6.2, the focus switches to RQ2 (What factors and processes mediate, individually or 

collectively, the production of teacher knowledge?) by attempting to identify the factors that 

mediate, individually or collectively, the production of teacher professional knowledge. 

Notwithstanding the complexity inherent in the change process, an adapted version of Clarke 

and Hollingsworth’s (2002) ‘Interconnected Model of Teacher Professional Growth’ was used to 

theorise the interactions between the different dimensions of the framework, namely the 

external dimension, the dimension of practice, the dimension of outcomes, and the knowledge 

dimension (see Section 3.3.2). In addition, the model asserts that ‘enaction’ and ‘reflection’ act 

as mediating sub-processes and allow for change in one dimension of the model to lead to 

change in another. Therefore, using the findings presented in Chapter 5, Section 6.2 examines 

the validity of this assertion.  

 

6.1 Teacher Professional Practices in a COVID-19 World 
 
In Chapter 5 two themes were identified from the data analysis, namely: 

 

- Managing day-to-day teacher tasks  

- Maintaining human connection 
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The following sub-sections discuss the professional activities associated with those two themes 

in terms of Buehl and Beck’s (2015) five areas of practice (see Chapter 5, Introduction): 

planning and decision-making, instructional strategies, assessment, work with families, and 

building relationships. The discussion aims to examine the extent to which the activities align 

with the conceptualisation of knowledge as described by Goodwin (2010). Moreover, the 

findings are compared to the existing literature on teacher practices during the COVID-19 

learning context.  

 

6.1.1 Planning and decision-making 

 
One of the key activities that Goodwin (2010) highlights within the Pedagogical Knowledge 

Domain is the role of the teacher ‘as curriculum maker’ (p.25), where the emphasis is placed on 

the ability to ‘critically assess and adapt assigned material or, possibly, create new materials’ 

(ibid.) to suit the context. The reconceptualization of the learning space (Cahapay, 2020), in the 

form of online learning, required the participants in this study to determine new curriculum 

priorities as the existing ones were perceived to be inappropriate for the new context. The 

findings show that the streamlining of curriculum content was prioritised (Emma SSI#2) by the 

team. This meant reducing the content of the math and language curricula as well as the 

adjustment that was required in terms of teacher expectation regarding curriculum coverage 

(Camille, SSI#1). The fact that the change in context necessitated a change in role for the 

teachers also had an impact on the teachers’ perception of their identity as professionals 

(Beauchamp & Thomson, 2009). Goodwin (2010) suggests that within the Personal Knowledge 

Domain, teachers hold ‘impressions about who they are and what they do’ (p.22) and, therefore, 

it seems appropriate to conclude that, by engaging in curriculum design as well as 

implementation, the teachers in this study experienced a new aspect of teacher identity. In fact, 

Mirabelle (SSI#3) acknowledged this change in role as well as the professional responsibility 

that accompanies it when she noted that she appreciated the freedom to make changes to the 

curriculum, but, at the same time, her ‘professional conscience’ as well as that of her colleagues 

meant that they could not simply do anything that they wished to do. This seems to indicate that 

when teachers view their identity as being imbued with professional authority to make important 

decisions, the greater the burden of responsibility that teachers place on themselves. In turn, 

there may be less of a need for external oversight of teachers’ work by school leadership teams.  
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Another professional activity that was reported by the participants that can be associated with 

planning and decision-making was the increased level of collective planning undertaken by the 

team. Initially, the advantage of collective planning was perceived by all the participants in the 

study as a strategy to reduce the workload for each individual teacher. For example, referring to 

the other five participants, Mirabelle (SSI#4) confided that she ‘would never have been able to 

do all of this without them’, even though she had 27 years of teaching experience and had 

worked at École Tout Savoir since 2004. This would seem to confirm the connection between 

teacher identity and agency. By leveraging the collective agency of the team (Bandura, 2001), 

Mirabelle was able to achieve her goals, allowing her to maintain a positive perception of her 

own self-efficacy (Bandura, 1997) and personal agency (Bandura, 2001). The data also indicate 

that over time the participants began to view the collective planning process as not only a 

means to share the burden of planning, but also as a professional development opportunity. 

Both Agnès (SSI#4) and Estelle (SSI#4) commented on the value of team planning meetings as 

a source of professional knowledge. These comments align with the conclusions drawn by Trust 

and Whalen (2021) from their investigation of teachers’ experiences of remote teaching during 

the COVID-19 pandemic. The collective planning document (see Appendix C) was both an 

example of the participants’ engagement in democratic group processes and decision-making 

as well as a direct product of it. It not only served as a reference for teachers as they planned 

their day-to-day interactions with the students, but also as a live communication tool for the 

team to exchange ideas and thoughts about instructional activities and resources. This testifies 

to Goodwin’s (2010) claims that teachers should be encouraged and empowered to ‘participate 

meaningfully in decision-making’ and to develop ‘expertise in democratic group processes’ 

(p.27) as they seek to grow their Social Knowledge Domain. The findings suggest that the 

change environment (Clarke & Hollingsworth, 2002), as represented by the grade level team, 

was instrumental in supporting the participants’ personal agency and sense of self-efficacy as 

they confronted the challenges associated with the new context. Interestingly, while the 

participants' comments suggest that over time the group developed into a democratic and 

cooperative unit, capable of collectively planning and making decision, the participants had not 

received any formal training regarding the elements or conditions that contribute to creating an 

effective professional learning community (Schaap & Bruijn, 2018; Vescio et al., 2008). 

Therefore, there is clearly considerable scope for further research on the importance of PLCs in 

supporting teacher agency as teachers adapt to adverse teaching conditions. In addition, it is 

incumbent upon school leaders to invest sufficient resources in ensuring that teachers have a 
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deeper understanding of the benefits for the individual teacher of working as part of an effective 

PLC. 

 

Planning and decision-making were not simply limited to the collective in this inquiry. Each of 

the six participants was also required to plan and to make decisions as an individual. As 

mentioned in Section 5.1.1.3, the teachers reported on what they perceived to be a radical 

change to the way they needed to think about teaching in order to adapt to the 

reconceptualization of the learning space (online and in-person with ESPs). In fact, the data 

suggest that the participants had re-experienced feelings of being ‘novice’ teachers once more, 

especially within the context of online learning. Eraut (1994) discusses both the importance and 

the challenge of the routinization of certain professional practices that are characteristic of 

experienced teachers. On the one hand, such routines allow teachers to anticipate more 

effectively student behaviour which enables them to better manage the crowded environment of 

the classroom, but, on the other, they are ‘difficult to deconstruct and reassemble’ (Eraut,1994, 

p.26). This view somewhat expands on Goodwin’s (2010) claims regarding the importance of 

tacit understandings and the development of ‘habits of mind’ (p.25) as part of teachers’ Personal 

Knowledge Domain by drawing attention to the discomfort associated with having to change 

established habits. While it can be said that the participants in this study succeeded in changing 

the way they organised and planned their instruction by ‘being a lot more intentional’ (Emma, 

SSI#2) or by anticipating potential difficulties by simulating planned online learning activities 

(Camille, SSI#2), several of them negatively experienced this transition. This supports Eraut’s 

(1994) assertion that a radical change in the learning context is often accompanied by a sense 

of disorientation and, at times, the feeling of an inability to cope on the part of the teachers. 

Consequently, this may have a considerable impact on how teachers view their professional 

identity. In particular, the role of emotions in shaping identity, while beyond the scope of this 

study, merits further investigation, especially in situations where teachers are experiencing 

considerable adversity. It is plausible to suggest that emotions can shape professional identity 

through the lens of perceived self-efficacy (Bandura, 1997) and, consequently, the process of 

achieving agency (Biesta & Tedder, 2007). Furthermore, the way the teachers reflect on and 

interpret new knowledge that is produced within a context characterised by difficult conditions, 

has bearing on the value that they choose to assign to that knowledge. The value assigned by 

the teachers to the knowledge that was produced is discussed in more detail in Section 6.2.2. 
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6.1.2 Instructional strategies 
 

Studies conducted around the question of teacher instructional strategies during the COVID-19 

pandemic have tended to focus on the increased use of technology that was required for the 

online learning environment. Hartshorne et al. (2020) discuss the use of technology as a means 

of motivating learners through the novelty factor associated with such tools as well as the 

introduction of a competitive element via gamification activities. Trust and Whalen (2021) also 

draw attention to the digital dimension of instructional practices resulting from needing to adapt 

to remote teaching conditions. They viewed the changes reported by the teachers in their study, 

which were connected to the discovery of several technology tools as well as their 

implementation in an online environment, as part of the participants’ cognitive growth. Trust and 

Whalen (2021) cited the use of ‘Google Apps for education, Zoom, screen recording tools, video 

production tools, and learning management systems’ (p.7). 

 

The findings of my study align closely with those of Hartshorne et al. (2020) as well as those of 

Trust and Whalen (2021). The six teachers reported that learner engagement was indeed a 

challenge of online learning, especially given the relatively young age of the students and their 

limited autonomy. Therefore, one of the strategies employed by the participants to help engage 

the students was to leverage the novelty factor of digital instructional tools. Consequently, the 

teachers learned to use a wide range of digital platforms and instruments that included, but 

were not limited to, Google Classroom, Google slides, Google docs, Seasaw, IXL Learning, 

Peardeck, and Kahoot.  Mirabelle (SSI#1) remarked that her students responded positively to 

the use of technology during their online lessons. This view was echoed by Estelle, who 

mentioned that her students perceived technology as ‘a lot more fun’ (SSI#3). Moreover, 

teachers realised that some of the technology tools augmented their instructional practice. For 

example, Agnès (SSI#3) noted that her students had become more enthusiastic about French 

grammar since they started using IXL Learning to develop mastery of grammatical concepts. In 

addition to technology, the participants in this study developed alternative instructional 

strategies to promote learner engagement. For example, the invention of reward systems 

(TM12) to motivate the students and the use of variety of instructional activities, such as 

Mirabelle’s (SSI#3) efforts to find new and interesting ways to informally assess students’ 

reading comprehension. The aforementioned practices demonstrate new knowledge associated 

with the Pedagogical Domain (Goodwin, 2010). In particular, Goodwin (2010) emphasises the 
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need for teachers to be able to ‘study a situation, notice what students need, and invent 

appropriate practices’ (p.25) to address those needs.  

 

Another area associated with instructional strategies and identified by the participants in this 

study was concerned with the development of the students’ reading proficiency. Reading was 

identified by the team as a priority (see Section 5.1.2.2) due to its importance within the 

curriculum for children in this grade level as well as the need for students to be able to read 

proficiently in order to cope with extra reading demands associated with online learning (Camille 

SSI#4). In addition, the participants commented about this area of instruction both within the 

context of online learning but also within that of in person learning with ESPs. Starting with the 

latter, the participants in this study encountered a number of challenges for which they needed 

to problem solve. For example, guided reading proved to be a problem due to the enforcement 

of physical distancing. Therefore, Mirabelle (SSI#3) found a way to respect this protocol while 

maintaining the social dimension of guided reading by using the hallway as a physical ‘breakout 

room’ for small groups of students to read together. However, despite the development 

opportunity provided by the change in context, to find creative solutions to problems which, 

according to Goodwin (2010), is part of the Pedagogical Knowledge Domain, Mirabelle (SSI#3) 

viewed the changes to her practice as antithetical to her professional beliefs. This example 

sheds further light on the connection between teacher identity and reflection (Beauchamp & 

Thomas 2009). Mirabelle’s reflection on her adapted practice could be described as ethical 

(Luttenberg & Bergen, 2008) as it highlights a sense of dissatisfaction resulting from the tension 

between her understanding of effective practice and what she saw as changes dictated by the 

reconceptualization of the teaching space. Therefore, it would appear that this teacher’s 

reflection on her practice resulting from the change in context revealed to her aspects of her 

pedagogy that she particularly valued, which may be translated as a deeper understanding of 

her identity as a teacher (Christensen, Nielsen & O’Neill, 2022).  

 

Teachers in this study found the online context an equally challenging environment in terms of 

reading instruction. Here again, the findings revealed that the participants experienced 

significant growth in the Pedagogical Knowledge Domain in terms of their ability to leverage 

technology in the service of reading instruction. Agnès, Camille, and Mirabelle commented on 

the improvement of reading materials used when comparing the March-June 2020 online period 

with that of January-June 2021. In this second period of online learning, teachers were able to 

leverage technology through the use of more sophisticated digital reading material (GB+, Epic, 
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and Razkids). In addition, during the period January to June 2021, they maintained guided 

reading by using the ‘breakout room’ feature in Google Meet, which was introduced in October 

2020. That being said, all six participants shared the view that, while they considered their 

practice in terms of reading instruction had become more effective under the circumstances, it 

still did not compare to pre-pandemic times. This suggests that the participants were viewing 

‘effectiveness’ of practice as a relative concept contingent upon context, with different contexts 

requiring different interpretations of effectiveness. This aligns with Goodwin’s (2010) notion of 

‘thinking critically about prior knowledge’ (p.23) as a means to recalibrating the teachers’ 

cognitive maps.  

 

The findings also disclosed the extent to which tacit knowledge guides teachers’ professional 

practices (Christensen, Nielsen & O’Neill, 2022; Eraut, 1994; Goodwin, 2010; and Stenberg & 

Maaranen, 2020). The Personal Knowledge Domain (Goodwin, 2010) implies that expertise 

may be characterised by the individual’s ability to intuitively grasp situations as a result of 

possessing a deep and tacit understanding. Eraut (1994) supports this view of expertise, which 

he describes as ‘tacit knowledge-in-action’ (p.143), a term that he borrows from Schön (1987). 

However, the data in this study indicate that contexts that radically diverge from the ’norm’ for a 

particular individual, such as online learning and in person learning with ESPs, tend to raise 

teachers’ awareness of their tacit knowledge and the underlying beliefs that support it 

(Christensen, Nielsen & O’Neill, 2022). An example of this heightened level of awareness came 

about as a result of the implementation of ESPs. All six teachers concluded that close physical 

proximity was an important condition for effective learning. For example, Agnès (SS#1) 

commented about the importance of being physically close to her students in order to support 

them effectively with their learning, and Mirabelle (SS#1) and Zoe (SS#1) expressed the need 

for closeness in order to gain the trust of their students. What is interesting is that the three 

participants emphasised that this is something that they already knew but had simply taken for 

granted since, up until September 2020 and the introduction of safety protocols, the classroom 

learning context had never given them cause to reflect upon this tacit understanding. Therefore, 

it may be argued that this experience raised the teachers’ awareness of their practice as a 

disposition (Christensen, Nielsen & O’Neill, 2022) rooted in their own practical pedagogical 

theories (Stenberg & Maaranen, 2020). Furthermore, the change in context reinforced the 

teachers’ understanding of the need for an embodied presence (Bolldén, 2016; Christensen, 

Nielsen & O’Neill, 2022) as an important aspect of teacher professional identity, especially for 

primary school teachers. 
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6.1.3 Assessment 
 

The data show that professional activities associated with assessment as an area of practice 

(Buehl and Beck, 2015) impacted several knowledge domains. Once more, the significance of 

context featured strongly in the participants’ attitude and approach to assessment. The teachers 

commented on a number of aspects of assessment that could be interpreted as knowledge. 

Firstly, there was a realisation that there existed a correlation between teacher efficacy and 

student performance. Mirabelle (SSI#4) noted that, since she did not feel confident enough in 

her ability to navigate the online teaching and learning context, it did not seem fair to penalise 

the students as their assessment results would, at least in part, be reflecting their teacher’s 

inadequacy. This realisation in itself constitutes personal knowledge development by the 

teacher as a result of ‘this interrogation of lived experience’ (Goodwin, 2010, p.23). At the same 

time, it could be said that Mirabelle’s comments also signify knowledge developed in the 

Contextual Domain (Goodwin, 2010) as they constitute a growth in understanding and ways of 

thinking about teaching and assessing children within this new context of online learning.  

 

Secondly, another realisation that was made by another participant regarding the assessment of 

student progress in an online context was the concern with the level of abstraction with which 

young learners had to cope. Zoe (SSI#3) argued that, to adapt the curriculum to online learning, 

she needed to forsake the experiential learning opportunities and replace them with more 

abstract material. Consequently, for many of the seven-year-old learners this proved to be an 

obstacle for which Zoe was reluctant to penalise her students. Once again, this point 

underscores the heightened awareness of the teachers to the impact of context on student 

performance and their reluctance to emphasise the use of summative assessments within the 

online learning environment. Furthermore, this interpretation aligns with the suggestion that 

individual teachers filter and interpret their context based on the specificities of their own 

professional beliefs and experiences (Sanchez & Borg 2014).  

 

Thirdly, as stated in Section 3.2, Goodwin (2010) and Hargreaves and Fullan (2021) suggest 

that the question of equity does not necessarily preoccupy the teachers operating in the private 

school sector. However, the findings of this study indicate the contrary. Assessment practices in 

an online context generated a significant amount of discussion amongst the six participants 

around that very question. Indeed, the participants’ expressed concern that online learning was 
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increasing the gap between those students that were considered by the teachers to be more 

able and those viewed as being less able. This observation stimulated the participants’ efforts to 

focus their practices on the development of learner autonomy as a way of mitigating some of the 

inequities that they perceived. For example, the teachers described the stark differences that 

they observed in terms of the level of parent support given to the students. Therefore, this gave 

rise to a discussion around the validity of summative assessment outcomes in an online 

learning environment and the need to ensure that students become more independent (TM#15). 

In addition, the participants focussed on student attitudes and level of effort rather than simply 

on attainment as indicators of progress. These examples of professional practice can be 

associated with a number of knowledge domains. It appears that the change in context 

prompted a greater commitment to equity issues that led the participants ‘to confront […] 

misconceptions’ (Goodwin, 2010, p.26) and to develop a deeper and more nuanced 

understanding of communities that are viewed as privileged. It can be argued that this 

constituted learning both within the Sociological and Personal Knowledge Domains (Goodwin, 

2010). Furthermore, the fact that the participants used the online learning context to gather 

information and ‘contextual variables which inform solutions’ (Goodwin, 2010, p.24) added to 

the participants’ Contextual Knowledge Domain.  

 

6.1.4 Work with families 
 

Hargreaves and Fullan (2020), as a result of their study into the impact of the COVID-19 

pandemic on teachers’ work, advocate for ‘a more open professionalism that is actively inclusive 

of parents’ (p.327). The results from this investigation support this assertion. As mentioned in 

Section 5.2.2.1, the perceived lack of learner autonomy that characterised the students taught 

by the six participants in my study meant that the teachers were dependent on parent 

involvement within the context of an online learning space. Agnès, Camille, Mirabelle and Zoe, 

who were part of the same team during the first period of online learning in March 2020, noted 

that the situation required them to adjust their perspective with regard to the role of parents from 

that of peripheral involvement to a far more active partnership that would allow them to ‘navigate 

through this new setup together’ (Agnès, parent communiqué, 23 March 2020). Based on the 

findings, it appears that the reconceptualized parent role involved mainly the task of supporting 

children with organizational skills. Arguably, the co-opting of parents could also be viewed as a 

form of proxy agency (Bandura, 2001) where on observing that their personal direct agency was 

being diminished as a result of online learning, teachers developed a closer relationship with the 
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parents in order to achieve their teaching goals. Therefore, it can be argued that teachers facing 

adverse conditions tend to seek ways of extending their sense of agency, which may include 

identifying partners that allow them to exercise a proxy agency. This new relationship 

constitutes a further change to the teacher’s professional identity and merits further investigation 

as the relationship between teachers and parents continues to evolve.  

 

Engaging parents (Hartshorne et al., 2020; Trust & Whalen, 2021) as partners in an online 

learning space required the participants in my study to coach the parents of their students in a 

range of tasks. This included, but was certainly not limited to, how to create a suitable physical 

learning environment for children at home (Camille, SSI#2), how to access interactive online 

learning websites (Zoe, parent communiqué, 2020), and how to navigate the Google Classroom 

platform (Emma, SSI#2). The undertaking of the education of the parents by the teacher 

represented change in more than one knowledge domain. Firstly, by working far more closely 

with parents, the participants developed a deeper understanding of them as individuals and, 

consequently, the family context as a whole. Secondly, one could argue that the participants 

attended to the learning needs of the parents and thus expanded their Pedagogical Knowledge 

Domain (Goodwin, 2010) to include andragogy and adult education, despite not having any 

formal training in this field. Thirdly, acknowledging and accepting the task of educating parents 

constituted a change in expectations and assumptions about what teachers generally do, which, 

according to Goodwin (2010), constitutes an aspect of the teacher’s Personal Knowledge 

Domain and, therefore, a change in teacher identity as perceived by others (Dugas, 2021).  

 

Another area of growth for the six teachers associated with working differently with parents was 

the change in their understanding of the nature of parent-teacher communication. Interestingly, 

the participants noted that this realisation occurred as a result of the enhanced safety protocols 

that were implemented between September 2020 and December 2020 that accompanied a 

return to in-person learning (see Section 2.3). The measures included limiting the parents 

access to the campus to drop-off and pick-up times, where they were required to remain in their 

vehicles at all times. Mirabelle (SSI#4), Agnès (SSI#2), and Emma (SSI#2) all commented on 

how they lamented the impact of this safety measure on the informal dimension of parent-

teacher communication, something that they had never considered. They concluded that prior to 

March 2020, ‘the small chats’ (Emma, SSI#2) that took place at the start and end of the school 

day enabled them to share with the parents the successes and challenges that children were 

experiencing in their daily lives at school. According to the teachers, through this informal 
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communication approach, parents processed the information very differently than through more 

formal channels, such as written communication and meetings. This understanding led the 

teachers to adapt their communication practices, for example, by emailing parents more often in 

order to share news that would normally have been communicated in person on campus. The 

teachers found that, over time, this changed the parent perception of emails from teachers, from 

formal to informal, due to the increased use of this type of communication. In my view, this 

demonstrates knowledge in the form of teacher practical theories grounded in and developed by 

new and deeper teacher understandings, which aligns with Elbaz’s (1981) notion of wisdom 

derived from practical experience.  

 

6.1.5 Relationship building 
 

The area of practice relating to relationship building is examined here in terms of teacher-

student and teacher-teacher connections, as relationships with parents have already been 

discussed in the previous sub-section. Lortie (2002) claims that teachers derive what he terms 

as ‘psychic rewards’ (p.101) from their interactions with individuals that are part of their work 

environment. These interactions are the basis for building relationships and, according to Lortie 

(ibid.), no psychic reward is greater for teachers than that which comes from positive 

interactions and relationships with students. The results of this investigation seem to reinforce 

this assertion, especially during the two periods of online learning (March-June 2020 and 

January-June 2021). Two contextual factors need to be mentioned when discussing the 

knowledge produced by the teachers in this area of practice. Firstly, there is the age of the 

students that were being taught by the participants in the study. The teachers’ initial perception 

was that these were very young learners (seven-year-olds) who needed extensive support due 

to their lack of autonomy. Secondly, some of the teachers commented on the total lack of 

physicality that characterised the online learning space as well as the in-person learning space 

with ESPs, as an obstacle to relationship building (Mirabelle, SS#1; Zoe, SS#1). 

 

The knowledge produced as a result of the participants’ efforts to maintain teacher-student 

connection within the context of the online learning space includes certain realisations, changes 

in attitude, and the development of strategies. Camille (SS#1) realised the significant role those 

informal opportunities for connection had in the building of a meaningful relationship with her 

students. Consequently, she decided to start each day with a short informal session to welcome 

her students, despite the fact that this reduced the time allocated for coverage of the curriculum. 
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Agnès (SSI#4) shared that she had been reflecting on the power dynamic that existed between 

teachers and students within the online learning setting and had realised that students 

possessed far more power in this space than in a physical classroom. She noted that the 

technology enabled the student to mute the teacher, which gave them more agency over their 

learning environment. Zoe (SSI#2) experienced a change in attitude with regard to her students’ 

ability to use technology as a means of communication with their teacher. She realised that, 

despite their young age, her students’ willingness and capacity to use digital technology 

provided an additional avenue for relationship building between the teacher and the learners. It 

could be argued that once again the aforementioned realisations and strategies represent 

growth in multiple knowledge domains. For example, Zoe began to think differently about her 

students and their abilities impacting her Contextual Knowledge Domain (Goodwin, 2010); at 

the same time her assumptions and expectations also changed, thus affecting her Personal 

Knowledge Domain (ibid.).  

 

The online learning space also helped the six participants to acquire a greater understanding of 

their students, as they were able to observe them in a different context, their home environment. 

By working with the students in a different context, the participants were able to see another 

facet of the children’s identity, as acknowledged by Zoe (SS#1), who observed that her students 

behaved differently at home compared to how they behaved at school. She theorised this 

observation by suggesting that at home the child is in their element and feels safe; therefore, 

this was reflected in the lack of urgency with which they undertook synchronous learning 

activities during class. As a result of her reflection, Zoe noted that she had developed a deeper 

understanding of the children in her care, further enriching her Contextual Knowledge Domain 

(Goodwin, 2010). Moreover, Zoe’s reflections were not replicated by the other participants, 

which seems to indicate that individual teachers interpret contexts in their own way, which, in 

turn, informs their own knowledge production (Sanchez & Borg, 2014).  

 

The discussion now turns to the teacher-teacher relationship where the focus is on the 

knowledge produced by the six teachers in terms of Goodwin’s (2010) Social Knowledge. In 

addition to the Social Knowledge Domain, it is useful to refer back to the concept of professional 

learning communities (see Section 3.2). Vescio et al. (2008) posit that the effectiveness of a 

PLC is contingent upon the extent to which the members of that community engage in the 

following practices: 

- Share values and norms 
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- Focus on student learning 

- Exchange ideas and practices 

- Demonstrate a collaborative mindset 

- Participate in reflective dialogues 

 

The comments made by the six participants about their grade level team align closely with the 

five strands suggested by Vescio et al. (2008). Camille (SS#1) commented on how much her 

own professional values, expectations and attitudes were echoed by those of her colleagues in 

the team, indicating a sense of shared values and norms. The discussions during team planning 

meetings demonstrated a clear emphasis on the desire to continuously improve the student 

experience, despite the challenges posed by the changes to the learning space. The 

collaborative planning document provided tangible evidence of an ongoing exchange of 

instructional resources, ideas and activities. In addition, the value placed by the collective on 

each team member’s professional biography and expertise ‘contributed to establishing a feeling 

of trust and respect’ (Agnès, SSI#1). Therefore, it can be argued that these factors provided a 

fertile environment for the development of democratic practices, such as an equal level of 

commitment to discussions, balanced decision-making (Camille, SSI#4), equal consideration of 

ideas, and all perspectives welcomed (Estelle, SSI#4). The findings from this investigation 

support the conclusions drawn by authors such as Vescio et al. (2008) as well as Schaap and 

Bruijn (2018) as to the elements required for a PLC to be effective. In addition, they shed light 

on the collective agency upon which individual teachers may draw as they problem solve their 

way through the challenges brought about by adverse teaching conditions. Bandura (2001) 

argues that the achievements of a group of teachers are not simply a consequence of ‘shared 

intentions, knowledge and skills of its members, but also of the interactive, coordinated, and 

synergistic dynamics of their transactions’ (p. 14). This assertion highlights the importance of 

consciously growing the Social Knowledge Domain (Goodwin, 2010) of the individual teacher so 

that the creation of synergies is seen as a development of skills and know-how and not just 

simply a question of chance. The findings also demonstrate the positive impact of a perceived 

collective efficacy (Bandura, 2001) on the individual teacher’s sense of agency. The data show 

that the team acted in a supportive role not only in terms of generating new ideas but also on an 

affective level. Interestingly, all six participants shared the fact that they were willing to show 

vulnerability within the team setting, which is a key factor when participating in reflective 

dialogues. Studies have tended to focus on the epistemic growth resulting from teachers 
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engaging in PLCs; however, the findings from this investigation suggest that further research is 

required into the impact of PLCs on the affective dimension of teacher identity.  

 

6.2 The Mediating Sub-processes of Reflection and Enaction 
 
In Section 3.3.2, it was noted that a key assertion of the Interconnected Model of Teacher 

Professional Growth (Clarke & Hollingsworth, 2002) is that change in one dimension may lead 

to change in another through the mediating sub-processes of ‘reflection’ and ‘enaction’. Overall, 

the data from my study supported the role played by these two mechanisms, indicating that one 

dimension of the IMTPG can indeed impact one or more of the other three. Moreover, the 

findings also shed light on the participants’ efforts to extend their personal agency through the 

use of proxy and collective modes of agency (Bandura, 2001), which allowed them to gain some 

control over the new teaching environment (Biesta & Tedder, 2007. Furthermore, with regard to 

the sub-process of reflection, the findings suggest that the nature of reflection (Luttenberg & 

Bergen, 2018) undertaken by teachers appeared to determine the value assigned to the 

knowledge that was produced as well as contributing to shaping teacher identity (Beauchamp, & 

Thomas, 2009). These elements are discussed in more detail in the subsequent sub-sections.  

6.2.1 Enactment as a function of agency  
 

Section 6.1 described the specific practices that the six participants featured in this study put 

into action in order to address the changes brought about by the reconceptualization of the 

learning space (Capahay, 2020). The data reveal that teachers enacted new practices as a 

response to the change in context (external dimension), after reflecting on existing knowledge 

(knowledge dimension), and/or following some of the outcomes that they perceived to be salient 

(dimension of outcomes). For the great majority of teacher activities, the changes in the external 

dimension led immediately to changes in the dimension of practice, as the online learning and 

in-person learning with ESPs required the participants to quickly adapt their practices in an 

intentional manner (see Figure 6.1).   
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Figure 6. 1: Change in external dimension leading to change in dimension of practice 

 
 

 

 

 

 

 

 

 
This was followed by individual and/or team reflection in terms of the dimension of knowledge, 

leading to the further enactment of changes to practice. In fact, the only exceptions to this 

pattern involved two sub-themes, namely those of redefining parent-teacher partnerships and 

preserving teacher-student relationships. In the former and as illustrated in Figure 6.2, the 

participants did enact various practices but only after reflecting on the changing role of parents 

in relation to their existing knowledge. In terms of the latter, only Emma (SSI#1) and Zoe 

(SSI#2) commented on the immediate enactment of practices as a reaction to the need to wear 

masks by modulating the tone and volume of their voices to ensure better communication. 

Camille (SSI#1) also enacted changes to her practice; however, this was after a period of 

observation and reflection, resulting in the realisation that informal opportunities for connection 

with her students were important to preserving teacher-student relationships in an online 

learning space.  
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Figure 6. 2: Reflection on the knowledge dimension leading to change in the dimension of 
practice 

 

 

 

 

 

 

 

Further differences between participants were observed in the findings with regard to the 

enactment of practices. Figure 6.3 shows that enaction took place as a result of the teachers’ 

reflection on salient outcomes. The six teachers engaged in an ongoing process of reflection 

and deliberate adjustment of practice when they were addressing the challenge of a lack of 

student engagement in an online learning space. Practices and outcomes to improve student 

engagement were shared during their team meetings, leading to discussions that led to changes 

to the dimension of practice. However, only Agnès (SSI#2) enacted changes to the dimension of 

practice resulting from her reflection on the unforeseen positive consequences due to the 

cohorting of her students during recreation time as part of the implementation of enhanced 

safety protocols. In fact, these were the only two instances where reflection on the dimension of 

outcomes led to enaction within the dimension of practice.  

 

Figure 6. 3: Reflection on the dimension of outcomes leading to change in the dimension of 
practice 

 

 

 

 

 

 

 

 

Therefore, it can be argued that the findings indicate, at times, certain patterns of enaction, 

which tended to vary between sub-themes and participants. One possible explanation for these 

differences is in terms of the different modes of agency that the teachers employed (Bandura, 
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2001). As mentioned in Section 6.1.1, some teachers felt that the reconceptualization of the 

learning space, as a result of COVID-19, led to a change in their teacher identity as they went 

from perceiving themselves as expert teachers to experiencing feelings of being novices. This 

perception of diminished self-efficacy (Bandura, 2001) was most evident when teachers 

contemplated the multitude of challenges involved in adapting to the new context, such as 

learning to use new technologies, reorganising the curriculum, developing new resources, and 

establishing new teaching routines. It can be argued that the teachers became more aware of 

the limits of their direct personal agency (Bandura, 2001) to effectively implement professional 

practices within the new context. This supports Biesta and Tedder’s (2007) assertion that the 

teacher’s ability to engage with the context-for-action is vital to achieving agency and, therefore, 

it is reasonable to suggest that the participants leveraged other modes of agency as a means of 

gaining some control: proxy agency (discussed in Section 6.1.4) and collective agency. 

 

The data suggest the teachers developed a strong sense of collective agency (Bandura, 2001) 

to address a number of challenges that the teachers faced. In fact, the patterns illustrated by 

Figure 6.1 and Figure 6.3 correlated with instances of extensive discussions within the team that 

empowered the participants to enact changes to their practice and compensated for individual 

feelings of uncertainty. It can be argued that the collective agency (Bandura, 2001) experienced 

by the team correlates with the growth in knowledge within the Social Knowledge Domain, 

mentioned in Section 6.1.5, such as the development of democratic group processes that 

include collective decision-making and exercising professional authority within democratic 

cooperative groups. The idea of consciously developing the Social Knowledge Domain, and as 

a result collective agency, is particularly useful when considering PLCs and the elements that 

contribute to their effectiveness (Schaap & Bruijn, 2018; Vescio et al., 2008). Finally, I would like 

to suggest that the sense of collective agency that was perceived by the participants in this 

study not only empowered them as individual teachers but provided them with a strong group 

identity. For example, referring to an instructional activity that she discussed with her 

colleagues, Zoe tended to think in terms of ‘How can we improve it as a team?’ or ‘How can we 

work together to make better what I have started?’ (SSI#4), indicating the influence of the group 

identity on the individual teacher and their practices. These comments constitute further 

evidence to support the idea that school leaders engaged in the promotion of PLCs within their 

organisation would do well to consider collective agency and group identity as indicators of 

effectiveness alongside the other elements identified in the literature, such as shared values 

and norms, a collaborative mindset, and engaging in reflective dialogues (Vescio et al., 2008).  
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6.2.2 Reflection as a determinant of value 
 

As noted in Section 3.3.2, for the purpose of this study, ‘reflection’ was viewed through the lens 

of Luttenberg and Bergen’s (2008) typology, which categorises the nature of reflection as 

pragmatic, ethical, and/or moral. In addition, participants’ reflections on their experiences were 

inferred from their comments during the semi-structured interviews. The data suggest that not 

only did the teachers engage in a process of reflection but the nature of the reflection had an 

impact on the value that they assigned to the knowledge that they produced. Moreover, as 

noted by Beauchamp and Thomas (2009), the data indicate that reflection is ‘prominent in 

identity development for teachers’ (p. 183). 

 

The findings from my study align with those of Luttenberg and Bergen’s (2008) in that the 

predominant form of reflection undertaken by the teachers was pragmatic in nature. The pattern 

shown in Figure 6.1 was typical of the participants’ engagement in pragmatic reflection. The 

urgency created by the radical change of the learning space (Capahay, 2020) prompted the 

grade level team to respond by enacting a variety of practices and strategies within the 

Dimension of Practice (Clarke & Hollingsworth, 2002), followed by pragmatic reflection both on 

the level of the individual and the group. In turn, this tended to lead to gradual changes in 

practice. The teachers’ tendency to reflect pragmatically about the extent to which their goals 

and objectives were met (Luttenberg & Bergen, 2008) also reinforces Eraut’s (1994) assertion 

that teachers need to develop practical theories in order to cope more effectively with the ‘busy’ 

environment of teaching and learning.  

 

Interestingly, according to the findings, the only time in the study when pragmatic reflection on 

the Dimension of Practice did not lead to a change of practice occurred within the sub-theme 

assessing student progress (5.1.3). Here the findings indicate that, while the six teachers were 

reflecting pragmatically on whether or not the assessment tools used in an online learning 

space provided them with adequate information regarding student learning, more generally, they 

were also engaged in moral reflection (see Figure 6.4). That is to say, the realisation that some 

students were benefiting from significant support from their parents compared to others 

presented the participants with a moral challenge which conflicted with their sense of justice 

(Luttenberg & Bergen, 2008). Therefore, it can be argued that in this situation, the pragmatic 

reflection was subordinate to that of the moral. Consequently, the value allocated to the 
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assessment practices that were developed for the online learning space was diminished as a 

result of the teachers’ reflection. In addition, it could be argued that the participants’ 

engagement in moral reflection on questions of equity in terms of assessment practices is 

connected to the way they view themselves in the role of an equaliser of inequities. This aspect 

of teacher identity was clear in comments made by the participants on their experience of 

teaching online. For example, Mirabelle (SSI#4) mentioned how children with organisational 

challenges struggled with online assessments more than they would normally have done in a 

physical classroom due to the fact that the teacher was not present to support them. Therefore, 

Mirabelle viewed the support of children with organisational difficulties as integral to her identity 

as a teacher.  

 

 
Figure 6. 4: The engagement by the participants in pragmatic and moral reflection 
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The teachers’ engagement in moral reflection was also demonstrated in comments expressing 

their misgivings about the general appropriateness of the extensive use of the online learning 

environment for young children. Therefore, while they recognised the advantages gained from 

the use of individual digital tools, they nevertheless felt that overall, the context was not 

conducive to the healthy development of their students. Again, it seems reasonable to conclude 

that the knowledge produced through the mediating impact of pragmatic reflection is further 

filtered through the lens of moral reflection, contributing to the determination of the value 

assigned by the teachers to that knowledge. This view echoes that of Luttenberg and Bergen 

(2008), who claim that the use of multiple forms of reflection allows teachers a more subtle 
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determination of their position vis-à-vis their practice as professionals. In terms of the impact of 

reflection on teacher identity, the findings from this study indicate that teachers understand their 

professional role not just in terms of the logistics of implementing a given curriculum but also in 

terms of ensuring the well-being of children. In fact, it would seem that when there is tension 

between these two aspects of their professional identity, teachers assign more weight to the 

latter over the former. This is an important consideration for leadership teams when asking 

teachers to implement changes to practice, especially during challenging circumstances.  

 

It is of note that the findings reveal that all six participants engaged in moral reflection about the 

same activities. This could be, in part, due to the alignment of beliefs and values (Vescio et al., 

2008) of the six members of the team, which was commented upon by Camille (SSI#1). In 

addition, given that the team also represented the change environment in which individual 

teacher knowledge production took place, it seems appropriate to conclude that the reflective 

dialogues (Schaap & Bruijn, 2018) that occurred between team members engaging in 

professional learning community influenced the individual’s perception. . In addition, it could be 

suggested that, as a result of reflective dialogues, group identity is developed further enhancing 

the effectiveness of the PLC.  

 

However, more distinct differences were observed between participants in terms of ethical 

reflection. The data reveal that ethical reflection relied more on the individual teacher’s 

pedagogical beliefs as well as established practices and the extent to which they aligned with 

the knowledge produced. This was particularly noticeable with Mirabelle, Emma, Zoe, and 

Camille. For example, all four teachers felt dissatisfied with the professional activities relating to 

planning and organising instruction online, despite acknowledging professional growth in a 

number of knowledge domains. This sense of dissatisfaction seemed to emanate from having to 

diverge from established practices that they considered to be effective in terms of teaching and 

learning. Furthermore, in the case of Mirabelle, Emma, and Zoe, each of these teachers had 

extensive experience with the International Baccalaureate primary years programme and had 

developed established routines that allowed significant collaboration between students to take 

place, which were disrupted by the radical change of the learning space. The subsequent 

disorientation experienced by the teachers (Eraut,1994) may have influenced those individuals’ 

choice of reflection on the knowledge produced. Equally, both Camille and Mirabelle had been 

teaching for 27 years and relied on the wisdom derived from their considerable professional 

experience (Elbaz, 1981). However, the reconceptualization of the learning space was 
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perceived as limiting those teachers’ ability to apply tried and tested practical theories (Eraut, 

1994; Goodwin, 2010). Therefore, the frustration experienced by the teachers in terms of not 

being able to help students to learn, possibly due to perceived constraints within the new 

teaching and learning context, may have led them to engage in a more ethical type of reflection.  

 

Yet, the data also show that there were instances when ethical reflection led to teacher growth. 

Mirabelle (SSI#4) and Agnès (SSI#2) reflected ethically on the discomfort that they felt with 

regard to online assessment practices and concluded that they needed to develop further their 

practice in order to better support the students. This instance suggests that ethical reflection can 

overcome the entrenchment of existing practices, providing that the individual is able to view the 

definition of effective practice as a variable that is dependent on the teaching and learning 

context. It could therefore be argued that this study supports Beauchamp and Thomas’ (2009) 

assertion that ethical reflection raises the individual teacher’s awareness of aspects of their 

professional identity in terms of the ‘teacher’s values about what is good’ (Beauchamp & 

Thomas, 2009, p. 183) either by reaffirming existing beliefs about what it means to be an 

effective teacher or by redefining those beliefs. In either case, it is important to provide teachers 

with opportunities to share the fruit of these moments of heightened awareness that are brought 

about by a radical change in context.   

 

This chapter has demonstrated that the adapted conceptual framework (Goodwin’s (2010) 

knowledge domains together with Clarke and Hollingsworth’s (2002) Interconnected Model of 

Teacher Professional Growth) that was used in this investigation was effective in determining 

the knowledge produced by teachers as well as some of the elements that contributed to the 

process of knowledge production. In addition, the findings also shed light on other key concepts 

that were perhaps not central to the study but are nevertheless of significance, for example, 

teacher identity and PLCs. Of note, this investigation has contributed to the literature on PLCs 

by presenting them as source of support for teachers working in challenging contexts. 

Furthermore, effective PLCs can positively influence the perceived self-efficacy of the individual 

by means of the collective agency that is achieved by the group. In turn, this allows teachers to 

identify as a member of a team further enriching their professional identity. The growth of the 

teachers’ Social Knowledge Domain (Goodwin, 2010) contributed to the positive influence of the 

team on individual teachers’ practices and adds to the existing knowledge on the effectiveness 

of PLCs (Schaap & Bruijn, 2018; Vescio et al., 2008). Regarding teacher professional identity, 

the data have shown that the participants consider the haptic dimension of teaching as a key 
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aspect of their identity (Bolldén, 2016; Christensen, Nielsen & O’Neill, 2022), especially within 

the context of the education of younger learners. This is clearly an area for further research so 

as to determine whether or not this perception changes as teachers become more adept at 

navigating the digital space. Another aspect that merits further study is the impact of emotions 

on the shaping of teacher identity, as a number of participants commented on feelings 

experienced as a result of the change in context, such as disorientation, anxiety, frustration, and 

helplessness.  
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Chapter 7 - Conclusion 
 

 

This research inquiry set out to answer two key questions, namely:  

 

RQ1: What knowledge do teachers produce as they adapt to a COVID-19 teaching and 

learning environment?   

RQ2: What factors and processes mediate, individually or collectively, the production of 

teacher knowledge?    

 

These questions have been addressed directly in Chapters 5 and 6 through an in-depth analysis 

of the data gathered and the relevant literature. In this chapter, I outline the main implications of 

this study, as well as possible avenues for future research. In addition, I briefly examine some of 

the limitations of the study in the spirit of academic integrity and in an effort to further ensure the 

trustworthiness of the inquiry (Guba, 1981). 

 

7.1 Theoretical and Empirical Contributions 
 

The study combined Goodwin’s (2010) knowledge framework with Clarke and Hollingsworth’s 

(2002) Interconnected Model of Teacher Professional Growth in order to address the two 

research questions that were posed (see introduction to Chapter 6). To my knowledge, this 

combination had not been used before as part of an academic inquiry but in this investigation 

proved to be a robust tool for the categorisation and analysis of the data. 

 

As a typology of teacher professional knowledge, Goodwin’s (2010) framework provided 

sufficient breadth to allow for the mapping of activities related to planning and decision-making, 

instructional strategies, assessment, work with families, and relationship building (Buehl & Beck, 

2015) on to one or more of the five knowledge domains (personal, contextual, pedagogical, 

sociological and social). This observation aligns with the assertion that teacher professional 

knowledge is multi-faceted (Kumaravadivelu’s, 2012; Shulman, 1986, 1987) assertion that 

teacher professional knowledge is multi-faceted. It was, for example, reasonable to categorise 

professional activities, such as the use of instructional technology, the need to modulate the 

tone and volume of the teacher’s voice as a result of having to wear a mask, and problem-

solving in order to adapt reading instruction to the implementation of enhanced safety protocols 

in the physical classroom, as elements of pedagogical knowledge as described by Goodwin 
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(2010). In the same way, the teachers’ discussions during their team meetings as well as their 

comments during the interviews (see Section 5.1.3.3) on the matter of the assessment of 

student progress in an online context could be justifiably interpreted as contributing to the 

development of their sociological knowledge since they had bearing on the achievement of 

equity.  

 

It can also be argued that the model proved to be flexible as well as comprehensive. This 

flexibility, in part, stemmed from Goodwin’s (2010) use of inclusive and non-specific language to 

describe each of the knowledge domains. For instance, her use of terms, such as ‘ways of 

thinking’, ‘capacities of mind’, and ‘ways of seeing the world’ (Goodwin, 2010, pp. 25-26) to 

represent pedagogical knowledge, does not lend itself to a singular conceptualisation but invites 

a plurality of interpretations. This quality rendered the model a robust tool for research that 

could be applied to teaching practices in different educational contexts such as primary, 

secondary, higher education, as well as teaching contexts that may be described as 

challenging. Each setting would imbue the knowledge domains with greater specificity. Table 

7.1 lists Goodwin’s (2010) five knowledge domains together with examples from the findings 

that illustrate the specificity that the data from this study have contributed to the conceptual 

framework.  

 

Table 7. 1: Examples from findings illustrating specificity within knowledge domains 

Knowledge Domain Examples from findings 

Personal  - Engaging in curriculum design leading to a subsequent 

change in teacher identity. 

- Modifying teacher perspective on the role of parents 

within the process of teaching and learning. 

- Obtaining the recognition of parents leading to greater 

psychic rewards that positively impact professional self-

image.  

- Acquiring a greater awareness of tacit knowledge as a 

result of disruption to established routines.  

- Developing new practical theories based on the new 

teaching and learning context. 
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- Realising the connection between teaching context, level 

of self-efficacy and student learning outcomes. 

Contextual - Becoming more observant and aware of the impact of 

contextual variables on practices and students’ learning.  

- Increasing teachers’ understanding of their students in 

their home settings. 

- Developing anticipation skills regarding student 

responses and behaviours within an online context. 

Pedagogical  - Using a wide variety of new instructional technology tools 

and platforms. 

- Developing strategies to motivate students and ensure 

their engagement in an online setting.  

- Adapting the curriculum by prioritising learning goals and 

modifying instructional material to the new teaching and 

learning environment. 

- Modulating the tone and volume of the voice of the 

teacher to compensate for the wearing of masks. 

- Placing the emphasis on formative rather than 

summative assessments to address questions of equity 

arising from an online teaching and learning context.   

Sociological - Increasing awareness of the varying levels of parental 

support and their impact on the issue of equity in an 

online setting.  

- Readjusting assumptions linked to privilege. 

- Prioritising the development of learner autonomy as a 

means to address inequities arising from an online 

setting. 

- Valuing effort as well as achievement in order to motivate 

students working in a diversity of home circumstances.  

Social - Enhancing teachers’ understanding of the role of sharing 

common values and norms in facilitating the collective 

planning process and collective decision-making. 
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- Increasing teachers’ understanding that creating an 

environment in which the teachers’ voices are valued 

allows for a greater exchange of ideas and practices. 

- Realising that participating in reflective dialogues 

enables collective problem-solving. 

 

The findings of this investigation also indicated that there were some professional activities that 

could be viewed in terms of more than one knowledge domain. One such example was the 

teachers’ engagement in the process of determining curriculum priorities in order to adapt to an 

online teaching and learning environment as well as the students’ needs within that context. 

Goodwin’s (2010) framework allows this professional practice to be understood in terms of 

pedagogical knowledge where the participants were very much engaged in a process of 

curriculum design. At the same time, it could be inferred that participation in this activity 

represents growth in terms of personal knowledge as the teachers no longer viewed their role 

as implementers of the curriculum but also its designers. Therefore, in addition to being able to 

reflect the considerable breadth of teacher professional knowledge, Goodwin’s (2010) 

framework provides the scope for examining the relationship between different domains of 

knowledge and, consequently, contributes to a deeper sense of conceptual understanding of the 

whole.  

 

The current study yielded evidence that suggests that the knowledge domains could be useful 

as a conceptual framework to support in-service professional learning including for those 

practitioners operating under adverse teaching circumstances. The model would allow teachers, 

school leaders, and professional learning providers to develop a sense of the breadth and depth 

of the knowledge that underpins their practice. Each of the knowledge domains provides the 

basis for a common lexicon in order to consider the practice in terms of the different elements of 

professional knowledge. For example, in order to promote a greater awareness of tacit 

knowledge, routinised practices could be identified through peer observation and examined 

through the lenses of the personal and the pedagogical knowledge domains with a view to 

critically analysing the (personal) practical theories that have led to the practice. Furthermore, a 

common lexicon would also facilitate a dialogue about professional knowledge among 

researchers and practitioners.  
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The findings of the present study also shed light on the interconnections between knowledge 

domains when they are enacted in practice. The teachers’ observations of the students’ lack of 

engagement within the online teaching and learning environment (contextual knowledge) led to 

participation in reflective dialogues during team meetings (social knowledge) that in turn 

resulted in the development of instructional strategies to improve student motivation and 

engagement (pedagogical knowledge). Another example was the role of the collective in 

supporting the individual teacher in coping with moments of doubt and low self-efficacy. Here 

we see that the environment provided by the team where vulnerability can be expressed without 

fear of judgement (social knowledge) encouraged teachers to seek the help of their colleagues 

in order to develop pedagogical competencies such as the use of technological tools 

(pedagogical knowledge) which in turn contributed to raising self-efficacy (personal knowledge). 

Therefore, the model shows that growth in one domain is most likely accompanied by growth in 

other domains of knowledge.  

 

The last point to make regarding Goodwin’s (2010) conceptual model is its lack of consideration 

of the specific skills associated with the education of adults. The data demonstrated the extent 

to which teachers were engaged in the education of the parents as well as that of one another 

as professionals. Consequently, the model would benefit from either extending the Pedagogical 

Knowledge Domain or the Social Knowledge Domain to include competencies associated with 

the teaching of adults or even the creation of a separate domain, namely, the Andragogical 

Knowledge Domain.  

 

With regard to the IMTPG (Clarke & Hollingsworth, 2002), I would suggest that the adapted 

version of the framework used in my study has further enhanced its effectiveness and made it 

more operational. By inserting Goodwin’s (2010) knowledge domains into the Dimension of 

Knowledge of the IMTPG, it provided more scope and structure to that particular component of 

the model. Furthermore, it reinforced the assumption implicit in Goodwin’s (2010) framework 

that knowledge is dynamic and, therefore, should be studied as a process as well as an 

outcome. Therefore, the synthesis of the two theoretical frameworks produced a robust 

research tool that is able to capture the intrinsic relationship between teacher knowledge and 

knowing (Dewey, 1910). 

 

I would argue that the findings of the present study supported the assertion that professional 

growth is a non-linear process (Opfer & Pedder, 2011) and demonstrated the versatility of the 
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four dimensions of Clarke and Hollingsworth’s (2002) framework (External Dimension, 

Dimension of Practice, Dimension of Outcomes, and Knowledge Dimension) to accommodate a 

broad range of activities, outcomes and knowledge domains. For example, the Dimension of 

Practice included professional practices such as planning and decision-making, instructional 

strategies, assessment, work with families as well as relationship building (Buehl & Beck, 2015). 

Equally, the model provided the necessary scope to incorporate all five of Goodwin’s (2010) 

knowledge domains in the Dimension of Knowledge. Perhaps not surprisingly, given the 

challenging circumstances to which teachers needed to adapt, the External Dimension played a 

significant role in the process of knowledge production by acting as a powerful stimulus for 

change. In addition, the Dimension of Practice proved to be a hub of experimentation as the 

teachers, at times, found themselves having to react quickly to new and dynamic situations. 

This was very much the case between March and June 2020, a period in which the teachers 

reported that they were desperately trying to cope with what they perceived to be a radical 

transformation of their teaching space from an in person to an online context. The Knowledge 

Dimension also played a key role given the focus of this study on the production of teacher 

knowledge. It should also be noted that changes to the knowledge domains encompassed by 

the Knowledge Dimension of the IMTPG were inferred from the different data sources, whereas 

changes to the Dimension of Practice and the Dimension of Outcomes were reported by the 

teachers and substantiated using other data sources. Interestingly, the role of the Dimension of 

Outcomes fluctuated depending on the type of professional activity undertaken. For example, all 

six participants commented on the positive outcomes resulting from adopting a more collegial 

working relationship (see Section 5.2.3). However, during the interviews the participants did not 

comment on salient outcomes with regard to preserving teacher-student relationships in an 

online environment as the general feeling held by the six teachers was that the connection 

between teachers and students had suffered considerably within this context. Therefore, it could 

be argued that affective factors could hinder teachers’ engagement with the Dimension of 

Outcomes, which may negatively impact the process of professional knowledge production. 

 

A further enhancement to the IMTPG (Clarke & Hollinsworth, 2002) resulted from the 

introduction of Luttenberg and Bergen’s (2015) typology of reflection. The IMTPG asserts that 

reflection plays a key mediating role in the production of knowledge, a claim that is supported by 

the findings of this study. The data also revealed that ethical (occurring when the teacher’s 

values and beliefs are challenged) and moral (prioritising the general interest over that of the 

individual) reflection tended to lead to a production of knowledge in terms of the personal, 
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sociological, and/or social domains, whereas pragmatic (focussing on the extent to which 

identified goals are achieved) reflection often resulted in pedagogical knowledge. One could 

argue that many aspects pertaining to the personal, sociological and social knowledge domains, 

such as beliefs, assumptions, identity, equity, diversity, equality, fairness are rooted in complex 

value judgements that are espoused by the individual teacher. For change to occur in those 

three domains of knowledge, a deeper reflection, in the form of ethical and/or moral reflection, is 

required in order to determine whether or not a change will continue to be adopted in the 

medium and long term. In the case of pedagogical knowledge, contextual challenges, as 

described in the present study, led teachers to identify solutions that would enable them to 

continue teaching. Hence, the knowledge that was produced by the teachers was reflected upon 

in terms of the extent to which it allowed them to ensure continuity of instruction under that 

specific set of circumstances but not necessarily in terms of its potential value in other settings. 

 

However, there were also instances which showed that the pedagogical knowledge created and 

reflected upon pragmatically was subjected to further reflection but this time of an ethical or 

moral type, leading the teacher to assign a value to the knowledge produced. For example, the 

teachers acknowledged growth in terms of their use of digital tools (pragmatic reflection) in 

order to teach online but, overall, felt dissatisfied with this knowledge, believing that digital 

learning was generally not in the interest of the children (moral reflection). Therefore, 

understanding the types of reflection in which teachers engage may allow school leaders and 

researchers to better predict whether or not teachers are likely to continue to engage with new 

instructional practices or policies beyond a certain initial period. Finally, teachers could benefit 

from using Luttenberg and Bergen’s (2015) typology to better articulate the rationale 

underpinning their decision-making.  

 

The findings also shed light on the mechanisms that underpin the mediating sub-process of 

enaction and its role in the production of teacher professional knowledge. It is reasonable to 

argue that the teachers consciously put into action a wide range of new practices as they 

engaged with professional activities such as planning and decision-making, instructional 

strategies, assessment, work with families, and relationship building. In the present study, the 

enactment of practices was stimulated by three key factors. First, changes to the External 

Dimension in the forms of online teaching and learning and in-person teaching and learning with 

ESPs acted as a primary stimulus to the enactment of new practices as the teachers sought to 

ensure the continuity of instruction throughout the period of the pandemic. It would be 



Chapter 7 - Conclusion 

 149 

reasonable to assume that this involved an element of reflection; however, given the significant 

lack of time experienced by the teachers during the early stages of adaptation, it can be argued 

that enactment as a response to changes to the teaching space was initially more reactive. 

Second, at times, enactment of practices stemmed from the teachers’ reflection on the 

Knowledge Dimension, as was the case with the implementation of new working practices that 

involved the partnership with parents. One possible explanation for this was that the act of 

redefining the relationship with parents initially created some dissonance with established 

beliefs, expectations, and/or practical theories within the teachers’ Personal Knowledge Domain 

(Goodwin, 2010), which the teachers needed to resolve. Third, enaction of practices followed 

the teachers’ interpretations of some salient outcomes. For example, the teachers observed a 

drop in student engagement following the implementation of new instructional strategies 

adapted to an online teaching and learning setting. This led to reflection and discussions by the 

team of teachers that resulted in the development of various strategies aimed at improving 

student engagement (see Section 5.1.2.1). Therefore, this investigation casts a light on the 

relationship between reflection and enaction that appears to be heuristic in nature (Eraut, 1994) 

and perhaps should be emphasised and further explored in future studies. 

 

7.2 Implications 
 

It is my view that the implications of this investigation are not confined to the contexts of the 

COVID-19 pandemic, École Tout Savoir, and the team of elementary school teachers. In 

addition, the study may be of benefit to multiple academic and non-academic stakeholders, 

such as teachers, school leadership teams, coordinators, and providers of teacher education, as 

well as researchers who seek to better understand teachers’ cognition as they engage with 

professional practices.  

 

One of the significant outcomes from the present study is the need for school leaders and 

academics to view teachers as legitimate producers of professional knowledge (Elbaz, 1981). 

The investigation disclosed different aspects of professional knowledge and knowing as the 

participants adapted their practices to the significant changes that occurred to the teaching and 

learning space. Equally, the study served to provide the teachers with a framework (Goodwin, 

2010; Clarke & Hollingsworth, 2002) to discuss their experiences in a structured manner and, in 

so doing, promoted and enriched the teachers’ reflections on their day-to-day knowledge and its 

production. The findings have indeed shown that adverse circumstances, possibly due to the 
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discomfort and dissonance that accompany such events, have the potential to enliven teachers’ 

abilities to generate different practices as well as to raise their awareness of the tacit beliefs and 

knowledge that they hold but are not necessarily conscious of during use. However, I also 

suggest that the opportunity for understanding could be easily lost if teachers are not equipped 

with the tools and the time to consider the changes occurring to their practices, especially during 

times of adversity. My study provides a possible avenue to engage the teachers in this process 

of reflection. 

 

The data also reveal the significance of the nature of reflection in mediating the process of 

knowledge production. Colleagues involved in teacher education have often encouraged 

practitioners to reflect on their practice without considering the impact of the type of reflection on 

the value assigned by the teachers to a particular practice. Evidence of teacher engagement in 

pragmatic, ethical, and moral reflection (Luttenberg & Bergen, 2018) was found in this study and 

suggests that teachers make value judgements regarding the knowledge that they produce 

based on the type of reflection. Moreover, an individual can engage in more than one form of 

reflection regarding an aspect of their practice. For example, teachers may develop a practice in 

order to cope with a change in context and reflect pragmatically on it in terms of whether or not 

they have achieved their intended goal; however, they may view the change as only a 

temporary measure if their ethical reflection leads them to conclude that the new practice does 

not align with their values and beliefs. This indicates an interconnection between the mediating 

factor of reflection and the teacher’s Personal Knowledge Domain (Goodwin, 2010). This is of 

significance to school leadership teams and providers of teacher education as they consider the 

medium and long term impact of proposed changes to professional practice.  

 

There is compelling evidence in this study to support the literature around the role of context in 

defining the teachers’ professional practices and relationships (Goodwin, 2010). For example, 

the findings demonstrate the growth in the teachers’ understanding of the relative nature of the 

notion of effectiveness and the extent to which the form it takes is contingent upon the 

specificities of the teaching and learning context. For example, as noted in Section 6.1.2, the 

participants in this study had commented that during the second period of online learning 

(January-June 2021) they had become far more effective in terms of implementing instructional 

approaches for developing the students’ reading abilities and had accepted that it was not 

helpful to compare it to pre-COVID approaches as that was a different context and, therefore, 

not comparable.   
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These findings are also of relevance to school leaders when considering the introduction of 

policies and practices that are aimed at the development of teaching competencies. First, the 

present study has revealed that curriculum design and development are important dimensions 

of teacher knowledge and knowing. The fact that the challenging circumstances required the 

teachers in this study to determine curriculum priorities and to develop context-appropriate 

content for online teaching and learning showed that teaching should not be ‘viewed solely as 

an instructional or implementation problem, one which can be considered quite apart from what 

is taught’ (Goodwin, 2010, p. 25). Therefore, school leaders would be well advised to include 

teachers in curriculum development matters in order to avoid what Goodwin (2010) describes as 

‘knowledge atrophies’ (p. 25) that diminish the capability of practitioners to adapt the curriculum 

when faced with radical changes in the context. Over time, this may also contribute to 

enhancing the teachers’ sense of professional authority as well as helping them to review their 

understanding of ‘who teachers are and what they do’ (Goodwin, 2010, p. 22). Second, the 

findings of this investigation supported studies that value knowledge produced by teachers in 

the course of their practice (Connelly et al., 1997; Elbaz, 1981; Goodwin, 2010). In the present 

study, all six participants experienced growth in terms of the personal, contextual, pedagogical, 

sociological and social knowledge domains (Goodwin, 2010). However, some learning may go 

unrecognised without a framework that is able to capture the different domains of teacher 

knowledge and their contributions to the overall development of the teacher. School leaders 

would benefit from ensuring that in-service teacher learning programmes provide opportunities 

to consciously develop and document growth in all five domains. Third, the data from my study 

disclosed different aspects of group dynamics and add to the conclusions of the literature 

around effective professional learning communities (Vescio et al., 2008) by shedding light on the 

role of the collective on the individual teacher’s professional growth. For example, in the present 

study the team was perceived by each participant as a community that provided the individual 

teacher with a sense of belonging during a time of isolation. In addition, the findings indicate that 

the grade level team, characterised by a non-hierarchical structure, acted as a support network 

that contributed to the individual’s professional development, their capacity to problem solve, as 

well as being an affective crutch during the challenging circumstances. Thus, school leaders 

would be encouraged to attend to the development of learning communities within their 

institutions.  
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Finally, the data provide valuable insights into the dynamic and evolving relationship between 

teachers and parents. The findings indicate that engaging parents in their children’s education 

often resulted in a better understanding and recognition of teacher expertise by the parents, 

leading to a greater sense of teacher self-esteem (personal knowledge domain). Moreover, the 

closer working relationship between teachers and parents provided the participants in this study 

with greater insight into the children’s home situation (contextual knowledge domain). Teachers 

would benefit from the rich participant descriptions of the change in perceptions of the 

partnership with parents that were obtained during this investigation in order to consider more 

effective ways to actively include parents in their children’s education (Hargreaves & Fullan, 

2020).  

 

7.3 Methodological Contributions 
 

It is useful to reflect on one or two methodological contributions of the present study. Bricolage 

proved to be an effective strategy for investigating a phenomenon within a research context that 

was characterised by an element of unpredictability. The dynamic nature of the COVID-19 

pandemic as well as the fact that the decision to close schools rested solely with the provincial 

government of Ontario meant that a flexible approach that adapted to the changing terrain was 

required. The ‘responsiveness to contextual contingency’ (Yardley, 2019) promoted by bricolage 

allowed me to modify the timeline of my research inquiry to accommodate changes to school 

holiday times between January and June 2021 as well as the personal circumstances of the 

participants. Moreover, given the pressures on the teachers resulting from the challenging 

conditions, the emphasis that bricolage places on the importance of limiting one’s ecological 

footprint made the reliance on naturally occurring events as data sources that much more 

significant. 

 

Another methodological contribution that is worthy of note relates to the use of the Tree of Life 

activity (Merryfield, 1993). First, all six participants commented on how much they had enjoyed 

this exercise as it allowed them to reflect on their personal and professional biographies and the 

extent to which they impacted their identity as teachers. I would argue that this is particularly 

significant for experienced teachers who do not necessarily have much opportunity to engage in 

this type of reflection. This was summed up well by Mirabelle who stated: ‘after this year I have 

one more year before I retire and so doing this activity was like a really nice reflection for me, so 

I really enjoyed doing it’ (SSI#1). Second, from my perspective as a researcher, the activity 
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proved to be an effective way to probe deeper into the participants’ Personal Knowledge 

Domain (Goodwin, 2010) in order to gain some insight into their beliefs, values and attitudes as 

both individuals and professionals. In turn, this shaped my interpretations of their comments and 

reflections in subsequent interviews.  

 

7.4 Limitations 
 

Notwithstanding the fruit that this investigation has yielded and described in the previous 

section, I need to acknowledge certain limitations associated with the study. The first is the 

highly situated nature of this case. Whether one chooses to consider context at the national, 

provincial, local, organisational, and/or team level, singularly or collectively they are 

characterised by their unique temporal and spatial characteristics. This unique quality can most 

certainly be extended to the individual biographies of the six participants featured in this 

investigation. Therefore, from the outset, the intention of this study was not to use the findings in 

such a way as to make generalisations, even in terms of the other teachers working at École 

Tout Savoir. That being said, the richly descriptive nature of the data presented in this inquiry as 

well as the implications discussed in Section 7.1 hope to provide readers with ‘knowledge of 

specific, well-documented’ (Shulman, 1986, p.11) events that add to an ever-growing record of 

case knowledge in the field of education.  

 

Secondly, it could be argued that by participating in this investigation and interacting with the 

researcher, the perspectives of the six participants on their lived experiences have been 

impacted to a greater or lesser extent. In turn, this has a bearing on the findings generated, 

despite the efforts made to investigate naturally occurring events, as mentioned in Section 4.2. 

However, this limitation needs to be considered alongside the point that was made in Section 

7.1 with regard to the fact that interactions with the researcher provided the participants with a 

forum and a structure to reflect on their experiences during what was generally accepted as a 

difficult period.  

 

It is also important to acknowledge my personal involvement in this study in terms of 

positionality and subjectivity. Starting with the latter, my analysis of the participants’ 

interpretations of their experiences as they adapted their practice was shaped by a number of 

factors that are noteworthy. These included, but were not limited to, my ontological and 

epistemological positions as well as the choice of analytical frameworks used. Although 
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measures were taken to mitigate for the ever-present risk of data bias that skews the findings 

towards the goals set out by the researcher (see Section 4.4), it should nevertheless be noted 

as limitation. In terms of my positionality as an insider-researcher, it should be acknowledged 

that the comments that were shared with me by the participants during the course of our 

interactions may have been coloured by the way they viewed me as a senior leader within the 

organisation. Reciprocally, my own interpretations of their comments may have been influenced 

by my prior knowledge of them as teachers and individuals. Therefore, I accept that another 

researcher would perhaps interpret the comments made by the participants differently, which 

would result in different interpretations and insights from the ones outlined in this study. It is also 

worth adding that, in some instances, undertaking doctoral research is a ‘lonely’ task which 

limits the scope of interpretation of the data produced.  

 

Finally, there were also methodological limitations associated with this investigation. For 

example, there was a significant reliance on the data collected through the semi-structured 

interviews in comparison to the other data sources. While this is not necessarily unusual and 

provided an opportunity to focus on the voice of the participants, this imbalance should 

nevertheless be noted. Moreover, even though all participants audited the transcripts of their 

respective interviews, none chose to add any supplementary reflections or ideas to the 

document, despite being encouraged to do so. In my view, this is perhaps a reflection of the 

workload pressures that the participants were experiencing during the period in which the 

investigation was being conducted. Another significant point relating to data sources is the 

absence of data resulting from lesson observations. While I acknowledge that such data could 

have added to the richness of the findings, as explained in Section 4.2, given the stressful 

nature of the COVID-19 context it was important not to add to teachers’ anxiety. For example, 

observation of lessons would have helped to better contextualise the comments made by the 

participants with regard to the changes in their pedagogical practice as well enhance the 

triangulation of data. Moreover, observing the teachers working with the students would have 

provided useful data on the evolving relationship between teachers and students as a result of 

the change in context. As expected, the reductive process of codification, categorisation, and 

identification of themes invariably diminishes the richness of the data. This limits the ability to 

reflect complexity in the findings and conclusions. The final point to be mentioned with regard to 

the methodological limitations concerns language. Two out of the six participants chose French 

as the language of communication during the interviews. Furthermore, all the grade-level team 

meetings were also conducted in French. The data were, in the first instance, analysed in the 
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original language in order to enhance the dependability of the analysis. Subsequently, they were 

translated by me into English and verified by the participants in order to maintain 

trustworthiness. However, it should be acknowledged that some nuances may have been lost 

when translating from one language to another.  

 
 

7.5 Recommendations for Future Research 
 

In the light of the findings, implications, and limitations of this study, I would like to suggest the 

following areas for future research: 

 

• In Chapter 3, I acknowledged the ongoing nature of the COVID-19 pandemic. This 

suggests that longitudinal studies would be useful in determining the evolution of teacher 

growth and its outcomes. This is of particular significance as it remains unclear what 

aspects of the knowledge produced by teachers during the COVID-19 pandemic will be 

locked in, rebooted, or simply booted out as they move into a post-COVID context. 

Therefore, further qualitative studies are needed that delve into questions such as: which 

instructional strategies, assessment practices, ways of working individually and/or 

collectively developed during COVID-19 will be maintained in a post-COVID educational 

context? What factors and processes will mediate the teachers’ decisions to continue to 

implement those practices? To what extent will teachers continue to show growth in all 

five knowledge domains in less challenging contexts? 

• Due to the specificities associated with the conditions resulting from the COVID-19 

teaching and learning context, it would be relevant to replicate the inquiry in terms of 

teacher knowledge and its production in the face of other types of challenging situations 

that lead to a major change in the learning space, such as natural disasters and civil 

conflict (Trust & Whalen, 2021), but also challenges of local significance, such as large 

mixed ability classes in deprived social areas lacking in resources (Chricton, 2014) 

which might eventually have relevant implications for professional knowledge production, 

practice and policy. Furthermore, as noted by Trust and Whalen (2021), more data are 

required on what teachers learn while teaching during challenging conditions. Therefore, 

further studies are required to provide a richer data set in order to better understand the 

professional knowledge that teachers produce as they adapt their practices to significant 

changes to their context. In addition, it would be helpful to conduct similar studies in the 



Chapter 7 - Conclusion 

 156 

context of state education systems so as to provide a basis for comparison with the 

context of the private education sector.  

• I would also argue that further research is required to investigate the role of the nature of 

reflection, in terms of pragmatic, ethical, and moral reflection, on teacher knowledge 

production. As mentioned in Section 7.1, different types of reflection were shown in this 

study to impact different domains of knowledge. Therefore, more studies are required to 

in order to determine to what extent this applies to other research contexts. The findings 

of the present inquiry have suggested that there is a connection between ethical and 

moral reflection and the teachers’ core professional beliefs. Investigating this potential 

relationship further may yield insights into the process that teachers use to assign value 

to knowledge. Furthermore, inter-disciplinary studies involving for example, the fields of 

psychology and education, would shed light on the factors that contribute to teacher’s 

engagement in one form of reflection over another in various situations.  

• Finally, I would encourage the replication of combining Goodwin’s (2010) knowledge 

domains and the adapted version of Clarke and Hollingsworth’s (2002) Interconnected 

Model of Teacher Professional Growth in a variety of contexts. This would help to further 

develop this combined framework as an analytical tool to better understand teacher 

cognition both as product and process. The scope for development may include but is 

not limited to studies that: investigate the impact of the Personal Knowledge Domain on 

the type of reflection used by teachers; explore the role of teacher agency in the 

enactment of knowledge as outlined in the five knowledge domains; and examine the 

way in which different educational settings impact knowledge production within the five 

domains.  

 

7.6 Final Remarks 
 
Not only has this study demonstrated the breadth and depth of knowledge required to function 

as a teacher but it has also shown that teachers are not simply consumers of knowledge but 

also its creators. Finally, while the focus of my study was very much on the teachers and their 

professional growth, I was constantly being reminded during the interviews with the participants 

that, ultimately, it is all about the students. I have little doubt that the teachers’ unwavering belief 

in their students’ potential provided them with optimism and helped to carry them through these 

difficult times. Below are a few brief thoughts by Agnès, Zoe, Emma, and Mirabelle.  
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 I always say to kids that you are not there yet, but you will get there. 

(Agnès, SSI#1) 

 

 They are capable of doing so much more than we give them credit for. 

(Zoe, SSI#2) 

 

 

 

I suppose my philosophy is helping children discover their potential and have a growth 

mindset. 

(Emma, SSI#1) 

 

Kids, they are so knowledgeable, and we need to take advantage of that potential.  

(Mirabelle, SSI#1) 
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Appendices 
 

Appendix A: 
 
 
I - Excerpt from the transcript of Emma’s SSI#2 (focus on contextual knowledge) 

 
I – So why did you highlight those particular challenges and benefits? 
 
E – So, that was just a really quick brainstorm, the first things that came to mind. I think one of 
the biggest challenges has been just communication because we’re in a very small cohort of 
teachers and it’s just more difficult to check in with people be it parents, colleagues, even 
students and teaching assistants because you’re very restricted compared to before in terms of 
movements because you might see people in the morning or in the afternoon just to say hello. 
So, I feel that in terms of communication, it’s much more challenging than before, both in-person 
and online. 
 
I – Can we look explore that a bit further because you’ve highlighted that area? 
 
E – Yep! 
 
I – Do you want to tell me more how you have changed your practices to accommodate that 
challenge with regard to communication? 
 
E – So, online or in-person? 
 
I – Well, you talked about communication with students, your colleagues, parents. 
 
E – Yes, because they are all linked too. So, perhaps just starting with the communication with 
parents, I think that has been very challenging for the parents and for the teachers. So, normally 
you see parents when they drop off the children in the morning and you might see them when 
they pick up the students in the afternoon. You see them in person at parent-teacher interviews. 
We also used to host various breakfasts so, they would probably come in three or four times a 
year for events. So, I felt it was easier to communicate just on a daily basis and one of the 
advantages of that it was easier to communicate through these little, small, ongoing successes 
and challenges that the students have. But now, you have to schedule time and so, sometimes I 
feel it makes it seem a little bit more serious if a child hasn’t done their homework or hasn’t been 
very organised or is having challenges in an area of the curriculum. Whereas before, it would 
have been just a quick chat at the end of the day, now it’s a phone call or a meeting which 
makes it seem a lot more serious. It gives it a lot more gravitas than before and just the amount 
of opportunities that you have for communication are just greatly reduced, so, everything is an 
email or a meeting and I tend to find that a little bit more difficult. 
 
I – So, just out of curiosity, it seems to me that it’s perhaps a question of formality, so emails 
and scheduling of meetings etc… seem a more formal mode of communication than casual 
encounters and so, I am wondering if perhaps the tone of your emails or your manner have 
changed to make them a bit less formal? 
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E – Yes, I think I’ve also tried to create more opportunity for informal check-ins. Like for example 
at the beginning of this year for the first time at the start of term, I called all the parents to say 
how it was going. I think that did help because then any subsequent phone calls were more 
informal like let’s have another check-in. Then, I think that the written communication had to be 
really consistent. So, homework as you would with a student had to be really easily interpreted. 
The homework and the assignments and everything had to be presented in the same exact 
way. So, every single Monday, it’s the same homework, every single Tuesday it’s the same 
homework. So, there is a routine there. Also, teaching in this grade level, I know that the parents 
rely on that routine because, you know, the students can get easily confused. And, then I think 
in terms of the formality, I think yes, but the problem with writing is that it can always be 
interpreted differently and then there isn’t that immediate opportunity for feedback compared 
when you see someone’s facial expression. So, I think also just being aware that some parents 
are more worried than others and that you have to respond to their emails or give them a quick 
phone call to sort of reassure them.  
 
I – So, would you say that the way you work with parents as a result of this change in context 
has radically changed from the way that you were working with them pre-COVID-19? 
 
E – Yep! So, I think that is one area that is an advantage for some students and a disadvantage 
for others. Some parents find the technology really challenging and need a lot of support 
themselves. So, they aren’t very able to help students and I think we’ve put a lot of responsibility 
on the parents because the students are young and so, I think there is definitely a different 
relationship because most students of this age need some amount of parental support to get 
organised, to log on to their computer, and some parents find that quite overwhelming and that 
in itself then becomes a challenge for the students.  
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II - Example of thematic analysis and codification: Excerpt from Emma’s analysis matrix 

 
Code Category Theme/Sub-

theme 
Interview data Comment 

Cohorting and online 
learning limits 
communication 

Communication  Human 
connection 

E – So, that was just a really quick 
brainstorm, the first things that came 
to mind. I think one of the biggest 
challenges has been just 
communication because we’re in a 
very small cohort of teachers and 
it’s just more difficult to check in with 
people be it parents, colleagues, 
even students and teaching 
assistants because you’re very 
restricted compared to before in 
terms of movements because you 
might see people in the morning or 
in the afternoon just to say hello. So, 
I feel that in terms of 
communication, it’s much more 
challenging than before, both in-
person and online. 

Communication with 
individuals outside the team 
reduced. 
External dimension of IMTPG 
creating a challenge 

ESPs limiting 
opportunities for 
informal 
communication 

Re-thinking 
communication 
strategies  

Human 
connection: 
redefining P-T 
partnership 

E – Yes, because they are all linked 
too. So, perhaps just starting with 
the communication with parents, I 
think that has been very challenging 
for the parents and for the teachers. 
So, normally you see parents when 
they drop off the children in the 
morning and you might see them 
when they pick up the students in 
the afternoon. You see them in 
person at parent-teacher interviews. 
We also used to host various 
breakfasts so, they would probably 
come in three or four times a year 

The teacher is drawing 
attention to the lack formality 
of the means of 
communication that allows 
parents to be in a better frame 
of mind for receiving 
information about their 
children – growth within the 
contextual knowledge domain 
inferred.  
 
Email perceived as more 
formal which is in turn 
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for events. So, I felt it was easier to 
communicate just on a daily basis 
and one of the advantages of that it 
was easier to communicate through 
these little, small, ongoing 
successes and challenges that the 
students have. But now, you have to 
schedule time and so, sometimes I 
feel it makes it seem a little bit more 
serious if a child hasn’t done their 
homework, or hasn’t been very 
organised or is having challenges in 
an area of the curriculum. Whereas 
before, it would have been just a 
quick chat at the end of the day, 
now it’s a phone call or a meeting 
which makes it seem a lot more 
serious. It gives it a lot more 
gravitas than before and just the 
amount of opportunities that you 
have for communication are just 
greatly reduced, so, everything is an 
email or a meeting and I tend to find 
that a little bit more difficult. 
 
E – Yes, I think I’ve also tried to 
create more opportunity for informal 
check-ins. Like for example at the 
beginning of this year for the first 
time at the start of term, I called all 
the parents to say how it was going. 
I think that did help because then 
any subsequent phone calls were 
more informal like let’s have another 
check-in. Then, I think that the 
written communication had to be 

perceived as being more 
serious. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
New strategy aimed at 
changing the parents’ 
perception of a phone call – 
contextual knowledge domain 
growth inferred. 
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really consistent. So, homework as 
you would with a student had to be 
really easily interpreted. The 
homework and the assignments and 
everything had to be presented in 
the same exact way. So, every 
single Monday, it’s the same 
homework, every single Tuesday it’s 
the same homework. So, there is a 
routine there. Also, teaching in this 
grade level, I know that the parents 
rely on that routine because, you 
know, the students can get easily 
confused. And, then I think in terms 
of the formality, I think yes, but the 
problem with writing is that it can 
always be interpreted differently and 
then there isn’t that immediate 
opportunity for feedback compared 
when you see someone’s facial 
expression. So, I think also just 
being aware that some parents are 
more worried than others and that 
you have to respond to their emails 
or give them a quick phone call to 
sort of reassure them.  

 
 
More attention to given to the 
form adopted for written 
communication. Establishing 
of routines for parents in order 
to facilitate familiarisation – 
contextual knowledge domain 
growth inferred. 
 
 
 
 
 
 
 
 
 
 
 
Heightened teacher 
awareness of parents’ 
reaction to written 
communication – contextual 
knowledge domain growth 
inferred.  

Parents’ ability to 
cope with 
technology source of 
inequity 

Reconceptualising 
the role of parents/ 
educating parents 
for an online 
context 

Human 
connection: 
redefining P-T 
partnership 

E – Yep! So, I think that is one area 
that is an advantage for some 
students and a disadvantage for 
others. Some parents find the 
technology really challenging and 
need a lot of support themselves. 
So, they aren’t very able to help 
students and I think we’ve put a lot 
of responsibility on the parents 
because the students are young 

Teacher recognises the need 
to teach parents to use the 
new technological tools in 
order to address inequity – 
contextual knowledge + 
sociological knowledge 
growth inferred.  
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and so, I think there is definitely a 
different relationship because most 
students of this age need some 
amount of parental support to get 
organised, to log on to their 
computer, and some parents find 
that quite overwhelming and that in 
itself then becomes a challenge for 
the students.  
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Appendix B: Excerpt from TM#12 (44”00 - 47”00) – a section from the 
teachers’ discussion around the creation of a reward system to 
improve student engagement within an online context 
 
Mirabelle : Alors moi, les filles, j’ai décidé… je sais qu’ils ont besoin de carottes alors je leur ai 
dit déjà ce matin que je vais leur donner chacun une tirelire et je veux mettre de l'argent dedans 
quand ils font leur travail je leur dis je vais pas vous dire quel travail je vérifie mais à tous les 
jours je vais avoir 3 travaux que je vais donner de l'argent si tu les as complété donc je veux 
faire un peu l'idée là de c'est d'avoir ils vont avoir leur page avec leur tirelire j'ai pas je suis pas 
certaine encore je leur ai dit que ça ça je je mettais les dollars maintenant mais que ça 
commencerait les relire à au retour donc si jamais vous avez des idées de comment organiser 
ça. 
 
Estelle : C’est pas une idée bête, mais ça doit s’appliquer à tous les enfants ! 
 
Emma : Oui, donc comme ça tu peux avoir un système de troc à la fin de la semaine avec le 
professeur du coup on va au dollar Store on achète des petits crayons des petites gommes des 
petites merdes et à la fin de la semaine on fait un troc avec les enfants. 
 
Zoe : C'est ce qu'on faisait pour cette unité avant.  
 
Emma : C'est quel travail vaut combien ?  
 
Mirabelle : Moi, j’ai dit deux dollars si tu as fait ton travail et que tu as pris la photo et que tu l’as 
mis dans Google Classroom et 5 dollars si c'est bien fait parce que là il y en a qui… 
 
Camille : Comme ça tu vas faire la table de 2 et la table de 5 ! 
 
Mirabelle : Exactement et puis après on prend la table de 10. 
 
Camille :  Alors là là là (un grand sourire) 
 
Mirabelle :  Savez-vous comment…je sais pas comment on peut…c'est comme un tableau ?   
 
Agnès : Ah oui dans Google il doit y avoir un petit tableau que tu pourrais créer, un petit tableau 
et du coup à chaque fois juste tu rajoutes les pièces.   
 
Mirabelle : Ou juste un crochet ?  
 
Zoe : Je suis sûre que ça existe si on fait un Google Search. 
 
Mirabelle :  Je vais faire un Google Search…oui, je vais m'occuper de ça parce que tu sais quoi 
quand ils ont des carottes là ça fonctionne tellement bien.  
Camille : Regarde quand j’avais distribué les diplômes d’IXL, comme tu m'avais dit Agnès, les 
diplômes de Excel et ben…le lendemain mes compteurs d’IXL ont explosé !  
 
Mirabelle : Et pour quelque chose comme ça qui vous rien, ça vaut rien (rire).  
 
Camille : Mirabelle, je voulais te dire pour les 10 puzzles moi je l'ai pas fait en classe et je l'ai 
donné en devoir hier soir.  Mais hier on a regardé la vidéo mais au lieu de faire les questions 
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aussi, je leur ai dit « je vous avertis c'est comme un défi et vous gagnez une étoile si vous avez 
fait tout et tout justes » et vous savez quoi ?... J’en ai que 3 qui l'avait pas fait et tous les autres 
ils avaient tout regardé et tout était juste ! 
 
Mirabelle : Alors, vous avez vu que j'ai fait un Edpuzzle (rire).  J'adore les Edpuzzle ! J'ai fait 
sur quoi donc attends un peu j'ai fait sur quoi…sur Google Classroom ? Peut-être que je l’ai pas 
encore partagé avec vous parce que j'ai fait ça hier soir attendez… 
 
Emma :  Si, tu l'as mis Mirabelle sur le Google doc 
 
Mirabelle : Oui, je l’ai mis dans le document de planif.  Oui, c'était les types de phrases. 
 
Agnès :  Oh !  Non, je l'ai pas encore vu. 
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Appendix C: Example of a Collective Planning Document 
 

 
 
 
 
 
 
 
 
 



Appendices 

 176 

 
 
 
 
 
 
 
 
 
 
 
 
 



Appendices 

 177 

 
 
 
 
 
 
 
 
 
 
 
 
 
 



Appendices 

 178 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Appendices 

 179 

 
 
  



Appendices 

 180 

Appendix D: Excerpt from student report 
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Appendix E: Excerpt from Parent Communiqué dated 23 March 2020 
 

 
  



Appendices 

 182 

 
 
 

  



Appendices 

 183 

Appendix F: Camille’s Tree of Life (Merryfield, 1993)  
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Appendix G: Reflection stimulus in preparation for SSI#2 
 
Participants were asked to highlight the areas that they felt were most impacted by changes 
resulting from COVID-19 at various contextual levels. 
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Appendix H: Table outlining data collection schedule (February 2021- 
June 2021) 

 
Camille Agnès Estelle Mirabelle Emma Zoe 

Team Meetings (TM) & Semi-Structured Interview (SSI) Schedules 

TM#1: 4 Feb 
TM#2: 9 Feb 
TM#3: 11 
Feb 
TM#4: 16 
Feb 
TM#5: 23 
Feb 
SSI#1: 25 
Feb 
TM#6: 2 Mar 
TM#7: 10 
Mar 
TM#8: 16 
Mar 
TM#9: 23 
Mar 
TM#10: 30 
Mar 
TM#11: 6 
April 
TM#12: 7 
April 
SSI#2: 7 
April 
TM#13: 20 
April 
TM#14: 27 
April 
SSI#3: 3 May 
TM#15: 4 
May 
TM#16: 11 
May 
TM#17: 18 
May 
TM#18: 25 
May 
SSI#4: 27 
May 
TM#19: 1 
June 
TM#20: 8 
June 
 

TM#1: 4 Feb 
TM#2: 9 Feb 
TM#3: 11 
Feb 
SSI#1: 15 
Feb 
TM#4: 16 
Feb 
TM#5: 23 
Feb 
TM#6: 2 Mar 
TM#7: 10 
Mar 
TM#8: 16 
Mar 
TM#9: 23 
Mar 
SSI#2: 28 
March 
TM#10: 30 
Mar 
TM#11: 6 
April 
TM#12: 7 
April 
TM#13: 20 
April 
TM#14: 27 
April 
SSI#3: 2 May 
TM#15: 4 
May 
TM#16: 11 
May 
TM#17: 18 
May 
SSI#4: 24 
May 
TM#18: 25 
May 
TM#19: 1 
June 
TM#20: 8 
June 

TM#1: 4 Feb 
TM#2: 9 Feb 
TM#3: 11 
Feb 
TM#4: 16 
Feb 
SSI#1: 18 
Feb 
TM#5: 23 
Feb 
TM#6: 2 Mar 
TM#7: 10 
Mar 
TM#8: 16 
Mar 
TM#9: 23 
Mar 
TM#10: 30 
Mar 
SSI#2: 30 
March 
TM#11: 6 
April 
TM#12: 7 
April 
TM#13: 20 
April 
TM#14: 27 
April 
SSI#3: 4 May 
TM#15: 4 
May 
TM#16: 11 
May 
TM#17: 18 
May 
TM#18: 25 
May 
SSI#4: 25 
May 
TM#19: 1 
June 
TM#20: 8 
June 

TM#1: 4 Feb 
TM#2: 9 Feb 
TM#3: 11 Feb 
TM#4: 16 Feb 
TM#5: 23 Feb 
SSI#1: 25 Feb 
TM#6: 2 Mar 
TM#7: 10 Mar 
TM#8: 16 Mar 
TM#9: 23 Mar 
TM#10: 30 
Mar 
TM#11: 6 
April 
TM#12: 7 
April 
SSI#2: 7 April 
TM#13: 20 
April 
TM#14: 27 
April 
TM#15: 4 May 
SSI#3: 5 May 
TM#16: 11 
May 
TM#17: 18 
May 
TM#18: 25 
May 
SSI#4: 26 
May 
TM#19: 1 
June 
TM#20: 8 
June 

TM#1: 4 Feb 
TM#2: 9 Feb 
TM#3: 11 
Feb 
SSI#1: 13 
Feb 
TM#4: 16 
Feb 
TM#5: 23 
Feb 
TM#6: 2 Mar 
TM#7: 10 
Mar 
TM#8: 16 
Mar 
TM#9: 23 
Mar 
TM#10: 30 
Mar 
TM#11: 6 
April 
TM#12: 7 
April 
SSI#2: 9 
April 
TM#13: 20 
April 
TM#14: 27 
April 
TM#15: 4 
May 
SSI#3: 5 May 
TM#16: 11 
May 
TM#17: 18 
May 
TM#18: 25 
May 
SSI#4: 27 
May 
TM#19: 1 
June 
TM#20: 8 
June 

TM#1: 4 Feb 
TM#2: 9 Feb 
TM#3: 11 
Feb 
TM#4: 16 
Feb 
SSI#1: 19 
Feb 
TM#5: 23 
Feb 
TM#6: 2 Mar 
TM#7: 10 
Mar 
TM#8: 16 
Mar 
TM#9: 23 
Mar 
TM#10: 30 
Mar 
SSI#2: 31 
March 
TM#11: 6 
April 
TM#12: 7 
April 
TM#13: 20 
April 
TM#14: 27 
April 
TM#15: 4 
May 
TM#16: 11 
May 
SSI#3: 13 
May 
TM#17: 18 
May 
TM#18: 25 
May 
TM#19: 1 
June 
SSI#4: 3 
June 
TM#20: 8 
June 
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Collective Planning Documents during online learning and in-person learning with 
ESPs: 
 

- 24 March to 14 May 2020 (online environment) – reviewed by researcher before 
SSI#1 

- 7 September to 18 December 2020 (in-person with enhanced safety protocols) – 
reviewed by researcher before SSI#1 

- 8 January to 12 February 2021 (online environment) – reviewed by researcher before 
SSI#1 

- 16 February to 24 March 2021 (in-person with enhanced safety protocols) – reviewed 
by researcher before SSI#2 

- 29 March to 22 June 2021 (online environment) – reviewed by researcher before 
SSI#3 and SSI#4 

Teacher – Parent Communiqués 
 

- Newsletters sent to parents by the teachers between 23 March 2020 and 13 June 
2021 – reviewed by researcher throughout the study. 

Student Reports  
 

- Written by the six teachers and reviewed by the research no more than one week after 
SSI#4 
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Appendix I: Example of student online learning timetable (March – 
June 2020) 
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Appendix J: Example of student online learning timetable (January – 
June 2021) 
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Appendix K: Participant Consent FORM 

 

 
 
Research Project Title: International teacher knowledge production in Canada: Professional 
growth within a COVID-19 teaching and learning context 
 
Name of Researcher: Khalid El-Metaal 
Contact details of Researcher: XXXXXXXXXXXXX 
      
Name of Supervisor: Dr. Hugo Santiago Sanchez   
Contact details of Supervisor: XXXXXXXXXXX 
 

Please initial box if you agree with the statement 

Statement Participant’s 

Initials 

I have been provided with information explaining what participation in 

this project involves. 

 

I have had an opportunity to ask questions and discuss this project.  

I have received satisfactory answers to all questions I have asked.  

I have received enough information about the project to make a 

decision about my participation. 

 

I understand that I am free to withdraw my consent to participate in the 

project at any time without having to give a reason for withdrawing. 

 

I understand that I am free to withdraw my data up to two weeks 

following my final interview. 

 

I understand the nature and purpose of the procedures involved in this  

These have been communicated to me on the information sheet 

accompanying this form. 

 

I understand and acknowledge that the University of Bath may use the 

data collected for this study in future research project(s) but that the 

conditions on this form under which I have provided the data apply. 

 

I understand the data I provide will be treated as confidential, and that 

on completion of the project my name or other identifying information 

will not be disclosed in any presentation or publication of the search. 

 

I agree to the University of Bath keeping and processing the data that I 

provide during the course of this study and my consent is conditional 

upon the University complying with its duties and obligations under the 

Data Protection Act. 

 

I hereby fully and freely consent to my participation in this project. 
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Participant’s signature: ___________________________________Date: ________________ 

Participant name in BLOCK Letters: _____________________________________  

 

Researcher’s signature: __________________________________Date: ________________ 

Researcher name in BLOCK Letters: _____________________________________ 
 
If you have any concerns or complaints related to your participation in this project please direct 
them to the DREO (Dr Hugo Santiago Sanchez, XXXXXXXXXXXX). 
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