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Abstract

In Australia, schools and faculties of education are mandated to abide by a policy 
requiring preservice teachers (pst s), to complete supervised professional placement 
(pe) in schools. The pe are drawn upon to meet the assessment criteria for degree 
completion. Two strategies are reported that supported individuals and education 
institutions to meet policy requirements while in lockdown. First, technology was 
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used to overcome the challenge of providing pe for hundreds of pst s by supporting 
online learning experiences. In the second, visual technologies were used to support 
pst s to meet the needs of an assessment criterion. Findings indicate that innovative 
solutions to challenges with pe and related assessments at the university can be 
mobilized in a short time frame using visual technologies. Further findings indicate 
that, in unprecedented times, policies developed for use in different contexts can be 
met with innovative collaborative efforts with a focused goal that transcend seemingly 
insurmountable challenges.

Keywords 

visual technologies against social isolation – visual technologies – Initial Teacher 
Education – preservice teachers – professional placement – innovation – covid-19 
– pandemic

– This article is part of the special topic ‘Visual Technologies as a Panacea for Social 
Isolation’, edited by Rene Novak.

1 Introduction

A core objective of Initial Teacher Education (ite) programmes is to ensure 
preservice teachers (pst s) graduate with the capabilities to work and edu-
cate in a globalized world. Professional placement is at the heart of ite pro-
grammes, providing pst s with structured opportunities to practise and engage 
in authentic and active approaches to teaching and to relate practice to the 
knowledge and understanding they develop through their programme. ite in 
Australia, the context for this study, is required to offer sixty to eighty days 
of supervised professional placement experience in which pst s observe and 
undertake a wide range of teaching and non-teaching activities in situ, thus 
developing an appreciation for the complexity of teaching and the roles of 
teachers. Importantly, as a response to the global pandemic, a policy decision 
was made by most of the state and territory teaching regulatory authorities in 
Australia to reduce the required professional experience days to forty-five days 
for pst s graduating in 2020. The mentor teachers at the placement schools and 
teacher educators moderate these reciprocal learning opportunities through 
which the pst s realize the consonance between theory and practice. In 
other words, these institutional practices contribute to the pst s’ professional 
learning and development. However, the global pandemic and the current 
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circumstances have adversely affected the placement practice opportunities. 
This article discusses how teacher educators called upon visual methodolo-
gies to creatively find a solution to the inability to engage pst s in traditional  
face-to-face professional placement experiences.

2 Theoretical Framework

Hedegaard (2008, 2012) proposed a holistic model of children’s learning and 
development based on Vygotsky’s cultural-historical theory. Although directed 
towards children, the model is transferable across contexts, and in the current 
study, we extend the model to examine the use of various forms of visual tech-
nology to support pst s in meeting course requirements when face-to-face con-
tact was limited because of covid-19. According to Hedegaard, societal laws 
and policies and the application of resultant practices at the institutional level 
place demands on participation that affect individuals on a personal level. To 
situate Hedegaard’s (2008) model, we first review the broader literature to pro-
vide a foundation and present an awareness of what is currently understood in 
relation to models of professional development.

There are many models of professional experience, but the most common 
one is pst s spending time with in-service teachers at their school to observe, 
plan and deliver lessons under supervision (Walton & Rusznyak, 2013). The 
learning that eventuates from this professional experience depends on the 
way that the experience is then used as part of the ite programme that the 
pst is enrolled in. Cochran-Smith and Lytle (1999) outlined two ways of con-
sidering the relationship between teacher knowledge and classroom practice: 
knowledge-for-practice and knowledge-in-practice. If a programme takes a 
knowledge-for-practice approach, the professional experience will be viewed 
as an opportunity to take the formal theory (knowledge) learned as part of the 
programme and put it into practice in a classroom environment. However, if a 
programme takes a knowledge-in-practice approach, professional experience 
will be viewed as an opportunity to embed knowledge as part of ‘acting and 
thinking wisely in the immediacy of classroom life’ (Cochran-Smith & Lytle, 
1999, p. 266). When understood this way, professional experience becomes 
about making the tacit knowledge used by teachers during classroom interac-
tions explicit for pst s, who then have the opportunity to question and reflect 
on what it might mean for their developing knowledge and practice.

Models of professional experience generally rely on a version of mentor-
ing in which a novice teacher is mentored by an experienced teacher (see 
Chien, 2015; Yendol-Hoppey & Dana, 2007). However, it has been suggested 
that teachers in this mentoring role should be expert or even ‘master teachers’ 

Innovative Uses of Visual Technologies | 10.1163/23644583-bja10016

Video Journal of Education and Pedagogy (2021) 1-23Downloaded from Brill.com07/05/2021 12:51:13AM
via Australian Catholic University



4

(Grant, 1997) who consider teacher education ‘rooted in the study of practice’, 
to encourage a higher level of dialogue with pst s about puzzling problems of 
practice’ (Lampert & Ball, 1998, p. vii). After a placement experience, once pst s 
return to their university course, the teacher educators build on and guide the 
knowledge development and explore ways that theory can provide perspec-
tive on classroom practice (Craib, 1992). The models outlined above work from 
the premise that face-to-face contact is possible and placement experience 
involves a period of workplace-based learning. The key insights highlighted in 
these models of professional placements are represented in Figure 1.

However, because of recent experience and strict mandates regarding 
social isolation, both in Australia and worldwide, online learning and teach-
ing alternatives are required that both meet policy demands and support pst s 
in developing their teaching pedagogy. Lampert and Ball (1998) suggested 
that pst s be provided with opportunities for ‘pedagogical inquiry’ (p. 110). 
Pedagogical inquiry, when described this way, could involve reading about 
or observing an experienced teacher’s practice in a multimedia environment 
and then reflecting on this with the guidance of a teacher educator. In further 
developing this idea, research into noticing through the use of video technol-
ogies, especially in mathematics and science education (Chan et al., 2020), is 
useful. The current circumstances, which call for online flexibility in sustain-
ing educational outcomes and for overall wellbeing, have raised questions and 
triggered changes to the widely accepted professional experience model (see 
Figure 1). The current study proposes a revised model that introduces digital 
technologies and pedagogies, policies and regulations, and teacher educators 
to support the development of pst s’ pedagogy in this changed context. Visual 

Professional
experience sites

Supervising/
mentor teachers

Developing
PSTs’ pedagogy

Preservice
teachers

figure 1 Professional Experience Model
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methodologies, in particular, are readily used by cultural-historical research-
ers when studying young children’s learning and development (see Fleer, 2013) 
and are a well-developed research methodology (see Figure 2) (Fitzgerald & 
Lowe, 2020; Fleer & Ridgway, 2013; Pink et al., 2016).

3 Cultural-historical Methodology for Researching Preservice 
Teachers’ Placement Experience

There are two points to consider when using the cultural-historical methodol-
ogy. The first is the context, which includes the societal laws and policies that 
are reflected in institutional practices and the ways these practices affect indi-
viduals (Hedegaard, 2008; Vygotsky, 1998). This is interwoven with the second 
point, which considers a holistic approach to learning and development that 
emphasizes the process rather than the product (Devi et al., 2020). The pro-
cess, according to Vygotsky (1997), is dynamic and encompasses all aspects of 
development from birth to the end of life. With the process of development as 
the focus, we examine the use of varying forms of visual technology to support 
pst s moving through their university degree in a timely manner during the 
crisis period of the pandemic when Australians were in ‘lockdown’ and unable 
to participate in social gatherings.

Many researchers using cultural-historical theory advocate for digital tech-
nology as a research tool (Devi et al., 2020; Fleer & Hedegaard, 2013; Fleer & 
Ridgway, 2013). They use a video methodology to capture the process of develop-
ment, which is then analysed. Ridgway et al. (2016) proposed a visual narrative 

Societal policies
and regulations

Teacher educators
and mentors

Preservice
teachers

Digital
technologies

and pedagogies
Developing

PSTs’
pedagogy

figure 2 Professional Experience Model revisited
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methodology in which researchers from different cultures independently ana-
lysed a video clip, shared written responses, and then came together to discuss 
and further analyse the clip. Common to the use of visual technology when cap-
turing data is the value of representing the activity in situ, where details such as 
emotions are recorded as they occur (Fleer, 2008). Visual technology supports 
highlighting different perspectives, and because of the collaborative analysis, 
may suppress presentation of personal bias (Goldaman, 2014). However, chal-
lenges can and do arise from the use of digital technology (Devi et al., 2020). 
Derry et al. (2010) indicated that misrepresentation and manipulation of differ-
ing perspectives may occur. To overcome this, as was the case in Ridgway et al.’s 
(2016) study, the research should be a collaborative process from beginning to 
end.

In the current study, we sourced data from two different visual forms that 
were introduced into ‘dynamic workplaces with fast-changing social and mate-
rial environments’ (Pink et al., 2016, p. 2) due to the rapid changes brought 
about by covid-19, specifically social distancing. Visual technologies were 
used to overcome global, social, economic and educational issues in rela-
tion to pst s’ placement and completion of an assessment task related to 
the placement experience. Two sets of data are presented. The first set is a 
public interactive website, developed through a collaborative effort between 
the Department of Education, teachers and pst s, for students’ online learn-
ing in the state of Queensland in north-eastern Australia. The second data 
set was captured in situ while two former colleagues on opposite sides of the 
world worked together to support Bachelor of Education students complete a 
required assignment, based on a lesson plan related to their placement expe-
rience. The two data sets are now presented, the first as a narrative and the 
second as a visual narrative account.

3.1 Data Set 1
3.1.1 Doing Professional Experience Differently: A Sectoral 

Approach
As the full effects of covid-19 started to be felt in the Australian university 
sector, just as the academic year began, the reality dawned for ite pro-
viders that their ability to fulfil their obligations to place pst s in educa-
tional settings was looking increasingly unlikely in 2020. In Queensland, 
the north-eastern state of Australia, where the third author is based as a 
teacher educator, seven of the nine ite providers postponed or cancelled 
all their placements for Semester 1 (stretching from late February to early 
June), leaving thousands of pst s facing programme progression issues. 
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Of particular concern were the several hundred pst s across the state who 
were due to graduate mid-year. This concern reverberated across the sec-
tor, and it was quickly determined that it was going to ‘take a village’—a 
significant collaborative effort—to find some workable solutions to turn 
this concerning situation around.

A committed and close-knit team, comprising the heads of school 
from the nine ite providers, approached the state-based Department of 
Education (DoE) to explore a sectoral approach to this problem. At the 
time, the DoE were facing their own new reality that tens of thousands 
of school-aged children, their parents and their teachers were about to 
require support to begin learning from home for an unknown stretch of 
time. Seeking to maintain student learning outcomes, the learning@home 
(L@H) project was created. In brief, what resulted was the harnessing of sig-
nificant human resources to develop a number of online tools and curricu-
lum materials to support the self-paced learning of Prep to Year 10 students 
(aged five to sixteen years) in two-week study blocks across all of the key 
learning areas. By investing considerable human and material resources 
into realizing an e-learning platform, this initiative maximized the collec-
tive learning opportunities for the pst s. A key component for the success 
and swift movement of this initiative was the ability to engage hundreds 
of pst s, ultimately forming an alternative professional experience oppor-
tunity. Initially, the pst s played a significant role by working with teams 
of teachers and educational designers via the online digital networking 
platform Zoom to develop lesson plans and teaching resources. Now, with 
the educational future still not entirely certain, the L@H project (https://
education.qld.gov.au/curriculum/learning-at-home) has been extended to 
include the delivery of content remotely. In both elements, the pst s are 
supported by mentor teachers via digital means.

3.2 Data Set 2
3.2.1  Visual Technologies as a Panacea for Meeting Assignment 

Requirements
covid-19 has placed many lives in limbo. For much of 2020, we have 
been unable to participate in everyday activities that have previously 
been taken for granted. Two educational opportunities that were cur-
tailed in the first author’s university in Melbourne (located in south-east-
ern Australia) were face-to-face university workshops and undergraduate 
pst s’ placement experience in early childhood centres (birth to three 
years of age). Because of the covid-19 lockdown, only vulnerable 
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children and children of essential workers were able to attend childcare, 
and only some childcare centres remained open, resulting in restricted or 
delayed placement experience.

Through using visual technology and a personal global network, the two 
main educational issues were overcome. Through Facebook Messenger, 
the first author (a university lecturer) contacted a former teaching col-
league (the second author) who is employed at an international school 
in West Papua and working remotely from his home in Yorkshire (see 
Figure  3). He had been posting videos of his eighteen-month-old son’s 
everyday life on Facebook. Permission was sought to use the videos as a 
teaching tool for the pst s to analyse and develop learning programmes.

figure 3 Facebook Messenger correspondence between colleagues

Tim forwarded a link to a video library of his son (see Figure 4). The 
video collection held around 30 two-to-three minute videos of his son’s 
 everyday life, such as reading, playing in water, counting, having a bath, 
playing hide and seek, throwing stones, balancing and initial utterances 
(talking).
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As the conversation developed, Tim agreed to join a Zoom workshop 
with the students (see Figure 5).

figure 4 Video library

figure 5 Outline of workshop and agreement to join the sessions
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Tim joined the two workshops despite having to sit in his car for four 
hours in the middle of the night because of the time difference (between 
Melbourne, Australia, and Yorkshire, United Kingdom) and the inclem-
ent weather. He elaborated on teaching his own son and what it was like 
for him teaching young children (four- and five-year-olds) remotely in 
West Papua (see Figure 5). This led to discussion of the videos that Tim 
had made to engage the four- and five-year old children in art classes. 
The videos were shared with the pst s as they were developed with the 
children’s interests in mind.

One of the videos began with Tim walking backwards and forwards 
across a stone-clad courtyard to the tune of ‘Walk Like an Egyptian’ (see 
Figures 6, 7 and 8). His young son joined in and copied the walking style 
(see Figures 9 and 10).

figure 6 Walking like an Egyptian figure 7 Walking like an Egyptian
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figure 8 Walking like an Egyptian figure 9 Walking like an Egyptian
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The music and Egyptian walk dance were followed by an introduction to 
the lesson content and instructions on what the children were required 
to complete, which were modelled (see Figure 11) explicitly by Tim. The 
final scene was a repeat of the dance with Tim and his son (see Figure 12).

figure 10 Walking like an Egyptian
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3.2.2 A Time Portal
The second video presented to the pst s concerned cave painting. Tim 
explained to the pst s that in any lesson there needed to be some type of 
‘attention grabber’ at the beginning, such as music, dance or dinosaurs. 
Tim had also learned through feedback from parents that the videos 
needed to be short (no more than three minutes) with explicit instruc-
tions, both verbal and visual, so that children could watch and perform 
the task with little parental supervision.

figure 11 Instructions and modelling 
of the lesson

figure 12 Conclusion of lesson, more 
dancing and copying
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The second clip began with Tim introducing a time portal that had 
appeared in his courtyard (see Figure 13). A dinosaur entered his court-
yard growling (see Figure 14). Tim stated, ‘I hope it doesn’t wake my part-
ner and son. Quick, mind the tail. Let’s go through this way’ and exited 
through the portal to prehistoric times. He invited the audience to help 
him find a cave in the mountains (see Figure 14).

figure 13 Tim introducing a time portal figure 14 Invited the audience to help 
find a cave in the mountains
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figure 15 Introduction to cave paintings figure 16 Instructions for the lesson

The focus shifted to cave painting. Tim introduced cave paintings (see 
Figure 15) and indicated that the children were to draw themselves sur-
rounded by things that they liked (see Figure 16). This was followed by the 
instruction to draw where they had lived, and then to draw free range on 
the cave wall (see Figure 17) on the iPad screen.
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4 Discussion

The aim of this article was to provide insight into the varied visual technologies 
that are being employed to overcome educational challenges caused by social 
isolation. Using a Cultural-historical methodology through the application of 
Hedegaard’s model (2008), and visual pedagogies, we have analysed the data 
and identified two main findings. First, in unprecedented times such as during 
covid-19, policies developed for use in more ‘normal times’ can be met with 
innovative collaborative efforts with a focused goal to transcend challenges 
that seem insurmountable to support people facing adversity. Second, with the 
use of a variety of visual technologies, innovative solutions to challenges with 
assessments related to placement experience can provide support for learning 
and being proactive instead of reactive with the use of visual technology ena-
bles solutions to be mobilized in a short time frame.

As indicated by Hedegaard (2008), societal laws and policies and the appli-
cation of resultant practices at the institutional level place demands on par-
ticipation that affect individuals on a personal level. In this section, we have 
utilised these ideas as a structure to analyse the data and interpret the findings 
which are discussed under the headings; societal laws and policies, practices in 
institutions and demands on participation affecting individuals.

figure 17 Instructions for the lesson
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4.1 Societal Laws and Policies
As detailed in the data sets, societal practices changed rapidly because of 
the pandemic, which fundamentally changed everyday teaching approaches. 
Because of the rapid societal changes and the direct impact on educational 
delivery, an initial policy change occurred in most Australian states and terri-
tories (including the two referred to in this study: Queensland and Victoria) to 
reduce the placement experience requirements to forty-five days of supervised 
practice for pst s graduating in 2020. While this was a welcome adaptation, it 
did not change the policy reality for pst s graduating in subsequent years or 
make the reality of not being able to access school sites easier to navigate. For 
both ramifications, not meeting the demands of required policy constraints 
in relation to future graduating teachers may have long-term repercussions 
for the education system. The pst s would not be able to advance or graduate 
from their degrees, which could affect the education pipeline in which there 
is a natural attrition of teachers that may not be met, possibly resulting in a 
shortage of teachers. Similarly, the universities would need to change the cur-
rent system as they would not receive funding (because of non-completion 
of degrees), resulting in an accumulation of students waiting for placement 
experience to complete their degrees.

The policy of mandating supervised placement experience, regardless of 
the number of days, was developed to suit a vastly different education land-
scape. In more normal times, as indicated in Ellis et al.’s (2013) study, policy 
changes tend to change organizational arrangements, structures and roles but 
the basic teaching practices remain the same. To work within the policy of 
supervised practice and meet the required practice days of placement, a novel 
way to include pst s through online development of lessons was initiated 
through the L@H project. As indicated previously, the fully online resource was 
developed for Queensland students and their families to access during remote 
learning because of covid-19 lockdown, although the platform was open 
access, allowing for the resources to be engaged with nationally and interna-
tionally. However, an unintended consequence of developing this project was 
the mobilization of pst s, who were mentored to develop resources and fit the 
requirements of their degree.

4.2 Practices in Institutions
The practices of institutions in turn, over time, provide evidence for pol-
icy changes and development of models of professional learning (Walton & 
Rusznyak, 2013). To address the swift policy change, an innovative sectoral 
approach was initiated in Queensland as a way to meet the needs of pst s in 
relation to their required supervised placement experiences. Similarly, because 
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face-to-face learning was not an option, an ite provider in a Victorian univer-
sity was required to rapidly move fully to online learning and teaching via a 
learning management system (Moodle) and workshops via Zoom. In addition, 
the pst s were restricted in attending their placement experience, including 
some pst s being placed in early childhood centres for limited days or their 
placement being delayed or cancelled. This caused additional adversities 
because the assignment for their university course was based on their place-
ment experience with children aged under four. Thus, practices needed to be 
changed that affected the way individuals participated, including the way they 
experienced placement, learning and teaching and assessment. In the case of 
institutions that were part of this study, many of these changes involved inclu-
sion of visual technologies.

4.3 Demands on Participation Affecting Individuals
Drawing on Hedegaard’s (2008) model, from the individual’s perspective, the 
demands placed on pst s to meet the assignment requirements at university 
were restricted, which disrupted practice in the unit. To support the pst s’ ped-
agogical inquiry (Lampert & Ball, 1998), various digital video pedagogies (Pink 
et al., 2016) were introduced (see Table 1).

Table 1 outlines six modes of visual technologies that supported pst s’ learn-
ing. Initially, the teacher educator contacted a colleague through Facebook 
Messenger. The pst s were provided with links to the everyday life and learning 
experiences of a young child through videos (see Figure 4), which were used as 
provocations in the workshops to interpret, develop and understand the type 
of activities an eighteen-month-old child may undertake. To further deepen 
the learning and make the tacit knowledge of a teacher explicit, a practising 
teacher was invited to participate in online discussions to guide the knowl-
edge development and merge theory with practice (Craib, 1992). The practising 
teacher shared videos that were used as a teaching resource for the teacher’s 
classes (see Figures 6 to 17). The videos were also used as provocations in the 
university workshops for discussions to support the pst s’ developing pedago-
gies to further support young children’s learning across the curriculum. The 
pst s were encouraged to integrate their understanding into their assignment. 
The use of visual technology in this instance also supported the pst s in meet-
ing the requirements of their degree.

Hedegaard’s model (2008) has provided us with a framework to show the 
links between the required changes in policy due to covid (particularly around 
professional experience), that necessitated the changes in practice (inviting 
the inclusion of visual technologies) at the institutional level and how these 
affected participation (especially around assessment) at the personal level. To 
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table 1 Visual technologies used to support pst s with their assignment completion

Visual technologies 
used

Pedagogical rationale Interaction

Facebook Messenger Initiate contact and organize work-
shop and follow up feedback after 
the workshop

Personal

Still images 
(Figure 4)

Used as a provocation to interpret 
the everyday life of a young child

Individual 
and learning 
environment

Video recordings: 
Everyday life of 
a young child 
(Figure 4)

Develop an understanding of an 
eighteen-month-old’s everyday life 
and activities in situ

Individual 
and social 
interaction

Video recordings: 
Examples of online 
lessons (Figures 6  
to 17)

Making tacit knowledge explicit. 
Child’s everyday experience, prac-
tice informing theory informing 
practice (examples provided)

Individual 
and learning 
environment

Zoom discussions: 
Online real time 
and recordings 
for review of 
discussions

Throughout online recordings, 
tacit knowledge was made explicit 
through discussions with expert 
teacher and teacher educator and 
example drawn upon of moving 
everyday child’s practice to theory 
to develop teaching practice

Social 
interaction

Moodle: online 
 learning system

Access unit weekly content, 
required readings, video links, writ-
ten discussion forum

Individual, 
group 
(forum) 
reciprocal 
practices 
(comment-
ing on each 
other’s posts 
and learning 
from Zoom 
Workshops)
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make the connections between the societal policies, the institutions and the 
individual clear, the analysis of visual pedagogies (Fleer & Ridgway, 2013) ena-
bled a broader perspective to be presented. In the first example, (data set 1)  
when mobilising large numbers of pst s to meet the requirements of their 
degree, engaging with visual technologies to learn about curriculum develop-
ment was essential. The process that pst s and their mentors went through 
to develop a visual pedagogical tool in the form of a website, in turn enabled 
school students to access learning remotely. In this instance, the visual peda-
gogical product (website) enabled the process of learning to continue and be 
fed forward to school students. The iterative process of learning with and from 
others with the use of tools is foundational to learning and development at any 
age (Vygotsky, 1997).

In the second example, (data set 2) where a practicing teacher was invited to 
share knowledge and practical experience, analysis of the teaching and learn-
ing process was made possible once again, through the use of varied visual 
technologies. The visual narrative methodology put forward by Ridgway et al. 
(2016) supported analysis of the integration between technological and visual 
pedagogies with pst s online learning during the pandemic (see Table 1.). We 
support Fleer’s (2008), claim, that the value of representing the pedagogies in 
real time through visual means, enabled analysis of the processes of learning, 
in this instance, the supports put forward for pst s enabled continued learning 
throughout the lockdown. In addition, drawing on Ridgway et al. (2016), the 
analysis of visual technology supported drawing together different researcher’s 
perspectives that enabled a deeper understanding of work place practices that 
encompass visual pedagogies (see Table 1). In this instance, drawing together 
Hedegaard’s model and Ridgway et al’s (2016) methodological tools supported 
a novel way to analyse data from the policy level through to the outcomes of 
practice that supported individual’s learning and development. Our contribu-
tion to extending the literature rests with bringing together the different con-
texts, (data sets 1 and 2) and using rich theoretical and methodological tools to 
analyse the data which was captured in a dynamic, and changing online social 
and material environment during the first lockdown in Australia.

5 Conclusion

Teaching is an interpersonal endeavour. Professional experience provides 
a necessary platform for pst s to observe and apply the skills and knowledge 
that they have learned, adapt to the organizational climate by adjusting with 
the physical conditions and social environment of the institution, and learn 
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by interacting with practising teachers and students. While we acknowledge 
that visual technologies are not a replacement for the learning experiences 
that take place in a physical classroom, we have discussed in this article how 
teacher educators initiated some innovative and strategic shifts at both sec-
toral and institutional levels to address the educational crisis caused by the 
global pandemic. Hedegaard’s (2008) model provided a framework to bring 
together and analyse the two data sources. Although small scale, the current 
study proposes a revised professional experience model (see Figure 2) integrat-
ing visual methodologies (visual technology; see Table 1), societal policies and 
regulations, teacher educators and developing pst s’ pedagogy, which extends 
the current understanding of ite.

Despite the social distancing and restrictions, visual methodologies ensured 
individual and social interaction through engagement with visual learning 
prompts (videos and photos), use of an interactive website, and discussion using 
online platforms. It was the growth mindset and broader perspective about the 
value-add of online learning and teaching that drove teacher educators to offer 
support to pst s following visual methodology in ite. These approaches pro-
vided a means for exploring and maximizing the learning opportunities rather 
than being constrained by these unprecedented circumstances.
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