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Initiatives to ensure the continuity of training programs within the COVID-19 environment had
been regarded emergent and discretionary particularly in laid-back settings. The training initiative
to improve the professional practice of 35 public primary school teachers in Sumba, one of the
remotest islands of Nusa Tenggara, Indonesia fitted this mold. The call for a responsive training
that grounds teachers’ teaching and the context of their professional training remained a vantage
point for systemic exploration. Qualitatively designed, this study explored the practicality of
combining the virtual and the conventional teacher training mode. It hinged on a 1-year training
period, of which five months charted the implementation of the face-to-face or conventional mode
and the next seven months spanned the implementation of both virtual and conventional training
modes. Guided by the systemic analysis approach, data collection emerged into two timelines.
Phase 1 data collection framed the conceptualization of the virtual-contextual model and Phase 2
data collection grounded the operational features of the alternative-virtual framework. For validity
triangulation, three external master trainers of trainers (MTOT) scrutinized the frameworks and
a school site mentor, the overseer of the training program. Likewise, data from related trial
studies formed integral part in the revisions of the training models. Formative and summative
trainee artifacts such as lesson plans, teaching and learning materials, reflection notes, self- and
peer reviews as well as interview typescripts were pooled, thematically coded, and inductively
analyzed. Moreover, demonstration teaching tasks were assessed and were used to explain
teacher practice orientations and improved changes. The findings yielded four (4) combined
delivery strategies featuring the virtual-contextual model: (1) virtual synchronous training and
asynchronous training; (2) teacher and peer interactive activities and formative support from
the school-based mentor; (3) online and direct feedback from virtual trainers and school-based
mentor; and (4) workplace formative-summative assessment and intermittent incentives with
parallel extrinsic reinforcement. In conclusion, the combined outcomes of these four strategies
propelled a layered yet mutable or alterable teaching attributes in the aspects of pedagogical
content knowledge (PCK), namely: curriculum knowledge, learning instruction, understanding
how students learn, and specific content mastery.
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INTRODUCTION

The emergence of multi-level delivery practices has gained
continuous concern and scrutiny. To date, changing strate-
gies which range from non-digital to digital modes of learn-
ing and teaching delivery have rendered much confusion
and complication, leaving teachers particularly in laid back
contexts extremely vulnerable. It has to be recalled that ed-
ucation is central to sustainable development as it consti-
tutes the pathway to a life of dignity for all. Corollary to
this, improving access and availability of basic learning
needs for all has remained the priority thrust of the global
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development framework (Chinapah et al., 2013; UNESCO,
2015) for which quality teaching is viewed as a multi-dimen-
sional and evolving concept that must be equitably rendered
to teachers and other stakeholders (UNESCO, 2015). In set-
ting the perspective of teaching quality, teacher development
providers have recognized context-driven mechanisms to
leverage teacher training outcomes and operationally have
sanctioned the ‘open-service’ oriented platform for potential
support providers. Broadly, teacher development training
encompasses all types of teacher learning designed to bol-
ster professional knowledge, skills, and attitudes in order for
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teachers to facilitate student learning (Craft, 2000; Guskey,
2000), heighten inclusive and responsive teaching practices
(Amzat & Valdez, 2017), and instigate the management of
continuous support assistance and other forms of develop-
ment opportunities (Valdez & Hashim, 2020).

In terms of effectiveness, Creemers and Antoniou (2009)
reported that teacher training contributed minimal intellec-
tual gain and that the display of effective teaching to profes-
sional development opportunities was viewed as fragmented,
misaligned with curriculum parameters, and insubstantial to
respond to teachers’ needs (Borko, 2004). Likewise, a hand-
ful of teacher training and development studies elaborated
on the strengths and weakness of various paradigms formed
from the combination of features and elements to address
different groups of teachers. Although experts stood criti-
cal over eclectic approaches, the development of a dynamic
approach supported by educational effectiveness research
(EER), nevertheless, grounds the potential formation of pro-
gressive approaches in teacher training and professional de-
velopment. These accounts are suggestive of the following
justifications for adoption: (1) it merges research findings
and improvement initiatives in education and teacher com-
petences; (2) it reinforces the link between teacher factors
and teacher classroom behavior; (3) it recognizes specific
teacher improvement needs, denoting that teacher training
contents do vary; (4) it demands teacher’s active participa-
tion and engagement in professional development and full
knowledge of its impact on student learning; (5) it expounds
the importance of varied or differentiated education effec-
tiveness to address contextual issues and the integration of
different theoretical emphases of effectiveness; (6) it ush-
ers coordination and collaboration opportunities among re-
searchers and providers of the development program; this
is done in order to facilitate teacher support for teaching
practice and transfer; (7) it engenders monitoring and for-
mative assessments in improving teacher plans and actions;
and (8) it ensures the conduct of summative assessment to
identify training outcomes and how these outcomes impact
on students (Creemers et al., 2013). In sum, these rational-
izations underpin a collective intention that teacher training
approaches evolve from a broadened scope of professional
development. Relatedly, training approaches could be seen
as a consequence of teaching differentiation, engagement,
autonomy, and assessment and that empirical support affirms
the provision for improved teaching practice cum training.

From the standpoint of training delivery, teacher training
approaches such as teacher effectiveness research (Brophy &
Good, 1986), holistic or reflective practice (Golby & Viant,
2007), and dynamic -integrated approach (Kyriakides et al.,
2009) among others have been existent and operational in
various contexts using the face-to-face delivery mode. In the
new normal era when emergency remote teaching (ERT) and
work-from-home (WFH) permeated formal schools, teach-
ing, and learning typical of a training program demanded
crisis-responsive and inclusive delivery strategies. Thus,
training providers have been compelled to initiate alterna-
tive ways to implement and sustain their activities using cur-
rent resources and capabilities. While thoughtful initiatives

configured during unprecedented times signal the robustness
of media and technology in their multi-modal forms, the via-
bility of these initiatives follow differentiation and variation
of readiness. Moreover, the adoption of new technologies
may give rise to extreme outcomes: efficient and competi-
tive results (Skoumpopoulou et al., 2018) or systemic barri-
ers that hamper technological adoption (Gedik et al., 2013).
Specifically, in laid-back school settings, teacher training
is expectedly strained with enormous digital literacy gaps
and resource inadequacies. At base, the sudden shift from
the conventional training mode (face-to-face) to the virtual
training mode (online/offline) thus underpins a plethora of
mishaps embedded in the unwieldy selection and utilization
of a breadth of media and technology interventions. Within
this transition, the mandate to help teachers adapt and adopt
to new delivery mode settings mounted immediate and criti-
cal changes. As the trend toward online delivery pervades all
school levels, on-going teacher trainings require a profound
search of a recontextualized alternative delivery platform
that is practical, inclusive, and sustainable for schools at the
bottom of the pyramid with reference to their agro-ecolog-
ical, geographical, socio-economic, technological, and cul-
tural diversities (Dube, 2020; Luschei & Zubaidah, 2012).

The importance of teacher development for improving
teaching quality has been amplified in developing and under-
developed countries. Schools in the rural areas experience
difficulties in recruiting and retaining new teachers, not only
as a result of the highly qualified teacher requirements, but
also because of the teaching conditions unique to the rural
schools (Monk, 2007). In the Asian Region, Indonesia prides
its 17,000 islands, all of which demand diverse needs and
priorities. Like its Asian counterparts, Indonesia’s small is-
lands prove to be the most marginalized districts (Perpres
RI No. 63, 2020). Such status draws close attention among
educationists and philanthropists to take part in open-service
oriented programs that are designed to sustain basic learning
challenges in numeracy, reading and science (Ministry of
Education and Culture, 2016). Results of a follow-up study
confirmed that majority of the primary schools in these areas
revealed a shortage and unequal teacher distribution, medio-
cre teacher’s qualification and competencies, and ineffective
learning processes (INOVASI, 2019). The continuity and
delivery of teacher training programs in aid of the widen-
ing current and pandemic-driven stop gaps approximates the
conceptualization of alternative delivery platforms.

This study aimed to explore the development (structure
and implementation) and viability of an alternative teach-
er training with the combined use of virtual and contextual
delivery strategies. In the same purview, the training com-
ponents - contents, processes and outcomes had been pro-
gressively assessed to determine potential stop gaps and
implementation incompatibilities. This model targets train-
ing continuity concerns in local and specific contexts where
a ‘change system’ seats on a skewed status. Findings of this
study contribute to tightening initiatives and approaches in
teacher professional development, rendering training pro-
viders’ and teachers’ unwavering resilience and transversal
skills in unpredictable and uncertain environments.
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METHOD AND PROCEDURE

The qualitative design was employed in order to achieve a
thorough examination of suitable combinations of training
inputs and processes descriptive of a responsive teacher
training program. The study tracked the last seven-month
implementation of l-year teacher training program in a
two-tiered timeline: (Phase 1) Onset and during COVID-19
forwarded inputs for the conceptualization of the virtu-
al-contextual model, and (Phase 2) COVID-19 progressive
social protocol compliant gave shape to the operational fea-
tures of the alternative virtual-contextual framework. From
this vantage view, the combined training model elucidated
the virtual-contextual training outcomes and practices, pos-
ing critical and continuous support from trainer-providers.
The rationale of this research relied on the changing context
of teacher training and the responsiveness of teachers toward
professional development (Amzat & Valdez, 2017). Simply,
the pandemic outbreak mandated the schools to remain tem-
porarily closed, and instructional delivery (teaching and
learning) was practically relegated as free-willy, informal,
and non-formal as alternative delivery options. On top of
this, the on-going teacher development programme was put
at bay. These circumstances gave rise to the researchers’ ini-
tiative to leverage the training structure (Phase 1) using the
systemic approach (Figure 1) which highlighted the iterative
definition of the framework, the identification of the recur-
rences and circular causalities, and the modeling of relations/
social exchanges (Rolando, 2015).

Initially the systemic approach employed a need sur-
vey (Stage 1), aimed to gauge the respondents’ readiness to
distance training, support infrastructure, and technological
practice. Respondents included all 35 teachers from three
primary schools. The survey was distributed to the respon-
dents through WhatsApp group for one week. Answers to
questions related to the specification of gadget/s owned,
availability of internet access on certain areas, total vol-
ume, and budget allocation of data internet per month,

| 4 Months

and distance/virtual technology awareness were collected.
Correspondingly, survey results were used to identify the
suitable e-gadgets/equipment and support mechanisms for a
virtual/distance training within the local context. Two models
of virtual training were trialed (Stage 2). The first model was
using asynchronous model with WhatsApp group as learning
management system. The teachers downloaded and upload-
ed work-based tasks given by virtual trainers and the com-
munication occurred only by text chatting mode. The second
model was introduced using synchronous and asynchronous
delivery with WhatsApp group as the learning management
system. The most charted practices during this stage were as
follows: (1) the teachers and virtual trainers scheduled meet-
ings and lectures utilized voice note and picture uploads; (2)
the virtual trainer sent work-based tasks and followed up the
respondents’ submission of their output on schedule; and (3)
the virtual trainer sent feedback on teachers’ output through
voice note. The third and final trial was initiated through a
combination of synchronous delivery by video conferencing
and asynchronous delivery with WhatsApp group as learning
management system. To empower the teachers’ implementa-
tion practice, the asynchronous training model adopted the
collaboration approach where on-site and off-source/off-line
trainers’ support were employed. Scaffolding through online
coaching and continuous assessment through feedbacking
were similarly observed by each of the virtual trainers.
From the report forwarded by Moe and Rajendran (2020)
who stated that online learning pool had changed from 30%
pre-coronavirus to almost 90% on a global scale, Stage 3
where the two models were pursued and monitored for two
(2) successive months signaled acceptable practices. Again,
this stage scaled to examine the suitable combination/s of
models & processes in the delivery and content training
between a conventional teaching program and a distance/
virtual driven teaching training programme. In these mod-
eling trials, three (3) drawbacks were identified: (1) inter-
active delivery process, (2) consistency of platform used,

| 1%: 4 weeks
2': 4 weeks

1 week
3 4 weeks

1 week each cycle 1 week each cycle

___b

1 2 3 4
Need Assessment & . . Monitoring & Evaluation &
Survey Modeling & Trial Continously Feedbacking Documentattion
5
Consultation
2 days

Figure 1. The systemic analysis stage model
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and (3) feedback modeling. Simply, Stage 3 results provid-
ed the base to restructure the previous model; this time, it
was supported by evaluation and documentation of teachers’
progress, artifacts, and response feedback (Stage 4) with the
primary of securing emergent recommendations for delivery
improvement.

To refine the training program delivery in reference to re-
sults derived in Stages 1 to 4, a consultation meeting (Stage 5)
of all three groups of training stakeholders: virtual trainers,
on-site mentor/s and external experts (MTOT) in teacher de-
velopment and empowerment was held. Recommendations
were pooled and embedded in the conceptualization of the
alternative virtual-contextual training model/approach.

In Phase 2, it underpinned the conceptualization of the al-
ternative training model. Within the four-month stretch of its
implementation, teacher training was delivered in two virtu-
al approaches: synchronous & asynchronous, both formed
the newer version of ensuring structural continuity and train-
ees’ adaption. Data collection took place through systematic
document analysis and multi-stage interview, both powerful
tools to investigate and process trainees’ feelings, experienc-
es, beliefs, and insights (Islam et al., 2014).

The respondents of the study included a total popula-
tion of 35 teachers from three primary laid-back schools.
Through individual exchanges, the study documented the
respondents’ interactions and reflections throughout the
training duration. Drawn from authentic and documented
evidence, data were analyzed and subjected to validity tri-
angulation through post-mortem sessions with peer mentors,
local onsite mentor and virtual trainer-mentors. Feedbacks,
views, and attitudes during the entire training duration were
ethically secured and treated with anonymity.

The interview process was conducted formally through
mobile messages and video chats. Respondents were con-
tacted earlier and signed consent letters to prove their will-
ingness to participate in the audio-recorded interviews.
Lichtman’s (2013) model was followed. Congruently, anal-
ysis of the interviews followed the thematic analysis tech-
nique as suggested by Ritchie and Spencer (2002). The main
themes of the research were identified through the process
of coding the meanings and concepts of each statement in
the transcripts. It should be noted that the list of themes
underwent iterative revisions and refinements until satura-
tion point was achieved (Glaser & Strauss, 1967; Lincoln
& Guba, 1985). The themes were then clustered into main
components which were used to frame the conceptual devel-
opment as presented in a ‘logical chain of evidence’ (Miles
& Huberman, 1999).

Table 1. Teacher-trainees’ On-line readiness

RESULTS AND DISCUSSION

The Development of the Framework Alternative
Virtual-Contextual Teacher Training Model

Need assessment and survey

The need survey analysis showed the teacher were ready for
online/virtual training with minimum specification of gad-
get shown in Table 1. Only a half of them had an access
data of internet. A few of the respondents (less than 5 teach-
ers) were familiar with distance/virtual meeting technology.
They were only familiar with chat group/online chat, phone
call, and short messaging. Moreover, the first trial mode used
the online teacher training delivered by WhatsApp group
chat training model such as voice note and text mode. It
was also noted that the internet access data balance for all
the respondents was subsidized by the Central Office of the
trainer-providers. In the first step of training, the respondents
were taught how to use and explore the features and voice
note in WhatsApp.

First modeling & trial phase

The synchronous delivery, the first model in online teacher
training was introduced by WhatsApp group. As a platform,
WhatsApp played a role not only as a learning management
system for the asynchronous learning but also as a delivery
tool in synchronous training by using online chat, voice note
and video in particular times as shown in Figure 2. The mon-
itoring process was employed through teachers’ artifact anal-
ysis. The reciprocal continuous feedbacking was observed
through direct instruction using group chatting. For instance,
feedback was sent to improve their artifacts day by day as a
portfolio, inclusive of learning reflections in their practices
(Awang-Hashim et al., 2019; Tigelaar et al., 2006). During
asynchronous delivery, extrinsic rewards (i.e., internet load,
pens, and notebooks, among others) were given in apprecia-
tion of work-based tasks.

The evaluation and documentation were conducted by
using teacher artefact/portfolio and their feedback. Results
showed that (1) Positive and intensive feedback, extrinsic
reinforcement (i.e., rewards and incentives, and contents that
were teacher-related problems motivated teachers to finish
their work-based tasks; (2) Results of teacher’s ‘challeng-
ing’ assignments charted below the outcomes/expectations;
(3) Indirect feedback was less understood without continu-
ous mentorship; in other words, the synchronous processes
through chat and voice note were insufficient in providing
direct experience for teachers to do hands-on activities; and

Number of  Compatible device The device not Has no Has internet access Has internet access

Teachers (Video Conference & compatible for video compatible  with enough data  but insufficient data
Chat) conference (chat only) device balance balance

4 v - - v -

16 - v - v -

14 - v - - v
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Evaluation & Documentation

(

Figure 2. First trial model: Virtual teacher training

(4) Verbalized difficulty in understanding the material on
online delivery training via WhatsApp group chat without
hands-on activity was evident.

The above results emphasize the importance of motiva-
tionally enhanced and emotionally supportive instruction
brought about by the rapid shift to online instruction in dis-
tance training during stressful time (Ranellucci & Bergey,
2020). Likewise, reinforcement motivation plays an inte-
gral role in attracting, maintaining, and developing teach-
ers (Claudia, 2015). It has been emphasized that although
intrinsic motivation shapes inherent enjoyment and pleasure
derived from it, the mediating effects of external rewards or
pressures remains the most self-determined type of motiva-
tion (Ryan & Deci, 2000). From this statement, the trainees’
portrayal of self-determined adaptation to the new normal
context and act-alike experts or peer critics of new learning
experiences (Chen et al., 2019) must have emerged from mo-
tivated behavior coupled with workplace mentoring- these
operational strategies could be seen as success requisites in
implementing training programs (Gorozidis & Papaioannou,
2014; Ranellucci & Bergey, 2020).

During the asynchronous delivery, extrinsic rewards
(i.e., internet load, pens, and notebooks, among others) were
given in appreciation of work-based tasks. Operationally
though, the WhatsApp group showed limitation in providing
material understanding to the teacher and in demonstrating
the teachers’ active role in the training process. Similarly, re-
spondents’ unfamiliarity of the video call platform hindered
their interface. Since both trainers and trainees did take ac-
tive roles (Philipsen et al., 2019), one of the alternative strat-
egies implemented was to gather the respondents in small
groups for teleconferences with on-site trainer assistance.
This model responded to the shortcomings of the previous
model where trainees became conversant with their learning
experiences.

The framework of the alternative-virtual teacher training
model

According to Philipsen et al. (2019), an effective teacher pro-
fessional development training embodies the following attri-
butes: (1) a match to existing teacher needs, (2) a match to

existing school needs, (3) teacher involvement in the design/
planning of professional development activities, (4) active
participation opportunities, (5) long-term engagement, and
(6) high-quality teachers. Approximating these attributes,
the alternative virtual-contextual approach (Figure 3) pres-
ents the detailed account of the virtual-contextual training
strategies and its underpinning outcomes.

Most apparently, teacher development initiatives have
been delivered through webinars and other digital-mediat-
ed platforms. This is supported by the study of Philipsesn
et al. (2019) which laid six components of teacher pro-
fessional development (TPD) for online blended learning
(OBL), namely: (1) an articulated TPD design for OBL
program and environment; (2) recognition of the current
context towards OBL; (3) responsiveness of teacher change
associated with the transition to OBL; (4) purposiveness of
the overall goals and relevance of TPD for OBL; (5) rec-
ognition of teacher professional development change-driven
strategies associated to OBL; and (6) TPD evaluation and
dissemination of competencies (KSAVs). Interestingly, the
above-mentioned OBL components approximated the con-
ditions and findings in the systemic analysis model or Part 1
of this study which laid the conceptual foundation of the al-
ternative-virtual teacher training. Basically, this model es-
pouses the teacher learning approach instead of the training
approach with a specific focus on pedagogical settings rather
than the basis of pedagogical norms. It advocated the con-
cepts of practice-based, team-oriented learning, on-interface
or face-to-face meetings with diverse groups, and online
activities in multiple ways to produce and share knowledge
and experiences (Kauppinen et al., 2020).

Although some experts claim that e-learning models are
endemic to delivery pitfalls, these models nevertheless, bear
promising opportunities to overcome existing barriers along
its integral features: (1) Time, synchronic and a-synchronic
communication; (2) Spatial, contact of or between experts
in distant locations, without travelling; (3) Analog-digital,
combining any text, audio, and video; and (4) Norm, shifting
role of learners from pure consumers to active co-produc-
ers of learning content (Laschewski, 2012). Thus, preced-
ing results suggest that the complementarity of synchronous
and asynchronous training holds trainees’ potential of con-
tent-knowledge transfer, skill-practice reinforcement, and
external or social scaffolding.

The Viability Alternative Virtual-Contextual Teacher
Training Model

Synchronous training delivery

In the synchronous training, respondents reported that
they learned about knowledge of practice. It was project-
ed under the domain of knowledge involving concepts,
facts, descriptions of procedures, and models in a certain
teaching method, a requisite for performance (Chen et al.,
2019). Evidence showed that the respondents manifested
traces of knowledge and practice for curriculum adaption
through distance learning. Specific teaching tasks involv-
ing how to prepare lesson plan, worksheet and learning
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Alternative- Virtual Teacher Training Model

Synchronous Training Asynchronous Training
(Knowledge of Practice) (Implementation & Practice)
Lecturing with Online Coaching with Master
Master Trainer Trainer
Online Face to
Face Teacher Working R .
Training Inter-group Structure and Scaffolding from onsite and
Work-based task offsource/offline trainers
Online Feedback
and Evaluation Continuous Assessment through
Feedbacking
Lecturing . Online
Knowledge of — Wolgcmg Gr OUP Ll Feedback and
Practice arctice Evaluation ‘ Practice Model H Feedback H Revised |
T | I |
Facilitated by onsite and offsource/offline
trainers

Figure 3. The alternative-virtual teacher training framework

materials enhanced their pedagogical content knowledge
(PCK). Also, synchronous training facilitated them to rec-
ognize change-in-practice while they combined virtual lec-
turing, working-intergroup and giving online feedback and
evaluation.

As the respondents were also assigned to small in-
ter-groups by the onsite trainer, they performed individual
and work-based tasks, while online and onsite mentors mon-
itored and mentored them. Such an intervention strategy
responded to the claim that online learning environments
propel inherent needs typical in the more complex online
interface, making the role of mentoring critically indispens-
able. This viewpoint suggests the importance of mentoring
knowledge and skills related to (1) promoting content learn-
ing and conceptual understanding, (2) supporting self-reg-
ulation and self-efficacy, and (3) building personal and
interpersonal relationships (Norton, 2005). It is worth men-
tioning that the virtual training of the respondents required
the physical presence of a mentor, direct from the local site.
Here, the onsite mentor supported the changing dynamics
of inter-group and peer interactions, bringing confirmatory
feedback and evaluation from the central or online trainers
while implementing on-line and work-based activities via
virtual technologies over time (Johnson et al., 2007). This is
to say that introducing the dual mentor-trainers (synchronous
off-source/off-line) gave rise to working collaboratively and
facilitated scaffolding the respondents toward knowledge
practice. Moreover, dual mentoring ensures validated action
and conceptual-based initiatives, intentionally intercepting
teachers’ attitudes and views (Borg, 2006). It is thus right
to assume that the synchronous delivery strategy support-
ed the respondents’ renegotiation of their ascribed tasks and
identities in their bid to align knowledge of pedagogy and
alternative practice.

Asynchronous training delivery

In the asynchronous training, the respondents focused on
practice and implementation. They were given structured
work-based tasks related to problems in developing lesson
plans and student worksheets for distance learning. As the
most common and functional e-platform, the WhatsApp
group chat was considered the learning management system.
In this platform, they were facilitated to discuss, post inqui-
ries, uploaded/updated their word files. As they embarked on
the adoption of these off-line tasks, the teacher-respondents
began displaying traces of self-directedness and collabora-
tive work with peers. Due to urgency of task completion,
they complied with onsite trainer-mentor targeted perfor-
mance through face-to- face mentoring and coaching, and re-
ciprocally synchronized scaffolding expectations from their
online trainer-mentor. The two-way reciprocal feedbacking,
mentoring, and coaching from asynchronous trainer-mentor
and onsite trainer-mentor paved the way for them to update
their work plans and tried utilizing learning inputs.

This type of integrated synergy which dominated the asyn-
chronous training interface corroborated the study depicting
online training instructional design consisting of modelling,
coaching, scaffolding, articulation, reflection, and explora-
tion and eventually showing constant improvement of teach-
ing practice (Gorozidis & Papaioannou, 2014; Ranellucci &
Bergey, 2020). Through the artefacts, continuous improve-
ment of teaching practices was charted. Although the sudden
transition to virtual training happened without practice and
the process change and preparation is unknown, the same
condition rendered the respondents broader understand-
ing and consciousness to integrate change in a self-paced
perspective (Awang-Hashim et al., 2019). For instance,
explication that reflected internal reasons for the teachers’
decision to participate in the specific training program, such
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as, “I have learned a new thing”, “I like to learn it, because
it makes me easier in preparing learning for the student”,
“I have new motivation to learn a new thing”, and “I am
happy with this training because it’s useful for me” revealed
the emergence of the intrinsic desire to learn more. The fact
that the virtual-contextual framework highlighted reciprocal
and inclusive engagement, these attributes- interesting and
challenging nature of the given tasks and the curiosity to ex-
plore propelled teachers’ self-directed intentions to gain new
things (Legault, 2020; Ryan & Deci, 2000).

Motivation was wanting as well. Practices such as intro-
ducing incentives and rewards were claimed afterthoughts.
Justifications for actively implementing the knowledge and
practice gained from the training were expressed by some
respondents as follows: “The praise of the success in com-
pleting the work-based task makes me more enthusiastic to
do the next task”, “The reward in a challenge makes/im-
presses me to finish every work-based challenge”, and “I
like the challenge during the training, it gave me a target to
achieve”. This set of verbatim explicates that not only exter-
nal reinforcement but also external tasks can promote teach-
ers to optimize their own practice and influence the level of
practice development (Liu et al., 2019). Hence, the combi-
nation of structured work-based challenging competitions
and continuous reciprocal feedback shifted their perspective
to intrinsic motivation as attested by these quoted teachers’
remarks: “...at the beginning, I would like to do the task due
to the reward. However, I saw the changing of my students, 1
become more enthusiastic to do the further task”.

The Average of PCK Aspect

mBefore Using Resiprocal Feedbacking ™ After Using Resiprocal Feedbacking

—

Curriculum
Knowledge

Learning Instruction Understanding how
student learn

Specific Content

Figure 4. PCK areas of improvement

Table 2. Training Outcomes: PCK Aspect

Complementarity outcomes of the synchronous and the
asynchronous models

The synchronous and asynchronous activities represented a
spectrum of knowledge and skills for Pedagogical Content
Knowledge (PCK) enhancement related to the respondents’
subject and method via distance/virtual learning. The PCK
aspect grounds how to flex or adapt the curriculum while
closely aligning new learnings in professional practice, oppor-
tunities to enact certain (innovative) instructional strategies
and materials, and to reflect individually and collectively on
experiences (Ranellucci & Bergey, 2020). Based on artefact
analysis, the complementarity of both models spurred PCK
incremental improvements of teachers’ knowledge-based ex-
periences in these specific aspects as shown in Figure 4: (1)
knowledge practice of curriculum; (2) learning instruction-
al strategy; (3) topic specific; and (4) understanding of how
students learn. These results affirm the claim that there exist
particular matters that can provide depth and breadth to con-
ceptual knowledge development (Berry, 2015; Garritz, 2015;
Gess-Newsome & Gardner, 2011; McComas, 2014).

Figure 4 plots that their artifacts were mostly categorized
poorly before using reciprocal feedbacking on PCK. After
reciprocal feedbacking, the teacher-respondents were not
only internally motivated to revise their work, but also were
gainfully honing their PCK knowledge and skills. Akkuzu
(2014) stressed that using reciprocal feedback on teacher
performance positively increased teachers’ self-efficacy,
which implies that self-efficacy bears a positive correlation
to the increased teachers’ PCK (Fananta et al., 2018). Hence,
reciprocal feedback is a profound mechanism in honing the
teachers’ PCK.

With regard to assessment, common revisions centered
on learning instruction such as selecting an appropriate
teaching approach, aligning curriculum components, contex-
tualizing learning experiences, and documenting misconcep-
tions in some specific topics. Through continuous reciprocal
feedbacking, gradual improvements in the quality of their
artefacts were noted. Consistently, showed the fusion of (1)
virtual face-to-face training with hands-on activities, (2)
strengthening implementation of practice knowledge with
asynchronous training, and (3) continuous reciprocal feed-
backing scaffolded by onsite trainers, facilitated teachers’
improved PCK as summarized in Table 2.

PCK Aspects Outcomes
Curriculum * Giving an awareness of the teacher’s mindset that learning has a structure, i.e., goals, activities, and learning.
knowledge * Giving the teacher new knowledge about how to adapt the face-to- face curriculum to the “new normal” curriculum
in distance learning that fits current context.
Learning * Realizing that learning preparation is a very important in learning.
instruction * Designing/creating a set of teaching tool (simple lesson plans and student worksheets, etc.).
» Completing their work-based assignments with gradually changing quality (n=27/35).
Understanding  * Conceiving that a better student understanding can be achieved by teaching the material in a more contextual
how students (according to the student’s context) and explorative manner.
learn * Confirming that learning will be easier to understand if it is delivered contextually through inquiry and exploration.

Topic Specific
through continuous reciprocal feedback.

* Exhibiting gradual improvement on their knowledge in specific topics specifically in science and numeracy
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CONCLUSION

Anchored on a qualitative design, this study aimed to ex-
amine the virtual and contextual delivery strategies and pro-
cesses of an alternative teacher training in laid-back settings.
Training initiatives that were responsive to the trainees’
current pedagogical concerns, background, and capabilities
formed core parts in its development and implementation.
Major findings showed that the structure and the suitability
of the virtual-contextual training model configurated from
the following factors: (1) Accessibility of both physical and
human resources; (2) Structure and quality (motivating and
engaging) of work-based activities; (3) continuous/systemat-
ic assessment; and (4) reciprocal feedbacking.

Two major conclusions can be derived in this model. First,
the complementarity of the asynchronous and synchronous
models was seen as a common platform for practice, imple-
mentation and assessment of authentic-driven experiences
and evidence of teachers’ display of gained knowledge and
skills. To illustrate the two-way or reciprocal feedback pro-
vided equity and inclusivity of teacher mentoring both from
the asynchronous trainer-mentor and onsite trainer-mentor;
thus, paving the way for teachers to update their work plans
and utilize new training inputs in a more independent (indi-
vidual) and collaborative (peer-group) manner.

Second, training resource exigencies proved challeng-
ing, yet the dynamic interaction and exchanges among the
stakeholders had engendered motivated behavior, a key
requisite for the new normal condition of training. This
claim links the provision of content training which was de-
signed as more practice-driven than knowledge-based. For
example, the training contents which emphasized real-life,
experiential, or situational concerns such as how to adapt
their teaching practices that seemingly were compliant to
the new normal era of teaching and learning. Given the na-
ture of training content-practice and the complexity of vir-
tual delivery, training stakeholders employed need-based
strategies, i.e., extrinsic and intrinsic reinforcers, work-re-
lated/experiential activities, positive feedback, among oth-
ers - all these helped them improve their perspectives on
knowledge of practice (PCK aspect) in the domains of cur-
riculum knowledge of practice, learning instruction, under-
standing of how students learn, and zooming into specific
content.

The handful of significant contributions of the alterna-
tive virtual-contextual model offers a practical platform
for teacher training and coaching. First, the study affirms
that the alternative virtual-contextual model signifies the
importance of developing a ‘motivational-relational-expe-
riential’ training context to instill operational mechanisms
toward PCK practice. Second, it provides a spectrum of
initiatives/strategies for adaptation to local or specific
contexts, despite the recurring challenges in technology
access and use. Lastly, the study which covered a laid-
back context communicates the need for comprehensive
and profound studies across various contexts and spectra
of training initiatives, and their impact outcomes on teach-
er autonomy or self-determined pedagogical practice and
professional identity.
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