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ABSTRACT 
Aim/Purpose The study aimed to examine the remote and face-to-face experience of  peda-

gogical training in kindergarten after the third COVID-19 closure in Israel. 

Background The outbreak of  the COVID-19 epidemic in 2020 changed the training system, 
and preservice teachers were required to have their practical experience in the 
kindergartens both remotely and face-to-face. They had to adapt to the new re-
quirements of  teacher training programs and receive professional coaching and 
support from the pedagogical instructor remotely.  

Methodology The sample comprised 26 early childhood preservice teachers, who received 
academic training that includes proficiency in digital technology. The data were 
collected through feedback that they wrote themselves during the training pe-
riod and analyzed in the interpretive approach. 

Contribution The contribution of  the present study is that it examines the pedagogical 
coaching from the perspective of  preservice teachers in a kindergarten during 
the COVID-19 epidemic, which forced a transition from face-to-face to re-
mote pedagogical training, then back to face-to-face pedagogical instruction. 
To the best of  my knowledge, no such study has been carried out to date, 
which makes it unique.  

Findings The main findings indicate the dissatisfaction of  most preservice kindergarten 
teachers with the remote pedagogical training (about 85%) at the physical, 
emotional, technological, and pedagogical levels, and the satisfaction of  most 
preservice kindergarten teachers with face-to-face pedagogical training (about 
92%) at the physical, emotional, and pedagogical levels. The main conclusion is 
that technology is a potential barrier in training, and that preservice kindergar-
ten teachers need a pedagogical instructor present at a professional face-to-face 
meeting. 
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Recommendations  
for Practitioners 

The findings of  the study show how important in-person learning and engage-
ment is for everyone especially for Preservice teachers’ and may be helpful for 
pedagogical coaching teams. 

Recommendations  
for Researchers  

Preservice teachers’ awareness of  the pedagogical coaching experiences could 
persuade the coaching teams to avoid potential difficulties, increase emotional 
support, and refine the use of  technology to make it a closer substitute for 
frontal communication. 

Impact on Society Face-to-face training based on interpersonal relationship,  allows to develop 
better during the training period. 

Keywords remote pedagogical training, face-to-face pedagogical training, preservice kin-
dergarten teachers, kindergartens, COVID-19 

INTRODUCTION 
The practicum is part of  the teacher training program, which includes general studies, studies in spe-
cific specialized subjects, and professional training, that also includes experiential learning (Aram & 
Ziv, 2018). Practical experience is the link between theory and educational practice (Caires et al., 
2012), and it includes observations and experiences of  teaching that take place within a framework 
where future teachers and kindergarten teachers meet the “real world” of  teaching and can appreciate 
the practical wisdom of  experienced professionals (Shulman, 2005). 

The outbreak of  the COVID-19 epidemic in 2020 changed the training system, and preservice teach-
ers were required to have their practical experience in the kindergartens both remotely and face-to-
face (Nasri et al., 2020). They had to adapt to the new requirements of  teacher training programs and 
receive professional coaching and support from the pedagogical instructor remotely (Carrillo & Flo-
res, 2020). The research assumption was that the teaching profession is inherently transformative 
(Feiman-Nemser, 2012), therefore, to cope successfully with kindergarten practicum while receiving 
pedagogical coaching remotely because of  the COVID-19 epidemic, preservice teachers would have 
to change. 

The present study aimed to examine the experience of  remote and face-to-face pedagogical training 
in kindergarten during the COVID-19 epidemic, from the perspective of  preservice teachers’ practi-
cal experience in kindergarten after the third closure. The study sought to answer the question of  
how preservice teachers in early childhood education perceived the differences between the remote 
pedagogical training experience and face-to-face pedagogical training experience during the COVID-
19 epidemic. Research on the perception of  pedagogical coaches is likely to expand our knowledge 
about aspects of  pedagogical guidance in general, teach us about the advantages and disadvantages 
of  remote and face-to-face pedagogical training for professional training of  preservice teachers, and 
equip early childhood professionals with the understanding of  the dynamics of  the pedagogical 
counselor’s role and with the ability to function effectively even during times of  epidemic or change. 

The theoretical framework addresses the practicum experience in kindergarten and aspects of  peda-
gogical coaching during the COVID-19 epidemic. The theoretical starting point of  the study is that 
the COVID-19 epidemic had implications for the pedagogical training experience of  preservice 
teachers during their practicum. The contribution of  the present study is that it examines the peda-
gogical coaching from the perspective of  preservice teachers in a kindergarten during the COVID-19 
epidemic, which forced a transition from face-to-face to remote pedagogical training, then back to 
face-to-face pedagogical instruction. To the best of  my knowledge, no such study has been carried 
out to date, which makes it unique.  
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REVIEW OF THE LITERATURE 

PRACTICUM EXPERIENCE IN THE SHADOW OF THE COVID-19 EPIDEMIC 
Practical experience is perceived as a “clinical experience,” during which preservice teachers take in-
creasing responsibility for a given group of  learners over a given period, apply the educational 
knowledge they have accumulated, and engage in reflective thinking (Mclean Davies et al., 2015). It is 
perceived as a practical experience of  great importance both at the personal and the professional 
level (Delorey et al., 2020). Practicum involves teaching content, teaching methods, problem solving, 
entrepreneurship, teamwork, evidence gathering and analysis. It is of  great importance, and it is con-
centrated over brief, intensive time units (Douglas, 2014). The two main skills that preservice teachers 
need to develop during practicum are belief  in people’s ability to change (Dweck, 2012) and self-effi-
cacy manifested in their ability to cope with teaching, organizational, and relationship tasks (Fried-
man & Kass, 2002). Studies show that practical experience involves cognitive, emotional, and motiva-
tional dimensions, which influence preservice teachers’ behavior, and therefore the relationship with 
the coaching teacher or kindergarten teacher is important (Korthagen, 2017). 

In early childhood education, practicum experience is defined as an interaction between the kinder-
garten teacher, preservice teacher, and the child, and it is regarded as an important intervention for 
improving the quality of  early childhood education (Egert et al., 2018; Tangwarasittichai et al., 2021) 
and reducing the gap between theory and practice (Allen & Wright, 2014). As part of  this concep-
tion, the professional development centers for preservice teachers in early childhood education ad-
dress the aspects of  organizational conduct, teamwork, familiarity with curricula, adherence to Minis-
try of  Education policy, initiative, and teaching and learning tailored to 21st century standards (Ron-
feldt & Reining, 2012), as well as professional values, willingness, efficiency, and drive (Zhang & 
Wang, 2018). These emphasize the “new standards in teaching” and ensure the quality of  education 
through authentic experiences (Winterbottom & Mazzocco, 2016), documented as evidence in a ped-
agogical diary (Lucander & Christersson, 2020). A study examining preservice teachers’ satisfaction 
with practicum training before the COVID-19 outbreak found that they typically reported feelings of  
energy and comfort, whereas a small proportion of  preservice teachers reported feelings of  frustra-
tion (Van Schagen Johnson et al., 2017). Another study reinforced the sense of  frustration with the 
pedagogical coaches for not knowing the actual situation, because “they were not there themselves” 
(Veal & Rikard, 1998). 

Because of  the outbreak of  the COVID-19 epidemic, profound changes were required in teaching 
and learning in various educational settings worldwide, as well as in the academic frameworks for 
teacher training (Donitsa-Schmidt & Ramot, 2020; Lancker & Parolin, 2020). Preservice teachers 
were required to adopt diverse learning technologies such as WhatsApp, through which they could 
communicate with the pedagogical coach and share PowerPoint, Microsoft Word, and JPG files, 
voice notes, videos, and more (Carrillo & Flores, 2020; Kreis et al., 2020; Wargadinata et al., 2020). 
Preservice teachers were required to find online teaching theories, teaching tools, and resources for 
children, as well as information on virtual platforms (Gomes, 2021). Preservice teachers who incor-
porated technology into their practicum teaching in kindergartens used YouTube most commonly 
(Szeto et al., 2016). Despite all of  the above, there are still differences between preservice teachers in 
their degree of  e-Readiness for teaching in a digital environment (Aizenberg & Zilka, 2022). 

Studies show that preservice teachers cooperated with teachers, assisted in lesson planning, and 
teaching had a significant effect on their professional learning (Donitsa-Schmidt & Ramot, 2020). 
They have shown increased empathy for their students and emphasized ensuring a successful learning 
process (Nasri et al., 2020). Some showed resilience and dealt effectively with the epidemic (Donitsa-
Schmidt & Ramot, 2020; Fullan et al., 2020). Another study examining the relationship between pre-
service teachers’ beliefs and practices found that their beliefs in early childhood education predicted 
their practices (Sakellariou & Rentzou, 2011), and the adoption of  new technology significantly 
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contributed to preservice teachers’ self-efficacy and prevented anxiety (Eutsler et al., 2021). At the 
same time, studies indicated feelings of  stress and strain (Davidovich & Cohen, 2020; Kreis et al., 
2020; Nurfadillah & Suharto, 2021), which were stronger in preservice teachers in practicum training 
than in kindergarten and schoolteachers (Zilka, 2021). 

REMOTE AND FACE-TO-FACE PEDAGOGICAL GUIDANCE 
Pedagogical guidance is considered an interpersonal communication activity that includes assisting 
preservice teachers in consolidating basic knowledge, learning educational theories, acquiring teach-
ing skills, developing independent thinking and reflective skills, providing social and psychological 
support in personal development and self-awareness, listening, and providing solutions as events oc-
cur (Loughran, 1997). Moreover, pedagogical guidance helps students examine the meaning inherent 
in choosing the profession from an ethical point of  view and understand the range of  roles and ex-
pectations inherent in an occupation with a social mission (Wang & Odell, 2002). In early childhood 
education, emphasis is also placed on multi-disciplinary education necessitated by the expanded role 
of  the kindergarten teacher (Gomes, 2021). 

The outbreak of  the COVID-19 epidemic found the educational staff, including pedagogical guid-
ance teams, unprepared to face the challenging reality, and they were required to provide in-person 
pedagogy and maintain in-person pedagogical contact with the preservice teachers in the kindergar-
ten (Gomes, 2021). They were also required to train the preservice teachers for responsibility in the 
practical training, which was intensive and stressful. As part of  the pedagogical array in the kinder-
garten, the preservice teachers were required to be more involved, focus on the children, respond and 
pay more attention to what was happening, be involved and build knowledge that would allow them 
to position themselves (Gomes, 2021). 

Apart from this, the pedagogical guidance teams were required to undergo a transformation to adapt 
to digital pedagogical training (Nguyen, 2020), that is, to make profound changes in student mentor-
ing (Donitsa-Schmidt & Ramot, 2020; Lancker & Parolin, 2020). They were required to rethink 
teaching methodologies and modes of  integrating teaching technology (Kreis et al., 2020; Nasri et al., 
2020). They adopted various learning technologies to communicate with and receive materials from 
preservice teachers, with mobile technology being prevalent in educational applications, significantly 
facilitating their use. Preservice teachers expressed willingness to use smart mobile devices for effec-
tive teaching in kindergarten during their practicum in early childhood education (Kalogiannakis & 
Papadakis, 2019). WhatsApp was one of  the main ways of  communication between preservice teach-
ers and pedagogical coaches, which was conducted through PowerPoint files, Word files, voice mes-
sages, videos and more (Carrillo & Flores, 2020; Kreis et al., 2020). 

In light of  the above, to ensure the effectiveness of  the training, the pedagogical coaches were re-
quired to work with the preservice teachers along two lines: developing new teaching and learning 
routines and adopting one reliable technological platform that offers the most useful options for the 
training process and accommodates the previous needs and experience of  students (Eutsler et al., 
2021). 

The study found that the support of  a frontal pedagogical coach affects the quality of  teaching of  
preservice teachers in the areas of  professional wellbeing, increased personal achievements and moti-
vation, whereas technology raises a barrier to training (Wolf, 2018). In addition, pedagogical coaches 
have a great responsibility in developing the across-the-board expertise of  early childhood preservice 
teachers and providing them with supportive and challenging learning conditions, enabling preservice 
teachers to explore by themselves which conditions are productive for them and which are not (Han 
& Damjanovic, 2014). The pedagogical coach is viewed in another study as a technological mentor 
and as the key figure for achieving the participation and perseverance of  preservice teachers. Peda-
gogical coaches achieve this goal through reflective processes aimed at identifying specific needs that 
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have a different pedagogical character for each preservice teacher (Aizenberg & Zilka, 2022; Quin-
tana & Zambrano, 2014). 

The present study aimed to examine the experience of  remote and face-to-face pedagogical training 
in kindergarten during the COVID-19 epidemic, from the perspective of  preservice teachers’ practi-
cal experience in kindergarten after the third COVID-19 closure in Israel. Our research question was: 
How did preservice teachers in early childhood education perceive the differences between the re-
mote and the face-to-face pedagogical training experience during the COVID-19 epidemic? 

MATERIALS AND METHODS 

RESEARCH METHOD 
Studies based on the qualitative paradigm enable researchers to listen to the personal voice of  the re-
spondents, reflecting their personal and professional experiences, and helping us understand what is 
important to them. These studies purport to allow respondents to offer their interpretation and sub-
jective meaning to their experiences and processes (Silverman, 2020, pp. 3-16). The present study was 
based on the interpretive approach (Cohen et al., 2011), used to examine the remote and the face-to-
face pedagogical training experience during the practicum in the kindergarten in the circumstances of  
the COVID-19 epidemic. 

STUDY POPULATION 
The study involved 26 early childhood preservice teachers, in their second year of  studies and in the 
first year of  practical experience in kindergartens in the central and southern districts of  Israel. In the 
outbreak of  the COVID-19 epidemic, they received in the academic year 2019 an academic training 
in the use of  zoom and the acquisition of  basic digital tools and skills with the pedagogical coach in 
addition to the digital skills they were previously aware of  through the mobile phone and email .In 
the academic year 2020-2021, the students were integrated in their practicum kindergartens during 
the COVID-19 epidemic, were guided by experienced kindergarten teachers, mentored remotely by 
the pedagogical coaches until March, and only in the last quarter of  that year did they first meet their 
pedagogical coach face to face. At the end of  the year, the preservice teachers were asked to com-
plete a feedback questionnaire that served as the input in this study, and they expressed their agree-
ment to use the feedback for research purposes. The feedback and the adjustments reflected in them 
can contribute to the understanding of  the differences between the remote and the face-to-face ped-
agogical guidance experience during the COVID-19 epidemic. 

METHOD OF ANALYSIS 
The analysis was primarily a systematic thematic analysis based on passages of  text rather than indi-
vidual words and phrases as units of  analysis (Galletta, 2013). The excerpts of  feedback were ana-
lyzed using axial coding (Corbin & Strauss, 2007). while identifying super categories such as techno-
logical level and subcategories such as technology-dependent communication and then the differ-
ences between advantages and disadvantages were distinguished according to the perception of  the 
participants in the study. This is a spiral process, in which the nuclear elements found at the begin-
ning of  the study become increasingly complex and colorful as the study progresses and form a pic-
ture that reflects the differences between remote and face-to-face pedagogical guidance in the 
shadow of  the COVID-19 epidemic, relying on the appropriate theoretical anchors that explain it 
(Glaser & Strauss, 2012). The data were collected during the academic year 2020-2021. 

RESULTS 
Training early childhood preservice teachers during the COVID-19 epidemic revealed their percep-
tion of  the differences in distance vs. face-to-face pedagogical coaching in their first year of  
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kindergarten practicum. The findings concern two main themes relating to the advantages and disad-
vantages of  distance pedagogical coaching compared to the advantages and disadvantages of  face-to-
face pedagogical coaching.  

Table 1. Remote pedagogical coaching: Advantages and disadvantages 

( ) = No. of  early childhood preservice teachers to whom this applies 

Advantages 
n = 4 (26) 15% 

Disadvantages 
n = 22 (26) 85% 

Emphasis was on preservice teachers’ sat-
isfaction with remote pedagogical coaching 
during the practicum in the kindergarten 
and the remote observation in the kinder-
garten and the ensuing feedback (4). 

 
The focus of  the preservice teachers was 
on the benefits of  remote pedagogical 
coaching at the techno-pedagogical level 
and the emotional level (4). 

At the techno-pedagogical level, the 
COVID-19 epidemic provided an oppor-
tunity to learn another way of  teaching 
adapted to the skills of  21st-century learn-
ers and to means-dependent communica-
tion with the pedagogical instructor (2). 
The preservice teachers indicated that they 
learned a great deal (1); that they used a va-
riety of  technologies, applications, video 
editing software, conversion of  presenta-
tions into videos, compression of  videos 
and more (2); that they developed the abil-
ity to think out of  the box (2); and that re-
mote pedagogical coaching was more avail-
able and convenient owing to various 
means of  connecting, such as phones, 
WhatsApp messages, Zoom, videos, and 
more (1). 

At the emotional level, preservice teachers 
experienced a high sense of  competence 
(2), and a sense of  calm without the physi-
cal presence of  the pedagogical coach (1). 

Emphasis was on dissatisfaction with the remote 
pedagogical coaching during the practicum in the 
kindergarten and the remote observation in the kin-
dergarten and the ensuing feedback (22). 

 
The focus of  the preservice teachers was on the 
shortcomings of  the remote pedagogical coaching 
in general, at the physical, emotional, technological, 
and pedagogical levels (22). 

At the physical level, preservice teachers reported 
that physical distance from the pedagogical coach 
made it very difficult for them (1); the pedagogical 
coach is a virtual character (1); and absence of  face-
to-face physical feedback (1). 

At the emotional level, most preservice teachers re-
ported that the instructor did not know them per-
sonally (22); and they had difficulty accepting criti-
cism based on remote viewing (1). 

At the technological level, preservice teachers had 
difficulty maintaining technology-dependent com-
munication with the pedagogical coach (4); they felt 
that the pedagogical coach’s feedback was means-
dependent and disproportionate (2); and they had 
difficulty integrating in the practicum kindergarten 
with remote observation (2). 

At the pedagogical level, preservice teachers felt 
that the pedagogical coach failed to see the whole 
picture of  her practical experience in the kindergar-
ten and did not have the ability to notice small de-
tails (6); preservice teachers felt that the feedback 
given to them after an observation was not in-depth 
feedback (3); they felt that they did not develop a 
deep understanding of  what the pedagogical coach 
had to say (3), and that the feedback was delivered 
without prior preparation (1). 
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EXCERPTS FROM THE PRESERVICE TEACHERS’ COMMENTS:  
THE ADVANTAGES OF REMOTE PEDAGOGICAL COACHING  
(The letter in front of  each comment represents the person responding.) 

A. - Despite all the difficulty, one can succeed. This strengthened me not only academically but also 
personally. Even if  at first things seem terrible and impossible, in the end, everything is possible, and 
it is possible to succeed. 

M. - Because of  the COVID-19 crisis I was exposed to a new, diverse, creative, and unconventional 
way of  learning, and therefore I’m ready for the next challenge, where I’d like to adopt by choice the 
advantages of  the online method […] I think the transition to online learning presented us with a 
great opportunity to develop teaching skills. 

D. - The online pedagogical coaching was more accessible and in a certain way, convenient. 

EXCERPTS FROM THE PRESERVICE TEACHERS’ COMMENTS:  
THE DISADVANTAGES OF REMOTE PEDAGOGICAL COACHING  
(The letter in front of  each comment represents the person responding.) 

C - It was more difficult to conduct the activity by means of  a video because of  bad reception in the 
kindergarten. The feedback was not delivered physically […] The online pedagogical coaching was 
more difficult. 

R. - Online observation is not always understandable. One has to try to understand what the peda-
gogical coach means. The feedback amounts to what we were able to glean, and it is not necessarily 
exactly what happened there.  

S. - In the online observation experience it is difficult to see the full picture... Online observation 
does not reflect our abilities and does not show our intentions during the activity. The online learning 
method has been forced on all of  us, and it is less convenient. 

Table 2. Face-to-face pedagogical coaching: Advantages and disadvantages 

( ) = No. of  early childhood preservice teachers 

Advantages 
n=24 (26)    92% 

Disadvantages 
n=2 (26)    8% 

Emphasis was on preservice teachers’ satisfaction 
with face-to-face pedagogical coaching during the 
kindergarten practicum and the remote observation, 
and with the ensuing feedback (24). 

 
The focus of  the preservice teachers was on the ad-
vantages at the physical, emotional, and pedagogical 
levels. 

At the physical level, preservice teachers expressed a 
positive attitude toward direct communication with 
the pedagogical coach (7), communication based on 
personal acquaintance with the actual pedagogical 
coach (7). The physical presence of  the coach in the 
kindergarten allowed for physical contact and physi-
cal closeness (7). Observation and feedback were in 
real time. 

Emphasis was on dissatisfaction with the 
face-to-face pedagogical coaching during 
the experience in the kindergarten and dur-
ing remote viewing in the kindergarten, 
and with the feedback that followed (2). 

 
The focus of  the preservice teachers was 
on shortcomings at the emotional level, 
most of  which have dissipated over time, 
and at the pedagogical level, related to ob-
servation in real time. 

At the emotional level, preservice teachers 
reported that they felt pressured by the 
pedagogical coach’s presence in the kinder-
garten for face-to-face observation. Note, 
however, that most preservice teachers 
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Advantages 
n=24 (26)    92% 

Disadvantages 
n=2 (26)    8% 

At the emotional level, preservice teachers reported 
enjoying the face-to-face pedagogical coaching expe-
rience (3), enjoying the human warmth of  the peda-
gogical coach (3) and the intimacy (3). Preservice 
teachers reported being excited by the encounter 
with the pedagogical coach (3). They reported that 
the pedagogical coach saw them (physically and fig-
uratively) (5), and that her presence was inclusive 
and calming (7). 

At the pedagogical level, satisfaction was expressed 
about the observation, feedback, and the conduct of  
the pedagogical coach. Regarding observation, pre-
service teachers felt that the presence of  the peda-
gogical coach for observation in the practicum kin-
dergarten was significant for their training (8). Their 
improvisational ability in real time was higher (1), 
and they believed that frontal observation in the 
practicum reflected better their professional abilities 
(4). 

Frontal feedback was perceived as being more in-
depth (5), the pedagogical coach was perceived as 
believing in her, and as strengthening her perfor-
mance and abilities (7). The feedback was providing 
a sense of  professional security (7), and it was clear 
to the preservice teacher what she needed to im-
prove next (12). 

Regarding the conduct of  the pedagogical coach, 
preservice teachers described the coach’s readiness 
to accept various teaching methods (1), her ability to 
see all the aspects and the entire picture (12), and re-
ported the coach to be interested in the preservice 
teachers’ success (3). 

knew how to channel it and calmed down 
over time (13), but some still experienced it 
(2). 

Preservice teachers also reported experi-
encing frustration during the pedagogical 
coach’s observation in the kindergarten be-
cause of  their own inability to meet her 
professional expectations (1) and their dif-
ficulty accepting instructions for improve-
ment from the pedagogical coach (1). 

At the pedagogical level, preservice teach-
ers reported disadvantages such as not be-
ing able to watch the activity in an online 
video and having to deal with discipline is-
sues (1), and additional aspects requiring 
improvement in real-time observation (1). 

EXCERPTS FROM THE PRESERVICE TEACHERS’ COMMENTS:  
THE ADVANTAGES OF FACE-TO-FACE PEDAGOGICAL COACHING  
(The letter in front of  each comment represents the person responding.) 

K. - Frontal observation reflects my ability more clearly than online observation. The coach watches 
you and sees the entire picture, body language, sitting, continuous communication with the learners, 
conduct before and after the meeting. In addition, the presence of  the coach promoted an inclusive 
and open atmosphere, and the face-to-face meeting, as well as the continuous eye contact during the 
feedback, gave me a sense of  security. 

S. - My personal feedback and observation included references to my strengths, together with an un-
derstanding of  the challenging situation, encouragement, and positive reinforcement, which contrib-
uted to me also in considering my strengths, and on this basis allowed me to continue to act and con-
duct myself  in the kindergarten space in an optimal, challenging, and instructive way.  
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B. - During the observation, I felt that the pedagogical coach believed in me, trusted me, and was 
confident that I would succeed. She promoted a relaxed and calm atmosphere and supported me all 
the way. [In feedback] we talked in depth about my conduct, I felt appreciated and relieved, and real-
ized how much she cared about my experience in the kindergarten, and how much she was interested 
in my success. 

EXCERPTS FROM THE PRESERVICE TEACHERS’ COMMENTS:  
THE DISADVANTAGES OF FACE-TO-FACE PEDAGOGICAL COACHING  
(The letter in front of  each comment represents the person responding.) 

M. - I was apprehensive and felt pressured, and worried about what would happen. Because it’s face-
to-face, it suddenly felt stressful and realistic, just the fact that you know there’s a person in front of  
you scrutinizing your work causes you to have thoughts that can confuse our minds and cause us to 
make mistakes. 

A. - During the observation I was very excited, and the level of  stress and anxiety rose without me 
planning or seeing these feelings come […] Unfortunately, the meeting didn’t go as I had planned 
and not according to my routine performance during the meetings, and I left the observation with a 
sense of  frustration. 

D. - Sometimes in the videos we send to the pedagogical coach they don’t pay attention to the small 
details and the conditions in which we conduct the activity, and therefore the frontal feedback re-
ceived after non-virtual observation in the kindergarten, is feedback that addresses all aspects. The 
coach sees everything, and you should absorb it. 

DISCUSSION 
This study examined the differences in the attitudes of  preservice kindergarten teachers toward the 
remote and face-to-face experience of  pedagogical training in kindergarten in the course of  the third 
closure during the COVID-19 epidemic in Israel. The findings indicate the dissatisfaction of  most 
preservice teachers with remote pedagogical coaching (about 85%) at the physical, emotional, tech-
nological, and pedagogical levels (although they received academic training in digital technology) (see 
Table 1), and the satisfaction of  most preservice teachers with face-to-face pedagogical coaching 
(about 92%) at the physical, emotional, and pedagogical levels (see Table 2). At the same time, when 
the preservice teachers experienced face-to-face pedagogical coaching in the last quarter of  the year, 
most of  them (about 92%) were satisfied. They addressed its many benefits at the physical, emo-
tional, and pedagogical levels(see Table 2). Moreover, it is evident from the findings that the emo-
tional component was prominent, with emphasis on its deficiency in remote (see Table 1) and its 
benefits in face-to-face pedagogical coaching (see Table 2). 

CONCLUSIONS 
The conclusions that emerge from the study are the following. 

Technological barriers alongside the need for a supportive physical and emotional 
presence. 
The findings show that most preservice teachers were not satisfied with remote pedagogical coach-
ing. The main reason for their dissatisfaction was that technology presented a potential barrier to 
their training Wolf  (2018). Although the pedagogical coaches underwent a digital/technological ad-
justment in the distance pedagogical training (Nguyen, 2020), and adopted effective study technolo-
gies for optimal communication with the preservice teachers based on a transition to the use of  
smart mobile devices (Kalogiannakis & Papadakis, 2019), the new pedagogical coaching routines (Eu-
tsler et al., 2021) were not sufficient for preservice teachers who needed the pedagogical coach to be 
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present in face-to-face meetings with them in the practicum settings. Studies show that frontal sup-
port by a pedagogical coach affects the quality of  teaching and professional wellbeing of  preservice 
teachers, increases personal achievement, and raises motivation (Wolf, 2018). In practical frontal 
coaching, pedagogical coaches provide preservice teachers with learning conditions that are support-
ive on one hand and challenging on the other (Han & Damjanovic, 2014). Another study examining 
the satisfaction of  preservice teachers in practical training, not during an epidemic, found that they 
generally reported feelings of  energy and relaxation, and only a small proportion reported feelings of  
frustration (Van Schagen Johnson et al., 2017). The present study examined preservice teachers’ atti-
tudes toward remote pedagogical coaching during an epidemic. It emphasized the importance of  the 
pedagogical coach’s frontal presence at the practicum site and her contribution to the preservice 
teachers’ professional development and their mental wellbeing in training. 

What is needed now is transformation.  
The findings show that few of  the preservice teachers were satisfied with remote pedagogical coach-
ing. The study demonstrated that preservice teachers realized that the teaching profession is by na-
ture a transformative one (Dweck, 2012; Feiman-Nemser, 2012), and that to successfully cope with 
kindergarten practicum under remote pedagogical coaching during the COVID-19 epidemic, they 
would need to change. The study also shows that the adoption of  new technology, which has been 
part of  teaching, organizational, and relationship assignments during training (Friedman & Kass, 
2002), is a key contributor to their self-efficacy, and it also prevents anxiety (Eutsler et al., 2021). Pre-
vious studies have reported that preservice teachers experienced heightened stress and strain during 
COVID-19 (Zilka, 2021), and only a small proportion in the present study showed a good ability in 
coping with stress and crisis. An insight contrary to the insights presented above suggests that most 
of  the preservice teachers in the practical training who were dissatisfied with the remote pedagogical 
coaching lacked the capacity to change and face the new reality, neither in its techno-pedagogical nor 
its emotional aspects, despite their considerable efforts invested during the practicum experience. 
This finding reinforces those of  the study by Aizenberg and Zilka (2022), in which differences were 
found between preservice teachers in their stability and self-efficacy, including creativity, resilience, 
independence, and flexibility, and the degree of  e-Readiness for teaching in a digital environment. 

LIMITATIONS OF THE STUDY 
The sample included 26 preservice teachers in early childhood education and examined their position 
regarding the experience of  remote pedagogical coaching vs. face-to-face pedagogical coaching in 
kindergarten during the COVID-19 epidemic in Israel. The remote pedagogical coaching experience 
preceded the “normal” experience of  face-to-face pedagogical coaching, and therefore it is likely that 
the latter was perceived as better and more successful in the extreme, whereas the remote pedagogi-
cal coaching was perceived as a short-lived and transient experience. Moreover, the perception of  the 
differences between the two types of  pedagogical coaching was dichotomous from the point of  view 
of  the preservice teachers. It is possible that the choice of  other research tools, such as in-depth in-
terviews, would have produced a less dichotomous picture. 

PRACTICAL IMPLICATIONS AND RECOMMENDATIONS FOR FURTHER 
RESEARCH  
The findings of  the study show how important in-person learning and engagement is for everyone, 
especially for Preservice teachers, and may be helpful for pedagogical coaching teams. Preservice 
teachers’ awareness of  the pedagogical coaching experiences could persuade the coaching teams to 
avoid potential difficulties, increase emotional support, and refine the use of  technology to make it a 
closer substitute for frontal communication, for example, by using personal Zoom sessions, and indi-
vidual and group WhatsApp video calls. As part of  a comprehensive change process, kindergartens 
will also need to be prepared, among others, to allow appropriate conditions for technological 



Aizenberg 

49 

communication, such as connection to the Internet, and display screens that eliminate as much as 
possible the distortion of  proportions in the interpersonal encounter of  pedagogical coaches with 
preservice teachers in the kindergarten. 

SUMMARY 
The paper provides insight into the experiences of  early childhood preservice teachers in Israel dur-
ing the third wave of  the COVID-19 epidemic. Specifically, the study indicates that remote pedagogi-
cal training has many disadvantages that outweigh the advantages. Also, early childhood preservice 
teachers prefer to experience face-to-face pedagogical training based on interpersonal relationships 
that allow them to develop better during the training period. 
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