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| ABSTRACT 

The purpose of this paper is to examine selected preservice elementary teachers' pedagogical beliefs before and after the 

teaching immersion program using Calderhead's Five Aspects of Pedagogical Beliefs. It aims to uncover meaningful experiences, 

challenges, and factors that contributed to the change in preservice teachers' pedagogical beliefs. This study employed a 

qualitative narrative research design with six preservice elementary teachers. The data revealed that the preservice teachers' 

beliefs significantly changed after the teaching immersion program. The factors contributing to their changes were time 

constraints, classroom management, and pedagogical responsibilities. However, two factors transcended Calderhead’s 

framework. Thus, the development of an enhanced framework, Seven Aspects of Pedagogical Beliefs, to include the participants’ 

beliefs on school culture and mentoring practices. The results of the study provide the pedagogical beliefs, meaningful 

experiences, challenges, and changes in pedagogical beliefs of pre-service teachers. However, the study is limited to Bachelor of 

Elementary Education. The study reveals that quality education in teacher education could be furthered through curriculum 

changes; therefore, it is critical to investigate how pedagogical beliefs influence preservice teachers' classroom decisions. This 

study uses a qualitative approach to provide a comprehensive picture of preservice teachers' pedagogical beliefs. Given that their 

beliefs differed before and after their teaching immersion, it is vital to provide new insights into the factors causing this difference. 
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1. Introduction 

By 2030, the Philippines aims to achieve the Sustainable Development Goals (SDG), specifically SDG 4, which is to “ensure inclusive 

and equitable quality education and promote lifelong learning opportunities for all” (United Nations, Philippines, 2023).  Teacher 

Education Institutions (TEI) teach professional education courses to develop preservice teachers’ pedagogical beliefs. To connect 

theory to practice, they also undergo teaching immersion programs to experience the realities of teaching in Philippine classrooms. 

It is imperative to develop their professional competencies by providing activities that offer students opportunities to progress 

from thinking and learning to taking action in support of sustainable development and well-being (Oxam, 2018). To achieve this, 

quality training of preservice teachers is essential. There is a need to train future teachers and make certain that they can adapt to 

changes to ensure that inclusive and equitable education and lifelong learning are given to children in preparation and response 

to national statutory and regulatory requirements such as the Commission on Higher Education Memorandum Orders (CMOs). 

Furthermore, standards are set in place through the Philippine Professional Standard for Teachers (PPST), which preservice teachers 

may utilize to evaluate their efficacy in the actual classroom during their teaching immersion program, which can aid them in 

improving their beliefs and practices during their in-service years (DepEd, 2017). 
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Numerous research was conducted on determining preservice teachers’ pedagogical beliefs (e.g., Borg, 2001; Tarman, 2012; 

Crisologo et al., 2023). Other researchers also revealed how preservice teachers’ pedagogical beliefs were not aligned with their 

classroom practices during their practice tea ching (Lim and Chai, 2008; Debreli, 2012; Thomm et al., 2021). Lim and Chai (2008) 

stated that teachers who hold strong pedagogical beliefs on the constructivist notion of teaching and learning shifted to the 

traditional way of teaching. Furthermore, according to Okogbaa (2017), no matter how intensive their preparation was during their 

four years of teacher training program, they did not fully prepare themselves on what to expect in the field of teaching. As 

substantiated by a study conducted by the Organization for Economic Co-operation and Development (OECD), a teacher must 

prepare for the following roles: 

 

In many countries, the role and functioning of schools are changing and so is what is expected of teachers. Teachers are asked to 

teach in increasingly multicultural classrooms; to place greater emphasis on integrating students with special learning needs in 

their classrooms; to make more effective use of information and communication technologies for teaching; to engage more in 

planning within evaluative and accountability frameworks; and to do more to involve parents in schools (OECD, 2009 p. 29).  

 

Therefore, it is expected that some of their beliefs will be challenged during their teaching immersion (Tillema, 2000). Debrelli 

(2012) stated that as teachers are more exposed to real classrooms, their gained pedagogical beliefs that they held at the beginning 

have not been applicable in the classrooms that they are handling. Nevertheless, it is during their teaching immersion that the 

preservice teachers have encountered many challenges and meaningful experiences. 

 

2. Literature Review  

2.1 The rudiments of preservice teaching in the Philippines 

In the Philippines, preservice teachers undergo an intensive teacher education program. As a final requirement, they will be 

immersed in a real classroom setting during their teaching internship. This experience will allow them to apply the educational 

theories they have studied in their content and pedagogy courses.  To make sure that the pre-teachers have the tools necessary 

to successfully apply the K–12 curriculum, especially after experiencing the pandemic which greatly affected the landscape of 

global education delivery and pedagogical belief, the preservice teachers were made to undergo rigorous training based on PPST 

(DepEd, 2017).  In DepEd Order 42 series 2017 entitled National Adoption and Implementation of the Philippine Professional 

Standards for Teachers (PPST), it is stated that: 

 

 DepEd recognizes the importance of professional standards in the continuing Professional development and   

              advancement of teachers based on the principle of lifelong learning. It is committed to supporting teachers and taking  

              cognizance of unequivocal evidence that good teachers are vital to raising student achievement. Quality learning is  

              contingent on quality teaching. Hence, enhancing teacher quality becomes of utmost importance for long-term and  

              sustainable nation-building (DepEd, 2017). 

 

Therefore, during the teaching immersion, the preservice teachers engage in practical teaching and learning activities related to 

learning assessment, creating instructional materials, and other classroom procedures (DepEd, 2022), to fully prepare them for 

their career as beginning teachers.   

 

2.2 On Formation of Teachers’ Personal Beliefs   

There is a wealth of data that indicates how a teacher’s personal beliefs immensely influence their professional behavior (Pajares, 

1992, Borg, 2001, Tillema, 2000, Tarman 2021).  Beliefs are defined as “powerful filters that shape how an individual sees the world, 

sees other people, and sees oneself” (Nelson and Guerra, 2009 p.70 as cited in Guerra and Wubbena, 2017). In other words, one’s 

personal beliefs serve as a moral compass in the way they deal with others in a given situation. Holding on to beliefs as “powerful 

filters” will help in determining what one should do and not do in certain circumstances.  Therefore, when an individual has to 

decide anything in life, the beliefs that have been formed will serve as their guide. Belief, in the words of Pehkonen and Pietilä 

(2003), is a form of experience-based, subjective knowledge. Uso-Domenech and Nescolarde-Selva (2016), explained that every 

person has a set of beliefs that they subscribe to, and it is through this mechanism that each one attempts to "make sense" of the 

world.   

 

Through the influence of family, friends, society, and life experiences, people's values, beliefs, and attitudes are developed and 

bound over time. As a result, once an individual reaches adulthood, they can have strong opinions about almost anything.  This 

sense of faith is recognized as true by the individual and as a result, it demands a deep commitment and acts as a guide for 

thinking and acting (Borg, 2001).  
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2.3 On the formation of elementary preservice teachers’ pedagogical beliefs 

Through the educational lens, beliefs are defined as one's convictions, philosophy, ideas, or opinions toward teaching and learning 

(Haney et al., 2003). These beliefs develop gradually over time through their early experiences and education. These beliefs are 

termed pedagogical beliefs. Calderhead defines teachers' pedagogical beliefs as “untested assumptions that influence how 

[teachers] think about classroom matters and respond to particular situations” (Calderhead, 1996, p. 719).  According to Clark and 

Peterson (1986) as cited by Debreli (2012), teachers' pedagogical beliefs about teaching and learning influence their decision-

making and planning methods, their approaches to teaching, the tasks, and materials they choose to use in classrooms, and their 

interactions with students. As supported by Hadami et al. (2013) and Thomson et al., (2012) as cited by Mellati (2015) that teachers' 

pedagogical beliefs are important contributors to the teaching process and the success of both teachers and learners. Therefore, 

teachers’ decisions and actions are dictated by their pedagogical beliefs. Taking into consideration the many ways pedagogical 

beliefs are defined, what can be gleaned from this is that pedagogical beliefs have a significant impact on preservice teachers. 

 

After the preservice teachers have gone through their teacher training, they will be bringing with them into the classroom their 

own set of beliefs (Johnson, 1994). It is believed, therefore, that when they go and teach in the classrooms, these established 

pedagogical beliefs would be difficult to change since they have been entrenched in their system (Pajares, 1992).  However, one’s 

pedagogical beliefs can only be changed if it is proven to be unsatisfactory, and to prove that it is unsatisfactory, that belief should 

be questioned (Pajares, 1992).   

 

Idealistically, elementary teachers go to their classrooms to teach and help their students succeed academically and socially.  

Aubrey (1968) contended four decades ago that elementary teachers are seen as “one who imparts knowledge” but now [teacher] 

is expected to be a knowledge specialist, a counselor, a coordinator of instruction, and a surrogate parent” (p .279) Therefore, 

elementary teachers play a vital role in helping these students attain the set goals as well as to perform these functions that are 

expected from them.  Boutte (2012) argued that for students to succeed academically and socially, high-quality, and equitable 

education at the elementary school level will continue to be crucial. Therefore, when these preservice teachers work as full-fledged 

elementary teachers, there is a need to emphasize the importance of pedagogical beliefs before undertaking the teaching 

immersion program.  

 

2.4 Transformation of pedagogical beliefs during teaching immersion program:  

As mandated by the Commission of Higher Education (CHED) Memorandum Order 74 series 2017, teaching immersion is the final 

capstone of graduating students of Teacher Education wherein preservice teachers must undergo a minimum of 360 hours in basic 

education under the mentoring of a cooperating teacher (CHED, 2017). The primary purpose of the teaching immersion program 

is to assist preservice teachers in developing field experience skills while being mentored by experienced educators (White, 2017).  

After four years of rigorous teacher development program, teaching immersion allows future teachers to put their instructional 

expertise and teaching techniques into practice. In addition to this, teaching immersion also teaches the preservice teachers the 

opportunity to learn how to manage the classroom (Cakmacki, 2009). As Tarman explains (2012), the teaching education program 

has prepared them well on how to teach, however, it is in teaching immersion that they can be prepared to deal with different 

kinds of problems in the classroom. The pandemic has not hindered the required preparations for preservice teachers. DepEd has 

released a new memorandum order, CMO 160 entitled “Policies and Guidelines on the Deployment of Preservice Teachers for Field 

Study and Teaching Internship”.  Even in the new normal, experiential and developmental activities are requisite during the teaching 

immersion program. (DepEd, 2022).  

 

Some evidence suggests that preservice teachers' pedagogical beliefs transform after their teaching immersion program.  Voinea 

and Alina-Oana (2015), contended that changes in pedagogical beliefs can be made as a result of personal experiences, societal 

development, and other elements that have an impact on education and social change. Wanless et al., (2015) argued that most 

likely, teachers’ pedagogical beliefs about teaching practices are impacted by their interactions with their students.  Another study 

conducted by Debreli (2012) revealed that when preservice teachers were exposed to real classroom scenarios, as well as 

challenges, they realized that some of the pedagogical beliefs that they held on to were not applicable. The teaching immersion 

experience is one of many factors, according to earlier studies, that may contribute to changing one's pedagogical beliefs. Because 

of this, there has been a lot of focus on teacher training programs to better understand the pedagogical beliefs that preservice 

teachers changed after participating in teaching immersion programs and the factors that influenced these changes.  

 

Before entering their teaching immersion program,  there are five aspects of teachers’ pedagogical beliefs that preservice teachers 

would be bringing with them that would make an impact on the way they teach and handle their students: (1) beliefs about learners 

and learning, (2) beliefs about teaching, (3) beliefs about a subject, (4)  beliefs about learning to teach, and (5) beliefs about oneself 

and the role of a teacher (Calderhead, 1996, p. 719). In a study conducted by Qiu et al. (2021), the researchers explored how various 

aspects of teachers’ pedagogical views would impact teaching methods in English Language Teaching by Calderhead's 

classification. As a result of their study, it was concluded that there is a disconnect between teacher’s pedagogical beliefs and 
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actualized practice. Therefore, the development of preservice teachers' professional identities depends heavily on their time in 

their teacher preparation program.  Thereafter, the preservice teachers are expected to have developed their educational belief 

system that will help them make informed decisions and judgments regarding the approaches, strategies, and techniques they 

need to use in the classroom. These pedagogical beliefs, according to Borg (2001), also influence how they choose the activities 

and teaching resources. These also affect how they handle their students in the classroom, how they create assessments, and how 

to evaluate their pupils. Therefore, the best indicator of how teachers would act in the classroom is their beliefs (Pajares, 1992). 

This statement was validated by Lee (2015) that preservice teachers' pedagogical beliefs significantly influence their future 

practices.   

 

2.5 Preservice Teachers and SDG4 

To achieve SDG 2030 in promoting quality education, quality training of preservice teachers is imperative. SDG4, in particular, 

focuses on education and aims to “ensure inclusive and equitable quality education and promote lifelong learning opportunities 

for all” (UNP, 2023).  It is stated in UNESCO (2021) that under SDG “By 2030, substantially increase the supply of qualified teachers, 

including through international cooperation for teacher training in developing countries, especially least developed countries and 

small island developing states”. To ensure that “qualified teachers” will be supplied, teachers must be trained well during the 

preservice teachers’ training program, where they will be taught various learning theories and teaching pedagogies. Moreover, 

understanding these theories and pedagogies will help the preservice teachers utilize different techniques according to the needs 

of their students; as such, this will contribute to the success of the students that they will be handling in the classroom.  Since, 

according to Pajares (1992), the teacher’s beliefs are considered one of the strongest predictors of how they will handle the 

classroom, it is important that these pedagogical beliefs are identified and determine the factors why these changed. 

 

Many studies of this nature employ a quantitative approach; thus, this study utilizes a qualitative approach to illuminate a complete 

picture of preservice teachers’ pedagogical beliefs. Given that there is a difference between their beliefs before and after their 

teaching immersion, it is also necessary to offer fresh insight into the factors producing this difference as well as the meaningful 

experiences that they encountered. Looking into preservice teachers' change of pedagogical beliefs after the teaching immersion 

may lead to the improvement of teaching programs to develop curricula that support 21st-century learning. Understanding the 

nature of these gaps may help educators learn how to reduce them and may also help them enhance the teaching immersion 

program being provided by TEIs. The purpose of the study is to identify the pedagogical beliefs of preservice teachers before and 

after the teaching immersion program according to Calderhead’s (1996) five aspects of pedagogical beliefs, their meaningful 

experiences, challenges, how they adapted from the challenges, and the factors that contributed to the change of those beliefs. 

This study aims to answer the following research questions: 

 

1) What were the preservice teachers’ existing pedagogical beliefs before their teaching immersion program? 

2) What meaningful experiences and challenges did the preservice teachers encounter during their teaching immersion 

program? 

3) How did the preservice teachers cope with the challenges they experienced during the teaching immersion program? 

4)  What factors contributed to the changes in the elementary preservice teachers’ pedagogical beliefs after their teaching 

immersion? 

 

The framework shows that teachers’ pedagogical beliefs are formed from their understanding of their international commitment 

to fulfill the SDG4 and to achieve the National Statutory and Regulatory Requirements stipulated in the PPST and CMO.  Along 

with their early experiences in life and their education as preservice teachers, they would be bringing with them five aspects of 

teachers’ pedagogical beliefs that would make an impact on the way they teach and handle their students: (1) beliefs about learners 

and learning, (2) beliefs about teaching, (3) beliefs about a subject, (4)  beliefs about learning to teach, and (5) beliefs about oneself 

and the role of a teacher (Calderhead, 1996, p. 719).  
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Figure 1. 

Five Aspects of Pedagogical Beliefs of Pre-service Teachers 

 

 
3. Methodology 

Six female elementary preservice teachers participated in the study.  In the last semester of the final year of their study, the 

preservice teachers were deployed to private schools for their teaching immersion program.  To complete the program, they were 

required to handle basic education classes for a total of 300 hours under the mentorship of a cooperating teacher. The names of 

the preservice teachers were kept confidential due to ethical concerns. 

 

Qualitative narrative research was utilized to uncover the challenges and experiences of the preservice teachers. Narrative research 

is a methodology for studying individual lived experiences as a source of knowledge in and of itself that merits further investigation 

(Clandinin, 2007). To obtain the data for this research, reflection journals were part of the class requirement. Before the preservice 

teachers were deployed, they were made to write reflection journals on their pedagogical beliefs, however, the participants were 

informed informally that their narratives would be used for the study. After getting their permission, the participants were given 

an information sheet and an informed consent form.  Before gaining written informed consent, participants were given verbal and 

written information about the study's design and process. They were also told how their data would be recorded, processed, 

documented, and presented. Participation in the study was entirely voluntary, and all names were substituted with identifying 

numbers to maintain confidentiality. 

 

Data for the study came from two sources. First, the preservice teachers were tasked to write reflective journals before and after 

the teaching immersion program. Before the teaching immersion program, the preservice teachers were asked to write a reflective 

journal based on thirteen questions. After the teaching immersion, they were tasked to write the same reflective journal with the 

same thirteen questions. In total, twelve narratives were gathered and analyzed by the researcher. Then after writing the reflection 

journals before and after the teaching immersion program, focus group discussions (FGD) were scheduled at a time that was 

convenient for all of them. FGD was conducted twice before and after the program. The participants were informed of the 

objectives of the study and FGD. They were assured that their names would remain anonymous. Codes will be used instead of their 

real names. FGD was conducted for an hour to discuss their answers in-depth. 

 

 An analytical frame known as "narrative analysis" allows researchers to analyze stories that are shared in daily life or within the 

context of their research (Parcel and Baker, 2017). Research on narratives tries to investigate and conceptualize human experience 

as it is expressed in written works. The goal of narrative research is to get rich and free-ranging discourse by working with small 

samples of participants to obtain an in-depth examination of the meanings that individuals give to their experiences.  In most 

cases, this entails speaking with people who know the subject at hand, although it may also entail reading and analyzing written 

materials (Josselson, 2012). 
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 After carefully examining the information gathered from six preservice teachers' narratives, the researcher first classified the 

preservice teachers' pedagogical beliefs according to Calderhead's five pedagogical aspects. The overall goal of data categorization 

was to ascertain the changes in the preservice teachers' pedagogical beliefs through constant comparison of their narratives before 

and after the teaching immersion program. Participants’ narratives were investigated for common themes to determine their 

pedagogical beliefs before their teaching immersion, their meaningful experiences, and challenges, how they adapted to these 

challenges, and the changes in their pedagogical beliefs. The data from the recorded FGD were used to help the researchers gather 

more insights and get additional information not openly discussed in the narratives. The researchers followed the six steps of 

thematic analyses (Braun and Clarke, 2006) to examine the reflection journals and transcripts from the interview.   

 

4. Results and Discussion  

The responses of the preservice teachers reflect their existing pedagogical beliefs before their teaching immersion program. 

Beliefs about learners and learning. These beliefs refer to the preservice teachers’ view of the learners and how the students learn. 

Experiential Learning.  Before they started their immersion program, all participants had similar beliefs on how elementary teachers 

should teach children. They all stressed the importance of actively engaging with students in direct experience to expand the 

children’s knowledge and build their skills.  A preservice teacher was narrated: 

 

Children learn through experience. Students can apply ideas and knowledge taught in the classroom to real-world issues when they 

are involved in hands-on experiences.  (P-01).  

 

 All the preservice elementary teachers narrated that they were taught the value of hands-on experiences in the classroom during 

the entire teaching preparation program. As one of the preservice teachers explained during FGD: 

 

     Children learn best when they experience everything firsthand. (P-03)  

 

 The pre-service teachers were rigorously trained to use teaching strategies where children learn by doing. Instead of listening to 

the teacher lecture about a given subject, the teacher engages the students with an activity where the students create or solve a 

problem.  The teachers explained that materials are used in class to help children understand the concepts better. This is validated 

by Holstermann et al., (2010) that in a school setting where interest is an important variable, materials that children can see and 

manipulate by hand spark and hold their interest as compared to just looking at the board and answering worksheets. 

      

Use of play-based activities. During the entire teaching program, they were taught that, since they would be handling young 

children, fun activities should be incorporated into the lesson to get their attention. Activities should be exciting, game-based, 

technology-driven, and collaborative.  

 

     I have learned that children learn best through incorporating play in the lesson.  (P-03)  

    We were made to understand that we will teach in a generation where ‘play is a vehicle for learning’. (P-04) 

 

All preservice teachers agreed that they had been taught the importance of play-based activities, which they should incorporate 

into their lesson plans because play is how children learn efficiently. According to Martin and Murtagh (2017), active learning has 

been demonstrated to increase both learning and health outcomes. Furthermore, preservice teachers mentioned during FGD that 

when games are included in the classes, children are more likely to participate. 

 

Beliefs in teaching. These beliefs refer to how preservice teachers view teaching as a profession.  

  

Passionate and committed. Before the teaching immersion program, all preservice teachers were unanimous in saying that teaching 

is a noble profession where teachers should be passionate about their work.  

    

     The required skills are also necessary for this job. Passion is not enough. You need to be committed to  

     developing the skills, look for strategies and more that needs to be worked on to become an effective  

     teacher. (P-5) 

 

Based on the narratives of the preservice teachers, passionate and devoted teachers are constantly looking for ways to better their 

craft because they are essential for great teaching. According to Zehm and Kottler (1993), passionate instructors are individuals 

who enjoy their work; hence, preservice teachers recognize that to produce high-quality and successful learning, passion and 

commitment are required.   
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Persevering and motivated. Early on, all preservice teachers knew that teaching entails hard work, however, most of them narrated 

that their students who show improvement motivate them to continue with their work. 

 

     I know that teaching is hard work so dedication and motivation are needed to stay in this job. (P-05) 

 

The preservice teachers are aware that teaching entails hard work thus quitting is not an option. Therefore, perseverance influences 

their performance. As Fabelico and Affalla (2020) stated, the persistence of teachers influences their self-efficacy in reacting to 

needs, encouraging pupils, and dealing with changes. Their grasp of how important it is to continue and not quit despite the hard 

work teaching entails is evident as early as in their immersion program 

 

Beliefs about the subject. These beliefs refer to how teachers perceive the importance of the subject matter and how it should be 

taught to elementary students. 

 

Knowledgeable about the content. All preservice teachers believed at the beginning of the teaching immersion program that 

teachers should be knowledgeable on the subject that they will teach. As elementary teachers, it is expected that they have subject-

specific knowledge, such as content knowledge and pedagogical content knowledge but also the capacity to apply that 

information in difficult classroom scenarios (Jeschke et al., 2021). All the pre-service teachers wrote in their journals that they are 

expected to be experts in the subjects they are handling. They are very much aware of the expectations of the teachers as well as 

the students. 

 

     My cooperating teacher expects that I will teach the subject effectively. I must study the     

     lesson very well. (P-02) 

  

A preservice teacher explained during FGD that during their orientation, the school principal made it clear that it is stated in their 

philosophy, vision, and mission that children will reach their full academic potential and parents are expecting this to be manifest, 

therefore, they need to make sure that the students will learn. Subject-specific knowledge, such as content knowledge and 

pedagogical content knowledge are standards indicated in the PPST stipulated in DepEd No. 42. Series of 2017 where teachers 

should “recognize the importance of mastery of content knowledge and its interconnectedness within and across curriculum areas, 

coupled with a sound and critical understanding of the application of theories and principles of teaching and learning.” (p.4) Hence, 

to be an effective 21st-century teacher in the Philippines, proficiency in the subjects should be demonstrated by the preservice 

teachers in increasing levels of knowledge and practice. 

 

Fun and creative. The preservice teachers wrote in their journals that even before the teaching immersion program, they were 

taught as elementary teachers to make their activities fun for elementary students.  

 

Most of the children easily get bored, that is why we must always be creative and think of ways to present a lesson effectively 

to get the attention and interest of each child. (P-04) 

 

As teachers are the focal figures in the classroom, it is required that they are competent to teach the subjects in a manner that will 

make the students interested in learning. This is validated by Erickson (1978) as stated by Answer (2019) that “Effective learning in 

the classroom depends on the teacher’s ability to maintain the interest that brings students to the course in the first place (p.4).” 

To gain the students’ interest, most of the preservice teachers mentioned that when they plan activities, they include role-playing, 

play-based, or collaborative activities to make the children excited to learn in class. 

 

Beliefs about learning to teach. These beliefs refer to how the preservice teachers view professional development. 

 

Teachers as Lifelong Learners. At the beginning of the teaching immersion program, all preservice teachers understand the value 

of continuous professional development. As one preservice teacher narrated: 

 

Teachers are lifelong learners. We should never stop learning. We need to keep upskilling to cope with the changes. (P-05) 

 

Preservice teachers are cognizant of the importance of continuous professional development especially in their future careers as 

teachers. Valuing professional and personal development and improvement of practice is also stipulated in PPST Domain 7: 

Personal Growth and Personal Development (DepEd, 2017).  Hence, it is expected that all teachers from beginning to distinguished 

teachers will keep undergoing personal and professional growth for the benefit of the students that they will handle. 
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Beliefs about self and the teaching role. These beliefs refer to how the preservice teachers see themselves and their role in the 

classroom. 

 

Teacher’s role in the classroom. Before the teaching immersion program, all the preservice teachers agreed that they see themselves 

as facilitators of learning in the classroom. The majority narrated that their role is to create a situation in which the students can 

effectively learn. One preservice teacher narrated:  

 

     As a teacher, my role is to help them become successful in their studies (P-02) 

 

According to Stronge (2018), the classroom setting, instruction, and pedagogy are factors that can impact a teacher's efficacy 

which may influence student engagement and achievement. Therefore, their role as teachers is not just confined to teaching but 

also in a classroom setting where relationship with the students is cultivated. One preservice teacher wrote in her reflection journal: 

 

     My cooperating teacher keeps telling me that we are not just teachers but have many roles in  

     the classroom. We are also advisers and encouragers of children. (P-03) 

 

As teachers are not just confined to lecturing where their students are dutifully listening, the preservice teachers realize that the 

essence of education is a close interaction between a knowledgeable, caring adult and a secure, motivated student. As classrooms 

today are very diverse, they understand that their most important function as a future teacher is to get to know their students as 

individuals to understand their uniqueness.  

 

Meaningful Experiences During the Teaching Immersion Program. The preservice teachers shared their meaningful experiences 

during their teaching Immersion Program. These meaningful experiences created an impact during their teaching immersion. These 

are (1) Interaction with students and (2) Supportive and Encouraging Cooperating Teachers. 

 

Interaction with Students.  The preservice teachers were unanimous when they narrated in the reflection that their interaction with 

the students made a positive and lasting impact on them. According to Milatz et al., (2015), a positive teacher-student relationship 

is a source of teacher wellbeing and may protect the teacher from experiencing burnout. A preservice teacher wrote: 

 

     It makes me so happy and recharged when they smile and hug me when I enter the room. (P-04) 

 

Five out of six preservice explained that the tasks in the classrooms are overwhelming and demanding, however, they would 

remember how happy and participative students were in the activities that they prepared. Their relationship with the students is 

their source of joy and a reward itself.  Teacher-student relationships, according to Spilt et al., (2011), are a source of daily emotions 

and cognitions, meaning, teachers need relatedness in which teacher-student relationship quality plays a pivotal role.   

 

Supportive and Encouraging Cooperating Teachers. The support of cooperating teachers throughout their teaching immersion 

program was memorable to the preservice teachers. Four out of six students expressed gratitude to their cooperating teachers for 

being encouraging and supportive.   Quality mentoring is much needed by the preservice teachers during these times.  One 

preservice teacher narrated: 

 

There were times that I felt I failed in the classroom, but my cooperating teacher would cheer me up and teach me what I needed to 

improve on. (P-05) 

 

As posited by Jita and Munje (2022), preservice teachers feel encouraged during their teaching immersion when they receive 

quality guidance which enable them to develop the skill that they need to perform better. Lasauskienė and Barkauskaitė (2015) as 

cited by Jita and Munje (2022) supported the idea that when quality feedback is given to them, this instills motivation and 

confidence to continue teaching. 

 

Challenges of Preservice Teachers. All preservice teachers were unanimous when they narrated in their reflection journals that they 

were overwhelmed with time constraints, classroom management, and pedagogical responsibilities. 

 

Classroom Management. Most preservice teachers said that it was difficult to keep the students calm when they became overly 

excited by the games and other activities, resulting in a disruptive class. One preservice teacher wrote: 

 

I had a hard time keeping the class quiet sometimes. This is when my cooperating teacher  

steps in to help me. (P-02) 
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Classroom management is a serious challenge for the preservice teachers. Most of them shared that they must prepare meaningful 

and engaging classroom activities to keep them engaged in learning. A preservice teacher wrote: 

 

After several days of having difficulty in classroom management, my cooperating teacher helped me think of engaging activities so 

that everyone in the classroom would participate. She explained that when the children are engaged in learning, less likely they are 

to cause disruptions. (P-05) 

 

As validated by Ersin et al., (2020), any flow of instruction in the classroom can be interfered by poor classroom management. 

Therefore, preservice teachers must be trained to think of appropriate activities that will engage students in the classroom (Samu, 

2020). 

  

Time Constraints. The preservice teachers shared during FGD that they are striving hard to design engaging activities, however, at 

the beginning of their teaching immersion, most of them shared that they were not able to implement what they planned due to 

lack of time. One preservice teacher narrated: 

 

     During the first few weeks, I had a problem finishing the activities. My cooperating teacher always    

     points at her watch because the time is running out and the children are not done yet. (P-04) 

 

Some teachers explained during FGD that time is lost when they ask the children to settle down, fix their things, and get the 

attention of the children. This is corroborated by Saloviita (2013) that the loss of time at the beginning of the lesson may seem to 

be insignificant, but as it accumulates, this affects the total amount of time for that lesson. 

 

Pedagogical Responsibilities. Cooperating teachers assigned tasks in the classroom as well as tasks that are needed to be prepared 

at home. Most of the teachers narrated that although they were guided by their cooperating teachers, they still found the tasks 

overwhelming. A preservice teacher shared during the discussion:  

 

     My work in school is difficult, then at home, I was up all night doing the instructional materials because  

     I do not want to disappoint my cooperating teacher. I want to make sure that the students will learn.  

     (P-06) 

 

As validated in the policies and guidelines stipulated by DMO 160 s. 2022, preservice teachers take part in teaching and learning 

activities in the classroom which include preparation of classroom materials and other classroom activities (DepEd 2022). Due to 

the numerous tasks that teachers do in the classroom, the preservice teachers feel overwhelmed with the pedagogical 

responsibilities that were assigned to them. 

 

Coping with the Challenges. To deal with the challenges, the preservice teachers found their motivation from their cooperating 

teachers and students.  

 

Support and Encouragement of Cooperating Teachers.  To deal with the problems, the preservice teachers expressed how important 

it is for them to have support and encouragement.   Their conversations with cooperating teachers were extremely encouraging.  

Furthermore, they always look forward to hearing their cooperating teacher's evaluation at the end of the lesson. Their cooperating 

teachers advise them on how to improve and avoid mistakes. A preservice teacher wrote: 

 

     There were times that I felt like giving up on the tasks, but my cooperating teacher would always    

     encourage me. Her positive feedback is very important. It motivates me to continue with my tasks. (P-05) 

  

Based on the narratives, the belief in the mentoring practices of their cooperating teacher is vital to their success in the immersion 

program. As validated by Andres et al., (2021), cooperating teachers’ mentoring is essential in making the preservice teachers 

experience a meaningful practice to help them meet their responsibilities as future teachers. 

 

Factors that contributed to the changes in elementary teachers’ pedagogical beliefs. After the immersion program, the beliefs of 

some of the preservice teachers changed. Two factors contributed to the changes in the pedagogical beliefs: (1) School culture 

and (2) Mentoring practices. 

 

Beliefs about School Culture. These beliefs refer to the preservice teachers’ beliefs on the common values and goals of the school 

that should be followed.  A preservice teacher explained during FGD, that the school follows an approach, therefore, they should 

adhere to it. The preservice teacher narrated: 
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When I submit plans, my cooperating teacher asks me to change some parts. There are some activities that she suggests. 

She tells me, “This is how we do it.” (P-01) 

One preservice teacher mentioned that excellence is what the school promised, so they need to deliver what is expected of the 

school: 

There are times that I had to do away with experiential learning and focus more on memorization and drills because this is 

how the teachers do it in school. (P-03) 

 

The elementary preservice teachers’ change of beliefs was influenced by the school culture since they believe that they need to 

cooperate and follow since the classroom practices are the shared mission of the school geared towards excellence. 

 

Belief about Mentoring Practices. These beliefs apply to the preservice teachers' perceptions of the impact of their cooperating 

teacher's mentoring skills. Some of the preservice teachers' pedagogical beliefs were changed because of the cooperating teachers’ 

effective modeling of their best practices. One preservice teacher narrated: 

 

 I used to believe that play-based activity was the best way to teach young children but when I saw my cooperating teacher 

use direct instruction and how she handled the class effectively. I compared it to how I use play-based activity which resulted 

in a noisy classroom. It made me realize that sometimes it is best to use a direct instruction approach from time to time. (P-

01) 

 

As I observe my cooperating teacher, I find myself doing what she does because I see how she effectively teaches the class. 

(P-04) 

 

Filipino elementary preservice teachers view their cooperating teachers as the most influential people in the preservice teachers’ 

journey of learning to teach. As McCarthy and Quinn (2010), posited in their study, cooperating teachers model the best practices 

and pass these along to the preservice teachers.  As a result, preservice teachers believe that cooperating teachers' beliefs are 

worth emulating since they have seen how effective these beliefs have been when implemented in the classroom. When the 

preservice teachers witnessed how successfully their cooperating teachers managed their classes, they changed their pedagogical 

beliefs. 

 

After the meaningful experiences and challenges they encountered during the teaching immersion program, the preservice 

teachers’ pedagogical beliefs have changed.   As a result of this study, two new pedagogical aspects were developed as experienced 

by the Filipino elementary preservice teachers: beliefs on school culture and beliefs on mentoring practices. 

 

Figure 2. 

Proposed Framework for Filipino Preservice Teachers’ Pedagogical Beliefs 

 

 
 

5. Conclusion  

The study sought to examine selected preservice elementary teachers' pedagogical beliefs before and after the teaching immersion 

program using Calderhead's Five Aspects of Pedagogical Beliefs (1996). It aimed to uncover meaningful experiences, challenges, 

and factors contributing to the change in preservice teachers' pedagogical beliefs. The result of the study revealed that the 

preservice teachers had their own pedagogical beliefs before they started their teaching immersion program and the findings 

showed that their pedagogical beliefs are not limited to Calderhead’s five aspects of pedagogical beliefs. Moreover, after the 
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immersion program, some of the preservice teachers’ pedagogical beliefs changed which resulted in the proposed preservice 

teachers' pedagogical beliefs framework which is supported by the result of this study.  The proposed framework is the result of 

meaningful experiences and challenges in the classroom, such as time constraints, classroom management, and pedagogical 

responsibilities in the context of Filipino elementary classrooms. The identified two beliefs based on the preservice teachers’ 

experience praxis and are greatly affected by the socio-cultural context of Philippine education. This study proposed a new 

framework that supports the addition of beliefs about school culture and mentoring practices.  For Filipino elementary pre-service 

teachers, the social milieu of the school where they were deployed also greatly influenced the change in pedagogical beliefs since 

they need to adhere to the school policies for the betterment of the educational practices of the school and to cater to diverse 

learners. This shows that teachers are motivated and engaged in schools that have a strong school culture.   Moreover, the 

cooperating teachers’ excellent mentoring practices through modeling resulted in a change in the preservice teachers’ pedagogical 

beliefssince their cooperating teachers were worthy of emulation. 

 

The study’s findings are limited to one school and six preservice teachers in the elementary level only. Only 12 reflective journals 

were used as the basis for their learning and teaching experiences in the classroom. Therefore, results may vary depending on the 

school culture and number of participants. 

 

Given the limited time, the preservice teachers’ immersion in the cooperating schools has resulted in changes in their pedagogical 

beliefs which they believed were necessary in handling the challenges that they experienced in the classroom.As corroborated in 

Tarman’s (2012) study that the challenges in the classroom prepare the preservice teachers to teach well. Moreover, the preservice 

teachers’ change in pedagogical beliefs is still aligned to meet the goals in SDG 4 (Quality Education) and some of the Commission 

on Higher Education Memorandum Orders (CMOs) in achieving teacher quality. This paper suggests that the teacher training 

program offered in teacher training institutions should make the preservice teachers become aware of their pedagogical beliefs. 

Therefore, it is recommended that a longitudinal study of preservice teachers’ seven aspects of pedagogical beliefs change from 

coursework to teaching immersion program be explored. Also, for future research,the study can be replicated in several schools 

for both the elementary and secondary preservice teachers, Likewise, it is recommended that a significant number of preservice 

teachers be called to participate to identify the changes in pedagogical beliefs before and after their teaching immersion using 

the proposed framework. 
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