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This qualitative study examines how international student-teacher interns enact
day-to-day pedagogy during cross-border practicum placements under the SEA-
Teacher Project of SEAMEO. Data were collected from eight interns representing
higher education institutions in the Philippines (n = 4), Indonesia (n = 2), and
Thailand (n = 2) and analysed using a narrative-informed thematic approach to
capture both lived experience accounts and cross-case pedagogical patterns.
Findings show that interns’ classroom practice was shaped by a dynamic interplay
of instructional autonomy in lesson design, adaptive use of student-centered
strategies, balancing structure and empathy in classroom management, and
combining formative and summative assessment approaches. At the same time,
pedagogical choices were constrained and redirected by institutional and structural
conditions, curriculum expectations, material resources, infrastructure, pre-
deployment preparation, and accommodation realities, together with
communication and cultural adjustment demands. Across contexts, mentorship
functioned as professional mediation by strengthening feedback cycles, emotional
support, and interns’ professional confidence. The study provides insights into
how teaching competence develops in international practicum settings by
clarifying what interns actually do to plan, teach, manage, and assess under cross-
cultural and resource-variable conditions, and by identifying program supports that
most directly enable adaptive, context-responsive teaching.

Keywords: international internships, student-centered learning, cross-cultural pedagogy,
classroom management, teacher education

INTRODUCTION

Globalization has reshaped higher education, fostering unprecedented
interconnectedness among institutions worldwide. In response, internationalization has
emerged as a strategic priority for higher education institutions (HEIs), encompassing
cross-border collaborations, student and faculty exchanges, and curriculum reforms
aimed at developing globally competent graduates (Knight, 2007). Within ASEAN,
education plays a critical role in regional integration and socio-economic development,
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positioning mobility and cooperation as central educational goals (ASEAN Secretariat,
2015).

In this regional context, teacher education has become a key site of internationalization.
Preparing teachers for multicultural, multilingual, and globally connected classrooms is
now considered essential (Gu, 2005; Robinson et al., 2019). The SEA-Teacher Project,
initiated by the Southeast Asian Ministers of Education Organization (SEAMEO),
exemplifies this effort by facilitating cross-border teaching practicum experiences for
pre-service teachers (Southeast Asian Ministers of Education Organization, 2019). The
program is designed not only to promote regional cooperation but also to enhance
pedagogical competence, intercultural understanding, and adaptability in diverse
educational settings (Hahl & Mikulec, 2018; Abdullah et al., 2020).

In the Philippines, the Commission on Higher Education (CHED) has institutionalized
internationalization through policies promoting student mobility, academic partnerships,
and internship abroad programs (CHED, 2013). These initiatives aim to enhance
employability, professional development, and global competitiveness (Espiritu, 2023;
Ulla, 2016). However, mobility alone does not guarantee pedagogical growth. Research
indicates that teaching abroad presents practical challenges, including language barriers,
cultural adjustments, and logistical constraints (Liu et al., 2006; Hutchison & Jazzar,
2007). For pre-service teachers, these challenges become more complex because
practice teaching bridges theory and real classroom realities (Magnusson, 2006). Prior
studies indicate that field practicum enhances pre-service teachers’ self-efficacy in
instructional strategies and classroom management through extended practice contexts
(Lee & Davis, 2023). Interns must design lessons, manage classrooms, and assess
students within unfamiliar institutional norms and resource conditions (Sujadi et al.,
2019; Rahmawati & Fitri, 2020).

Although international internship programs have expanded, existing studies often focus
on intercultural exposure or logistical experiences rather than on the detailed
pedagogical work interns perform in host classrooms (Alred, 2003; Barkhuizen &
Wette, 2008). Limited attention has been given to how interns actually craft lesson
plans, deliver instruction, manage behavior, and implement assessment in cross-cultural
environments (Wang & Barak, 2020). Understanding these day-to-day pedagogical
decisions is critical because they reveal how internationalization operates in real
teaching practice. Reflective practice during internships has been shown to deepen
professional growth and strengthen adaptive skills as pre-service teachers confront real
classroom complexities (Xu et al., 2025).

Importantly, pedagogy across ASEAN countries is shaped by national curriculum
reforms, language policies, institutional cultures, and classroom traditions. These
differences create unique teaching environments for international interns.

In the Philippines, pedagogy is strongly influenced by the K to 12 reform and
multilingual education policies. The institutionalization of Mother Tongue-Based
Multilingual Education (MTB-MLE) has reshaped classroom discourse, requiring
teachers to adapt instruction to students’ linguistic backgrounds (Parba, 2018). Spiral
progression in science and competency-based curriculum structures further shape how
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teachers sequence content and assess learning (de Ramos-Samala, 2018). These reforms
encourage learner-centered teaching while requiring alignment with curriculum pacing
and assessment standards (Ulla, 2016). Thus, interns in Philippine classrooms must
balance student engagement strategies with curriculum requirements and linguistic
diversity.

In Indonesia, pedagogy reflects the implementation of curriculum frameworks
emphasizing inquiry, structured lesson planning, and the “scientific approach,” where
observing, questioning, experimenting, and communicating are central components of
instruction (El Islami et al., 2022; Rohmatulloh, 2019). Proegbussional development
traditions such as Lesson Study promote collaborative planning and reflective
improvement among teachers (Ventista & Brown, 2023). Indonesian pre-service
teachers are often trained to align lessons carefully with curriculum standards, though
translating theory into effective classroom practice remains a challenge (Andriyati et al.,
2025). These features suggest that interns in Indonesia operate within a pedagogical
culture that values structured planning, reflective mentoring, and process-oriented
instruction (Sujadi et al., 2019).

In Thailand, educational reforms emphasize active learning, global competencies, and
culturally responsive practices. Teacher education reforms highlight the importance of
professional identity formation and reform-oriented teaching (Sairattanain & Loo,
2021). However, classroom realities sometimes constrain the full implementation of
student-centered approaches, especially during practicum experiences (Souysaart &
Sohsomboon, 2022). Cultural norms, including respect for authority and classroom
hierarchy, shape student participation patterns, requiring teachers to adapt
communication strategies accordingly (Gay, 2010). These contextual dynamics
influence how interns design instruction, manage interaction, and assess learning in
Thai classrooms (Rahmawati & Fitri, 2020).

Despite these country-specific pedagogical identities, the SEA-Teacher Project provides
a shared regional framework for experiential learning. Experiential teaching abroad can
strengthen adaptability, intercultural competence, and reflective practice when
supported by mentoring and institutional structures (Hahl & Mikulec, 2018; Abdullah et
al., 2020). However, the success of such programs depends heavily on how interns
navigate real classroom demands, including limited resources, diverse learners, and
unfamiliar expectations (Liu et al., 2006; Hutchison & Jazzar, 2007).

Therefore, this study examines the pedagogical experiences of international student-
teacher interns from selected HEIs in the Philippines, Indonesia, and Thailand under the
SEA-Teacher Project. Specifically, it investigates how interns approach lesson
planning, instructional delivery, classroom management, and assessment, and how they
respond to challenges encountered in cross-cultural teaching environments. By situating
interns’ narratives within the distinct pedagogical landscapes of the three countries, this
study contributes to a deeper understanding of how international internships shape
professional competence, intercultural adaptability, and pedagogical growth in ASEAN
teacher education.
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Specifically, it seeks to:

1. Examine the pedagogical practices employed by international student interns in
lesson planning, instruction, classroom management, and assessment.

2. Analyze how institutional norms and structural conditions influence the
pedagogical practices of international student interns across selected HEIs in the
Philippines, Indonesia, and Thailand.

3. Explore the challenges encountered by international student interns in cross-
cultural teaching contexts.

4. Investigate how mentorship and relational support mediate interns’ professional
adaptation and instructional development.

5. Generate context-based recommendations to enhance the effectiveness of
international internship programs within ASEAN teacher education.

METHOD

This study employed a qualitative research design grounded in narrative inquiry to
explore the pedagogical experiences of international student interns. Narrative inquiry
recognizes that individuals construct meaning through stories of lived experience and
situates professional development within temporal and contextual dimensions
(Clandinin & Connelly, 2000). As Barkhuizen and Wette (2008) assert, narrative
approaches are particularly suited to examining teachers’ lived pedagogical realities
across dynamic contexts.

The participants of this study were eight (8) international student interns from selected
higher education institutions (HEIs) in the Philippines (4), Indonesia (2), and Thailand
(2), all of whom were involved in the SEA-Teacher Project of SEAMEO.

The selection of these eight participants was deliberate and guided by qualitative
sampling principles. In narrative and phenomenological qualitative research, depth of
experience is prioritized over numerical representation (Creswell & Poth, 2018). The
study sought participants who had direct, recent, and substantial engagement in cross-
border teaching under the SEA-Teacher Project, ensuring that each participant could
provide rich, detailed accounts of lesson planning, instructional delivery, classroom
management, and assessment in a foreign educational context.

A purposive sampling technique was employed to ensure the selection of participants
who met specific inclusion criteria and could provide in-depth insights into the research
objectives (Palinkas et al., 2015). Purposive sampling is appropriate when researchers
intentionally select information-rich cases that illuminate the phenomenon under study
(Lincoln & Guba, 1985).

Participants were selected based on the following criteria: (1) Completion of at least a
4-week teaching practicum under the SEA-Teacher Project; (2) Direct classroom
teaching responsibility in the host country; (3) Experience in lesson planning,
instructional delivery, classroom management, and student assessment during the
internship; and (4) Willingness to participate in interviews and share reflective materials
(e.g., lesson plans, blogs). These criteria ensured that participants possessed substantial
experiential knowledge relevant to the study objectives.
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The number of participants was determined based on the principle of information power
and thematic sufficiency in qualitative research. In narrative inquiry, smaller samples
are common because the goal is to obtain depth rather than breadth of data (Clandinin &
Connelly, 2000; Creswell & Poth, 2018). Each intern generated multiple forms of data,
including interviews, reflective blogs, lesson plans, instructional materials, and chat
communications. The richness and volume of these data sources allowed for
comprehensive narrative construction and cross-case comparison. According to Lincoln
and Guba (1985), adequacy in qualitative sampling is reached when additional data no
longer contribute substantially new insights to the developing categories. Thus, the
eight participants provided sufficient depth to address the research objectives while
maintaining analytic rigor. Moreover, the distribution across three countries
(Philippines, Indonesia, and Thailand) enabled cross-contextual comparison, which
strengthened the analytical depth of the findings.

Data were gathered using multiple sources to ensure a comprehensive understanding of
the interns' experiences. These included semi-structured interviews, reflective blogs,
lesson plans, instructional materials, and chat conversations. The use of multiple data
sources enabled triangulation, enhancing the credibility and reliability of the findings
(Creswell & Poth, 2018). Semi-structured interviews allowed flexibility in exploring
participants’ perspectives while maintaining focus on the key research questions (Kallio
et al., 2016). Reflective blogs and lesson plans provided contextual evidence of
pedagogical practices and decision-making processes.

Ethical protocols were strictly observed throughout the study. Participants were
informed of the study's purpose and procedures, and their consent was obtained prior to
data collection. Confidentiality was ensured through anonymization of identities and
secure data storage. Participation was voluntary and without coercion, consistent with
ethical standards for research involving human participants (American Psychological
Association, 2020).

In analyzing the data, rather than conducting a strict structural narrative analysis that
centers on plot development, turning points, or identity transformation (Riessman,
2008), the study adopted a narrative-informed thematic analysis. This approach treats
participants’ stories as rich, contextualized data while organizing findings through
cross-case thematic patterns aligned with the research objectives.

Data analysis proceeded in two interconnected stages: (1) Narrative Familiarization
(Within-Case Review); and Cross-Case Thematic Synthesis. In the first stage, each
participant’s account was first examined holistically to preserve narrative coherence and
experiential flow. This involved reviewing interviews, reflective blogs, lesson plans,
instructional materials, and chat conversations to understand how participants described
their teaching experiences over time, beginning from preparation, classroom
engagement, mentoring interactions, encountered challenges, and reflective insights.
This stage ensured attentiveness to the temporal and contextual dimensions emphasized
in narrative inquiry (Clandinin & Connelly, 2000; Riessman, 2008). The goal was to
understand each participant’s teaching experience as a situated and evolving story
within the SEA-Teacher context.
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In the second stage, the analysis shifted to cross-case comparison using constant
comparative analysis (Glaser & Strauss, 1967). Data were coded inductively, and codes
were clustered into categories representing recurring pedagogical patterns, contextual
influences, and adaptive strategies. Through iterative coding and comparison, seven
themes emerged. These themes reflect cross-case thematic convergence rather than
individual narrative plot reconstruction. Atlas.ti software facilitated systematic
organization, coding, and comparison of narrative data.

The study employed strategies to ensure rigor and trustworthiness. Member checking
was conducted by sharing preliminary findings with participants to confirm interpretive
accuracy (Birt et al.,, 2016). Peer debriefing and reflexivity were incorporated to
examine researcher positionality and analytic assumptions (Lincoln & Guba, 1985).
Triangulation across interviews, documents, and reflective materials further
strengthened credibility (Creswell & Poth, 2018).

FINDINGS AND DISCUSSION

The experiences of the international student exchange interns were presented in 7
themes. These include: Theme 1: Pedagogical Autonomy and Adaptation in lesson-
planning; Theme 2: Adaptive strategies in student-centered instructional modality;
Theme 3: Balancing structure and empathy in classroom management; Theme 4:
Integrating diverse assessment methods; Theme 5: Institutional Norms and Structural
Conditions Shaping Practice; Theme 6: Communication barriers and cultural
adjustments; and Theme 7: Mentorship and Relational Support as Professional
Mediation.

Theme 1: Pedagogical Autonomy and Adaptation in lesson-planning

Lesson planning emerged as a central space where interns exercised pedagogical
autonomy while navigating new instructional environments. The international
internship experience required interns to design and structure their lessons
independently, drawing upon theoretical knowledge acquired in their home institutions
and adapting it to the expectations of the host schools.

Several participants emphasized that they were primarily responsible for constructing
their lesson plans. As one intern noted, “I was the one who made the plan, although I’'m
not sure if it met their standards.” This statement reflects the autonomy granted to
interns in lesson design while also revealing the uncertainty associated with teaching in
unfamiliar educational systems.

Pedagogical autonomy in lesson planning is a critical dimension of teacher
development. Tang and Choi (2005) argue that autonomy enables pre-service teachers
to internalize pedagogical reasoning and develop ownership over instructional
decisions. Similarly, Darling-Hammond and Bransford (2005) emphasize that
meaningful teacher preparation involves opportunities for candidates to design context-
responsive lessons rather than merely replicate prescribed formats.

However, autonomy did not imply uniformity. Interns frequently had to modify lesson
structures to align with curricular expectations, time constraints, and classroom realities
in their host institutions. One intern shared, “We have a similar way of making lesson
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plans, but in our school we usually begin with motivation and end with assignments.”
This illustrates how interns compared pedagogical norms across systems and adjusted
their planning frameworks accordingly.

This adaptive process reflects what recent scholarship describes as adaptive expertise,
the capacity to modify instructional strategies in response to contextual demands
(Moran et al., 2023). Rather than rigidly applying previously learned models, interns
demonstrated flexibility in reorganizing objectives, activities, and assessments to fit
different learning cultures.

Research on lesson planning further suggests that effective instructional design involves
aligning objectives, learning activities, and assessment strategies within the realities of
classroom context (Hong, 2025). Interns in this study demonstrated this alignment by
reconsidering pacing, adjusting cognitive demands, and selecting strategies suited to
student readiness levels.

The need for contextual alignment was particularly evident when interns encountered
differences in curricular sequencing and classroom routines. Lesson planning, therefore,
became an act of negotiation between prior pedagogical training and host-school
expectations. This negotiation process supports findings by Kangas et al. (2025), who
highlight that pedagogical competence develops when teachers actively reconcile
theoretical knowledge with situational demands.

Furthermore, autonomy in planning strengthened interns’ sense of professional agency.
Rather than functioning as passive observers, they engaged in instructional decision-
making that required reflection and revision. As recent teacher education research
suggests, structured opportunities for independent lesson design foster professional
confidence and instructional coherence (OECD, 2019).

Consistent with Barkhuizen and Wette (2008), narrative accounts revealed that lesson
planning was not merely a procedural task but a reflective process shaped by personal
teaching philosophy and contextual realities. Interns’ experiences demonstrate that
pedagogical autonomy in international settings requires both cognitive flexibility and
contextual sensitivity.

Theme 2: Adaptive strategies in student-centered instructional modality

Instructional delivery also emerged as a key theme, with interns demonstrating a strong
emphasis on student-centered learning. Active learning techniques suited the interns'
goal, since they planned activities that promoted student inclusion, teamwork, and
solving problems. Using collaborative learning, one intern described "I made use of
collaborative learning by dividing students into groups for activities" reinforcing the
approach of using cooperative techniques to keep students engaged.

An intern also talked about an “open approach” for mathematics, in which students
were allowed to solve a problem using what they knew. Such approaches align with
Vygotsky’s (1978) social constructivist theory, positing that learning is a socially
mediated process that happens best through interaction and collaboration. The interns
adapted their instruction using different strategies to keep the students interested and
engaged. For example, one intern said, “If I was feeling that students were bored, I
would insert some fun activities or stories to keep their interest.”
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This flexibility supports the work of Moran et al. (2020) argue that the best teachers
modify their strategies based on changing learner needs. Because of their ability to
adapt their instruction to the realities of the classroom, the interns developed
meaningful learning moments despite great challenges.

Although they tried their best, the interns were often restricted from implementing a
true student-centered approach. A recurrent problem was the availability of material to
relay information to students, making it a challenge to make lessons interactive and
engaging. “Some activities were not fully implemented because materials were not
ready,” one participant said.

These limitations reflect Mahmoudi and Fitrokh's (2020) perceptions that have found
the restrictions on teachers' resources in international settings are insufficient and often
discourage the pre-service teachers from showcasing their educational skills. Yet the
interns demonstrated resilience by identifying creative strategies to transcend these
barriers. For instance, they used locally available materials and included storytelling in
order to adapt their lessons appropriately.

The interns’ instructional strategies were also shaped by cultural context. Methods that
were effective in their countries had to be adjusted to the ways of learning and the
classroom dynamics of the host institutions. For example, collaborative activities
produced better results in some contexts where student learning in groups was
emphasized, while independent, or individual activities, improved outcomes in other
contexts. Gu (2005) also argues that cross-culture teaching experience improves
educators' adaptability of teaching methodologies that ultimately contributes to the
inclusivity of pedagogy.

This focus on student-centered instruction also meant that interns had to quickly build
strong classroom management skills to keep learners active and engaged. They wrote of
struggling to balance student freedom with the necessity of structure. This is consistent
with conclusions of Hinojosa et al. (2014), maintaining that the implementation of
student-centered learning depends heavily on a teacher being able to create an
environment of structure with flexibility in the classroom.

Theme 3: Balancing structure and empathy in classroom management

Classroom management emerged as a significant challenge for the international interns,
requiring them to balance structured routines with empathetic approaches to maintain
order and engagement in their classrooms. Structured management strategies, such as
routine checks and attendance monitoring, provided a sense of stability and
predictability for students.

One intern explained, "I checked attendance and ensured the classroom was orderly
before starting,”" highlighting the importance of establishing order as a foundation for
effective teaching. Such routines are critical in creating an environment conducive to
learning, as they set expectations and reduce distractions, aligning with Marzano and
Marzano’s (2003) assertion that well-organized classrooms lead to better student
behavior and academic outcomes.

Despite these efforts, challenges such as managing noise levels and inattentiveness
required more dynamic interventions. Interns reported using active monitoring and
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movement to address disruptions, with one participant noting, "Noise pollution
dominated the room, so I moved around and monitored students closely." This strategy
reflects proactive classroom management techniques, which are essential for addressing
issues before they escalate (Emmer & Evertson, 2016). Additionally, the interns
leveraged positive reinforcement to encourage desirable behaviors. One intern shared, "I
used positive reinforcement, like giving points and small prizes, to encourage
participation,” illustrating the role of extrinsic motivation in fostering engagement and
discipline.

The interns’ empathetic approaches were equally significant in creating a supportive
classroom atmosphere. One intern shared, “I approach them politely and show affection
to my students which I think creates a friendly atmosphere.” By demonstrating patience,
fairness, and understanding, they built positive relationships with their students, which
are critical for effective classroom management as one intern mentioned, “I show them
that I give equal opportunity and treatment to my students and extend my patience and
understanding to them.” Using psychology-based strategies, such as treating students
equitably and addressing their individual needs, interns fostered a sense of respect and
belonging. This aligns with Brophy’s (2006) emphasis on the importance of teacher-
student relationships in maintaining a positive classroom climate.

In addition to structured and empathetic strategies, cultural and contextual factors
played a role in shaping classroom management approaches. One intern shared, “I just
stayed cool and wait for the learners to observe that the teacher was already angry or not
in good mood. Then I let them realize what happened.” Interns had to navigate diverse
student behaviors and adapt their strategies to the norms of their host institutions. This
adaptability highlights the importance of cultural competence in international teaching
contexts. Gay (2010) notes that culturally responsive teaching practices, which consider
students’ cultural backgrounds and behaviors, are essential for creating inclusive and
effective learning environments.

While structured routines provided stability, empathetic and culturally responsive
practices allowed the interns to address the unique challenges of managing diverse
classrooms. This combination of strategies reflects their growing competence in
navigating complex teaching environments. These findings emphasize the need for
teacher preparation programs to include training in both proactive and culturally
sensitive classroom management techniques to prepare future educators for global
teaching contexts.

Theme 4: Integrating diverse assessment methods

Assessment played a pivotal role in the teaching practices of the international interns,
who demonstrated a balance between traditional and innovative approaches. Their use
of diverse methods underscored an understanding of the importance of both summative
and formative assessments in measuring student learning and promoting engagement.

As one participant shared, "I used traditional pencil-and-paper tests but also allowed
students to evaluate and improve their work." This dual approach ensured that learning
outcomes were not only measured but also reinforced through self-reflection and
improvement opportunities.
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To further engage students, interns employed collaborative and interactive assessments.
For example, one intern highlighted, "Group activities like creating graphic organizers
helped me assess their understanding." These activities encouraged students to actively
participate in the learning process and allowed the interns to evaluate their
comprehension in real time. This approach aligns with Wiliam (2011), who emphasizes
the effectiveness of formative assessment techniques in fostering active learning and
providing immediate feedback.

Constructive feedback emerged as another critical component of the interns’ assessment
practices. One intern stated, "I gave constructive feedback to guide students on
improving their performance," reflecting the importance of feedback in closing the gap
between current and desired performance levels. Black and Wiliam (1998) highlight
that timely, actionable feedback significantly enhances student achievement by
providing clear guidance on how to improve.

Cultural and contextual considerations also influenced the interns’ assessment practices.
Adapting to the norms and expectations of the host institutions, they demonstrated
flexibility in aligning assessments with the local curriculum and classroom dynamics.
One intern said, “My assessment depends on what my objectives are. I know different
assessments but I analyze what to use based on the situation.” This adaptability is
crucial in cross-cultural teaching contexts, as Sujadi et al. (2019) note, where formative
and summative assessments must be integrated to account for diverse learner needs and
institutional standards.

The use of innovative assessment methods, such as peer and self-assessment, further
demonstrated the interns’ commitment to student-centered learning. One intern shared,
“I give them the chance to discuss what could be improved in their work.” By allowing
students to evaluate their own work, the interns empowered learners to take ownership
of their progress, a strategy that aligns with the principles of "Assessment as Learning"
(Earl, 2013). This approach not only reinforces metacognitive skills but also fosters a
sense of responsibility and autonomy in students.

Challenges, however, were evident, particularly in adapting assessment methods to the
varying levels of resources available in the host schools. Despite these constraints, the
interns’ ability to navigate such challenges through creative and flexible approaches
reflects their growing pedagogical competence. Darling-Hammond (2006) underscores
that effective teachers adapt assessment strategies to diverse learning environments, a
skill that the interns demonstrated consistently.

The interns’ integration of diverse assessment methods highlights their ability to
balance traditional and innovative practices while addressing the cultural and contextual
needs of their classrooms. Their focus on formative assessments, constructive feedback,
and student-centered approaches underscores their evolving pedagogical expertise,
laying a strong foundation for their future roles as educators.

Theme 5: Institutional Norms and Structural Conditions Shaping Practice

The pedagogical experiences of international interns were shaped not only by individual
instructional choices but also by institutional norms and structural conditions in their
host contexts. Curriculum expectations, resource availability, infrastructure, pre-
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deployment preparation, and accommodation arrangements collectively framed how
interns planned and implemented instruction.

Curriculum Expectations and Institutional Norms

Interns encountered noticeable differences in lesson plan formats, instructional pacing,
and curricular priorities. One intern shared, “Our school requires a detailed lesson
plan, but in the host institution, semi-detailed plans are acceptable.” Such variations
required interns to realign their planning habits with institutional expectations.

Curriculum structures function as institutional scripts that guide and constrain teaching
practice (Darling-Hammond & Bransford, 2005). When interns entered host schools,
they had to adjust not only content but also documentation standards, sequencing of
activities, and alignment with mandated objectives. Recent international research
confirms that curriculum reform and policy expectations significantly shape how
teachers interpret autonomy and implement instruction (Narayanan et al., 2024).

Exposure to different institutional norms also expanded interns’ professional awareness.
Hahl and Mikulec (2018) note that international teaching contexts challenge pre-service
teachers to reconsider assumptions about classroom practice. Institutional culture
determines acceptable pedagogical behavior, assessment forms, and interaction styles.

Resource Availability and Instructional Constraints

Resource availability significantly influenced classroom implementation. Several
interns described limited access to instructional materials, projectors, and teaching aids.
In some cases, digital presentations could not be used due to equipment constraints,
requiring last-minute adaptation.

Johnson and Golombek (2016) emphasize that teaching practice is socially and
materially situated; available tools shape instructional possibilities. More recent
scholarship reinforces this view, arguing that structural inequalities in school resources
directly affect instructional design and student engagement (OECD, 2020).

Resource scarcity required interns to simplify activities and shift to low-tech
alternatives. Such conditions illustrate how pedagogy is materially mediated rather than
purely conceptual. As Darling-Hammond et al. (2020) note, effective instruction
depends not only on teacher competence but also on systemic support structures that
enable meaningful learning experiences.

Infrastructure and Technological Access

Infrastructure, particularly internet connectivity, emerged as a crucial structural factor.
Interns reported difficulty preparing lessons when dormitory internet was unreliable.
One participant stated, “There should be strong internet connectivity in the dormitory to
help us prepare lessons.” Another described delays in research and communication due
to limited access.

Global studies following the COVID-19 pandemic have underscored the importance of
digital readiness and infrastructure in shaping teaching effectiveness (UNESCO, 2021).
Technology access influences not only classroom delivery but also preparation,
collaboration, and professional reflection. In international mobility programs,
infrastructure gaps can amplify adaptation challenges.
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Marginson and Sawir (2011) argue that institutional infrastructure is central to
international student success. In this study, infrastructure constraints extended beyond
logistics and directly affected pedagogical preparation and communication with
program coordinators.

Pre-Deployment Training and Cultural Preparation

Pre-deployment preparation also shaped interns’ ability to adapt to institutional norms.
Some participants expressed the need for more structured orientation regarding
curriculum frameworks, classroom management expectations, and communication
patterns in host countries.

Internationalization policies often emphasize mobility but may insufficiently prepare
participants for pedagogical integration (Knight, 2007; Espiritu, 2023). Recent research
on international teacher preparation highlights that structured pre-departure training
improves instructional confidence and cultural responsiveness (Hana et al., 2025).

Hofstede’s (2001) cultural dimensions theory helps explain why preparation matters.
Differences in power distance, communication styles, and classroom authority influence
participation and interaction patterns. Without systematic preparation, interns rely on
trial-and-error adaptation.

Accommodation and Living Conditions

Accommodation and living conditions also shaped interns’ readiness to teach.
Participants noted concerns about remote housing, transportation limitations, and access
to quiet preparation spaces. One intern remarked, “A¢ first, I was concerned with the
place we stayed because it was remote and transportation was not always available.”

Living conditions influence emotional well-being and cognitive readiness. Research on
international student mobility indicates that housing stability and social integration are
closely linked to academic performance and professional engagement (Mendoza-
Jiménez et al., 2025). Thus, accommodation is not peripheral but indirectly shapes
instructional preparedness and stress management.

Theme 6: Communication barriers and cultural adjustments

The international teaching experience brought unique challenges for the interns, with
language barriers and cultural adjustments emerging as significant hurdles. These
challenges were pervasive, influencing their interactions in the classroom, their daily
routines, and their ability to integrate into their host institutions. One of the most
recurrent difficulties was communication. Many interns struggled to engage with their
students due to limited proficiency in the common language of instruction.

As one participant shared, "It was hard to communicate because the students were shy
and hesitant to speak English." This hesitancy often stemmed from students' fear of
making mistakes, which created a barrier to effective teaching and learning. Another
intern mentioned:

“Teaching using English is not easy and sometimes I forget several words in English
and make an adjustment of diction while teach the students because I have to use
communicative words, so the students will understand about what I said.”
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Liu et al. (2006) highlight that such linguistic challenges are common in international
educational settings and can hinder both instructional delivery and classroom dynamics.

The interns' experiences also underscored the impact of cultural differences on their
daily lives. Adjusting to unfamiliar food and living conditions proved to be another
challenge. One intern noted, "The food was too spicy, so we cooked our own meals in
the dormitory." Another intern added, “The taste of the food is really different from us
although it is acceptable, we still have to be careful not to eat haram food. So to be sure
we always order egg in the cafeteria”. For many, these adjustments extended beyond
personal discomfort; they represented deeper cultural gaps that required understanding
and negotiation. According to Hofstede’s cultural dimensions theory (Hofstede, 2001),
such experiences highlight the complexities of cross-cultural interactions, where
differing norms and practices can create friction but also opportunities for learning and
growth.

Beyond language and food, differences in classroom expectations added another layer
of complexity. Interns were often required to adapt their teaching styles to align with
the norms of their host institutions, which could differ significantly from what they
were accustomed to. This required them to rethink their assumptions about student
behavior and classroom management. For example, students in some host countries
displayed high levels of deference to authority, which could inhibit classroom
participation. This aligns with Gay’s (2010) findings that culturally responsive teaching
requires a nuanced understanding of students' cultural backgrounds to create inclusive
and effective learning environments.

Despite these challenges, the interns demonstrated resilience and adaptability, key traits
that allowed them to navigate the difficulties they encountered. The process of
overcoming these barriers fostered cross-cultural awareness and enhanced their ability
to work in diverse environments. According to Deardorff (2006), the development of
intercultural competence is often driven by experiences that challenge one’s
assumptions and require active engagement with different cultural contexts. By facing
and addressing these challenges, the interns not only developed practical skills but also
cultivated a deeper understanding of cultural diversity and its implications for teaching
(Cetinkaya, 2024).

Additionally, support systems within the host institutions played a crucial role in
helping interns cope with these challenges. Mentors, peers, and student buddies
provided guidance and support, helping the interns bridge cultural and linguistic gaps.
This resonates with the findings of Marginson and Sawir (2011), who argue that social
support networks are essential for international students and teachers to navigate
cultural transitions successfully.

The challenges encountered by the interns, particularly language barriers and cultural
adjustments, revealed the complexities of teaching in an international setting. These
difficulties, while initially daunting, ultimately contributed to their professional and
personal growth . By developing resilience, intercultural competence, and adaptability,
the interns emerged better equipped to navigate the demands of globalized teaching
environments (Ismaeel & Al-Mulhim, 2022; Santos & Alliprandini, 2023).
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Theme 7: Mentorship and Relational Support as Professional Mediation

Beyond individual instructional decisions and structural conditions, mentorship
emerged as a crucial relational mechanism shaping interns’ professional growth. Rather
than merely supervising performance, mentors functioned as mediators who supported
pedagogical reflection, emotional resilience, and professional identity formation.

Mentor Feedback as Pedagogical Mediation

Mentor feedback played a central role in guiding interns’ teaching practice. Participants
described regular review sessions, reflective discussions, and suggestions for
improvement. One intern shared, “My mentor was always asking how I was doing and
giving guidance when [ had questions.” Another described structured feedback
meetings where instructional approaches were reviewed collectively.

Hobson et al. (2009) argue that effective mentoring involves dialogic engagement rather
than directive correction. In this study, feedback sessions allowed interns to reflect on
lesson implementation, classroom interaction, and assessment choices. Such dialogic
mentoring aligns with contemporary models of instructional coaching, which emphasize
collaborative reflection and professional dialogue (Nuis et al., 2023).

Rather than prescribing rigid corrections, mentors often prompted interns to reconsider
their strategies, fostering reflective thinking. This mediation process supports findings
by Nikogevig-Kurti (2023), who notes that constructive feedback enhances pre-service
teachers’ pedagogical reasoning and instructional clarity.

Emotional Support and Psychological Safety

In addition to technical feedback, mentors provided emotional reassurance, especially
during challenging classroom experiences. Teaching in unfamiliar cultural settings
created moments of uncertainty and self-doubt. One intern reflected, “Those challenges
are manageable because I have a mentor on my back to guide my teaching.”

Emotional support contributed to psychological safety, allowing interns to experiment
with instructional approaches without fear of failure. Recent research on mentoring in
teacher education emphasizes that relational trust strengthens resilience and reduces
anxiety during practicum experiences (Brittain et al., 2025). Emotional affirmation
helps pre-service teachers maintain motivation while navigating cross-cultural
adjustments.

In international contexts, this support becomes even more critical. Deardorff (2006)
highlights that intercultural competence develops through guided reflection and
relational engagement. Mentors in this study acted as cultural interpreters, helping
interns understand classroom norms and student behaviors.

Professional Confidence and Identity Development

Mentorship also contributed to professional confidence. Through consistent feedback
and encouragement, interns reported increased clarity in instructional decision-making.
One participant noted that working closely with a mentor helped them “learn together”
and refine their teaching style.
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Teaching practice research emphasizes the role of supervisors and mentors in shaping
pre-service teachers’ instructional confidence (Gwayi et al., 2025). Similarly,
professional confidence is closely linked to teacher self-efficacy. Studies from 2020
onward demonstrate that mentoring relationships significantly predict growth in
teaching confidence and professional identity among pre-service teachers (Cai et al.,
2022). As interns gained validation from mentors, they developed stronger instructional
agency.

This process reflects what Johnson and Golombek (2016) describe as sociocultural
mediation in teacher development, learning that occurs through guided interaction
within professional communities.

Collaborative Learning and Community of Practice

Mentorship extended beyond one-on-one guidance to collaborative professional
learning. Some interns described departmental meetings where teachers shared insights
and reflected collectively. These experiences created opportunities for interns to
observe different teaching approaches and engage in shared dialogue.

Collaborative professional learning aligns with contemporary conceptions of
communities of practice, where knowledge develops through social participation
(Brittain et al., 2025). Rather than functioning as isolated interns, participants became
temporary members of professional learning communities within host schools.

Recent scholarship emphasizes that mentoring is most effective when it fosters
reciprocal learning rather than hierarchical supervision (Nuis et al., 2023). Interns in
this study frequently described learning “side by side” with mentors, indicating
relational reciprocity rather than rigid authority structures.

CONCLUSION

This study advances understanding of international internships in teacher education by
demonstrating that cross-border teaching experiences function as complex
developmental spaces rather than mere exposure opportunities. The findings suggest
that professional growth during international practicum is shaped by the dynamic
interplay between pedagogical agency, institutional structures, relational mentorship,
and intercultural adaptation.

Interns’ experiences illustrate that pedagogical autonomy does not operate in isolation
but is negotiated within institutional expectations and contextual constraints. The
coexistence of independent instructional decision-making and structured guidance
reinforces the argument that teacher development emerges from the interaction between
agency and mediated support (Wang & Barak, 2020). Their capacity to integrate diverse
assessment approaches further reflects how adaptive practice strengthens instructional
responsiveness (Black & Wiliam, 1998; Earl, 2013).

At a systemic level, the study highlights that institutional norms, curriculum structures,
infrastructure, and preparation mechanisms significantly condition how pedagogical
practices are enacted. These structural elements shape—not merely support—the
possibilities of classroom implementation. Such findings affirm that internationalization
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efforts must move beyond mobility metrics and attend to the institutional ecologies that
frame teaching practice (Gay, 2010; Hahl & Mikulec, 2018). The ability of interns to
navigate resource constraints underscores the importance of adaptability in low-
resourced environments (Gu, 2005).

Relational mentorship emerges as a central mediating force in this process. Professional
dialogue, feedback, and emotional support contribute to resilience and reflective
growth, reinforcing the role of guided interaction in teacher learning (Hobson et al.,
2009). In international contexts, such mediation becomes particularly significant, as
intercultural competence develops through structured reflection and relational
engagement (Deardorff, 2006).

The study also underscores the necessity of institutional preparedness. Addressing
infrastructural adequacy and strengthening pre-deployment training are not peripheral
recommendations but essential components of sustainable international programs
(Marginson & Sawir, 2011; Deardorff, 2006; Hofstede, 2001). Creating intentional
spaces for experiential learning and reflective dialogue further enhances the integration
of theory and practice in cross-border teacher education (Darling-Hammond &
Bransford, 2005).

By situating international teaching within layered pedagogical, institutional, and
relational dimensions, this study contributes to the discourse on internationalization in
teacher education. It reinforces the view that transnational experiences cultivate
adaptability, professional agency, and intercultural awareness when supported by
coherent institutional and mentoring structures (Knight, 2007; Espiritu, 2023).

Ultimately, initiatives such as the SEA-Teacher Project demonstrate that meaningful
internationalization lies not simply in mobility but in the deliberate cultivation of
pedagogical flexibility, structural awareness, and relational learning. Strengthening
these dimensions ensures that international internship programs remain transformative
platforms for preparing globally responsive educators.

RECOMMENDATIONS

The pedagogical experiences identified in this study should be integrated into
professional subject, field study, and teaching internship curriculum by Teacher
Education Institutions (TEIs). As a result, pre-service teachers will be more equipped to
face varied educational contexts and implement flexible pedagogical approaches.
Mentors can leverage these insights to coach interns effectively while underscoring the
interplay of independence versus formalized support in lesson planning, instruction,
assessment, and classroom management.

Emphasize the core component of pre-service teacher training such as cultural and
linguistic preparation. Moreover, it should provide foreign language and
communication and culture workshops for ASEAN countries. This training will allow
future interns to connect better with other students, mentors, and peers in cross-cultural
experiences and to address potential challenges, such as language barriers and cultural
adjustments.
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Interns should prepare for their time abroad beyond the initial orientation at their home
institutions. Such orientations ideally should provide practical information about
classroom management strategies, instructional expectations, and local curricula to help
reduce the acclimatization phase for interns when they arrive.

Institutions should meet classroom needs to enable delivery of more effective
instruction. Ensuring access to varied teaching materials and technology will help
interns to more effectively apply student-centered and interactive teaching and learning
strategies. At the same time, reliable internet connectivity in accommodations is just as
crucial to ensure lesson preparation, research and communication needs.

All host institutions should offer international standards of facilities including safe
accommodation with strong internet connectivity. Coordinators should do ocular
inspections of accommodations and schools before the interns come on board, to further
guarantee safety.

To help with linguistic challenges, institutions could create or adopt a mobile app that
allows for real-time translation between local languages and English. Having this tool
would allow for better communication and less miscommunication in academic and
social interactions.

Lastly, institutions need to review and enhance their policies and programs based on the
recommendations and experiences shared by international interns. The revisions ought
to strive to strengthen the implementation of the program, address relevant issues, and
improve the general quality of the internship.
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