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Teachers’ Perceptions of Preparedness 
for Face-to-Face Placement Practice Teaching
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Abstract: Since the beginning of the third decade of the 21st century, teachers of all levels of 
education have been experiencing turbulent times. Beginner teachers as well as experienced ones 
have been forced to rethink their skillset to refl ect the changes not only in opportunities provided by 
the development of technology and globalisation but also the sudden, unexpected consequences of 
the global pandemic. Th e governmental decision to close all educational institutions in the Czech 
Republic because of the COVID-19 pandemic and to move the teaching and learning process into 
an online environment had an impact on university initial teacher education for future teachers 
of English, among others. Everyone had to cope with the challenges the situation brought about; 
educators had to re-evaluate their approach to initial teacher education so that their students 
would feel better prepared for the challenges of the crisis. Teacher educators, among others, have 
embraced the changing environment and have been actively searching for ways to best support 
students in their preparation for the teaching profession. 

Th e aim of this paper is to present and discuss the results of research conducted at the Department 
of English and American Studies at a regional Czech university in response to the consequences of the 
pandemic. Th e aim of the small-scale study was to explore student teachers’ perceptions of whether and 
how their microteaching sessions, conducted online because of the pandemic restrictions, prepared 
them for their face-to-face placement practice teaching the following semester. Th e context, therefore, 
was heavily infl uenced by the circumstances of the global pandemic.Th e theoretical framework of 
the initial English language teacher education programme, and of this paper, is based on the models 
of teacher professionalism (Spilková, 2019), the refl ective practitioner (Černá, Píšová, & Vlčková, 
2017), and the realistic approach (Korthagen et al., 2001).

In the study, the data from refl ection sessions, two focus group discussions, and a questionnaire 
were collected, analysed, and evaluated. Th e participants in the study were second-year bachelor 
students of the English for Education programme. Th e results of the research indicate that the 
students did not see the aims and content of the selected study programme as being aff ected by 
changes of external conditions; however, the processes of their professional learning were perceived 
as having been aff ected. Th ese outcomes are in alignment with the research of Yochanna and Levy 
(2022) into the eff ective implementation of microteaching practice in teacher preparation. 
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Th e implications of this study, in terms of both education and research, suggest that initial 
teacher education for future teachers of English needs to address the challenge of enabling the 
students to get ready for their profession regardless of whether they are teaching online or face-to-face 
classes. Initial teacher education should aim to prepare future teachers to expect the unexpected, 
which is a theme to be explored in further research. 

Keywords: initial teacher education, student English language teachers, perceptions of 
preparedness to teach, microteaching, placement practice teaching

INTRODUCTION

Numerous reports underscore the pro-
found infl uence of ongoing global crises, 
ranging from fi nancial collapses, wars, 
climate change, and natural disasters to 
pandemics, concerns about artifi cial in-
telligence, and shifting job opportunities. 
Th ese crises have had a dramatic impact 
on the well-being and mental health of 
individuals, particularly young people 
(Burke & Weill, 2023; Ford & Freund, 
2022; Bartoš et al., 2020). An increasing 
number of young people are grappling 
with anxiety, grief, and depression. Exist-
ing research suggests that psychological 
distress is reported to be higher among 
university students than in the general 
population worldwide. Th is distress is 
exacerbated not only by experiences but 
also by expectations of future economic, 
health, or social problems, as well as aca-
demic pressures (Finkelstein et al., 2012; 
Gardner, 2010; Ridley et al., 2020). 
Gardner (2010) further reports that stu-
dent teachers may also experience stress 
associated with their practicum experi-
ence and professional demands, including 
time management, technology, resources, 
management of student behaviour, ad-

ministrative and collegiate support, man-
aging a curriculum, etc.

During 2020 and 2021, the world, in-
cluding education, faced unprecedented 
challenges. Th e COVID-19 restrictions 
led to worldwide closures of schools and 
other learning spaces, impacting on “near-
ly 1.6 billion learners in more than 190 
countries and all continents…[and]…have 
impacted 94 per cent of the world’s stu-
dent population“ (United Nations, 2020, 
p. 2). In mid-March 2020, the COVID-19 
pandemic caused an overnight shift from 
face-to-face to virtual classes at all levels 
of the Czech education system – a sudden, 
nationwide transition for which no one 
had planned or been prepared. Schools 
in the Czech Republic remained fully or 
partially closed for a  total of 46 weeks 
between March 2020 and August 2021, 
making this country the record holder in 
the EU, along with Slovakia (UNESCO, 
2021). 

Higher education was profoundly af-
fected by this extraordinary situation, 
during which almost all teaching and 
learning occurred remotely. From March 
2020 to August 2021, nearly all students 
and university educators were unable to 
meet in person. Th e fi eld of initial teacher 



421

From Virtual to Physical: Insights into Student English Language Teachers’ Perceptions 
of Preparedness for Face-to-Face Placement Practice Teaching

education also had to adapt to the situ-
ation. Teacher educators had to show 
“pedagogic agility” (Kidd & Murray, 
2020, p. 552) when experiencing a rapid 
overnight transition from face-to-face ed-
ucation to crisis-induced online teaching, 
which gradually evolved into planned 
online initial teacher education (Gacs, 
Goertler, & Spasova, 2020), integrating 
technologies meaningfully into the cur-
riculum. Student teachers, undergoing 
virtual initial teacher education only, 
were about to encounter unknown and 
diverse modes of school-based (practice) 
teaching. 

Th e small-scale study was initiated 
by refl ective sessions that followed online 
microteaching. During these sessions, stu-
dent English language teachers (SELTs) 
expressed fears and anxieties related to 
their upcoming placement practice teach-
ing. Th ey perceived the situation as over-
whelming, and were unsure about the 
mode of placement practice teaching they 
would encounter. Consequently, the topic 
and aim of the study emerged from the un-
foreseen and forced circumstances within 
initial teacher education (ITE). Th e focus 
was to investigate SELTs’ perceptions of 
their preparedness for placement practice 
teaching, specifi cally, examining whether 
and how the transition of microteaching 
– a well-established learning-to-teach ex-
perience inherently linked to face-to-face 
interaction in ITE (Zalavra & Makri, 
2022) – to an online format forced by the
COVID-19 pandemic aff ected the SELTs’ 
perceptions of their preparedness for face-
to-face placement practice teaching. 

Th e investigation was conducted in 
the bachelor degree programme of a struc-
tured ITE programme, which includes 
both bachelor and master degrees, at one 
of the universities in the Czech Repub-
lic. Th e teacher education programme is 
built upon the principles of the teacher as 
a refl ective practitioner and an ITE model 
of the realistic approach (see Černá et al., 
2017; cf. Píšová & Černá, 2000). Th is 
education systematically integrates theory 
and clinical (practical) teaching experi-
ence for students by conducting thorough 
and detailed refl ection on their experien-
ces, grounded and graded in the complex-
ity of activities and demands (Korthagen, 
2011, p. 43). 

In the fi rst semester of the bachelor 
degree programme, guided by a  univer-
sity tutor, SELTs observe and analyse 
the performances of English language 
(EL) teachers. Th en they practise teach-
ing in teams through microteaching for 
one semester. Finally, they undergo an 
individual placement practice teaching 
in selected schools under the supervi-
sion of school mentors. In the master
degree programme, the individual place-
ment practice teaching extends to two se-
mesters. In the fi rst semester, the SELTs 
spend one day a week in a selected school 
for the entire term, and in the second se-
mester, three days a week. Th e profession-
al development of the SELTs is facilitated 
by school mentors and university tutors 
using various refl ective techniques and 
tools, such as observations, interviews, 
questionnaires, and lesson refl ections 
(Černá et al., 2017). 
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Focusing on the reported perceptions 
of student teachers during this specifi c 
period in their professional journey, the 
study examines whether the procedures 
of online teaching prepared them ad-
equately for the challenges of future edu-
cational practice. Th is paper commences 
with a  comprehensive literature review 
establishing the uniqueness of the study. 
Th e methodology, encompassing research 
questions, participants’ descriptions, and 
data collection and analysis techniques, is 
outlined next. Th e results of the analyses 
are then presented, followed by a discus-
sion of the fi ndings. In the concluding sec-
tion, the paper draws overall conclusions 
and suggests further implications for ITE 
and research. 

LITERATURE REVIEW

Firstly, it sh ould be noted that Gacs 
et al. (2020) make a clear point of distin-
guishing planned online language instruc-
tion and crisis-prompted online language 
instruction. Th e main point the authors 
make is that “online teaching as a choice” 
is “fl exible; can be adaptive; allows for en-
hanced, individualised, and authentic ma-
terials” (p. 381), whereas “sudden remote 
teaching” is “online triage” with courses 
“designed for [face-to-face] delivery for-
mat and its aff ordances” (p. 382). Among 
the factors to be included in any analysis 
of the response to the COVID-19 crisis, 
Gacs et al. (ibid.) include “contextual fac-
tors related to the current crisis including 
limited capacity for training [teachers], 
minimal, if any, access to appropriate 

technological resources for instructors 
and teaching assistants, no access to 
campus facilities, increased fully online 
workload with limited personal learning 
spaces, and the emotional and fi nancial 
trauma of this pandemic” (p.  381). Th is 
list, though not exhaustive, off ers an in-
sight into what teachers had to deal with, 
often at extremely short notice, and sug-
gests a  structure for the literature review 
below.

Notwithstanding the above, the aim 
of the literature review was to fi nd out 
whether studies were being conducted that 
focused on the perceptions of students of 
their online preparation and of whether it 
was suffi  cient for their future face-to-face 
teaching experience. Perceptions proved 
to be of interest in a vast number of stud-
ies conducted during the pandemic, not 
only in teacher education. An initial 
search of the Web of Science and Google 
Scholar, using the key words initial teacher 
education, pre-service teachers, perceptions, 
and COVID-19 returned a  staggering 
26,694 studies. Th e criteria of the search 
were refi ned to include only studies rele-
vant for the purpose, context, and scale of 
this study, i.e. studies published in 2020 
and 2021, restricted to teaching English 
as a  foreign language, focusing on online/
remote teaching and learning. Th is refi ned 
search returned 1,036 studies, of which 
only 251 contained references to microte-
aching, practicum, or pre-service learning, 
as well as a reference to refl ection. A scru-
tiny of the abstracts of those studies fur-
ther reduced the number to 16 studies ex-
ploring the relationship between emergency 
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online instruction and face-to-face practice 
teaching (Appendix 1: Table of literature 
review).

Although none of the selected studies 
explores the perception of preparedness 
of student teachers, whose online mi-
croteaching experience may not directly 
translate to the face-to-face environment 
of their placement practice teaching, they 
cover various aspects of the topic.  

In terms of perceptions, some au-
thors (Batmang et al., 2021; Hill, 2021; 
Pazilah, Hashim, & Yunus, 2021) focused 
on whether student teachers perceived 
the change from face-to-face classroom 
instruction to online/remote instruction 
as benefi cial or, at least, not disruptive to 
their preparation for their career in teach-
ing. A  number of studies (Agcam et al., 
2021; Fletcher et al., 2022; Jones, Dur-
ham, & Cataneo, 2021; Kidd & Mur-
ray, 2020; Korucu-Kış, 2021; Sarnou & 
Sarnou, 2021; Wells, 2021; Karakaş & 
Yükselir, 2020) explored the actual shift 
of face-to-face instruction and microte-
aching to online platforms and its chal-
lenges. Others still (Choate, Goldhaber, 
& Th eobald, 2021; Fuertes-Camacho, 
Dulsat-Ortiz, & Álvarez-Cánovas, 2021; 
Lei & Medwell, 2021; Park, 2021) con-
centrated on the impacts of the pandemic 
adjustments on future teacher preparation 
courses and microteaching in particular. 
El Masry and Alzaanin (2021) provide an 
insight into the links between microte-
aching/practicum and the development of 
student teachers’ professional identity.

Th e fi ndings ranged signifi cantly ac-
cording to the stage of the pandemic dur-

ing which the research was conducted and 
the region that was investigated. Although 
there were tendencies towards embrac-
ing technology and willingness to explore 
new ways of teaching and learning, the 
initial shock of the pandemic restrictions 
and, possibly, the eventual fatigue caused 
by the same, was refl ected in the negative 
attitudes towards online instruction ex-
pressed in the results. Kidd and Murray 
(2020) state that online student teachers’ 
instruction “needs to adapt to the chang-
ing contexts of practice” (p. 545) and they 
present a  picture of growing confi dence 
among student teachers as they adapt to 
the situation and learn to adjust to the 
new ways of working. However, in a later 
study, Sarnou and Sarnou (2021) encoun-
tered very negative reactions from student 
teachers, whose course shifted entirely 
onto the online Moodle platform right 
at the beginning of the pandemic. One 
of the problems reported by the students 
was that they “have not found integrating 
Moodle appropriate to avoid the academic 
year failure” (p. 360). Lack of familiarity 
and training in using the system was also 
a factor (ibid., p. 360). Korucu-Kış (2021) 
describes in detail the process of the struc-
ture of the online practicum and the stu-
dent teachers’ perceptions of its strong 
points and weaknesses. A  strong point, 
which relates to the focus of this study, is 
that “the practicum students experienced 
developments in transferable skills of self-
directed learning, problem-solving and 
evidence reasoning” (p.  6966). Among 
the weaknesses mentioned are, apart from 
the expected technical diffi  culties, “man-
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aging time while exchanging ideas with 
other groups. […] Th e practicum stu-
dents stressed that although working with 
a large group off ered multiple perspectives 
on a single issue, it required considerable 
time and hard work by them” (p. 6967). 
Nevertheless, the study does not link 
those fi ndings with their application dur-
ing a  placement practice teaching. Th e 
point of view of the teachers is considered 
by Fletcher et al. (2022) with the prospect 
of proposing amendments and improve-
ments to teacher preparation based on 
fi rst-hand experience at schools.

Commenting on the challenging situ-
ation educational institutions faced once 
the pandemic restrictions were enforced, 
Choate et al. (2021) warn of the gap in 
the requirements of teacher preparation 
programmes as the opportunity to teach 
a certain number of practicum lessons be-
came an impossibility for student teach-
ers. Many schools in the USA refused 
to cooperate with teacher training pro-
grammes, citing pandemic challenges, 
although some schools still allowed on-
line lessons and included student teachers 
in those. Fuertes-Camacho et al. (2021) 
stress the need for refl ective practice, es-
pecially in times of crises such as COV-
ID-19, to support quality development of 
future teachers. Lei and Medwell (2021) 
present the student teachers’ views of on-
line collaborative learning as being “valu-
able as counteracting learners’ loneliness, 
developing a  sense of autonomy in them 
as learners, increasing their self-effi  cacy, 
[…] and off ering them new insights into 
teaching methods” (p. 172).

Adaptation strategies developed dur-
ing the pandemic that were explored by 
El Masry and Alzaanin (2021) proved es-
sential to forming a teacher’s professional 
identity. Specifi cally, the idea of work-
ing in cooperation with a community of 
teachers and student teachers to avoid the 
feeling of isolation during the pandemic 
should be nurtured and supported in 
teacher education and teacher training. 

Th e literature review, completed in 
preparation for the research, revealed that 
although there is a plethora of studies deal-
ing with the impact of changes introduced 
in relation to the global pandemic, there 
are very few which deal with the student 
teachers’ perceptions of their prepared-
ness for face-to-face teaching after having 
completed their preparation online. Th e 
aim of investigating how prepared student 
English language teachers felt after three 
semesters of fully online preparation, in-
cluding online microteaching, for their 
placement practice teaching in a  face-to-
face classroom, proved unique. 

METHODOLOGY

Research design

Research fi ndings suggest a signifi cant 
correspondence between the quality of 
microteaching performance and subse-
quent (real) teaching performance (Ping, 
2013, pp. 165–166). Th erefore, the study 
aimed to investigate this phase of the 
development of the SELTs’ professional 
competence in a  specifi c situation infl u-
enced by COVID-19 lockdown restric-
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tions. Th e research question (RQ) and its 
sub-questi ons (RSQ) are as follows:

RQ: Did the student EL teachers feel 
prepared for their placement practice 
teaching having gone through their online 
microteaching?  

RSQ1: If yes, what did the student 
EL teachers fi nd benefi cial in their online 
microteaching to take to their placement 
practice teaching and why?  

RSQ2: If in doubt, what challenges 
and barriers to their preparedness to un-
dertake their placement practice teaching 
did the student EL teachers encounter in 
their online preparation and why?

“Why-questions” favour the use of 
a  case study strategy – an empirical in-
quiry investigating “a  contemporary 
phenomenon within its real-life context, 
especially when the boundaries between 
phenomenon and context are not clearly 
evident”. Th is approach allows for a thor-
ough exploration of the specifi c and 
unique instance, as emphasised by Yin 
(2003, p.  13). In this study, the unit of 
analysis is a  case, specifi cally the situa-
tion of SELTs who conducte d their mi-
croteaching online during the COVID-19 
pandemic lockdown in the spring of 2021. 
Th is preparation was in anticipation of the 
placement practice teaching in a  face-to-
face (or unknown) mode in the autumn 
of 2021. 

Th erefore, the design is defi ned as in-
trinsic (Taber, 2014), which is employed 
when little-known phenomena are studied 
to gain a comprehensive understanding of 
the case and the relationships among its 
parts (Hendl, 2008) in its natural setting. 

While an intrinsic design enables explora-
tion of the intricacies and characteristics 
of the specifi c case, the generalisability of 
the fi ndings to a larger population is lim-
ited, even in this study with high ecologi-
cal validity.

To obtain a relevant and comprehen-
sive insight into the case, a mixed-methods 
approach is employed, involving various 
data collection methods (refl ective group 
discussions, focus group discussions, 
questionnaires), data sources (transcrip-
tions of the recorded discussions, fi lled-in 
questionnaires, syllabi and study materials 
for microteaching and placement practice 
teaching), data collection phases (during 
online microteaching, at the end of the 
semester, after placement practice teach-
ing), and data analysis (iterative: constant 
comparative analysis; inductive: unstruc-
tured/thematic; deductive: structured). 
Both researchers were involved in the re-
search process in all its phases (the design 
of the data collection and analysis tools, 
data collection, and their analysis).

Context and setting 

Microteaching is a  compulsory com-
ponent of the ITE programme, scheduled 
for the summer term of its second year. 
Th is safe and controlled practice helps 
establish a  more realistic link between 
theory and practice, providing opportuni-
ties for SELTs to “acquire relevant knowl-
edge, methods and skills for successful 
experiential teaching”, to experiment 
with them, and to get feedback on them 
(Ping, 2013, pp. 165–166). Th e format 
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of microteaching includes a pre-teaching 
phase (lesson planning, material design), 
a teaching phase (lesson delivery recorded 
with students’ permission), and a  post-
teaching phase (lesson refl ection). As the 
study groups are relatively large, students 
work in teams of two or three, preparing 
15–20-minute lesson plans focusing on 
language skills and subskills throughout 
the semester. Each week, a maximum of 
two teams are selected to deliver their 
lesson. After delivery, the lessons are sub-
jected to self- and peer-refl ection, and 
feedback is provided by the tutors. In the 
following semester, the SELTs are placed 
in selected schools for two weeks under 
the supervision of an experienced EL 
teacher and a  university tutor. Th e pro-
cedure for placement practice teaching 
closely follows the phases of microteach-
ing. Th is time, however, the students work 
individually and deliver complete English 
lessons in schools. 

Th is small-scale investigation 
took place in 2021, covering both the 
2020/2021 summer semester and the 
2021/2022 winter semester. Because of 
national and local COVID-19 restric-
tions, in-person classes at the university 
were not possible, leading to the remote 
delivery of the entire semester. A  faculty 
directive required synchronous online 
lessons from 23 September 2020 and the 
conclusion of the summer term in 2021. 
Th e crisis-prompted remote education 
transitioned into planned online educa-
tion, ensuring the quality of ITE and 
minimising some potential variables that 
could aff ect the research. Th e objectives, 

content, procedures, and assessment of 
the planned online microteaching and 
placement practice teaching did not dif-
fer from the face-to-face mode. Microte-
aching, regardless of the situation, with 
embedded opportunities for SELTs to 
use technologies in their lessons, aims to 
prepare student teachers for their role of 
digitally competent EL teachers in the fol-
lowing semester, provide them with ELT 
experience through microteaching, and 
encourage refl ection on their experiences. 
Placement practice teaching provides op-
portunities for students to apply knowl-
edge and use skills previously acquired, 
regardless of the mode of placement 
practice teaching. During planned online 
microteaching, the format of face-to-face 
microteaching, with students working in 
teams to plan, deliver, and refl ect on les-
sons collectively, was maintained. Th e les-
sons delivered by the students were also 
subjected to peer refl ection, and feedback 
was also provided by tutors. Th us, the 
only modifi cation in the summer semes-
ter of 2021 was the mode of microteach-
ing, which took place remotely via MS 
Teams. MS Teams served as the platform 
for online synchronous communication 
and collaboration, while study materials, 
available asynchronously, were managed 
through the Moodle LMS.

Participants

Online microteaching in the second 
year of ITE (the summer term of 2021) 
was attended by 26 students (14 males, 
12 females), plus two female Erasmus stu-
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dents, who had experienced at least three 
semesters of virtual ITE. Th is spanned 
almost all the years of their studies with-
out physical presence at the university 
and face-to-face interaction with peers 
and university tutors. Six males did not 
continue in their studies and one female 
came from a diff erent study group to per-
form her placement practice teaching, and 
they had to be excluded from the study 
as they participated in a diff erent mode of 
microteaching, or did not perform place-
ment practice teaching in the winter se-
mester of 2021. So, fi nally, the case study 
participants were 21 SELTs (eight males, 
13 females), who completed their online 
microteaching and face-to-face placement 
practice teaching in 2021.  

Ethical considerations

Concerning the ethical issues of the 
study, before the research started, the par-
ticipants were informed about the purpose 
of the study and assured of the voluntary 
nature of their participation, anonymity, 
confi dentiality, and right to refuse to re-
spond and/or withdraw from the study at 
any stage (Mackey & Gass, 2016). Th ey 
provided their informed consent to taking 
part in the study and being recorded in 
writing. 

Data collection phases, 
data collection methods 
and analysis

Data were collected from recorded 
online refl ective group discussions con-

ducted immediately after the microles-
son delivery (summer semester of 2021), 
recorded online focus group discussions 
conducted at the end of the summer se-
mester of 2021, and questionnaires com-
pleted after the placement practice teach-
ing (winter semester of 2021). 

Once the data from the refl ective dis-
cussions and focus groups had been tran-
scribed, inductive thematic analysis of the 
data was conducted to identify and defi ne 
the themes emerging from the refl ective 
discussions (Braun & Clarke, 2006). Af-
ter that, the themes were reviewed and re-
fi ned on the basis of the analysis of the fo-
cus group discussions. Finally, the refi ned 
themes were operationalised as question-
naire items in order to explicitly analyse 
the students’ reported perceptions of their 
preparedness. Th e data from students’ 
comments and responses to the open-
ended question in the questionnaire were 
analysed accordingly and merged with the 
already generated and relevant themes. 

Th e process of data coding and analy-
sis was iterative (meaning the data were 
re-coded by two researchers and then the 
consistency of the codes with one another 
was evaluated by each researcher; the re-
searchers also checked the consistency of 
the coding with one another throughout 
the process) to ensure internal consistency 
and intra-coder/inter-coder agreement 
(Miles, Huberman, & Saldaña, 2014).

In the fi rst phase of the research, each 
week after the microlesson had been deliv-
ered in MS Teams, all the students were 
asked to fi ll in the relevant evaluation forms 
[Appendix 2: Microteaching evaluation 
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form (teaching t eam and peer students)], 
while the tutors evaluated the teaching 
team’s performance in a breakout room of 
MS Teams separately. Once everyone had 
prepared their notes, the main session in 
MS Teams was reconvened, and the teach-
ing team, peers, and tutors discussed and 
refl ected on the microteaching. Th e main 
sessions were recorded in their entirety. Re-
fl ection sessions after each microteaching 
were transcribed and analysed to identify 
suitable participants for the planned focus 
group discussions. Th e qualitative insights 
gained from these discussions also provided 
a basis for stimulating the focus group dis-
cussions (Mackey & Gass, 2016). 

Th en, on the basis of the refl ective ses-
sion analysis, two teaching teams (a total 
of fi ve SELTs) who were able to refl ect 
comprehensively on the lesson plan, man-
agement, and possible lesson modifi ca-
tions and evaluate the strong points and 
challenges of their lesson were selected to 
be interviewed in the focus groups. More-
over, those students seemed to demon-
strate a relatively high level of professional 
competence in planning, delivering, and 
refl ecting on the microteaching lessons 
compared to their peers. Th e criteria for 
the selection of the focus group partici-
pants were adapted from the (self-) evalu-
ation tool used in the ITE programme 
(Spilková, Černá, & Reimannová, 2018), 
specifi cally from the chapters on lesson 
planning, management, and refl ection. 
Th e objective of the focus groups was to 
identify the students’ perceptions of their 
preparedness to teach after their fi rst ex-
perience in the role of teachers and relate 

their perceptions to the immediate re-
ported refl ection. Focus group discussions 
with the selected students were conducted 
in two focus groups on 29 June 2021 and 
11 June 2021 in the form of semi-struc-
tured interviews. Th e participants were 
sent the set of preliminary questions be-
low, covering the topics of lesson plan-
ning, its management, and the transfer-
ability of skills from the online mode to 
diff erent modes prior to the discussion 
taking place. 
• In terms of planning your lessons, how 

did you start? All together, separately? 
Brainstorming, reading source mate-
rials, or notes from the lectures & semi-
nars?  

• How did you edit your lesson plans? On 
the basis of feedback on your previous 
lesson plans, your own experience of 
microteaching, your experience of be-
ing a student?  

• How do  you expect your approach to 
change once you start teaching face-
to-face? Which skills acquired in the 
online microteaching sessions can be 
transferred to face-to-face classroom? 

A set of focus group 
discussion questions 

During the recorded focus group dis-
cussions, the students were encouraged 
to expand on their responses to obtain 
a deeper understanding of their perception 
of the case study situation, i.e. knowledge 
and/or skills they perceive they acquired 
before and during the online microteach-
ing and their transferability to diff erent 
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modes of teaching and learning. Th e re-
corded discussions were also transcribed 
and the content analysed to provide the 
basis for the next research tool, the ques-
tionnaire.

Finally, to obtain a comprehensive view 
of the students’ perceptions of their pre-
paredness for placement practice teaching 
and the role online microteaching played in 
their learning experience, a questionnaire 
was designed to elicit responses refl ecting 

and reporting on the school-based experi-
ence. Th e questions were formulated on 
the basis of the analyses of the recordings 
of the refl ection sessions after the microte-
aching and of the focus group discussions. 
Th e questionnaire was piloted, and on the 
basis of the results of the pilot all the items 
and scales were amended to elicit the data 
that were relevant and valid to feed the an-
swers to the research questions. Th e fi nal 
version of the questionnaire (Appendix 3: 

  
  
  

  
  

Iterative constant comparative analysis

Did the SELTs feel prepared for their placement practice teaching having gone through their 

If yes, what did the SELTs find beneficial in their online microteaching to take to their placement 
practice teaching and why?

If in doubt, what challenges and barriers to their preparedness to undertake their placement 
practice teaching did the SELTs encounter in their online preparation and why?

Reflective group discussions Focus group discussions

deductive/structured analysis

Questionnaires 

unstructured/thematic analysis 

1st phase
during microteaching

(whole semester) 

2nd phase
after microteaching (at the end 

of the semester) 

3rd phase
after placement practice 

teaching (at the end of the 
semester) 

Figure 1 Correspondence of data collection phases, data collection methods, and analysis
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Questionnaire) consisted of a  set of 
13 items: 12 were closed-ended questions 
using Likert scale responses, with an op-
tion to add comments, while one question 
was open-ended (Mackey & Gass, 2016). 
Th e scale was used to elicit responses that 
would yield the students’ perceptions of 
their preparedness in full and the pos-
sibility of commenting on the individual 
questionnaire items allowed the students 
to refl ect and report on their perceptions 
of their preparedness openly and without 
limitations. Th e questionnaire was admin-
istered at the end of the semester to all 21 
participants; however, only ten of them 
returned it. Th e whole process of data col-
lection and data analysis is summarized in 
Figure 1.

FINDINGS AND DISCUSSION

Students’ reported preparedness 
to teach after online learning-
to-teach experience: feeling 
prepared or feeling challenged? 

To address the question of whether 
and how the SELTs felt prepared for their 
placement practice teaching, it was es-
sential fi rst to identify what attributes 
of teaching and learning the students 
consider signifi cant. Th e data analyses 
revealed fi ve overarching themes and cor-
responding sub-themes of pedagogical 
knowledge and skills, as outlined in Ta-
ble 1. Th ese themes emerged from overt 
student comments, bridging from the 
initial stages, involving the refl ection ses-
sions following the online microteaching 

lessons, to the mid-stage semi-structured 
focus group discussions, and fi nally oper-
ationalised into questionnaire items. Th e 
students explicitly highlighted areas of 
English language teaching and learning 
related to planning, educational com-
munication, lesson and classroom man-
agement, and self-refl ection. Th is sug-
gests that these aspects of teaching and 
learning English hold importance for the 
students, regardless of the attribute (ben-
efi t, challenge, or barrier) they associate 
with these themes. Th eir concerns and 
apprehensions about the placement prac-
tice teaching, the role of the online mode 
of teaching and learning experienced as 
a  student or as a  teacher, or switching 
various modes of teaching and learning 
served as key themes that prompted the 
initiation of this research.

When the students were surveyed af-
ter participating in placement practice 
teaching to refl ect on whether the online 
microteaching prepared them adequately 
for the mode of face-to-face teaching, the 
analysis of the questionnaires revealed 
a distinct contrast in their perceptions of 
preparedness across various teaching do-
mains (Figure 2). According to the fi nd-
ings, the students stated that their skills 
in lesson planning and self-refl ection 
were notably enhanced during the on-
line microteaching. Specifi cally, 72% 
of all responses indicated a high level of 
preparedness (either “very well” or “well” 
regarding the theme of lesson planning, 
while 78% reported feeling well-prepared 
in terms of self-refl ection). On the other 
hand, they felt less prepared in areas that 
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relate to lesson management, with 60% of 
the responses associated with this aspect 
expressing a  lower level of preparedness. 
Similarly, communication and classroom 
climate posed challenges, as only 22% 
of the responses related to this theme ac-
knowledged feeling well or very well pre-
pared. 

Th e participants’ responses unveil 
a more intricate portrayal when the ques-
tionnaire responses related to separate 
subthemes are explored. Notably, areas of 
both heightened and diminished reported 
preparedness are clearly delineated (Fig-
ure 3) and are organised in descending 

order from the highest to the lowest lev-
els of preparedness. Th is analysis further 
highlights that pedagogical knowledge 
and skills that score high include those 
linked to lesson planning and self-refl ec-
tion, alongside certain facets of lesson 
management (providing comprehensible 
instructions). Conversely, the lowest lev-
els of preparedness are associated with 
communication and classroom climate 
(maintaining discipline), as well as specif-
ic aspects of lesson management, such as 
employing various pedagogical tools and 
teaching aids tailored for specifi c activities 
(lesson management).

Table 1 Categorisation of the students’ reported themes and sub-themes of perceived pedagogical 
knowledge and skills

Reported themes Reported sub-themes (questionnaire items)
Lesson planning Plan and formulate aims in relation to content and the needs/abilities 

of students
Predict and propose solutions for a variety of possible classroom 
situations

Communication and 
classroom climate

Use non-verbal communication
Provide equal opportunities for students to communicate in English
Manage classroom behaviour
Adjust the classroom layout for the planned activity

Lesson 
management

Select suitable tasks/activities in relation to the educational/lesson aim
Provide comprehensible instructions for a task/activity
Use suitable interaction patterns
Use various pedagogical tools and teaching aids appropriately 
in activities

Self-refl ection Evaluate the accomplishment of lesson aims 
Analyse lessons using a variety of refl ective techniques

Perception 
of preparedness

Be ready to teach (not limited by the online mode of microteaching)
Be ready to transfer skills (online to face-to-face environment)
Deal with anxiety not related to the mode
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Th e participants mostly found the 
online preparation for their face-to-face 
placement practice teaching merely ad-
equate. As one of the participants (P3 
in Q)1 illustrates: “Being a very sociable 
person, who needs personal contact for 
work, I  perceived the online form of 
teaching/learning as frustrating. Th e sit-
uation, unfortunately, did not allow for 
anything else, however, and I  don’t see 
any other way of coping with microte-
aching. From my point of view, this form 
was adequate.” 

Another comment supports the idea 
but approaches the response from a  dif-
ferent point of view. Participants found 
the online preparation suffi  cient but not 
necessarily equal to face-to-face prepara-
tion (P5 in Q): “It was pleasant to try and 

teach using a  computer […] but before 
starting the placement practice teaching, 
I felt sorry we hadn’t had time to do more 
because of the limitations of MS Teams. 
I was a little scared of doing things for the 
fi rst time without practising them before-
hand.” 

Th e most common response in terms 
of preparedness for the face-to-face teach-
ing experience is the participants’ anxiety 
about stepping out in front of a group of 
strangers. In the words of one of the stu-
dent teachers: “It was diffi  cult in many 
ways but I  learnt the essential necessities 
adequately before starting the placement 
practice teaching. Th e main diff erence 
was the fear of standing in front of a class, 
as on MS Teams we were hidden behind 
the circles with our initials.”

0% 10% 20% 30% 40% 50% 60%

Communication and classroom climate

Lesson management

Self-reflection

Lesson planning

very well

well

adequately

insufficiently

   Figure 2  Overview of student teachers’ areas of preparedness reported by theme

1 For the interpretation of the outcomes of the data analysis, the following key is used to identify each participant’s 
quote and its source: each participant is allocated a number following the letter P, e.g. P1, P2, etc. Th e transcript 
from which the quote is taken is marked with the letter T and followed by the relevant number, i.e. T1, T2, etc. 
When the quote is taken from the participant’s response in the questionnaire, this is shown by the letter Q.
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Th e participants generally found the 
online preparation for their face-to-face 
placement practice teaching to be suffi  -
cient in the given circumstances, though 

some expressed reservations and concerns 
about the limitations of MS Teams and 
the diff erence in teaching on MS Teams 
compared to in-person settings. Th e most 

0 1 2 3 4 5 6 7 8 9 10

Use non-verbal communication
(Communication and classroom climate)

Use various pedagogical tools and teaching aids
appropriately for specific activities (Lesson

management)

Maintain discipline (Communication and
classroom climate)

Adjust the classroom setting for the activity
(Communication and classroom climate)

Provide equal opportunities for students to
communicate in English (Communication and

classroom climate)

Use suitable interaction patterns of teaching
(Communication and classroom climate)

Evaluate the accomplishments of lesson aims
(Self-reflection)

Predict and propose solutions for a variety of
possible classroom situations (Lesson planning)

Plan and formulate aims in relation to the
teaching content and the needs/abilities of

students (Lesson planning)

Analyse lessons using a variety of reflective
techniques (Self-reflection)

Select suitable tasks/activities in relation to the
educational/lesson aim (Lesson management)

Provide comprehensible instructions for a
task/activity (Lesson management)

very well well adequately insufficiently

F igure 3 Details of student teachers’ areas of reported preparedness by subtheme
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common concerns among the participants 
were anxiety related to teaching in front of 
a group of strangers, or generally commu-
nicating verbally and non-verbally with 
learners in the new role of the teacher, 
doing things for the fi rst time in teaching 
practice, and using appropriately peda-
gogical and teaching aids. 

How the online microteaching 
helped the SELTs: reported 
benefi ts of online 
microteaching   

Th ere were three main areas in which 
the participants felt prepared by the on-
line course to teach in a face-to-face envi-
ronment, as shown in Figure 4 below.

Th e fi rst area, that of the participants 
being able to provide instructions for 
a  task or activity confi dently, is support-
ed, for example, by the following sample 
comment (P2 in Q): “What was particu-
larly useful was the opportunity to learn 

from my own mistakes when formulating 
instructions but also from the mistakes of 
others around me.” 

Th e participants also felt prepared to se-
lect suitable tasks and activities in relation 
to the educational or lesson aim, as illustrat-
ed by a student (P1 in Q) who commented 
that: “Yes, I did feel prepared but […] it is 
important to realise that the learners are of 
a diff erent level from me and from my peers; 
they are not familiar with using specifi c termi-
nology, which we could get away with during 
microteaching.”

Th e third of the top three areas is the 
feeling of being prepared to analyse one’s 
own teaching using a variety of refl ective 
techniques or, in the words of one par-
ticipant (P5 in T1): “Yes, I felt ready. Th e 
analysis and modifi cation of a taught lesson 
plan we presented at the end of the course 
were essential and probably the most benefi -
cial aspects of the course.”

Th e participants in the study demon-
strated confi dence in lesson management, 

0 2 4 6 8 10

Analyse lessons using a variety of
reflective techniques

Select suitable tasks/activities in
relation to the educational/lesson aim

Provide comprehensible instructions
for a task/activity

very well well adequately insufficiently

Figure 4 Area s of reported high preparedness
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particularly in providing instructions for 
tasks and activities. Additionally, they ex-
pressed readiness in selecting appropriate 
tasks aligned with educational objectives, 
acknowledging the challenge of adapt-
ing to learners’ diverse levels of language 
profi ciency and needs. Finally, the partici-
pants felt well prepared to analyse their 
teaching through various refl ective tech-
niques, emphasising the signifi cance and 
benefi ts of post-course lesson plan evalu-
ation and appreciating the value of the 
collaborative learning environment in mi-
croteaching (preparing for microteaching 
in teams, learning from both their own 
mistakes and those of their peers, refl ect-
ing together).

Perceived challenges and barriers 
of online microteaching related 
to the SELTs’ reported feelings 
of preparedness for undertaking 
placement practice teaching 

As with benefi ts, there were three main 
areas that the participants identifi ed as 
challenging or even as barriers (Figure 5). 

As one of the participants (P1 in Q) 
aptly put it: “In the microteaching class we 
are all in the same boat; we know each other 
and want to help each other. Th ere was no 
problem with disruptive behaviour, so I did 
not feel prepared for the face-to-face class-
room.” Th e issue of managing classroom 
behaviour is, therefore, among the top 
three challenges recognised by the student 
teachers in this study.

Another challenging area was the use 
of tools outside the MS Teams environ-
ment, as illustrated by the comment (P3 
in Q) that: “Th e online format of teaching 
and learning severely limits the scope for us-
ing pedagogical/teaching tools. Th ere was 
some preparation for the ‘offl  ine’ opportuni-
ties but not suffi  cient for me to be certain of 
my choices before the face-to-face placement 
practice teaching.”

0 2 4 6 8 10

Manage classroom behaviour

Use various pedagogical tools and
teaching aids appropriately for specific

activities

Use non-verbal communication

very well well adequately insufficiently

Figure 5 Areas of repo rted low preparedness
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Th e main area which the participants 
noted as a barrier to professional develop-
ment was, perhaps understandably, the 
lack of preparation to use non-verbal com-
munication. Here is a  sample comment 
(P4 in T1): “Although we, as teachers, had 
our cameras on at all times, our peers often 
left them switched off ; we couldn’t see their 
reactions. […] We were able to use non-ver-
bal tools such as a smile or gestures but even 
that felt demanding in the online environ-
ment and it wouldn’t come as naturally as 
in real life.”

To sum up, the study highlights the 
key challenges faced by the student teach-
ers. Firstly, the absence of disruptive be-
haviour in the supportive microteaching 
class left the participants feeling unpre-
pared for managing classroom behaviour 
in face-to-face settings. Secondly, the 
limitations of online teaching tools, espe-
cially outside the MS Teams environment, 
posed challenges in preparation for face-
to-face placements. Lastly, the struggle to 
use non-verbal communication eff ectively 
in the online environment emerged as 
a signifi cant barrier to professional devel-
opment, emphasising the diffi  culties in 
replicating natural interactions compared 
to face-to-face teaching.

TENTATIVE CONCLUSION 
AND IMPLICATIONS 
FOR RESEARCH AND ITE 

Th is paper refl ects on the specifi c 
situation the SELTs experienced in the 
phases of their professional development 

when acquiring pedagogical knowledge 
and skills in one specifi c mode (online) in 
the anticipation of teaching in a diff erent 
mode (face-to-face or unknown).

In conclusion, this research sheds 
light on the multifaceted experiences of 
student teachers preparing for face-to-
face placement practice teaching in the 
online mode. Th e participants generally 
found the online preparation to be ade-
quate within the given circumstances, yet 
concerns were voiced regarding the limi-
tations of MS Teams and the disparities 
between online and in-person teaching 
(cf. Kidd & Murray, 2020). Th eir anxiety 
related to various aspects, such as teach-
ing strangers and using pedagogical aids, 
which emerged as common themes. 

Moreover, the study revealed positive 
fi ndings regarding the participants’ con-
fi dence in lesson management, including 
providing instructions and aligning tasks 
with educational objectives. Th e acknowl-
edgment of the benefi ts of refl ective tech-
niques showcased a  solid foundation for 
their teaching capabilities. Th e collabora-
tive learning environment, particularly in 
microteaching, was recognised as instru-
mental in professional development (cf. 
Lei & Medwell, 2021).

However, key challenges surfaced, pri-
marily the absence of disruptive behaviour 
in the online microteaching class, leaving 
the participants feeling ill-prepared for 
managing classroom behaviour in face-to-
face settings. Additionally, the limitations 
of online teaching tools, especially beyond 
the MS Teams environment, posed obsta-
cles in preparing for on-site placements. 
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Th e diffi  culty of utilising non-verbal com-
munication eff ectively in online settings 
surfaced as a  notable obstacle, under-
scoring the complexities of reproducing 
authentic interactions when compared to 
the conventional face-to-face teaching ap-
proach. 

Other research fi ndings show that 
transitioning microteaching from the 
face-to-face to online mode did not alter 
the “essence” of microteaching, reveal-
ing a striking similarity between the two 
contexts (face-to-face and online). Th e re-
ports also highlight that student teachers 
in both settings share typical misconcep-
tions about learning and teaching and en-
counter challenges with employing digital 
and other tools in their teaching (Zala-
vra & Makri, 2022; Gacs et al., 2020). 
Grounded in over a decade of experience 
with microteaching and placement prac-
tice teaching, these common apprehen-
sions are reported by students before and 
after placement practice teaching, irre-
spective of the mode of microteaching or 
placement practice teaching. Providing 
early exposure to student teachers regard-
ing possible outcomes and challenges in 
schools is crucial, ensuring they are not 
caught off  guard by the unexpected in an 
indoor classroom environment (Pazilah et 
al., 2021).

As our small-scale study delved into 
the unique circumstances in which our 
SELTs unintentionally found them-
selves, this fact inherently introduces 
methodological and research limitations. 
One limitation is the number of partici-
pants and their selection; for the study 

to maintain ecological validity, all the 
participants in the microteaching and 
placement practice teaching should have 
been included. Additionally, generalising 
the results is not feasible, as the situation 
(case) is unlikely to occur under identical 
circumstances. Th e reported study limita-
tions also lay the groundwork for further 
exploration, with a particular focus on the 
common apprehensions reported by stu-
dents before and after placement practice 
teaching.

In the light of our fi ndings, it be-
comes apparent that while online prepa-
ration off ers valuable insights and devel-
opment of the skills of SELTs, addressing 
specifi c challenges in ITE such as the 
management of classroom behaviour and 
the limitations of virtual platforms is cru-
cial. Future interventions and ITE pro-
grammes should focus on bridging these 
gaps to ensure more comprehensive and 
eff ective preparation for student teachers 
transitioning between online and face-to-
face teaching environments. Particular 
content in ITE may contribute to build-
ing resilience in teacher education by 
“working with scenarios, videos, or actual 
classroom observations” to examine chal-
lenging situations “teacher candidates 
could identify and practice coping strat-
egies, emotional competence, reframing 
skills, and other resilient behaviours and 
ways of thinking” (Mansfi eld et al., 2016, 
p.  71). Being aware and capable of skill 
transfer can help (student) teachers adapt 
to situations dictated by external condi-
tions, prepare mentally for the unknown, 
and perceive any experience as the driv-
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ing force in learning and motivation (Ko-
morowska, 2016). Such ability may sig-
nifi cantly aff ect the quality of students’ 

well-being and mental health (Dweck, 
2017) and might be perceived as one of 
the coping strategies of crisis anxiety. 
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REIMANNOVÁ, I., KEPLOVÁ, K. Od virtuální k fyzické výuce: Pohled 
na vnímání připravenosti studentů učitelství anglického jazyka na prezenční 
praktickou výuku

Od počátku třetí dekády 21. století zažívají učitelé všech stupňů vzdělávání bouřlivé časy. 
Začínající i  zkušení učitelé byli nuceni přehodnotit své dovednosti tak, aby refl ektovaly nejen 
změny v možnostech, které přináší rozvoj technologií a globalizace, ale také náhlé a nečekané 
důsledky globální pandemie. Vládní rozhodnutí uzavřít všechny vzdělávací instituce v  České 
republice kvůli pandemii COVID-19 a přesunout proces výuky a učení do online prostředí mělo 
dopad i na vysokoškolské přípravné vzdělávání budoucích učitelů angličtiny. Všichni se museli 
vyrovnat s problémy, které situace přinesla; pedagogové museli přehodnotit svůj přístup k příprav-
nému vzdělávání učitelů, aby se jejich studenti cítili lépe připraveni na výzvy krize. Vzdělavatelé 
učitelů mimo jiné přijali měnící se prostředí a aktivně hledali způsoby, jak co nejlépe podpořit 
studenty v jejich přípravě na učitelskou profesi. 

Cílem tohoto příspěvku je prezentovat a diskutovat výsledky výzkumu, který byl proveden 
na  katedře anglistiky a  amerikanistiky regionální české univerzity v  reakci na  důsledky pan-
demie. Cílem výzkumu bylo zjistit, jak studenti učitelství vnímají, zda a  jak je mikrovýuka, 
která kvůli omezením souvisejícím s pandemií probíhala online, připravila na jejich prezenční 
praktickou výuku v následujícím semestru. Kontext byl tedy silně ovlivněn okolnostmi globální 
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pandemie. Teoretický rámec programu počátečního vzdělávání učitelů anglického jazyka i tohoto 
příspěvku je založen na modelech učitelské profesionality (Spilková, 2019), refl ektivního prakti-
ka (Černá, Píšová, & Vlčková, 2017) a realistického přístupu (Korthagen et al., 2001).

Ve studii byla shromážděna, analyzována a vyhodnocena data z refl ektivních sezení, dvou 
fokusních skupinových diskusí a dotazníku. Účastníky studie byli studenti druhého ročníku ba-
kalářského programu Angličtina pro vzdělávání. Výsledky výzkumu naznačují, že studenti ne-
vnímali cíle a obsah zvoleného studijního programu jako ovlivněné změnami vnějších podmínek, 
nicméně procesy svého profesního učení vnímali jako ovlivněné. Tyto výsledky jsou v  souladu 
s výzkumem Yochanny a Levyové (2022), který se zabýval efektivní implementací mikrovýuky 
v přípravě učitelů. 

Výsledky této studie z hlediska vzdělávání i výzkumu naznačují, že přípravné vzdělávání 
budoucích učitelů angličtiny musí řešit problém, jak umožnit studentům připravit se na  svou 
profesi bez ohledu na to, zda vyučují v online nebo prezenčních hodinách. Počáteční vzdělávání 
učitelů by mělo mít za cíl připravit budoucí učitele na to, aby očekávali neočekávané, což je téma, 
které je třeba prozkoumat v dalším výzkumu.

Klíčová slova: přípravné vzdělávání učitelů, studenti učitelství anglického jazyka, vnímání 
připravenosti na výuku, mikrovýuka, praktická výuka na stáži
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s 

av
ail

-a
bl

e t
o 

lea
rn

er
s, 

(ii
i) 

th
e n

ee
d 

to
 re

co
gn

ise
 th

e 
po

te
nt

ial
 ch

all
en

ge
s f

ac
ed

 
by

 in
di

vi
du

al 
ch

ild
re

n 
fro

m
 

di
ff e

rin
g 

ba
ck

gr
ou

nd
s (

ec
o-

no
m

ic,
 cu

ltu
ra

l, 
an

d 
sp

ec
ial

 
ne

ed
s),

 an
d 

wa
ys

 to
 p

ro
vi

de
 

an
d 

ac
ce

ss 
su

pp
or

t.
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Fu
er

te
s-

C
am

ac
ho

, 
M

. T
., 

D
ul

sa
t-O

rt
iz

, 
C

., 
Al

va
re

z-
C

an
ov

as
, I

. 
(2

02
1)

R
efl

 e
ct

iv
e 

pr
ac

tic
e 

in
 

tim
es

 o
f C

o-
vi

d-
19

: A
 to

ol
 

to
 im

pr
ov

e 
ed

uc
at

io
n 

fo
r 

su
st

ai
na

bl
e 

de
ve

lo
pm

en
t 

in
 p

re
-s

er
vi

ce
 

te
ac

he
r t

ra
in

-
in

g

C
ov

id
-1

9;
 su

sta
in

-
ab

le 
de

ve
lo

pm
en

t 
go

als
 (S

D
G

s);
 

qu
ali

ty
 ed

uc
at

io
n 

(S
D

G
 4

); 
ed

uc
at

io
n 

fo
r s

us
ta

in
ab

le 
de

-
ve

lo
pm

en
t (

ES
D

); 
re

fl e
ct

ive
 p

ra
ct

ice
 

qu
es

tio
nn

air
e 

(R
PQ

); 
cr

iti
ca

l a
nd

 
re

fl e
ct

ive
 th

in
ki

ng
; 

se
lf-

aw
ar

en
es

s; 
su

sta
in

ab
le 

co
m

pe
-

te
nc

ies
; p

re
-se

rv
ice

 
te

ac
he

r t
ra

in
in

g

St
re

sse
s t

he
 n

ee
d 

to
 w

or
k 

to
wa

rd
s a

ch
iev

in
g 

qu
ali

ty
 

ed
uc

at
io

n,
 an

d 
to

 p
re

pa
re

 fu
-

tu
re

 te
ac

he
rs 

in
 su

sta
in

ab
ili

ty
 

co
m

pe
te

nc
ies

. Th
 e

 re
se

ar
ch

 
qu

es
tio

ns
 ar

e r
ela

te
d 

to
 th

e 
ke

y c
om

pe
te

nc
ies

 n
ec

es
sa

ry
 

to
 ac

ce
ler

at
e c

ha
ng

e a
nd

 to
 

ho
w 

to
 in

cr
ea

se
 aw

ar
en

es
s 

an
d 

lit
er

ac
y o

f t
he

 S
D

G
s i

n 
hi

gh
er

 ed
uc

at
io

n.
 

Th 
e u

se
 o

f r
efl 

ec
tiv

e p
ra

ct
ice

 
sh

ou
ld

 b
e i

nt
ro

du
ce

d 
in

to
 te

ac
he

r 
tra

in
in

g 
pr

og
ra

m
m

es
.

To
 p

ro
m

ot
e r

efl 
ec

tiv
e p

ra
ct

ice
 in

 
stu

de
nt

s, 
cu

rri
cu

lar
 p

ra
ct

ice
s a

re
 

a g
oo

d 
op

po
rtu

ni
ty

 b
ec

au
se

 it
 is

 
po

ssi
bl

e t
o 

co
ns

id
er

 as
pe

ct
s o

f t
he

 
te

ac
hi

ng
 p

ra
ct

ice
 an

d 
th

e n
ec

es
-

sa
ry

 co
m

pe
te

nc
ies

 an
d 

ta
ke

 in
to

 
ac

co
un

t t
he

 ex
ist

in
g 

m
or

al 
co

de
s 

of
 p

ra
ct

isi
ng

 te
ac

he
rs.

• 
A 

po
sit

ive
 im

pa
ct

 o
f r

efl 
ec

tiv
e 

pr
ac

tic
e o

n 
fu

tu
re

 te
ac

he
rs

• 
Ed

uc
at

io
n 

fo
r s

us
ta

in
ab

le 
de

ve
lo

pm
en

t r
eq

ui
re

s p
ar

tic
i-

pa
to

ry
 m

et
ho

ds
 th

at
 m

ot
iva

te
 

an
d 

em
po

we
r s

tu
de

nt
s t

o 
ch

an
ge

 th
eir

 b
eh

av
io

ur
• 

Re
fl e

ct
ive

 p
ra

ct
ice

 m
us

t b
e 

ac
co

m
pa

ni
ed

 b
y p

ro
ce

sse
s 

of
 co

m
m

un
ica

tio
n 

an
d 

su
pe

rv
isi

on
 th

at
 en

co
ur

ag
e 

co
nfi

 d
en

ce
 an

d 
th

e d
es

ire
 to

 
im

pr
ov

e 

G
ac

s, 
A.

, 
G

oe
rt

le
r, 

S.
, 

Sp
as

ov
a,

 S
. 

(2
02

0)

Pl
an

ne
d 

on
-

lin
e 

la
ng

ua
ge

 
ed

uc
at

io
n 

ve
rs

us
 c

ri
sis

-
pr

om
pt

ed
 o

n-
lin

e 
la

ng
ua

ge
 

te
ac

hi
ng

: 
Le

ss
on

s f
or

 
th

e 
fu

tu
re

di
sta

nc
e l

ea
rn

in
g,

 
cu

rri
cu

lu
m

 d
es

ig
n,

 
te

ac
he

r t
ra

in
in

g,
 

te
ch

no
lo

gy

A 
ro

ad
m

ap
 fo

r p
lan

ni
ng

, 
im

pl
em

en
tin

g,
 an

d 
ev

alu
at

-
in

g 
on

lin
e e

du
ca

tio
n 

in
 id

ea
l 

an
d 

in
 cr

isi
s c

on
te

xt
s

C
ris

is‐
pr

om
pt

ed
 re

m
ot

e t
ea

ch
in

g
• 

At
te

nt
io

n 
to

 in
str

uc
tio

n 
in

 
fa

ce
-to

-fa
ce

, o
nl

in
e, 

an
d 

hy
br

id
 fo

rm
at

s w
ill

 u
nd

ou
bt

-
ed

ly 
co

nt
in

ue
 to

 b
e a

 n
ec

es
-

sit
y, 

wi
th

 sp
ec

ial
 at

te
nt

io
n 

to
 

ad
ap

ta
bi

lit
y, 

fl e
xi

bi
lit

y, 
an

d 
qu

ali
ty

 in
str

uc
tio

n 
re

m
ain

in
g 

at
 th

e c
en

tre
.

H
ill

, J
. B

. 
(2

02
1)

Pr
e-

se
rv

ic
e 

te
ac

he
r 

ex
pe

ri
-

en
ce

s d
ur

in
g 

C
O

VI
D

-1
9:

 
Ex

pl
or

in
g 

th
e 

un
ce

rt
ai

nt
ie

s 
be

tw
ee

n 
cl

in
i-

ca
l p

ra
ct

ic
e 

an
d 

di
st

an
ce

 
le

ar
ni

ng

di
sta

nc
e l

ea
rn

-
in

g,
 ex

pe
rie

nt
ial

 
lea

rn
in

g 
th

eo
ry

, 
qu

ali
ty

 su
pe

rv
isi

on
, 

C
ov

id
-1

9

Cu
rre

nt
 te

ac
he

r p
er

fo
rm

an
ce

 
ex

pe
ct

at
io

ns
; o

nl
in

e r
ea

di
-

ne
ss,

 an
d 

th
e d

es
ig

n 
of

 d
is-

ta
nc

e l
ea

rn
in

g 
in

 p
re

-se
rv

ice
 

te
ac

he
r c

lin
ica

l p
ra

ct
ice

Pr
e-

se
rv

ice
 ed

uc
at

or
s a

re
 b

ein
g 

pr
ep

ar
ed

 to
 su

pp
or

t s
tu

de
nt

 
lea

rn
in

g,
 b

ut
 th

e c
on

di
tio

ns
 an

d 
en

vi
ro

nm
en

ts 
ha

ve
 ch

an
ge

d 
be

ca
us

e o
f t

he
 sp

re
ad

 o
f t

he
 n

ov
el 

co
ro

na
vi

ru
s. 

Pr
e-

se
rv

ice
 te

ac
he

rs 
wi

ll 
be

ne
fi t

 fr
om

 b
ein

g 
pr

ep
ar

ed
 

to
 co

lla
bo

ra
te

 w
ith

 o
th

er
 te

ac
he

rs 
to

 co
ns

tru
ct

 ac
tiv

iti
es

. 
Au

th
en

tic
 p

re
pa

ra
tio

n 
an

d 
pr

e-
se

nt
at

io
ns

 w
ill

 p
re

pa
re

 st
ud

en
ts 

to
 fo

cu
s o

n 
wh

at
 m

at
te

rs 
an

d 
no

t 
ju

st 
ad

dr
es

s t
he

 re
m

ot
e l

ea
rn

in
g 

oc
cu

rri
ng

 d
ur

in
g 

th
is 

pa
nd

em
ic.

• 
In

-p
er

so
n 

ob
se

rv
at

io
ns

 an
d 

op
po

rtu
ni

tie
s t

o 
pr

ac
tis

e c
las

s-
ro

om
 in

str
uc

tio
n 

co
nt

rib
ut

e 
to

 te
ac

he
r r

ea
di

ne
ss 

an
d 

re
lat

io
ns

hi
p 

bu
ild

in
g 

in
 co

m
-

pa
ris

on
 to

 o
nl

in
e l

ea
rn

in
g

• 
Pr

e-
se

rv
ice

 ca
nd

id
at

es
 d

id
 

no
t h

av
e t

he
 o

pp
or

tu
ni

ty
 

to
 d

em
on

str
at

e m
as

te
ry

 o
f 

sp
ec

ifi 
c t

ea
ch

er
 p

er
fo

rm
an

ce
 

ex
pe

ct
at

io
ns

 w
ith

in
 th

e 
di

sta
nc

e l
ea

rn
in

g 
fo

rm
at
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Jo

ne
s, 

L.
, 

D
ur

ha
m

, C
., 

C
at

an
eo

, A
. 

(2
02

1)

R
isi

ng
 to

 th
e 

ch
al

le
ng

e:
 

Pr
ep

ar
in

g 
pr

e-
se

rv
ic

e 
te

ac
he

rs
 d

ur
-

in
g 

a 
gl

ob
al

 
pa

nd
em

ic

N
/A

Th 
e c

om
pl

ex
 p

ro
ce

ss 
of

 p
re

-
pa

rin
g 

pr
e-

se
rv

ice
 te

ac
he

rs 
to

 tr
an

sit
io

n 
to

 a 
ne

w 
wo

rld
 

of
 o

nl
in

e t
ea

ch
in

g,
 sh

ed
di

ng
 

lig
ht

 o
n 

cr
iti

ca
l c

om
po

ne
nt

s 
of

 te
ac

he
r e

du
ca

tio
n 

du
rin

g 
th

is 
tim

e

O
ne

 se
m

in
ar

 co
ur

se
 in

co
rp

or
at

ed
 

va
rie

d 
ac

tiv
iti

es
 th

at
 ai

m
ed

 to
 

su
pp

or
t p

re
-se

rv
ice

 te
ac

he
rs 

(P
ST

s) 
in

 su
cc

es
sfu

lly
 co

m
pl

et
in

g 
th

eir
 p

ro
gr

am
m

e r
eq

ui
re

m
en

ts 
wh

ile
 al

so
 ad

dr
es

sin
g 

th
e s

pe
cifi

 c 
ch

all
en

ge
s o

f v
irt

ua
l i

ns
tru

ct
io

n.
 

O
ne

 o
f t

he
 p

rim
ar

y a
ct

iv
iti

es
 

de
sig

ne
d 

by
 th

e fi
 rs

t a
ut

ho
r 

wa
s a

 te
ch

 ti
ps

 p
re

se
nt

at
io

n 
in

 
wh

ich
 P

ST
s s

ele
ct

ed
 a 

te
ch

no
lo

gy
 

re
so

ur
ce

 to
 ex

pl
or

e a
nd

 p
re

se
nt

 to
 

th
eir

 p
ee

rs.
Th 

e i
nt

er
ns

hi
p 

ex
pe

rie
nc

e f
ol

-
lo

we
d 

a g
ra

du
al 

re
lea

se
 te

ac
hi

ng
 

m
od

el 
in

 w
hi

ch
 P

ST
s f

ol
lo

we
d 

fo
ur

 st
ag

es
: e

m
er

gi
ng

 ap
pr

en
tic

e-
sh

ip
, c

ol
lab

or
at

ive
 ap

pr
en

tic
e-

sh
ip

, p
ea

k 
ap

pr
en

tic
es

hi
p,

 an
d 

co
lla

bo
ra

tiv
e p

ha
se

-o
ut

.

• 
Te

ac
he

r e
du

ca
tio

n 
pr

o-
gr

am
m

es
 m

us
t a

da
pt

 to
 

ad
dr

es
s P

ST
s’ 

ev
ol

vi
ng

 an
d 

un
iq

ue
 n

ee
ds

 re
lat

ed
 to

 le
ar

n-
in

g 
ho

w 
to

 u
til

ise
 d

ig
ita

l t
oo

ls 
an

d 
de

liv
er

 in
str

uc
tio

n 
in

 
a v

irt
ua

l e
nv

iro
nm

en
t. 

K
ar

ak
as

, A
., 

Yu
ks

el
ir,

 C
. 

(2
02

0)

En
ga

gi
ng

 
pr

e-
se

rv
ic

e 
EF

L 
te

ac
he

rs
 

in
 re

fl e
ct

io
n 

th
ro

ug
h 

vi
d-

eo
-m

ed
ia

te
d 

te
am

 m
ic

ro
-

te
ac

hi
ng

 
an

d 
gu

id
ed

 
di

sc
us

sio
ns

gu
id

ed
 d

isc
us

-
sio

ns
; l

an
gu

ag
e 

te
ac

he
r e

du
ca

tio
n;

 
pr

e-
se

rv
ice

 E
FL

 
te

ac
he

rs;
 re

fl e
ct

io
n;

 
re

fl e
ct

ive
 p

ra
ct

ice
; 

vi
de

o-
m

ed
iat

ed
 

te
am

 ic
ro

te
ac

hi
ng

Pr
e-

se
rv

ice
 te

ac
he

rs’
 en

ga
ge

-
m

en
t i

n 
re

fl e
ct

io
n 

an
d 

re
fl e

ct
ive

 p
ra

ct
ice

 th
ro

ug
h 

vi
de

o-
re

co
rd

ed
 m

icr
ot

ea
ch

-
in

g 
se

ssi
on

s
To

 w
ha

t e
xt

en
t d

o 
vi

de
o-

re
co

rd
ed

 te
am

 m
icr

ot
ea

ch
-

in
g 

se
ssi

on
s c

om
bi

ne
d 

wi
th

 
gu

id
ed

 fo
cu

s g
ro

up
 d

isc
us

-
sio

ns
 en

ga
ge

 p
re

-se
rv

ice
 E

FL
 

te
ac

he
rs 

in
 re

fl e
ct

io
n 

an
d 

re
fl e

ct
ive

 p
ra

ct
ice

? A
nd

 in
 

wh
at

 w
ay

s d
o 

th
ey

 o
cc

ur
?

M
icr

ot
ea

ch
in

g 
en

ab
les

 p
re

-se
rv

ice
 

te
ac

he
rs 

to
 en

ha
nc

e t
he

ir 
pe

da
-

go
gi

ca
l s

ki
lls

 th
ro

ug
h 

a “
te

ac
h,

 
cr

iti
qu

e, 
an

d 
re

-te
ac

h”
 m

od
el.

 
M

icr
ot

ea
ch

in
g 

pr
ov

id
es

 p
re

-
se

rv
ice

 te
ac

he
rs 

wi
th

 an
 ar

tifi
 ci

al 
en

vi
ro

nm
en

t i
n 

wh
ich

 to
 p

ra
ct

ise
 

th
eir

 th
eo

re
tic

al 
kn

ow
led

ge
 to

 
pr

ep
ar

e 
th

em
se

lve
s f

or
 th

e a
ut

he
nt

ic 
cla

ssr
oo

m
 en

vi
ro

nm
en

t.

• 
W

ha
t i

s s
ur

pr
isi

ng
 as

 re
ga

rd
s 

th
e e

xt
en

t t
o 

wh
ich

 p
re

-
se

rv
ice

 E
FL

 te
ac

he
rs 

ha
ve

 
en

ga
ge

d 
in

 re
fl e

ct
io

n 
fo

r v
ar

i-
ou

s p
ur

po
se

s h
ap

pe
ns

 to
 b

e 
th

e u
se

 o
f g

ui
de

d 
di

sc
us

sio
ns

 
as

 a 
fo

rm
 o

f d
at

a c
ol

lec
tio

n,
 

wh
ich

 al
lo

ws
 th

e r
es

ea
rc

he
r i

n 
th

es
e d

isc
us

sio
ns

 to
 d

ra
w 

th
eir

 
at

te
nt

io
n 

to
 ce

rta
in

 p
oi

nt
s s

o 
th

at
 th

ey
 ca

n 
fu

rth
er

 th
in

k 
an

d 
ta

lk
 ab

ou
t t

he
m

.
• 

It 
ha

s b
ec

om
e e

vi
de

nt
 th

at
 

im
pa

rti
ng

 th
eo

re
tic

al 
kn

ow
l-

ed
ge

 to
 p

re
-se

rv
ice

 te
ac

he
rs 

do
es

 n
ot

 g
ua

ra
nt

ee
 th

at
 th

is 
kn

ow
led

ge
 w

ill
 tr

an
sla

te
 in

to
 

th
eir

 p
ra

ct
ice

s.
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K
id

d,
 W

., 
M

ur
ra

y, 
J.

 
(2

02
0)

Th 
e 

C
ov

id
-1

9 
pa

nd
em

ic
 

an
d 

its
 e

ff e
ct

s 
on

 te
ac

he
r 

ed
uc

at
io

n 
in

 E
ng

la
nd

: 
H

ow
 te

ac
he

r 
ed

uc
at

or
s 

m
ov

ed
 p

ra
ct

i-
cu

m
 le

ar
ni

ng
 

on
lin

e

te
ac

he
r e

du
ca

tio
n;

 
te

ac
he

r e
du

ca
to

rs;
 

pa
nd

em
ic;

 o
nl

in
e 

lea
rn

in
g;

 p
ra

ct
i-

cu
m

; s
pa

ce

H
ow

 p
ed

ag
og

ies
 ad

ap
te

d 
as

 
th

e r
em

ov
al 

of
 th

e p
ra

ct
icu

m
 

re
lo

ca
te

d 
lea

rn
in

g 
co

m
m

un
i-

tie
s t

o 
ne

w 
on

lin
e s

pa
ce

s

Th 
e a

ssu
m

pt
io

n 
th

at
 “m

or
e 

pr
ac

tic
e i

n 
sc

ho
ol

s” 
– 

in
 an

d 
of

 
its

elf
 –

 is
 su

ffi  
cie

nt
 to

 im
pr

ov
e 

th
e q

ua
lit

y o
f l

ea
rn

in
g 

ha
s a

lw
ay

s 
be

en
 ch

all
en

ge
d 

ou
tsi

de
 p

ol
icy

 
cir

cle
s. 

Re
fl e

ct
ive

 p
ra

ct
ice

 te
ch

-
ni

qu
es

 h
av

e b
ee

n 
wi

de
ly 

ad
op

te
d 

to
 d

ev
elo

p 
lea

rn
in

g.

• 
D

es
pi

te
 th

e r
elo

ca
tio

n 
to

 n
ew

ly-
fo

rm
ed

 o
nl

in
e 

sp
ac

es
, m

an
y p

rin
cip

les
 an

d 
“in

te
nt

io
na

lit
ies

” o
f p

ra
ct

ice
 

re
m

ain
ed

 u
nc

ha
ng

ed
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Appendix 2 Microteaching evaluation form (teaching team and peer students)

MICROTEACHING EVALUATION FORM: THE TEACHING TEAM
(to be used together with the skill-specifi c student evaluation sheet)

In your team, discuss your microteaching performance in the light of the following criteria and 
write down your conclusions.
1. Aims

• What was the aim of your lesson? 
• To what extent was it achieved?
• How do you know?

2. Adequacy
Were the selected activities appropriate for the target audience? Comment in the following table:

profi ciency
age
learning styles
interests

3. Flexibility
Did you have to change or adjust your plans during the lesson? If YES, how and why?  

4. Classroom management
On the Likert-type scale, mark with a cross (එ):

studentsʼ attention
LOW HIGH

studentsʼ involvement/active participation
LOW HIGH

variety of interaction patterns
LOW HIGH

equal distribution of attention to individuals
LOW HIGH

5. Self-refl ection
What have you learnt from your microteaching performance?
 
6. Any other comments
7. Comments added after watching the recording of the lesson
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Teaching vocabulary
Th e AIM of the lesson (as stated by the teaching team):

1. AIMS
a) Was the aim achieved? 

b) What have you learnt in terms of vocabulary?

c) Does it correspond to the aim stated by the teaching team? If not, modify the 
aim:

2. ACTIVITIES AND PROCEDURE
a) Were the lexical items appropriately selected? 

b) Which aspects of the lexical items were covered?

c) Describe and assess the technique(s) used for presentation/practice.

d) Did you receive clear instructions?

e) What kind of teaching aids did the teaching team use? Did they help you learn? 
Explain.

f ) What kinds of interaction patterns were used? Did you have a chance to partic-
ipate?

g) What strategies for activating learners were used?

h) Were the activities and their objectives in alignment with the aim (stated by the 
teaching team)?

3. FEEDBACK
a) How did the teaching team provide feedback?

b) What type of feedback was it? 

c) Was it in alignment with the aim? Provide evidence from the lesson.
   
4. ANY OTHER COMMENTS

Add any other comments or suggestions for improvements. 

From Virtual to Physical: Insights into Student English Language Teachers’ Perceptions 
of Preparedness for Face-to-Face Placement Practice Teaching
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Appendix 3 Questionnaire

Instructions: In the statements below, indicate the appropriate range that describes your 
readiness for practice in schools; please elaborate on your answer in a comment and, if 
possible, give examples.

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

1. Did the microteaching in MS Teams prepare you for how to plan and formulate lear-
ning objectives with respect to content and learners‘ capabilities/needs?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

2. Did the microteaching in MS Teams prepare you to verify that the lesson objectives 
were achieved?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

3. Did the microteaching in MS Teams prepare you to anticipate and design solutions to 
diff erent situations that might arise during the learning process? 

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

4. Did the microteaching in MS Teams prepare you to use non-verbal communication 
(e.g. eye contact, friendly gesticulation, etc.)?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

5. Did the microteaching in MS Teams prepare you for how to give each student enough 
space to communicate in English?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

Reimannová, I., Keplová, K.
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6. Did the microteaching in MS Teams prepare you for how to manage discipline in the 
classroom, i.e. enforce the agreed rules and rules of coexistence and behaviour in the 
classroom?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

7. Did the microteaching in MS Teams prepare you to adapt the classroom layout to the 
planned activities, e.g. working in groups or pairs?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

8. Did the microteaching in MS Teams prepare you for how to select appropriate learning 
tasks (activities) related to the curriculum and learning objectives?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

9. Did the microteaching in MS Teams prepare you for how to give instructions for tasks 
in a clear way?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

10. Did the microteaching in MS Teams prepare you for how to use appropriate organi-
sational forms of learning?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

11. Did the microteaching in MS Teams prepare you for how to use diff erent teaching 
aids (including ICT) for teaching?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

From Virtual to Physical: Insights into Student English Language Teachers’ Perceptions 
of Preparedness for Face-to-Face Placement Practice Teaching
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12. Did the microteaching in MS Teams prepare you to analyse your own teaching throu-
gh various refl ective techniques?

yes, very well  yes, well  yes, suffi  ciently  no, insuffi  ciently

Comment:

How did you perceive the fact that you prepared for your full-time teaching practice 
through microteaching in MS Teams?

Comment:

Reimannová, I., Keplová, K.


