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From Virtual to Physical:

Insights into Student English Language
Teachers’ Perceptions of Preparedness

for Face-to-Face Placement Practice Teaching

IreNA REIMANNOVA, KaTERINA KEPLOVA

Abstract: Since the beginning of the third decade of the 217 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 reflect the changes not only in opportunities provided by
the development of technology and globalisation but also the sudden, unexpected consequences of
the global pandemic. The 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.

The 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. The 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. The context, therefore,
was heavily influenced by the circumstances of the global pandemic. The theoretical framework of
the initial English language teacher education programme, and of this paper, is based on the models
of teacher professionalism (Spilkovd, 2019), the reflective practitioner (Cernd, PiSovd, & Vickovd,
2017), and the realistic approach (Korthagen et al., 2001).

In the study, the data from reflection sessions, two focus group discussions, and a questionnaire
were collected, analysed, and evaluated. The participants in the study were second-year bachelor
students of the English for Education programme. The results of the research indicate that the
students did not see the aims and content of the selected study programme as being affected by
changes of external conditions; however, the processes of their professional learning were perceived
as having been affected. These outcomes are in alignment with the research of Yochanna and Levy
(2022) into the effective implementation of microteaching practice in teacher preparation.
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The 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 influence of ongoing global crises,
ranging from financial collapses, wars,
climate change, and natural disasters to
pandemics, concerns about artificial in-
telligence, and shifting job opportunities.
These crises have had a dramatic impact
on the well-being and mental health of
individuals, particularly young people
(Burke & Weill, 2023; Ford & Freund,
2022; Bartos 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. This 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-
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ministrative and collegiate support, man-
aging a curriculum, etc.

During 2020 and 2021, the world, in-
cluding education, faced unprecedented
challenges. The 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. The field of initial teacher
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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.

The small-scale study was initiated
by reflective 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. They 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). The focus
was to investigate SELTS’ perceptions of
their preparedness for placement practice
teaching, specifically, 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 affected the SELTs’
perceptions of their preparedness for face-
to-face placement practice teaching.

The 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. The teacher education programme is
built upon the principles of the teacher as
a reflective practitioner and an ITE model
of the realistic approach (see Cern4 et al.,
2017; cf. Pisovd & Cernd, 2000). This
education systematically integrates theory
and clinical (practical) teaching experi-
ence for students by conducting thorough
and detailed reflection on their experien-
ces, grounded and graded in the complex-
ity of activities and demands (Korthagen,
2011, p. 43).

In the first semester of the bachelor
degree programme, guided by a univer-
sity tutor, SELTs observe and analyse
the performances of English language
(EL) teachers. Then 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 first 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. The profession-
al development of the SELTs is facilitated
by school mentors and university tutors
using various reflective techniques and
tools, such as observations, interviews,
questionnaires, and lesson

(Cernd et al., 2017).

reflections
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Focusing on the reported perceptions
of student teachers during this specific
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. This paper commences
with a comprehensive literature review
establishing the uniqueness of the study.
The methodology, encompassing research
questions, participants’ descriptions, and
data collection and analysis techniques, is
outlined next. The results of the analyses
are then presented, followed by a discus-
sion of the findings. In the concluding sec-
tion, the paper draws overall conclusions
and suggests further implications for ITE
and research.

LITERATURE REVIEW

Firstly, it should 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. The main point the authors
make is that “online teaching as a choice”
is “flexible; 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 affordances” (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
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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 financial
trauma of this pandemic” (p. 381). This
list, though not exhaustive, offers 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 find out
whether studies were being conducted that
focused on the perceptions of students of
their online preparation and of whether it
was suflicient 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. The criteria of the search
were refined 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. This refined
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 reflection. A scru-
tiny of the abstracts of those studies fur-
ther reduced the number to 16 studies ex-
ploring the relationship between emergency



From Virtual to Physical: Insights into Student English Language Teachers' Perceptions

of Preparedness for Face-to-Face Placement Practice Teaching

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 beneficial 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-Kis, 2021; Sarnou &
Sarnou, 2021; Wells, 2021; Karakas &
Yiikselir, 2020) explored the actual shift
of face-to-face instruction and microte-
aching to online platforms and its chal-
lenges. Others still (Choate, Goldhaber,
& Theobald, 2021; Fuertes-Camacho,
Dulsat-Ortiz, & Alvarez-Cénovas, 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.

The findings ranged significantly 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 reflected 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 confidence
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-Kis (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 difficulties, “man-
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aging time while exchanging ideas with
other groups. [...] The practicum stu-
dents stressed that although working with
a large group offered multiple perspectives
on a single issue, it required considerable
time and hard work by them” (p. 6967).
Nevertheless, the study does not link
those findings with their application dur-
ing a placement practice teaching. The
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
first-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 reflective 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-efficacy,
[...] and offering them new insights into
teaching methods” (p. 172).
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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. Specifically, 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.

The 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. The
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 findings suggest a significant
correspondence between the quality of
microteaching performance and subse-
quent (real) teaching performance (Ping,
2013, pp. 165-166). Therefore, the study
aimed to investigate this phase of the
development of the SELTs professional
competence in a specific situation influ-

enced by COVID-19 lockdown restric-
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tions. The research question (RQ) and its
sub-questions (RSQ) are as follows:

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

RSQI: If yes, what did the student
EL teachers find beneficial 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”. This approach allows for a thor-
ough exploration of the specific and
unique instance, as emphasised by Yin
(2003, p. 13). In this study, the unit of
analysis is a case, specifically the situa-
tion of SELTs who conducted their mi-
croteaching online during the COVID-19
pandemic lockdown in the spring of 2021.
This preparation was in anticipation of the
placement practice teaching in a face-to-
face (or unknown) mode in the autumn
of 2021.

Therefore, the design is defined 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 specific case, the generalisability of
the findings 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 (reflective group
discussions, focus group discussions,
questionnaires), data sources (transcrip-
tions of the recorded discussions, filled-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.
This 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). The 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 reflection). 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-reflection, 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. The pro-
cedure for placement practice teaching
closely follows the phases of microteach-
ing. This time, however, the students work
individually and deliver complete English
lessons in schools.

This 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.
The crisis-prompted remote education
transitioned into planned online educa-
tion, ensuring the quality of ITE and
minimising some potential variables that
could affect the research. The objectives,
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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 reflection 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 reflect on les-
sons collectively, was maintained. The les-
sons delivered by the students were also
subjected to peer reflection, and feedback
was also provided by tutors. Thus, the
only modification 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. This 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 different study group to per-
form her placement practice teaching, and
they had to be excluded from the study
as they participated in a different mode of
microteaching, or did not perform place-
ment practice teaching in the winter se-
mester of 2021. So, finally, 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.

FEthical 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,
confidentiality, and right to refuse to re-
spond and/or withdraw from the study at
any stage (Mackey & Gass, 2016). They
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 reflective 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 reflective dis-
cussions and focus groups had been tran-
scribed, inductive thematic analysis of the
data was conducted to identify and define
the themes emerging from the reflective
discussions (Braun & Clarke, 2006). Af-
ter that, the themes were reviewed and re-
fined on the basis of the analysis of the fo-
cus group discussions. Finally, the refined
themes were operationalised as question-
naire items in order to explicitly analyse
the students’ reported perceptions of their
preparedness. The 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.

The 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, & Saldafa, 2014).

In the first phase of the research, each
week after the microlesson had been deliv-
ered in MS Teams, all the students were
asked to fill in the relevant evaluation forms
[Appendix 2: Microteaching evaluation
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form (teaching team 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
reflected on the microteaching. The main
sessions were recorded in their entirety. Re-
flection sessions after each microteaching
were transcribed and analysed to identify
suitable participants for the planned focus
group discussions. The qualitative insights
gained from these discussions also provided
a basis for stimulating the focus group dis-
cussions (Mackey & Gass, 2016).

‘Then, on the basis of the reflective ses-
sion analysis, two teaching teams (a total
of five SELTs) who were able to reflect
comprehensively on the lesson plan, man-
agement, and possible lesson modifica-
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
reflecting on the microteaching lessons
compared to their peers. The criteria for
the selection of the focus group partici-
pants were adapted from the (self-) evalu-
ation tool used in the ITE programme
(Spilkov4, Cernd, & Reimannovid, 2018),
specifically from the chapters on lesson
planning, management, and reflection.
The objective of the focus groups was to
identify the students’ perceptions of their
preparedness to teach after their first ex-
perience in the role of teachers and relate
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their perceptions to the immediate re-
ported reflection. 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. The 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
different modes prior to the discussion
taking place.

* In terms of planning your lessons, how
did you stare? 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
adeeper 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 different
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modes of teaching and learning. The 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 reflecting

and reporting on the school-based experi-
ence. The questions were formulated on
the basis of the analyses of the recordings
of the reflection sessions after the microte-
aching and of the focus group discussions.
The 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. The final
version of the questionnaire (Appendix 3:

1% phase
during microteaching
(whole semester)

2" phase
after microteaching (at the end
of the semester)

3" phase
after placement practice
teaching (at the end of the
semester)

l

[ Reflective group discussions ] [ Focus group discussions ] [

Questionnaires ]

-

[

unstructured/thematic analysis ]‘_’[ deductive/structured analysis ]

Iterative constant comparative analysis

N

¥

Did the SELT: feel prepared for their placement practice teaching having gone through their
online microteaching?
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 SELTSs encounter in their online preparation and why?

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).
The 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 reflect and report on their perceptions
of their preparedness openly and without
limitations. The questionnaire was admin-
istered at the end of the semester to all 21
participants; however, only ten of them
returned it. The 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 SELT felt prepared for their
placement practice teaching, it was es-
sential first to identify what attributes
of teaching and learning the students
consider significant. The data analyses
revealed five overarching themes and cor-
responding sub-themes of pedagogical
knowledge and skills, as outlined in Ta-
ble 1. These themes emerged from overt
student comments, bridging from the
initial stages, involving the reflection ses-
sions following the online microteaching
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lessons, to the mid-stage semi-structured
focus group discussions, and finally oper-
ationalised into questionnaire items. The
students explicitly highlighted areas of
English language teaching and learning
related to planning, educational com-
munication, lesson and classroom man-
agement, and self-reflection. This sug-
gests that these aspects of teaching and
learning English hold importance for the
students, regardless of the attribute (ben-
efit, challenge, or barrier) they associate
with these themes. Their 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 reflect 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 find-
ings, the students stated that their skills
in lesson planning and self-reflection
were notably enhanced during the on-
line microteaching. Specifically, 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-reflection). On the other
hand, they felt less prepared in areas that
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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

situations

Predict and propose solutions for a variety of possible classroom

Communication and | Use non-verbal communication

classroom climate

Provide equal opportunities for students to communicate in English

Manage classroom behaviour

Adjust the classroom layout for the planned activity

Lesson Select suitable tasks/activities in relation to the educational/lesson aim
management Provide comprehensible instructions for a task/activity

Use suitable interaction patterns

Use various pedagogical tools and teaching aids appropriately

in activities
Self-reflection Evaluate the accomplishment of lesson aims

Analyse lessons using a variety of reflective techniques
Perception Be ready to teach (not limited by the online mode of microteaching)
of preparedness Be ready to transfer skills (online to face-to-face environment)

Deal with anxiety not related to the mode

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.

The 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. This analysis further
highlights that pedagogical knowledge
and skills that score high include those
linked to lesson planning and self-reflec-
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 specific activities
(lesson management).
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Lesson planning

Self-reflection

Lesson management

Communication and classroom climate

0% 10% 20%

Hvery well
uwell
adequately

m insufficiently

30% 40% 50% 60%

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

The 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)" illustrates: “Being a very sociable
person, who needs personal contact for
work, I perceived the online form of
teaching/learning as frustrating. The 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 sufficient 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
first time without practising them before-
hand.”

The 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 difficult in many
ways but I learnt the essential necessities
adequately before starting the placement
practice teaching. The main difference
was the fear of standing in front of a class,
as on MS Teams we were hidden behind

the circles with our initials.”

! For the interpretation of the outcomes of the data analysis, the following key is used to identify each participants
quote and its source: each participant is allocated a number following the letter P, e.g. P1, P2, etc. The 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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Provide comprehensible instructions for a
task/activity (Lesson management)

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

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

Plan and formulate aims in relation to the

teaching content and the needs/abilities of
students (Lesson planning)

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

Evaluate the accomplishments of lesson aims
(Self-reflection)

Use suitable interaction patterns of teaching
(Communication and classroom climate)
Provide equal opportunities for students to
communicate in English (Communication and
classroom climate)

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

Maintain discipline (Communication and
classroom climate)
Use various pedagogical tools and teaching aids
appropriately for specific activities (Lesson
management)

Use non-verbal communication
(Communication and classroom climate)

Bvery well Bwell

Dadequately Oinsufficiently

diilll

(=]

1 2 3 4 5 6 7 8 9

Figure 3 Details of student teachers’ areas of reported preparedness by subtheme

The 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 difference in teaching on MS Teams
compared to in-person settings. The most
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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 first time in teaching
practice, and using appropriately peda-
gogical and teaching aids.

How the online microteaching
helped the SELTs: reported
benefits of online
microteaching

There 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.

The first area, that of the participants
being able to provide instructions for
a task or activity confidently, is support-
ed, for example, by the following sample
comment (P2 in Q): “Whar 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.”

The 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, [ did feel prepared but [...] it is
important to realise that the learners are of
a different level from me and from my peers;
they are not familiar with using specific termi-
nology, which we could get away with during
microteaching.”

The third of the top three areas is the
feeling of being prepared to analyse one’s
own teaching using a variety of reflective
techniques or, in the words of one par-
ticipant (P5 in T1): “Yes, I felt ready. The
analysis and modification 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.”

The participants in the study demon-
strated confidence in lesson management,

Provide comprehensible instructions
for a task/activity

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

Analyse lessons using a variety of
reflective techniques

0

Wvery well Bwell

Dadequately Oinsufficiently

2 4 6 8 10

Figure 4 Areas 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
proficiency and needs. Finally, the partici-
pants felt well prepared to analyse their
teaching through various reflective tech-
niques, emphasising the significance and
benefits 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, reflect-
ing together).

Perceived challenges and barriers
of online microteaching related
to the SELTS’ reported feelings
of preparedness for undertaking

placement practice teaching

As with benefits, there were three main
areas that the participants identified 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. There was no
problem with disruptive behaviour, so I did
not feel prepared for the face-to-face class-
room.” The 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: “The online format of teaching
and learning severely limits the scope for us-
ing pedagogicallteaching tools. There was
some preparation for the ‘offline’ opportuni-
ties but not sufficient for me to be certain of
my choices before the face-to-face placement
practice teaching.”

Use non-verbal communication

Use various pedagogical tools and
teaching aids appropriately for specific
activities

mvery well Bwell

Manage classroom behaviour . | |

0

Dadequately Oinsufficiently

2 4 6 8 10

Figure 5 Areas of reported low preparedness
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The 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 effectively
in the online environment emerged as
a significant barrier to professional devel-
opment, emphasising the difficulties in
replicating natural interactions compared
to face-to-face teaching.

TENTATIVE CONCLUSION
AND IMPLICATIONS
FOR RESEARCH AND ITE

This paper reflects on the specific
situation the SELTs experienced in the
phases of their professional development
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when acquiring pedagogical knowledge
and skills in one specific mode (online) in
the anticipation of teaching in a different
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. The 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). Their anxiety
related to various aspects, such as teach-
ing strangers and using pedagogical aids,
which emerged as common themes.

Moreover, the study revealed positive
findings regarding the participants’ con-
fidence in lesson management, including
providing instructions and aligning tasks
with educational objectives. The acknowl-
edgment of the benefits of reflective tech-
niques showcased a solid foundation for
their teaching capabilities. The 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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The difficulty of utilising non-verbal com-
munication effectively 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 findings 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). The 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. The 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 findings, it be-
comes apparent that while online prepa-
ration offers valuable insights and devel-
opment of the skills of SELTs, addressing
specific 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
effective 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” (Mansfield 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-  well-being and mental health (Dweck,
morowska, 2016). Such ability may sig- 2017) and might be perceived as one of
nificantly affect the quality of students’  the coping strategies of crisis anxiety.

REFERENCES

Agcam, R., Akbana, Y. E., & Rathert, S. (2021). Dealing with Emergency Remote Teaching:
The Case of Pre-Service English Language Teachers in Turkey. Journal of Language and
Education, 7(4), 16-29.

Barto$, V., Cahlikovd, J., Bauer, M., & Chytilov4, J. (2020). Dopady pandemie koronaviru
na dusevni zdravi. IDEA anti COVID-19 # 22. Ndrodohospodéisky tstav AV CR. hteps://
idea.cerge-ei.cz/

Batmang, B., Sultan, M., Azis, A., & Gunawan, F. (2021). Perceptions of pre-service teachers
on online learning during the COVID-19 pandemic. International Journal of Education
in Mathematics, Science and Technology, 9(3), 449—461.

Braun, V., & Clarke, V. (2006) Using thematic analysis in psychology. Qualitative Research
in Psychology, 3(2), 77-101.

Burke, L. D., & Weill, B. (2023). Public health and society: Current issues. Jones & Bartlett
Learning.

Cernd, M., PiSovd, M., & Vltkov4, K. (2017). Vliv klinické zku$enosti na profesn{ rozvoj
studentdl ucitelstvi. Studia paedagogica, 22(3), 44—68.

Choate, K., Goldhaber, D., & Theobald, R. (2021). The effects of COVID-19 on teacher
preparation. Phi Delta Kappan, 102(7), 52-57.

Dweck, C. (2017). Nastaveni mysli. Novd psychologie sispéchu aneb naulte se vyuZit sviy
potencidl. Brno: Jan Melvil.

El Masry, T., & I Alzaanin, E. (2021). Uncovering New Paths to Adaptation: a Case Study
of Malaysian English as a Second Language Pre-service Teachers. Arab World English
Journal (AWE]), 12(1), 421-442.

Finkelstein, A., Taubman, S., Wright, B., Bernstein, M., Gruber, J., Newhouse, J. P., Allen,
H., Baicker, K., & Oregon Health Study Group (2012). The Oregon health insurance
experiment: Evidence from the first year. The Quarterly Journal of Economics, 127(3),
1057-1106.

Fletcher, J., Klopsch, B., Everatt, J., & Sliwka, A. (2022). Preparing student teachers post-
pandemic: Lessons learnt from principals and teachers in New Zealand and Germany.
Educational Review, 74(3), 609—629.

Ford, K., & Freund, R. (2022). Young lives under pressure: Protecting and promoting young
people’s mental health at a time of global crises. Young Lives Policy Brief 55. Oxford:
Young Lives.

438



From Virtual to Physical: Insights into Student English Language Teachers' Perceptions

of Preparedness for Face-to-Face Placement Practice Teaching —
| -

Fuertes-Camacho, M. T., Dulsat-Ortiz, C., & Alvarez-Cdnovas, L. (2021). Reflective practice
in times of COVID-19: A tool to improve education for sustainable development in pre-
service teacher training. Sustainabiliry, 13(11): 6261.

Gacs, A., Goertler, S., & Spasova, S. (2020). Planned online language education versus crisis-
prompted online language teaching: Lessons for the future. Foreign Language Annals,
53(2), 380-392.

Gardner, S. (2010). Stress among prospective teachers: A review of the literature. Australian
Journal of Teacher Education, 35(8), 18-28.

Hendl, J. (2008). Kvalitativni vyzkum: zdkladni teorie, metody a aplikace. (2" ed.). Praha:
Portil.

Hill, J. B. (2021). Pre-service teacher experiences during COVID 19: Exploring the
uncertainties between clinical practice and distance learning. Journal of Practical Studies
in Education, 2(2), 1-13.

Jones, L., Durtham, C., & Cataneo, A. (2021). Rising to the challenge: Preparing pre-service
teachers during a global pandemic. The New Educator, 17(4), 375-393.

Karakas, A., & Yiikselir, C. (2021). Engaging pre-service EFL teachers in reflection through
video-mediated team micro-teaching and guided discussions. Reflective Practice, 22(2),
159-172.

Kidd, W., & Murray, ]. (2020). The Covid-19 pandemic and its effects on teacher education
in England: How teacher educators moved practicum learning online. European Journal
of Teacher Education, 43(4), 542-558.

Komorowska, H. (2016). Difficulty and coping strategies in language education: Is positive
psychology misrepresented in SLA/FLT?. In D. Gabry$-Barker & D. Gatajda (Eds.),
Positive psychology perspectives on foreign language learning and teaching, second language
learning and teaching (pp. 39-56). DOI 10.1007/978-3-319-32954-3_3. Cham: Springer
Switzerland.

Korthagen, F. A. ]. (2011). Making teacher education relevant for practice: The pedagogy of
realistic teacher education. Orbis Scholae, 5(2), 31-50.

Korthagen, F. A. J., Kessels, J., Koster, B., Lagerwerf, B., & Wubbels, T. (2001). Linking
practice and theory: The pedagogy of realistic teacher education. Mahwah, New Jersey:
Lawrence Erlbaum.

Korucu-Kis, S. (2021). Preparing student teachers for real classrooms through virtual vicarious
experiences of critical incidents during remote practicum: A meaningful-experiential
learning perspective. Education and Information Technologies, 26(6), 6949-6971.

Lei, M., & Medwell, J. (2021). Impact of the COVID-19 pandemic on student teachers: How
the shift to online collaborative learning affects student teachers’ learning and future
teaching in a Chinese context. Asia Pacific Education Review, 22, 169-179.

Mackey, A., & Gass, S. M. (2016). Second language research: Methodology and design. (2nd ed.).
London: Routledge.

439



I . ; ,
— Reimannovd, I, Keplov, K.

Mansfield, C. F., Beltman, S., Weatherby-Fell, N., & Broadley, T. (2016). Classroom ready?
Building resilience in teacher education. In R. Brandenberg, S. McDonough, J. Burke,
& S. White (Eds.), Teacher education: Innovation, intervention and impact (pp. 211-229).
Singapore: Springer.

Miles, M. B., Huberman, A. M., & Saldafia, J. (2014) Qualitative data analysis. A methods
sourcebook. Thousand Oaks: SAGE.

Park, 1. (2021). Moving out of the here and now: An examination of frame shifts during
microteaching. Linguistics and Education, 66, 100979.

Pazilah, F. N., Hashim, H., & Yunus, M. M. (2021). Service-learning in English as a second
language teacher training program: Exploring pre-service teachers’ authentic learning
experiences. Arab World English Journal (AWE]), 12(2), 377-398.

Ping, W. (2013). Micro-teaching: A powerful tool to embedding the English teacher
certification testing in the development of English teaching methodologies. International
Journal of English Language and Literature Studies, 2(3), 163-175.

Pisova, M., & Cernd, M. (2000). Integrace profesni ptipravy utitelt cizich jazyku. Pedagogickd
orientace, 2, 73-79.

Ridley, M., Rao, G., Schilbach, F., & Patel, V. (2020). Poverty, depression, and anxiety:
Causal evidence and mechanisms. Science 370(6522).

Sarnou, H., & Sarnou, D. (2021). Investigating the EFL courses shift into Moodle during the
pandemic of COVID-19: The case of MA Language and Communication at Mostaganem
University. Arab World English Journal (AWE]), Special Issue on Covid-19, 12, 354-363.

Spilkovd, V. (2019). Pfistupy k vyuce pedagogiky v kontextu ménicich se paradigmat
v utitelském vzdéldvani. Pedagogika, 69(3), 269-291.

Spilkovd, V., Cernd, M., & Reimannov4, I. (2018). Kompetenini profil ucitele anglického
Jjazyka. Pardubice: Univerzita Pardubice.

Taber, K. S. (2014). Methodological issues in science education research: A perspective from the
philosophy of science. In M. R. Matthews (Ed.), International handbook of research in history,
philosophy and science teaching (Vol. 3, pp. 1839-1893). Dordrecht: Springer Netherlands.

UNESCO (2021, 13 September). COVID-19 Educational Disruption and Response. https://
en.unesco.org/covid19/educationresponse

United Nations (2020, August). Policy brief: Education during COVID-19 and beyond. https://
www.un.org/development/desa/dspd/wp-content/uploads/sites/22/2020/08/sg_policy_
brief_covid-19_and_education_august_2020.pdf

Wells, M. S. (2021). Preparing teachers during a pandemic: Virtual practicum in an
undergraduate literacy course. Teacher Educators’ Journal, 14, 61-82.

Yin, R. K. (2003). Case study research: design and methods. (3 ed.). Thousand Oaks: SAGE.

Yochanna, M., & Levy, M. (2022). Enabling pre-service teachers to connect theory to
practice. The 10 European Conference on Language Learning, London, United Kingdom,
2022, July 14-17.

440



From Virtual to Physical: Insights into Student English Language Teachers' Perceptions

of Preparedness for Face-to-Face Placement Practice Teaching —
| -

Zalavra, E. & Makri, K. (2022). Relocating Online a technology-enhanced microteaching
practice in teacher education: Challenges and implications. The Electronic Journal of
e-Learning, 20(3), 270-283.

Irena Reimannovd
University of Pardubice, Faculty of Arts and Philosophy, Department of English and American Studies;
e-mail: irena.reimannova @upce.cz

Katefina Keplovd
University of Pardubice, Faculty of Arts and Philosophy, Department of English and American Studies;
e-mail: katerina.keplova@upce.cz

List of appendices

Appendix 1 Table of literature review

Appendix 2 Microteaching evaluation form (teaching team and peer students)
Appendix 3 Questionnaire

REIMANNOVA, 1., KEPLOVA, K. Od virtudlni k fyzické vyuce: Pohled
na vnimdni pfipravenosti studentt ucitelstvi anglického jazyka na prezenéni
praktickou vyuku

Od polithku tieti dekddy 21. stoleti zazivaji ucitelé vsech stupriii vzdélavdni bourlivé casy.
Zaclinajici i zkuseni ucitelé byli nuceni prebodnotit své dovednosti tak, aby reflektovaly nejen
zmény v moZnostech, které prindsi rozvoj technologii a globalizace, ale také nihlé a necekané
diisledky globdlni pandemie. Viddni rozhodnuti uzaviit viechny vzdélivaci instituce v Ceské
republice kviili pandemii COVID-19 a presunout proces vyuky a uéent do online prostiedi mélo
dopad i na vysokoskolské pripravné vzdélavini budoucich ulitelii anglictiny. Vichni se museli
vyrovnat s problémy, které situace prinesla; pedagogové museli prehodnotit svij pristup k priprav-
nému vzdéldvini uciteli, aby se jejich studenti citili lépe pripraveni na vyzvy krize. Vazdélavatelé
ulitelii mimo jiné prijali ménici se prostiedi a aktivné hledali zpiisoby, jak co nejlépe podporit
studenty v jejich pripravé na uclitelskou profesi.

Cilem tohoto prispévku je prezentovat a diskutovat vysledky vizkumu, ktery byl proveden
na katedre anglistiky a amerikanistiky regiondlni Ceské univerzity v reakci na disledky pan-
demie. Cilem vyzkumu bylo zjistit, jak studenti ulitelstvi vnimaji, zda a jak je mikrovjuka,
kterd kviili omezenim souvisejicim s pandemii probihala online, pripravila na jejich prezencni
praktickou viuku v ndsledujicim semestru. Kontext byl tedy silné ovlivnén okolnostmi globdlni
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pandemie. Teoreticky rdmec programu poldtecniho vzdéldvdni ulitelii anglického jazyka i tohoto
PFispévku je zalogen na modelech ucitelské profesionality (Spilkovd, 2019), reflektivniho prakti-
ka (Cernd, Pifovd, & Vickovd, 2017) a realistického pristupu (Korthagen et al., 2001).

Ve studii byla shromdzgdéna, analyzovina a vyhodnocena data z reflektivnich sezeni, dvou
Jokusnich skupinovych diskusi a dotazniku. UEmmz’/ey studie byli studenti druhého rocniku ba-
kaldfského programu Anglictina pro vzdéldvdni. Visledky vyzkumu naznacuji, Ze studenti ne-
vnimali cile a obsah zvoleného studijniho programu jako ovlivnéné zménami vnéjsich podminek,
nicméné procesy svého profesniho uleni vnimali jako ovlivnéné. Tyto vysledky jsou v souladu
s vygkumem Yochanny a Levyové (2022), ktery se zabyval efektivni implementaci mikrovyuky
v pFipravé uciteli.

Viisledky této studie z hlediska vadélavini i vizkumu naznacuji, Ze pripravné vzdéldviani
budoucich uéiteliy anglictiny musi Fesit problém, jak umozgnit studentiim pripravit se na svou
profesi bez ohledu na to, zda vyucuji v online nebo prezeninich hodindch. Poldtecni vzdéldvani
ucitelii by mélo mit za cil pripravit budouci ucitele na ro, aby ocekdvali neocekdvané, coz je téma,
které je tPeba prozkoumat v dalsim vizkumu.

Klicova slova: pripravné vzdéldvini ucitels, studenti ucitelstvi anglického jazyka, vnimdni
i Jazy
pripravenosti na vyuku, mikrovyuka, praktickd vyuka na stizi

442



gol oy uo 1wowdoppasp
19U 10§ O[qE[IEAE OT€ OYM
Jua[e1 S[qeneA st 10 dnoeid
[eQTUT JO S[D€] JI2Y} JO ASNEDq
I[qEIISIP §SI] SE IIYID UIDS ST
SI9YDE) TUIPIS JO 1IOY0D Y,
Suryoen

sowwresdord

[ooyps o Aq 2redonred o1 Lru
-nuioddo oy pazago 10u 210m
SIOYDEI) JUSPNIS ‘SUONIILNSII

61-ATIAOD JO snedaq auruo

PRI02JE ATE OYM SIDYIE)
Jo uonerduds oy dudNpuUL
1y3rw orwapued oy Sunmp

his into Student English Language Teachers’ Perceptions

sical: Insig

)

of Preparedness for Face-to-Face Placement Practice Teaching

From Virtual to Ph

Juopmas 1oj paxmbar sum jo pasou su0ssd] U0 ‘sowrtre3ord | SoNISIAAIUN Paseq-G() UTENID uoperedaxd (1200) A
Sua] 2 padnpar 10 parem uonednpa 1oydea [e jo 1red £1os | 1e 20noeid [edrurp 10y Lrum 1Yoed) Uo | preqodyy, “(q
sowwerdord uoneonpa -[ndwoo pue [eidaur ue st | -10ddo jo syory a3 moy 01 se 6I-AINOD | 9oqeypjon
19YDE31 JO 0408 UBY AIOJA] (wmonoexd +21) sonoexd feoruny | ssanS pareonpa ue 1950 O VIN | Joswagaayy, | “y] ereoy)
SIOYDED) (1M
1OBIUOD [BID0S PIIU SIUIPMIG
uonddas srwopued
auoydaja prorpuy pue ‘sode 6I-AIAOD
yoed e1ep ‘sonsst y1om12u se “LIANOIUU0D oy Surmp
oNS SI01DEJ [BUIDIXD UO ISYIL PUE ‘UONBUIIINAP-J[OS “WSLIS Sururesy (1202)
Nq $10108] [EUINUT UO JOU -npud Kiqe Apureu ‘sdnoid sruapued Spaaul JIseq 1UAP suf[uo uo | Y ‘uemeuns)
Aqiaeay puadap orwapued oy INOJ 03U PAPIAIP Je $1oYe | 9y Supmp Jurures] suuo -ms ‘suondoorod sIYOeA) |y ‘sizy “I
Supmp Surures] ur 1s2190U1 Judpmis qery jo suondoorad aa1010d s19yoe 2014108 | ‘Gururesy aFenSue| | 901a39s-01d yo ‘ueyng “q
PUE JUSWNDXD SIUIPMIG 3Y 18y} MOYS SINST APas YT, -o1d qery moy a101dx2 of ‘6I-AIAOD |  suondadrsg Sueuneg
£wouoine pue
Surajos woyqoid ‘sonianoe ur
Judwa3e3us ‘Sururea] pa1ddIp A ySno1y pazoarop
-J[os “AAEAIO JO SUII) Ul sarpnas 112y Surmp paray
S[Is Apas jo Juswdojeasp -unooua Aoy saguapeyd
oeron| [ensip 1oy aaoidur yeym pue sonoerd 1yq Ay,
01 fyrumioddo — saoueprogy pareaidde syuedpnred Uy $1970e3)
(S)uTeTISUOD [EDTUYDD) PUE Y JUAIXD JBYM 01 pUB a8en3uey
S19YDe1 Jo AI[IqIssadoeuT oY 1oyayMm SUI[easdy o S19YDE ysiSug
 JO 9STED3q }OBQPadY FurssTU Suryoer ofenuey ur Sur | sorazes-axd Gurureay | ao1a39s-01d yo
‘peo] 1udwuSsse paouLyuUd Jo -10[eW SYUPMIS ANSIDATUN aurjuo uryoe | aseo oy, :Jur (1202)
uoneRUIqUOd ‘s19Y10 Juowre (1) Suryoea], Aoway | jo ased oy uo Suniodar £q atowo1 Aouadiows | -yoes) sj0wax *S Y1ypEy
POPNIOUT SUOSEDT) SSIUIATIII Aouddrowry aaro1ad syuedionied | srmesay ayy o1 98pajmouy Buryoean a3enJue| Aouadrows |« X eueqy
-jout paaodiad — s1urensuon) 3 op MO :7 uonsanb yoreasay | 1uspuadop-1xa1u00 Surppy « | ysySug ‘GI-prao)) | ypm Sureaq y “uresfy
1IDINPI 4263V} 27004 (s)uonsonb uon
[Busgovasosonu suodasiad Yoawasar YO/ANV -earqnd yo
SUOISI[DU0D 29 SIUI0OINO UTEJA[ *3°I STID0J UTEUI JO S[reId(] YoII531 3} JO UITE UTE]\ (s)paom Loy api, reaf ‘syoyny

MDTADT 21NIBIANT] JO o[qe]. T XTpuaddy

443




Reimannovd, I, Keplov

“110ddns ssaoe pue
apraoid 01 skem pue ¢(spaau
Euvmm pue ‘[eInind Orwou
-009) spunoidyoeq Surayip
WOIJ UDIP[IYD [enpIAIpUI £4q

Ppaoej sadudyreyp [enusod
op 3s1u80021 01 Ppasu ot (1)
‘SIOUIEI] 01 J[qE-[IEAR

s[o01 ot 10§ errdordde pue
[EUONEATIOW € 1BY) SPOYIAW
Suryoeay papud|q jo asn a3
10§ uoneredard 1omaq (1)
‘syuared

PUE SI9YDEA] UIIMI] pUE
SIOYOED) UIMIDQ UOHIEIOQE]
-[02 2r01duur 01 sardarens (1)
;Jo swiay

UI PaIopISU0d2I 3q 03 21e
$ISINOD UOTEINPD 1IYDEI]

ssaoo1d
Supurea] 10y Ul UIP[IY Aurw
350[ 03 WD IMONNIS JAEIOQE]
-[0> PAINIdEI] € JO DUIPIAD
PIMOYS 1BY) S|OOYDS 3SOY] o
JUI[UO $IUDAD
Surures] panuad-juapmis uSisop
01 9[qE 2I2M UONILIOGE[[0D
[euorssajord uo pasnooj oym
o|  pers Suryoea rey suonedIpuy o

A1oa1p9p Swtre1d

-o1d uoneanpa 1ayoeal
a3estaua-o1 doy orwopued e
U1 SUONIPUOD UMOPIIO]
Sunmp sammunod oml ui
sredounid pue s1ayoea Jo
suondooiad pue saousriadxo
oy ued mop orwapued e ur
SUONIPU0d UMOpxo] Surmp
A[2An09g9 s1uapnis Suryoea
pue 3unioddns pue drysio
-peay aouanyur Jey suoddns
PUE SISLLIBQ ) 1B JBY A\

PpuE[RYZ MON]
“Luewnion) {G1-qIA
-QD s1018a0pd
1oyoea ‘spedpund

FULINAETS)
pue pueeyz
MON] UT S12
-yoes) pue
spedpund
woxj Jured|
SuossY|
drwapued
-150d s1a1poea)
JuspmIs
Surredaxg

(1702)

M )
[ ‘peroag
g ‘yosdopy
“[ soyalg

IX2IUOD
wnonoeid Surgoe o ur
a[qeoriddeut a1om Joo) ap jo
suonou 2ansod 2x21u00 sse[d
Supyoeay payenuuls oy ur
a[qeordde oq 01 pasoxd (JoD)
20181 Jo ATunwwo) € 01
SurSuojeq jo suonou aanisog

Anuapr feuors

-s3jo1d jo yuawdopaaap ap 01
$9INqLIUOD 11 184 Furmof[of ot
ur Suryoes) aonoeid Juswaoed
4q pamorjog st pue Teaf prrp

o | Suapmis ur aoe[d saxyer wnonoexg

cumonoerd pue ssep Sur
-yoea1 pare[nuwrs 119y) SuLnp
(1d) £nuapr reuorssajord
119y dojaadp 01 sardarens
uoneidepe Lojdwo (S75q)

SI9(dEa) vumaumuuum Oop MOH

Anuapr [euorssdy
-01d ‘sapas a[qrssod
‘s19y0Ea) DI1AIs-21d

98en3ue| puodas e
se ystduy ‘sa13

-a1ens uoneidepe

SI9YOEI)
201A19s-01d
a8enSuey
puodas e

se ystjSuy
ueisAee jo
Apms ased v
:uoperdepe
03 syped mou
Suprarooupn

(1202) '1
-m aﬁmgg
“L Kasen [d

444



Tewr1oj Surures| adueISIp

a1 uryam suoneidadxe
aouewiopad 19yoean dyads
J0 A19158W AETISUOWAP O
fKrumioddo ayp aaey 10u
PIp SA1EPIPUED 2IAIIS-21]
Sururea] aurjuo 03 uosired
-wod ut Surpymq diysuoneor
PUE $SOUIPEDI 19YDED) 03
AINQIIUOD UONINISUT WOOT
-ssepo asnoexd 01 saprunisoddo
Ppue suoneArssqo uosiad-uy

“orwoapued sty SuLmp Jurzmooo
Sururea] a10war 21y ssaIppe Isnf
10U PUE SINIEW LM UO SND0J 01
syuapms aredaxd [jim suoneiuss
-o1d pue uoneredaid onuayiny
*SONATIOR 1ONIISUOD 01

SI9YOE3] 19YI0 (IIM 2IBIO]E[[0D 01
poredard Sutoq woxy agouaq [[im
SIOUDED IDIAIIS-OI] "STLIIABUOIOD
[oa0u 211 Jo peards oy Jo asnedaq
PpaSuryd daey S1USWUOIIAUD

PUE SUONIPUOD 3 Inq ‘GuTuTEd]
uapms 110ddns o3 paredard
Suraq are $1018INP 21AIS-21 ]

aondeid edrurpd 1oy
9014108-21d Ut Sururesy oue
-SIp JO u3Isap Y} puE ‘ssIU
-Ipeal aut[uo ‘suoneadxa
soueunIofrad 1ayen) 1uaLMy)

61-P1A0)
‘uorsiazadns Aipenb
K100y Surures)
Tenustadxs Gur
-Urea] 2oueISIp

Suyuresy
aduEIsIp pue
sonoexd es
-IUI UBIMIA]G
sanureLRdUn
oy Sunopdxy
}61-dIAOD
Surmp ssous
-adxo
1YdE)
0IAIIS-21 ]

(1207)
d [ mMH

jeasli o] uﬂ_u e

Sururewsr vononnsur Lipenb
pue bipiqpoy Sipqeidepe
01 uonuae [erads Y s
-$303U ® uﬂ 01 aNunuod %:Uu
-1qnopun [[iM s1ewrioj prqAy
—UEN ,UGECO Awu.w,w|0u\uuw,w

UJ UONONIISUL 0 UONUINY

Suryoea aowar padword-sisuy

$IX23U0D SISLID UT pue
[BaPp! Ut uoneanpa durjuo Jur
-1enfead pue ‘Sunuswoadun

Buruued 105 dewrpeor y

ASojouypa
‘Bururen 10yoea
“uSisop wnpnommo
‘Burures] 2ourISIp

armny o

10§ SUOSSY|
Buryoea
a8enSue| ouy
-uo pardwoid
~SISHID STISIOA
uonednps
a8enSuey oury
-uo pauuefJ

(0200

*q ‘esosedg
G I9pII0D)
Aq< naﬂu

his into Student English Language Teachers’ Perceptions

sical: Insig
of Preparedness for Face-to-Face Placement Practice Teaching

)

From Virtual to Ph

aaoxdur

01 211S3P A} PUE DUIPYUOD
a8emoous e uoisiasadns
PUE UONEDIUNWWOD JO
sassao1d £q paruedwonoe

aq 1snw 2o15e1d 2An%dPIY
Inoraeyaq 1Yy d8ueyd

01 sjuapms somoduwd pue
areAnous 1ey) spopow £1ored
-pnred sanmbar uswdopeasp
J]qeureIsns 10§ UONEINP
$19ye2) 21ming uo dnoerd
aanapa1 Jo 1edwr aanisod

*s1oypea1 Jursnoexd jo

$9p0d [eIOW FUNSIXD 9Y) 1UNODIE
o1ur axe1 pue sauadwod L1es
-sa00u o) pue 2dnoerd Suryoen
ayp Jo s10adse 1apisuod 01 o[qissod
s1 21 9snedaq Arunizoddo pooS e
are soomoe1d TenoLImD ‘Ssyuapnis
ur 2onoexd aandapar aowoid o,
‘sowrwesdord Sururen

12YDE) 0JUI P2ONPONUI 3q PINOYS
aonoe1d 2AnddpaI Jo 8N Ay,

“uonednpa 1ydiy

ur so)(S A Jo Aoera pue
SSOUDIEME ISEDIOUT 01 MOY

01 pue d3urypd 21LIAPIE 01
Aressaoau sapuaadwod £
a1 01 parefo1 are suonsanb
o1easa1 oy “sopuadwod
Anpiqeureisns ur s19yoea) 213
-nj aredaxd o1 pue ‘uoneonpa
Aypenb Suiasryoe spremor
S[TOM 01 PI3U Y $355911G

Sururen 1oye
201A198-01d {s910UN
-adwoo s[qeureisns

£SSOUDTEME-J[9S
Bunyury) 2anda[1
pue [ean1o {(OIY)
arreuuonsanb
aonoe1d 2anoapar
{(@sq) yuswdopaa
-op 9[qeuTRISDS 10]
uoneanpa (¥ H(JS)
uoneonpa Aienb
{(sns) s[eod
Juswdoppasp Jyqe
-UTeISnS (G [-P1ao))

Sur

-uren 1yoea)
2o1A19s-0xd Uy
yuswdopaasp
s[qeureIsns
10§ UONEONPd
aroxdurr 03
1003V :6T-PIA
-0D) jo sowp
ur sopoexd
aanvapay

(1207)

°] ‘seaoue))
~Z3TBATY “D)
ZpIQ-esing
nH .2
‘oyoeure))
-s9Ion,]

445




Reimannovd, I, Keplov

"soonoeid o

o1uT d3e[sue) [1an AFPajmouy]
ST 18 201UEIENS 10U S0P
$19ye) 201A19s-21d 01 93pa
-mouy [edna1oay Sunedurn
Y JUDPIAD JW03q Sy I
“Way) INOGE Y[e) pue

Iy Joyuny ued £y eyl

os syurod urelsd 01 uonuAIE
194} MEIP 01 SUOISSIOSIP 2SI}
UT I9YDIEIST A SMO[[E YOIYM
“UONDI[0D BIBP JO WIIOJ E SE
SUOISSNIOSIP PapInS Jo asn oy
aq 01 suaddey sasodind sno
-1IeA 103 UOROAYaI Ut padedud
SABY SIOYDEI) T, ID1AIDS
-a1d yorym 01 1u21%0 Ay
spredor se Sursudins st 1ey A\

“JUSWUOIAUD WOOISSE[D
SNUSYINE 3Y 10J SIASWY
aredord

01 23papmou| [ednaroaty T1aTy
asnoexd 01 YRIYM UT JUDWUOIIAUD
[BIOIIIE UE (IIM SIOUDE) IDIAIDS
-a1d sapraord Suryoeaomniy
‘Ppowr  yoean-a1 pue ‘onbnin
yoea, & y3noxyy sy[ys [ed1803
-epad 11971 20UBYUD 01 SIOYDEN
201A195-01d $9[qeUd SUTYIENOITIA

4200 Aoy op shem eym

ur puy ;20noe1d 2anoapaI
PUE UONDOYI U] SI9YOEa)
149 2o1a10s-01d 9FeSua suors
-snostp dnoid snooy papm3
(UM PAUIqUIOD SUOISSIS Sur
-(OBI10IDIU WE) PIPIOIAI
-03PIA OP JUNXD JBYM O]
suorssas Jur

~DB10IOIW PIPIODI-0IPIA
ySnory 2onoeid aanospar
PUE UONDAI UI JUdW
-o5eSuo s19yoEa) 201A135-21]

Suryoesronor wea
PaIeIpOW-09PIA
‘2onoeid aanoaper
SUONDDOT (S10YEN
TIq 2o1aras-o1d
fUONEINPI J9YOE)
a3enSuey tsuors

-snosip paping

SUOISSTOSTP
papmS3 pue
Buryoean
011w ures)
parerpou-0d
-p1a y3noxp
uonsdPaI Uy
SI9YOe) TIq
2o1aras-oxd

SuiSeSuyg

(0207)
*D Mpsyng
“y ‘seqerey]

“JUSWUOIIAUD [ENLIA €

UI UONONIISU JOAT[2P PUE
s[001 [eNSIp as1nn 01 moy Jur
-uTed[ 01 Pare[aI spaau anbrun
pue SuIAJoAd ST S SSAIPPE
011depe 1snuw sowrwresd

-o1d uoneonpa 1oyoEay,

“mo-aseyd 2anEIOqE[[0D
pue ‘driysaopuardde sead “diys
-oonuardde aaneroqe)joo diys

-oonuaidde Surdrowo :sae1s moy
PaMmO[[0f SIS Yoty Ul ppotr
Suryoea) seajar [enpeis e pamoy
-[0j 2ouatadxs diysurarur oy
's190d 11912

01 3uasa1d pue a10[dx2 01 20IN0s2I
A3ojouypa © Pardafs ST G Yorgm
ut voneuasard sdn goo & sem
Joyne 1811y oy 4q paudisop
santanoe Lrewid o jo suQy
"UONONIISUT [ENLIIA JO $33U[eYd
oy102ds oy Surssarppe os[e afIym
syuawarmbar swwrerSoid 1o
Sunapdwod A[nyssaoons ut (s Sq)
s10yoea) 91A19s-01d 110ddns

01 PAWTE JEY) SINJATIOE PILTEA
porerodioour asmod reurwas auQ)

awmn s
Surmp uonedanpa 1Yo Jo
s1uauodwod [eonid uo Y3
Surppays Guryoeay aujuo jo
PJFOM MU E 01 UONISUEN 0
s10yoe2) 91A9s-01d Surred
-a1d jo ssaoo1d xapdwod oy,

VIN

srwopued
1eqojS & Sur
-Inp SIYOEa)
201A19s-01d
Surredaxg
:a8uapreyd
a1 03 Sursny

(1207)
Y ‘odueie))

) ‘ureyany

¢ ‘sauof

446



iglish Language Teachers’ Perceptions

S[[B}S pue a3pajmous| o1
-joads-urewop syuspmIs Wno
-noexd ur ssuswaaordwr 01
P2y ss2001d uonuaAIUI YT,

*61-P1A0)) Jo sawn Ay
Supmp saniqussod [ea13o] 2q 01
Wads PaA0sal 9q ued 2ondeid
Jo swdyqoxd a5y moy pue
sonoexd uy duatadxs Lew Aoy
sewrwd[Ip jo sad£ oy puessiop
-un syuapmas wnonoerd SurdP «
‘uodn parapar
1 ereWdYs 2ANTUZ0D Junsixo
-a1d jo uonewwIoJsuLn oY Ux
J[NSII PUB DUBUOSSIP ISNED
51242 pauueldun asa (1)
SIUSPIOUT [EDAILID SE 01 PILIJAY o

Surures]

[y3urueawr 21e210 pNod
uonedrjdde eniia sapeIoqe
-]02 ® 1A 94D Surured]
[enuatadxo sqoy| ySnory
SIUSPIOUT [EITIID JO SOUD
-112dx5 SNOLIEJIA UT SIOYDEN
Juapnis SureSus 1oy H\

SI9YOEI} JUSPMIS
T4 - Sutures)
[enuatadxy - Sur
-urea] [ny3uruesjA
- sa130[0uydAN
JUI[UO 2AIEIOqE]
-[0D) - WndnoeI] -
SIUBPIOUT [EDNLID)

aanoadsiad
Suyures| [en
-uanradxa-ny
-Surweowr y
swmonoexd
owar Jur
-Imp syusppux
[e2n1LId Jo
saduarIadxs
STIOLIEJIA [B1)
-31A ySnoiyy
SWI0OISSL[d
Jea1 10§
SI9YOE)
Juopms
Surredaxg

(1200) 'S

‘STY[-NONIOY]

his into Student En

sical: Insig

)

of Preparedness for Face-to-Face Placement Practice Teaching

From Virtual to Ph

‘sanea Sune)

-uarIo nmuOumUSﬂu .Huﬁ—UNuu 0Lu
PIp se ‘padueypun pourewar
sonoexd jo senieuonuAUl
pue sopdiound Auewr ‘saoeds
JUIUO PALIOj-A[mau 03
uonedoa1 oy andsa(q

“Burures dojpasp 01

pardope Ajopim uaaq aaey sanbru
-ypa1 2on15e1d 2ANDI[AY “SIPID
£orj0d apisino paSuafeyd usaq
skeame sey Sururea] jo Lienb oy
aao1dwr 01 USIOLYNS ST — J[I531
Jo pue ur —  sjooyos ur dpoeid
atow, ey uondumnsse ayT.

saoeds auI[uO MaU 01 S
-[UNWWOD SUTUIE] PaIEdO[aI
wnonoeid ay) Jo [eaowal Ay

se pardepe sardodepad mopy

2oeds ‘wmo
-noexd Gurure]
aurquo Orwapued
£51078INPD 19YEN
fUONEINPI J9YOE)

sujuo
Sururesy umd
-noexd pasow
s10yeaMPd
1YDE3) MOF]
:puejduy ur
uonednps
JYdEI) Uo
$109jJ3 $31 pue
srwopued
61I-P1A0) 3y,

(0200
o[ Kexmyy

“M PPDI

447




Reimannovd, I, Keplov

“Bunpen

[ENIOE PUE SWEI) JUILIND Y}
u2am19q Aouedardsip oy 1yS|
-yS1y 01 oureyy Suryoesroniw
Y3 SPUAXD 13Yde3l 31 (7)
pue 9xa1u00

wooissep 1a31e] oy uf s192d

*ssa001d Suryoearororur ayp SuLmp

$1M520 Jeym Jo Jurpurisiopun jo
SO SANRJOI E ST IO} TOAIMOH]
"JOEDI 03 MOY B3]

Aew syuopMIS YoIyMm Ut Sumas
2Jes, B Se PAIIPISUOD U2dq Sy
Suryoearoniw ‘sg96 Ajres oy
ur Juswdojeasp i1 0urg ‘s1vad

se syuedonied oy ssarppe 119 01 suossa] ajdures Suryoen Sur

01 dwrelj JurydeA0IIW Y 4q £roa1pop pue Suruued uossa] -yoeajomnnu

JO INO SYIYS 19YDE o (]) asnoexd 01 Lrumioddo oy yum uoneonps | Surmp syrys

:sem oma Ut a1anoe s1uapnis sap1aoid ey sasIN0d 19(2e3) “9SIN0JSIP surej Jo

[euononnsut Surpjojun ayd jo spotaw Suryoe) snoLreA Ut ysel ‘UONONIISUT | WOOISSE]D ‘SISA[eUe |  uopeuTurexs

Ayarssar3ord oy ur ey v 03 [euononnsut pardope Appim e Suump s[qnon afeuew 01 swreyj ‘sisf[eue | Uy :mou pue
Pea] yorym skepdsip sajqnon ST ‘UONENSUOWIP SUIYOEa] Se | 90INOSIT [EUONIILIMNUT UL SE UOTIESI2AUOD 219y 913 Jo (1202)
JUSPNIS $ISSAIPPE 1OYDEN Y UMOUY 0S[e ‘GUIYOBAIOIIIAL [ PISN AIe SYIYS dwelj MO Buryoearonrw [ Ino Jupaopy I Sped

1X2)U0d

asoury) ©

ug Suryoes)

“Buturen 1oy ur 7HO 2rmny pue

Sumuonadxa s1ayoeal JuspnIs se Surures|

*SI9YOEI) SB udwdopaaap 1oy pue yudswdo SI9YDEA)

Juawdojpasp 11y Jo 10adse -[oadp Teuosiad umo 1Y Yroq JUSpMIS $309§

Juerrodwr Ue St usds sem UO SISLID Y3 JO 1992 Y INOqE -ye Surures|

TDO Jo 2ousLadxd [euosIdg suondooiad s1oyoea 1uspmis 3ADEIOqE[[0d

“1DO Jo UO [DIBISIT NI [[1IS ST Y] o auruo 0}

35N AIMINJ Y} INOGE SMIIA “Buryoean pue Jur Iys oY) MOF]

11213 U0 1592 2anisod & pey -MIM SATIBIOQE[[0D PUE ‘SIsA[eue SIOYOE) | BUIYD) ‘UOREINPD 1SIOYDEI)

pue SUTUIEd] JO SMOTA PILIEA ‘SuoISSNOSTp ‘Gurpear papnpur 21NN PUE SIAUTEI] SE W 1oypea) Gurured] JudpMmIs uo
doaasp woarp padpay (THO) 11 pue ‘uononnsuod 1onpoxd | pardage 31 Aeam oyl pue THO | 2ANBIOQE[[0D dUIUO srwoapued (1202)
Suured] 9ANLIOqE[[0D JUT[UO PUE SUOISSNOSIP JATEIOE[[0D J0 2ouaLIadxa 1121y IN0qE 61-AIAOD | 61-AIAOD | [ TPMPIIN
e partodor siuedionreg 2UI[UO UO Paseq sem SUTUIEYT o SMOTA SIOUOBA1 IUGPNIG | {S19YDE JudpmIg | 3y Jo 1edwy “IN 1T

448



.mEuO.wuw_& 9833 01 pawio}

“JUDWIUYUOD )

Sunnp paoej ey sanFeay[0d
1IN0 SANNOYJIP UTew 3y}
19A00UN 01 AIISIPATUN UBLID3

his into Student English Language Teachers’ Perceptions

sical: Insig
of Preparedness for Face-to-Face Placement Practice Teaching

)

From Virtual to Ph

-SNOJE 10U JIE SIUIPMIS INO -y ue o1ut sdde 10 swropeid Ayiszoarup)
SE J[POOJA] BIA $ISINOD PUANE Surures]-> [e1949s Suneisaur uwoueSeIsopy
01 panmbar a1e Aot 21052q 10§ S[[€D 1USDAI 1DNIISUOIIP e vopEdIUNWI
suiopreld aurjuo ot Jursn uy 01 1m0 $19s 1oded yoreasar -wod pue
PoUen) [[2M 3q ISNW SIUIPMIG sy, ‘read orwapese oy dn a8enJuey yy
*SIUSPMIS T[2Y) pue PUd 01 s1uapNIS 10§ (30U Jo ased oy,
SIOUDE) U92MII] UOHOBIdUI 10) [EIOYUIq SEA SISINOD :61-AIAOD
SNOUOIYDUASE 10J MO[E ‘Sunum pue | T.qq duI[uo Jo A1AIpp o Jo sruwapued
1oWIOJ 3Y1 20UIS A[POOA] § AI1s Bunyeads Gurpear Suruasy) syys | moy pue wioprerd Sururesy o Surmp
-I9ATUN 93 UBY) [eIOYaUq omew 1oy oy Surdopaaap jo aur[uo o[pooj oy 03 Sur | “swropeld sur[uo | SPOOA o3uT
210U 3JE 129 2[3005) pue Arssaoou oy [***] 03 parepar [*°] -yoeay pue Surured] (T,17) Q[POOJA ‘S9SIMO0D | YIYS SISINOD (1207)
wooyz se yons suonedrd 10U sem ansst Ay ‘yudpms (1) | 23endue| udre1og € se ysiduy 149 ‘61-P10D | TId oyp Sur *(] ‘noureg
-de Supuoejuod09pIA a3en3ue| udo10j € se ysiSuy 104 J0 1y1ys oy a1ednsoaut of | “sroatun) ueradpy -eSnsoAuy | “H ‘noureg
“Juow
-UOIIAUD WOOISSE[D JOOpUI Ue “JUSWUOIIAUD
ur paroadxaun oy 2ousLadxd WOOISSE[D 21 & UT SILIOD] SE [[oM soouardxs
10U [[ia A3Y) SE [e1oNID ST se opapmoun [edrSodepad pue Surures|
s[ooyds ur safuaf[eyd pue Tex3ip Suif[dde pue s;uspmis spuayIne
sow00INo [qrssod 01 s19YIE) (i unoeIaul up dudLAdxd Surures] ST
a014138-21d Jo arnsodxo AJreq uo-spuey ‘Gurured] pue uryoea -201A198 ‘Gururen 2o1a39s-0xd
“98pajmou] pue s[[pys Ares JO JUSWIUOTIAUD I[-[E3I A} 01 SISYOEI] ‘SIDYIEI) Sunopdxy
-5309u oY Ypim paddmba am amsodxa apnpur Yorym ‘s19yoen ao1a108-21d 98pa | :urexBoxd Sur
aq ued $19yoea) 201A12s-21d o1a195-01d £q paured sooud *sooudtadxe | -jmouy] [esidoSepad | -uren sayoean
Tey armsud 01 sai3arens pue -1adxo onuayne ur Apremonied | Surures) opuayine jo swid | 93pajmousy [edip a8enJuey (1202)
sayoeordde Sururen aanoage ‘sowwrerord Sururen s1ayoea ur ur SUTUTEd[-201A12S PIemO) | @ouaLadxa Surured puodas e se | “JA ‘] ‘snuny
Judwd[dwy sowwresdord Sur SUIUILI[-201AIAS JO SSIUGATIOIND | $10YDE) a01A13s-21d Jo suon | onuayine SdenSuey | ysydug ur Sur | “H ‘wiysey
-uren 1oyoeal ey eroard sty oy Surssnostp ur ded e st 219y, -doorad oy a1ednsoaur of | puodas e se ysySuy | -ures[-001a3ag | “N o ‘Ye[rzeq

449




Reimannovd, I, Keplov, K.

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

MICROTEACHING EVALUATION FORM: THE TEACHING TEAM
(to be used together with the skill-specific 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:

proficiency

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 (x):

students’ attention

[LOW | | | | HIGH |

students’ involvement/active participation

[LOwW | | | | HIGH |

variety of interaction patterns

[LOW | | | | HIGH |

equal distribution of attention to individuals
[LOW | | | | HIGH |

5. Self-reflection
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
The 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?

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

ACTIVITIES AND PROCEDURE

a) Were the lexical items appropriately selected?

b) Which aspects of the lexical items were covered?

¢) 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)?

FEEDBACK
a) How did the teaching team provide feedback?

b) What type of feedback was it?

¢) Was it in alignment with the aim? Provide evidence from the lesson.

4. ANY OTHER COMMENTS

Add any other comments or suggestions for improvements.

451



Reimannovd, I, Keplov, K.

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, sufficiently no, insufficiently

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, sufficiently no, insufficiently
Comment:

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

yes, very well yes, well yes, sufficiently no, insufficiently
Comment:

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

yes, very well yes, well yes, sufficiently no, insufficiently
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, sufficiently no, insufficiently
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, sufficiently no, insufficiently

Comment:
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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, sufficiently no, insufficiently
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, sufficiently no, insufficiently
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, sufficiently no, insufficiently
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, sufficiently no, insufficiently
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, sufficiently no, insufficiently
Comment:

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

yes, very well yes, well yes, sufficiently no, insufficiently

Comment:
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12. Did the microteaching in MS Teams prepare you to analyse your own teaching throu-
gh various reflective techniques?

yes, very well yes, well yes, sufficiently no, insufficiently
Comment:

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

Comment:
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