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This case study, within the qualitative research paradigm, aimed to 

focus on the student teachers’ experiences in an emergency remote 

microteaching course that was offered as an undergraduate course at 

a university in Northern Cyprus during the first wave of the COVID-19 

pandemic. The qualitative data, that were gathered from 10 

volunteering student teachers through written feedback forms and 

semi-structured interviews, revealed that the student teachers 

improved their instructional knowledge and skills. They also stated that 

they developed self-awareness on their teaching skills. However, the 

data also indicated that the student teachers felt lost, overwhelmed, 

and disappointed during this emergency remote microteaching 

course. The lack of interaction during synchronous lessons, problems 

and shortages concerning digital devices and skills, and the lack of 

appropriate learning environments for remote learning led the student 

teachers to feel lost. Also, the demanding nature of the course with a 

high number of assignments, as well as its focus on course completion, 

proved to be overwhelming for the student teachers. Additionally, the 

data indicated that the lack of authenticity in learning practices and 

the mismatch between the student teachers’ pre-COVID expectations 

from the course and the realities of emergency remote education led 

to disappointment. The study suggests improvements, and 

recommends further research on remote microteaching courses in 

initial teacher education.    
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Introduction 

The COVID-19 pandemic and the subsequent lockdowns across the world had tremendous 

effects on education, particularly during the first wave of the pandemic. According to the 

International Labour Organization (ILO) report (2020), more than 1.58 billion learners in 192 

countries have been affected by school and university closures. The report prepared by the 

Economist (2020) on the effects of the pandemic on higher education confirmed that this 

global-scale crisis has pushed educators to digital learning platforms, often prematurely 

without sufficient preparation for remote teaching.  

Like many higher education institutions, the University where this study took place had to 

go through the spring term of the 2019-2020 academic year. In this period, the University 

managed to switch all of its education to emergency remote education in about ten days after 

the complete lockdown of the country in March 2020. This was a significant challenge for many, 

particularly for students and educators. The undergraduate course that is entitled 

‘Microteaching’ was offered to sophomore year student teachers in the spring semester of the 

2019-2020 academic year. This course was an elective course in the Faculty of Education’s 

English Language Teaching (ELT). The pre-COVID-19 version of the course included 

microteaching practice during the course tutorials and in authentic settings in the language 

classrooms of the University. The course also involved authentic classroom observations. 

However, due to the sudden lockdown and the total closure of the University campus, like all 

the other courses, this course was shifted to a digital platform. Consequently, in this period, 

the University hierarchy decided that all the remote courses had to maintain their original pre-

COVID course objectives, course structure, assessment, and evaluation procedures without 

making substantial changes.  

Microteaching is a form of teaching that lasts between 5 to 20 minutes, in which student 

teachers practice their teaching skills, improve classroom performance and experiment with 

innovative teaching ideas in safe environments. Essentially, it is ”… a system of controlled 

practice that makes it possible to focus on specific teaching behaviors and to practice teaching 

under controlled conditions” (Allen & Eve, 1968, p. 181). It is true that microteaching is not an 

authentic act of teaching and that it cannot replace actual teaching in real classrooms (Shi, 

2020; Wallace, 1991). Nevertheless, it is a highly beneficial learning process as it provides a 

worthwhile opportunity for prospective teachers to teach, learn and develop themselves 

(Kleinfled & Noordhoff, 1988; 1990, as cited in Hatton & Smith, 1995). Furthermore, 

microteaching provides valuable practices such as close supervision, immediate guidance, 

diagnostic feedback, and self-evaluation (Allen & Eve, 1968).   

Recording microteaching, which is accepted as part of the microteaching process, allows 

opportunities for teacher candidates to observe, analyze, and reflect on their teaching (Wallace, 

1991); therefore, it helps to progress their instructional skills (Kpanja, 2001). Reflection on 

recorded microteaching is regarded as a valuable strategy to encourage collaborative inquiry 

among prospective teachers (Weiss & Weiss, 2001). Watching and reflecting on self-teaching 

and on peers’ teaching help to create a collaborative learning environment for prospective 

teachers (Taggart & Wilson, 2005). An empirical study revealed that observing own recorded 

teaching and engaging in dialogue enabled student teachers to improve their reflection on 

their teaching practice and to become aware of their professional skills and competences 

(Kuter, Gazi, & Aksal, 2012). Teachers’ reflective learning stimulates their engagement in 
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professional learning and the development of teacher competences that includes pedagogical 

knowledge, skills, and attitudes (Caena, 2013). In addition to reflection on own teaching, in 

teacher education, video excerpts are also used to enable student teachers to observe others’ 

teaching and to engage in reflective dialogue with peers (Bampfield, Lubelska, & Matthews, 

1997).  

Engagement in collaborative inquiry, which is the key in reflective practice, is regarded as a 

process of transformation, in which student teachers evaluate and reconstruct their conception 

of instruction (Miller, 1990, as cited in Sanal-Erginel, 2009). Dialogue with competent friends as 

in Vygotsky’s zone of proximal development (ZPD) maximizes growth (Yost, Sentner, & 

Forlenza-Bailey, 2000). An empirical study revealed that involvement in continuous self-

reflection enabled student teachers to develop self-awareness towards their teaching styles 

and to understand their preferences in teaching (Sanal-Erginel, 2009). Self-inquiry and self-

awareness as part of the dialogic process empower students to look critically and to become 

conscious of their personal and social reality about their teaching competences. This enables 

them to overcome their ignorance and dependence so that they could break the “culture of 

silence” (Freire, 2005, p. 30). However, during the emergency remote education in the first wave 

of the COVID-19 pandemic, the collaborative and dialogic learning environment has been 

affected. A recent study on an online practicum course revealed that the teacher educators in 

this period helped student teachers to learn “about practice” rather than “in practice” while 

emphasizing the absence of reflective learning in this process (Kidd & Murray, 2020, p. 552).  

Darling-Hammond and Hyler (2020) explained that, in the first wave of the pandemic, more 

was needed to meet the students’ academic and social-emotional needs and prepare them for 

unpredictable learning conditions. This was confirmed by another study on prospective 

teachers saying that the student teachers were struggling with volatility, uncertainty, 

complexity, and ambiguity that occurred due to the pandemic conditions (Hadar, Ergas, Alpert, 

& Ariav, 2020). This study highlighted the need for social-emotional preparation of future 

teachers. Another study (Hadar, Alpert, & Ariav, 2020) emphasized that during the crisis period, 

the teacher education curriculum needed to be responsive and dynamic to meet student 

teachers’ well-being and social-emotional needs. Similarly, Bozkurt and Sharma (2020) urged 

educators to prioritize building emotional support mechanisms instead of focusing on the 

course content completion in this period.  

Flores and Gago (2020) explained that the transition from face-to-face to online education 

during the COVID-19 lockdown period was sudden and unexpected. They stated that the 

biggest challenge in initial teacher education was experienced in practice-based courses. White 

and Mcsharry’s (2021) empirical study confirmed that the transition to remote education in 

initial teacher education created challenges for student teachers in their school placements. 

Rice and Deschaine (2020) also agreed that the shift from traditional teacher education to 

remote was not straightforward. They argued that this type of transformation required 

substantial pedagogical alterations in instructional design and delivery. Also, it was emphasized 

that gaining digital competences were crucial in adapting to online teaching (Flores & 

Swennen, 2020). 

Bozkurt and Sharma (2020) warned that the COVID-19 era version of online education, 

particularly in the first wave of the pandemic, should be considered separately from distant 

education. Accordingly, these scholars referred to this particular period of online teaching that 
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emerged during the first wave of the COVID-19 as “emergency remote teaching” (p. i), which 

is mainly a rushed solution to meet the immediate needs without time to prepare.  

During the emergency remote education that took place in this period, the digital divide 

among students has become more visible (Blackenberger & Williams, 2020; Bozkurt & Sharma, 

2020; Flores & Gago, 2020). Educational inequalities due to disparities in access to technology 

seem to play a significant role in this divide (la Velle, Newman, Montgomery, & Hyatt, 2020).  

A recent research paper that analyzed numerous studies on emergency remote education 

found that the digital divide was one of the major areas that created challenges in education 

in this period (Sezgin, 2021). Bozkurt and Sharma (2020) also stated that the digital divide was 

a threat affecting access to education in the pandemic period.  

This paper aims to shed light on the experiences of a group of student teachers who took a 

course entitled ‘Microteaching’ during the first wave of the COVID-19 pandemic. Therefore, the 

study focuses on what student teachers went through during this course, which was adapted 

from face-to-face to emergency remote education due to the pandemic conditions. The 

research question that guided this study is the following: What did the student teachers 

experience in the emergency remote microteaching course that was offered during the first 

wave of the COVID-19 pandemic?   

This research is valuable as it aimed to shed light on what a group of student teachers 

experienced in an emergency remote microteaching course in the context of Northern Cyprus. 

In this period, Flores and Swennen (2020) encouraged research in initial teacher education to 

explore how teacher education handled the consequences of the COVID-19 pandemic. They 

underlined that empirical research that focused on this period could support innovation and 

improvement of traditional and online teacher education. Consequently, although the study is 

limited to its context, the findings could be helpful in similar situations and challenges in the 

COVID-19 pandemic period and beyond.  

Method  

Research Design 

This is a case study, within the qualitative research paradigm, that aimed to portray what 

student teachers experienced in an emergency remote microteaching course within a 

timeframe. In qualitative research, perceptions of local actors are captured “… ‘from the inside’, 

through a process of deep attentiveness, of empathetic understanding…” (Miles & Huberman, 

1994, p.6). A case, within the qualitative paradigm, is a complex phenomenon that includes real 

and constructed elements that are in connection with the environments surrounding them 

(Byrne & Callaghan, 2014, as cited in Schwandt & Gates, 2018). Miles and Huberman stated 

that in case studies, “the emphasis is on a specific case, a focused and bounded phenomenon 

embedded in its context” (1994, p.10). They considered the collected data to be locally 

grounded since it is collected in close proximity to the specific situation. In case studies, in-

depth data is obtained through multiple methods of inquiry such as interviews, document 

analysis, and observations to make meaning of the situation within its context (Bogdan & 

Biklen, 1998; Marshall & Rossman, 1999; Patton, 1987; Robson 2002; Schwandt & Gates, 2014). 

Ragin (1992) clarified that a case could be an object, a person, or an event. Accordingly, “casing” 

is a research operation that includes linking theory to evidence (as cited in Schwandt & Gates, 

p.602). In this research paper, the phenomenon of interest, i.e., the case, is the student teachers’ 
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experiences in an emergency remote microteaching course that was transformed into the 

digital platform in the lockdown period.   

Research Context 

The current study focuses on a group of student teachers who took an undergraduate 

course entitled 'Microteaching’ as part of their initial teacher education during the lockdown 

of the COVID-19 pandemic in the Spring of 2019-2020 academic year. The course was offered 

as an elective course as part of the English Language Teaching (ELT) program in the Faculty of 

Education of the University that is located in Northern Cyprus.  

In the emergency remote education process, all the coursework was transferred to the 

University’s digital learning management system (LMS), which was Moodle in this case. The 

‘Big Blue Button’ (BBB) program, which was integrated into LMS, facilitated online live lessons 

that allowed synchronous lessons to be recorded for asynchronous access. The students’ access 

to synchronous lessons was through the ‘viewer’ mode by default. Interaction between the 

course instructor and the students took place via the integrated written chat mode. Besides 

the online synchronous lessons, LMS could accommodate access to all the course materials 

and assessment procedures. When all the courses were shifted to the online platform, it was 

requested by the University administration that the courses should be provided in two major 

paths: a) synchronous path, which was mainly live online lessons lasting about 50 to 60 minutes; 

and b) asynchronous path that included all the work to be completed outside the synchronous 

lessons.  Originally, the course was scheduled two hours per week with 3 ECTS and with no 

prerequisite courses. Initially, the course was envisaged to combine theory with practice 

through microteaching and observations to be conducted in tutorials and real language 

classrooms. Also, it was aimed to build on the student teachers’ knowledge in language 

teaching.   

As illustrated in the Figure 1, the emergency remote microteaching course involved four 

major phases: pedagogical input, observations and assignments, microteaching, and course 

assessment.  

Pedagogical input was provided before the online live lessons asynchronously via reading 

materials and other multimedia on LMS. During the course, synchronously, the course 

instructor provided a short introduction on the weekly topic with reference to these reading 

materials. The authentic classroom observations, which were originally envisaged to be 

conducted in language classrooms of the School of Foreign Language (SFL) of the University, 

were replaced by video excerpts that were openly available on the world wide web. These 

excerpts, which lasted between 10 to 30 minutes, were selected by the course instructor based 

on their lesson structure (presentation-practice-production format) and their language 

teaching methodology (communicative language teaching – CLT). They were used as part of 

synchronous lessons as well as observation assignments to be completed asynchronously.  
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Figure 1. Emergency Remote Microteaching Course Process 

During the course, the first round of observation was done synchronously. This was followed 

by completing an assignment asynchronously, which focused on drafting the lesson plan of 

the teaching video. To do this, the student teachers used a lesson plan template containing 

presentation, practice, and production format given to them in advance. They were requested 

to upload their assignments onto LMS within a given deadline for instructor feedback. Once 

the instructor provided feedback, the student teachers were requested to revise their lesson 

plans accordingly. The same excerpt was analyzed during the subsequent synchronous lesson. 

While doing so, the teaching video was paused several times to allow the student teachers to 

share their opinion on their observations in the chat mode and to verify their lesson plans.  

Based on the language teaching skill that was covered in the synchronous lessons, 

observations, and assignments, the student teachers received a microteaching task with 

detailed instructions on LMS. The instructions were also clarified in the synchronous lessons. 

Afterward, the student teachers worked individually to prepare the first draft of their lesson 

plans and uploaded it on LMS. After the course instructor’s feedback, the lesson plans were 

revised and if necessary, another feedback was received from the instructor. When the lesson 

plan was ready, the student teachers did their microteaching individually. While doing so, they 

self-recorded themselves using their smartphones. After recording, as part of their 

microteaching task, they self-observed their teaching and wrote a self-reflection report using 

the guiding questions. At first, the student teachers uploaded their microteaching videos on 

the university’s shared drive so that they could share their experience with the course instructor 

Pedagogical input 

(Synchronous & Asynchronous)  

Observation and Assignments 

(Synchronous & Asynchronous) 

Microteaching 

(Mostly Asynchronous) 

Assessment  

(Synchronous & Asynchronous) 
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and with their peers to facilitate peer-observations. However, as the course progressed, a 

YouTube channel was opened by the course instructor for easier upload and access to the 

microteaching videos.  

As for the assessment procedures, the course included both continuous assessment and 

mid-term and final assessment procedures as requested by the University administration. 

Accordingly, all the assignments and microteaching practices were part of the assessment, each 

one bearing a value as stated in the original course description. The mid-term and final exams 

were conducted synchronously. Both of these exams were individualized exams aiming to avoid 

cheating and plagiarism during the online examinations. In these exams, similar to the 

observations, the student teachers were given a teaching video excerpt and they were asked 

to draft a lesson plan, and they were also asked to devise their lesson plan based on a given 

task.   

Participants 

In this study, purposive sampling method was employed, as the focus was on the 

experiences of a group of student teachers who took a course entitled ‘Microteaching’ as 

emergency remote education in the first wave of the pandemic. Purposive sampling strategy, 

which refers to an intentional choice of participants, allows the selection of information-rich 

cases, due to their qualities and experiences, which are important for research purpose (Patton, 

1990).   

In this case, the research participants were selected based on the purpose of the study, and 

due to their unique experiences regarding the research question. The purposive sampling 

method enabled to access information-rich student teachers who were undergoing 

experiences during the emergency remote microteaching course in the first wave of the 

pandemic.  

The total number of the student teachers who took the course was 13; and the total number 

of the student teachers who volunteered to participate in the study was 10.  The table below 

provides information about these participants. 

Table 1. Information about the Participants 

Student 

teachers(

ST) 

Feedback 

form 

Interview Gender Country of 

origin 

Place of 

residence 

during the 

lockdown 

Possession of an 

electronic device 

Speed of 

the 

internet  

ST1 * * Male Turkey Turkey Laptop Slow 

ST2 * * Male Turkey NC Laptop Fast 

ST3 * * Female Turkey Turkey Laptop Medium 

ST4 * * Female Cameroon NC Smartphone Medium 

ST5 * * Female Northern 

Cyprus (NC) 

NC Laptop Medium 

ST6 * ** Male NC NC Smartphone Slow 

ST7 * ** Male Turkey NC Laptop Slow 

ST8 * ** Female Turkey NC Laptop Slow 

ST9 ** * Female Russia NC Laptop Slow 

ST10 ** * Male Turkey Turkey Smartphone No/irregul

ar internet 
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‘*’ refers to Completed 

 **‘ refers to Not-completed   

Data Collection Instruments 

In this study, data was collected through a written feedback form, and a semi-structured 

interview guide. While designing the data collection instruments, immense importance was 

given to ensure validity and reliability. Validity and reliability are considered vital for a 

trustworthy study which could lead to reliable findings (Lincoln & Guba, 1985).  Henceforth, 

the following steps were taken to contribute to trustworthiness of the study: The feedback form 

was prepared taking into account the course components (microteaching, pedagogical input, 

observations, assignments, feedback, and assessment) and the implementation process so that 

the student teachers could provide detailed information about their experiences and express 

their feelings about the process. Similarly, the semi-structured interview guide was designed 

considering the student teachers’ experiences and feelings throughout the course process. 

Both of these instruments were pilot tested for clarity with volunteer student teachers.  

The feedback form contained two sections: The first section included five questions that 

aimed to seek information on the student teachers’ learning context – where they were living 

(home or dormitory), which country they were connecting from, the electronic device they were 

using to connect to the lessons, and if they had an internet connection and how fast it was. 

The second part of the student feedback form focused on the course, its components, 

structure, and its implementation. This section contained 22 open-ended questions. The semi-

structured interview guide contained four open-ended questions and sub-questions on 

student teachers’ feelings, opinions, and suggestions on the course.  

Ethical Approval 

The researcher obtained ethical approval from the Ethical Committee of the University, in 

which this research was conducted. Based on this, the researcher informed the course 

participants on the details of this study both in writing and orally. The course participants were 

informed that participation was voluntary; nonparticipation would not affect their success in 

the course, and that their responses would be used only for research purposes. Those willing 

to participate signed a written consent form for the feedback form and the interview separately. 

The consent form openly explained the purpose and ethical agreement underlining that those 

who volunteered could withdraw from the study at any moment. During the analysis and the 

reporting stages, the participants’ names were omitted and replaced with a code for anonymity 

and confidentiality purposes.   

This study is limited to the student teachers who volunteered to participate in this study and 

to their experiences in an emergency remote microteaching course in the first wave of the 

COVID-19 pandemic in the Northern Cyprus context.  

Data Collection Process 

Once the ethical approval was received from the Ethical Committee, data collection was 

carried out over a sustained period. Miles, Huberman, and Saldaña (2014) stated that the fact 

that qualitative data is collected over a “sustained period makes them powerful for studying 

process (including history)” (p.30). Before the collection of the data, the student teachers were 

informed that the written feedback form was uploaded on LMS, and that those who 

volunteered to complete it needed to sign the written consent form. Those who signed the 
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consent form completed the written feedback form and uploaded it on the system. A similar 

process was carried out for the interviews as well. At the end of the course, the student teachers 

were informed that interviews were to be conducted with volunteers. Those who volunteered 

signed a consent form allowing the researcher to audio-record the interview for the research 

purpose. In addition, at the beginning of the interview, the researcher read out loud the 

research purpose and how the data was to be used. All the interviews were conducted in the 

English language.   

Although the total number of the student teachers who volunteered to participate in the 

study was 10, this number varied per data collection instrument. That is to say, written feedback 

form was completed by eight, and interviews were carried out with seven volunteering student 

teachers. As participation was based on voluntary basis, the student teachers’ decision to 

whether or not to complete the written feedback form or attend the interview was not 

interfered based on ethical considerations.  

The written feedback forms were available on LMS for their voluntary completion. Those 

who volunteered to complete the form uploaded their completed responses on LMS. The 

interviews were scheduled in advance and all were done online, each taking around 20 minutes. 

Five of the interviews were conducted individually. Additionally, one interview was done as a 

focus group interview including two student teachers. Both of the students in the focus group 

had no other time available for them to participate in the interview so they were scheduled to 

be interviewed together at the same time. This could be regarded as a limitation in this study 

as most interviews were conducted individually. However, focus group interview method is 

regarded as an effective technique in obtaining rich data on the participants’ experiences 

(Yıldırım & Şimşek, 2005); and group interviews are regarded appropriate in cases where a 

homogenous group of participants is involved in a study (Patton, 1990).   

Data Analysis 

The qualitative data that was obtained through the feedback form and interviews were 

analyzed using the content analysis that “… aims at describing, with optimum objectivity, 

precision, and generality, what is said on a given subject in a given place at a given time” 

(Lasswell et al., 1952, as cited in Macnamara, 2018, p.2). Miles et al. (2014) described this process 

as the analysis of words that “… can be assembled, subclustered, or broken into segments. They 

can be reorganized to permit the researcher to compare, contrast, analyze, and construct 

patterns out of them” (p.28).  

In this study, prior to the data analysis, the researcher transcribed the interviews. While 

doing so, the participants’ names were omitted; and each participant was given a code as ST 

(as in a student teacher). Therefore, while reporting, ‘ST1FF’ referred to ‘ST’ as student teacher, 

‘1’ as the number given to the student teacher during the analysis, and ‘FF’ for the ‘feedback 

form’ which was the data collection instrument; and ST1Int – ‘ST’ and ‘1’ as explained earlier, 

and ‘Int’ for the ‘Interview’, which was the data collection instrument.   

During the data analysis, firstly, the data were read several times and organized as negative 

and positive experiences and feelings. At this stage of the analysis, the data from the feedback 

form and the interviews were analyzed separately using the same method. Next, the analysis 

of the data from the feedback form and the interviews were merged and combined into one 

matrix. This was followed by a further reading and rereading to construct the interpreted 
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meaning of the data. In this process, coding continued for extensive detailing to indicate 

interrelationships (Miles et al., 2014).  

Next, a further coding was conducted as pattern coding to gather the associated codes and 

sub-codes under broader thematic categories which reflected relations among these codes 

(Miles et al., 2014; Patton, 2002; Yıldırım & Şimşek, 2005). This phase was followed by the 

verification of the categories and codes against the raw data. The thematic categories that 

reflect the student teachers’ experiences are displayed in Table 2 and Table 3 in the following 

section on the results of the study. This analysis was reported below using a narrative 

description that is supported by direct quotations from the student teachers, to allow their 

voices to be heard directly, and also to enable the reader to have direct access to the original 

raw data.  

During the research process, the following methods were employed to enhance the 

trustworthiness of the study: Reflexive journal, peer-debriefing, and critical friend (Erlandson, 

Harris, Skipper, & Allen, 1993; Miles et al., 2014; Sparkes & Smith, 2014, as cited in McGannon, 

Smith, Kendellen, & Gonslaves, 2019). Throughout the study, the researcher, who was the 

instructor of the microteaching course, kept a regular reflexive journal in which she recorded 

the study process, the steps that she took throughout the course, and her methodological 

decisions. These journals were incorporated in the peer debriefing process. The peer was a 

competent teacher educator and researcher outside this study context. As part of this process, 

the peer debriefer asked inquisitive questions, ‘played devil’s advocate’ (Erlandson et al., p.140), 

and questioned the researcher for her analysis and interpretation. This process is considered 

valuable since it could allow the researchers to release any frustration or emotions that could 

overshadow the research. Additionally, the debriefer acted as a critical friend who read the 

whole study report along with the raw data which enabled her to cross-check the findings. This 

was followed by engagement in a critical dialogue on the analysis process, understandings, 

and interpretations. Miles et al. (2014) stated that engaging a critical friend who could respond 

to the research work could compensate for the problem of working alone, which is often the 

case in qualitative research.  

Results  

This study aimed to find out about the student teachers’ experiences in the process of an 

emergency remote microteaching course during the first wave of the COVID-19 pandemic. The 

results of the study revealed that the student teachers improved their instructional knowledge 

and skills, and they developed self-awareness, as part of their pedagogical experiences during 

the emergency remote microteaching course. Also, the data indicated that the student teachers 

experienced emotional difficulties in this process. Accordingly, they felt lost, overwhelmed, and 

disappointed in this process of emergency remote microteaching course. The below section 

reports and elaborates on these research findings. 

Experiences at Pedagogical Dimension  

As displayed in the Table 2, the research findings revealed that the student teachers 

developed their instructional knowledge and skills, and improved their self-awareness towards 

their strengths and weaknesses in teaching through engaging in various tasks and activities in 

the course.    
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Table 2. Thematic Categories Reflecting Student Teachers’ Experiences at Pedagogical Dimension  

Thematic categories  Codes Sub-codes 

Experiences at 

pedagogical dimension 

Development of 

instructional knowledge and 

skills 

Microteaching practice 

Pedagogical input through accessible 

reading materials  

Observation of video excerpts and 

drafting lesson plans  

Regular and detailed feedback  

Development of self-

awareness 

Self-reflection on microteaching 

Demand for guidance for reflection 

Development of Instructional Knowledge and Skills 

As part of the experiences within the pedagogical dimension, many student teachers (ST2FF, 

ST3FF, ST5FF, ST2Int, ST4Int, ST5Int, ST9Int ST10Int), both in the feedback forms and in the 

interviews, explained that in this course process, they developed their instructional 

competences as future teachers. This included gaining more knowledge and skills on selecting 

effective teaching tasks and activities, writing learning objectives, and designing lesson plans. 

The student teachers underlined that practicing microteaching has been effective in helping 

them gain more teaching competences. For example, one student teacher said “At the 

beginning, I had no idea of classroom control, I had no idea of lesson plans or methods; but 

now, I believe I can do everything in my class…” (ST5Int).   

Some of the student teachers (ST4FFF, ST8FF, ST3FF) stated that the pedagogical input that 

was provided as background reading also helped them gain more knowledge and skills on 

classroom instruction. Several of them (ST4Int, STFF7, ST3Int, ST2Int) viewed that these reading 

materials were well-structured which provided easy access on the LMS. For example, one 

student said “I am happy with the whole materials on LMS …. There are good reading materials 

which can support our knowledge about the course and its context” (ST7FF). 

Several student teachers (STFF2, ST3FF, ST4FF, ST5FF, ST7FF, ST8FF, ST9Int, ST2Int, STInt3, 

ST5Int, ST10Int), both in the feedback form and in the interviews, stated that they developed 

their instructional knowledge and skills through observation of the teaching video excerpts 

and by drafting the lesson plans of these videos. For example, one of the student teachers 

(ST2FF) explained “Under these conditions, I think this method that we use currently is a very 

suitable and effective way for us. Video observations and analysis are the most important parts 

of our lesson for me”. Some students (ST3FF, ST8FF, ST9Int, ST3Int) also considered that the 

video excerpts were accessible as they could watch them multiple times, unlike in real-time 

classroom observations which happen in real-time. Also, some student teachers (ST1FF, ST3FF, 

ST5FF, ST10Int) thought that observing peers helped them to learn from friends and develop 

their instructional knowledge.  

Furthermore, the data from the interviews revealed that some student teachers (ST2Int, 

ST3Int, ST10Int) considered that they gained new knowledge and skills through regular and 

detailed feedback from the course instructor. Many of them (ST3FF, ST4FF, ST7FF, ST2Int, 

STInt3Int), both in the form and in the interview, mentioned that drafting lesson plans and 

receiving feedback on the lesson plans also helped them to learn.   

Development of Self-awareness 
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Within the experiences at pedagogical dimension, the data that was obtained from the 

feedback forms and the interviews indicated that many student teachers (ST5FF, ST7FF, ST8FF, 

ST5Int, ST2Int, ST3Int, ST9Int) felt that they developed self-awareness in this process through 

self-reflection, which was part of the microteaching process. It was mentioned by several 

students (ST2FF, ST3FF, ST5FF, ST7FF, ST8FF) in the feedback forms that they became aware of 

their strong and weak points in teaching through self-reflection. Having said this, some (ST1Int, 

ST2Int, ST9Int) demanded more direct guidance for self-awareness. For example, one student 

teacher (ST9Int) explained “… I learn when you give feedback because you are the expert …. if 

I watch myself again without your feedback, I just see what I know. It would be better if you 

give feedback and then we watch it”.  

Experiences at Emotional Dimension 

In addition to the experiences at pedagogical level, the student teachers underwent 

experiences that were categorized as emotional dimension. As displayed in the Table 3, they 

felt lost, overwhelmed, and disappointed in this emergency remote education process. This is 

explained below in detail.  

Table 3. Thematic Categories Reflecting Student Teachers’ Experiences at Emotional Dimension 

Thematic categories  Codes Sub-codes 

Experiences at 

emotional dimension  

Feeling lost  Lack of interaction 

Technological problems 

Shortage of digital devices/competences 

Additional responsibilities at home context 

Lack of appropriate learning environment  

Feeling 

overwhelmed 

Demanding and numerous assignments  

Digital challenges  

Prioritizing course expectations over students’ needs   

Feeling 

disappointed  

Lack of authenticity in learning practices 

Mismatch of original expectations and realities   

Feeling Lost 

As part of the emotional experiences, several student teachers (ST1Int, ST3Int, ST4Int, ST9Int) 

expressed that they felt lost especially at the beginning of the course. Some (ST1Int, ST3Int) 

felt that they were not heard, seen, or cared for due to the limited opportunity for interaction 

during the synchronous lessons as their access to these lessons was restricted; they could only 

attend the lesson as ‘viewers’. One student teacher (ST3Int) explained “Sometimes mimics can 

make a difference. We can’t do that because we cannot see each other. It affects our connection 

and communication… If we could see each other, we would be able to join the lesson more 

willingly”.  

Many student teachers (ST1FF, ST4FF, ST5FF, ST6FF, ST7FF, ST8FF, ST1Int, STInt2, ST9Int, 

ST10Int), both in the feedback form and in the interviews, explained that they felt lost and 

thought that online course was a disadvantage. They explained that due to technological 

problems such as slow, irregular, or no internet connection their access to the lessons was 

affected. Some of the student teachers reported interruptions due to slow or distorted internet 

connection during online lessons or assignment completions. For example, one student teacher 

(ST1FF) explained “Recording video is the hardest part. To be honest, I don’t want to record 

and upload a video because it is really hard for me since my internet connection is too bad”.  
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Also, some student teachers did not have the appropriate technological devices, and some 

stated that they had difficulties as they did not have adequate digital competences. For 

example, a student (ST1Int) expressed “Most of the time I feel lost because I am not effective 

in technological stuff; so sometimes, I was not even able to find the class online to attend it.” 

Another student teacher (ST6FF) who lived in a village and who only had a smartphone to 

connect with irregular access to the internet voiced his frustration about his problems in 

accessing remote education in this period:  

… the conditions of every student are not the same. Somebody else from the class is 

more advantageous than me while doing homework or taking the exam…. In my 

opinion, teachers have to behave equally to everyone. Students do not have the same 

opportunities…. It is unfair.  

Also, the results obtained through the feedback forms and the interviews showed that many 

of the student teachers (ST1FF, ST4FF, ST1Int, ST3Int, ST10Int) felt lost due to their additional 

obligations and responsibilities in their home environment, such as helping with chores or 

helping at the family store during the lockdown.   

Another challenge was that some student teachers (ST1Int, ST3Int, ST9Int, ST10Int) did not 

have an appropriate learning environment at home for remote learning saying that this 

affected their concentration on the course, therefore, on their learning. For example, one 

student (ST3Int) reported: 

Sometimes I cannot focus on the lesson. I have a lot of noise around me. But if I focus, 

I can get 100 percent advantage or benefit from the lessons and this lesson especially. 

It’s my only down point I must say. If I had a study room or a quiet environment it would 

be much better for me.  

Feeling Overwhelmed 

As part of the experiences at emotional level, the data analysis revealed that many of the 

student teachers felt overwhelmed during the course. Several of them (ST3FF, ST5FF, ST8FF, 

ST1Int, ST4Int, ST5Int, ST10Int) were stressed due to the demanding nature of the course, 

particularly concerning the number of assignments. For example, one student teacher thought 

that the course was overwhelming because it was online believing that if it was face-to-face 

most work would have been covered during the tutorials instead of getting assignments. She 

said, “If we were in the actual classroom, then we could have done verbal reflection in the 

classroom, but at the moment, it is not possible so we have to write assignments” (ST3FF).  

In addition, some students (ST4FF, ST7FF, ST8FF) felt anxious while teaching, recording and 

uploading teaching videos, as they thought that they did not have the necessary digital skills, 

or as they experienced technological problems. For example, a student (ST7FF), despite that he 

was known in the group for his advanced digital competences, explained that he was stressed 

because of the problems related to technology. He recalled his experience of recording, and 

uploading microteaching on the shared drive was “… a really stressful process since it was very 

troublesome. I have faced several difficulties...” (ST7FF).  

Furthermore, student teachers (ST6FF, ST8FF, ST10FF) explained that they were 

overwhelmed as they thought the course expectations were prioritized over their needs in this 

period. They explained that there was a need of receiving care from the course instructor during 

this particular time of the pandemic. One student teacher (ST6FF) criticized that in this period 
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people’s lives and feelings were more important than completing the course content. The 

students thought that the course instructor should divert her attention from the course 

assignments and course completion to the actual pandemic conditions and their emerging 

needs of care. For example, one (ST8FF) said “You don’t have to give very difficult assignments 

and lessons because it is an online course. We are in the pandemic …. We are having a hard 

time doing these assignments.” Another student (ST10Int) explained that he was having 

sleeping problems as he was worried, he could catch the COVID-19 virus. He further explained 

that he was suffering psychologically as he was worried about the elderly in his family. 

Feeling Disappointed 

Within the experiences at emotional dimension, the data analysis revealed that many 

student teachers (ST1FF, ST4FF, ST6FF, ST1Int, ST5Int, ST7Int, ST10Int), both in the feedback 

form and in the interviews, felt disappointed and nostalgic during the course. Part of the 

disappointment was related to the observation practices in the emergency remote 

microteaching course. The student teachers complained that observations were not authentic 

and that they preferred real classroom observations. Similarly, there was disappointment 

among the student teachers concerning the lack of authenticity in microteaching practices; as 

in most cases, they had to teach by themselves. For example, one student teacher explained 

that her lesson plan was not authentic as she did not have access to a real classroom 

environment. She said “I need a real class to do my lesson plan because I don’t know how the 

students would react to my teaching. If they do not understand what I teach, what would I do? 

I don’t have any experience with it. I am doing it but it seems it’s not real” (ST5Int).    

Furthermore, some students (ST1Int; ST10Int) expressed that they felt disappointed as their 

pre-COVID expectations have not been met. This was particularly concerning the lonely 

experience of emergency remote education. Accordingly, the student teachers explained that 

they had envisaged being involved in active learning by conducting observations and 

microteaching in actual classrooms; whereas, they were isolated since they had to do the 

course all alone in their homes in the lockdown conditions due to the pandemic. One student 

teacher (ST1Int) said “… at the beginning of the class, we were talking about going to real 

language classes. I was dreaming about it actually. But right now, I am alone in my room and 

making lesson plans. That’s all. This was not my dream...”.  

Discussion, Conclusion and Implications  

This study aimed to shed light on the student teachers’ experiences in the process of an 

undergraduate course entitled ‘Microteaching’ which was offered as emergency remote 

education at a University in Northern Cyprus during the first wave of the COVID-19 pandemic. 

The results of the study revealed that the student teachers gained instructional knowledge and 

skills. It was found out that the student teachers believed that in this course they developed 

self-awareness towards their strengths and weaknesses in teaching. However, at the same time, 

they felt that they were lost, overwhelmed, and disappointed throughout the course process.  

Although the student teachers did not have the opportunity to practice microteaching with 

their peers in a physical classroom environment or to conduct classroom observations in 

authentic language classrooms, they reported on several occasions that they developed 

teacher competences since they reported that they improved their instructional knowledge 

and skills in this course process. This could lead to understanding that this emergency remote 
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course on microteaching provided the student teachers with the learning opportunities for 

their development (Allen & Eve, 1968; Kelinfled & Noordhoff, 1988; 1990, as cited in Hatton & 

Smith, 1995; Kpanja, 2001). This is worth noticing as the course was rushed to be delivered on 

the digital platform as emergency remote education due to the sudden outbreak of the COVID-

19 pandemic (Bozkurt & Sharma, 2020). In this regard, the data revealed that despite the 

challenging conditions, professional learning and development of teacher competences that 

are essential for effective teaching have been attained (Caena, 2013: Karababa & Çalışkan, 

2012) Having said this, the student teachers on several occasions expressed that they were 

disappointed due to the lack of authenticity of learning practices. They also stressed that the 

social and interactive aspects of education were absent in this emergency remote learning 

process.  

It is established in the literature that diagnostic feedback and guidance are important in 

microteaching as they facilitate prospective teachers’ instructional competence and 

development (Allen & Eve, 1968). During the emergency remote microteaching course, the 

microteaching practices and observations were not followed by interactive reflective dialogues 

since such an opportunity did not exist during the synchronous lessons. The participation of 

the student teachers’ during the synchronous lessons was limited to written chats only. The 

lack of opportunity for reflective learning during an online practicum course in the pandemic 

period has been indicated by Kidd and Murray (2020) as well. 

In the study, several student teachers expressed their frustration as they felt isolated and 

demotivated. This was confirmed by another empirical study that was conducted on online 

school practice in this period with student teachers (White and Mcsharry, 2021). It was stated 

that the student teachers felt isolated and detached as a consequence of the removal of social 

human contact in learning. 

Reflection on recorded teaching is regarded to be a valuable method in teacher education 

since it enables collaborative inquiry and learning (Weiss & Weiss, 2001). This enables them to 

progress their teaching skills (Kpanja, 2001; Kuter, Gazi, & Aksal, 2012; Wallace, 1991). In the 

current study, the fact that the student teachers recorded their microteaching and reflected on 

their teaching created an opportunity for their learning, and this helped them become aware 

of their strong and weak points in their teaching. In addition, the student teachers were 

engaged in observation and analysis of video excerpts, which are accepted to facilitate 

reflective dialogue (Bampfield, Lubelska, & Matthews, 1997). However, it should be noted that 

in this process, the collaborative aspect of reflective learning was absent. It could be argued 

that the deficiencies concerning technology had an important role in this respect. For example, 

the student teachers could not collaborate or carry out a reflective dialogue with one another 

as their participation was restricted to viewing mode and written chats only during the 

synchronous lessons. 

 Furthermore, due to the aforementioned conditions, the student teachers did not have the 

opportunity to engage in social interaction orally with friends during the course process. It is 

possible to say that this situation could have affected the student teachers’ professional 

development and growth (Yost, Sentner, & Forlenza-Bailey, 2000). It could be argued that the 

lack of an appropriate environment for reflective dialogue and collaborative inquiry may have 

created a disempowering environment for the student teachers as in a “culture of silence” 

(Freire, 2005, p.30). 
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In this study, several student teachers expressed that they needed attention and emotional 

support in the course process. They complained that the course was demanding with many 

assignments and that there was an emphasis on task completion and course content 

completion. Bozkurt and Sharma (2020) recommended that in times of crisis, emotional 

support should be prioritized over course completion. This was also confirmed by other 

researchers (Hadar, Ergas, et al., 2020; Hadar, et al., 2020) stating that the well-being and social-

emotional needs of prospective teachers should be put first as they struggled in uncertain and 

ambiguous pandemic environments. Carillo and Flores (2020) also emphasized that social 

interaction, through regular discussions and authentic experiences, was vital in achieving social 

presence in learning. Also, Hadar, et al. (2020) underlined the need for having a responsive and 

dynamic initial teacher education curriculum to meet the social and well-being needs of the 

student teachers during the unprecedented times of the pandemic.  

The growing need among novice teachers to have adequate digital competencies made 

itself more visible in this crisis period (Dvir & Schatz-Oppenheimer, 2020; Mumford & Dikilitaş, 

2020). A study that was conducted in the German context showed that digital teacher 

competences and teachers’ opportunities to learn digital competences were essential in 

adapting to remote education during the school closures due to the COVID-19 pandemic 

(König, Jäger-Biela, & Glutsch, 2020).  This was also true in this case as well, as several student 

teachers explained that they had problems while engaging in the course and while completing 

the course assignments as they did not feel technologically competent. The problems that the 

student teachers experienced with regard to the access to the internet, the lack of possession 

of appropriate digital devices, and their perceived inadequate digital competences led them 

to feel lost and frustrated during the course process.   

The insufficiencies in the technological infrastructure and the difficulties in access to 

technology have created awareness towards the digital divide in emergency remote education 

in this context (Blankenberger & Williams, 2020; Bozkurt & Sharma, 2020; Flores & Gago, 2020; 

la Velle et al., 2020). Likewise, an extensive study on the research on emergency remote 

education in the pandemic era confirmed that the digital divide created challenges in access 

to remote education in this period (Sezgin (2021).   

To conclude, this study revealed that the student teachers gained instructional knowledge, 

skills, and self-awareness; however, they felt lost, frustrated, and disappointed during the 

process of the emergency remote course on microteaching, which was offered as an 

undergraduate course at a University in the context of Northern Cyprus.  

The study showed that it is important that the curriculum is responsive to the immediate 

needs and conditions of the pandemic era. Reducing the curriculum content and adjusting 

instructional delivery could allow appropriate time and space to attain the student teachers’ 

social-emotional and well-being needs in times of crisis. Also, as far as the curriculum is 

concerned, the student teachers could benefit from additional support and opportunities to 

attain digital competences as part of their initial teacher education. This could enable them to 

feel more competent and confident in their involvement in remote learning and teaching both 

as student teachers and as future teachers.      

Despite that the student teachers were engaged in self-reflection, collaborative inquiry and 

reflective dialogue, which are regarded fundamental in microteaching practice, were missing 

in this process mainly due to the digital inadequacies. It is essential that in a remote 
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microteaching course, opportunities need to be created for student teachers to teach 

interactively in a digital platform and to engage in reflective dialogue that could maximize their 

development and growth. For this purpose, appropriate technological conditions and 

infrastructure need to be provided. Also, innovative instructional strategies and delivery 

methods need to be incorporated in remote teacher education (Rice & Deschaine, 2020). This 

could help to facilitate a collaborative learning environment. Additionally, such an environment 

would enable the student teachers to have social interaction which could contribute to 

improving their well-being and growth.  

Based on the findings and discussions, further research is suggested on remote online 

microteaching practices focusing on their design and implementation. Such research could 

include other stakeholders, such as teacher educators, cooperating teachers, and 

administrators. This type of research could also focus on opportunities for reflective interaction 

and collaborative inquiry within online microteaching courses. Additionally, it is recommended 

to research the initial teacher education concerning its role and efficiency in preparing future 

teachers for online learning and teaching in terms of equipping them with digital skills. Also, 

more research could be conducted on the extent to which the initial teacher education process 

considers student teachers’ social-emotional and well-being needs particularly during practice-

based courses in the COVID-era, and beyond.      
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TÜRKÇE GENİŞ ÖZET 

Acil Uzaktan Mikro-öğretim Dersinde Öğretmen Adaylarının Deneyimleri: 

COVID-19 Dönemi ve Sonrası için Çıkarılan Dersler 

Giriş 

COVID-19 pandemisinin ilk dalgası sırasındaki karantina döneminin eğitim üzerinde önemli 

etkileri olmuştur. Uluslararası Çalışma Örgütü raporuna göre (2020) pandemi sırasında yaşanan 

karantina dönemlerinde 192 ülkede 1,58 milyar öğrenci üniversitelerin ve okulların 

kapanmasından etkilenmiştir. Bu çalışma Kuzey Kıbrıs Türk Cumhuriyeti’nde bulunan bir 

Üniversite’de COVID-19 pandemisinin ilk karantinasının yaşandığı dönemde gerçekleştirilmiştir. 

Bu çalışmanın odağında olan ‘Mikro-öğretim’ dersi üniversitenin Eğitim Fakültesi İngilizce 

Öğretmenliği 2. sınıf öğrencilerine 2019-2020 bahar döneminde zorunlu seçmeli ders olarak 

verilmiştir. COVID-19 öncesi süreçte izlenceye göre ders haftada iki saat olarak yapılacaktı ve 

ders içeriğinde öğretmen adaylarının mikro-öğretim uygulamaları ve sınıf içi gözlemleri yer 

almaktaydı. Fakat pandeminin baş göstermesi nedeniyle ülkede yaşanan ani tam kapanma ve 

karantina döneminin başlamasıyla birlikte Üniversite’deki tüm dersler Moodle üzerinden 

ivedilikle dijital platforma taşınmış ve acil uzaktan eğitime geçilmiştir. Bu kapsamda Mikro-

öğretim adlı ders de acil uzaktan eğitim olarak uygulanmaya başlanmıştı.  

Mikro-öğretim sırasında öğretmen adayları 5 ile 20 dakikalık zaman diliminde ders yaparlar. 

Bu zaman zarfında öğretim ve sınıf yönetimi becerilerini geliştirme ve aynı zamanda yeni 

öğretim yöntemlerini uygulama fırsatı elde ederler (Allen & Eve, 1968). Mikro-öğretim sürecinin 

bir parçası da öğretmen adaylarının yaptıkları dersi daha sonra incelemek üzere 

kaydetmeleridir. Bu süreçte öğretmen adayları yansıtıcı düşünme tekniğini kullanarak işbirlikli 

öğrenme ortamında sınıf arkadaşlarıyla diyalog içine girerler ve bu süreç onların bilgi ve 

becerilerini geliştirmede büyük rol oynar (Kuter, Gazi, & Aksal, 2012; Taggart & Wilson, 2005; 

Weiss & Weiss, 2001; Sanal-Erginel, 2009).  

Pandemi döneminde ani ve beklenmedik bir şekilde acil uzaktan eğitime geçilmesi eğitim 

ve öğretim alanında ciddi zorluklar yaşanmasına sebep olmuştur. Bozkurt ve Sharma’ya (2020) 

göre pandeminin bu ilk döneminde zorunlu olarak geçilen acil uzaktan eğitim uygulamalarını 

uzun bir süredir mevcut çevrimiçi uygulamalardan farklı değerlendirmek gerekmektedir. Tam 

kapanma döneminde yüzyüze eğitime geçiş ani ve beklenmedik bir şekilde gerçekleşmiştir ve 

bu dönemde öğretmen eğitimi alanında en büyük zorluklar uygulamalı derslerde yaşanmıştır 

(Flores & Gabo, 2020).   

Darling-Hammond ve Hyler (2020) pandeminin ilk başgösterdiği dönemde öğrencilerin 

akademik ve sosyal-duygusal ihtiyaçlarının değerlendirilmesi  gerekmektiğini ifade etmişlerdir. 

Uluslararası Eğitim Programları ve Öğretim Çalışmaları Dergisi 
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Bu dönemde yapılan diğer çalışmalar öğretmen eğitimi programlarının böyle bir dönemde 

öğretmen adaylarının ihtiyaç duyduğu desteğe fırsat verecek şekilde düzenlenmesinin önemine 

işaret etmişlerdir (Hadar, Ergas, Alpert, & Ariav, 2020; Hadar, Alpert, & Ariav, 2020). Bu 

çalışmalar öğretmen adaylarının pandeminin ilk karantina döneminin getirdiği belirsizlik ve 

karmaşadan dolayı zorluklar yaşadıklarını ve hem sosyal hem duygusal açıdan desteğe ihtiyaç 

duyduklarını ortaya koymuştur. Flores ve Swennen (2020) COVID-19 döneminde öğretmen 

eğitiminde araştırma yapmak ve yaşananlara ışık tutmak gerektiğini ifade etmişlerdir. Bu tür 

çalışmaların yenilikçi uygulamaların geliştirilmesine katkı sağlayacağı belirtilmiştir..  

Bu çalışma Kuzey Kıbrıs’ta bir üniversitede pandeminin başlangıcında yaşanmış olan bir 

döneme odaklanmaktadır. Çalışma bu dönemde dijital ortamda acil uzaktan eğitim 

kapsamında verilen Mikro-eğitim dersi sürecinde öğretmen adaylarının deneyimlerini 

incelemeyi hedeflemektedir. Bu çerçevede her ne kadar kısıtlı bir gruba yoğunlaşmış olsa da 

yukarıda bahsedilen nedenlerden ötürü bu çalışmanın bulgularının öğretmen eğitimi alanına 

katkı sağlayabileceği düşünülmektedir.  

Yöntem 

Bu çalışmada nitel araştırma desenlerinden durum çalışması desenikullanılmıştır. 

Araştırmada veri toplama araçları olarak açık uçlu sorular içeren öğrenci geri-bildirim formu ve 

yarı-yapılandırılmış görüşme soruları kullanılmıştır.  Katılımcılar ‘Mikro-öğretim’ adlı dersi alan 

öğretmen adayları olup çalışmaya gönüllülük esasına bağlı olarak katılmışlardır. Bu çerçevede 

çalışmaya toplam 10 öğretmen adayı katılmıştır. Tüm çalışma etik kuralları çerçevesinde 

gerçekleşmiş, görüşmelerde katılımcılardan yazılı ve sözlü izin alındıktan sonra gönüllülük 

esasıyla çalışmaya katılmışlar ve görüşmeler sırasında ses kaydı alınmıştır. Veriler içerik analizi 

yöntemiyle analiz edilmiştir. Bu yöntemle kodlama yolu kullanılarak anlamlı bütünler halinde 

verilerin altında yatan kavramlar ve kavramlar arasında bulunan ilişkiler ortaya çıkarılmıştır 

(Yıldırım & Şimşek, 2005). 

Bulgular 

Araştırmada öğretmen adayları Mikro-öğretim dersinde yeni bilgiler, beceriler ve öz 

farkındalık edindiklerini ifade etmişlerdir. Bu ders kapsamında verilen kavramsal bilginin 

öğrenmelerini olumlu yönde etkilediğini belirtmişlerdir. Bunun yanında video üzerinden yapmış 

oldukları gözlemlerin ve gözlemledikleri bu dersler üzerine hazırladıkları ders planlarının 

öğrenmelerine katkı sağladığını aktarmışlardır. Ayrıca, dersin öğretim elemanının düzenli ve 

detaylı geri bildirimlerinin öğrenmelerine yardımcı olduğunu ifade etmişlerdir.   

Öğretmen adayları bu ders kapsamında uygulanan mikro-öğretim sürecinin kendilerinin 

öğretim bilgilerinin ve becerilerinin gelişmesinde yararlı olduğunu belirtmişlerdir. Bunun 

yanında mikro-öğretim sürecinin bir parçası olan yansıtıcı düşünme sürecinin öz 

farkındalıklarının gelişmesinde rol oynadığını ve bu sayede öğretimde güçlü ve zayıf yönleri 

hakkında farkındalık geliştirdiklerini ifade etmişlerdir.    

Aynı zamanda öğretmen adayları bu süreçte kaybolmuşluk hissi yaşadıklarını, kendilerini 

baskı altında hissettiklerini ve hayal kırıklığı yaşadıklarını ifade etmişlerdir. Öğretmen adayları 

dijital platform üzerinden yapılan acil uzaktan mikro-öğretim dersi sırasında seslerini 

duyuramamalarından ve derslere görüntülü katılamamalarından dolayı kaybolmuşluk hissine 

kapıldıklarını aktarmışlardır. Aynı zamanda süreçte öğretmen adayları teknoloji kaynaklı 

sorunlar yaşamışlardır. Bunlar şöyledir: internet bağlantısı ile ilgili sorunlar, dijital altyapı ile ilgili 
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zorluklar, ve öğretmen adaylarının dijital becerilerinde yaşadıkarı yetersizlikler. Tüm bu 

sorunların onların kaybolmuşluk hissine kapılmalarında etksinin olduğu bulunmuştur. . Bunların 

yanında öğrenciler bu dönemde evlerinde uygun çalışma ortamı olmamasından ve evde 

üstlendikleri sorumluluklardan dolayı konsantrasyon sorunları yaşadıklarını aktarmışlardır.  

Öğretmen adayları bu dönemde özellikle ders yükünden dolayı baskı altında hissettiklerini 

ifade etmişlerdir. Bazı öğrencilerin teknolojik becerilerindeki yetersizlikler de bu baskıyı 

artırmıştır. Aynı zamanda öğretmen adayları bu ders süresince özellikle gözlemlerin ve mikro-

öğretimlerin gerçek ortamda yapılmamasından dolayı hayal kırıklığı yaşadıklarını ifade 

etmişlerdir. Öğrencilerin normal okul düzenini ve sosyal ve interaktif ortamını özledikleri 

saptanmıştır.   

Tartışma, Sonuç ve Öneriler 

Bulgular öğretmen adaylarının akademik anlamda olumlu deneyimler yaşadıklarını ve bu 

süreçte yeni bilgi ve beceriler edindikleri ve öz farkındalıklarınıın geliştiğini göstermiştir. Tüm 

öğretmen adayları zor bir süreç yaşamışlardır. Araştırmada öğretmen adayları bu dönemde 

hayal kırıklığı yaşadıklarını, baskı altında hissettiklerini ve kaybolmuşluk hissine kapıldıklarını 

ifade etmişlerdir.    

Mikro-öğretim dersinde gerçek sınıf ortamında ders yapamamış olmalarına rağmen 

öğrencilerin öğretmenlik yeterliliklerini geliştirmiş olduklarını düşünmeleri dersin onlara yararlı 

öğrenme fırsatları yarattığını göstermektedir (Allen & Eve, 1968; Hatton & Smith, 1995; Kpanja, 

2001). Acil uzaktan mikro-öğretim dersinde gözlem internette bulunan videolar üzerinden 

yapılan gözlemler şeklinde yapılmıştır. Bu yöntem, yansıtıcı düşünme ve etkileşim oluşturmak 

için uygun bir yöntem olarak görülmektedir (Bampfield, Lubelska, & Matthews, 1997). 

Çalışmada öğretmen adayları bu gözlem yönteminin mesleki gelişimlerine katkı sağladığını 

ifade etmişlerdir. Fakat buna rağmen adaylar bu gözlem yöntemi yerine gerçek sınıf ortamında 

gözlem yapmayı tercih etmişlerdir. Nitekim, insanlardan uzak yalnız başına video üzerinden 

gözlem ve mikro-öğretim yapmak öğretmen adaylarında hayal kırıklığına sebep olabilir. 

Eğitimde sosyal ve etkileşime dayalı boyutlarda yaşanan sınırlılıkların  öğretmen adaylarının 

yalnızlık hissine kapılmalarında etkili olduğu ifade edilmiştir (White & McSharry, 2021). Benzer 

bulgular diğer araştırmacılar tarafından da doğrulanmıştır (Hadar, Ergas, et al., 2020; Hadar et 

al., 2020) doğrulanmıştır. Carillo ve Flores (2020) pandemi döneminde öğretmen adaylarıyla 

sosyal etkileşimde olmasının önemli olduğunu vurgulamıştır. Aynı zamanda öğretmen 

eğitiminde uygulanan programı pandemi dönemi koşullarına ve gereksinimlere cevap verecek 

şekilde esnek olabilmesinin önemi vurgulanmıştır (Hadar et al., 2020).    

Öğretmen adaylarının mikro-eğitim yaparken kaydetmiş oldukları derslerine yönelik 

yansıtıcı düşünme kapsamında öz değerlendirme yapmış olmaları öğrenme ve gelişmelerine 

katkı sağlamış ve öğretim becerilerinde farkındalık geliştirmelerine yardımcı olmuştur (Kuter, 

Gazi & Aksal, 2012; Kpanja, 2001; Wallace, 1991). Fakat bu sürecin bir parçası olan etkileşim ve 

iş birliği eksik kalmıştır. Bunda öğrencilerin eş zamanlı dersler sırasında kendi ses ve videoları 

kapalı bir şekilde sadece dinleyici olarak derse katılımaları büyük rol oynamıştır. Öğretmen 

adayları bireysel olarak yansıtıcı düşünme yapmış olmalarına rağmen sürecin normal parçası 

olan sosyal etkileşim ve diyalog eksikliği nedeniyle süreç olumsuz etkilemiştir (Yost, Sentner, & 

Forlenza-Bailey, 2000). Öğretmen adaylarının seslerinin duyulamaması onları bir nevi 
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güçsüzleştirmiştir. Bu durum Freire’in ‘sessizlik kültürü’ olarak adlandırdığı durumu 

çağrıştırmaktadır (Freire, 2005, s.30).    

Tüm bunların yanında, internet bağlantısında yaşanan sorunlar, teknolojik altyapı eksiklikleri 

ve bazı öğrencilerin teknolojik araçlara erişiminde yaşadığı eksiklikler acil uzaktan eğitime 

ulaşmada yaşanan eşitsizliği ve dijital uçurumu göz önüne getirmiştir (Blankenberger & 

Williams, 2020; Bozkurt & Sharma, 2020; Flores & Gago, 2020; Sezgin, 2021). 

Araştırma sonuçları ve tartışmalar ışığında uzaktan ve çevrim içi yapılan mikro-öğretim 

derslerinin geliştirme ve uygulama süreçleri hakkında daha fazla araştırma yapılması 

önerilmektedir. Bu tür araştırmalarda dersin öğretim elemanının, uygulama öğretmenlerinin ve 

süreç içinde görev alan diğer paydaşların da katılımı ve çevrim içi sürecin onların gözünden de 

değerlendirilmesi önerilmektedir. Aynı zamanda, bu araştırmalar uzaktan ve çevrim içi mikro-

öğretim derslerinde yansıtıcı etkileşim ve işbirlikli sorgulama uygulamalarına yoğunlaşabilir. 

Ayrıca, öğretmen eğitiminde öğretmen adaylarının dijital becerilerinin ne derece geliştirildiği 

ve çevrimiçi öğrenme ve öğretime hazırlanma konuları araştırılabilir. Ek olarak, COVID-19 

salgını ve sonrasındaki dönemde özellikle uygulama ağırlıklı derslerde öğretmen adaylarının 

sosyal-duygusal gereksinimlerinin ders süreçlerinde ne ölçüde dikkate alındığı konusunda daha 

fazla araştırma yapılabilir.   
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