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Abstract 

This paper presents a seminar concept for the development of communication competence in pre-service 

vocational education teachers with the aid of video annotations, feedback, and peer microteaching. The seminar 

is offered within a teacher training program for students taking a master’s degree (MEd) in vocational education 

at the FH Münster University of Applied Sciences, Germany, and has been conducted three times. The 

advantages of the seminar concept are manifold. On the one hand, we create a learning environment in which 

students individually prepare and conduct five peer microteaching lessons in a row and receive prompt and 

constructive peer feedback on every performance. On the other hand, the quality of feedback improves so that 

our students are professional feedback providers by the end of the seminar. The provision of teacher feedback 

alone does not help our students become successful feedback providers. Nor, given the resources available at the 

university, is it a realistic alternative in terms of time constraints. In addition, due to recordings, the students gain 

a better insight into their teaching skills since their lessons can be observed and approached from an outside 

perspective. 
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1. Introduction 

Communication is one of the most essential premises of teaching and learning in the classroom (Simpllico, 2007; 

White, 2016). Hence, there can be no doubt that teachers need to develop communication competence 

throughout their academic careers to become successful at interpreting and creating communicative situations. 

Despite this, scholars have reported that new teachers often do not possess the repertoire of teaching strategies 

and skills they need for their daily practice (Freiberg, 2002; Liston, Whitcomb, & Borko, 2006). Student teachers 

face difficulties in generalizing their skills and transferring them to the classroom (Markelz, Riden, & Scheeler, 

2017; Scheeler, 2008). As a result, there is an urgent requirement for courses that help them overcome these 

deficits. 

White (2016) provides a useful model for the development of communication competence. According to the 

model, communication competence comprises knowledge, judgment, practice, and evaluation. The model allows 

students to reflect upon their communication and discuss the choices they make rather than defining clear-cut 

rules that would not apply to every communicative situation anyway. It seeks primarily to train teachers to 

become more competent communicators by “… developing, choosing, practicing and evaluating a repertoire of 

communication skills” (p. 41). An understanding of the development of communication competence as a process 

involving all these aspects underpins our seminar concept, which was designed specifically for preservice 

vocational education teachers at the FH Münster University of Applied Sciences, Germany. It was 

conceptualized and introduced in 2016 and fine-tuned in response to course evaluations. We aim through the 

present study to share our concept, which involves peer microteaching and video feedback in the form of 

annotations. Several studies have shown the usefulness of these approaches (e.g., Anderson, Kennedy-Clark, & 

Galstaun, 2012; Colasante & Leedham, 2013; Ellis, McFadden, Anwar, & Roehrig, 2015; McFadden, Ellis, 

Anwar, & Roehrig, 2014; Picci, Calvani, & Bonaiuti, 2012; Van der Westhuizen, 2015).  

Our article is organized as follows: The first section offers an overview of the seminar’s theoretical 
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underpinnings and places peer microteaching and video feedback in historical context. The next section explains 

the concept in detail. Finally, its benefits are outlined and suggestions are made for future research directions.  

2. Theoretical Background 

Communication competence is essential for prospective teachers. Studies in classroom interaction emerged in 

the 1930s and increased substantially in number in the 1960s when novel approaches to learning and teaching 

were needed in response to societal changes and the greater diversity of the student population (Skukauskaite, 

Rangel, Rodriguez, & Ramón, 2015). A plethora of teacher training concepts combining scientific knowledge 

and education practice emerged henceforth.  

Microteaching, a now widely applied training methodology, was introduced in 1959 and began to receive much 

scholarly attention thereafter (Allen, 1980). It was developed by scholars at Stanford University and had three 

main purposes: “[…] (1) as preliminary experience and practice in teaching, (2) as a research vehicle to explore 

training effects under controlled conditions, and (3) as an in-service training instrument for experienced teachers” 

(Fortune, Cooper, & Allen, 1967, p. 389). Early sessions, which were sometimes recorded, involved a teacher 

delivering lessons to one to five students for five to 20 minutes (Allen, 1966). Microteaching and related 

methods began to be applied in countries such as Australia, the United Kingdom, and Germany (Klinzing & 

Aliosio, 2006).  

In 1960s Europe, teacher training was renegotiated in different academic disciplines (Klinzing & Floden, 1991). 

Zifreund (1966), a German scholar at the University of Tübingen, used role-playing students as the audience 

during microteaching sessions and video recordings as mandatory elements of the teacher training program. 

Zifreu

(Klinzing, 2002). It was characterized by audiences comprising the teacher’s peers such as other students or 

experienced teachers.  

The purported advantages of microteaching have sometimes been called into question, but an analysis of more 

than 200 studies revealed the effectiveness of the approach at least in teacher training (Klinzing, 2002). Most of 

the research results supported the assumption that microteaching in both pre- and in-service education led to 

positive and long-term benefits in terms of the acquisition of verbal and non-verbal behavioral patterns, the 

integration of what had been learned during training into the individual behavioral repertoire, and professional 

practice. The value of microteaching in teacher education should therefore not be underestimated. Its use in 

teacher education courses is beyond doubt worthy of reconsideration given curriculum demands for the 

development of communication competence.  

Technologies such as video annotation tools have been shown to be immensely helpful in teaching and learning. 

Studies focusing on the use of video annotation tools in teacher training have increased in number since 2010 

(Pérez-Torregrosa, Díaz-Martín, & Ibáñez-Cubillas, 2017). Research has been carried out on the juxtaposition of 

existing video annotation tools (Rich & Hannafin, 2009), guiding questions for their appropriate use (Rich & 

Trip, 2011), and the promotion of reflective practice among student teachers (Alley & King, 2015; Ellis et al., 

2015; McFadden et al., 2014; Van der Westhuizen, 2015). In a study by Anderson, Kennedy-Clark, and Galstaun 

(2012), pre-service teachers considered microteaching and feedback via video annotations to be very helpful. 

Anderson et al.’s (2012) findings revealed that students recognized the usefulness of enhanced video annotation 

(EVA) tools. They could observe themselves before they became professional teachers and reflect upon and 

revisit their peers’ feedback.  

Van der Westhuizen (2015) also reported that students valued EVA in microteaching sessions. They “were able to 

reflect more thoroughly on their own micro-lessons, which helped them to improve their lessons more than other 

methods do” (p. 102). Van der Westhuizen stressed the “greatly increased reflection, feedback and assessment 

opportunities” that video annotations offered (p. 105).  

In sum, the research suggests that microteaching and video feedback in the form of annotations are highly 

effective, especially for reflective practice. Accordingly, conceptualizing and conducting seminars that aim to 

develop students’ teaching skills by incorporating these approaches are highly desirable at university level. 

3. Putting Theory into Practice: A Seminar for Preservice Vocational Education Teachers 

The seminar we devised is offered to preservice vocational education teachers at the FH Münster. It is part of an 

advanced teacher training module in specialized didactics and can be taken by students studying for a master’s 

degree (MEd) in vocational education. However, participation in our seminar is not obligatory for student 

teachers. While there are no criteria for selection, the number of students enrolled must not exceed 18. This 

guarantees an optimum learning environment. The seminar has been offered three times as of the summer term 
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of 2017. It has been optimized continually based on course evaluations, so the refined concept can now be 

presented and discussed.  

3.1 Primary Objectives of the Seminar 

The main goal of our seminar is to expand prospective teachers’ repertoire of communication skills and enable 

them to become effective communicators in the classroom. Since communication in a classroom environment is 

a rather complex phenomenon and prone to misunderstanding (Santandreu, Shurden & Shurden, 2011; Simpllico, 

2002; Zhanabekova, 2014), we aim to uncover students’ strengths and development potential rather than simply 

measure and judge their overall communication competence. Hence, we seek to point out the positive as well as 

negative effects of our students’ communication behavior to provide a solid basis for their development in the 

practical training phases of the course. We also give them room to reflect on and discuss their progress.  

The secondary objective of our seminar concerns our student teachers’ prospective learners, who also need to 

develop communication competence, a prerequisite for every profession. In particular, we explain how to give 

constructive feedback on learners’ communication competence and raise our students’ awareness of the 

importance of communication in professional settings. In addition, we attempt to overcome prospective teachers’ 

reluctance to use technologies such as EVA in their classroom, as reported in the literature (e.g., Anderson et al., 

2012; Kennedy-Clark, 2011). We do this by pointing out that these tools facilitate constructive feedback in a way 

that traditional methods such as questionnaires or oral feedback do not.  

3.2 Developing Communication Competence 

To enable our student teachers to improve their classroom communication, regardless of the skills they already 

possess, we use White’s (2016) elaboration on teacher communication competence as a starting point. Figure 1 

shows the four components of communication competence: knowledge, judgment, practice, and evaluation. 

 

Figure 1. Components of communication competence. Adapted from White (2016, p. 43) 

 

Whereas White (2016) lists the characteristics of communication competence and defines them as cited above, 

we added an underlying process and applied this process in practice. This is to say that we created an approach 

consisting of eight steps teacher students’ go through in every peer microteaching session they prepare, conduct, 

record, and evaluate. In detail, these steps are organized as follows: (1) dealing with theory and scientific 

findings, (2) discussing feedback criteria, (3) applying feedback criteria to sample videos, (4) preparing peer 

microteaching, (5) performing and recording peer microteaching, (6) providing video feedback, (7), reviewing 

video feedback comments, and (8) reflecting upon one’s performance. By contrasting these steps with White’s 

(2016) model, an allocation becomes apparent as depicted in table 1.  

 

 

 

 

 

Knowledge 

building a repertoire of communication skills 

Judgment  

choosing appropriate communication skills 

Practice 

trying new communication skills 

Evaluation  

reflecting and assessing satisfaction with communication 
skills 
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Table 1. Implementation of White’s (2016, p. 43) components of communication competence 

Steps students go through in five  

communicative situations 

Component of communication competence  

according to White (2016, p. 43) 

1 Dealing with theory and scientific findings Knowledge 

2 Discussing feedback criteria Knowledge 

3 Applying feedback criteria to sample videos  Knowledge 

4 Preparing peer microteaching Judgment 

5 Performing and recording peer Microteaching  Practice 

6 Providing video feedback Evaluation 

7 Reviewing video feedback comments Evaluation 

8 Reflecting upon one’s performance Evaluation 

Note. White’s (2016, p. 43) categories functioned as a starting point to develop eight steps students go through in 

each of the five communicative situations discussed in class.  

 

Table 1 shows the abovementioned eight steps students undergo for each microteaching situation and 

corresponding components of communication competence as suggested by White (2016). Within the course of 

our seminar, students go through the entire process portrayed above five times. In the following, a closer look at 

the steps mentioned in the table above is given. The group allocation is addressed beforehand to better 

understand the procedure that follows.  

3.3 Group Allocation 

At beginning of our seminar, students are divided into groups of three, and they remain in these for the duration 

of the course. The groups comprise students from different fields of study, for instance nutrition and home 

economics, constructional engineering, and electrical engineering. This creates a heterogeneity that reflects a real 

classroom. Within the course of the seminar, two of the groups work together when peer microteaching lessons 

are being conducted. However, videos are only made available to the initial groups for privacy reasons. We use 

the EVA tool edubreak®. 

3.4 Dealing with Theoretical and Scientific Findings on Classroom Communication 

The main theoretical issues can be summarized under two headings, namely cross-situational communication 

and situation-specific communication. In the case of the former, we initially address commonly established 

communication models such as Schulz von Thun (1981), Watzlawick, Beavin-Bavelas, and Jackson (1967), and 

Weaver and Shannon (1949) to approach teachers’ verbal, non-verbal, and para-verbal communication behavior. 

The first communicative situation we deal with in detail is an introduction to an allocated class from the students’ 

occupational fields. For example, students from the field of nutrition and home economics introduce themselves 

to a fictive, first-year vocational school class of prospective food technologists. With the aid of the 

aforementioned communication models, students approach various aspects of their verbal, non-verbal, and 

para-verbal communication behaviors to obtain an introductory overview of their strengths and weaknesses. The 

situation-specific communication aspects, which are addressed in class afterward, comprise the following topics: 

teacher talks, classroom conversations, thought-provoking questions, and technical discussions. Theories of 

communication skills and criteria, tailored to the individual disciplines, are used as a starting point.  

After the introduction, students are taken through five communicative situations that frequently occur in 

vocational college classrooms. We tend to begin with fundamental communication aspects such as verbal, 

non-verbal, and para-verbal communication behaviors and end with the specific forms of communication that are 

prevalent in vocational training. We prefer to take this approach rather than focus on the general aspects of 

communication.  

3.5 Discussing Feedback Criteria 

After a theoretical investigation of the topics, the students discuss corresponding feedback criteria. They take an 

overview of the several aspects that can be considered when giving professional feedback with regard to the 

particular situation. Feedback criteria are always deduced from the previous theoretical discussions. This helps 

our students internalize the knowledge they have acquired.  

3.6 Applying Feedback Criteria to Sample Videos 

Feedback criteria for every communicative situation are also applied to sample videos provided by the seminar 

teachers. These videos show the specific communicative situations we address in class such as introductions to 
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given courses, teacher talks, classroom conversations, thought-provoking questions, and technical discussions. 

Since it has worked out very well so far, we use two forms of videos to give exemplary feedback: videos of 

peer-microteaching lessons taught in other seminar groups from the previous year and videos recorded in an 

authentic vocational college classroom.  

The purpose of using these videos and giving exemplary feedback is twofold. First, the students can immediately 

apply the feedback criteria they have discussed on a theoretical basis. This boosts learning efficiency. Second, 

they learn how to provide feedback that is sufficiently constructive to achieve a maximum learning opportunity 

for the recipient. At this stage, video feedback is first provided orally in class. Then, the students’ comments are 

written down in the form of video annotations.  

3.7 Preparing for Peer Microteaching 

After a practical examination of sample videos in class, students individually prepare a peer microteaching 

session with a focus on the theoretical issue raised in the preceding seminar. Everyone prepares their own 

microteaching lesson of five to 10 minutes. The lessons pertain to the students’ vocational fields. Considerations 

concerning teacher communication within the scope of our students’ preparation must be written down and 

handed in at the end.  

3.8 Conducting and Recording a Peer Microteaching Session 

The microteaching is performed in groups of six. They are taught by one student and must not exceed a time 

frame of 10 minutes. Again, the groups do not change during the seminar, so the students can familiarize 

themselves with their immediate peers. This way, we provide an environment akin to real courses in school. 

Every lesson is recorded with the aid of a small action camera. The results are immediately uploaded on 

edubreak® so that students can annotate their peers’ videos over the next week.  

3.9 Providing Video Feedback 

Providing video feedback in the form of video annotations is fundamental to our seminar concept. Feedback 

must be constructive so that the recipient can use it to develop. We regard the following to be indispensable 

elements of a feedback comment:  

• A clear and neutral description of the phenomenon observed 

• A description of the corresponding effect on the feedback provider  

• A reference to the literature (if applicable) 

• A precise suggestion for improvement 

• A link to other videos of the feedback receiver or a link to another sequence within the same video (if 

 applicable) 

As seminar teachers, we check whether these components are part of every feedback comment. This guarantees 

that nobody receives insufficient feedback. An exemplary comment is shown in Figure 2.  

 

Figure 2. Exemplary feedback comment 

 

Group members are assigned individual roles as part of the feedback process. The videotaped student watches 

their performance and considers and reflects upon the feedback comments, as well as their own impression of 

what they have seen and heard. One group member is assigned to give feedback on cross-situational feedback 

criteria, that is to say, they focus on verbal, non-verbal, and para-verbal communication behaviors with the aid of 

the general communication models we have discussed at the beginning of the seminar. This person observes the 

videotaped student with reference to the five communicative situations and provides feedback on their 

development. The second group member refers to the situation-specific feedback criteria. They also give 
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feedback, again with reference to the five communicative situations. As the situation-specific feedback criteria 

change from video to video, attention must be drawn to the individual characteristics of the particular situation 

rather than general communication behavior. For instance, regarding thought-provoking questions, the group 

member looks at how questions are formulated and what answers are elicited from the pupils as a result. The 

second group member also functions as a watchdog, which means that they are also responsible for the quality of 

the feedback comments. We know from experience that this role needs to be clearly assigned to ensure high 

feedback quality across all comments. Figure 3 provides an overview of feedback roles and how these are 

assigned within each group.  

 

Figure 3. Feedback roles and assigned tasks 

 

During the feedback process, we use edubreak® as our supporting video annotation tool. This can be accessed 

online and allows for exchanges and cooperative work on video recordings independent of time and location. 

Video comments can be specified with the aid of a traffic light system and symbols. It also enables our students 

to respond quickly to video feedback if necessary. Figure 4 shows how edubreak® is used in our seminars. 

 

Figure 4. Video annotation with edubreak® 

 

Videotaped 
Student 

Watching their own 
recording 

Delving into the 
feedback comments 

given 

Reflection 

Group Member 1 

Feedback on cross-
situational           

feedback criteria 

Group Member 2 

Feedback on             
situation-specific             
feedback criteria 

Feedback on feedback 
Watchdog  
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3.10 Reviewing Video Feedback Comments 

The penultimate task for the student who has prepared and conducted the peer microteaching lesson is to read the 

feedback comments. Students need to review these critically. Here, the focus is on the recipient; it is they who 

decide what conclusions need to be drawn.  

3.11 Reflecting upon One’s Performance 

The aim of the last step is to give the student the space to re-think their own performance in light of the video 

annotations. They do this with the help of guiding reflective questions. Again, it is the recipient of the feedback 

who draws the conclusions. They then point out what they might do to become more professional. In the closing 

session of our seminar, each student is given the chance to reflect critically upon their performance. With the 

help of the students, we seek to show how acquired teaching skills can eventually be transferred to the real 

classroom and how weaknesses can be eliminated step by step. 

4. Conclusion 

Addressing communication skills within teacher training courses at university, practicing them, and receiving 

immediate feedback on one’s performance through video annotations can be seen as essential steps in preparing 

students for the communicative situations they will face in the classroom. Peer microteaching and video 

feedback through video annotations are effective ways to develop communication skills. White’s (2016) model 

provides a valuable starting point for conceptualizing and implementing our seminar because it can be used to 

help students acquire those skills gradually.  

The advantages of our seminar concept are manifold. First, we can use it to create a learning environment in 

which students individually prepare and conduct peer microteaching lessons five times in a row and receive 

prompt and constructive feedback on every performance. Unlike conventional teacher training seminars, our 

seminar gives our students the opportunity (through extensive peer microteaching and video feedback) to focus 

on their strengths and weaknesses. Second, our students become highly professional feedback providers. Unlike 

traditional courses, all students must offer their peers regular and constructive feedback. There is no doubt that 

providing and receiving feedback helps our students to develop and to take criticism. Teacher feedback alone 

cannot help our students become successful feedback providers. Given the resources that are available to us, it 

cannot be as comprehensive as student feedback. Third, by recording their performances, students gain a better 

insight into their teaching skills since their lessons can be assessed from a more objective perspective. They can 

compare their own impression of their teaching skills with the video feedback comments provided by their peers. 

Finally, our approach not only facilitates the development of the students’ communication competence but also 

their ability to cultivate it in their learners.  

A problem we face is that traditional models do not apply to our video feedback concept because the latter 

recognizes communication as a complex phenomenon and focuses on the students’ strengths and weaknesses 

rather than judging their communication competence as a whole. Research into resolving this conundrum is in 

progress. Another issue that might be addressed in the future is the degree to which our students apply their 

newly acquired skills and use these to eliminate their weaknesses. It would also be interesting to examine the 

extent to which our students become more sensitized to the importance of communication competence after they 

have participated in our seminar and how far their positions on the subject change over time. Long-term studies 

would be needed here. Nevertheless, we would suggest that our approach is an effective way of developing 

communication competence in pre-service vocational education teacher training. 
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