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Glossary of Terms

Baptism of fire a military term referring to the first experienceé actual combat. In this
thesis, it refers to the first experience of preAse teachers acting as real teachers in a real
school setting during the teaching practicum.

Bule a common term used in Indonesia to refer to wiite-Indonesian visitors.

Dakwah an Islamic term which refers to any activity t@g@ch the ‘truth of Islamic teaching’
to all people

Guru: originally a Sanskrit term for "teacher" or "mastgrarticularly in Indian religions. In
the Indonesian context, ‘guru’ stands f&irig diguGUlanditiRU’ that is somebody who is
culturally entitled to be listened to and modeilgxbn.

Placement school: the school where the pre-serigeghers do their practicum. It is
sometimes interchangeable witbst school.

In-service teacher: an individual who has beendhiog an educational institution or the
government and is actively teaching (professiongiglified).

Mentor teacher: an incumbent teacher assignedsih@ol principal to supervise and assist a
pre-service teacher in his or her classroom fordilvation of a practicum, also known as a
“co-operating teacher”, “supervising teacher”, ‘schadvisor”, or “mentor”.

Mentoring: a process in which an experienced teadiéends to the professional
development of beginning teachers through ongolvgervation, conversations, assessment
of practice, goal setting aligned with standardsqoflity teaching, and technical and
emotional support.

Minangkabauneesan ethnic group which is indigenous to the hightanfilWest Sumatra,
in Indonesia.

Ministry of National Education and Culture (MoNECjhe Indonesian government
department responsible for leading curriculum, @gland resourcing in the areas of national
education and culture.

Novice teacher: a graduate from an approved irtg@ther education institution employed as
a provisionally registered teacher. He/she willicgfly be in their first or second year of
professional teaching. Sometimes it refers to dbeminner teacher”, or newly qualified
teacher (NQT).

Pamong a word derived from Javanese language, whichinaily meansto look after, to
nurture, or to raise a child
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Pesantren This term derives from the Javanese wsahtri’ which means ‘student’. It now
refers to Islamic boarding schools in Indonesia.

Practicum: a school-based teaching experience takder by pre-service teachers, also
known as a “placement,” “field experience,” or ‘tbang practice”. The term “practicum” is
mostly used throughout this thesis.

Pre-service teacher education (PTE): educationtemding preparing teachers before they
work in classrooms, variously referred to as ihig&cher education or initial teacher training.

Pre-service Teacher (PST): a student in a teacterapation programme, also known as
“trainee teacher”. In this thesis, this term isemhangeable with other terms, such as
“student-teacher” and “practicing teacher”.

Pribumi: literally means son of the land’a term refers to a sub-set of the population in
Indonesia who shares a similar sociocultural hgeitand whose members are considered as
the natives of the country.

Surau a name used to call a small mosque in West Sumabedonesia with multiple
functions; the venue is used not only for prayingddso for Islamic schooling.

Teacher educators: in this thesis, the phrase leragducator” is used not only to refer to

university lecturers in general, but also for unsiy-based personnel involved in pre-service
teacher education to distinguish them from schaslell personnel. It is also interchangeable
with university supervising lecturers.

Ustadz:an Arabic term used to refer to a male teacheslafilic lessons.

Ustadzah:an Arabic term used to refer to a female teachéslamic lessons.
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Abstract

This study investigates the complexities of a groftipre-service teachers’ (PSTs) journey to
becoming novice teachers during the teaching mactiin the context of the Indonesian
government’s agenda to reform national educatiojuding reforms in the teaching

profession. These reforms were a response to d¢uwrogrterns regarding quality education,
including the perceived low standards in Englishdizage Teaching (ELT) in Indonesia.

The research project, situated in Riau Univerditglonesia, involved 10 participants of
between 21-22 years of age and aimed to documenintportant milestones in PSTS’
learning trajectory to becoming teachers throughirthived experiences in the teaching
practicum. It specifically attempted to answer fo#owing research questions: a) What
drives PSTs to enter the English teaching profeSsib) How do PSTs experience the
transition of identity from PSTs taovicein-service teachers during teaching practicum? and
c) In what ways does the teaching practicum coateilio the PSTs’ professional learning
and their understanding of what it means to pbeofessionaEnglish teacher?

Data was gathered over a period of 16 weeks usitgpth interviews before and after the
teaching practicum, from guided reflective journaad from one focus group discussion.
The narratives were examined and inductively arealyssing NVivo. Wenger’s (1998ocial
theory of learningand his concept oEommunity of practicevere used as the central
theoretical frameworks in analysing and interpigetime data.

This study reveals that the PSTs’ reasons forginhe English teaching profession varied
greatly, ranging from altruistic motives or relig® and social motivations, to more
instrumental reasons such as financial securitg. rbte of significant others, such as family
members and school teachers during their childhaod schooling experiences and the
influence of broader socio-cultural and politicaintexts were also found to be important
factors behind their decisions to enter the prad@ssSome of these factors at the same time
also contributed awirtual schoolbagsin shaping their initial conceptualisations of the
“professional English teacher” (PET) and “good Estglteaching” prior to the teaching
practicum. The dynamics of their interaction andiaorelationships with members of the
school community (students, mentor teachers, armwo$cadministrators) led them to
reinterpret part of their understanding of theséioms. In addition, deep-seated cultural
norms of the Indonesian society in relation to exggons from the teaching profession had
also influenced their conceptualisations in siguaifit ways.
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The findings further demonstrate that the PSTsegrdtion into the teachers’ community
during the practicum was not a linear progressimther it was a continuum that
encompassed conflicts, challenges, and tensionte sb which had formed well before they
were accepted as part of the school community. rT$emse of belonging to the teachers’
community was an important marker for the constoumcof their novice teacher’s identity. It
was built through participation in the form of coemwp engagement with existing members
and with intricate practicesuring the practicum as well as with broader socio-ecdo@nd
political contexts. Issues in power imbalances aultural practices were central to the PSTs’
metamorphosis in becoming novice teachers. Schiumlests’ acceptance of the PSTs’
legitimacy as teachers, the sense of collegialignsr by incumbent teachers, support from
mentor teachers, and their participation in extraicular activities had significantly
contributed to the development of the PST’s seliseelonging to the teacher’'s community.
The findings also indicate that the out-of-classnosocial relationships developed during

their participation in the teaching practicum cdnite to the construction of their
professional identity in very tangible ways.
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SETTING THE SCENE

In our rush to reform education, we have forgotesimple truth: reform will never be achieved by
renewing appropriations, restructuring schools, rigng curricula, and revising texts if we continue
to demean and dishearten the human resource ctidketeacher on whom so much depends.

(Palmer, 1998, p. 4)

This chapter presents a brief introduction to #tisdy. The following sections will briefly

introduce how this research is situated in relatmibroader academic, social, political, and
educational contexts. They will also discuss whis thtudy is deemed appropriate and
necessary in the context of English Language TeaclELT) and pre-service teacher
education in Indonesia. The chapter is followedtm® researcher’'s own story as part of the
rationale of this study. Research aims and questaoa then outlined. The significance of this

study is discussed in the last section before dimewf the whole thesis is presented.

1.1. Background of the Study

As part of reforms in the educational sector dfiter fall of the Suharto regime in 1998, the
Indonesian government invested in significant emdees to boost the quality of national
education. Although reform had started in 1999 wttenregional autonomy law (Law No.
22/1999) was issued, it had a stronger basis innégnw Law number 20/2003 on the
Indonesian national education system. After thig gas officially enacted, for instance, the
Indonesian government was obliged to allocate axtl20 percent of the national budget for
the education sector. Some education reform pslidiave also taken place such as
decentralising educational management (autonomgdircation), constantly revisiting and
revising the national curriculum (Raihani, 2007gtading teaching quality through teacher
certification programs, and conducting a seriestedchers’ prefessional development

workshops.

Despite various educational reforms programs, thenty is still struggling with several

issues in relation to the quality of its educatidihis could be seen, for example, from a



gualitative study by Yuwono (2005) investigating thoices of less privileged schools (non-
government and resource-poor schools) in terms IoF Er a decentralised Indonesian

education system. Interviewing six school princgpahd English teachers in Salatiga, she
found that the decentralisation policy has madesthgtion in these less privileged schools
even worse than before. This is because of rampagative competition among schools

across Indonesian regions, as well as the lacksafurces and qualified teachers.

Additionally, several current reports from intelioatl organisations indicate that Indonesia
is still behind neighbouring countries in terms stidents’ learning achivements and
teachers’ performance. The results of the Thirdrimdtional Mathematics and Science Study
(TIMSS), for example, indicate that the performanténdonesian eighth-grade students in
both fields is relatively poor. Compared to theemational average, Indonesian students’
level of performance is below the international rage in both mathematics and science.
Indonesian students ranked 34 out of 45 countteseged in 2003 in terms of performance
in mathematics. This position dropped to 36 ot®Etountries surveyed in 2007. In science,
although the position improved slightly to 35 oti48 countries in 2007, Indonesian students

were ranked 36 out of 45 countries surveyed in 2868 Table 1).

Table 1. Score performance of Indonesian eight-grade stadenMathematics and Science
according to TIMSS

| sdeme | Reading | Wathematic

Indonesia 393 (52/57) 393 (48/56) 391(51/57)
Top achiever 563 556 549
Lowest achiever 322 285 311
Median 443 47 430

Note: Number in brackets indicates the nation's rank worldwide

(Jalal et al., 2009, p. 6)

Specific to issues within ELT, many studies havewah that the teaching of English in

Indonesia is still far from achieving success (Bmeexample, Alwasilah, 2001; Basalama,
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2010; Kirkpatrick, 2007; Lengkanawati, 2005; Li€0Z; Marcellino, 2008), seen primarily
from the large number of Indonesian students wieouaiable to speak and use the language
effectively. The 2011 English Proficiency Indexea$ed by English First — a world leading
English institution — reports that Indonesia raaksiumber 34 out of 44 among non-English
speaking countries in the world with ‘very low’ ddiEnglish proficiency (EPI, 2011).
Although this global language ranking is considggethtless by some language scholars (see
Graddol 2011), considering a lack of data and dstech way of describing language
proficiency, | would argue that the proficiency éxdis still useful in terms of providing
general information about Indonesians’ English igiehcy. It, along with various studies,
suggests a need for research that both addressegabons behind the failure of ELT in

Indonesia and suggests ways of improving the tegabii English in the country.

A case study by Lamb (2011) examining the motivatmd learning behaviour of a small
group of young junior high school students (n =)2&@rting to learn English in an ‘emergent
middle class area’ of Sumatra revealed that soomm@mic discrepancy among students was a
significant factor affecting their success in leagnEnglish. There is a striking divergence in
competence in the language over six years of stitnohereby some appeared to make no
progress at all in oral communicative ability whidéhers achieved quite a high level of
functionality. Socioeconomic and cultural capitabyded by family backgrounds and early
educative experiences enabled some learners tditbber@e from the state provision of

English language education.

Some ‘technical factors’ such as unconducive legreinvironments, limited time allotment,

large class sizes, and the absence of non-comntiveicgesting have been commonly

perceived as other factors which hindered the tyuafiELT in Indonesia (see, for instance,
Kirkpatrick, 2007; Marcellino, 2008). Apart from @oeconomic and technical factors,

mentioned above, it is important to note that peaching quality is also believed to have
contributed to the ‘unhappy story’ of ELT in Indaiee (Lengkanawati, 2005; Marcellino,

2008; Musthafa, 2001; Yuwono, 2005). This is beeaeachers are indeed frontline players
who direcly interact with students in the classrodrherefore, it is understandable that it is
the quality of teaching which is perceived to be thost influential factor affecting and or

improving the quality of education (Gauthier & Dedéidy 2004).



Looking at quality of teaching certainly also ingorates the quality of teacher education
programs across the country. Needless to say,ubktyyof teacher education is one of the
most common factors contributing, in some waysquality issue (Yusuf, 2010), because
English teachers are the ‘product’ of English tesaducation programs in universities. Poor
English teacher education, for instance, might léadunqualified English teachers; it
subsequently brings about poor English teachinditguia the classroom (Nel & Miller,
2010). Accordingly, any endeavours to improve thaligy of English teaching should

include the issue of the advancement of pre-seBaagish teachers’ education.

A report by USAID (United States Agency for Intetinaal Development) in 2009 reveals
that pre-service courses in Indonesian higher daucanstitutions have not yet effectively
prepared the students to be classroom teacheragEVate, Navarro, & Nicolls, 2009). The
report was based on interviews and focus groupudssons with stakeholders from teacher
training institutions, such as pre-service teach®STs) and in-service teachers in six
provinces across Indonesia. Some participants efstiidy, for example, mentioned that
“lecturers do nothing”, “we don’'t have adequate ilfaes”, and “our teachers have
everything, except that they are not creative aagimative in the classroom” (Evans et al.,
2009, p. 9). The report indicated that the quaditycurrent pre-service teacher education in
many universities that run teacher training andcatian programs needed to be continously

supported and improved.

In responding to the low quality of education, thelonesian government has made
fundamental reforms and instituted important pebcin the field of education, some of
which have been briefly mentioned (details of theskcies will be elaborated in Chapter 2).
However, in the context of attaining better perfarmoe by Indonesia’s English language
teachers, | would argue that there is also an aingeed to explore what happens beyond the
basic questions of ‘what’ and ‘how’. This meanstthar attention should be given not only
to considering ‘what to teach’ (such as by changingevising existing curriculum), and
‘how to teach’ (by introducing new teaching teclugg or strategies), but also to considering
teaching identity and the question of ‘who is thedf shat teaches’ or the selfhood of the
4



teacher. This is essential in successful teackisgwe teach who we are” (Palmer, 1998, p.
1) This implies that any endeavours for educatiardbrm will remain powerless if it

disheartens teachers as a person (refer to theaphiof this chapter).

This is further understood that any kinds of refannmproving the quality of education have
to consider issues beyond classroom practicesedtds to pay more attention to teachers’
selves or their identity — how it is constructed! ateveloped. Referring to Olsen (2008),
studies on teachers’ selves can then be focusedhdtance, on looking at their reasons to
choose teaching as their career, investigating thew life biography affect their beliefs on

teaching and learning, or how their teacher edonaprogram as well as their aspiration
shape their understanding on what it means to teaeher. In the case of this study, the
Olsen’s (2008) model of teachers’ identity condircis used as the basis of developing

research questions (see also section 1.3).

Considering the importance of lookingteacher as a persormlenty of research has been
conducted in the areas of teachers’ identity inléis¢ two decades (see, for instance, Kanno
& Stuart, 2011; Schepens, Aelterman, & Vlerick, 200rent, 2010; Varghese, Morgan,
Johnston, & Johnson, 2005). The growing numberesgarch in this field is in line with
Hesse-Biber and Levy’s (2004) view arguing thaté¢his also an urgent need to construct
and develop the sense of professional identityiwithachers as early as possible in teacher
education programs. Despite the complexity of thation (see Chapter 3 for further
problematisation), professional identity is gengratlated to teachers’ beliefs in teaching
and learning, and how they make sense of themsah@sheir practices, including how they
perceive their roles or the relevant features eirtprofessions (Beijaard, Meijer, & Verloop,
2004).

The importance of teacher identity lies in its direr indirect contribution to the formation of
highly qualified teachers. Research has showntdathers’ senses of professional identity
will not only affect their commitment and intent®io leave (or not to leave) the profession
(Hofman, 1998 in Beijaard et al.,, 2004), but albeirt self-efficacies, job satisfaction,
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occupational commitment, and the level of their igaitons as teachers (Canrinus, Helms-
Lorenz, Beijaard, Buitink, & Hofman, 2011). In othwords, the sense of professional
identity significantly contributes to shaping teardi trajectories towards being competent
(English) teachers. It provides a framework forcteas to construct their own ideas of “
‘how to be’, ‘how to act’, and ‘how to understanttieir work and their place in society”
(Sachs, 2005, as cited in Aypay & Aypay, 2011, p). In short, professional teaching

identity plays a crucial part in endeavours to ioverthe quality of ELT in Indonesia.

Because of such an important role professionaltigeplays in preparing qualified English
teachers in the future, globally universities wHmglish teacher education programs are
expected to develop practice-based pedagogicalkularthat prepares graduates for being
professional English teachers (Trede, Macklin, &dBes, 2011) with expected skills and
competencies, as well as providing them with anemtdnding of the complexities of their
personal and professional selves (Alsup, 2006;ziw@n, 2003). These programs are
commonly referred to as a “practicum” or “teachirgcticum”. Such preparation includes
learning professional roles, understanding worlglacultures, and commencing the
professional socialisation process. In this studlyof these aspects of work preparation can

be understood as contributing to the developmeattefcher’s professional identity.

In this study, the school community during the héag practicum is considered as a
community of practice (Wenger, 1998) in which P3dan how to be a teacher; form and
develop their identity as new teachers throughr timééraction with all members of school
community and engagement with all aspects of ttechieg practicum, including by

participating through non-teaching activities agithplacement schools. From theoretical
perspective, their complex engagement with the conmiy shapes and reshapes their
understanding oivho they areas pre-service teachers (see Chapter 4 for fudiseussion on

this community of practice).

Furthermore, a practicum experience is consideren@ortant milestone for PSTs. It does

not only function as as a place for real professid@arning, but also as place of transit
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where a PST transforms themselves from being aewsity student to becoming a ‘novice-
teacher’. Theoretically speaking the practicunaisite of strugglevhere PSTs experience
tension, conflicts, and dilemmas in their transfation to becoming a teacher (see chapter 4
for further discussion). During the practicum tHeym and develop the foundation of their
professional identity, fostered by the authentiperiences of students in the workplace
(Trede et al., 2011). Therefore, this study empleitsated learning and social learning
theory (Lave & Wenger, 1991; Wenger, 1998) whichpkasises the importance of
participation in a social context and the procek$earning to be a teacher as important
analytical frameworks to understand the study’slifigs (these theories are elaborated in
more detail in Chapter 4). The practicum programvigles PSTs with the opportunity to
bring theories learned about during their cours&s practice as well as to engage with a real
school community over a certain period of time.dlgh engagement with this community
the PSTs construct, among other things, their imageeaching, understand the complexity

of the teaching profession, and making sense ofské/es as “novice-teachers”.

1.2. Rationale and Personal Motivation

There are two specific reasons behind conductirsgstindy. The first is a theoretical need for
it and the second one is relational to my own pwabkonotivation. In terms of theoretical
need, this study was inspired and triggered by raenti Indonesian government policy on
education that puts special emphasis on qualitgathing and teacher wellbeing as part of a
national agenda for educational improvement, inalgidhe quality of English education. The
launch of Law No0.14/2005 about teachers and lergusea legal product that has played out
as an important umbrella law protecting teachex®lihoods and declarinteachers as a
recognised professioim Indonesia Unlike many years ago when Indonesian teachers had
been politically ignored, today they are legallynsidlered as respected ‘professionals’. As a
result, they are not only required to reach stafidad competencies and hold documented
professional attributes, but are also rewarded initentive schemes for those who have been
certified as a ‘guru profesional’ through teachertification programs (expanded on in
section 2.3).



Following Law No. 14/2005, the Ministry of Nation&ducation (MONE) released decree
No. 16/2007 detailing standardised qualificationd a set of competencies predetermined by
the government for recognition of professional tess in Indonesia. A key point within the
decree is that someone must have held, at lehattaelor's degree in education to be legally
eligible to teach at Indonesian primary and secondahools. The decree also mandates that
a professional teacher must have four basic stdisdg@r competencies; pedagogical,
personal, professional, and social competencies ¢setions 3.4.3 and 7.1.1 for further

details of these competencies).

Although the Law has clearly highlighted speciakation to teachers in the context of
dealing with existing ELT problems as discussediararthe Indonesian government has
focused more on the motangibleaspects of education, such as changing the clumicand
working on teaching approach, rather than puttingpstantial efforts in understanding
teachers as a persoand helping them to become effective and prodeacteachers. This
might be the reason why research on ELT in Indendsis tended to focus more on
understanding the implementation of curriculum, modblogy improvement, and material
development (see, for instance, Lengkanawati, 20@&rcellino, 2008; Rohmah, 2009)
rather than on understanding teachers and theajeveht of their identity (some exceptions
are Basalama, 2010; Gandana & Parr, 2013; Kuswan@i3; Soekirno, 2004).

Such scarcity of research in the area of teachedstlae development of their identity in
Indonesia aroused my interest in this particulanésand necessitated this study. Amidst the
national attention on the issuetefichers as a professipit is timely and necessary to focus
more research on PSTs, especially on their prafeakiidentity construction and
development. As Hamachek (1999, p. 209) puts nSciously, we teach what we know;
unconsciously, we teach who we are”. This meanslibimg a professional teacher does not
only entail dealing with issues of certain compeies, but also with the teacher’s self,
perception of teaching and the notion of beingaotyteacher’ - professional identity - which
this study investigates. Nor is teaching merelyetiof ways of acting and behaving, but ‘a
state of being’ (Danielwicz, 2001, p.3). The impoit balance between these tangible and

intangible aspects of teaching is discussed in rdetailed in section 3.4.3.



One of the possible reasons for a recent increaseadgnition of teachers’ professional
identity is the changing view of the teacher’'s ratethe classroom. Instead of viewing
language teachers as a passive medium for themisgien of knowledge via prescribed
methods, there is now a growing understandingttieteacher as a person is a vital part of
the classroom dynamics and a key element in suttdearning outcomes. According to
Varghese et al. (2005), recent research has rel/&zdd the teacher plays a huge role in the
constitution of classroom practices; and their @ssfonal identity is as a crucial component
in determining how language teaching is played dite classrooms are in fact “very
complex places in which simplistic cause—effect eiedof teaching methodology were
inadequate” (Varghese et al., 2005, p. 22). Theeefib is reasonable if teachers’ identities

and how these are formed become the focus of &@saftention.

In terms of personal experience and motivationml @ teacher educator and an English
teacher with more than 15 years of teaching expeeiel also had the experience of being a
student teacher when | did my bachelor’'s degreedincation several years ago. Reflecting
on my past experiences as a pupil, a student-teaeheEnglish teacher, and a teacher
educator (through personal and institutional bippgras), | could see that constructing my
identity as a teacher was a complex process andirdgrnot a linear, one-night journey. It

revolved around a long life story and encompassmtdptex endeavours. It is indeed a
continuum with no clear beginning and end. Indele,process of learning might even have
started long before someone sits in a teacher &dogarogram. It is then continued during

the teacher education program, sharpened and #issrggl in the teaching practicum, and

enriched in real class experiences.

Starting with no intention of being a teacher whewas a child, | accidentally got in touch
with teaching experiences during my childhood leayn The first memorable incident
happened when | was only 6 or 7 years old. | wgmiaped by my Quran (Muslim holy
book) teacher to be his ‘teaching assistant’ legqdinpeer tutoring activity, due to a large
number of students. On another occasion, years, |lat@as asked to be a peer English
instructor for my classmates when | was completingenglish course in a private English

institution in Bukittingi, West Sumatera Indonesia.



Despite the fact that | was happy being an Engtigintor for my classmates, | never thought
to go to a teacher training institution. This washably because being a teacher was not a
financially promising career at that period of tindast like other typical Indonesian students
my age, | was thinking of working in other more miising or lucrative professions - being a
doctor, lawyer, diplomat, or engineer. As one d tlighest achieving graduates from my
senior high school, | was thinking that | shouldtga medical faculty, and became a doctor.
The problem was that | did not do ‘*hard’ sciencljsats as my major choice in the third year
of my senior high school. Instead, | went to thiartic education department which was
under the umbrella of social science subject. By those graduating from the social science
subjects were not eligible to go to a medical fgcuhdeed, they are not even eligible to take

the entrance examination.

| experienced a dilemma at that time. | kept thigkabout where | wanted to go. | loved
teaching but | did not want to take up teacher gxhosen profession; | loved English, but |
did not expect to be a professional English teachiger such interpersonal tensions, | finally
decided to enrol in a teacher education progranomnmgj at the English education department
of the Teachers Training and Education Institut€lR) in Padang, West Sumatera. This
decision was because my English teacher suggest¢d to so. She said that going to an
English education program was a good idea as ‘Emgéacher’ was a profession that would

be necessary in the future.

During my pre-service teacher education experiehcgudied pre-determined courses of
Basic English skills and theories of linguisticsdaeaching methodology as well as other
knowledge and skills including designing a lessdanp developing teaching materials,
delivering the lesson, conducting evaluation argkssment. However, most of the theories
of the teaching methodolgy remained unclear in niydnuntil | was placed for almost one
semester into a teaching practicum program in &sy year. In the practicum, it was like
entering the real world of being a teacher with ptax roles and responsibilities and

translating all the theories | learned in a scHmsed setting.

| can say that the practicum experience had changeentire worldview about teaching and

the notion of becoming a teacher. | had to jump mftclassroom full of real students doing
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real-world practice. This was likeleaptism of firefor me or as Danielwicz (2001, p. 48) calls
it “trial by fire” during my teacher training anddecation program experience, as | had to
deal with real challenges in the ‘battle of teaghifor the ‘first time’. It is still clear in my
mind the first day | entered the classroom, thdestts were noisy and some paid no attention
to me at all. | thought that most of them delibelkatlid this, as they knew that | was ONLY
a student-teacher who had no full authority indlessroom. Some of them were just talking
and chatting with each other during my class, wioilbers were playing guitar, or even

running around the class. | tried to stop them,itodid not work well. | was frustrated.

Over the next few weeks, after such an experiehaeas learning how to approach the
students properly, how to make them “happy” stugywith me, and to help them understand
my lessons. | kept reflecting on how to improve tegcching approach. At the same time, |
also engaged with activities within the schoolingmenunity; meeting with supervising

teachers, getting involved in school teacher mgstinparticipating in students’ extra

curricular activities, and meeting with studentaignts.

It was through engagement with this community thstarted to gradually be aware of the
notion of a ‘good’ teacher and develop my undeitamof a teacher’s life; that a teacher in
my country had to deal with highly demanding exptiohs. Teachers are not only expected
to be competent in teaching skills and communicaskills, but also to ‘behave’ well in
accordance to the complex and very culturally seesstandards of conduct in Indonesian
society. At the same time, | could feel that thbasd community, including the students,
gradually respected me more as a teacher. At tine siane, my own sense of belonging to
the community of teachers significantly developedrahe weeks and months. Therefore, as
a student-teacher | started to pay attention tavidne | spoke, the way | dressed, and the way
| socialised outside the class. | seemed to benswmously conforming myself into the norms

of the community of professional teachers who adl h certain ‘standard’ way of behaviour.

More importantly, while | could feel my identity as teacher grow steadily during the
teaching practicum, | also experienced tension éetwmy student-teacher identity and my
novice-teacher identity. The dynamic experienced ameraction during the teaching

practicum made me realise that | was not yet faltgepted as a teacher. As a practicing
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teacher, what | had in class was only a role innglvpseudo authority’ with limited power. |
could not really play my role as a full teachep#ger incumbent teachers in the school did.

Despite such ‘incomplete’ teacher status, | coaldtbat the seed of my professional identity
was actually sown during the teaching practicunwds through this practicum that | could
experience the ‘real world’ of being a teacherpsesviously mentioned. | could understand
that the ‘teacher’s life’ is far more complex thahat a student-teacher might have thought
before entering the practicum. Although | was nompletely confident, it was after the
practicum program that | could say that | was aglish teacher; that | belonged to certain

group of professionals with expected roles and aiemries.

When | finally graduated from my university, howevedecided not to go straight to being
an English teacher as my career choice due to aeseonomic and pragmatic reasons. The
most commonly cited reason among graduates wasudedhe teaching profession was
poorly paid at that time. Therefore, | applied ® én Indonesian diplomat soon after my
bachelor’'s degree was conferred but | failed. Thean a business offering private English
courses for three years in my hometown before | aaployed as a government English

teacher in Indonesia.

Only after teaching for more than five years, coutstadually conclude that | had come to
the right place. | was quite sure that | was on tight track as | could feel that my
professional identity as an English teacher hadwagrcstronger, especially when the
government of Indonesia made a significant changdahe policy governing teachers’
professional incentives (see section 2.3). Culyenatt a teacher educator in Riau University,
| could see how the Indonesian society gives mespect to us as teachers. As a result, | can
feel a sense of pride within myself when | knewtthavas a part of a professional English

teachers’ community.

Such personal experience has led me to wonder hber @urrent pre-service English
teachers navigate their journey to becoming Englesichers in Indonesia: how do they
perceive, construct and develop their professiaieittities during the teaching practicum?;

do they pass through a similar path to me or nath&uriosity is one of the reasons why |
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decided to research this topic. | am intriguedtiow if | could use my personal experience
as a mirror or tool to understand and analysetpergnce of my research participants in my

thesis.

1.3. Aims and Research Questions

This research is generally aimed at investigathmg complexities of the PSTs’ journey to
becoming a novice teacher. Their journey to becgraitieacher will specifically be explored
in terms of their identity in transition as well #®ir construction of professional identity
during the teaching practicum as a part of theicher training program at Riau University,
Indonesia. In other words, this study attempts niwestigate how their personal and
institutional biographies, teacher preparation, aotool factors impacted on the PSTs’
transition, development, and construction of preifesal identity over the course of their

teaching practicum program.

As previously mentioned, these research aims amdtigms were inspired by a model by
Olsen (2008) who argues that the construction adhers’ identity is a result of inter-related
factors or a product of holistic interaction amomgiltiple parts. Although he does not
completely address all the variables in the cootitn of teachers’ identity - such as the
absence of the influence of broader sociocultundl @olitical contexts within his model - his
discussion of several different entry points faudying teacher identity is worthwhile. |
consider the reasons for entry to the professieacher education experience, current
teaching context, career plans, teacher retenpoiny professional experience, and prior
personal experience as relevant variables to bentakto account in investigating the

construction of teachers’ professional identityhiis study (see Figure 1).
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Teacher
REASONS FOR education
ENTRY experience

Prior professional
experience (incl.
work wl kids)

Current teaching
context/practice

Prior personal
experience (incl.
family, schooling)

Career plans/
teacher retention

Figure 1. Teacher identity construction as dynamic and holisteraction

(Olsen, 2008, p. 25)

In operationalising the model, this study considemsons for entry as well as PSTs’ prior
personal experience as elements applied to buildeggarch Question (RQ) — a. Aspects of
teacher education experience and their currenhtegqractice were functional on RQ — b

and RQ - c. Although the discussion in the lattexpters may also deal with issues on PSTs’
prior professional experience and their career ,pthis study does not seek to use the
elements — career plans and prior professional rexpee - as a basis for developing the
research questions. In addition, the notion oftewg practicum as a community of practice

by Wenger (1998) also inspires the development@#+b and RQ — c.

To be more specific, this study attempts to ansghefollowing research questions:

a. What are the reasons behind the PSTs’ decisiobs #&m English teacher?

b. How do the PSTs experience the transition in iderfitom being student-teachers to
novice-teachers during the teaching practicum?

c. In what ways does the teaching practicum contritiotethe PST's professional
learning and their professional identity constroc#

This last question is divided into two sub-quesdion
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* How do participants describe the notion ofpaofessional English teachednd
‘good English teachingin the context of teaching English a foreign larggian
Indonesia, before and after the teaching practicum?

* In terms of their professional learning, what skiind knowledge are learned
from the teaching practicum program as perceivetheyPSTs?

1.4. Significance of the Research

This study intends to fill in the gap in the litanee which examines the topic on pre-service
English teachers’ identity construction during tteaching practicum in the Indonesian
context. It is true that there have been plentgtatlies conducted on teachers’ professional
identity in many parts of the world. Most of thestidies were, however, quantitatively
designed (for instance Chong, Ling, & Chuan, 20%&hepens et al., 2009; Sutherland,
Howard, & Markauskaite, 2006), while some were gatve (see Timostsuk & Ugaste,
2010; Tsui, 2007; Uusimaki, 2009; Walshaw & Savalip1), yet a few others employed mix
methods (like Harlow & Cobb, 2014; Lasky, 2005; Ndihs, 2010). Many researchers on
professional identity construction focused on logkiatin-service senior teacheras the
object of their studies (see Avalos, 2007; AypayA&pay, 2011; Beijaard, Verloop, &
Vermunt, 2000; Sachs, 2001), others lookedegfinning in-service teache(Beauchamp &
Thomas, 2006; Corcoran, 1981; Trent, 2012). Whileaadful of studies indeed examined
pre-service teachers’identity construction in teaching practicum conmtegsuch as
Grootenboer, 2005; Grow, 2011; Hascher, Cocard, &&i, 2004; Walshaw, 2009), only a
few of them took pre-servidénglishteachers as the object of their investigation ifistance
Farrell, 2001; Trent, 2010; Varghese et al., 200%).be the Indonesian context, research
investigating (pre-service) teachers’ identity édatively new topic in the field of teacher
education or ELT in Indonesia (To my knowledge ew fexceptions are Basalama, 2010;
Kuswandono, 2013; Soekirno, 2004). These threeiegudhowever, did not specifically
investigate issues on the construction of pre-serteéachersidentity duringthe practicum.

My study is therefore intended to fill in these gap

Furthermore, a recent systematic review of 114 amebe studies on teaching practicum
published between 2000 and 2012 by Lawson, Cak@ékdiz, and Busher (2015) indicate
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that most of the studies on pre-service teacharitiga have focused more on evaluating the
efficacy of the practicum, identifying the problewfsthe practicum, investigating beliefs and
perceptions as well expectations of student teachmeentor teachers, and stakeholders, or
assessing the impacts of practicum for professimahing. Although my study also partly
deals with issues on PSTs’ perceptions or probleinise practicum, it captures wider issues
in relation with the complexity of PST’s indentit@nsition in their journey of becoming new
in-service teachers, as reflected in research igmsstin other words, this study has the

potential to to fill in the gap in literature oratehing practicum.

By understanding this complexity, this study expdotoffer some insights into empowering
existing teaching practicum activities, so that gvecess of identity construction can be
maximised during such programs in Indonesia. Imoadber sense, the study could contribute
to the discourse of improving the quality of Enlglieacher education. It has potential to help
us, in some ways, find out the solution of the clamproblems of ELT in Indonesia by first
understanding the complexity of teachers idenfity Varghese (2005, p. 22) suggests, “if we
want to understand teaching, we should understanteticher and in order to understand the
teacher we should have a clearer sense of whoatey This understanding could be later
used as a point of departure in order to introdun@ges into the curricula of English teacher

education programs.

The findings of this study are likely to be notyn¢levant for policymakers to plan action in
promoting professional development in pre-servieacher education in the Indonesian
context, but also important for teacher educatndsraentor teachers in placement schools, in
order to get a better understanding of how theyukhsupport PSTs to become, and
understand themselves as, teachers (Korthagen) 200 understanding of this dynamic
process and its complexities is crucial to enabé dmooth running of pre-service English

teachers’ trajectories toward qualified teachers.

1.5. Chapter Summary and Thesis Outline

This chapter has introduced a set of informatiorictviforegrounds this study to enable

readers to understand the big picture of this rebejroject as well as recognise ‘behind the
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scenes’ reasons for why this study is consideregoitant. General information on
Indonesian educational reform has been discussetbriR within teacher education has
specifically played an important background to thisdy. The rationale for specifically
investigating teachers as a person has also beasséd while research aims and research
significance have been articulated.

In the next chapter, | will discuss in more dethd broader political and educational contexts
where this study is situated. Chapter Two contdisieig this study within relevant issues and
policies in Indonesian educational discourse.dttstby briefly overviewing the Indonesian
educational system, followed by describing issuated to ELT in Indonesia — its history,
progress, and current perceived problems and clygte The chapter further describes the
notion of being a ‘guru professional’ in Indonesiss mandated by a current law covering
teachers (UU No. 14/2005). It concludes by desegbieacher education programs in
Indonesia, especially the status of the teachiagtmum as part of the teachers’ education
training program at Riau University. This teachipgacticum plays one of the important

contexts where this study is situated.

Chapters Three and Four build the theoretical fraonks underlying this study. They review
and critique existing literature in the field okittity, teachers’ identity, professional identity,
and the teaching practicum as a community of padand as a place of transit where PSTs
undergo identity transformation from being a unsitgr student to becoming a novice
teacher. The theoretical frameworks are importantoals to analyse and understand the

findings of this study described in the subsequbapters.

Chapter Five describes the methodological choibes made for this study. It starts by
briefly reviewing as well describing why this resdais considered a qualitative case study
conducted under the interpretive research paradigralso describes participants of this
study and how they were selected. Three methoddats collection are then explained,
followed by stages and procedures of data analgmse ethical considerations during data
gathering are also outlined in this chapter befodiscusses the role of the researcher and
issues of validity and reliability.
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The next three chapters present the findings asdudsion of the findings. In particular,
Chapter Six discusses findings on how participahtsis study had embarked on the English
teaching profession. Their stories of why they ehdés study at the English education
department of Riau University are explored. Thegedfic reasons for choosing to be an
English teacher as a career are also describdisichapter, which later discusses how some
significant others have influenced their choiced @amspired them to become professional

English teachers.

Chapter Seven discusses participants’ perceptibnghat it means to be a ‘professional
English teacher (PET) before and after the teaghpmacticum. This kind of existing
knowledge on what it means to be a teacher isvmli¢o be an important part of the PSTs’
construction of identity. As we will see, some ialitknowledge of the notion of a PET did
exist before their departure for the teaching jcaot and some knowledge is shaped and
reshaped during the practicum program. The chaage$urther explored and discussed by

looking at what kind of practices during the pragtn facilitated the changes.

Chapter Eight further analyses findings relateddentity in making during the teaching
practicum program. The PSTs' metamorphosis froornde university student teacher
entering a teaching practicum to being a novicehteawith some challenges experienced
during practicum is discussed. The metamorphosialse discussed by addressing the
journey to becoming a member of the teaching conitywduring the practicum through
building their sense of belonging to the communitieir perceived professional learning

during the practicum is also addressed as theldssection within this chapter.

Chapter Nine is the final chapter concluding thescdssion and addressing some
recommendations for further study as well acknogilegl some limitations of this study.
This chapter begins by revisiting the research an the findings of this study. It is then
followed by a brief discussion on the implicatiod the findings for the existing
understanding and reconceptualising of the notibra @rofessional English teachen
Indonesia. The limitations of this study are thedrassed before pointing out some relevant

recommendations or suggestions for future researcthe area of the construction of
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teachers’ identity. Finally, the chapter is coned by articulating some final remarks

functioning as a brief last personal reflection.
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I SITUATING THE RESEARCH

“Indonesia’s remarkable cultural, linguistic, ethmiand religious diversity has long challenged the
individuals responsible for governing the archippgd

(Bjork, 2003, p. 190)

This chapter provides a more detailed presentatiothe contexts in which this study is
situated. The first section is a broad overviewtlsd Indonesian education system. It is
followed by a brief description of the ELT scenainolndonesia. The next section discusses
pre-service (English) teacher education in Indandss history and its current development.
The last section explores the teaching practicusgnam in the Faculty of Teachers Training
and Education (FKIP) of Riau University where tBisidy was conducted. It specifically
highlights the position of the practicum within thee-service teacher education program at

Riau University, in terms of its content, functiand procedures.

2.1. The Indonesian Education System: an Overview

Indonesia isan archipelago comprising of approximately 17,508ndk® It has 34 provinces
with a population of 237,641,326 (based on the 26&f0sus) and is growing to about
257,516,167 people (BPS, 2013). It is the fourtlsinpmpulous country in the world. Across
its many islands, Indonesia consists of hundredBspinct native ethnic and linguistic groups
with more than 300 ethnic groups and about 750 amnars. The largest and politically
dominant ethnic group is the Javanese. A sharediigdias developed, defined by a national
language, ethnic diversity, and religious pluralisvithin a Muslim majority population.
Indonesia's national motttBhinneka Tunggal lka("Unity in Diversity" orliterally, "many,

yet one"), articulates the diversity that shapescibuntry.

In terms of education, the educational system dohesia is categorised into four general
categories;pre-school education, primary education, secondaducation, and tertiary
education The pre-school education is intended for childfieem 4 to 6 years old, and
primary school is for children who are 7 to 13 weald. It then continues to junior and senior
secondary schools (of three years’ duration resmyg}, before students enter higher degrees

of education (tertiary education). Apart from thésenal education systems, there also exist
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non-formal education which are known &mckage A(equivalent to primary school),
Package Bequivalent to junior secondary school), &atkage Gequivalent to senior high
school). All of these schools are run and manageabith the Ministry of National Education
and Culture (MONEC) and the Ministry of Religioudf#irs (MORA). While MONEC
manages the so-called ‘secular based schools’, M@R#ecially manages religious based
schools and religious educational institutions (Begure 2 for a detailed depiction of the

structure of the Indonesian education system).

Usia Pendidikan Sekolah Pendidikan Luar Sekolah
Age School Education Out-of School Education

Nonformal Informal
Nonformal informal

Magang
Apprenticeship
Paket C
Pocket C

Pendidikan Keluarga
Family Elucation

Taman Penitipan
Anak

~~
= Day Core Centre

Source Mmstiry of Nanonal Educanon, 2007,

Figure 2. The structure of Indonesian education accordirtgedNational Education Law no.
20/2003

Compulsory education usually starts from gradeifhany school to grade 9 in junior high
school. However, since 2013 the Indonesian govenhrhas declared an extension of the
compulsory education program until grade 12 of @ehigh school. The government has

allocated substantial funding to support this colsgy education policy by subsidising the
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cost for most outlays during these levels of sdngol Since 2005, for instance, the
Indonesian government has providBdntuan Operasional Sekolafschool Operational
Grant/BOS) funds by allocating IDR 580.000 (appnoxiely AU$ 60) to every primary
school student per year (Ministry of National Ediara and Culture, Kemdikbud, 2014).
Using this fund, the students are exempted from faeg. The fund is not only paid for
students in public schools, but also for studemtsrivately managed schools. If the earlier is

fully free from tuition fees charged by the schdbg latter is not.

Currently Indonesia has approximately 251,714 pubid private schools, ranging from
primary to secondary schools, including schools fiudents with special needs
(Kemendikbud, 2013), not to mention more than 20,®dblic and private universities.

These schools (and universities) are supportedppyoaimately 5.6 million teachers and
more than 165,350 lecturers, and approximately 9@ &hool administrators. Despite the
fact that pre-school education is not compulsorgrlye childhood education, such as
kindergarten and play group centres, have stadedet more popular among Indonesian
families compared to decades ago. There were at Ie&4,367 early childhood education
centres scattered around Indonesia in 2014.

Considering the diversity and wide territorial seayf Indonesian education, it is no wonder
that the problems of Indonesian education are atsoplex. These range from the wide
discrepancy in equity, access and quality acrosgehions, to poor completion rates, high
student-teacher ratios, poor teacher performairogetl facilities and accountability issues
(Evans et al., 2009). Data from various resourfm@snstance, report that Indonesia stands at
a very low level in students’ performance in Matid&ocial Science subjects compared to
some of its neighboring countries, such as Singgpddalaysia, and Thailand (see
Dardjowidjojo, 2000; EPI, 2011; Jalal et al., 2009} the same time, Indonesia is also
dealing with how to improve students’ English pecedncy and the quality of English

teaching through an agenda which is outlined iffeHewing section.

2.2. English Language Teaching (ELT) in Indonesia

This section briefly reviews the history of ELTImdonesia and how it has progressed over a

period of 60 years. This review is followed by itd&/ng current problems and/or challenges
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in English education. The last part of this settieals with issues arising from English

curriculum changes and development of the curriousince it was first launched.

2.2.1. History of ELT in Indonesian Schools

Indonesia has experienced substantial progresehssvconspicuous declines in education
as well as a history of change (see Yuwono & Hayl#@10), including in the history of
English teaching. Before English was introduced aasubject within the Indonesian
educational system, Dutch was the one foreign lagguaught in Indonesian schools. This
was simply because it was the language of the @lamers - the Dutch colonised Indonesia
for more that 350 years. However, at that timeDiéch language was only taught in some

colonial schools to a limited number of Indonestaiidren.

According to Dardjowidjojo (2000) English teachimglndonesian schools officially started
a few years after Indonesian independence. In 366n Indonesia was relatively politically
stable and able to decide on the kind of Repubii@aBle for the new nation, people started to
raise concerns about which foreign languages shoelthtroduced to Indonesia’s younger
generations. English was chosen as the first afffdreign language taught at schools; this

was basically because it was not the languageeotalonial rulers at that time.

Like in most other non-English speaking countriésglish has enjoyed a special status in
Indonesia since then. It has been one of the cauopulsubjects in Indonesia from junior

high school to university level. In a broader serike objective of ELT in Indonesia is to

equip students to read textbooks and referencesnglish, to participate in classes and
examinations that involve foreign lecturers andlshis, and to introduce Indonesian culture
in international arenas. These objectives haverhedbe underpinning principle of changes
to the English curriculum in Indonesian high sclsoat 1975, 1984, 1994, and 2004
(Dardjowidjojo, 2000).

Since 1994 English has even been introduced ateative subject in some primary schools
and was considered a very important subject inrtlenesian school system. The importance
of English can also be seen from ferikulum 2013(the latest Indonesian curriculum) for

junior and senior high schools which allocates mwoars for English teaching compared to
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other subjects. For grades 7 to 9 of junior highosts, for example, English was allocated a
duration of four teaching hours in a week. In corgum, other subjects, such as Religious

Education and Civic Education only had three taaghiours in a week (Kemdiknas, 2013).

Pennycook (1994, p. 14) mentions that “Englishliesome one of the most powerful means
of inclusion or exclusion from further educatiormmoyment, or social positions”. He
referred to the phenomenon in many parts of theldyaspecially innon-inner circle
countries(Kachru, 1985) where English has been the langoagewer which brings social
and economic prestige for its speakers. What has peacticed in the Indonesian education
system as described above confirmed this notiom. Sfiecial status of English became more
apparent when the Indonesian government launchgdogram called the International
Standardised School Pilot Project (RSBI) where Bhglvas proposed as a medium of
instruction. From its first launch in 2007, thei@vd been more than 1300 Indonesian schools
who took part in an RSBI use English as a mediunmgfuction (Afrianto, 2013). Although
this pilot project was finally dismissed by the Gotitutional Court (MK) in 2012 on the
grounds that this kind of school resulted in segtieg in Indonesian society, many ex-
international standardised schools still regardliEh@gs an important program at the school.

Cuurently, not only is English a compulsory suhjdmxit it is also one of six other subjects
which are tested through a national standardisst fez secondary school students in
Indonesia (the test is popularly knownldgan Nasional/UN) It is a test which functions as a
“gatekeeper” which will determine whether studegitier go to higher levels of education or
to go to the workplace. Therefore, it is reasondblesay that the Indonesian government
seems to consider English ability as one of thetnmaportant life skills for Indonesia’s
future generations. English is considered a ‘symifoprestige’ for groups of people in
Indonesia (see data in section 6.2.3 discussing tidsvperception drives some PSTs to
aspire to the English teaching profession). Oftaa & considered a well-educated person

only if she or he masters English in both theony practice.

One of the indicators of evidence of the importasicEnglish in Indonesia as a key to access
the global world is the rising number of privategkish courses from year to year. Skjaerlund
and Loop (2015) estimate that there are about B5j@@istered non-formal courses in

Indonesia and half of these are English coursemeSof these English courses are run by
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private individuals or educational foundations odrmy Indonesians, while others belong to
private English teaching businesses from oversaad) asEnglish First (EF) The British

Institute thelndonesian-Australia Language Foundatj@nd theEnglish Language Schaol

Lamb (2011) points out that the increasing avdilgbof information technology, especially

through the Internet in Indonesian cities, exposese and more people to a variety of
information in English. Some national televisioat&ins also have special English programs.
Metro TV, for example, broadcasts three Englislylege programs (World News, Indonesia
Now, and Talk Indonesia) each day. This not yemtmntion other English newspapers and

English magazines printed and distributed natigriallndonesia.

Such wide availability of the English media hasdiioned not only as alternative sources for
learning and teaching English, but has also supddBLT in the sense that together such
media provides a positive atmosphere where Endbsiners benefit from exposure to
English around them. Such exposure is believedetoniportant for the success of those
learning foreign languages, as they could havetiaddi and more contextualised language

input which greatly enhances their learning.

2.2.2. The Changing Scenario of English Teaching Pedagogy

Over the last 60 years, like most other South Eesitn countries where English is
considered as a foreign language, Indonesia hasrgowe rapid changes in terms of
dominant ELT pedagogies, starting from the Gramifiranslation Method in 1945, quickly
followed by the Audio-Lingual Method and the Meagfiines based pedagogy in between
1950s -1980s, and finally replaced by Communicatismguage Teaching in 1990s (for
detail development of these, see Dardjowidjojo, 0Ramal, 2009). The communicative
approach has been adopted as the dominant appmaEhT since then, although the
Indonesian government keeps changing the natiamalcalum almost every ten years such
as the Competency Based CurriculumKarrikulum Berbasis Kompete#sBK) in 2004,
School Based Curriculum dfurikulum Tingkat Satuan Pendidikan (KT)SiR 2006, and
lately to beKurikulum 2013with scientific approach, which in turn affects Ep&dagogies.

Generally speaking, it can be said that the deveéor of the ELT pedagogy and curriculum

in Indonesia started from purely adopting westeasdn prescribed methods to more
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localised (or locally sensitive) approaches congigethe school contexts and their own
unique and specific needs. This can be seen, $tarnne, in an emphasis to consider students’
and schools’ specific needs in designing Englistalys in the School Based Curriculum
(KTSP). Therefore, local Indonesian culture getecgd place within English text books
under the KTSP curriculum as well as in the lakesikulum 2013see Budairi, 2013).

Such changing approaches within the curriculum detadalteration in ELT pedagogies. It

affects, among other things, the goals and aimeathing English, teachers’ roles in the
classroom, teachers’ approach, teaching mateasalgiell as kinds of assessment. In line with
the adoption of the concept of communicative compet, Yuwono (2005) outlines the

following factors that should therefore be presénie an Indonesian English language
classroom to secure the successful implementafiom.supporting principles include, among

others, the notion that fluency and acceptable Uagg should be the primary goals of
English learning (Musthafa, 2001; Richards, 200®)is implies that the teacher him/herself
should be a fluent English speaker. Next, studargsexpected to interact with other students
in order to communicate in the target language &yri991). This implies that the tasks
should include pair and group work, and activitié® role plays, language games and
problem-solving tasks are encouraged. In additistudents should be given enough
opportunities to get to know the language authaltyicwith authentic materials an important

part of an English classroom (Nunan, 1991). Funiwee, the role of the teacher is that of a
facilitator in communication. It implies that thenaunt of teacher talking time should not be
a barrier for students for using the target languag@st but not least, the role of students’

native language should be minimal and English shbelused most of the time during class.

The adoption of these communicative language teggbiinciples subsequently impacts the
nature of pre-service English teacher training laoa teachers are expected to behave in the
classroom. It calls for an understanding that Ehglieaching is more demanding which
requires more specific skills and knowledge. Ineottvords, the changing scenario of ELT
pedagogy will impact on how the PSTs perceive tbgon of good English teachingnd

professional English teachera theme that | will elaborate in more detail Qea 7.
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2.2.3. Current Problems and Challenges

As discussed in the previous chapter, despite theenous and almost continuous reform
attempts outlined above, many studies have shoaintlie teaching of English in Indonesia
still faces challenges (See Basalama, 2010; Leraykati, 2005; Lie, 2007). Long before the
2011 English Proficiency Index was published, saueveys had revealed that the teaching
of EFL in Indonesia had been widely recognisedrestisfactory. A survey conducted by the
MONEC in 1990, for example, showed that most &f plublic (94%) and private (91.1%)
school teachers agreed that English instructiorth®n country has not been successful
(Priyono, 2004). Although MONEC has constantly pded both hardware (such as
facilities, facilitators) and software (such asigiels and curriculum), fundamental problems

still persisted in the field of ELT in Indonesia.

According to Dardjowidjojo (2000), pragmatic comstits may have caused unsatisfactory
results in ELT in Indonesia. Class size phenomdAdn- 50 students) is one of the examples.
It is likely that a class of this size would nokoal teachers to perform well in spite of their
high gualifications and the provision of a goodrimuium. Therefore, one possible solution
is to divide classes into smaller groups. Dardjgayal (2000) furthermore explains that the
low English proficiency and salary of teachers nimwe also contributed to the lack of
success in ELT (the issue of teacher’'s salary gblighted by participants of this study in
section 6.2.4). Many teachers might not be abldutly concentrate on their teaching
responsibility, as they have to work in other ptat® supplement their incomes. As a result,
it is not easy for teachers of English in Indonésidevelop their professional skills.

Relevant to this pragmatic obstacle, other probldmsh as limited time allocated for
teaching English, lack of English exposure, andaihsence of social uses of English outside
the classroom) could have also contributed to usfaatory results of English learning in
Indonesia (Musthafa, 2001 as cited in Yuwono, 208&edless to say these issues contribute
to the on-going problems of implementing commumi@atlanguage teaching (CLT) in
Indonesia, as CLT basically requires a higher taft@cation for teaching, more opportunities
for students to practice speaking, and the prowisib a supportive environment to use
English outside the classroom (Savignon, 2002).
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Another problem with ELT in Indonesia is that theeems to be lack of consistency between
the ideas and the principles of CLT (as an offiajgproach stated in the national curriculum)
and the actual teaching materials used in therdass as well as between the way teachers
conduct the teaching process and the format oEtiwish tests. As Dardjowidjojo (2000, p.
25) states, “strangely enough that 1984 curricufasmwell as 1994 curriculum) never really
got off the ground. Although the curriculum was ledl communicative, the points of
departures in the guidelines are still very strradturextbooks resulting from the curriculum,
therefore, reflected this ....".

Dardjowidjojo’s criticism is quite apparent in tfield. Having taught English in Indonesian
classrooms for more than ten years, | personalpeee&nced this problem. There are a lot of
textbooks widely used across the country writtethim way of the structural syllabus. The
books contain a lot of materials that could leathers to use “traditional ways” of teaching.
That is a method of teaching that still focusedaomguage usage (and its rules), instead of
language use. Many English teachers in Indonesian$tance, still teach reading skills with
the audio-lingual method. The teacher introduces téxt to read, and usually pre-taught
vocabulary. Students are then assigned to reatbxhenitially by themselves and answer a
set of questions about the text. The studentslaceasked to read the text out loud with the
teacher correcting pronunciation. This is oftethofeed by the grammar explanation found in

the texts.

This phenomenon has been exacerbated by a tenttemayds teaching activities in the class
which deliberately focus mainly on teaching readiagd neglecting other skills (Masduqi,
2014). In other words, some other important maditiss(like speaking and writing) have
been neglected by teachers. In fact, the curricutas actually mandated teachers to teach
the four macro skills integratively. The negligenck those other skills is highly likely
because the existing high stakes of the (Englisitjonal examination only assess two
English macro skills — reading and listening (Afitia, 2011). Therefore, teachers as well as

students might think that the other two are natgsortant.

Furthermore, this way of teaching leads to a phesman that the format of the test as a

means to assess students’ language knowledge afainpence at the end of the course
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remains in a traditional discrete point type tésst€ad of a communicative and integrative
one). That is why Indonesian English teachers ddesxh speaking and writing as much as
they teach reading and listening. To explain in MoMra’'s (2000) terms, this is what we call

awashback efferthat is, the effect of a test to teaching.

Teachers’ domination over classroom dynamics is ayeither challenge for the English
learning process in Indonesia, although the cuumumandates puting learners as the centre
of the learning process. In my own teaching expege many times teachers still play the
role ofdirectoras well as thenain actorof the learning process, rather than #scditator of
learning as they are supposed to be in a commiwvecaiethod based class. This seems to be
an inevitable problem for teaching English in Indsia where the local culture tends to
regard teachers as having a high social positiowelsas the ultimate source of learning
(Bjork, 2004). Although not all Indonesian studerdase passive learners (a broad
homogenisation reported in studies), most of thametbeen culturally influenced by the way
the majority of students think about the proceskafning, in which teachers are always the
centre and sole source of knowledge. That is whg ot easy to successfully construct

learner-centred teaching in the Indonesian clagssoo

Lack of teaching resources further contributes His oroblem. CLT requires authentic
materials as teaching resources. If a teacher ptatesach listening, for example, she or he
needs to bring in authentic listening materialsshsas recorded news, weather forecasts,
announcements in an airport, broadcasts from TWNbsis lectures, and talks. Obviously, the
teacher needs more equipment in order to do thiswidg on my own years of teaching
experience in secondary schools, most of the timeeschool management is not able to
facilitate such necessary equipment due to a classison — an insufficient budget. What

usually happens then is that the teacher usesmexisider teaching resources.

Last but not least, the lack of teacher trainind kmowledge is a serious problem for ELT in
Indonesia. Statistics from the Ministry of Natiorizducation (MONE, 2008, in Jalal, et al.,
2009) indicate that teachers in Indonesia havetivelg lower levels of academic

gualifications than those from neighbouring natiok®re than 60 percent of a total 2.78

million teachers have not reached the academidfapadion of a four-year bachelor’s degree
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(S1/D4). Some of these teachers included Englisichiers (seeAppendix1 for further
details) With no sufficient educational background it isyékely that they could not teach
English as they are supposed to. Many of themexample, do not really have the capacity
for conducting effective English learning. Sometedm keep using the “traditional method”

of English teaching in their class, as previous$cdssed.

Dardjowidjojo (2000) further confirms that teachersh poor mastery of English constitute
one of the obvious factors that contribute to onggiroblems in ELT in Indonesia. If one
accepts the premise that quality teachers producality students, then the poor
achievements of students can, to an extent, bibwdd to the poor quality of teachers in
Indonesia.The term ‘poor quality teachers’ here refers to fdet that there is still a great
amount of English teachers in Indonesia who areskitiful enough to teach (Kirkpatrick,

2007); some of them do not have standardised aquatliins for teaching English (Jalal et al.,
2009). They did not graduate from teachers’ edanaitistitutions, for instance, so they do

not have English teaching certificates.

2.3. Being aGuru Profesionalin Indonesia

Despite the shortcomings and problems associatédthe teaching profession, teachers in
Indonesia are addressed by the title of ‘guru’,cltstands for ‘Sing diguGUlanditiRU’, that
is “somebody who deserved to be listened and medieibon” (Gandana & Parr, 2013, p. 8).
This title indicates that the role of the teaclsea highly valued one in Indonesian society and
teaching is considered to be a sacred and distenptiofessionYet, the status of teachers in
Indonesia has fluctuated during the nation’s histéxs Jalal et al. (2009) discuss, in the
period between Independence in 1945 until the eb®ly0s, the teaching profession was
regarded as highly prestigious. During this tim@ydigh-performing students were selected
for entry into teacher training programs. The haghievers of the primary schools received a
government scholarship to continue to secondarpdc{Bekolah Guru Babbreviated to
SGB). At the same time the top graduates from tinéj secondary schools would receive
the same scholarship to continue to upper secorstdmyol Sekolah Guru Aabbreviated to

SGA). These graduates from the SGB and SGA prograens then directly appointed as
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primary school teachers. Similar B1 and B2 progranese structured to educate top

graduates from the upper secondary schools séhénacould become high school teachers.

Jalal et al. (2009) further discuss how the quaditthe teachers began to decline with the
expansion of the primary scho@D Inpre$ program in the 1970§D Inpreswas a massive
school construction program during Suharto’s reg(i®71-1998) where more than 61,000
primary schools were constructed as a part of mmatprogram to increase the literacy rate
for the younger generation across the regions doresia. The government’s goal was to
also increase enrolment rates among children aged12, from 69 percent in 1973 to 85
percent by 1985 (Duflo, 2001). In order to meetldrge demand for teachers after the quick
increase in the number of primary schools, “qualgs sacrificed for quantity” (Jalal et al.,
2009, p. 10). In general, the recruitment of teegli®@o these programs became less selective
and it led to a decline in the average qualityeaichers. Consequently, a degradation seemed
to also occur in the Indonesian society, with trespge of being teachers declining after this

period.

This decline has been exacerbated by a drop inhéesic salaries in real terms when
compared to national average salaries, in inverspaotion to the number of teachers
inducted into the profession (see Table 2). Atghme time, there has been less incentive for
top graduates to enter the teaching service cordparpreviously (Jalal et al., 2009). From
the 1980s to the mid-1990s, teachers’ low salan@ge been a major national issue in
Indonesia, and are considered one of the majorofacivhich contributed to the low
performance of Indonesian teachers (Dardjowidj@@00). Therefore, improving teachers’
welfare has been an important point of concernmproving teacher quality in the national

discourse.
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Table 2. Comparison of teacher salaries across countriésviey of education (in US
Dollars)

Country Year Primary School Junior Secondary Senior Secondary
School School

Starting Top Starting Top Starting Top
Salary Salary Salary Salary Salary Salary

Argentina 2004 9499 13693 9734 14134 9734 14134
Chile 2005 10922 17500 10922 17500 10922 18321
India 2002/03 11507 17811 13975 22747 16977 26849
Indonesia 2004/05 2733 3941 2913 4281 3373 4756
Malaysia 2004 8389 18798 11680 31028 11680 31028
Paraguay 2004 7038 7038 11109 11109 11109 11109
Philippines 2004/05 9060 10770 9060 10770 9060 10770
Sri Lanka 2005 5006 7964 5006 7964 6826 10239
Thailand 2004/05 5902 27662 5902 27662 5802 27662
Uruguay 2003 4035 5057 4035 5057 4237 5309
WEI average 2005 7696 13957 8611 15808 9796 16649
OECD average 2005 2023 45666 29772 48983 31154 51879

Source: World Education Indicators 2007, Table 5.h.i,, p. 144.

After the fall of Suharto in 1998, Indonesia bedanreform various societal aspects,
including the educational sector. There were sommddmental changes within the
Indonesian national education management as pdtest reforms. The stipulation of Law
No. 20/2003 regarding the National Education Systdéom instance, transformed the
Indonesian educational management from being desstdato decentralised, where local
governments were given more authority to run edocah accordance to local needs and
requirements. Following the introduction of thisrJdndonesian schools started to be familiar
with issues of school based management, schooldbesgiculum, and school based

assessment (Raihani, 2007).

As mentioned in the previous chapter, the improvenoé teachers’ lives and competencies
are also important issues within the educatiorfakne. This has been especially strengthened
by the launch of Law No. 14/2005 (henceforth refdrto as the ‘Law’) about teachers and
university lecturers. The ternguru profesional (an Indonesian phrase attributed to a
professional teachgrmas been a popular one in educational discounse shen, and it has
become a focus of attention by many education&ksiaders in Indonesia. The Law serves
as a big umbrella, which legally protects the t@aglprofession in Indonesia. Unlike many
years ago when teachers tended to be neglectedebgovernment, the Law has officially
recognisedeachers as professiondi®lding the same status and respect as otherlisb&b

professions in Indonesia, such as doctors, lawgeidaccountants (Afrianto, 2007a).
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The Law requires all current and future teacheduiates to have graduated at least with a
bachelor’'s degree in education in order to be lakgior being a teacher. This is an important
development within the Law as ‘anyone’ used to logilde for being a teacher in Indonesia,
regardless of their academic qualifications and petencies. Therefore, this Law can be
considered one of the most significant breakthrgughthe Indonesian teacher education
system in the last two decades. Not only does tae ldeclare teaching a recognised
profession, but it has also been the foundationniany follow up programs as a part of
Indonesian education reform, such as teacher icatidn programs, school accreditation,

and curriculum changes (Halim, 2011; Jalal et241Q9).

After the Law, all teachers are obliged to Bgwu profesional’ (professional teacher) in the
sense of being people holding certain essentidit@sadefined by the government who can
play their roles and responsibilities as qualifeed accredited teachers. In other words, the
notion of ‘professional’ in this context does nwhpgly mean a person engaged or qualified in
a profession, but one who posseses certain derabtestattributesArticle 1.4 of the Law
defines a “professional” role as “a job or an attiyperformed by someone as a source of
income, which requires expertise, proficiency atiskhat meet certain quality standards or
norms” (tanslated from "Undang Undang Guru dan D@s2005, p. 2). In practice, the
Ministry of National Education released decree NM6/2007 detailing the qualification
standards and a set of competencies for being gmiofeal teachers in Indonesia. Some
important points within the decree in regard tongeprofessionl teachers in Indonesia were
that someone must hold, at least, a bachelor’'segeigr education to be eligible to teach in
schools (primary to secondary schools) in Indone$ize decree also mandates that a
professional teacher must have four basic standardpetencies; pedagogic, personal,
professional, and social competencies (Depdikn@872 These competencies are discussed
in more detail later in chapter 7 (see section.7.1)

To be officially recognised aguru profesionalthe Law mandates that in-service teachers as
well as PSTs need to be certified through a teadestification program, which the
Indonesian government has been running since 26 certification process is conducted
by an official body comprising of tHeembaga Pendidikan Tenaga Kependidikan (LPDK),

universities that run teacher training and eduoatwograms The Faculty of Teachers
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Training and Education (FKIP) of Riau Universityrfexample, is one of the appointed
LPTKs which has managed the certification procesali school teachers in Riau province,

and this provides the context for this current gtud

As required by thePeraturan Menteri Pendidikan Nasional/ Permendikridnistry of

National Education Regulation) Number 10/2009, ervice teachers have to follow certain
procedures as part of an assessment process ltbéyaeceive a “professional educator
certificate” entitling the holders to among othkings, financial incentives and chances of
career promotion (Halim, 2011). One of the assessmpmcedures is that candidates must
submit their portfolio of paperwork consisting ofamong other things — their academic,
teaching, and achievement histories. The assessaantwill first assess this portfolio to see
if it has met the required standards. Teachersgeillthe certificate if they pass the portfolio
assessment (se&ppendix2 to see the detailed points to be assessed inpdiiolio

assessment). Otherwise, they are required to foldowrogram of teacher professional
development training, called the PLRR@hdidikan dan Latihan Profesi Gurua 90-hour

course to be undertaken by teachers failing theégiar certification test.

As described by Chang et al. (2014), the 90 hoainittg focuses on developing both
professional (subject) knowledge and pedagogicattifodology) competency. The other two
competencies (social and personal) are integraiddaasessed continuously throughout the
training. The learning process is conducted by gisiultimedia and follows the tenets of
‘creative, joyful, and active learning’. At the enfithe training, the teachers’ achievement is
assessed through a written examination (35 percpragticum (40 percent), participation

and peer teaching (25 percent).

Since 2006 there has been more than 1,327,000etsawnho have passed the certification
process and therefore have been officially entituatu profesional’ (SekolahDasar.Net,
2013). The government plans to finalise the cesdtfon process for all in-service teachers by
2015. At the same time, the certification procemsRSTs started in 2013. Unlike the in-
service teachers, the certification for these PiSTsonducted through the Program Profesi
Guru/PPG (Teachers Professional Program). Thisnisvaprogram in the teacher education

curriculum in Indonesia where students enrolled ifieachers Training Institution (LPTK)
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must have another professional program of one ykaation, after completing their
bachelor's degree in Education, before they ardélemtto get the ‘professional teachers
certificate’. Only with this certificate are thegdally eligible to teach and able to be called

‘guru profesional’ (see section 2.4.2 for additibtketails about this PPG program).

Within a few years after implementation, this teashcertification program has successfully
caught the public attention as having seemed toifgigntly change the perceived social
status of teachers in Indonesia. It could be shat the prestige of being a teacher in
Indonesia had been revitalised and rejuvenateds iBhdue to the fact that those certified
teachers are now entitled to certain privilegeshsas receiving double the monthly salary
and other professional incentives from the govemtneempared to teachers who were not
yet certified (Maulia, 2008). In other words, thisform in Indonesia’s teacher education

program, to some extent, has enabled teachergamrtheir respected social status.

Some current reports on the effectiveness of thehiers’ certification program in relation to
improvement in teaching quality, however, indicttat the certification has not effectively
improved the standard of education. A report by WUBAxamining the effectiveness of
current teachers training policy programs in Inddage for example, indicates that the
program has indeed improved the welfare of thefmattteachers as well as the number of
admissions to teacher training institutions, but the quality of teachers just yet (Evans et
al., 2009). Another study by Deere (2012, in Chanhgl., 2014) investigating the effects of
teacher certification on selected teacher charnatitsy revealed that improvement in
teachers’ welfare post-certification did not neeetyy make teachers more skilful and
knowledgeable. Therefore, it is important for rethparties to keep investigating problems in
Indonesian education and offer solutions to de#h wiese quality improvement issues on a

continuous basis.

2.4. Pre-service Teacher Education (PTE) in Indonés

This section starts by providing a brief historisabpshot of pre-service teacher education in
Indonesia. It is followed by a description of theathing practicum program at Riau

University — Indonesia, where the data for thisdgtwas gathered. Both a historical
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description of PTE and the teaching practicum iauRUniversity are intended to build up a

better understanding of the important contextsiwithich this study is situated.

2.4.1. A Historical Snapshot

Indonesia has undergone quite a long pre-serviaeh&r education history since colonial
times to the current reformation era. Putrawan/Akigar (2009) classify this history into five
distinctive periods. They are: 1) during the Dutchonial era; 2) three and half years under
Japanese occupation in World War Il; 3) after Iretefence as the Republic of Indonesia was
recognised as the ‘Old Order’ during Soekarno regiending in 1965; 4) during the “New
Order” of the Soeharto regime; and 5) the era tdrneation (‘Reformasi’), which started
from 1998 after the fall of Suharto, to the predane.

There are specific differences in terms of formastitution, and orientation along the
development of teacher education (TE) in each™®ra.differences are mostly related to the
political, cultural and developmental interest atle time. During the Dutch colonial era, for
instance, the government established a teachermtdncchool (calledNormaalschoolnd
Kweekschooljo fulfil the need for teachers to teach in a farswnool founded by the Dutch
colonial authorities in the f9century. The school itself functioned on a comatbe and
segregated basis for local peoffeibumi), Europeans, and other foreigners (Djajadiningrat,
in Raihani & Sumintono, 2010). To be more specifitadi (2002) outlines how the
establishment of teacher education was first cotedulby the Netherlands Indies through the
'Zending' (Mission) in Ambon in 1834. It was theantinuously spread to other parts of
Indonesia. The first 'Kweekschool' was establisimedava in 1852. Similar schools, named
Fort de Kock were established in Bukit Tinggi ir668 and in Tapanuli in 1864. In 1871 the
government of the Netherlands Indies conducted irgecourses in Batavia that operated
until 1891.

During the Dutch colonial era, teacher educatios w@nsidered irrelevant to the culture and
social values of Indonesia; it was taught in favofirDutch colonial culture. The Dutch
seemed to exploit this teacher education for thelitical interests as school teachers were

considered to be effective agents to brainwashresians to reduce their nationalistic spirit
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(Putrawan & Akbar, 2009, p. 13). Realising thisne@ribumi established their own schools
for teacher education, namelyaman Siswaand Muhammadiya.These two institutions
provided primary education f@ribumi, and teacher education to meet the needpribumi

teachers (Raihani & Sumintono, 2010).

After Dutch colonialisation ended in 1942, the Jas® took over Indonesia and abolished
the Dutch education system. Unlike the Dutch whd hearginalisedoribumiin education,
the Japanese gave wider opportunitiegribumito receive an education. The abolishment of
the Dutch education system brought advantaggwibumi teachers as thpribumi had to
replace teaching positions left by Dutch teachersnd this period. Raihani and Sumintono
(2010) describe how many elementary teachers weoed to teach at higher level classes
during this time due to a shortage of teachers. ilhportant to note, however, that both the
Dutch and Japanese practiced a centralised systesduzation and their main intention
remained the same - that was to maximise the Herfeii themselves as colonial rulers
(Poerbakawatja, 1970 in Raihani & Sumintono, 2010).

Hadi (2002) outlines how later during the indepeamdeperiod (1945-1949) teacher training
programs were varied and gradually upgraded. Tlis because of a dramatic increase in
student enrolment as well as the rise in the nunobeschools; so that more teachers were
needed, especially for primary schools. Poerbakawa®70, in Raihani & Sumintono, 2010)
explains that in 1951 there were more than 138 f®ary school teachers needed to
accommodate the rise in the number of studentsrélaghed five million. Therefore, anyone
completing a teacher-training program at the jurgecondary level at this period could
obtain a teacher's certificate. The government diseeloped short courses for teaching in
many districts in order to enable in-service teashgho held at least six years of basic

education to receive a teaching certificate.

Additionally, since the 1960s, as previously memid, the Indonesian government
established middle and senior high schools forheaeducation which were referred to as
SGB -Sekolah Guru BSGA -Sekolah Guru ASPG -Sekolah Pendidikan Gurand SGO -

Sekolah Guru OlahragaAs a result, the teaching profession was resftitb graduates of
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senior high schools for teachers in primary schoafsl to graduates of a university-level

education course for teachers of higher levels.

Raihani and Sumintono (2010) note that despite etheogrammes being considered
successful in terms of producing a large quantitpew primary school teachers in a short
period of time, the programs were also deemed ta &lure in terms of preparing new
teachers with sufficient academic education leagld the necessary skills to become good
teachers. Yet, this period was considered an irapbréra in the history of the teaching
profession in Indonesia as it was the time when ghefession was open to everyone,

regardless of their social class and political lgacknds.

Another challenge for the new Republic was to sypelachers for junior and senior
secondary schools. Therefore, starting from 195 ,government established institutions of
teacher education at tertiary level in order toradsl this demand, called IKIPngtitut
Keguran dan Iimu Pendidikamstitute for Teacher Training and Education). TKE® was
first launched in Padang, Bandung, Malang, Surgb&@marang, Manado, Jakarta,
Yogyakarta, Makasar, and Medan. At the same tiraeeral general universities based in
other provinces established education facultiessetpyogrammes were similar to IKIP’s, yet
smaller in terms of the number of departments (Eaeawatja, 1970 in Raihani &
Sumintono, 2010). The programs offered in these itwgtitutions mainly comprised of two
options: eithersarjana penuhfour year bachelor's degree in education)sarjana muda

(three year diploma in education) for teachingegbsdary school levels.

After this establishment, both IKIP and FKIP in $kouniversities served as the main
institutions supplying the demand for secondaryostitieachers in Indonesia. This was a
significant improvement in terms of meeting teasheualifications with a degree from
university to be eligible to teach at post primacghool levels. These higher education
institutions (HEI) that produced teachers in Indsaeare collectively called LPTK.embaga
Pendidikan Tenaga Kependidikaor, teacher training institutions — a generic naoreHEI's
producing teacheysOverall, currently Indonesia has 268 public anggte teacher training

institutions (Evans et al., 2009).
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The progress of the LPTK was also dynamic sincg there first established in late 1950s.
As Poerbakawatja (1970, in Raihani & Sumintono,®0dxplains, in response to the higher
enrolment rates at primary level and the partiogmatrates in secondary school, the
government initiated an emergency program for pcoduNatural Science and Mathematics
teachers for junior and senior secondary schoaktead of increasing the capacity of the
existing teacher training institutions, the goveemmnassigned seven big universities in Java
to run this new program. This program was critidiby many of IKIP’s proponents in that
the program would not be able to equip PSTs wittessary teaching skills and pedagogies
for becoming good teachers. Yet, the program agnied that the government did not really
trust the existing IKIPs for their effectivenesspreparing good teachers, especially in the
field of natural sciences. This program was, treeefa starting point for raising issues about
changing or reforming the IKIP’s curriculum in sege and mathematics (Raihani &
Sumintono, 2010).

In the late 80’s, the Education Law Number 2/1988ulght about significant changes in
Indonesia’s teacher education programs. The Lawimed| primary school teachers to have a
gualification of at least a two year diploma in ealion, prior to their teaching service. As a
result, all previous teacher training programSekolah Pendidikan Guru, SRE®&d Sekolah
Guru Olahraga, SGG- had to be automatically abolished. At the saime,tall in-service
primary school teachers (numbering about 800 thml)severe required to attend a two year
diploma at their nearest IKIP or FKIP. Alternatiyelthey could join the same program
through theUniversitas TerbukdOpen University) which ran a long distance leagnmode
(Raihani & Sumintono, 2010). This policy was shockito many teachers, however, the
rationale behind it was apparent in that primarfiost teachers needed to upgrade their

teaching skills and pedagogies so that the qualdibasic education could be improved.

Finally, Indonesia’s political shifts in 1998 (atite beginning of the reformation era) also
brought about some fundamental changes in the famoh content of teacher education
institutions. Based oReraturan Presider{Presidential Decree) No. 93/199, six IKIPs were
authorised to transform from Institutes of Teacherning and Education to Universities of
Education (Raihani & Sumintono, 2010). This meduait the new universities of education

were given wider mandates to not only educate PBisalso prepare students with various
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areas of expertise in addition to being teacheish sas being interpreters, translators,
language researchers, tour guides, and many otiretelaching roles (Hadi, 2002). Some
previous IKIPs changed their names into universitigfter the policy, the former teacher
education institutes did not only prepare bachslodegrees in education gifana

Pendidikan, but also bachelor's degrees in science, arineegng, and other disciplines.

2.4.2. The Teaching Practicum at Riau University

Riau University, the setting of this study, is ookethe largest public universities in the
Indonesian province of Riau. It was first estaldgiin 1962 and managed under the Ministry
of National Education and Culture. Currently it ha®re than 29,440 students in nine
different faculties and one school, and runs mbi@ t50 undergraduate degrees and 12
postgraduate programs (Riau, 2014). Here, the gmeeg teacher education program is an
undergraduate course run by the university’s Fgcolt Teachers Training and Education
(FKIP). The average duration of the program is fyears of full time study. The coursework
includes subject matter knowledge, pedagogy (gémerd specific), methods courses, and

practical experience.

To be eligible studying at a teacher training paogy candidates must pass a Joint University
Entrance Test or what is now known &eleksi Bersama Masuk Perguruan Tinggi
NegeriSBMPTN. The test is administered by a joint teawoiving all state universities
across Indonesia. All high school graduates cdovothis test. They can apply to study at
any particular department they want for their bémhdegree program. With an exception of
different questions for taking social science oture science stream, there are no specific
differences in terms of test contents for thesalickates who actually have different study
options. What makes it different latter is thestteesults. Those with a higher result may pass
in more popular departments, such as in medic&iowading, and engineering as well as
teacher training. Others with lower grade mightspasless competitive subjects, such as
physical education or non-formal education (gg#pendix14 for list of most popular

departments based on University Entrance Testanf Rniversity — 2012)

After four year intensive course, the graduates aw@rded a Bachelor in Education or

Sarjana Pendidikan(S.Pd) which entitles them to teach in both primand secondary
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schools in Indonesia upon graduation, provided thdertake the post-graduate professional
training program mentioned above. That is, begigrirom 2009 those who already hold an
S1 degree (Bachelor’'s in Education) are requiredundergo another two semesters of
professional training and must pass a certificatéa@am in order to be a registered and
certified teacher with the professional teacheegificate. This one-year professional post-
baccalaureate program is called fRendidikan Profesi Guru/ PP@rofessional Teacher

Education) The PPG is an important innovation in the educagigstem in Indonesia. Within

this one year long program, universities offer eabjmatter courses with different

orientations — one version with a pedagogical arthodological orientation and one without.
Since 2013, this PPG program has been runningnre sccredited universities in Indonesia.

PPG alumni receive certificates as professionahess to teach at various levels.

The Indonesian Ministry of National Education Regidn/Permendiknas No. 87/2013 on

PPG describes that the curriculum structure oPfA6& comprises of a series of workshops on
learning materials development, practice teachimgugh micro and peer teaching, a field

experience program (PPL or teaching practicum), sorde enrichment programs for each

specific subject specialisation. The teaching peaot itself is intensive under constant

supervision from university lecturers and schoatteer mentors for a period of one semester
(Kemendikbud, 2013).

In the context of this study, however, the particiis are not those who undergo the
aforementioned PPG. Rather, this study is situatéioe ‘old school based practicum’ system
undertaken by pre-service English teachers from‘dldinary’ S1 degree program (before
the PPG policy). As commonly practiced in a preAser teacher education program in
Indonesia, the teaching practicum is part of tleegarvice teacher education curriculum. The
course is normally designed for four years progréincontains several specific courses
ranging from developing pre-service teachers’ Egtkills to preparing them with teaching
and research skills. The practicum is usually cetegl by the end of the last semester of the
four year program, before the PSTs write their mihesis project (see Table 3). In addition
to these English specific courses, the PSTs aceratpuired to take several general courses,

like Bahasa Indonesia, Religious Education, andc(&ducation during their first year (see
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Appendix3 for detail structure of the curriculum).

Table 3. Curriculum structure of pre-service English teadducation at Riau University

Year 1 Year 2 Year 3 Year 4

Semester1  Semester 2 Semester 3 Semester4 Semester 5 Semester 6 Semester 7 Semester 8

Unit Part 6

gl Teaching
Unit Part 1 UnitPart2 UnitPart3 Unit Part4 Unit Part 5 (n:s“tir;ng Practicum
Teaching) (16 weeks) Thesis
Linguistic L Writing
L it R h
English Skills  English Skills English Skill and inguistic and esearch and
. Literature Professional Teaching
Courses Courses Courses Literature k
Courses Skill Courses
Courses

There are two kinds of teaching practicum in thericulum of the teachers education
program in Riau University: a campus based micasitéeng class and a school based
teaching practicum. The micro-teaching is condudimdone semester before the PSTs
embark on their school based teaching practicund, generally involves planning and
teaching a short lesson or part of lesson to apgoddiellow PSTs. The lesson is followed by
feedback on the teaching by a supervisor or uniyelecturer and by the fellow PSTs. This
study is not situated within the campus based rteaching, however. It focuses on the
school based teaching practicum where the PST4 thectheories during teacher education

program in a real school atmosphere.

The school based practicum program was originaliyled the Program Pengalaman
Lapangan(Field Experience Program/PPL). However, the téeaching practicum’ is being
used to refer to the PPL program throughout thesith It can be said that the teaching
practicum program at Riau University still adogte traditional model of a practicum (Cornu
& Ewing, 2008), because it functions mainly as acplfor PSTs to put their newly acquired
knowledge from their studies at university into giige, during their practicum at schools.
The ‘traditional’ view of professional experiencereflected in the term used to describe it:
teaching practicumThe process of learning to teach was theorisat s theory—practice
dichotomy. That is, “when student teachers wereddege or university they learnt ‘the

theory’ and when they were in schools, they ‘psaditeaching™ (Cornu & Ewing, 2008, p.
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1801). The focus of this traditional orientation svéirmly on PSTs mastering skills,

techniques and methods of teaching.

This traditional orientation is also reflected retaims of the teaching practicum mentioned
in the Guidance Book for Field Experience Progréfanduan Pelaksanaan PPL Mahasiswa
FKIP Universitas Riau2013). The school based practicum program can be ss an
‘estuary’ of the full teaching and learning proceksing the university teacher education
program - it is as a place where theory is enaatetitranslated into real practice. Through
the program, however, the students are not onlye@®rgd to experience real modes of
teaching experience, but also to be able to sseialith the school environment, as well as to
be able to negotiate the meaning of becoming psaieal (English) teachers within the

school environment as a community of practice.

At Riau University, this program is intended fot atudents registered in the Faculty of
Teacher’s Training and Education (FKIP) who have cegtain requirements. Two important
requirements to join the program afiest, the students must have passed certain prerequisite
units, like theTeaching MethodologgndMicro Teachingsubjectssecond the students must
have achieved at least 110 credit hours of clasge®f 148 credit hours required in their
bachelor's degree in education (UPPL, 2007). Thetsdents in the practicum are usually

those who are in their final year of their teactraining program.

Eligible students are placed in senior and junighlschools either located in the city of
Pekanbaru or out of the city but within Riau pr@én The students are distributed on the
basis of their preferences as well as considetiegnieeds of particular schools. Once the
students have been placed into certain schoolsivargity advisor and a mentor teacher are
assigned to students by the university. The schaoiacipals are then contacted by the
university to organise when they are to receivelatirteachers in their schools. The 10
participants of this study were all pre-servicecteas who conducted their practicum when

data of this study were gathered (see sectionos.2€ruitment of the participants).

The practicum is scheduled for one semester (éffdgta period of 16 weeks) where the

student teachers are obliged to conduct certaivitées in order to fulfill the practicum
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requirements. As mentioned before, they are exdecia only to deliver lessons in
classrooms, but also participate in other schotlities, like attending the morning flag
ceremony, being on duty, being involved at studeexsracurricular activities, and even
helping with office work in the administration afé. The main goal of these activities is to
enable the student-teachers to engage with theoschanmunity in a context which would
later strengthen and enrich their experiences totmng novice-teachers. Therefore, they
work not only with their assigned mentor teachéns, also with students, other teachers,

school administrators, and students’ parents.

At the end of the 16 weeks, students undertakermaioassessment from the university
advisor. The assessment includes, among otherremgeints, a teaching practice test, where
the PSTs perform in front of the class, deliverintgsson like in a real classroom. The final
criterion for assessment is based not just on thdests’ performance, but also on their
teaching preparation reflected from their teachpign documents (e.g., lesson plan, or
media). In addition, the PSTs are also requiredrite teaching practicum reports of up to
5,000 words comprising of accounts of all actiwtidey have done during the practicum
experience (UPPL, 2007). This report is also carsid by lecturers and mentors as one

aspect of their final teaching practicum score.

2.5. Chapter Summary

This chapter has contextualised this study thropgésenting the broader picture of the
Indonesian education system beginning from overvigiuhe system, outlining the history of
ELT in Indonesia, exploring curriculum changes, @&xglaining more specific issues, like
the teaching practicum in Riau University, Indoaesrhese descriptions are expected to
facilitate a clearer understanding on the specdicthis study as well as introduce the topics

covered in the later chapters of this thesis.

Central in this chapter is the concern that a walege of problems within ELT remains
relatively the same, although the Indonesian gawemt kept changing or revising the
curriculum several times in the last 60 yearspfiears that ELT curriculum changes did not
really result in significant improvements in theatjty of ELT in Indonesia. This contextual

chapter has also described how the governmentdhs sealised that working with teachers
44



is highly important for mitigating prolonged eduocatl problems. This chapter therefore
addressed how the Indonesian government has a#drtgpimprove the quality of education
through various reform agendas including the imprognt of quality of teaching through

teacher training programs in which the practicumpesgience is a crucial part.

It is hoped this chapter will provide readers vathetter understanding of the data reported in
chapters 6, 7, and 8. These later chapters relgiarticipants’ narratives about their personal
journeys to and on the English teaching professimmsidering broader socio, cultural, and
political contexts as outline above. Finally thisapter discussed how such contexts could
contribute to the shaping and reshaping of PSTafegsional identities, especially in terms
of their understanding of the concept of a ‘prof@sal English teacher’ and what it means to

be an English teacher, a theme elaborated in Ghapte
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.  PROBLEMATISING PROFESSIONAL IDENTITY

“I don't feel that it is necessary to know exaatljat | am. The main interest in life and work is to
become someone else that you were not in the beginhyou knew when you began a book what
you would say at the end, do you think that youlevbave the courage to write it?”

(Michel Foucault, in Danielewicz, 2001, p. vi)

This and the next chapter establish the epistereabffamework that underpins this project,
by critically reviewing concepts related to teacldntity and how (pre-service) teachers
construct professional identity as understood iisteyg academic literature. Such a review
will provide a critical framework for understandisgme of the key notions within this study,
such as the concept of identity, the professiodahtity of teachers, identity construction,
PSTs’ professional development, identity in traositand the teaching practicumasite of

struggleand as @ommunity of practice

In this particular chapter, the concept of identitygeneral is discussed and the nature of its
construction is explored. | then specifically pmebiatise the concept ofeachers’
professional identity and how this is construct&tie notion of a ‘professional English
teacher’ is further problematised after that. Tisidollowed by a review of the notion of
personal and institutional biography in teached®ntity construction, as well as related
concepts which | consider important in consitutiting notion of teachers’ professional
identity, such as teachers’ beliefs about pnefessional English teachaas well as their

motivation to be teachers.

3.1. The Nature of Identity and Its Construction

Identity is a complex and multifaceted notion. lanc never be fully named or
comprehensively defined by anyone, including by peeson who bears it (Palmer, 1998).
This complexity leads researchers from differeetds of study to come up with subtly
different but related ideas in conceptualising wthat nature of identity is. From its broadest
perspective, a core issue which is usually adddessalefining identity concerns with the
fundamental questions ‘who am 1?’ or ‘who are yoDahielewicz (2001, p. 4), for example,

defines identity as “our understanding of who we and of who we think other people are”.
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This definition implies that identity is concernadth how individuals identify themselves

(self-perception) and how others define them (p&roe by others).

Gee (1999, as cited in Smith, 2009) further coneaftes identity as our understanding of
ourselves as a person and our membership of famdiaeial, cultural, and institutional

‘groups’. Nevertheless, our understandingwiio we arewill not be exlusively based on the
unique dimension of a personsglf as the definition can not be separated from hosv t
external world defines who we are. To put it in ldo’s perspective, “identity is a concept
that figuratively combines the intimate or the paa world with the collective space of
cultural forms and social relations” (1998, p. Bhis definition stresses the combination of

both personal and social influences in conceptnglisientity.

The nature of identity not only relates to the paed dimension of theelf but also to acting
as a response to an external influence from anothdividual or from groups. As
Danielewicz (2001, p. 11) maintains, “individuate @onstituted subjects; their identities are
produced through participation in discourse.” lingortant to bear in mind that discourse in
this study does not only refer to explicit languaged as an element of social life, but also to
the state of silencen which speech or utterance is absent (Sendbyet®®4). Thus, the
voicelessness shown by PSTs as a result of powealémce between the PSTs and their
mentor teachers during practicum, for instanceypka part of discourse which shapes their
identity (see section 8.1.2.2). Drawing on Foucaultotion of silence as discourse,
Sendbuehler (1994) argues that silence occupiespaes even more massive than
intertextuality does, because of the limitlessnasd endlessness of silence and all that

silence can suggest.

Identities can be seen as the result of dynaméepiday between discursive processes that are
internal (to the individual) and external (involgireveryone else). This external domain
essentially entails a more social perspective ehiitly construction. The personal and the
social dimensions of identity then become inseparalbherefore, studying identity is
basically examiningvho the self imndhow that self interactsvith surrounding worlds and
realities; identity is thus subject to experienaad sociocultural encounters (Beijaard et al.,
2004; Britzman, 2003; Holland et al., 1998; OIs20()8)
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In the same vein, Lemke (2008, p. 19) reminds uthefcomplexity of understanding the
meaning of ‘who we are’, because this understandinanges with interactants and settings’.
He classifies the notion of identity into two digtlive terms;subjectiveas opposed to
projectedidentities. While the former represents notionsMbib ‘we are to ourselves’; the
latter entails ‘who we wish to seem to others’other words, the idea is that ‘the self’ does

not exist in isolation but rather it exists in t@a to others.

Scholars in the field of sociology and socio-psyobg (such as Cooley, 1964; Mead, 1934;
and Blumer, 1969 in Holstein & Gubrium, 2000) eiplthat self and identity construction is
not only a result of internal communication wittetmner self (internalisation), but also a
result of external conversations in interactingwtite environment. It could therefore be said
that our selves are the virtual reflection of ooial participation. “Social life meant constant
commerce with others. As society’'s members intedicthey took others into account.
Through the process, they developed a sense othayowere from how others responded to

them;individual selves arose out of tisecial” (Holstein & Gubrium, 2000, p. 4).

In the same vein, other social psychologists Tikgfel (1978) and Hall (2004) also stress the
importance of others in the construction of ondniity. Yet, they highlight the notion that
identity is not only constructed and constantly lewvy as individuals participate in social
life, but it is also shaped as individuals act asmhers of a group. In his social identity
theory, Tajfel (1978) argued that people build itlwevn identities from group memberships.
In other words, part ofvho you areis probably defined and shaped by the nature ef th
groups you belong to. At the same time, the natdirgour group memberships will partly
define who you are — your identity. In other wortlse social values attached to a group

contribute to the ‘self-definition’ of individualsho are members (Tajfel, 1978, p. 61).

This understanding is commonly applied in sociaésce where the term identity is often
used to describe a person's conception and expresdi their individuality or group

affiliations. ldentity refers to the unique chaexddtics belonging to any given individual, or
shared by all members of a particular social catego group (Rummens, 1993 as cited in
Naz, Khan, Hussain, & Daraz, 2011). These particalearacters function as distinctive
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features which differentiate one particular indivédl from other individual(s) or groups. The
emphasis on the distinctive features in defining ttotion of identity further leads us to
recognise some some kinds of identities which aadifferentiated and claimed according to
varying socio-cultural categories, including gendage, race, occupation, gangs, socio-
economic status, ethnicity, class, nation statesegional territory (Bamberg, 2010). Based
on these categories, we are then familiar with $ecommonly used in literature on identity,

such as national identity, ethnic identity, religgadentity, and professional identity.

These categorisations subsequently bring aboutdheeptualisation ofollective identities;
that is when an individual identifies themselveghva particular group and builds up a sense
of group membership (Tajfel, 1978) or havingemse of belongintp that particular group or
community (Wenger, 1998). For example, the PSTihigistudy were considered individuals
who were struggling to belong to the teachers’ cemity during their teaching practicum.
(their complex process of identity (trans)formatittom being university students to

becoming new English teachers is discussed in ohetadl in Chapter 8.)

Yet, individuals might also belong to several geugt the same time. They might also
experience different levels of affiliation and aligent with the groups they belong to
depending on the context (Lemke, 2008). For thesea, some researchers of identity (e.g.,
Beauchamp & Thomas, 2009; Beijaard et al., 2004f RWchida, 1997) highlight that one
of the underlying tenets in conceptualising idgnstthat identity isnultiple, shifting, always

in conflict, and relational to context

Considering these characteristics of identity, ArMinh-ha (1992, as cited in Holstein &
Gubrium, 2000, p. 105) suggests, “the questiordeniity is moving away from traditional
queries (such asyho am Ito progressively becoming questionsadfen, whereandhowam

I”. If the former emphasises the conceptualisingiadntity from a self-internalisation
perspective, the later indicates that identityndeied relational to contexts. The numerous
contexts of our lives interrupt us with multiplecsal identities we are attributed to, which
provide “endless possibilities for who we are aridatvwwe can be” (Holstein & Gubrium,
2000, p. 3 as cited in Chowdhury, 2008). This metivaé someone could have multiple

identities at the same time. A woman working ashasel English teacher, for example, is not
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only holding an identity as a teacher, but is fkalso playing the roles of her other identities
— being a mother to her children, a daughter to ge@ents, a leader to her community
association, or a friend for her fellow teacherdepending on the context. Therefore, our
roles and personalities may also correspond toethdsntities with various settings and
different people interacting. Our affiliation witbroader social structures and cultures may
also be part of this. As a result of these procesgientity is constructed, shaped, or

transformed.

This also means that identity is not a fixed, stabhd coherent matter but rather one
involving “a site of struggle, and subject to chahfPeirce, 1995, p. 14). To set this against
Hall’s definition, “identity is not something alrég accomplished, it is a 'production’ which is
never complete” (1990, p. 222). One’s identityréfore, is constantly in a state of flux and
dependent on the relationships and situations iiclwhe or she is a part (Grow, 2011). In
other words, one may experience a change in Hiewordentity due to their relationship with
others including one’s relations to the world angdimnment, language and practice that can
continuously impact on the changing, shaping astaping of one’s identity (Weedon, 1997

as cited in Basalama, 2010).

New teachers learning to teach English, for exapgoe immersed in university courses and
take part in school placements where they learm ftbeir mentor teachers during the
teaching practicum experience. They must ratioealisese experiences from various
structured worlds as they seek to author their @entity as English teachers. For example
they must consider how they learn to understandigéing their schooling experience along
with how their university coursework explains hosviéarn English, and negotiate or make
these notions compatible with what happens in theacticum experience (Olsen, 2008). In
the case of this study, the nature of the PSTatimship with their mentor teachers and their
school students during practicum also has the patén change their emerging identities, as

we will see in chapter 8 (section 8.1.3).

Specific to the notion of how identity is constredt my study has drawn on a socio-
constructivist perspective which views identity asocially and culturally constructed self

concept that is formed in teachers by their liveghegiences and by talking about these
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experiences with oneself (inner speech) and wikterst (Holland et al. 1998 in Swennen,
Volman, & Essen, 2008) or shaped during the prooégsterpretation and re-interpretation
of experiences (Kerby, 1991 as cited in Beijaar@let2004). Thus, in the context of this
study, every interpretation made by PSTs of theistpife experience, their university
coursework, their classroom and school experierargs,any social relations they encounter
during their teacher education and practicum pmogi! contribute in shaping and reshaping

their identity as ‘new teachers’.

Consistent with the socio cultural perpective, tidgnn this study is also seen as something
that develops as a resultlmfcomingmembers of a community. This is built on the notid
community of practicéCoP) by Wenger (1998) in which it is argued tat fundamentally
define ‘who we are’ in terms of how we relate ttvet members of a group and how we
negotiate our participation within this communithi¢ notion of a CoP is elaborated on in
more detail in section 4.1.1). Therefore, the Pbshplex process of becoming members of
a teachers’ community where they experience tlegiching practice is seen as part of their

identity construction process.

As summarised by Smith (2006, p. 149), identitgharacterised by Wenger as “a constant
becoming” that defines who we are by

...the ways we participate and reify our selves; community membership; our
learning trajectories (where we have been and wiver@re going); reconciling our
membership in a number of communities into onetitdgrand negotiating local ways
of belonging with broader, more global discoursegwnities.
In this study, the preservice teachers’ identitpstouction is assessed in terms of how they
participate and interact with other members of stlmmmmunity (such as their students,
mentor teachers, school principal, and fellow PSTS8)eir identity construction is also
investigated in terms of how they gain their seab&ommunity membership within the

school community during their teaching practicusidascussed later in Chapter 8.
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3.2. The Storied Self: Identity as Narration

Considering the notion that identity is formed dgrilife by taking into account these
experiences with oneself and others, this studybeltely looks into narratives as an
important tool of identity construction. This isaghm from Holstein and Gubrium’s (2000, p.
3) proposition that “our lives are storied. Not i there a story of the self, but it's been
said that the self, itself, is narratively constea. Our social self is constructed by the
everyday technologies (both discursive practice disdourses-in-practice) through which
the self is articulated, constructed, embodied,raadiated.

According to Taylor (2008), the basic principle erlging such narrative-based construction
identity is that the self is a story that peoplétteemselves about themselves, and identity is
a story that is told about the self to others.@mstructing identities involves constant ‘story
telling’ and narration (as well as dialogue) witteself and with outsiders. The importance of
narrative in identity construction was rooted ie tiotion ofnarrative psychologgoined by
Sarbin (1986) which argues “that we live in a steimaped world; that our lives are guided by
a narratory principle” (Sarbin, 2003, p. 23 asctite Bamberg, 2010). This means that we are
familiar with telling the story of our daily experice in a narrative fashion through a string of
words. The stories are generally understood agjaesee of interaction involving elements
of the past, present, and still to be realised réutiAlthough not every string of words
constitutes narratives, we could say that the wartisred when we recall stories of an
occasion in which we participated, for instanceyally trying to articulate a sense of identity
at the same time (Yancy & Hadley, 2005).

Hence, the social processes through which subjscisvproduced and practiced are actively
documented in narratives. These processes are axkpas socially elaborated and
institutionally mediated. In other words, the rotdsharratives, stories, conversations, and the
material world are active in the constructionshad self. Within this framework, the spaces
and resources offered by organisational and intital settings are also considered

important in constructing the self and identity.

Furthermore, McAdams (2006, as cited in Bamberd,020building on narrative theorists

such as Sarbin (1986) and Bruner (1986), turnedhbery of selves plotting themselves (in
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and across time) into a life-story model of idgntitlis notion clearly states that life stories
are more than synopses of past events and episodésad, they havdefining characters:
“our narrative identities are the stories we liyg¢ fMcAdams, Josselson, & Lieblich, 2006,
p. 4 as cited in Bamberg, 2010). This suggestswigaare the stories we tell, meaning that
people develop a sense of self through the formatd personal myths. This theory
challenges the old-fashioned view that selves amdsgmalities are shaped by fixed
characteristics or by predictable stages througiciwévery individual navigates. It allows us

to develop and revise our stories and open up ik@hhoods for our lives.

In the context of this study, thetoried self(Chase, 2005) is jointly constructed between the
researcher and participants in a way that reveals RSTs' personal and professional
identities struggle and interact with discursiveisonments during the practicum in order to
construct and reconstruct their new identities aglieh teachers. For this reason, interviews,
group discussion, and reflective journals are aersid to be relevant methods of data

gathering employed in this study (see section &.4létailed justification).

Because narrative identity is subject to reconsiil@n, and because present events are being
understood as relational to the past, and sometthe$uture, memory plays a significant
role in this narrative based identity constructilhis apparent that memory cannot be always
accurate over time. People tend to remember seddgtiand recall with an ‘afterwardness’,
from a point of ‘knowing what we know now’ whichewitably distorts what is remembered
(King, 2000). The concept of the narrative identityerefore, is not based on a retrospective
collection of ‘true’ and accurate facts, but is @msed from an individual's recall,

construction and understanding of sequences dfteelevents.

3.3. Teachers’ Professional Identity

This section discusses one of the central concepthis study - teachers’ professional
identity, how existing literature has understood aonstructed the notion of teachers’
professional identity, and why it has emerged asmgortant focus of research within the
area of teacher education. This discussion provad&amework for understanding the key

concept of this study, by looking at the variousysvan which professional identity forms,
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develops, and manifests in the participants of shigly as will be shown in Chapters 6, 7,
and 8.

3.3.1. Operationalising the Terms

Given the importance of professional identity faathers’ learning and professional
development (see section 3.3.2), pre-service teadhecation programs need to nurture the
development of teacher identity as early as passiHowever, defining what constitutes
teachers’ professional identity is not simple, huseaas discussed earlier, identity by nature is
a problematic and complex notion (Walshaw, 2009isTcomplexity stems from the
somewhat arbitrary connection between identity sgifl and the unclear distinction between
personal and professional identity. What does apfmeéde common in the literature is the

existence of the notion of ‘self’ in relation tcethoncept of teachers’ professional identity.

A systematic review of previous studies on teachmsfessional identity by Beijard, et al.,
(2004) also shows that definition of this notiomaas various studies was unclear and varied;
and that the term is used in different ways in literature. Some studies define it as the
teachers’ senses or perceptions of their roleglevant features of their professions, while
others define it simply astories to live byMcAdams, 1997 my italics) from which teachers
draw and make sense of themselves and their peadee section 3.2). Still others view it as
an ongoing process of integration of the ‘persoaall ‘professional’ sides of becoming and
being a teacher. As West (in Norton, 1997) arghasthe question ‘who am 1?’ cannot be
separated from the question ‘what can | do?’. & darlier question who am |- relates to
the personal dimension of identity, the later goest— what can | do— depicts its
professional dimension. Considering this definititime research questions of this study do
not only explore how the PSTs describe the notiba gprofessional English teachednd
‘good English teaching’, but also what skills andowledge are learnt from the teaching

practicum program as perceived by the PSTs (se®idc3).
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In addition, a review of 20 articles examining ¢ixig higher education literature on the
development of professional identities by Swenretnal., (2008) argue that professional
identity is a set of attributes that are imposedruthe teaching profession either by outsiders
or by members of the teaching community itself. Gwen, et al., (2008, p. 7) further assert
that the shared set of attributes and values tesa¢tudd would enable “the differentiation of
one group from another”. This definition impliesathprofessional identity relates to the
notion of ‘similarity and difference’ compared tther professions, and its construction and

development are subject to teachers’ internal atergal contextual factors.

In the context of this study, | consider that adoraefinition by Benveniste (1987, as cited in
Slay & Smith, 2011) is applicable for this study i& views professional identity as the
constellation of attributes, beliefs, and valuespbe use to define themselves in specialised,
skill- and education-based occupations or vocatid&, it is argued that these attributes,
beliefs, and values are not only defined and detexthby the members of the profession
itself, but also imposed upon socio political stames. The emphasis on the socio-political
factor has enriched the model suggested by Ols@@8j2who argues that the formation
teachers’ professional identity is constructed assallt of certain inter-related factors, such
as their childhood and schooling experience, ttesicher education experience, as well as
the influence of significant others (see sectioB).1lln the case of teachers’ professional
identity, the cultural expectation from society and what it means to be a good teacher and
competency standards of professional teacherssesdlehy the Indonesian government are
considered part of teachers’ professional iderititposed by the external world (outside of

the teachers’ own lives).

Other researchers (e.g. Bullogh, 1997 as citechon@, Low, & Goh, 2011; Uusimaki, 2009)
define a teacher’s professional identity as whdateginning teacher believes or perceives
about teaching and learning, and their unique sehself as a teacher. It is also understood
as stemming partly from teachers’ understandintp@fmeaning of the role of a teacher. The
meaning of being a teacher can be generally expbgedhat constitutes the visible and
invisible domains of teaching work and life (Cag@déi, 2011). While the former includes
what teachers ddfor instance, classroom interaction, assessnmaaterials presentation,

materials design, or task implementation) as welvhat they can dqNorton, 1997, my
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italic), the latter involves more personal phenoaench as motivation, cognition, beliefs,
expectations, or emotions. Thus, professional ierg more individually grounded within
the self and will involve perceptions, feelingsdasore beliefs of what it is to be a teacher,
with all of these are understood to be continuouslplving in the course of one’s
experiences (Chong, Ling, et al., 2011).

Yet another important element in the professiodahtity of teachers is related to a teacher’s
understanding of professional practice. This relai® the understanding of what roles
teachers areexpectedto play, what skills and knowledge they should éhaand what
attributes, values, and roles they are supposédltbas teachers (Avalos, 2007; Beauchamp
& Thomas, 2009; Cattley, 2007; Cheung, 2008). latien to this view, other authors (like
Beijaard et al., 2000) look at identity in termstloé professional knowledge teachers need to
possess and act on: subject matter knowledge, pgitad) knowledge and didactical
knowledge.

In terms of its construction, as previously disedsgrofessional identity develops over time,
and includes gaining insights of the professionacfices, values, skills, and knowledge
required or practiced within the teaching professibhe PSTs’ past and present experiences
as well as their experiences with their own edooati experiences influence the choices
made by the PSTs in electing to enter the teaghiofgssion (Connelly & Clandinin, 1999 in
Chong, Ling, et al.,, 2011; Feiman-Nemser, 2001)eré&fore, PSTs’ biographies and their
motivation to be a teacher are considered an irapbrvariable in exploring PSTs’
professional identity construction in this studyegssections 6.1 and 6.2 for further
discussion).

In addition, Britzman (2003) sees teacher iderditybeing a dialogue between individual
identity and social experience, and asserts thsdiit this dialogue that the meanings of lived
experience are named and negotiated. She emphabkisesrocess of dialogue and the
negotation teachers do to make sense of their x@er during their interaction with their

surrounding worlds. It is through this constantlalime and negotiation of meaning, that
teachers shape their identity. These two domaipeapto be central in the longstanding
debate conceptualising identity as an internal € or external (social) phenomenon, as

briefly explored in the previous section.
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In this study, the teaching practicum is considessd important context from which
interpretations are based. Other socio-politicaitexts (which might include the current
status of English within Indonesian society, thedapolicies in Indonesian education such as
the teachers certification program with its incemtscheme, or society’s expectations and
images of teachers) could also be said to be inflalemacro contexts within which teachers’

identities are developed, nurtured and consolidéted also Figure 6).

Referring to Korthagen’s (2004) Onion Model, whishater described in detailed in Figure
3, such macro contexts could be placed within thiside level of the onion. They represent
an environment which could influence the inner Is\aepicted in the model. The teachers’
certification program with its teachers’ incentisgheme (remuneration), for example, could
influence the teachers’ behaviours. It is assunhed the incentive scheme could improve
teachers’ motivation in teaching and subsequerglehan impact on the effectiveness of the

teaching and learning process (Jalal et al., 2009).

Having looked at and considered the multidimendiehements of the professional identity

of teachers, in this study professional identityezfchers can be roughly conceptualised as:

* pre-service English teachers’ understanding on whaheans to be an English
teacher;

» their understanding of what competencies, charattey, values, and roles they are
supposed to hold and play as teachers; and

» their conceptualisations of ‘good English teachiagid the ‘professional English
teacher’ in Indonesia, which the PSTs continouslystruct and reconstruct through

their interaction with environment.

This study will refer to and focus on, although eatlusively, this definition in discussing
theories of professional identity. Consistent vitth framework as previously discussed, the
PST’s understanding on these there elements weleupuas the result of inter-related
factors following Olsen’s (2008) argument, incluglithe socio-political factor as proposed
by Benveniste (1987) and Korthagen (2004). | amravihat this definition is not fully

comprehensive, yet this project is limited by it®@e to focusing on, among other things,
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exploring specific elements of professional idgntit how it is constructed, reconstructed,
and manifested within PSTeiring the practicum.

3.3.2. Why Does It Matter?

Within the field of teacher education, the professi identity of teachers has become an
emerging area of research in the last two decadesndby an understanding that teachers’
identity is an important factor in teachers’ praiesal development (see Cattley, 2007;
Kagan, 1992; Schepens et al., 2009; Sutherlandl,e2G06). Previous research has shown
that teachers’ sense of professional identity édfdweir senses of purpose, self-efficacy, level
of motivation, level of commitment, job satisfacti@and effectiveness, as well as their
teaching behaviours (e.g., Beijaard et al., 200dnrDus et al., 2011; Chong, Low, et al.,
2011). These studies also indicated that the povisf a strong sense of professional

identity is central for teachers’ professional feag and development.

According to Beijaard et al. (2004), professiorg#ritity is believed to vigorously influence
the way teachers teach, how they develop as piofeds with the resources they have
available to them, and the potential that individuzave to inspire and or affect educational
changes. Given the importance of this identityisiimportant for those involved in the
education of PSTs to be aware of this issue andigeoprograms which nurture the
construction of PSTs’ professional identity asead possible. Needless to say, in the long

run professional identity also affects teacheridgrenance and learning outcomes.

Considering the importance of understanding teathamofesional identity, Danielewicz
(2001, p. 3) argues that “if we need teachers wfiectvely educate (a fundamental
requirement for any optimism about the future)ntinee need to know how the best teachers
have become themselves”. This is due to the b#if teachers are the main players who
stand in the frontline to determine the succesgseathing, including ELT, in the field.
Further emphasis is stipulated on what makes soeneomood teacher, which “is not
methodology, or even ideology. It requires engagemeth identity, the way individuals
conceive of themselves, so that teaching is a stateeing, not merely ways of acting or

behaving” (Danielewicz, 2001, p. 3).
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In the same vein, Alsup (2006, p. 15) also belietred, in order to become successful
teachers, pre-service teachers must develop atibalisderstanding of their personal and
professional identities and the intersections arahtradictions among them. Such
understandings can be achieved “through the expressf borderland discourse that
facilitates the critical interrogation of confling subject positions or expressions of self,
which can be primarily emotional, physical, intetigal, or even spiritual.” Because of the
importance of this topic, current research on teehdentity formation has not only been
conducted in the area of language teacher educé&imh as Farrell, 2001; Kuswandono,
2013; Trent, 2012), but also in other subjects lilk Science and Math teacher education
(Gilmore, Hurst, & Maher, 2009; Grootenboer, 2005;Smith, 2006), Health and Physical
education (Fletcher, 2011; Taylor, 2008), or in toatext of higher education (see a review

by Trede et al., 2011)

Furthermore, in answering the question of what rmaké&ood teacher’, Korthagen’s (2004)
Onion Model of Change in Figure 3 below explaing ttelationship among teachers’

identities and their beliefs, competencies, andhiegy behaviours:

environment

I

behaviour

competencies

beliefs

identity

Figure 3. The Onion: a model of level of change, adoptecthfKorthagen (2004, p. 80)
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An important assumption behind this model is tlnt outer levels can influence the inner
levels: the environment can influence a teacheelsaliour, and through behaviour that is
repeated often enough, one develops the competeralgo use it in other circumstances. A
reverse influence, however, also exists, whereirtlaence comedgrom the inside to the
outside For example, one’s behaviour can have an impacthe environment, and one’s
competencies determine the behaviour one is aldbdw. To put this in Palmer’s (1998, p.
2) words, “teaching, like any truly human activigmerges from one’s inwardness, for better
or worse”. From an inner level perspective, the tmmentral influences come from the
teachers’ mission and their identities. Thereftmese with a strong personal calling to be a
teacher would be more likely to have a strongesesei identity as a teacher, and are more

likely to develop into competent teachers.

From the Onion Model's perspective, it should betke mind that PST education can not
only work on outer levelsafays of acting or behaving Danielwicz’s perspective) to ensure
a qualified teacher has certain competencies anavirgurs, but it should also deal with their
identity constructiond state of beingas it takes place during teacher training, whiciwhst
this study explores. This is not to say that theemlevel is more important than the outer
one: both are equally important in the context e€dming a good teacher. However, the
inner level issues to do with teachers’ identityénao far been under-researched (Korthagen,
2004).

Although there are several studies which have lwesducted about personal identity and
teachers’ professional identity in many parts @& world, to date research on this topic has
not been sufficiently addressed by Indonesian rekess (the following are the exceptions,
Basalama, 2010; Kuswandono, 2013; Soekirno, 2d043wandono (2013) investigates the
professional identity construction of 13 PSTs frGuru University. The focus of his study is
how those PSTs understood their own identity asp@ctive teachers and the ways they
interpreted and made meaning of their learningeperiences through their reflections. To
provide alternative perspectives of the PSTs’ eerpees, Kuswandono’'s study also
investigated the views and beliefs about PST edutamong six university mentors and

seven supervising teachers who worked with the RiBTiag their practicum experiences.
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Kuswandono collected and recorded their reflectiwhde the students were studying in the
practicum courses offered on campus by the Guruwedsity (‘Practice Teaching 1/PT1") and
during the practicum teaching experiences of thEsHB school settings (‘Practice Teaching
2/PT2"). Although the study did not exclusively s on the PSTs’ construction of
professional identity, it suggests that the idegitwhich the PSTs were constructing were
complex and multidimensional, stemming from theffedent motivations for studying at an
English education department. The study also cmeftt that PST's knowledge and identity
are constructed within a hegemonic and standardeskdtation system in an Indonesian
context. Many PSTs reported that they wanted testréBis hegemony and negotiate an
alternative way of teaching, although they oftelt powerless considering their status as
praktikans(practicing teachers).

Although not investigating PSTs, the qualitativadst by Basalama (2010) of professional
formation of identity and practice (through intewing 20 high school English teachers from
six urban and rural high schools in Gorontalo Rrog) could also be categorised as research
on teachers’ identity construction. Her study révehat the nature of teachers’ identity
through their two pre-service learning stages ghhschool and teacher training college is
dynamic and changing over time and this does havangpact on their identities as
professionals. The study corraborates that teachenstities are not context-free. They are
closely related to the social and cultural contéxtahich they live and work. Basalama also
found that the teachers’ decisions to choose Hmgtistheir pre-service teacher education
were primarily motivated by an aspiration to gaigosvernment civil service position. Parents
and other significant others played a critical rvlethe participants’ university and career

choices, with personal preferences generally beuegridden by family desires and needs.

Another earlier study was a narrative inquiry by8mo (2004) recounting her own story of
how Islamic values, the Javanese social contexicattbn experiences, and a non-teaching
previous job strongly influenced and shaped hdreicoming a teacher and shaped her views
of teaching. She demonstrated in her narrative ¢tluilhood experiences (such as when she
was amazed with some English words scattered thoutder life, like ‘noodle’, ‘instant’, or
‘biscuit’) made her think of English and later hedpher decide to be an English teacher.
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Sokeirno’s study confirms that one’s life experienéndeed play an important factor which

partially shapes a teacher’s professional identity.

Considering the importance of studies of teachprsfessional identity and the scarcity of
literature about this field in Indonesia, more egsh focusing on teachers as professionals is
deemed to be crucial to fill in the gap in reseawahthis topic in an Indonesian context. In
fact, in recent years the Indonesian educatioresystas been seriously dealing with issues
around the low quality of education, poor studechievement and the low standard of
teachers’ performance, as discussed in the prevobiapter. Again, alternative research

focusing orteachers as a persas considered timely and important in Indonesia.

3.4. Aspects of Teachers’ Professional Identity Catruction

As a related issue to the professional identity tedichers, | attempt to explore and
problematise in more detail three important asp&dtech are commonly understood as
relevant to the construction and development dagher’'s professional identity. These are
PSTs’ biographies (both personal and institutigrthir motivation to become teachers, and
their perceptions of what it means to be a profesdi English teacher in the context of
teaching English as foreign language (TEFL) in mekia. These aspects also partly relate to
Olsen’s (2008) model of the construction of teashatentity as a result of inter-related
factors or a product of holistic interaction amomgiltiple parts (see section 1.3). | am
however aware that issues of the construction haddéevelopment of professional identity
are not limited by just these three aspects andthieae are other crucial related features,
such as emotions and teachers’ commitment, which egaally be central to professional
identity construction, yet in line with the scopktlis study | will focus only on exploring

these three aspects.

3.4.1. Personal and Institutional Biographies

Existing research on professional identity congiouc suggests that self and identity are
shaped through three primary meamstst, professional identity is the result of the
socialisation process where one is provided witbrmation about the meanings associated
with a profession (Farrell, 2001; D. Hall, 1987nheTPSTs’ experience during their teacher

education program and their teaching practicumnamogare included in this proceSecond
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scholars of identity construction suggest thatviatlials (including teachers) adjust their
professional identity during various periods ofemr transition (Ibarra, 1999; Nicholson,
1984 as cited in Slay & Smith, 201Ejinally, teachers’ day to day life experiences as well as
work experiences also influence professional idgntevelopment by clarifying self-
understanding as well identification of their memsp in social groups (see, for instance,
Pratt, Rockmann, & Kaufmann, 2006; Sutherland .e28i06).

Looking at how research literature describes theireaof the construction of teachers’
professional identity, it could be said that prefesal identity is the result of a complex
interaction between the personal experiences ofhera and the social, cultural and
institutional environment in which they work on ailgt basis. This description indicates that
construction and development of teachers’ professicdentity is a complex and ongoing
process in which they are “combining parts of thgist, including their own experiences in
school and in teacher preparation, with piecehefgresent in their current school context”
(Feiman-Nemser, 2001, p. 1029).

Internal images of teaching and learning whichcamsidered essential in the development of
teacher identity, for instance, are the result tdreythy complicated process beginning with
the PSTs’ experiences as learners or during thveir schooling (Borg, 2004; Lortie, 1975;
Tyminski & Mewborn, 2006). In other words, identityonstruction for teachers is a
continuum with no clear beginning and end poimsgekd, images of teaching and notions of
what it means to be an English teacher could haem started long before they entered
teacher training or indeed ever formal schoolingttiBular experiences they encountered
during their childhood, for instance, might havestd their initial ideas of what it means to
be a teacher (See Soekirno, 2004), various exarphbich are presented in sections 7.1.1
and 7.1.2.

Literature on the identity construction of teachslows that teachers’ life histories are
fundamental to the development of teacher iderfige Britzman, 2003; Williams, 2010).

The way teachers teach or the way they approachgtuelents in class, for instance, is very
likely rooted from their life backgrounds — theilographies. Many researchers (such as
Caires & Almeida, 2005; Chong, Ling, et al., 208chepens et al., 2009) believe that
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student teachers’ implicit institutional biographie the cumulative experiences of school life
— could in turn contribute to a framework of refece for prospective teachers’ self-images.
As Britzman (2003) enunciates, “Because teacherge vamce students in compulsory

education, their sense of the teachers' world rengely established before they begin to
teach” (p.1). Britzman specifically emphasisesriie of teachers’ school biographies as an

important factor which shapes teachers’ identity.

An earlier study by Knowles and Holt-Reynolds (1p8&monstrated that what PSTs know
and believe about teaching is mostly formed fromsqeal experience and not from formal
courses, and that their pre-service experiencesfyamed and sometimes distorted by the
experiences and beliefs that have developed fragir thwn personal histories as school
students. Their studies have found that a PST'grajghy plays an important role in the

process of identity formation. To be more speciH&Ts’ early childhood experiences, early
teacher role models, previous teaching experierazas,view of the significant or important

people in their lives are some of the relevant tapgical categories that affect beliefs on

teaching and learning.

Such understanding can be traced back long tod'srfll975) seminal study on teachers in
two American urban schools, where he documented dffects of teachers’ long
‘apprenticeship of observation’. Tla@prenticeship of observatiatescribes the phenomenon
whereby PSTs enter their teacher training couragigb spent thousands of hours as school
children observing and evaluating professionalaation (Borg, 2004). The long hours of
observation the students have are considered aokiadprenticeship in teaching. As Lortie
noted, “There are ways in which being a studehkésserving an apprenticeship in teaching;
students have protracted face-to-face and consgaglierieractions with established teachers”
(Lortie, 1975, p. 61). Lortie further argued thatdchers’ images of, and beliefs about,
teaching are formed over years of prior educati@aderiences in family, classroom, and
school settings and that these images, along Withnfluence of significant others including

former teachers, exert a powerful influence onhieeg practice.

It is this ‘apprenticeship of observation’ that €tions as a distinctive feature of teacher
preparation compared to other professionals whereareas like law or medicine and who

have never been immersed in their future occupstibefore they sit through their
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professional courses (Knowles & Holt-Reynolds, 9% owever, this kind of advantage

also brings with it potential problems due to thetfthat “student teachers may fail to realise
that the aspects of teaching which they perceigestiadents represented only a partial view
of the teacher’s job” (Borg, 2004, p. 274). Thisame that students can only see certain
observable behaviours, e.g. monitoring, correctiagd lecturing; they do not see the
invisible ones (such as a teacher’s private inbeistiand personal reflections on classroom

events) which are a critical part of a teacherts jo

This partial observation might subsequently lea@$t® have ‘folk ways of teaching’, that is
“ready-made recipes for action and interpretatiat tlo not require testing or analysis while
promising familiar, safe results” (Buchmann 1987161 in Borg, 2004 p.274). Relying on
these methods of teaching means PSTs may notébpasition to be reflective and analytical
about what they observe, nor do they necessarirg bause to do so. In other words, PSTs
are likely to be less critical in what they haverseuring theiapprenticeship of observation

and take what they have seen for granted.

Borrowing the words of Britzman (2003, p. 26), tagrenticeship of observation could lead
PSTs to a state of “overfamiliarity of the teachipgofession”; that is when PSTs’
conceptualisation of teaching professions are datath by particular worldviews,
orientations, dispositions, and cultural myths \ahibhiey take for granted. Stereotypical
images or descriptions of teachers, ldaokish, brainy, like a nerd, a big head, meare bk
old maidare included in these worldviews. Several cultangths, like “teachers as experts”
and “everything in the class depends on the teatlme mentioned by Britzman (2003,
p.224) in relation to this kind of simplificationsathe result of an “apprenticeship of

observation”.

Although Lortie has been criticised for having maalegrand claim about the cultural
transmission of teaching practices (Tyminski & Mewh 2006), his 1975 sociological study
of teachingSchoolteacherwas influential in that it problematised the cdexity of teaching
and provided a framework for research on teachifbeand identity, and their relationship
to teacher learning and professional developmemurber of studies have been conducted

investigating PSTs’ prior experience and beliefsalation to pre-service teacher education.
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Some researchers have suggested that a key fad®8Tis’ decisions to choose teaching as a
career is their positive educational experiencepugsls, the influence of previous teachers
(both good and bad), experiences with their fasileand their own children (see Chong, Ling,
et al.,, 2011; Day & Flores, 2006). Flores and Dayigly found that while most participants
did not choose teaching as their first choice afeegr their prior experiences as pupils
seemed to play a significant mediating role inittentities that new teachers brought to their

first school teaching experience.

Some previous studies (e.g., Calderhead & Robs®91,1as cited in Kagan, 1992;
Whitehead, 2006) found that novice-teachers enténedpracticum with clear notions of
good teaching and preexisting concepts of ‘goodl d&ad’ teachers. These images and
concepts were related to their own classroom egpees as pupils as well as experiences in
their youth. Similarly, O'Sullivan (2008) and Cams (2011) also agree that teachers’
images and perceptions of what it means to beché¢eare based on their interpretations of
their continuing interaction with classroom congextn their studies, they focused on
examining how schooling experiences shaped teadbatity. They indicate that experience
gained in classrooms, notions of what teachindp@ug and the capacity to judge models of
good and bad teachers, enable prospective teaithemnstruct a predefined notion of what
makes a teacher, as well as what makgsaglteacher, an issue discussed at length in section
7.1. This source of observed knowledge is stremgttiewith professional or theoretical
knowledge as they undergo teacher education prag(®arghese et al., 2005), including the
practicum. The experiences during their teachenitrg courses may have shaped, for
instance, their professional expectations, motvesj emotions, and core beliefs about
teaching and learning. In the context of this siuahye of the aims is to investigate how the
teaching practicum experience in the context ofltig®nesian pre-service teacher education
program shapes PST’'s understandings on the notforyood English teachingand

professional English teachefsee sections 1.3 and 7.1)

A more recent longitudinal study by Chong, Lingdahuan (2011) looked at 166 PSTs at
the National Institute of Education, Singapore (Nl&nhd surveyed the participants to
investigate how the PSTs perceive the developmetitear professional identity at the point

of entry and exit of their 4-year undergraduatdiahiteacher preparation program. Their
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study revealed that the PSTs bring with them a&ékliefs that constitutes their emerging
sense of teacher identity, which has been influgreel formed by their prior experiences as

pupils and their observations of their own teachers

Considering the importance of these biographiesh& construction of teacher identity,
Knowles (1992) argues that teacher preparationrpromes should explicitly address and
examine students’ background experiences and timtial conceptions of teaching.
Otherwise, they possibly remain unchallenged, abiftstudents’ notions do not match with
the realities of classroom teaching when they ara @racticum they are more likely to run
into problems and might have some persistent agoing ‘misconceptions’ about teaching
later in their life. It is in the light of this tha substantial part of the data collection process

elicited biographical narratives from the particifsof this study.

3.4.2. Reasons for Being a Teacher

Preservice teachers’ decisions to study in thehtraeducation program represents a crucial
period in the process of constructing their pratesa identity. The process then expands as
part of a long trajectory in terms of development affiliation or disaffiliation with the
profession. This is generally defined as the precafslearning to teach — a time when
teachers construct personal ideas about being chgeawhich are elemental notions of
professional identity. This study is situated mgim the context of this important stage

where PSTs are learning to be real teachers dariegching practicum program.

Although teaching is not as popular as other psifes in Indonesia such as being a banker,
an accountant, a doctor or an engineer, it hasyai@en a well-respected profession in
Indonesian society. As an educator, it is the teaetho shapes the future lives of many.
Because of the ‘noble’ nature of teachers’ roledtucally the profession enjoys a special
status in society where people — for instance allysuegard teachers as their role models and
source of knowledge and wisdom (Tilaar, 2002). &cteer is a highly valued personality in
society and teaching is considered the most samddlistinctive profession. Here, teachers
are addressed by the title of ‘guru’, which starids ‘Sing diguGUlanditiRU’, that is
“somebody who deserved to be listened and modelteh” (Gandana & Parr, 2013, p. 8).
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Despite modernisation and the inevitable effectglobalisation, this cultural expectation
still exists in Indonesia, and therefore it hasalsy been a relevant and crucial issue to
explore why someone from the younger generatidincbiboses to be an (English) teacher in

today’s world.

| argue that exploring the reasons behind teachdegisions to enter the profession
contributes to the development of their initialdleers’ identity, and in the long run it affects
their commitment and retention in the professiorEaglish teachers. This is because one
cannot completely separate their personal selhas their professional selves when they
become teachers (Olsen, 2008). In other words sqmer'sonal histories prior to their decision
to enter the teaching profession might affectame ways, his or her professional identity as
a teacher. The personal history includes their umigersonal experiences which inspired
them to decide to study in a teacher educationrprogand later become a professional

teacher.

This argument corresponds to the model of the cacisbn of teacher identity proposed by
Olsen (2008) who argues that teacher identity & phoduct of a dynamic and holistic
interaction of multiple parts (see again FigureQne’s prior personal experiences, including
familial and schooling experience, are one of thpdrtant factors that affect this interaction.
This experience will subsequently affect multipleagsons for entry into the teaching

profession.

Literature suggests that there are certain comasores mentioned as to why PSTs become
teachers. For example, a sudy by Yong (1995) imyetstg PSTs motives for choosing a
career in teaching in Brunei context suggest thetinsic motives were the main
determinants for PSTs to choose teaching. The msasw other choice” (ranked first) and
“influence of others” (ranked second) were the mogiortant. Under intrinsic motives, the
important reasons were “ambition to become a teag¢henked third) and “opportunities for
academic development” (ranked fourth). Under dadtici motives, “like working with
children” (ranked fifth) was found to be the masipiortant reason. The findings indicate that

a large proportion of the participants gave reasonshoosing teaching which were extrinsic
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in nature. Such motives may have important implicest on their long-term commitment. In

the case of this study, some of these reasonseangibled in Chapter 6 (see section 6.2).

A mixed-methods study surveying PSTs’ reasons Fmosing teaching as a career in the
Australian context by Richardson and Watt (200&hidied five major factors which inspire
PSTs to choose teaching as a career. The fiverfamtate to social status, career fit, prior
considerations, financial reward and time for famih relation to the flexibility of time in
teaching, for example, one participant of this gtathtes, “Living in the country, teaching
offers the potential for a secure occupation. Blgtao having a young family. Relief
teaching offers part-time flexibility” (Richards@éWatt, 2006, p. 484).

In the Indonesian context, a qualitative study bgs&@ama (2010) explored the identity
formation of 20 high school English teachers in @alo in Indonesia. It found that the

desire to be a civil servant appeared to be thd mgmortant reason for PSTs to choose to be
teachers, while altruitistic reasons seemed toelsersdary. Although Basalama’s study only
investigated a small number of in-service teacheligdicated that many teachers enter the
teaching profession due to the incentive of finahcewards and the expectation of job

security.

In terms of sources of inspiration in relation twosing to be teachers, it is apparent that the
influences of significant othersduring the participants’ life trajectories affedtehe
participants’ choice to be teachers. Andersen, ClerMiranda (2002, p. 160) define
someone included in the categorysignificant othersas an ‘individual who is or has been
deeply influential to one’s life, or in whom one once was emotionally invested”. The
significant others in the context of these studies often the PSTs’ family members, their
past school teachers, and particular individualsndutheir childhood experience, examples

of which are seen in the data chapters (see segt®n

3.4.3. The Professional (English) Teacher: What Cous?

One of the objectives of this study is to inveskgdow pre-service English teachers
conceptualise the notion of the ‘professional Estglteacher’ (PET) in the Indonesian

context, and how this conceptualisation is consédi@nd reconstructed before and during
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practicum experiences (see section 7.1). It isefoee necessary to review how researchers
and ELT practitioners have defined this concepexisting literature. In this study, it is
argued that the PSTs’ perception of what consstthe “professional English teacher” is an
important factor which contributes to the constiuttand the development of theswn

initial professional identity as prospective teashe

The following review will highlight the Indonesiafeachers Law and teacher certification
programs in Indonesia as important background etétehich has made the notion of the
‘professional teacher’ the most important and dethassue in current Indonesian teaching
reforms. As discussed in the previous chapter Esstion 2.3), the notion of thguru
profesional(professional teacher) has been a popular ternurireist Indonesian educational
discourse. It has become the focus of attentianariy educational stakeholders in Indonesia
especially after Law no. 14/2005 was launched aiggrteachers and lecturers. This Law
can be likened to a big umbrella that legally petiethe teaching profession in Indonesia
(Jalal, et al., 2009). Unlike many years ago wleathers tended to be ‘legally neglected’ by
the government, this Law has now officially recagd the status oteachers as
professionalsholding the same status and respect as otherstablished professions in

Indonesia such as doctors, lawyers, and accountants

After the Law No. 14/2005 was passed, all teachae obliged to béguru profesional’
(professional teachers) defined as holding ceeasential qualities and qualificiations, who
could play their roles and responsibilities as leas well. Article 1.4 of the Law defines a
professional occupation as “a job or an activityf@ened by someone as a source of income,
which requires expertise, proficiency or skillsttinaeet certain quality standards or norms”
(translated from "Undang Undang Guru dan Dosen(520. 2).

Having reviewed how the Law describpmfessional teacherd, argue that the definition
applies to other similar notions used by reseascherthis field, such as ‘best teachers’
(Liando, 2010), ‘good teachers’ (Thompson, 2008)effective teachers’ (Phern & Abidin,
2012). Therefore, the term ‘professional teacherthis study may be used interchangeably
with other synonyms mentioned here. In this stadlyof these terms refer to the idea of a set

of essential qualities teachers hold in order toabde to play their roles as teachers
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successfully. These qualities would subsequentiblenteachers to gain recognition and
acceptance by the professional teachers’ commuetyhey have already met the expected
standards of being a professional (English) teadfmrthe purposes of the literature review,
| have intentionally used all the synonymous wateve as key words to carefully examine

how the literature conceptualises titefessional English teacher.

The notion of who is a ‘professional’ (English) ¢bar is not a simple one to discuss, as the
answers may be different depending on the contexd, perhaps it is even impossible or
pedagogically undesirable and unproductive to pet definitive description of professional
reachers or “the good teacher” (Korthagen, 2004pwever, some researchers (such as
Brown & Rodgers, 2002; Nunan, 1999; Thompson, 200&hadee, 2010) do attempt to
describe some essential qualities of a good Engéiabher, to enable ELT practitioners to

have a framework of reference in discussing whastitutes a good (English) teacher.

Some researchers attempt to describe the quatiti@esgood (English) teacher in terms of
competencies, skills, and knowledge. Thompson (2p08), for example, argues that “good
teachers should have a combination of strong tegcskills and positive personality traits.”
He seems to put more emphasis on the idea of sesental personal qualities, such as
having an “easy-going”, “relaxed” or “open mindadanner, to enable them to foster student
motivation in the classroom. He also states thatldanguage teachers should build rapport
by caring about their learners, demonstrating paéeand respecting learners. Good teachers
are also those who are well prepared, able to tsefgmopriate frameworks for their lessons,

and able to design interesting tasks.

In addition, Wichadee (2010) stresses that an @ffe¢teacher shows a wide range of skills
and abilities that lead to creating a conducivenie® environment where all students feel
comfortable and certain that they can thrive bathdamically and personally. To make
students feel comfortable, Foote, et al., (2000ci¢éesd in Wichadee, 2010) assert that
personal relationships are extremely importanttidents, and it is crucial for the teacher to

be close to the students and show interest in geggonal-emotional world.
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In the context of ELT, Nunan (1999) proposes thd@rgyuage teacher needs to have two
kinds of knowledge - procedural knowledge and datiee knowledge — in order to be an
effective language teacher. He further states dbalarative knowledge includes everything
teachers know and can articulate, such as knowlatget grammar rules. The procedural
knowledge refers to the ability to do things or Wiay how to do things, such as being able
to communicate in English, knowing how to plan tess and understanding how to conduct

work in pairs.

Korthagen (2004) explains that educational policgkers usually support attempts to
describe the notion of the ‘good English teacheiterms of a list of skills and competencies
(as reviewed above) as they generally focus onntipertance of outcomes in education. In
some countries, the government attempts to desdilgdish teachers’ competencies by
listing a set of teachers’ attributes to achievelaasyuage teachers, such as AFMLTA
(Australian Federation of Modern Language TeachAssociations) professional standards or
AITSL (The Australian Institute for Teaching andh8ol Leadership ) professional teaching
standards in Australia and ACTFL (The American Goluon the Teaching of Foreign

Languages) national standard for foreign languadecation in the USA This is also

happening in Indonesia where professional teacla#es described as having certain

standardised competencies as outlined in Law NOD5 on Teachers and Lecturers.

The law specifically stipulates that a professiotegicher should hold a required academic
gualification and a set of knowledge, skills andhdgour required to successfully perform
his or her professional tasks. More specificallyticee 10 of the Law states that the

competencies include “pedagogical, personal, soara professional competencies acquired

through professional teacher education” (transl&tea "Undang Undang Guru dan Dosen,
2005, p. 5). The description of section 10 of tlhevlfurther specifies that

pedagogical competency refers to the ability to agenstudents’ learning; personal
competency refers to strong, moral, wise and reéegdgeersonal ability to be a good
model for students; professional competency referthe ability to master lesson
materials extensively and comprehensively; anda@dmpetency refers to teachers’
ability to communicate and interact effectively agficiently with students, fellow
teachers, students’ parents/guardians, and neadmgmanity (translated from
"Undang Undang Guru dan Dosen," 2005, p. 29).
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Despite the phenomenon of the use of competenoiatescribe the notion of the good
(English) teacher, some researchers have raiseckomabout the validity, reliability and

practicality of such lists. Many have questioneckthier it is actually possible to describe the
gualities of good teachers in terms of competen(eg., Barnett, 1994; Hyland, 1994 as
cited in Korthagen, 2004). This question is rodtedn their understanding that being a good
teacher relates to complex variables and therefanaot be simply described with a finite list

of competencies.

While an understanding of the importance of idgnitit defining good teachers is growing,
existing literature on this issue is still domirthtdoy descriptions of the tangible
characteristics of good language teachers. My ptestudy therefore considers these
complex variables in problematising what constguge‘professional’ (English) teacher by
emphasising that the notion of the PET goes beylomdssue of competencipsr se Brown
and Rodgers (2002) introduces a combination of aham@cal component and a mental
component in the concept of being a good teacheannEFL class. The mechanical
component of a lesson includes the skills requii@dthe content of the lesson to be
presented in the most effective way for studentsjeasthe mental component encompasses

the teacher’s belief system about teaching andileguas well as the teacher’s personality.

Having reviewed the classic and some current moolieteachers’ education, especially in
terms of defining the essential qualities of godthdlish) teachers, Korthagen (2004)
proposes thénion Model(see section 3.3.1). As discussed in the previaesias, this
model stresses that the notion of a good teachseseto interrelated factors in various levels
— from inner to outer levels. The Onion Model atsmgests that the notion of the PET deals
with complex factors, often external to immediatevisible ones. It does not only deal with
tangible factors, such as environment and behayvibut also intangible ones, like the

teachers’ mission, identity, and beliefs.

3.5. Chapter Summary

This chapter has conceptualised one of the cembtadns within this study — therofessional
identity of teachers- and has discussed how it is understood, consttuotconstructed and
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enacted in a teacher’'s professional learning coatin The conceptualisation began by
acknowledging the multiple perspectives in therditere definingidentity and professional
identity. Yet, the chapter has clearly stated that professigaentity in this project is
understood as PSTs’ understanding of the idea at Wwhmeans to be a professional English

teacher in terms of its roles and responsibilities.

Central in this chapter is the notion that the reatf identity is not fixed; it is constantly
constructed and reconstructed when PSTs participéitethe persons and the world around
them, including in a teaching practicum. It is a&ssential in the chapter's argument that
one’s understanding of what it means to be a taaishékely rooted from personal and
school biographies and experiences, as well asriaivation to be a teacher. These themes
emerge in the participants’ accounts of their pcach experiences, as we will see in
Chapters 6, 7, and 8.
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IV.  UNDERSTANDING THE TEACHING PRACTICUM

Learning to teach is not a mere matter of applydegontextualized skills or of mirroring
predetermined images; it is when ones's past, pieaad future are set in dynamic tension. Learning
to teach - like teaching itself - is always theqass of becoming: a time of formation and
transformation, of scrutiny into what one is doiagd who one can become.

(Britzman, 2003, p.30)

The following sections discuss the strategic fuorcdf the teaching practicum within a pre-
service teachers’ education program. It will hiptighe role of the teaching practicum as a
place for real professional learning as well asnaportant context which not only nurtures
PSTs’ construction of identity, but also plays tert of a place of transitwhere a PST
transforms themselves from being a university stade becoming a ‘novice-teacher’. The
next section will specifically review the practicuas a site of strugglewhere PSTs
experience tension, conflicts, and dilemmas. Ifakowed by a section which reviews
Wenger's (1998%ocial theory of learningnd his concept afommunity of practicevhich
functions as one of the major theories appliedndeustanding how participants of this study
understand, construct, and develop their initiackers’ professional identities during the
practicum at Riau University. The chapter concludggonsidering ideas of what a good or
conducive practicum could be like to support andure PSTs’ professional learning and

construction of identity.

4.1. Situating the Practicum within the Teacher Traning Program

It is important to note at the beginning of thisalission that the practicum is not a physical
space. It is a virtual place in which PSTs undehgoprocess of becoming a teacher within a
real school setting. It covers both tangible ardrigible aspects of teaching practice and the
practicalities of being a teacher. This ranges fibe teaching experiences the practicum
provides, to learning how to prepare the lessangetting to know the students, to managing
classrooms, to working alongside mentor teachers iclassroom setting, and to being

welcomed by future colleagues into the broadertegccommunity (Uusimaki, 2009).
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As mentioned above, the teaching practicum is @&ralecomponent within a PST education
program. It is a crucial period in the PSTs’ joyrne becoming teachers as it provides ample
opportunities for them to learn to teach in a stisetting and work under the supervision of
an experienced (mentor) teacher as well as a wilyexdvisor. It is considered important as
it is the time “when theory meets practice and garodmeets reality” (Fallin and Royse,
2000 in Pungur, 2007, p. 267). It is here thatRI8d's experience the real world of being a
teacher, and the ‘real ground of knowledge produttiohnston, 1994), where they bring
theory into practice including having opportunititss develop skills for designing lesson

plans, delivering the lessons and classroom managem

Students regard it [practicum] as the ‘trial byefirthe test of being ‘real experience’
through which they will finally know whether theyamr survive as teachers and an
opportunity to consider their desire to even bectoeaehers. (Danielewicz, 2001, p.
48)

The belief of the importance of the teaching practi for developing knowledge and for the
PSTs’ professional learning opportunities is firmmboted in the works of Dewey (1933),
Vygotsky (1978), and Lave &Wenger (1991). Deweyhtights that developing knowledge
(including knowledge about how to teach) is mofeative when the learner engages in real-
life situations. This complements Vygotsky's soc@nstructivism where knowledge is
constructed by a socially shared arrangement. ftet gaining knowledge it must be put into
practice to test the value and applicability of slkmowledge. This social construction of
knowledge is then corroborated by Lave and Weng@®X, p. 4) who views “learning as a
social participatioh; that is, learning is situated in particular plegéiand social contexts and
distributed across the individual, other persons, @ols within communities of practice. The
essence of social theory of learning by Wenger laank (1991) is on the belief that the

genesis of learning lies in social interaction bew people rather than in individuals’ minds.

4.1.1. Teaching Practicum as a Community of Practice
As discussed earlier, the success of the teachiandipum is central to a pre-service teacher
education program. This is not only because thehiag practicum is considered the first
official site where PSTs encountereal school atmosphere, but more importantly because it
provides PSTs the chance to work with a school conity as a place where they are

expected to construct a new identity — the idertitya teacher. It is therefore the teaching
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practicum is considered a type of community of pcac The practicum provides PSTs a
community in which they engage and participate witambers of school community to

develop their sense of being new teachers.

The identity of PSTs are further reshaped as thaguglly assume and define the role of the
teacher through the teaching practicum, and devdlmgr conceptions of teaching

(Danielewicz, 2001; Richards & Farrell, 2011). Atetsame time, the practicum also
functions as a place of socialisation for the P&Mere they undergo “a process of becoming
a member of a specific group, the teaching probessfFarrell, 2001, p. 49). It is a place

where PSTs engage and collaborate with their mgniocumbent teachers, and other
members of school community, so that they can r&itheir identity in transition smoothly.

Some prior studies have investigated how the pmactiis identified as a specific site of

struggle of PST'’s identity development (see, fatamce, Chong, Low, et al., 2011; Trent,
2010, 2013; Varghese et al., 2005)

Drawing on the theoretical framework of ‘identity-practice’ by Varghese et al. (2005)
which describes an action-orientated approach tdenstanding identity, | argue that
Wenger’'s (1998, p. 163) notion of identity constimic as “an experience” can be used as
one of the theoretical frameworks underpinning tudy. It is argued that PSTs construct
and reconstruct part of their initial teachers’ ritiées through their participation and
engagement with the school community during thesicficum experience. In other words,
the process of learning to become a teacher duhiagteaching practicum can be more
effective as learning takes place through parti@pain communities of practice — in
workplaces as living social communities — and aifos full participation in authentic

contexts (Lave & Wenger, 1991).

The community is regarded as the basis of manyesstal practicum stories (Walshaw,
2009). Although the notion of a ‘community’ is elles complex, and therefore cannot be
taken for granted (Chowdhury, 2008), generally kpgpit rests on interactions between
contexts and people:ralationshipbetween settings and the people within those gsttifio

use Black’'s (in Niven, 2013) definition, the comnitynis a group of people who share
values, activities, hopes and dreams. In the coraéxhis study, a sense of community

develops from PSTs’ shared understandings of réispemles and an agreed upon meaning
’f/



of pedagogical practice with their mentor teachemsjversity advisors, and school

administrators during a practicum (Smith & Lev- A2005 as cited in Walshaw, 2009).

Within the practicum, mentor teachers are key pkaye establishing the kind of community
that will nurture and facilitate the developmentaof effective teacher (Darling-Hammond,
Chung, & Frelow, 2002 as cited in Walshaw, 2009)ey will not only contribute to the
professional learning of the PSTs, but also infagerhow’, and indeed ‘if’, the PSTs’
commitment to teaching will be sustained. SuccésBfsiTs, as Sinclair (2008, cited in
Walshaw, 2009) observes, are those who work wighprofessional community of shared
knowledge of, and shared thinking about, pedagogietice. They are also those who are
assisted both practically and emotionally througinspnal and systemic support during the

practicum.

In Wenger’'s (1991) words, it could be said that phefessional community which exists in
schools where student-teachers conduct their prantis acommunity of practice (CoP).
This term was first coined by Lave and Wenger (398%heir study ofsituated learningn
the context of five apprenticeships: Yucatec midgiv Vai and Gola tailors, naval
quartermasters, meat cutters, and non-drinking halazs; it is now applied to other
professionals, including teachers. Older cognitivedels assume learning is ardividual
process that is best separated from other actvitiel where the pupil learns from teachers.
In contrast to these perspectives, Lave and Wed§érl) argue that learning sstuated that

is, it takes place as it normally occurs and is etaledwithin activity, context and culture.
Learning is best taken place through observation l@arning from other learners; and
therefore, it is social (Andrew, 2005). In otherrds, learning is a process of participation in
communities of practice, participation that is tfiperipheral but that increases gradually in

engagement and complexity.

Wenger later significantly expanded on this concephis 1998 book,Communities of
Practice: Learning, Meaning, and ldentityih this book, Wenger proposedacial theory of
learning which stresses learning as situated in particpleysical and social contexts and
distributed across the individual, other persoms] #ols withincommunities of practice

(2998. In other words, this social theory of learningeraphasises the essence of situated
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learning which views learning as a social phenomeexisting in the context of our lived
experience of participation in the world. From therspective, therefore, learning to become
a teacher cannot solely rely on theories in thesttgom during pre-service teacher education
programs; what is more important is also the gaestf how to learn and acquire that notion

through meaningful contexts, which in the casehf $tudy is teaching practicum.

In its broadest sense, Wenger (1998) defines aasaPgroup of people who share a craft or
a profession. It is through the process of shanifigrmation and experiences with the group
that members learn from each other, and have armryty to develop themselves
personally and professionally (Lave & Wenger, 1991)s also a community formed by
people who engage in a process of collective legrin a shared domain of human
endeavour. In communities of practice, groups aippe share a concern or a passion for
something they do and learn how to do it bette¢hayg interact regularly (Wenger, 2006).

In the case of this study, PSTs at Riau Universaty be said to have formed a CoP through
their engagement in their teaching practicum pnoguader unified aims and objectives. The
group of people here are mentor teachers, uniyeasivisors, student-teachers, parents, and
school administrators. They work collaborativelyidg the PST’'s practicum experience in
an environment of both micro and macro contexte (@se study boundary in section 5.1).
They interact, share information, and engage with gracticum program. The interactions
within this community of practice provide studee&thers the opportunity to construct or
reconstruct their professional identity as novieaehers. In the context of this study, the
interaction among members of this CoP has the patei shape and reshape the PSTs’
understanding of what it means to be a professignglish teacher as well as their views on
the notion of good English teaching (these two teethat will be discussed in more detail in

sections 7.1 and 7.2.)

Wenger (1998) highlights thatractice here includes both the explicit and the tacit; tiba

said and what is not (see section 3.1 for Foucanlbtion on silence as discourse); and what
is represented and what is assumed. It also insltiee“language, tools, documents, images,
symbols, well-defined roles, specified criteriadified procedures, regulations, and contracts

that various practices make explicit for a variefypurposes” (Wenger, 1998, p.47). This
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means that all documents related to the teachiagtipum, for example, like syllabi, lesson
plan, curriculum, school rules, students’ portfolimd other relevant means are considered
the kind ofpracticewhich systematically interplay and affect the PSJisifessional identity
during their teaching practicum experience.

Wenger (1998) further adds that the practice alsdudes the discourse by which the
“member creates meaningful statements about th&lwas well as the styles by which they
express their forms of membership and their idiestias members” (Wenger, 1998, p. 83).
As previously mentioned, the discourse here rdfel®th explicit texts and a condition when
utterances are absent (silence). Therefore, thamiynof discourses produced during the
teaching practicum among members of the CoP affieet process of student-teachers

becoming new members of the community of teachessteols.

Together, the different facets of the teaching ficam as a community of practice can be

visualised in the following figure:

\

elearning as
belonging

elearning a
becoming

Communitv Identity

Teaching
Practicum

Meaning

Figure 4. Teaching Practicum model as a community of pcacdopted from Wenger’s

(1998, p. 9) components of a social theory of leayn

Adopting the elements of a community of practicegnger (1998), the figure above shows
that the teaching practicum can be seen as caongistiat least four interrelated components:
meaning, practice, community, and identlBach component has its own specific focus but

they are interconnected elements and mutually idegn In this study, these components are
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understood as a useful analytical framework to tstdad the complexities of PSTs’
experiences when they navigate their journey toofmdtg novice teachers during the

teaching practicum.

This framework means that the PST wofitdt learn and struggle faneaningduring their
teaching practicum experienddeaningin Wenger’s (1998) words refers to a way of tadkin
about our (changing) abilities — individually andllectively — to experience life and the
world as meaningful. In the context of this studyeaningcan be defined as the PSTs’
understanding of themselves as teachers, theiron®tiof ‘good teaching’ and the
‘professional (English) teacher’, and their knovgedand skills as novice-teachers. In other
words, in the context of searching for meaning, tdaching practicum is clearly a place for
professional learning (the notion of teaching pcach as a place for professional learning is

elaborated in section 4.1.2).

Next, the component giracticewithin the teaching practicum emphasises that thetgum
would also lead PSTs to scenarios where they cehlare their historical and social
resources, frameworks, and perspectives in ordasustain mutual engagement during the
teaching practicum program. This means that regasdbf the fact that student-teachers are
newcomers to the community, they are assumed tableto share parts of their resources
and past life experiences (biographies) when thégract with other members of the CoP.
However, unlike the original community of practicgodel proposed by Wenger, in the
context of this study this resource sharing mighime in a different form because of
embedded power relation issues between PSTs withobmentor teachers, as we will see in

section 8.1.2.

The ommunityis another component of the teaching practicuncolild be said that the
collaborative work and engagement processes betW&rs, students, mentor teachers,
university advisors, school administrators, ancept come together to form a community.
As newcomers, PSTs would first adjust themselvesht® new community (of English
teachers) and ultimately struggle for a sense lafnggng to this community. As discussed in
the preceding section, the point at which they aega sense of belonging to this English

teachers’ community is the point where they cowdddygarded as havingcallective identity

81



(Danielewicz, 2001), and therefore considered (ome ways) to have successfully
transformed themselves to be novice-teachersidrstady, | look into various ways in which
individual PSTs experience this transition andgpecific factors influencing the success (or

failure) of this transition.

The last important element is that the teachingtgmam can be seen as the site for PSTs to
struggle towards theiidentity, in learning to become professional teachers Tr2010;
Varghese et al., 2005). Wenger (1998) maintainatléarning and identity were inseparable,
and that learning within a community of practicesveaprocess of constant construction and
reconstruction of identities. In the context oftidentity construction, Wenger (1998, p. 660)
argues that identity does not lie only in the wapeaison talks or thinks about himself or
herself, or only in the way others talk or thinkoab him or her, but in the way identity is
lived day-to-day. Wenger proposes that identitiesfarmed amid the “tension between our
investment in the various forms of belonging and alhility to negotiate the meanings that
matter in those contexts”. Therefore, this studyp ahvestigates the tensions experienced by
pre-service English teachers in constructing thefessional identity (examples of which we

will see in Chapter 8).

Many studies have found that PSTs experiencedfiignt tension and dilemma when they
undergo their practicum program and or their preise teacher education program (for
example, see Alsup, 2006; Kostogriz & Peeler, 200#tzeko & Wright, 2010). Many
studies have found that PSTs experienced signtfitansion and dilemma when they
underwent the experiences of their practicum nogrand/or their pre-service teacher
education program (for example, see Alsup, 2006stégriz & Peeler, 2004; Viczeko &
Wright, 2010). The tension generally occurred as phatheir experience in their search for
meaning as beginners in the teaching professioAldap’s (2006) longitudinal study on six
PSTs in the context of American pre-service edooatior instance, the PSTs experienced
tension as they did not really know what they stodb as “new teachers” and how to
negotiate between their personal selves and thefiegsional selves during their teacher
education program. This can be seen, for instamdeen the PST had more difficulty

establishing their “selves” in a position of auihwin the classroom because they had never
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experimented with such a role before. The tensiso appeared when the PSTs had to deal

with family and their teaching career

In many cases, the PSTs have to negotiate, resmaghaeinterprate some existing roles,
beliefs, and notions ascribed to teaching and iegrthat they already hold. The tensions
sometimes also relate to the gap between theorypeaadice (Allen & Peach, 2007; Lugton,
2000); power relations between students teachetghaeir mentors or the school authority
(Trent, 2010); the minor age difference betweedestts and PSTs (Syahril, 2012); and the
‘incomplete status’ of PSTs as teachers (see sectbl.3 for a further review on the

practicum as a site of struggle).

These tensions and dilemmas imply that identitynftion takes place through a dialogical
process in which experience and its social intrgpien mutually inform each other. In the
case of this study, how the pre-service Englistthtees construct knowledge — about the
teaching profession, what it means to be a teaamerhow they understand the notion of the
profesional English teacher — are “negotiated & ¢burse of doing the job and interacting
with others” (Wenger, 1998, p.146) during theirct@ag experience in the practicum

program.

Another significant feature of Wenger's (1998) them the context of identity construction
is his description of the three dimensions of bging and sources of identity formation
(becoming — engagement, imagination, and alignment. Theseemkions can also be
explored during the teaching practicum. Engagendeats with the strategies employed in
the social and contextual situations people expeeg covering mutual participation (or
choosing not to participate) in meaningful actasti and interactions. Examples of
engagement in the case of this study can be, &iamece, when PSTs design lesson plans,
when they prepare teaching materials, when theghtea the classrooms, or when they
evaluate the class under the supervision of theimtor teachers and university advisors (see

section 8.1.3 for more examples).

Yet, another mode of belongingimagination.lt is the area of goals and expectations where

we create “new images of the world and ourselv&¥erfger, 1998, p. 176). Visualising
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themselves as belonging to the real English teathemmunity at the school where they are
conducting the teaching practicum is part of thiscpss of imagination. Rosetto (2006)
explored both the idealised and the actual pagimp of nine PSTs in a school community
in terms of their imagined persona as pedagoguerdefnd after the teaching practicum.
This study suggested that in addition to reflectiam diverse real teaching and learning
situations, prospective teachers also visualismseé/es as belonging to so called ‘imagined
communities’ (Anderson, 1991). This means that ag pf their professional identity

construction, PSTs are also trying to visualisemtbelves as belonging to the imagined
‘English teachers community’ which is believed tisé outside of just their individual

school community.

The last dimension ialignment This describes a process of coordinating persgecand
actions and finding common ground from which to @ctSmith, 2006). This relates to “the
extent to which members of CoP coordinate theirgias and activities in order to fit within
broader structures” (Wenger, 2001, p. 163), allovithme identity of a larger group to become
part of the identity of individual participants. iShmeans that in the context of PSTs’
transformation in becoming novice-teachers, the P&ould try, for example, to adjust
themselves in accordance with the values and stdratales of conduct within the English
teachers’ community. They will align themselves toy, example, working like professional

English teachers or by speaking like professiomgjli§h teachers.

In the context of this study, the frameworks pragbby Wenger (1991), Wenger and Lave
(1998), and the notion of ‘collective identity’ bPanielwicz (2001) are particularly
instrumental in understanding data from participaiot answer Research Question b - how
the PSTs experience the transition in identity fleeng student-teachers to novice-teachers
during the teaching practicum. Their learning tacte experiences are analysed on the basis
of their interactions with members of school comityrtheir participation and engagement
with all activities during the teaching practicumcluding through teaching and non-teaching

roles they play (see Chapter 8 for detailed anglysi

In short, the complex nature of experiences PSts faithin the teaching practicum as a

community of practicevould facilitate the construction and developmdrtheir professional
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identity. It is through a complex process of int¢i@n, engagement, participation, reification,
imagination, and alignment that they construct esmbnstruct their identities. They progress
from newcomers to becoming old-timers with a grayéense of professional identity. This
study, among other issues, looks at these elenoéritee CoP within a teaching practicum
program and how these elements shape PSTs’ viewseartransition from a student-teacher

to a novice-teacher over the four months of teaghiacticum.

4.1.2. Teaching Practicum as a Place for Professional Leaing

The significance of the teaching practicum in teacher education program also lies in its
role in providing PSTs opportunities to have reehal life experience to support their
professional learning as prospective teachers. prheticum is systematically designed to
prepare prospective teachers with knowledge, vaklmd skills for becoming good teachers.
The termknowledgehere is used to also include disciplinary contergubject knowledge, as
well as pedagogical content knowledge or knowlealgkow to teach (Wilke, 2004 as cited
in Chong, Wong, & Lang, 2011). During the progrd$Ts will learn, for example, common
topics that include classroom management, lessanspland professional development.
These sorts of skills would be useful for the basitheir quality of practice later when they

become in-service (professional) teachers.

The accumulation of PSTs’ professional learningegigmces during the teaching practicum
is expected to have a significant impact on theettgament of their skills and competency
when they become new teachers. To put this in Wén§&998, p. 173) words, PSTs are
expected to arrive at “regimes of competence”, wileey hold “signs of competent
membership of a community of practice” which woubdlude the ability to “engage and
establish mutual relationships with other membefs tlle community; take some
responsibility and accountability for the ‘entegeriand its functions; and use a ‘repertoire of

practice’ through participation in the historicaptices of the community”.

Professional learning can be generally understsaahg activity or program designed within
teacher education that aims to prepare PSTs tonteequofessional English teachers in the
future. However, it does not have to be undersm®domething that occurs outside normal

work as PSTs. It could also be seen as somethingt RS8Tsdo daily in their school
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placement — that is, when they reflect on theichézsy practice, work together and share
ideas with other members of the school community] strive to improve their students’

learning outcomes (Morrissey, 2000).

In terms of this professional learning, the impoce of the practicum to the teacher
education program relates to the range of expezgrad activities involved in the process of
learning to teach. It is through engagement wigsséhkinds of experiences that PSTs are
offered opportunities to develop and gain new skilhd knowledge for their professional
learning; and later these experiences lead thethet@ate of a teaching career. In addition,
Richards and Crookes (1988) assert that the gbahedeaching practicum for PSTs include
gaining practical classroom experience; applyireptit and teaching ideas; discovering from
observing experienced teachers; expanding awarerfidssvy to set goals; and questioning,

articulating, and reflecting on their own teachargl learning philosophies.

In relation to the professional learning, many &adhave confirmed that the teaching
practicum significantly functions as the first cextualised site to gain various knowledge
and skills in learning to be a teacher (see Al-das#l-Barakat, & Al-Hassan, 2012; Farrell,
2001; Grootenboer, 2005; Hascher et al., 2004; stohn 1994; Sevki, 2010). A study by
Sevki (2010), for instance, investigates the retethip between PSTs’ teaching knowledge
and self-rating of competencies and their practicexperience by using the Teaching
Knowledge Test (TKT), the Teacher Competency Saald,an open-ended questionnaire as
instruments. The participants of this study wernertlo year students in the Department of
English Language Education of the Faculty of EdocatMugla University, Turkey. The
results of the TKT and Teacher Competency Scalevetiothat the preservice teachers
acquired means above the average. The quantitatiwa suggested that the teaching
practicum experience do matter as context which ingsacted their novice teachers’

competencies.

In the Indonesian educational context, a recenttadakc study by Kuswandono (2013)
investigated how 13 PSTs understood their owntityeas prospective teachers and the
ways they interpreted and made meaning of theimieg and experiences through their

reflections during the practicum. In terms of pesienal learning, his study revealed that
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most PSTs reported that their sense of personéditigeas ‘novice teachers’ - such as caring,
being patient, and showing enthusiasm — had saaifly developed during the teaching
practicum. In terms of the quality of caring, thaly seemed to position it as their primary
goal in education. Realising the importance of geascaring in being a good teacher, the
PSTs expressed the view that “teachers should lkanmvappreciate their students’ needs.
They should be inspiring and motivating for thdaurdents, and they should be adaptable to

the diverse range of students they will meet inrttlassrooms” (Kuswandono, 2013, p. 209).

An earlier study by Johnston (1994) investigatiogvieight PSTs in Australia perceived the
process of learning to teach during their schosledateaching practicum revealed several
specific ways of pre-service teachers undergo thofessional learning during the

practicum. The participants of the study reportedt tthey began to grow their teaching
competence during practicum by setting goals duthmgr practices, modelling, gaining

experience, developing routines, and trial-errorirdy the practice teaching experience.
Although they did not show a consistent and lirdg&relopment, most of the PSTs admitted

that they felt more confident to teach only wheeytiwere about to finish their practicum.

As described in the previous section, it is impairta note that the teaching practicum should
not be viewed solely in terms of the transfer obwtedge and skills to aspiring teachers, but
also as a period of socialisation of the PSTs alt@spects of the teaching profession both
outside and inside the classroom (Farrell, 2001)wal as “a crucial period of teacher
identity construction” (Walshaw, 2009, p. 555). Shiiew is consistent with Britzman’s
refutation of the reduction of teaching to the a&gilon of decontextualised skills and
predetermined notions — rather, learning to teaskafvays the process of becoming: a time

of formation and transformation” (2003, p. 31).

Such identity construction is possible preciselgéuese the teaching practicum serves as a
strategic program that facilitates student-teactrarssforming themselves from being ‘purely
students’ to ‘beginning teachers’. The process hoé development of identity can be

visualised in the following figure:
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Figure 5. Development of professional identity in pre-seeviteachers (adapted from
Beauchamp & Thomas, 2006, p. 9)

The figure above suggests that student-teacherg ¢ona teacher education program not
empty handed, but with a wealth of valuable pageernces as learners that enable them to
work within a student-based identity that continsigudevelops during the teacher education
program. The nature of this teacher education dedniature of the teaching practicum
program function as points of intervention, whicansform their student based identity to
professional identity through the integration ofdhes into practice in the practicum

contexts.

Danielwicz (2001, p. 113) maintains that the teaghpracticum is supposed “to help the
students cross over the border forever, to livedensnd join the collectivity of teachers”.
Danielewicz furthers argues that when a studerta crosses the border, they are
considered to have been able to construct twiective identityas a teacher. The collective
identity is generally defined as an individualsise of belonging to particular group — in this
case, the community of (English) teachers. It stieideas on what binds them as members
of this professional group and the affinities falt, not felt, by them compared with other

professional communities.

In relation to the issue of PSTs’ collective idgnformation as discussed earlier, apart from
student-teachers’ engagement and participatiomduhe teaching practicum, their earliest
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collective identity also emerges from societal anttural notions of teachers and teaching
(Chong, Ling, et al., 2011). This includes certsocietal expectations of PSTs to develop, for
example, prescribed standards and basic competetho@sg their pre-service teacher
education (Schepens et al., 2009). In the Indonesatext, the factors that have shaped the
PSTs’ initial collective identity might include pele’s notions of what constitutes a ‘good
teacher’ (such as being a good role model for tekidents), and a set of standards and
competencies for professional teachers written entatn government legal documents
relating to current Indonesian teaching reformsaftthet al., 2014). This issue is looked into

in depth in section 7.1.

4.1.3. Teaching Practicum asa Site of Struggleand Identity in Transition

This study considers PSTs as person in a statéeotity-in-transition — from novice would
be teachers to novice in-service teachers. Thisitian to becoming a novice-teacher within
the teaching practicum is a highly complex process| can be seen as the PSTs’ ‘struggle
for voice’ (Britzman, 2003, p.3) — a time when td3STs are struggling to find meaning or
make sense of their journey to becoming new teadtering the practicum program. Indeed,
studies have shown that many PSTs experience iti@nshock’ during this period when
they experience a feeling of not having adequaiedypared for dealing with the complexities
of problems they face during the teaching practi¢ee® Kanno & Stuart, 2011; Korthagen,
2001). Kanno and Stuart's (2011) study investigated two graduate students at a US-
based teachers training instituition transformesirtidentities from students to new language
teachers throughout teaching practicum. Their stidevealed that moving from the identity
of a graduate student to that of a teacher is cexaplot a quick and automatic transition,
even for individuals who have made a clear commitnte make that transition. Many
students experienced a kind of cultural schockBAtman (2003, p. 27) states, “The first
culture shock may well occur with the realisatioh tbe overwhelming complexity of
teachers' works and myriad ways the complexity sskad and understood”. Another
researcher (Achinstein, 2006, p. 123) also calks $skage a ‘practice shocki which these
beginning teachers find a conflict between thedaidview of what it means to be a teacher

and the reality they experience when starting thesir real-life teaching experience.
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One reason for the shock might be that PSTs aen afbt adequately prepared in their
teacher education to be confronted with the chg#lera teacher has to cope with in a real
classroom. Another reason could relate to lackffafaey perceived by the PSTs during the
teaching practicum - which is normal as they aitkistthe early process of learning to be a
teacher. A study by Kelchtermans and Ballet (2002¢stigating how 14 beginning primary
school teachers in Belgium socialise and experi¢nei first year of teaching suggests that
the new teachers usually want to do a good jobiavekt time and energy into their work,
while at the same time they feel vulnerable in trof their own limits of competence.
Although the study did not investigate PSTs, it liegh that the same vulnerability is
experienced by PSTs during a practicum. This valpiéity is elevated by the degree of
visibility of their teaching practices in that theye subject to ongoing observation and
assesment by mentor teachers, the principal, areh{sa both in their classroom and in the

school at large.

A qualitative study by Trent (2010) investigatir@thing practicum experience of eight pre-
service English teachers in Hong Kong indicates plagticipants constructed rigid divisions
between the different identity positions that thegk on, resisted, and rejected during their
teaching practicum experiences, and that relatlmtsveen these identity categories were
often characterised by antagonism. The study &geals that an important tension for PSTs
lies in the dissociation between school and unityeourses. One participant, for example,
reported that he had experienced conflict and ¢ensthen trying hard to be a ‘creative
teacher’ as their university course suggested,thmitreality they found in their placement
school led them to be ‘robot teachers’. “We ara struggle because during teaching practice
we have to be robot teachers because schoolsstahai we have to do all the textbook

exercises, exams, grammar structure,” one particigtated (Trent, 2010, p.5).

In the Indonesian context, a report by Syahril @0ihtroduced a breakthrough in PSTs’
professional learning experience conducted at gm@mp®erna School of Education (SSE)
based in Jakarta — Indonesia, where PSTs wereviewah a series of school experiences
each semester during their pre-service teacheratidncprogram. Syahril found another
reason for this shock was the minor age differenesveen PSTs and their ‘students’ at

school. This is because the PSTs have had justigied from their senior high school and
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seemed to feel strange and lacking in confidencenwthey are called ‘pak or bu’ (sir or

madam) by their school community members.

Rather than reviewing these examples of confusgopaential barriers which could hinder
the development of PSTs’ professional identity,tBnan (2003) views them as positive
factors in the PSTs’ experiences. He believes tilhtof these seemingly unwanted
experiences of the PSTs’ transition to new teacAersmportant contributors to the process
of knowledge construction for would be teacher® afgues, “Mistakes, misrepresentations,
confusions, conflicts, and little gifts of erroneaall crucial to the stuff of understanding and

constructing of knowledge” (Britzman, 2003, p. 2).

This recalls the work of Fullers and Brown (1978)hose model of PST development
suggested that novice-teachers would normally béggir professional development with
this kind of shock and eventual feeling of surviaéfore they are gradually able to cope
with teaching (strategies, techniques, contents] approaches) and finally have more

concerns about students’ needs and successes onging about themselves.

A longitudinal study over three years by Danielem2001) of six undergraduate students
exploring the complex process of becoming teachaggest that the relationships and any
engagement made by student-teachers with theiranéeéchers, university advisors and
school administrators within a teaching practicum @nportant because “interactions with
authoritative figures powerfully affect who we bew® and how we think about ourselves”
(Danielewicz, 2001, p. 77). This can be clearlynsé®m the story of a student on her
teaching practicum experience (Danielewicz, 20@tplling the development of her newly
formed perception of herself as an insider - ategadhrough the reactions of other teachers
who treated her as a teacher. The nature of this studenterantions with her mentor
teachers, university advisors, and with school adstrators significantly affected her sense

of being the ‘insider’.

The interaction of PSTs during teaching practicamat only limited to members of school
community as mentioned by Danielewicz (2001); mldoalso include students’ parents and

the broader society outside the school. A verymestudy by Seban (2015) exploring the
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impact of practicum in multigrade classrooms inatuareas in Turkey found that the pre-
service teachers’ identity was constructed not asly result of their interaction and dialogue
with mentor teachers or students, but also wittagérs who explicitly treated them as real
teachers in contexts outside the school.

This kind of social categorisation experience, adicg to Danielewicz, is an example of
“instances when other people recognise you as abeemf a group or not” and “are
especially relevant in constructing professionaniities” (p. 112). In the later chapters of
this study, we will discover how the research pgvtints cross the border from having a
student’s identity to being a part of a ‘collectiigentity of professional teachers and in what
ways their interactions with other members of s¢lr@onmunity have shaped and reshaped
their novice-teachers’ identity.

Two other studies (Caires & Almeida, 2005; Mers&@bmmer, & Dickstein, 2008) confirm
that there is a significant influence of teachimggbicum on the development of students
teachers’ professional identity. These studiesaesgely investigated 224 student-teachers
in Portugal, and one group of graduate studentslledrin a teacher education program at an
Ivy League university in the United States befard after their teaching practicum. The first
study found that the the practicum prepared theseetes to teach in a more competent and
autonomous way, as well as to deal with the sawdtitutional challenges of the profession,
such as communication with the different elemeritshe educational community and the
context of the school dynamics.

The latter study also revealed that the persorhpanfessional identities of these individuals
affected - and were affected by - their experierinethe urban teaching practicum. It was
found that “as the professional identities of thewav teachers developed, the personal
identities that they brought to the process ofrigy to teach were challenged and sometimes
redefined” (Merseth, Sommer & Dickstein, 2008, R).9rogether, these studies imply that
the teaching practicum does matter as an impodamtext which would affect elements of
PSTs’ professional identity, such as affectingrtiself-concepts as teachers as well as their
notions of teaching, professional teachers, aimbbdgood teachers’.
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A more recent longitudinal study by Chong, Ling, Ghuan (2011) on 166 PSTs at the
National Institute of Education, Singapore (NIEhvestigated their perceptions about
teaching before they embarked on the initial teagheparation program and to explore the
changes in their perceptions at the point of gradndrom the program. Their survey results
at the exit point (graduation) showed that PSTste@gtions of the teaching profession and
their values about teaching significantly changedoositive ways after four years of the
teacher education program. The study, however, suggested that there was a significant
decline in PSTs’ personal efficacy as a teachethatexit point compared to their entry
survey data. Although the study did not explore tdwdually happened with this variable, for
the PSTs this aspect of identity was particulatynerable to change from one practicum
experience to the next, as each school placem#atetl widely. Some of these contextual

variables are discussed in Chapter 8.

The teaching practicum, however, might not be &dblmeetall expectations of PSTs, nor is
it even able to successfully support student-tegcteemove into being novice-teachers (L.
Grudnoff, 2011). Unsuccessful stories of the teaghpracticum might result from several
factors such as unqualified mentors and supervisardack of support from school
authorities, or ‘negative’ school cultures. A stuioly Farrell (2001) investigated how one
trainee teacher experienced the socialisation peot@ become a novice teacher during a
practicum in a Singapore language teacher educatiogram. It indicated that the teacher
encountered certain problems, including uncleagsliof communication and weak support
structures for trainee teachers at the school dutte socialisation process. The lack of
support the teacher trainee complained about, ¥amgele, included being posted in an
isolated place — the resource room — where they lie¢ strangers and could not
communicate well with the senior teachers at schowl terms of school cultures, what
Farrell (2001) found was that the success of thehimg practicum was hindered by the lack
of collaboration between the mentor teachers arnetsity supervsiors. The participant in
this study reported that he was not happy with gtisnomenon whereby the teachers at
school did not work as a team and there were aflpblitics and power play. Consequently,
teachers became wary of one another and did nak sesources or experiences with

colleagues.
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Another factor which hinders the smooth transitiorbecoming teachers during a practicum
is the possibility of conflicting identities as dant-teachers and as novice-teachers during
this process of the teaching practicum, and thiséemmon phenomenon as far as this study
is concerned (see section 8.1.2). A study conduayeibhnson (1992 as cited in Varghese et
al., 2005) followed Marc, a Mexican woman in hetel20s, enrolled in a two year MA
TESOL program in a large urban university in theitebh States. It revealed that during
Marc’s teaching practicum, her multiple identites both a language teacher and language
student seemed troublesome for her mentor teaather appeared willing to accept Marc as
a new and emergingSL teachebut struggled with Marc’s concurrent self-identfion as

an ESL studentThis thesis looks at such sites of struggle, conftand friction and how
PSTs adopt to this process, how they feel, and Wihdtof negotiation they make in dealing
with such conflicting identities. Chapter 8 showsahpre-service English teachers at Riau
University experience these kinds of conflicts @hallenges during their 16 week teaching

practicum program.

A study by White and Moss (2003, as cited in Wilsétall, Davidson, & Lewin, 2006)
reveals evidence of the development of beginnechera’ identities. The researchers
conducted a study of 60 beginning teachers in aasstudy of the ‘internship’ experiences
of teacher educators. They argued that the transftom pre-service training to being an
employed teacher is marked by certain challengdsdéficulties. Some have portrayed this
as a process of gaining ‘technical competence’ laake documented the problems and
deficits of the beginner teacher. By focusing ogilweer teachers’ stories, White and Moss
(2003, p. 6) identify a ‘silent rage’ felt by maiy their sample of new teachers and report
that “while grappling with issues of professior@detity, these teachers have been astounded
at both the complexity of teaching and the lackmffessionalism in the profession” ( p. 6).
Similarly, in his review of teacher inductions, @d[L996 as cited in A. B. Grudnoff, 2007)
concluded that feelings of disillusionment andifeghl lack of ability to cope with every day

pressures were the greatest problems faced byesshers.

With regard to these challenges and difficultiesne earlier studies of teachers’ stages of
development also suggest that the first teachipgreance has frequently been found to be

challenging and very difficult. A number of studiesd reviews draw attention to the
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‘transition shock’ that novices experience in thgiift from being a pre-service student to
being a teacher. A case study by Corcoran (1981 gxXample, suggests that it is a common
phenomenon to see PSTs view the transition (froieusity to a school site as a beginner
teacher) as an intense and challenging period. nigagonducted several interviews and
observations in the first 14 weeks of teaching By participants, she concluded that the
beginners are usually paralysed by the discovayttiey do not have sufficient knowledge
for all that they need to know, and are unable ffecévely draw on either previous
classroom training or the wide range of potential®ypful resources that surround them in a
particular school. While describing this transitisinock as a natural phenomenon, she also
argued that this kind of feeling might be attriltlte inadequate training and inappropriate

supervision previously in the teacher educatiomyam.

In his classic study, Veenman (1984) also confiriieed the transition from teacher training

to the first teaching job can be a dramatic andny@ic one. He used the concept of ‘reality
shock’ to showcase the discrepancy between thelisddaconcepts the new teachers
encounter during teacher training with the hargsh rarde realities of everyday classroom life
they meet (Veenman, 1984, p. 143). This ‘shocksiggiation could bring about changes in
the beginning teachers’ perceptions of their subjely experienced problems, their attitudes
or belief systems to teaching methods, their peigyrand self-concepts, and their personal
decisions to either stay or leave the teachinggsibn. From the 91 studies reviewed,
Veenman identified 24 problems that are most fratjygerceived by beginning teachers.
The eight most frequently perceived problems weémerdnk order) classroom discipline,

motivating students, dealing with individual diféeices, assessing students' work,
relationships with parents, the organisation o$glaork, insufficient materials and supplies,
and dealing with problems of individual student&n® of these were reported by the

participants of this study (in Chapters 7 and 8).

Although most research conducted in the area afhexa’ professional development as

mentioned above focused more on investigating &yactvho were categorised as novice

teachers to expert teachers, it does not meanhibse theories about and studies of teachers’
professional development are not applicable to P&Mhe are still in their journey of

becoming a novice teacher. To some extent, thiseptestudy uses these theories as a
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framework to understand how PSTs transform themaseirom being PSTs to being novice

teachers during a teaching practicum.

4.2. Defining a Conducive Practicum for PST's Learing and Identity
Construction

This study is not about evaluating the role ofh&cticum as part of teacher training. It does
not ask, for example, if the practicum in questisrgood or effective in preparing student
teachers’ pedagogical competence. However, | censiht reviewing particular aspects of a
conducive practicum is important not only because gracticum itself plays an important
part in shaping PSTs’ identity and their profesaldearning, as previously discussed, but
also because it provides us with an insight ineithprovement of a teaching program within
teacher training programs. The teconducivehere refers to the necessary conditions which
enable the teaching practicum to be a right plawePfSTs to undergo their professional
learning experience and construction of their @ei@nal identity effectively. In
conceptualising a conducive practicum, this revieainly draws on Cornu and Ewing’s
(2008) conceptual framework for developing highdguarofessional experiences for PSTs
as well as on Fung’s (2005) philosophy of the teagpracticum.

Although Cornu and Ewing’'s (2008) theoretical framoek is based on Australian pre-
service teacher education context, their classifingor professional experience orientations
is applicable to PSTs’ education programs in varioantexts, including Indonesia. In terms
of the orientation, they generally categorise tl@ching practicum into “traditional,
reflective and learning communities” (Cornu and &gyi2008, p. 1801). The traditional view
of professional experience is reflected from thenteised to describe iteaching practice
From this view, PSTs put their newly acquired krexdge from their studies at university
into practice during their practicum at schoolse fnocess of learning to teach was theorised
using a theory—practice dichotomy, that is, “whe3iT® were at college or university they
learnt ‘the theory’ and when they were in schotiiey ‘practised teaching™ (p. 1801). The
focus of this traditional orientation firmly empliged PSTs mastering skills, techniques and

methods of teaching.
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In terms of supervision, the traditional view emgibas the need for the supervision to enable
PSTs to develop specific observable skills in teagland to help them improve instruction
(Nolan & Francis, 1992, as cited in Cornu & EwirZ)08). The process was viewed
as 'direct, overt surveillance’ (Smyth, 1993 agdiin Cornu & Ewing, 2008 p. 1801) where
clinical supervision models were implemented wkik supervisors taking on the role of the

‘critic’.

The reflective framework of professional experience then chanpesnbmenclature from
teaching practiceto practicum.The focus of this reflective professional experens the
professional decision-making under a reflectivemation, which is “when student teachers
go beyond a consideration of the technical skiileeaching to consider the moral and ethical
issues involved in teaching and learning in a paldir social context” (Cornu & Ewing, 2008
p. 1802). The process of learning to teach indhisntation, therefore, included a recognition
of personally owned professional knowledge, whishgradually built up by integrating
learning in both university courses and schookgiMeere, 1993 as cited in Cornu & Ewing,
2008).

Professional experiences are viewed as opportarfibie reflections on practice. There is a
shift in emphasis from an exclusive focus on PS&athing, to their own learning and the
notion of a student teacher as a learner (Feimansde& Buchmann, 1985 as cited in Cornu
& Ewing, 2008). There was also an acknowledgmeaitelach student brings a whole ‘virtual
schoolbag’ (Thomson, 2002 as cited in Cornu & EwiR@08 p. 1802) of understanding,
skills, expertise, experiences or ‘institutionabdriaphies’ (Richardson, 1999 as cited in
Cornu & Ewing, 2008) to the classroom rather thaming to the profession with a blank

slate or tabula rasa.

The last model mentioned by Cornu and Ewing (20§i8s beyond reflective orientation,
and speaks of professional experienceseaming communitiesDrawing on the work of
Lave and Wenger (1991) and Wenger (1999) who teedicommunities of practices
particular kinds of networks of people who wereagigg in a situated learning process, this
orientation does not only remain committed to théam of ‘personally owned professional

knowledge’, it also extend beyond this view, fromiadividual focus to a shared focus. In
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other words, the focus of learning to teach froim thew has shifted from an individual to a
group focus: “when working in a learning communitiye aim is not just to develop one’s
own reflection skills but to facilitate the devetopnt of others’ reflection skills also” (Cornu
& Ewing, p.1803). With this model, the relationshipetween PSTs and mentor teachers or
supervisors are characterisedthyst and reciprocitywith a strong appreciation of the critical
nature of professional conversations for ongoingfgssional learning. Consistent with the
framework oflearning communities‘there is the potential for PSTs to be involvadmore
team teaching and shared risk taking rather thaividual teaching and individual risk
taking” (p.1803). At the same time, the role of eyisors is also different in this model.
There is a significant emphasis on moving to mbeed learning and a joint construction of

what it means to teach, rather than supervisorggbeiere facilitators of reflection.

The last two models of professional experience gsed by Cornu and Ewing (2008) seem to
be in line with the philosophy of the teaching piaan outlined by Fung (2005). The basic
tenet of the teaching practicum philosophy in Fangiew is encapsulated by the term
“educative practicumivhich emphasises the function of the practicum agedor practice
and learning from practiceFung (2005) further asserts that the teachingtioran is not
only functional for PSTs to practice the teachikijjssthey have learned in university teacher
education programs, it is also “a continuation edicher education in another setting — a
genuine classroom and school setting for PSTsactipe in and to learn from their practice”
(Fung, 2005, p. 44). Fung noted that practicing keadning in this proposition is not the
same as the traditional form of apprenticeship w&odk role socialisation. As mentioned by
Cornu and Ewing (2008), such forms of learning pcactend to mislead PSTs into simply
following and modeling their mentor teachers’ taaghpractices and the teaching norms in
the school. Fung believed that the PSTs’ imitatond direct modelling potentially leads to
damage their development in teaching and learniagtreey do not have sufficient
opportunities to construct their own solutions evelop their own strategies for improving

their teaching.

For this reason, an ‘ideal’ practicum accordingZe&chner (1993, as cited in Fung, 2005) is
one which can help PSTs to act as serious leammensd aroundtheir practice. This means

that, instead of blindly following the strategiasdaactivities of their mentor teachers, PSTs
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are supposed to commit themselves to take resplitysifor their own professional
development through reflection. This is importasitsahools are indeed functioning as social
laboratories for PSTs to learn to test their tegliypotheses (Hake, 1993 as cited in Fung,

2005), and to reflect on or improve their teachinactice.

These significant processes will not work if PSirs@y imitate and model others’ teaching
practices, which may not be in line with their owselves, abilities, interests, values, and
beliefs. In other words the teaching practicum isita for PSTs to experiment, reflect on,
learn, and reconstruct their own teaching and Iegrmot to simply follow or imitate others’
practice. To make this work, Fung (2005) emphasikatlit is necessary for mentor teachers
to play their role as a facilitator of reflectiog posing some examples as well as guiding the
PSTs to analyse and interpret their own teachiagtjmes. They also need to challenge PSTs

for value justifications and to encourage a positutlook in teaching.

Furthermore, Fung (2005, p. 45) describes how e¢hehing practicum should be the place
where PSTs could generate “individual theorisingacaty through deeper understanding of
underlying principles from theory and practice”. dchieve thisPSTs need to reflect on the
underlying principles of theory and practice. lalso important according to Fung (2005) to
develop the capacity of mentor teachers, so tlegt ¢n help PSTs to learn by demonstrating
their ways of interpreting situations setting pehs and conduct the professional analyses

and value judgments they place on the corresporatingextual elements.

In the context of the practicum, Shulman (198&ited in Fung, 2005 p. 50) emphasised that
in their first experience of learning to be teashé&STs need to learn to give an account of
‘why you do what you do’. Other than asking quessi@of ‘how do my decisions work?’,
PSTs also have to askhy do my decisions work?’ Clear answers to thesetmreswould
create a strong theoretical basis from which P®Uddclater direct and sustain their teaching.
Most importantly, theories or practices cannotddesh for granted without being examined

in genuine contexts of teaching.

In practice, PSTs could undergo the reflective esses by reframing the reality of their

classroom teaching and reconstructing their practiEung (2005) believes that by
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reconsidering their actions in the classroomhat is doneandwhy, who the pupils arend

how they themselves feel about all of thiBSTs can renegotiate the meaning of their action
and reconstruct alternatives to their actions ia ttassroom. In other words, they are
expected to be able to challenge their former coimes and practices which they might

have taken for granted.

These former practices and conceptions about tegehid learning might have been shaped
from their past life experiences, such as schogplirtgch contributed to the provision of their
‘virtual schoolbag’, as previously discussed. Sare highly resistant to change their initial
beliefs and this has frequently led them to hawermous and simplistic beliefs about
teaching, such as the belief that teaching is mdarl transmitting knowledge (Pajares, 1992
as cited in Fung, 2005). In the field, it is veikely that some PSTs often do not realise the
importance of challenging their own beliefs. Theref a well-designed practicum program
should be able to help PSTs understand the impmetah this and subsequently transform

their beliefs about teaching and learning.

Fung states that a conducive teaching practicunuldhbe able to develop a collegial
relationship of support and collaboration, not obgtween PSTs and their mentor teachers,
but also with other teachers and professionaleénsthool at large. The teaching practicum
should be framed around such a collegial-style sttppnd work collaboration system,
incorporating inquiry communities, networks, andlalmorative teacher researchers. Fullan
(1995, as cited in Fung, 2005) believes that colative skills and relationships enhance
learning. The closest and most important partneERSI's during the teaching practicum are
their mentor teachers and their university lecwrdiherefore, it is important for PSTs to
maintain a constant and egalitarian dialogue arehogiscussion with their mentors and
supervisors, in the hope that they could facilitdte analysis and critique of the PSTs’
thinking and beliefs about teaching and learningisTconcern has been echoed in the

participants’ voices in this study.

Last but not least, an ideal teaching practicunoating to Fung (2005) should be able to
transform the PSTs in terms of their personal thebrteaching and learning. She explicitly

asserts that as a part of teachers’ educationiestehing practicum is a journey towards more
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complex forms of thinking about teaching with theénuate purpose of transforming the PST.
Transformation, as projected by Perry (1970, cite@ung, 2005), is a realisation of one’s
tasks in real life as intellectual, ethical, andesfioning of one’s identity in a world of

multiple contexts. This transformation requires kbarner to regard the self as a legitimate

source of knowledge and to be conscious of thease#in active maker of meaning.

In a more technical sense, some researchers hapeasised that the practicum should be
integrated with the degree and within the centralnagement of the teacher education
program (Beck & Kosnik, 2002). They also suggedteat it should take place in certain
‘innovative schools’, perhaps ones partnered wit university in a joint program of
research and teacher development. However, Lu@@®o0j criticised a phenomenon in some
developing countries where PSTs were frequentlggulan some schools located in urban
areas which are close to the university. In realiggon graduation and certification, most
PSTs would be placed in schools located in rumdsmwhich might have huge differences to
schools located in urban areas, in terms of enmiemt, resources, and school cultures.
Therefore, it is important for the university wighteacher education program to post more
PSTs in rural area schools to enable them to gebfgportunity to practice their teaching
skills in locations similar to those in which thmay eventually teach (Dove, 1986, as cited
in Lugton, 2000).

Furthermore, it also important to discuss the tgnrfi the teaching practicum — when would
be the best and most productive time for the PSAxperience it? Traditionally, the teaching
practicum is usually placed at the end of a preiserteacher education program, as is the
case in many universities in Indonesia, includinuRUniversity (see Table 3). This
positioning implies, although unintentionally, theaiching experience is a culminating rather
than a beginning point of the novice teacher’sigay process (Lugton, 2000). In his review
of pre-service teacher education in developing t@s) Ghani (1990) sets forth some of the
arguments for and against positioning the practiainthe end of a pre-service teacher
education. Proponents of the ‘practicum towardseihe of the degree’ approach argue that
by the end of the pre-service teacher educatiogram, the student will be sufficiently well-
versed in educational theory and be sufficientlyureato apply his or her learning effectively
(Ghani, 1990, p. 46 as cited in Lugton, 2000). Hesve this view overlooks the fact that
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without a practical or applied setting in which ¢atically consider the theories on an
ongoing basis, students may not integrate thear#tal learning into their practice teaching
early on. This opinion also underestimates the ifaaitted nature of the knowledge learned
from the practicum and the difficulty in applyinfpis knowledge to different teaching
settings. Moreover, in the practicum with longeration, the problem is also that students

may have simply forgotten the stored theory bytiime they reach at the practicum.

For the sake of the novice teacher’s learning @®c€&hani (1990 as cited in Lugton, 200)
proposed another option: that it would be bettezdnduct a teaching practicum at the same
time the PSTs are learning theory during their gmése teacher education program. "If
teaching practice occurs at the same time thatyhedeing learned, its relevance may more
easily be seen, learned and applied" (1990, p.s4étad in Lugton, 2000). Lugton believes
that this approach will not only harmonise the pcaen with the notion of holistic learning

but also increase the relevance of the practichieg.

4.3. Chapter Summary

In the continuum of one’s constantly evolving sélfe practicum is considered a place of
transit where a PST transforms his or her idertityn a student to a novice-teacher. This
transformation can be said to have occurred wherP®iT holds a sense of collective identity
— that is, when she or he feels like an “insiderbeing a part of an English teachers’
community. As discussed above the three modesgi#gament, imagination, and alignment

in their participation with a community of practiaee central to this sense of belonging.

This chapter has discussed important key concejptsnvithis proposed study: identity, the
professional identity of teachers, the nature ofstaction of identity, the professional
English teacher, a teacher’'s stages of professigalopment, and the teaching practicum
as a community in which PSTs participate, and cansor reconstruct the foundations of
their professional identity. Some of these key epts raised by other researchers in this area
have been collectively discussed and will be emgadoy this study. This means that together

these concepts constitute the epistemological frarie on which this study is based. This
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concept will also be used as a framework to undedstlata from participants, when applied

in Chapter 8.
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V. DESIGNING THE STUDY: METHODOLOGY

"The only generalization is: there is no generdiaa’

(Lincoln & Guba, 1985, p. 27)

This study aims to gain an in-depth understandbb@uahow a group of pre-service English
teachers navigate their journey to becoming noW#oglish teachers during their teaching
practicum. It specifically explores how these P8irdark on the English teaching profession
as well as examines how they construct and devidlep early professional identities as
teachers’ during the practicum, in terms of theiderstanding of the notion of ‘good English
teaching’ and the ‘professional English teacher'thie context of teaching English as a

foreign language in Indonesia.

In the previous chapter, | reviewed related thécaetoncepts employed in this study and
have discussed the complexities of these notiotis rgference to scholarly literature. The
review was built on two separate chapters. Whigedhrlier focused on the notion of identity,
the latter reviewed the teaching practicum as conityiwof practice. Together these two
concepts are the most important concepts emplayeatis study. This review has built a
conceptual framework in understanding data frontiggpants with this chapter presenting
the study design or methodological aspects of tidysand describing the rationales used in

the choice of particular research methods.

This chapter also details how these methodologigatiples were designed, developed, and
represented in the context of this research. Tiw¢ $ection explains the paradigm and
approach employed as philosophical perspectivegmpirthing this research. Sections two
and three describe the participants - how they welected and their brief profiles. Sections
four and five discuss the way data was collectetlaralysed. Sections six and seven discuss
the ethical aspects of the study and the role efrésearcher. The last section deals with

validity and reliability issues relevant to thisidy.
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5.1. Research Paradigm and Approach

This is a qualitative case study conducted undentempretive research paradigm. From an
ontological perspective, unlike the position of fsitivist paradigm in which there is the
belief that there is only one truth and that oljecteality does exist independent of human
perception, this study employs the constructivigtw of reality and the essence of
phenomenon. The constructivists view truth as iredaind dependent on one’s perspective.
This paradigm “recognises the importance of thgesiive human creation of meaning, but
doesn't reject outright some notion of objectivityCrabtree & Miller, 1999, p. 10). This
study concurs with constructivists in that subjattiis an inevitable part of our endeavour to
understand a phenomenon, and reality is construantedreconstructed through the process
of human and social interaction (Mackenzie & Kni@§06). In my case, participants’
subjectivities are an inevitable part of my endemvto understand the issues of the

construction of teachers’ professional identityjeckhmy research focuses on.

With regard to the aims of this study, as mentioeadier, | believe that understanding can
be drawn from a deep and careful analysis of ppaits’ biographies, their schooling and
teacher training experiences, and their everydaghieg practicum experiences. Participants’
experiences were gathered from various methodsiaf cbllection (which will be described

in section 5.4), and analysis was conducted to nsakese of their experiences. As Hesse-
Biber and Leavy (2004, p. 3) state, “If you wantutederstand the meaning of a particular
subject, if you want to listen to the subjectivgpesience of others and somehow make sense
of them, you may want to consider a qualitative modblogy for your research”. Therefore,

the qualitative approach is considered appropfatéis study.

The nature of teachers’ lives and work represectsnaplex reality that is in practice difficult
to investigate through quantitative methods, sucharaexperiment or a survey. It is argued in
this study that exploring the way PSTs construcifgesional identities would be best
uncovered by means of dialogue and conversationasrative approach, or through the use
of methods of personal reflection. PSTs’ partidgratand interaction within teaching
communities during practicum, or their beliefs ab@aching and classroom practices, could
be better explored through a multi-method approadtich is explained in more detail later

in the next section of this chapter.
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Additionally, drawing on the qualitative researd@radigm, this study views that the complex
issues surrounding the construction of professiodahtity can be better researched and
understood through a naturalistic approach whickeks to understand phenomena in
context-specific settings” (Patton, 2002, p. 39y deeply analysing bits of participants’
responses in forms of words and descriptive datidner than through numerical data. The
deep analysis of that descriptive data enablesmigeme up with rich detailed information

of a phenomenon under investigation.

Furthermore, within the qualitative approach, thesearch has been conceptualised and
designed as a case study. Merriam-Webster's Datio(in Flyvbjerg, 2011, p. 301) defines
a case study as “an intensive analysis of an iddali unit (as a person or community)
stressing developmental factors in relation to emrnent”. The definition stipulates that
apart from focusing on an individual unit, casedss are also “intensive”. Thus, case studies
comprise more detail, richness, completeness, andnce - that is, depth - for the unit of
study than does cross-unit analysis. Case stuttesssdevelopmental factors, meaning that a
case typically evolves over time, often as a stohgoncrete and interrelated events that
occur at specific times and places and that comstthe case when seen as a whole. Finally,

case studies focus on relation to environment otecd (Flyvbjerg, 2011).

This research is considered a case study for tima&e reasonskFirstly, the nature of this
study focused on a deep analysis of a particulaumof people at a particular place and at
particular times. The issue of particularity is wahfor a case study. As Stake (1995, p. xi)
maintains, a case study is “the study of the paertty and complexity of a single case,
coming to understand its activity within importasitcumstances”. In this case, the group
investigated in this study was a cohort of PSTsnfthe English Education department of

Riau University who did a teaching practicum in@&tary schools in Riau, Indonesia.

The secondeason relates to what Yin (2003) suggested abas¢ study design which
should be considered when: (a) the focus of thelysis to answer ‘how’ and ‘why’
questions; (b) you cannot manipulate the behaviduhose involved in the study; (c) you
want to cover contextual conditions because yoiebelthey are relevant to the phenomenon

under study; or (d) the boundaries are not cletwdxn the phenomenon and context. In the
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case of my study, in seeking the answer to my reBeguestions (as outlined in section 1.3),
| was not able to manipulate the behaviour of theigipants involved in this study. Rather, |

solely relied on every single response of my pigaicts throughout various methods of data
collection in finding out the answers. In additidrhink that the contextual conditions (such

as school cultures, socio-cultural and politicabqtices) were also relevant and an
inseparable part of the phenomenon of teachensiricgabeing observed. All of the reasons
above convinced me that it was methodologicallydemive to enact this study through a
case study approach.

To be more specific, this study isdascriptive case studerriam, 1998), as it produces a

rich and in-depth description of the phenomenoe (titetamorphosis of teachers’ identities
over time) under study. This study investigated arglored in detail the complexities of

each pre-service English teacher’s personal stbeémd the decision to become an English
teacher and looked at their experiences duringtéaehing practicum in terms of the

construction of their professional identities. Franslightly different perspective, this study
could also be categorised asiafminsic casestudy(Stake, 2005 in O'Toole & Becket, 2010)

in the sense that this project was aimed at deirgjo@ deeper understanding and
conceptualising of a specific phenomenon (constrcof professional identity), and not

intended to achieve generalisability as in the aafsaninstrumental case studyn other

words, it looked at the complexities and the unigss of phenomena.

Creswell (2003, p. 485) defines the case studyaasifi-depth exploration of a bounded
system (e.g., an activity, event, process, or idd&is) based on extensive data collection”
(p. 485). Creswell recommends the case studynastlaodology if the problem to be studied
"relates to developing an in-depth understanding @lse' or bounded system” (p. 496) and
if the purpose is to understand "an event, actiptpcess, or one or more individuals" (p.
496). A system is a collection of interacting trengr parts into a functioning whole.
According to Creswell (2003, p. 485), “ ‘Boundedeans that the case is separated out for
research in terms of time, place, or some phy$ioahdaries”. In other words, it is possible
to create limits around the object to be studieérfldm, 1998).
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Since a case is a ‘bounded system’ with ‘functigrépecifics” (Stake, 2008), it is important
to clearly define the case(s) within my study. Thear definition could clarify the people to

be included as research participants and the spemiintext to be examined (Miles &

Huberman, 1994). A clear context becomes espedmlbprtant in the case of this study as
this project is aimed at exploring the self andabestruction of identity by PSTs during their
interaction and socialisation in their practicumisl argued in this thesis that “if we are to
study lives, including selves in social interactisa must study them fromithin the social

contexts they unfold, not separate from them” (ks& Gubrium, 2000, p. 33).

As reviewed in Chapter 3, previous research orctmestruction of teachers’ identities (e.g.,
Beijaard et al., 2004; Beijaard et al., 2000; Qausiet al., 2011) indicate that the process of
identity construction is highly complex, and infheed by and related to many factors both
from the personal dimensions of the individual teas (e.g. individual’s childhood, family
background, and previous schooling experience) etdrnal factors (e.g. cultural values,
societies’ expectations and policy in education)this study, this process can be visualised
as three non-concentric circles with one biggecleirintercepting part of the first three
circles. The process of teachers’ identity in thekimg lies at the centre of the first bigger
circle. Teacher education in Indonesia as a sadimi@l and political dimension, as well as

government and policy in Indonesia, lie at the mgtrexternal part of the three circles.

In the context of boundaries of this case studgy tlunction as several backgrounds (macro
contexts) that might be significant in contributittgthe process of construction of teachers’
identities by the pre-service English teachers. Bhandaries are also specified by some
micro contexts, such as the ELT curriculum in Inelsia, Indonesian teachers’ certification
programs, family and schooling experiences, preiserEnglish teacher education and the
specifics of the teaching practicum at Riau Uniigr&ee Figure 6 for details). All of these

micro contexts are considered essential elementgchwcannot be separated from the
phenomenon under investigation. They have unigidliyenced construction of professional

identity by PSTs, including their unique storiesl @easons for becoming an English teacher;
their perceptions of what it means to berafessional English teacheand their personal

transformation to becoming a novice teacher duttiegteaching practicum.
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The circles that make up the process of the teachesfessional identities in the making can

be illustrated by the following graph:

Macro

contexts

boundary

Micro \
" context

Figure 6. The case: pre-service teachers’ identity consomeh the Indonesian context

These circles are considered as building the balisgistem of my case study in the sense
that | have focused on seeing professional identiyistruction from the individual
perspectives of pre-service English teachers thieesewithin the context of the teaching
practicum as part of their teacher education progah Riau University, in Indonesia. This
means that this study is not projected to explagi@ith PSTs in Indonesia, nor all pre-service
English teachers in Riau University; my study ithes bounded only to the perspectives of
certain individuals who participated in this studylowever, as mentioned earlier, the nature
of the teaching practicum program in each placersehool is an inseparable context from
the phenomenon that | investigated.
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Consistent with the principles of the interpretiesearch paradigm as discussed earlier in
this chapter, this research did not take the isdueepresentativeness or generalisabilty as
important aspects of the study, as Lincoln and GaB&5, p. 27) strongly declare, “the only
generalization is: there is no generalizatioRather, what is important in this study is the
complexity and boundaries of the case. Like otlwediss typical of qualitative research, the
in-depth analysis and description of the researgtehomenon is the main concern of this
study. In other words, the findings of this studguhd only be valid and true within its
specific context or boundaries and these princiglls® imply that other researchers in
different contexts and different research settimgght have different findings regarding the

same topic.

While it is impossible to generalise the findindshis context specific study, they could be

applicable to larger contexts with similar situagoThe findings might be also true for other
people in different settings, or similar projecsing the same methods but conducted in
different environments, although establishing thisot the intention of this project. As Stake

(1995, as cited in Shenton, 2003, p. 69) suggestditiough each case may be unique, it
also an example within a broader group and, aswtrehe prospect of transferability should

not be immediately rejected”. For this reason, ticgpated some elements thnsferability

of the findings of this study to a different cortteXhe basic tenet of transferability in the

context of a qualitative study is that that thedings have the potential to be applicable in

similar contexts.

5.2. Research Participants: Recruitment

For my research participants | chose ten pre-serfznglish teachers from the Faculty of
Education at Riau University, Indonesia who werewtlio begin their teaching practicum
program in early October 2012. These pre-servicglifin teachers were all English
department students who started studying at RiaiveBity in 2009 and were at the
beginning of their fourth year of study when theytipated in this research. As mentioned
in Chapter 2, as part of the requirements to bileshtto join the practicum program, they
had passed all the required coursework before ¢énglyarked on the practicum. The detailed

profiles of each participant are presented in tiewing section.
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The participants were chosen jyrposeful randonsampling (Patton, 2002). This means that
| deliberately targeted particular groups of peamdemy potential research participants and
some individuals within the group were randomlyestdd. In other words, those who are not
English department students of FKIP at Riau Unitgrsr those who were not about to do
their practicum in October 2012 were excluded flmeing potential participants. This kind of
purposeful selection of participants is deemed @mpate in qualitative research as “it will
best help the researcher understand the reseaestiani (Creswell, 2003, p. 185).

The selection process was conducted as foll&wstly, | invited potential participants by

posting an open and a general invitation on Riaivéseity’s English Department Students’
Facebook group with my contact details on it (@senshot of the invitation is attached in
Appendix4). This Facebook group has members of almosegistered students of English
education departments from many cohorts, includimg students | was targetting as my
research participants as mentioned above. At the lLiposted the invitation, there were 270

students listed as registered members.

| posted the invitation in September 2012 soonraftg research Ethics application was
approved by Monash University’'s Ethics Committeed anght after | finished my
Confirmation Seminar on 18 September 2012. Theoreasad to post it first through the
Facebook group was because | was still in Austialithat time. | needed to make contact
with all potential participants as soon as possibtnsidering they were supposed to start
their practicum by mid October 2012 in accordandéh vRiau University’s Faculty of
Teachers Training and Education (FKIP) academiendidr. One of the important stages of
my research scenario was that | would conduct foghd interviews with partcipants before

they embarked on their placement schools (pre-ptantinterviews).

Secondlyas soon as | arrived in Indonesia for data catleatarly in October 2012, | printed
out the invitation and put the open announcemantgicruitment on notice-boards around the
Faculty of Teachers Training and Education of Riduiversity requesting reseach
participation. The invitation from the Facebook wwp however, was more effective in
attracting the candidates as the responses froemipait participants seemed more referred to

the research by the Facebook group announcement.
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| initially planned to have six to eight particigarfor my study as suggested by the panel
members of my research confirmation seminar. ¥sponses from the potential participants
were really strong. There were more than ten préese English teachers who confirmed
their willingness to participate, either throughc&book or via personal messages to my
mobile. Once | got initial responses, | contactbdnt to reconfirm their willingness to
participate before finally deciding on the firshteonfirmed pre-service English teachers who
responded, as research participants. | considemd tsufficient number of participants to
generate in-depth data for my qualitative studyenfig relatively rich and different
perspectives. This number also provided me somealeé any participants withdrew from
participation in the middle of the data collectiprocess. By the end of data gathering,

however, none of them decided to pull out from Qeparticipants.

Furthermore, once approval to be participants waimegl, Explanatory Statements and
Consent Forms (se&ppendice$ and 6) for this study were delivered in persprséeing the
confirmed candidates at the Riau University cammsr to their departure to their school
placements. | re-explained the nature of this stutdyaims and objectives, and why their
partcipation in this study was significant. At tlsitege, the issue of confidentiality was also
addressed by explaining some points within the €onBorms stating that all data would be
kept confidential in a storage system at Monashvésity over a period of time, and only
accessible to the researchers. The volountaryenatuparticipation was highlighted during
the explanation. After the Consent Forms were signiee first round of interviews were
scheduled, depending on each participant's avétiabiAll of these procedures were
carefully undertaken to make sure that there wapatential bias from the research process

which could harm or create disadvantage for pauiais (Flick, 2002).

5.3. Participants’ Demographic Profiles

As mentioned earlier, there were ten pre-servicglifim teachers taking part in this study.
They were all students of the English educationadepent of the Teachers Training and
Education Faculty (FKIP) of Riau University. Sevaarticipants were females and the other
three were males. This number is arbitrary, as gemés not considered a variable in this
study. They were arround 21-23 years old when tbasticipated in this project. They

enrolled at the faculty in the same year (the ct<2009) and were at the same stage of their
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coursework when they participated in this studyn8mf them had received some teaching
experience before they conducted their practicwm,okhers had not. With the exception of
Arel and Demire, all participants were placed irblgu high schools. All schools in the
practicum program were based in rural areas ardhadprovincial capital of Pekanbaru,
except for SMP 1 Tapung, which was located aboukilimnetres outside the city. The
following table (Table 3) summarises participamtsmographic information and is followed
by their brief profiles (see als@ppendix7 for more demographic information about the
participants):

Table 4. Participants' demographic profiles

Working Experience

Name Sex Age Teaching Length
Selly F 21 Yes 1 year
Rike F 22 No NA
Ayi F 21 Yes 1 year
Arel M 21 Yes 6 months
Dewinta F 23 Yes 2 years
Nisa F 20 No NA
Evi F 21 No NA
Dodi M 21 No NA
Maysil F 20 No NA
Demire M 23 Yes 2 years

The analysis and discussion parts of this studyf@hrs 6, 7 and 8) are structured around the
particular themes participants engaged in rathear tase studies from each of them as PSTs.
Below are short vignettes about each participahe information about participants was
gathered based on personal information forms thaypteted before the first round of
interviews (seeAppendix8) as well as from conversations with them duting interviews.
Some additional information was also gathered thinotollow up questions via personal
emails and Facebook messages. These short vigmetiesle a useful point of reference
throughout the thesis and give a ‘face’ to the narhave chosen pseudonyms for the student
participants in the interests of privacy.
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Selly

Rike:

Selly is a cheerful girl. She was born and grewruBekanbaru, the capital city of Riau
province, Indonesia. She was 21 years old at the she participated in this study. She
is the first child and the only daughter in her flgmSelly was raised in a ‘teacher
family’. Her mother is an elementary school teached her father is a director in a
private company (a building contractor). Many of helatives are also teachers; two of
her aunts are Biology and English teachers in BaligkRiau. Her uncle used to work
as a lecturer at Riau University as well. When whas about five to six years old, she
often followed her mother to school and ‘observieel mother teaching in class. She
had been inspired to choose teaching as her profeéscareer while she was still in
primary school. Therefore, she decided to pursueshedy to be a student in the
English education department at the FKIP of Riauvéhsity. She initially planned to
study in Java Island, going out of her hometowrt, ¥ier parents did not let her go far
away from home. In terms of teaching experience, &t never experienced teaching
in formal public schools, but she already taugimegrimary school students privately
at home before she went to her teaching practicuogram. This ‘private tutoring’ is a
common practice in Indonesia where teachers comeheo students’ home for

conducting private classes.

Rike was born and had grown up in Pekanbaru, bupaeents were originally from
Pariaman, West Sumatera, a neighbouring provinédao, located 200 km away from
Pekanbaru. She is the eldest child in her familgliké Selly who was raised by a
‘teaching family’, both of Rike's parents are trasleHer father died when she was
doing her practicum in January 2013. She admittatighe had no intention at all to be
a professional English teacher before she attetide&nglish education department at
the FKIP. Her reason to join the English educatiepartment was because she wanted
improve her English, as she believes that havingdgBnglish proficiency is very
important. She was 21 years old when she part@ipat this study. Unlike Selly, she

had no teaching experience at all before she ditelaehing practicum.
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Ayi:

Arel:

Ayi was 21 years old when she participated in shigly. She was born in Pekanbaru,
Riau province. She was also raised in a ‘teachamgilf’. Her father was a teacher

trainer in Riau’s provincial training centre and neother was a housewife. She grew
up among family members of whom some are teacAer&lder brother is teaching at

university and some of her relatives are also tegcn primary and secondary schools.
She said that she already had a dream to be aeteatlen she was still in junior high

school. She loved playing with children. Beforergpion the practicum, she already
conducted a private class, teaching English fanetgary school students at her home.
She told me that she sometimes had discussiond &boyracticum experience with

her father at home. She considered her father ‘ascmnd mentor teacher’ for her

during the practicum.

Arel was 20 years old at the time of this study.vit#es born in Tanjung Batu, Kundur, a
small island located in Kepri province. It is loedtin the eastern part of Sumatera,
approximately 350 kilometres from Pekanbaru. Aalally takes more than nine and
half hours from his hometown to travel to the @fyPekanbaru by public transport. He
is the eldest child of two brothers in his famije completed all his primary and high
schooling in his hometown. During data collectiénel articulated tension between his
personal and professional subjectivities, namely he negotiated between his dream
career of being a policeman with the reality ofdging at an English education
department. When he finished his senior high schwitth the full support of his family
members, he wanted to be a policeman. Unfortunatedydid not pass selection for
joining the police force. He wanted to try againtire following year. Yet, while
waiting for the following year’s selection proces$ss father suggested that he go to
university, so he could have qualifications. Hesghto study at the English education
department, not because he wanted to be an Enghlsher. Instead, it was because he
just loved English. It is probably because he wante be a policeman that he

deliberately chose to do his practicum at SMK Tard®ekanbaru. This is a semi-
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military school based system where students weadd like members of the armed
forces. All students are males and they are tremtedrding to strong disciplinary rules
and processes. Before going on the practicum, tebban teaching English in private
mode for four to five secondary school studentsisthome for six months. Although
enjoying the dynamics of the practicum, by the ehdhe practicum he consistently

stated that he still wanted to be a policemanandEnglish teacher.

Dewinta:

Nisa:

Dewinta was 23 years old when she took part inghigy. She was born in Pekanbaru
but grew up in Batam Island as her family movedehentil she was in year five of her
primary schooling. After that, she returned back Rekanbaru and resumed her
schooling in this town. She stayed with her grantfr@oin Pekanbaru as her parents
still lived on Batam Island. Her father was a bessman and her mother was a
housewife. Some of her close relatives (like hertsuand nieces) were teachers. She
loved studying English, but never thought to bécaglish teacher before she joined the
English education department. Instead, she oncardreé of being a doctor when she
was in her high school. However, because she wasefected by the medical faculty,
she went to the English education department asdwmd choice. Before going to her
practicum program, she had been teaching Englishif school students in a branch
of thePrimagama Quantum Kids Engligha privately owned Educational institution) as

well as conducting home based English tutoringatdeast two years.

Nisa was 20 years old when she agreed to partipathis research project. She was
born in Pekanbaru, and grew up in Bengkalis, a Istoain well-known as an oil
generating area in Riau, located about 120 kiloesetrom Pekanbaru. She completed
all of her primary and high school education insthail town’. In terms of family
background, she was also raised in a ‘teaching lyamter father is a retired
government officer and her mother is a schoolteadiiany of her relatives (such as

her aunts and brothers in law) are also teachées.w&s accustomed to being around
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Evi:

Dodi:

teachers’ daily activities when she was a childe Siarted to love the teaching
profession when during her childhood she frequeiothserved’ her mother’s life as a
teacher. Having graduated from high school, shetwenthe English Education
department at Riau University because she did lzadream to be a professional
English teacher. She had no teaching experiencall abefore she conducted her

teaching practicum.

Evi was 21 years old when she was first interviefagdhis study. She was born in and
grew up in Bengkalis. Evi and Nisa already knewheather before they went to the
English education department of Riau Universityey fattended the same high school
in Bengkalis. Evi is the youngest child in a lafgenily. Her parents were originally
from West Sumatera but they migrated to Bengka&lg years after they got married.
Her father was a retired employee of PLN (the stateed electricity company) and
her mother was a full time housewife. Evi mentiotieat some of her relatives, like her
aunts and uncles, were schoolteachers. She jolmedEmglish education department
because she loves English. She also deliberataetyedddo be an English teacher. She
narrated that she was first inspired to be a stbacher when she was impressed with
her aunt’s teachers’ uniforms. She thought thatai¢ great to see teachers wearing the

uniform.

Dodi was 20 years old when he participated in #iiedy. He was born in Kuala
Merbau, Kepulauan Meranti regency, Riau province.sdent all of his childhood and
primary as well as secondary schooling in his homat Kuala Merbau is a rural area,
located around 300 kilometers from the capital oityRiau. In terms of socio-economic
background, most of people in Kuala Merbau workedfarmers, labourers, and
fishermen. Dodi’'s mother was a farmer and his faffassed away before he was born.
As the first child in his family, Dodi usually hedghis mother to look after his youger

brothers and sisters. Having been inspired byahvisdrite English teacher when he was
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in high school, he decided to purse his study atEhglish education department at
Riau university. He loved English and wanted toabeEnglish teacher. He wanted to
do something significant for improving the qualdi life for people in his hometown.
He proved this by being selected for a student a&xgé program to Japan recently
under a program called tH®th Ship for Southeast Asian Youth Programme ASSE
2013 Regarding his teaching practicum, as he lovedlariges, he deliberately chose
to be placed in a high school located in a rureahaSMP Tapung, located about 60
kilometres outside Pekanbaru city. This is a schatih a majority of students coming

from lower socio-economic backgrounds.

Maysil:

Maysil's grandparents from the side of her motheravoriginally from Java. They
migrated to Pekanbaru before 1945. Maysil was lorgrew up in, and finished her
high school education here, including her univgrife in Pekanbaru. She was also
from a ‘teaching family’. Her father is a teacher a vocational high school in
Pekanbaru and her mother is a civil servant. Slietkat five of her relatives, like her
uncles and aunts from her father's side, are ats@hers or university lecturers.
However, she did not intend to be a teacher ihjtidhstead, she wanted to be a tour
guide. She loves travelling and meeting with newpte She also loves learning about
other cultures, including English speaking onese 8hcided to enrol in the English
education department of Riau University, becausevgainted to improve her English
proficiency. She found the practicum really chaliey with various conflict and
tensions. She articulated that her father’'s undmndil support at home contributed to

help her feel confident in dealing with the chadles she faced during her practicum.

Demire:

Demire was 23 years old when he participated is tbsearch project. He was born in
Pasaman, West Sumatera. He is the eldest sorange flamily with nine brothers and
sisters. His parents got divorced when he wasyears old, therefore he had to help

his mother to support his family, including earniag income. He was the only
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participant who had quite an extensive working (@edching) history before he
embarked on the teaching practicum. He had evetedtéo earn money by being a
newspaper boy when he was six years old. He camesaas smart and a quick learner.
Apart from learning English at school, he also hear English independently. Having
good English speaking skills, he had been workim@m English instructor in various
institutions even before he joined Riau UniversitfEnglish education department.
Therefore, it is no wonder that his English pradiwy is above average compared to his
fellow pre-service English teachers. He proved d@oploficient in English by being a
professional debate trainer for high school stuslembund Pekanbaru while he was
studying at Riau University. He was also the ordytigipant who used English for all
interviews and reflective journals for this studythough Demire had strong English
proficiency, he said that he did not really wanb#&a professional English teacher. He
preferred to run a business for a living as it daubake more money. He also wanted to
experience new challenges by doing other jobs othan teaching English. He
considered being an English teacher not challengingugh for him. Section 8.2

specifically looks into his dilemmas.

5.4. Methods of Data Collection

| employed three specific methods for collectingadan this study: in-depth interviews,
guided reflective journals, and a focus group disman (FGD). Data was gathered from
October 2012 to February 2013. One individual wieaw with each participant was
conducted before they embarked on their practiddaring the 16 weeks of the practicum,
all participants were required to write fortnightlgurnals, reflecting on their experience
during the practicum. After the practicum everytggrant was again interviewed by me,
followed by a focus group discussion as the finathod of data collection. The transcription
and translation process was processed simultaneassthe process of data collection was
conducted (see Figure 7 for a step by step breakddwthe process of data gathering, data
processing, and data analysis). The followingiseatiscusses in detail the rationales behind

each method of data collection as well as the ghaess | took when | collected the data.
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Process of Data Gathering and Data Analysis

Data Collection - Data Processing — Data Analysis
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Figure 7. Process of data gathering and analysis

5.4.1. Semi-structured Interviews

The first method of data collection employed whe tise ofsemi-structured interviews
conducted at two different periods — before anératthe teaching practicum. The (semi-
structured) interview was chosen because | beli#veould enable me to get more
comprehensive data about the topic | was investiga® his was possible because it allowed
me to have direct interaction with individuals om@e to one basis through interviews. As
McDonough and McDonough (1997, p. 184) suggest,itbterview is considered “being
close to the qualitative paradigm because it alldes richer interactions and more
personalized responses”. In addition, the semegirad nature of the interview provided me
a sense of flexibility in collecting data as | abumprovise and generate new questions
during the interviews for collecting potential datlevant to the topic being investigated.
This was because the list of questions in theviger protocol was considered only a way of

organising the interview rather than a way of stadibing the data. Making new questions
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during the interviews was permissible, as Hancot®98, p. 9) suggests, “in a semi
structured interview the interviewer also has theedom to probe the interviewee to
elaborate on the original response or to follow irge lof inquiry introduced by the
interviewee”. From this perspective, a researchedyg of generating new questions could be
understood as his way to promote the dynamic natltieis type of interview, and to obtain
richness from the data.

To be more specific, in the case of this studyitierviews were chosen as one of the main
tools in gathering data for several reasons. Firsbkues related to the professional identities
of teachers require understanding of the interndl external concepts that teachers form of
themselves; and the exploration is essentiallyedrilay discourse. In other words, narrating
personal stories of engagement with significantehin the form of a live interview is
essential to enable them to interpret and reingepeir experiences. This study concurs with
Beijaard’s (2004) view that the professional idigntf teachers is historically, socially and
culturally constructed bynterpreting and reinterpreting experiencasd by talking about
these experiences with oneself (inner speech oospéction) and with others. In other
words, the issues related to identity constructionld be documented through the analysis of
each participant’s subjective stories or narrativieghis study, the interviewees did speak a
lot about, for example, their personal historiesnily and school backgrounds, their reasons
for study at the English education department tingitivation to be an English teacher, and
their cognitive understanding of English teachingl ahe notion of being a professional

English teacher in Indonesia.

Secondly, by interviewing the research participawise during the process (before and after
the practicum), this method allowed me to monitbe tdevelopment of participants’
perceptions, beliefs, motivations, attitudes, axgeetations about the nature of becoming an
English teacher. This is drawn from the understagdhat identity of teachers stems from a
neverending process of construction; it is a flpidcess and subject to change over time,
depending on specific contexts around the consbmuaif the identity. As Bouma and Ling
(2004, p. 180) believe, the interview provides tgeeatest opportunity to find out how

someone thinks or feels and how they react to vanssues and situations”.
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The third reason for using interviews in this studgs because interviews provided an
opportunity for me to interact directly on two @iféent occasions with each of the research
participants. In other words, the interviews weseful in terms of the potential for getting
the story behind a participant’s experiences. Takbgw us to “enter into other person’s
perspectives” (Patton, 2002, p. 341). These fadade encounters allowed me to clarify
particular issues and ask follow up questionsuldalso observe non-verbal communication,
(such as eye contact, or cues to frankness andimggamsed to further the conversation.
Some of these have been noted in the transcrigtseifiollowing chapters. Indonesian was
used as the main language of the interaction, dirmieve that this promoted the natural

flow of the conversation and represented a spootan®ol for the expression of meaning.

Furthermore, the first round of interviews was imted to explore participants’ biographies —
both personal and institutional life histories (Bman, 2003) — in terms of tracking their
stories in deciding to study at an English educatatepartment and exploring their
motivations to be English teachers. The intervieaswalso utilised to explore participants’
views on goodenglish language teachingnd what it means to bepaofessional English
teacherin the context of teaching English as a foreigiglaage in Indonesia, as well as to see
how their early teaching identities are shaped @sthaped by sites of influence, such as
social, economic, politic and educational settingse appendix 9). Additionally, the
interview aimed to find participants’ feelings aexpectations about their practicum program

before they embarked on the practicum.

The second round of interviews was then conduded\isit participants’ conceptualisations
of the notion of ‘good English language teachingd avhat it meant to be a ‘professional
English teacher’ in Indonesia. This post-practianterview specifically aimed to examine if
there were any changes to and development in pamits’ understanding of these two
notions after they finished with their practicumogram. Hypothetically if participants
brought up new or different ideas, questions of seeond interview were directed at
exploring the reasons or complexities behind thengles accordingly (sefppendice® and

10 for the complete interview protocol for bothpa@d post-practicum interviews).
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In addition, considering my own position as a tescbducator who also shared similar
experiences in the past with the study participantoncur with Chowdhury (2008) who
argues interviews are a site wherein knowledgeiistly constructed by participants’ own
experiences and the researcher’s experience ofame phenomenon. This notion was first
coined by Mercer (1995, p. 3) who believed, “théura of knowledge is a joint possession,
as it can be very effectively shared”. In Mercensew, what makes knowledge
understandable is the point when “people put @ imbrds” (p. 120) and share it with others.
Therefore, the use of talks is central to the qoesbn of knowledge. In the context of this
study, | hoped to get in-depth information abouée tbomplexities of PSTs’ identity
construction through interviews as | can jointlynstuct my understanding of this topic by
sharing the participants’ experiences during treciicum and my own experiences in the

past. | discuss my own role as a researcher funmhsggction 5.7.

As mentioned in the previous section, | had torayeathe interviews as soon as | arrived in
Indonesia, as the PSTs (the study’s potential gpatnts) were officially about to embark to
their placement schools. Fortunately, participawtso had confirmed a willingness to
participate in this study were reconfirmed not loafier | arrived in Indonesia. After
confirming the interview schedules with all panpiants, the first round of interviews (pre-
practicum interviews) were conducted during thstfiveeks of October 2012. The interviews
were all held in the provincial state library, leedin the heart of Pekanbaru city. The reason
behind choosing this place was because it wasyeasdessible by everyone involved, and
also because it could be considered a ‘neutrateplahere participants and the researcher

could feel comfortable and at ease.

The interviews lasted for around 30 minutes eacho Participants were interviewed per
day. The interviews were conducted in Bahasa Insian® enable the student teachers to
freely and fluently explore any ideas in their mangithout necessarily worrying about the
language barrier issue. However, one participabewmire — preferred to do the interview in
English. The interviews were recorded with two t#ibdevices at the same time. The main
device for digital voice recording was an Olympus-Y11PC and the second device was my
mobile phone device (iPhone 3G) for a back-up fitecase | had a problem with the main

digital recorder. The audio recording was immedyatepied and transferred to my laptop as
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well as my fieldwork folder in my cloud on Googlerie. The folder was shared and
connected with my research supervisors’ Google &rso my supervisor could review and
see the progress of my field trip and or data ctib@ by looking at the files | posted to the

shared folder, such as audio files and correspgrtdamscripts.

As soon as | finished the interviews, | transcribieel interviews. This prompt transcription is
important in capturing what actually happened dutime interviews as they were still fresh
in my mind, including the participants’ facial eggsions, tone, intonations, and other body
language. These kinds of intangible meta-linguiasipects of interviews in many ways could
enrich the understanding and interpreting of wraatipipants said. Therefore, | made notes
and annotations about non-verbal language in nmystrgption. After transcribing, | also
imediately translated the transcriptions into EstgliThe translation was finalised a few
weeks after the interviews. | did immediate tratistes and annotations while | was
collecting participants’ reflective journals as ivelanother method of data collection (I will

discuss this second data gathering tool in the seotion).

With regard to the nature of translation, | am awéat there is a potential of ideas being lost
in translation as commonly happens in the tramsiagprocess. The lost in translation
phenomenon could later create an issue for valwfitg study (Temple & Young, 2004) as
meaning is constructed in language. To deal with igsue, | did not translate the words
literally into English. Instead, some culturallyesific words mentioned by participants were
kept in Bahasa Indonesia as they were. | explainedvords with descriptions if | referred to
the specific terms through this thesis (see p.wihiere | write glossary of these cultural
specific terms). Additionally, | am also a nativedbnesian speaker who shared the same
culture and values with participants, so | can wenftly state that | understood the cultural
meanings of some of the participants’ linguistippmssions in our conversations during

interviews. This reflects the notion that

...the solutions to many of the translator’s dilemrass not to be found in dictionaries,
but rather in an understanding of the way languaded to local realities, to literary
forms and to changing identities. Translators neosistantly make decisions about the
cultural meanings which language carries, and ewalthe degree to which the two
different worlds they inhibit are ‘the same’ (Simok©96 pp. 137-8 in Temple &
Young, 2004).
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The second interviews were conducted soon afterstbdents finished their practicum
placements. They were conducted over a period of vieks during late February 2013.
Similar to the first round of interviews, | contadtthe participants soon after they finished
the practicum and made arrangments for the intesidhe interviews were conducted in the
same place as the previous round — at the Riaunm®yublic library. Each interview lasted
for around 30 to 40 minutes each. | could not dottanscription and the translation straight
away after the interviews as | was about to retarAustralia with my family by the end of
February 2013. | therefore did the transcriptioasvall as translations, soon after | returned

at Monash University.

5.4.3. Guided Reflective Journals

The second method of data collection was the ugglioied reflective journals. This method
was chosen to specifically explore answers to noprseé and third research questions: how
the practicing teachers experience the transitiomfbeing a student-teacher to become a
‘novice-teacher’ during the practicum and in whatys the teaching practicum contributes to
the construction of their teachers’ identity. Fatady investigating a complex notion such as
the professional identity of teachers, the reflectjournal can be a powerful tool of
investigation as it “allows for documentation ofengence and bifurcation and assist to build
up an holistic picture of the interplay betweeniwdtlials’ histories and their current and
emergent ‘state’, thus providing insight into ‘séingy to initial conditions” (Phelps, 2005,
p. 37). A guided reflective journal also provideéSTR with the opportunity to examine their
own situations, looking at various inputs which \ballow them in turn to examine their

emerging sense of professional identity (Byrd, 3010

These journals aimed to capture and record as mypbrtant moment, event, and context as
possible that contributed in shaping and reshafiiegemerging sense of being a teacher
within the PSTs during the practicum. It also cagpdupossible tensions, struggles, and
conflicts the PSTs experienced in navigating therjey to becoming ‘new teachers’ during
the teaching practicum. The journal writing wasoadsmeans of reflection for the PSTs to
rethink and experience self-assessment about theegs of learning to teach, which they

experienced during their practicum program.
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The journals are ‘guided’ because | provided sonoenpts within the journal and asked the
participants to write them fortnightly based on thempts, and reflecting what they
experienced for the preceding weeks. One of thmpts, for example, led the PSTs to reflect
on what specific events, context, people, or sitmaturtured and constructed their emerging
sense of being a ‘novice teacher’ during the pecaaoti. These prompts were intended to guide
participants to reflect on specific issues relatiogny research questions, especially Q-b -
How do the PSTs experience the transition in ideftom being student-teachers to novice-
teachers during the teaching practicum? (for exangaeAppendix11).

To be more specific, question 1 in the journal -general, how do you feel about the
practicum in the past two weeks? Is there anytimibgresting you learnt or experienced? —
was intended to capture possible challenges, tessiconflicts or dilemma the PST
experienced during their teaching practicum. | @gpected to capture the development of
their approach in facing the challenges, tensioosflicts or dilemma. The question was then
also aimed at recording any specific lessons aglis the PSTs developed as “new teachers”

during the practicum.

Next, question 2 of the journal - what kind of peeses, events, acts, persons, contexts,
institutions which seemed to be influential for thevelopment of your sense of becoming an
English teacher in the past two? — was intendechfiure how these potential factors had
played and contributed to the formation and develepts of PSTs’ professional identity
during the practicum. At the same time, particisamésponses to this particular question
were used to identify the most influential factated by the PSTs in their development of
becoming a teacher during the practicum.

Apart from these guided questions, | also provitleem space in the journal where they
could write freely about ideas outside of the prtsr(guestion 4 of the journal). | deliberately
employed this reflective journal not only as a ne#or the generation of more data on the
construction and the development of the professideatity of these PSTs, but also as a way
to triangulate the data which could strengtherctiedibility of this study. Generally speaking,
triangulation refers to the idea of combining diffiet methods of data collection in a research

project for several purposes. As Flick (2002) nwiimg, it can be used as a strategy for
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promoting the quality of qualitative research ahdlso can be used as an approach to do
qualitative research in the most appropriate waythe case of this study, drawing on
Denzin’s (1989, in Flick, 2002) classification efangulation, it employedanethodological
triangulation by which different means of data gathering werepleyed (interviews,
reflective journals, and focus group discussiorije Tise of these three different methods is
expected not only as a strategy to validate resbitained with individual methods, but also
as a way for “enriching and completing knowledgel &amwards transgressing the (always
limited) epistemological potentials of the indivadlumethod” (Flick, 2002, p. 444). In the
broadest sense, this triangulation is a way toemee the quality of this study in terms of its

accuracy, validity, and reliability of the findingsore on this in section 5.8).

In practice, the participants sent their journalsnte through fortnightly emails during their
teaching practicum (from mid October 2012 to midieary 2013). Almost all participants
submitted their journals through sending it to nyerdgular emails. Ideally, the participants
would submit six fortnightly reflective journals ding their 14 week teaching practicum.
Although there were some delays in sending jouengies from some participants, seven out
of ten participants sent the journals fully and titeer three missed only one reflective
journal entry. With the exception of Demire whoote his reflective journal in English, the

other nine participants wrote in Bahasa Indonesia.

| immediately read and translated every journadeived from participants. | also did early
data analysis while | was translating the jourrglsannotating data perceived as important
information from the journals. Simultaneously,iétt to find themes, similarities and patterns
from each participant’'s answers for each guidedsto® in the journal, by cross-referencing
it with other participants’ stories. Yet, the firmhd comprehensive analysis was undertaken
after all the journals were completed. | finaligked data analysis when | had already returned
to Melbourne a few months after data collection wamplete (the detailed step by step

procedure of data analysis is discussed in themjpmpsection).
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5.4.3. Focus Group Discussion

In addition to the semi-structured interviews anddgd reflective journals, | employed a
focus group discussion (FGD) as the third and fstalge of the data gathering process.
Fontana and Frey (2000, p. 651) consider focuspgdiscussion as a kind of group interview
defining it as a “qualitative data-gathering tecjud that relies upon the systematic
guestioning of several individuals simultaneouslaiformal or informal setting”. In the case
of this study, | conducted the FGD in a semi-sticexd manner using a set of prepared
guestions, copies of which had been given to thiécjgzants at the beginning of the session
(seeAppendix12). Like a semi-structured interview, the reabehind this semi-structured
nature of FGD was to provide a sense of flexibititying the discussion. Providing copies
of questions to participants was intended to featéi the participants with initial ideas on
what was going to be discussed. It also providedntla space where they could track back
and remember specific things they encountered guhair teaching practicum if the nature
of the question led them to do so. This would sqbeatly result in a situation when
participants were more likely to express themselkesulting in wider and richer data,

compared to a situation when they did not knowtdipécs to discuss in advance.

Paton (2002) in Flick (2002, p. 196) sees a foaumum discussion as a highly efficient
gualitative data collection technique, which pr@sdquality controls on data collection as
"participants tend to provide checks and balance®arh other which weeds out false or
extreme views. The extent to which there is a bt consistent, shared view can be
guickly assessed”. This is possible as the maitufeaof a focus group discussion lies in its
group dynamic. Harell and Bradley (2009, p. 80)cdbg a focus group discussion with an
analogy comparing it to a soccer game with the lc@a team, where “the coach is on the
sideline, and the ball is in play among the play@te players move the ball around among
themselves, and the coach encourages the actiontifre sideline”. The coach’s main role is
directing the game and not playing. This is comsistvith a focus group where a researcher
is acting to moderate the discussion and the [aatits are dynamically interacting among

themselves about the questions raised.

The FGD was conducted in February 2013 (one wetek afl participants completed their

second round interviews). It was located in a siteading room in a library run by the local
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government in Riau province. Just like the indiabinterviews, the venue was deliberately
chosen in a neutral place to enable all particpémtieel free and comfortable to share their
ideas without necessarily feeling under pressutieifinterviews were conducted at the Riau
university campus or in one of their placement sthoAll participants were invited to come
to this FGD, yet only seven participants turnedang the other three did not come because
of personal reasons. One participant, for examples visiting her family in Bengkalis (a
small town located around 128 kilometres away fi@ekanbaru) on the day of FGD, and
therefore she could not attend.

In the case of this study, this FGD was intendeldet@ tool by which | could explore chosen
interesting responses from the previous individnérviews, as well as from the PSTs’
reflective journals. As Fontana and Frey (2000uardg=GD or group interviews could be
used for exploratory and triangulation purposesomhsidered this FGD to be especially
beneficial in exploring these issues through moe¢aited and more in-depth discussion
across participants. Question 6 of the FGD, fotaimse, which asked “ ®you think that the
role of your mentor teacher stregthens your dresonse a teacher? Whyfas intended to
explore ideas on the importance of mentor teacheley persons affecting the development
of PST’s teachers identity, including their intemtito be a teacher or not after the practicum.
It is possible that this topic might have been fmesly discussed by particular participants

either through their post-practicum interviewsloit reflective journals.

The FGD was indeed used for further exploring tiesen themes from the previous
methods, especially in looking for richer data twswer questions related to how PSTs
experienced the transition period of being a stttEacher to becoming a ‘novice-teacher’
during the teaching practicum. It was also useelaore how the practicum has shaped and
reshaped their early sense of teacher identities Appendix 13 for a detailed list of

questions). The exploration focused, for exampteissues related to participants’ views on
improving the quality of the existing teaching preem program at Riau University.

Discussion also explored their views about the meatef mentoring and supervision they
experienced during the practicum in relation toirtr@merging sense of becoming new

English teachers.
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Additionally, the FGD also functioned as a datartgulation tool, which could potentialy
strengthen the validity and reliability of the fings. Therefore, similar questions in the pre-
practicum interview or post-practicum interview weagain asked in the FGD. In terms of
data triangulation, this focus group discussioovedld me to track and compare individual
responses to the same questions in previous iatesvor with their reflective journals. One
of the questions raised in a previous interview ,wl® instance, related to their
conceptualisation of ‘professional English teacherhis question was again raised during
the FGD, not only for exploration purposes but digo data triangulation. For example,
question 14 of the FGDsome of you said that a professional English teadioesn’t have
to be someone with a fluent English speaking gbil# you agree with thatAppendix13),
was actually the exploration as well as way ofrigialation of question 8 of post practicum
interview (Appendix10) - Do you think that that teaching practicum has chethgour views on the
characteristics of professional english teachedr for question 5 of the pre-practicum interview
- how do you define a “professional English tea¢héfhat characteristics do you think they

should haveTAppendix9). All of these questions were closely relatecheatber.

Although the FGD has the potential to produce Wdelta, it can also bring potential risks.
Kvale (1996) points out that group interaction cbréduce the interviewer’s control of the
interview situation and this may lead to difficaki in the systematic analysis of the
participants’ responses. To address this potediféiculty | both tape-recorded and took
notes of the focus group session, and | ensuredl thad noted interesting and important
responses from each participants. To make surelifoeission flowed effectively, Fontana
and Frey (2000) suggest that the interviewer’s| skilleading the discussion plays an
important role. To do this, | led the discussiomicomforting manner; that is | tried to reflect
certain characteristics — being flexible, objectim®n-directive, patient, calm, reassuring,

warm, and caring — as expressed by Fontana and Z0e9).

| constantly encouraged everyone to speak up byatemy the “golden rule” that there were
no right or wrong answers, so every participant waking to speak; and no single
participant would dominate the discussion. This wa#s to ensure that a certain group

culture that might have emerged did not have terfate with individual expression.
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Furthermore, although questions in this FGD wereaaly predetermined, | also allowed
degrees of flexibility in ‘leading’ the group disssion. Like the semi-structured interviews, |
allowed myself some “out of topic” ideas to flowrdhg the discussion as far as it did not

deviate too far from the prepared list of topics.

5.5. Data Analysis

The core business of data analysis is finding gua#f” in the data and the relationship of one
‘set’ of data with another before interpretationatempted. Unlike the process of data
collection which was done deductively to maintdie significance and relevance of data to
the primary objectives of the research, the amalysrt of this study was carried out
inductively. The basic idea of an inductive proaedwithin a qualitative content analysis
was that the procedure was used to develop themesaiegories gradually from the data
collected (Mayring, 2000). In other words, the datalysis is not set out to test whether data
is consistent with prior assumptions, theorieshypotheses identified or constructed by an
investigator; rather the main purpose of the indecapproach is “to allow research findings
to emerge from the frequent, dominant or signifidthemes inherent in raw data, without the
restraints imposed by structured methodologies”ofiias, 2006, p. 238). In doing so,
McMillan and Schumacher (1993) maintain that indiectdata analysis organised data into

categories based on themes, patterns, and rekifpgrsmong categories.

For this study, the analysis was conducted with absistance of the software NVivo 10.
Having attended some information sessions abositttiol and attending professional NVivo
training at Monash University, | decided to usesthoftware to organise and manage my
data. | found using this software was handy forlitateve data management. NVivo 10 is a
software which helps a qualitative researchere like - to manage, organise, and analyse
qualitative data. It specifically helped me orgeniand analyse my non-numerical or
unstructured data, such as interviews, reflectowerjals, and focus group discussion notes.
This software also allowed me to classify, sortd aarrange information; examine
relationships in the data; and combine analysi$ Witking, shaping, searching, and even
modeling. Using this software, | could identify nds and cross-examine information in a

multitude of ways using its search engine and gtergtions (QSRInternational, 2014).
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Apart from being aware of the potential strengtlisN¥ivo, | fully understood that the
software only functioned as a supporting tool fatadmanagement. It would never be able to
replace the role of a human researcher in condyetinresearch processes, including data
analysis. As Kolenic (2013, p. 9) reminds us, “N¥ivs just a tool to facilitate the
researcher's thinking; it does not do the thinKmgthe researcher.” Therefore, the core data

analysis in this study was basically performed leyas a researcher.

In using NVivo 10, | first imported all of my daténterviews and discussion audio,
transcripts, translation, and reflective journafShce all data was imported and integrated
into the NVivo system, | began to read and rerbadiata and tried to identify themes within
the data. The process of ‘reading’ the data had staated before the data was imported into
NVivo; that is when | played the audio files of thecordings of the interviews and focus
group discussion several times prior to using tbé&ware. | also read transcriptions
repeatedly to enable me to fully immerse myselhwiite data, so that | could identify themes
and categories embedded within the data and carmidsible meanings and how these fitted

with developing themes.

Within the NVivo system, | began to develop a gehodes’ or containers which function as
places to keep particular themes found within, aneerging from, the data. The nodes
consisted of some ‘parent’ nodes as well as ‘childtles, or even ‘grandchild’ nodes. The
way nodes classification works is similar to theywee create a folder and sub folders in a
normal Windows explorer type system. While the rsotere functioned as containers of
particular data, it also meant that particular thewere developed and sorted from raw data

from the three methods of data collection.

In the case of this study, | developed four parewides, starting from participants’ profiles,
participants’ perspectives on particular issuesutitieachers’ identity, issues around the
teaching practicum as a community of practice, ane final node which captured issues
beyond teachers’ identity. Each parent node coethiseveral child nodes as well as
grandchild nodes. The parent nodes on participgetspectives, for example, contained four
child nodes. At the same time, the parent nodee@lto issues to do with the teaching
practicum also comprised of several child nodes @Ggure 8 for a detailed picture of the

nodes).
104



Nodes Look for: - Search In = | Coding_Categori Find Now Clear Advanced Find

B [ Nodes . .
5 Coding_Categorisation-1 Coding_Categorisation-1

() Lit Review . Name
) Thesis Chapter () 1. Participants' Profiles
g Relationships £-() 2 Participants's Perspectives
(G Node Matrices O 1. Realities of ELT in Indonesia
=] O 2. Ideal ELT in Indonesia
O Before TP
O After TP

D 3. \what it means to be a teacher

=] O 4. Professional english teachers

O After Teaching Pracctium
O Before Teaching Practicum
O 5. Teachers Certification Program
= o 3. Practicum as a community of practice
O 1. Feeling After Practicum
=1 O 2. Navigating the jorney of identity in transition during Teaching Practicum
O 1. Adjustment
O 2. Survival
O 3. Development
=1 O 3. Belonging to Teacher Community
(Q slignment
(D engagement
(D imagination
O Influencing factors for sense of being 3 teacher
(D Motivation

@ Sources
=1 o 4. Professional Learning during Teaching Practicum

O Nodes O Becoming Someone New_Feeling like a real teacher
m— O Und ing Classroom M; vent and How to deal with learning problems
Lﬁ') Classifications O Understanding the real situation of being a teacher

O understanding the school system
i Collections
O 5. Expecatations and Reality

ﬁ Queries = O 4 Beyond Teachers |dentity Issues

E‘} Reports O 1. Feedbacks on the system of teaching practicum in Riau University
O 2. Some interesting facts and unforgettable Memories
Q) Modets

Figure 8. Nodes description of data analysis

Looking back to my research questions was helpsuhastarting point to build up these
node(s) and identify the themes. Some ideas foe rat@ssification and development also
arose from literature | reviewed. However, ratheant making categories prior to the
identification of themes, | identified all themeghin the collected data. In other words, all
the themes were grounded from the data. For examplgeveloping themes in relation to
guestions about how the PSTs experienced the timn$siom being a university student to
being a novice teacher during the teaching practjcthe themes | developed - such as
adjustment, survival, and development ‘stages’ @ggn Figure 8) - were purely based on
thorough analysis of participants’ guided refleetjgurnals. Therefore, | would argue that the
data analysis of this study also applied, to sorterg, to some principles and procedures of
the grounded theory research approach. Yet, utiigkecore principle of a grounded theory
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which aims to generate or discover theory usingnoped axial coding and theoretical
sampling, this inductive approach is intended emtdy themes or categories which are most

relevant to research objectives (Thomas, 2006).

Flick (2002) describes that the inductive data ysialinvolves three phases; open coding
where all themes are captured and categorised] awmiding where the categories are
interconnected with each other, and selective gpdimere only relevant and potential
themes are selected for the discussion of the n&se&elective coding, Flick (2000) adds,
requires ample understanding of the issue fromréisearcher. Therefore, referring to the
literature review constantly is imperative. Therefd had to select and sort the data without
losing sight of important points from the existitigerature, or including insignificant

information. Furthermore, the three phases, acogrdo Flick, are the foundations for

discussion in the research process.

Drawing on these three phases of data analyssed the following process when developing
the open, axial, and selective codes. All the umav transcripts, reflective journals, and
transcripts of focus group discussion were firstige as separate word document files. As
mentioned before, all data sources were then imgomto the NVivo system. Before
working with NVivo, however, | preferred to stahnietopen coding process by working on the
hard copies of the data, believing that this waqurigvide a sense of “proximity” between me
and the data and so allow patterns and hunchesdoge. | immersed myself in the data by
simultaneously and repeatedly listening to the aufiies and reading the interview
transcripts, reflective journals, and focus groupcussion transcripts. | used different
coloured pens to highlight various emerging coneeptpotential themes. For the purpose of
the open coding, | used the language of the ppatits when developing the open codes to

ensure that the themes, which eventually emergerk grounded in the data (Glasser, 1992).

Only after identification of the initial codes amagjor themes, did | work with the Nvivo
software in managing and classifying the data.damedeveloping nodes based on themes |
found during the ‘manual analysis’ stage. Then paned all the coded data either from the
transcripts or reflective journals into each thermbe nodes development of NVivo was

dynamic as it often changed. | sometimes alteregvised the name of the nodes/themes, or
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sometimes merged one particular node with anotbeenin other words, at this stage |
started to classify the themes and saw patternsr@latonships among the themesxi@l
coding.

I managed developing the theme based primarly ceareh questions. To answer the
guestion on how the PSTs experience the trangitigsientity from being student teachers to
novice teachers during the practicum, for instaricetarted with building several open
codings regarding their professional identity depehent, such as adjustment, observation,
nervousness, anxiety, dilemma, tension, and canftballenges, resistance, ignorance,
frustration, acceptance, performance, and recagniffhese themes here mostly emerged
from participants’ journals and post practicum iwiews. Initially, these themes were on
equal separate grand child nodes of the child nadeNavigating Journey of ldentity
Transition during Teaching Practicum in NVivo (s&min Figure 8).

In the next phase, | revisited each theme and dkearticular themes had overlapped or if
they could be integrated into one theme or if tbeyld be simply deleted. | then decided to
group themes of dilemma, tension, conflict, chajks) resistance, ignorance, and frustration
under one child name — survival. At the same tithe,themes on acceptance, performance
and recognition were grouped under a new childnededevelopment. The node
classifications for the theme of PST’s identitytiansition were finally made of the three
themes — adjustment, survival, and development @stion 8.1 for more detailed

discussion).

5.6. Ethical Considerations

In a research project involving humans or animeikijcal issues are of major concern. The
issue of ethics become important, as “they are ectedl to the authenticity and validity of
the research project” (O'Toole & Becket, 2010, §). % is the responsibility of a researcher
in a study to make sure that these issues are rmdnagcceptable ways. The ethical issues
within the research might be related to the paodints or even the process of the research

itself.
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Flick (2002) maintains that growing concerns atathical issues in research are triggered by
several scandals in research history and that thesea of prisoners for research and
experiments by doctors during the Nazi period inr@y are particularly horrifying
instances, which led to the development of ethicales for research. Flick (2002) adds that
some past and recent cases of research deceptiereheaouraged German research councils
to develop rules of good practice, which have t@beepted and enacted by every university
or institute applying for research funding. Thewrg understanding of ethical issues in
research over the years has resulted in the fotronlaf a large number of codes of ethics

and the founding of ethics committees in many eld

For research involving humans at Monash Universiétiyiics approval is granted by the
Monash University Human Research Ethic Committe®&MRC). The need for ethics in
conducting research primarily concerns tieee Ps— protection, power, and privacy
(Chowdhury & Podorova, 2014). In terms of protectidUHREC needs to protect the
university, participants, and researchers from gayor psychological harm, from breaking
of the law,andfrom misuse of data. In terms of power, the etlbiody is required to make

sure that the nature of participation is under lary basis with no coercion. The privacy
issue relates to how research is conducted by ginotethe identity or confidentiality of

participants.

In the case of this study, | was aware of the isgymtential power relations between myself
as a researcher and my participants, as the mamits in this study were all pre-service
English teachers of whom were to have been my wdesits. | deliberately attempted to
ensure that participation was free from any impzfcthe power relationship between the
participants as the data sources and the researgtsedf, by telling them that | was on study
leave on the day of data collection and had noctlicentact with them in the classroom.
Statements in the Consent Forms (ppendice$ and 6) also explicitly addressed that their
participation in this study was completely volugtaand each of the participants had the
freedom to participate or not to participate, as isearch participants of this study. | will

address this issue in more detail in the next @ecti

| also reminded the participants about the nat@itbevinterviews and focus group discussion

prior to their decision to take part in the resbaand reminded them that the interviews as
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well as focus group discussions would be recordeat all interviews and focus group

discussion would be conducted in neutral settingshsas a designated silent room in a
library. In terms of confidentiality, | clearly s& in the Consent Forms that there would be
no third party who could get access to the origutatia of this study. In other words, the
original data would be kept under lock and keylsbaaddressed the issue of anonymity by

assigning a pseudonym for each of the participants.

5.7. The Role of the Researcher

| was aware that | played two roles as an outdjelier) and insidergémiq in this research at
the same time. | understood that this study waslected in my ‘own yard’, as it involved
some pre-service English teachers whom | had taoghtame across somewhere in my
university. On the one hand, my familiarity withrf\@ipants and the research context brought
advantages for better research in terms of a momgprehensive understanding | could get
about the participants and the context of the stddys familiarity provided me with the
opportunity to prevent issues of reluctance from plarticipants in communicating with me
as a researcher. In other words, they did not ta¥eel uncomfortable speaking to a stranger
and therefore they could explore their ideas fresig happily. Lincoln and Guba (1985,
cited in Shenton 2003) even suggested establistiiag they calledprolonged engagemeént
between the researcher and the participants, ascthild potentially enhance the issue of
credibility in qualitative research. This kind ohgagement is recommended for both
investigators and participants “to gain understagddf an organization and to establish a
relationship of trust between the parties” (Sheng@®3, p. 65).

The fact that they were my students in the unitgrsin the other hand, could lead to the
issue of power relations between a researcher aritipants. However, | already made sure
that their participation in the study was fully untary and that they were aware of the right
to withdraw at any time they thought they neededas stated in the Consent Form).
Moreover, | was on a long study leave and there measlirect imbalance of power in my

relationship with them in the classroom when thiglg was being undertaken, as previously
mentioned. As | am writing this chapter, | knowtthaost of them have already graduated

from the university and | will no longer meet thé@mmy classes by the time | return to my
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teaching duties. Therefore, the likelihood of powedation implications in this case is

negligible and has been fully addressed.

Furthermore, | could be considered an insider ©f tbsearch in that | myself am a teacher
educator who also experienced the complexitieseabiming a professional English teacher,
including during my teaching practicum, as | redednin Chapter 1 (section 1.2.). This
experience might have built my own beliefs and aggions on this topic. | took advantage
from my own experience as a PST and as a teachedi@rstanding and making sense of the
data from participants by reflecting on my own exgrece. This kind of internalisation was
possible and acceptable in a qualitative case stgdyhe subjectivity of the researclard

of those being studied becomes part of the resgandess. Researchers' reflections on their
actions and observations in the field, their impi@ss, irritations, feelings, and so on,
become data in their own right, forming part of tierpretation” (Flick, 2002, p. 16).
However, to strengthen the objectivity of this studs a researcher | always kept reminding
myself that | have to make sure that | am positignnyself as an outsider and should refrain
from relying on my own assumptions and persondefslin other words, | have to see and

accept the information | obtained from participaagst was.

5.8. Validity and Reliability

Issues of validity and reliability are central imtb quantitative and qualitative research
projects. In qualitative researckalidity concerns the degree to which a finding is judged t
have been interpreted in a correct way aaliability concerns the ability of different

researchers to make the same observations of ax gienomenon if and when the
observation is conducted using the same methodprertgdures (Maxwell, 2005). That is,
validity refers to the idea of how to choose carteols or methods, and reliability is dealing

with how to use the tools or methods correctly.

Drawing on suggestions by Shenton (2003) in addrgsssues ofinternal validity or

credibility in Guba’s terms (1985), apart from carefully designand selecting appropriate
methods of data collection, triangulation is anothiay of addressing the internal validity of
this study. As discussed earlier, | used three austlof data collection: in-depth interviews,

guided reflective journals, and focus group dismrssThese three methods enhanced my
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research credibility as “the use of different mekhan concert compensates for their
individual limitations and exploits their respeetizenefits” (Lincoln & Guba, 1985 cited at
Shenton, 2003, p. 65).

Triangulation also affects the reliability of tratudy, because the validity of a study could in
turn affect the reliability aspect of that studyindoln and Guba (1985) stressed the

relationship between validity and reliability in ajiative research and argued, “a
demonstration of the former goes some distancengureng the latter” (cited in Shenton,
2003, p. 71). To triangulate the reliability of ttiata, for example, | repeated particular topics
that aimed to answer the same research questisonie methods of data collection, like in

the in-depth interviews session, guided refleciixenals, and focus group discussion.

To ensure spontaneous and natural articulation fpamicipants, in my approach to the
potential participants | made clear from the sthait their participation in my research was
completely voluntary, and they had the right taisefto participate in this study or withdraw
at any time they thought they needed to. This wasnisure that those participating in my

research were only those who were genuinely willimtpke part freely.

In addition, in order to enhance the validity agtiability of the data in this study, | involved
the participants in rechecking the transcribed rumevs and focus group discussion
transcripts to clarify if any ideas were missing ibmiscommunication occurred. Some
researchers (such as Carlson, 2010; Merriam, 1&8Bdhis procedure ‘member checking’ in
which participants of the study are given the opputy to verify the accuracy, and to check
or approve particular aspects, of the data (in ¢hse, the transcriptions of their interviews
and focus group discussion). The transcriptiongwgent to the participants to let them check
and examine them, to see if there were any concétowever, most participants did not
respond to the transcriptions; implying that thesdhno serious concerns with the

transcriptions made.

5.9. Chapter Summary

In this chapter, | have discussed my choice of a$e methodology, starting from my

research paradigm to rationales behind each ofhtte= choices of research methods. The
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chapter has reiterated that this is a qualitatagecstudy drawing on constructivist’s views of
seeing reality. Central to the discussion was ta@ce of this study that seeks in-depth
exploration of particular issues, rather than agrfior generalisation as commonly practiced
in the quantitative research tradition. The dismrsalso deals with details of my field trip in

collecting data for nearly one semester in Riawipiae, Indonesia. The full procedures have
been reported as they are in the field; some patel¢nefits and risks of each procedure
were also addressed. | hope that the descriptiorikis chapter have built the case for a

sound methodological choice underpinning this study

In the following three chapters, | will present tliedings of this study. They are selected
conversations between me as a researcher withetlganch participants, during interviews
and the focus group discussion. The findings ae génerated from another method of data
collection in the guided reflective journals. Thecaming chapters are separated on the basis
of different research questions. They are delileéyahade separate to allow the reading of
the ideas presented in a comfortable way, consigehie amount of words embedded within

each chapter.
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VI. EMBARKING ON THE ENGLISH TEACHING PROFESSION

“being a teacher, for me, is like making a plantatifor ‘dakwah’. It means that being a teacheriis a

altruism choice, in which we are supposed not toagy reward from this profession. It is up to the

society to reward it. If a teacher has begun ddlmg profession by calculating any kind of reward
they might gain, so what is the difference of ahea with a businessman?”

(Arel, pre-practicum interview)

Having reviewed the literature; designed an appat@rmethodological framework; and
gathered and analysed the data; attention now tartige discussion and interpretation of the
data in connection with the theoretical framewotkslerlying this study. The next few
chapters present and discuss the results of tlitnga from the data. The findings are
distributed into three different chapters with tipiarticular chapter specifically discussing
findings related to early forms of participation participants in their journey of embarking

on the English teaching profession.

This particular chapter is arranged on the basBIsén’s (2008) model of teachers’ identity
formation which considers — among other elemerntseir reasons for entry into teaching
profession, and their childhood and schooling epee as important factors contributing to
the formation of their identity (see section 1.Bhe first section of this chapter therefore
captures personal stories behind participants’si@ts to enter an English teachers’ training
institution. It is followed by a section exploririgeir reasons for wanting to be an English
teacher. The last section explains participantgati&es about the roles of significant others
through their journey to becoming an English teaclhbe data here was generated and cross
referenced from the three methods of data collectwe- and post-practicum interviews,
fortnightly reflective journals during the 16 wepkacticum, and the one hour focus group

discussion, as discussed in Chapter 5.

6.1. Studying in the English Education DepartmentBehind the Scenes Stories

To investigate participants’ stories with regardheir unigque journeys to becoming English

teachers, one of the first questions asked in teepmcticum interview wasvhy did you
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want to study in the English Education Departm&#D)'? This question was designed to
elaborate on participants’ personal stories behiimr decisions to study in an English
teacher education program. This question also ainwedexplore the nature of early
participation they have engaged in during the cantm of their professional development. It
is argued in this study that these personal aceatonitributed significantly to the formation
of their identity as teachers well before they @#fily entered an English teachers’ training

institution, as data in this chapter reveals.

Data from the interviews indicate that reasonsdidy at an EED varied greatly. Their
answers could be broadly categorised into two wffe groups. The first group of
participants (n=7) is the group of PSTs who joitteel EED with a pre-existing intention to
be an English teacheprpfessional aspiration The second group (n=3) comprises those
PSTs with no intention to choose teaching as theifession. The data generally indicated
that joining a teacher training institution does necessarily mean that a PST really aspires
to be a professional English teacher. Their speo#fasons are elaborated on in more detail in

the following section.

The first group of participants who deliberatelycidied to study at the EED of the Faculty
Teachers Training and Education (FKIP) confirmeat tbng before they decided to study in
this department, they already had sufficient infation about the department in that their
subject choice would lead them to the gate of beimgofessional English teacher. In other
words, they wanted to be an English teacher thexdfeey enrolled in this FKIP. As Selly
said, “I know that graduating from FKIP | will beme a teacher, and | think that being a
teacher is mobleprofession, so | chose studying at an EED.”

This kind of professional aspiratiorhas also been strengthened by their personaksiter
with regard to the fact that English is an inteioval language. Data showed that most of the
participants considered the current status of Ehglas an important means for international
communication) as their basis to choose the EERyTielieve that studying English would
benefit them in the future. English is not only geved as a language which would be
valuable for them in terms of their career develepmas English teachers, but also a

language which would enable them to be part ohgermational community.
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In other words, most participants were aware ofrthétifaceted advantages English as an
international language could bring to them. DrawamgBourdieu (1991), it could be said that
they believed that English is a valuable form o§liistic and cultural capitavhich bring the
holders symbolic power. This means that mastengmglish knowledge is symbolically
becoming cultural capital that is regarded as @a#ipand economically valued superiority.
English competence deliberates to people a symialiital-prestige and honor as well as
economic capital-material wealth. In short, papeits of this study were fully aware that

English will open more opportunities in their futdives

Some particular advantages participants mentiorred related to the pursuit of better
education; the cultivation of knowledge; more o wider interaction with people from

other parts of the world; and the openness ofdheamarket.

The reason | chose English education is becauseraéy speaking, English is very
important. We can see that English is needed inynparts of our lives. So, | think as
an international language, English will be needeatemin the future. As a student,
English helps me find information from outside, mwtly from Indonesia. | can also
interact with people from ‘foreign countries’.

(Ayi, pre-practicum interview)

Realising the potential benefits English might bria their lives, some other participants also
considered the promising brighter future of thogeaking English as an international
language. Therefore, studying English will openwliedows of the world for them and bring

good opportunities, such as in the field of busines

As we know we are entering the globalisation eranehmany people from outside
come and go to Indonesia. Many of them are evengtyp find a job here. In this era,

English is therefore really needed. So, we ardafbbehind the outsiders. At the same
time, Indonesian people can also work outside. & key is again English. And

English teachers play roles here.

(Selly, pre-practicum interview)

In some parts of the interview, Selly referred te texistence ofSekolah Berstandar

Internasional (Internationally Standardised Schools/SBI) in Ingsia as one example of
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good opportunities for English teachers to develmir careers as well as to gain financial
advantages. SBI is a new kind of school establishéddonesia after Law No. 20/2003 was
passed. The law made it possible for foreign edmeak investors as well as domestic
investors to establish a so-called “internatioiahdardised schools” with their own unique
curriculum (National Curriculum Plus). This mearmtt the schools still used the same
national curriculum as enacted in non-SBI schogds,they also employed an international
curriculum as an addition to the national one. €hesernationally standardised schools are
usually run by international education institutionscollaboration with local foundations.
The schools usually charge students more expetigiien fees than non-SBI schools. At the
same time, they usually pay the teachers’ salatiasmuch better level than ‘normal schools’
(Afrianto, 2013).

Regardless of the fact that the pilot project teropublic International Standard Schools was
finally cancelled by the Indonesian Supreme Cous th issues of fairness and nationalism
(Afrianto, 2013), private ‘International Standarah®8ols’ still exist. The most apparent
differences of these SBIs compared to non-SBI dshisan terms of the use of English as
the language of instruction (Coleman, 2011). Ireotlvords, English is not only a language
of instruction for teaching the English subjectt blso for other subjects, like Math, Bahasa
Indonesia, or History. For this reason, Selly ustierds that these schools would need more
qualified English teachers, as English is an ddfitanguage of instruction at these schools.
This understanding has led her, in some waysutdysit the EED.

Furthermore, unlike some study participants who badén aware of the objectives of
studying at the EED since the beginning, threei@pants reported that they had never
realised that studying in this stream would leaghthto becoming an English teacher after

they graduate. As Arel confessed in his pre-prantinterview,

| initially felt shocked and kept thinking why didchoose the teacher education
faculty? When | chose this department, at the eggnl had never known that this
department will lead me to become a teacher.

For a student like Arel, he chose to study in Eigiducation for two reasorfgstly, it was

because he did not pass the police academy tdst first occupation he dreamed of, and
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secondlybecause of financial concerns. Studying at the E&DArel was basically his
second choice. Although he stated that he lovedlystg English, he preferred to aim to be a

professional policeman, rather than an Englishiteac

| wanted to be in the army or be a policeman, lidim’'tpass the test. | had a financial
problem. Then, my parents gave me an option, ‘yaxeha break for a year while we
are collecting money, or you keep studying in dedént major’. Then, | thought that |
took a break, | was afraid that | did something wgaas a teenager outside. So, |
decided to keep studying and then | chose the &mglilucation department.

(Arel, pre-practicum interview)

What he means bignancial problemmight be related to an issue commonly shared hyeso
Indonesians saying that candidates must illegadly @an amount of money in bribes to be
able to pass the police entrance test. In othedsydre thought that he might have failed to be
selected as a police because of this bribery eapent It is beyond the scope of this study to
further explore this bribery phenomenon in the mmekian public service in relation to
choosing English.

Like Arel who did not intend to be an English teacin the first place, Rike’s decision to
study at the EED also reveals similar findings. fist genuine expectation to enter the EED
was solely to improve her English proficiency, etthan expecting to be an English teacher.
Her willingness to gain a certain degree of prefdy in English was triggered by her
constant wonder at seeing that English is everyaveound her. Therefore, she challenged
herself to improve her English skills, so that stmild take advantage of her English

sometime later in her life.

Additionally, Demire’s story also suggested that t@ason to study in the EED was more due
to pragmaticand practicality reasons, rather than a true intention to be adisntpacher.
Being confident with his English proficiency, hecaed to study in this department because
he thought that it would be much easier for hinfioltow the lessons. He thought that he did

not have to study as hard as his other friends nhige to. He confidently declared,

If | study English education, | don’t need to rgadtudy it. | have been able to speak
English. So, what | need is only to studyw to teach not how to understand English
So, if | take other departments, for example,ahbse Chemistry or other departments |
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have to study two concepts. But in English educatijust need to understand how to
educate.

Despite his English proficiency being above averagmpared to his fellow students, as
mentioned above, Demire apparently entered the EED no initial intention to be a
professional English teacher. Although he also roaatl that he loved teaching and sharing
with others, he never intended to choose the tagghiofession as his career choice. In fact,
at the time of the pre-practicum interview, he wawking in a part time job as a private
English tutor in a growing English institution irelanbaru. Financial gain might have been
the most important factor that drove him to consitiés as a career option. Demire’s story
indicates that he had to negotiate between hisgrass$o teach with his immediate need to
earn money. Given the fact the he was the eldatd @h his family with no father, he
deliberately chose running a business rather thaaahing job so he could help his family to
survive (see Demire’s short profile in section 51)e nature of this choice remained until he
finished his teaching practicum program, when hibeeately stated in his post-practicum
interview that he prioritised being a businessniasiead of being a teacher (see section 8.2
which presents the complexity of Demire’s storigs donstructing his early teaching

identities).

6.2. Motivation to be an English Teacher

To resume analysis of the data from the previoasa®e the first group of participants (those
reporting that they deliberately choose to studyhat EED because they wanted to be an
English teacher) were asked a follow up questiowhy do you want to be an English
teacher?’ The findings suggested that these agpisatvere inspired by interrelated reasons,
ranging from principles adltruism, to gendered opportunitieso the ‘speciality’ of English.
Datails of the findings are discussed in the follmyvsections. The findings indicated that
participants’ reasons for becoming an English teashowed similarities with some studies
conducted in different contexts (e.g. Basalama,02®ichardson & Watt, 2006; Suryani,
Watt, & Richardson, 2013), as reviewed in sectighZ Unlike the reasons being considered
by policy makers in Indonesia, in this study fasteuch as current remuneration policies
within the teacher certification program did ncalhg appear to have any significant effect in

their choices to enter this teaching profession.
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6.2.1. Altruistic Motives: “Because teaching is like a platation of dakwal’

Data from the pre-practicum interview shows that @il the ten participants reported that
their aspirations to be an English teacher wergedriby altruistic motives. They were

committed to therinciples of altruisnthat emphasise the importance of selfless conaarn f
the sake of the well-being of others. They wantdducate the future generation of the
nation — transferring knowledge and educating yguegple in order to secure a bright future
for them, in the true spirit of the Indonesian “Gur

For me, being an English teacher is a challenge sed a very low level of
education of people in my hometwon. Looking at tihapy situation inspired me
to be a teacher in my hometown. | want to imprdwe quality of life of the people
in my hometown.

(Dodi, pre-practicum interview)

In Dodi's case, he was passionate about makingtautied efforts to upgrade the quality of
human resources in his hometown. He was born ae gp in a rural area where many
people dropped out of school (see his profile ictisa 5.3). The majority of the villagers
only graduated from primary school therefore mostd in poverty. This situation inspired
Dodi to decide to be an (English) teacher and hetedato change the local people’s quality
of life through education. This reason can theefoe considered part of Dodi’'s altruistic

motives to be a teacher.

In later parts of the pre-practicum interview, Dadntinued his story explaining that he also
decided to be a teacher because he believed theling was a noble profession as a
teacher's main role was to educate people. Thelityolof the teaching profession was

mentioned by other study participants as theiraesgor becoming (English) teachers. They
also viewteaching as a respected professioan honorable role with its core responsibility

to serve the people by any means.

Treating teaching as a noble profession is a typsoasideration for those from Asian
countries where Confucian and other Eastern piplogs are central and commonly applied

in the field of education. The nutshell of thislpBophy lies in its emphasis on the role of the
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teacher aslun Zi, representing a person who is a model of moralityh vautstanding
knowledge and wisdom (Basharat, Igbal, & Bibi, 201The Confucian values are rooted
from Chinese history when Confucius — a man conaditb improving the human condition
— lived during an era known as the Spring and Autyrariod (722-479 BC). According to
de Bary (in "The Confucian tradition: China at tivae of Confucius ", 2012), during this
time the old order was breaking down, the old trads were being confronted, and
traditional privileges and rights of the ruling stawere being questioned. Confucius was
born in 551 from a family who had noble status, lhad fallen on hard times and who were
living in straightened conditions. At that time, r@acius travelled from feudal state to feudal
state, advising rulers how to lead ethically. Chanéistory notes that Confucius appears as a
scholar, a teacher, a moralist, and someone wha lsnse of responsibility and sacrifice
towards public service. Confucian values have greiafluenced Chinese culture where
moral obligations to other people are imperativepublic service, including in education.
Hong (2014) describes that the influence of Comfnism values in educational practices is
not only limited to Mainland China, it has spreantass the borders of China and affected
teaching and learning values of many Asians, inolyidhose residing in the neighbourhood
countries such as Japan, South Korea, Hong Kongyaha Singapore, Malaysia and
Indonesia.

Furthermore, this finding indicates that the teaghprofession is still considered by the
younger Indonesian generation to be a ‘sacred gsair’ through which people sacrifice
their lives to serve their community, including improving the educational quality of the
nation. Dodi, for example, specifically stated th& dream to be an (English) teacher was
prompted by seeing the poor quality of life for ploin his hometown. He was personally
inspired to improve and leverage the people’s livekis hometown by choosing to be an

(English) teacher.

Dodi’'s dream and his strong idealism about imprgvihe lives of the poor people in his
hometown is similar to what drove the late Ki Hajz@wantara (1889-19%70 establish a
number of schools for educating Indonesians dutimg Dutch colonial era. Ki Hajar
Dewantara was the driving force behind one of tlwstrnemarkable indigenous educational

movements anywhere, which was established amidreaign against colonialism in that
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period of time. He named the movemdiatman Siswaor ‘garden of students’, which had
established more than 166 schools in Java and Mdwuf 932, outside the control of Dutch

imperialist authorities (Harper, 2009).

The Taman Siswachool was considered so significant that it wiaerga prominent place in

the history of the nation. It is deeply rooted He thistory of Indonesia's struggle for
independence. Its establishment was considereahim@upoint in the struggle for Indonesian
independence. According to thlakarta Post(in "Taman Siswa, a legacy of Ki Hadjar
Dewantara ", 2002), the most important thing thatswaught affaman Siswawas that

students must be dependent on themselves, nobtbeia government. The students were
made familiar with national culture through varioastivities, like plays and songs. They
lived in dormitories under the supervision of tearsh AlthoughTaman Siswaseemed to

have not fully succeeded in preserving Ki Hadjadsas, it was clear that it had made a
significant contribution to the spirit of struggéenong nearly all Indonesians before it was

caught up in the country's War of Independencé#P1

Consistent with such the principle of altruism, goparticipants claimed that the feeling of
happiness and satisfaction on seeing students staddrwhat they taught is more important
and valuable for them than financial rewards. TiBigeflected, among other things, in a
metaphor used by Arel describing teaching as lik&ing a plantation fodakwah(as written

in the epigraph). The choice of the wonthkwah’as mentioned by Arel in referring to the
nature of the teaching profession indicates a ftgmt and substantial meanirigakwahis

an Islamic term referring to any activities thaegqeh the ‘truth of Islamic teaching’ to all
people. As the most populous Muslim country in Wwld, Indonesia incorporates a lot of
social and cultural values naturally derived froeople’s religious beliefs and doctrines. This
is also evident in the discourse and practicesmdbmesian education where religious values
are embedded in Indonesian educational practinelyding in the PSTs’ reasons to become

a teacher, as described by Arel.

Throughout the history of humankindakwahwas regarded by Muslims to be the holy
works of prophets and messengers of God to guidpleeto ‘the right paths’. For the
Muslim community, it is the oldest and most respécprofession’ in propagating the faith.

In the case of Arel, his situating of the teachprgfession aslakwahclearly indicates his
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decision to become a teacher as truly an altryistien religious choice. What Arel said
could be seen as his understanding as a Muslim af khe important roles and

responsibilities of being a teacher were just ady’has the work of prophets or religious
figures. He saw the profession as full of servagrifices, and dedication for the sake of

improvement of people’s lives.

Being motivated by such a spiritual factor (sedsmrhing as a form oflakwah’) may seem
strange to teachers in the West, where teachingrgliys has no direct relation to religious
values. While Western countries have teachers weleotlseir profession as concerned with
ethics and moral behaviour, the emphasis on maral,especially religious values, is more
pronounced and culturally sanctioned in Indongdmvever, the notion of teacher as moral
educator is actually not only unique to IndoneSiais is also a familiar issue in some other
parts of Asian countries (Vu & Le, 2015) or eventhe USA (see Lumpkin, 2008;
Weissbourd, 2003). The importance of the role atler as a moral educator in the USA can
be traced from the old work of Paolitto (1977, 8) Who believed “teachers, like their
students, are moral philosophers”. Therefore, te@cheed to struggle with the ideas of what
is right and what is wrong, what is appropriate atht is not at any time they play their

roles as teachers.

As a nation that explicitly endorses and upholdents religious values permeate Indonesian
educational philosophy. This relationship can bens the goals of national education as
stated in Law 20/2003 on the national educatiotesysArticle 3 of the Law 20/2003 states
that the development of national education is dfofeto develop the intellectual life of the
nation and improve the quality &dithful, devout, and moral Indonesian people who master
science, technology and the arts to create a mpd®rn prosperous and civilized society
based onPancasilaand the 1945 Constitution of the Republic of Inelsin” ("Law on
National Education System,” 2003, p. 2). The notainbeing faithful indicates that all
teachers, including English teachers, need to mefaghful to their callingPancasilameans
‘five principles’ and refers to the philosophicauhdations of the Indonesian state. The first
principle is Ketuhanan Yang Maha Es@elief in the Divinity of God). This principle
indicates that Indonesia is a religious country aslijious considerations are inherent in

every aspect of life, including in the educatiosedtor.
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The findings show that that the teaching professastill regarded as a ‘holy’ and respected
profession by members of Indonesia’s younger geioeral he model of the teacher as ‘guru’
embedded in Indonesian culture appears to have toeesferred to young Indonesians. The
belief that teaching is a ‘holy’ profession is sfgrant, because such a personal view of the
profession could help maintain perseverance inetly@sing student teachers faced with the
challenges of becoming real teachers in the ‘baptigfire’ that is the teaching practicum. In
addition, this sense of a personal mission coudktathe construction of their identity as new
teachers, and, in the long run, their competendearhers (Korthagen, 2004). These findings
are in line with what Suryani et al., (2013) foummdtheir study of the motivation of 802
fourth year undergraduate teacher education stsdentfour universities in Jogyakarta
Indonesia. Making a social contributiomndreligious influencesvere the main reasons for

choosing teaching as a career among these stedeiiers.

6.2.2. Teaching as a Perceived Female Profession

It appeared from the findings that five out of #even female participants said that teaching
is a good profession for them as females. Theiwars are, among others, based on their
perceptions that this profession offers some fiéglfor them, in terms of time and duties;
and therefore it is more suitable for them as femals Selly justified; | am a woman. |
think that a teacher is not a complicated profesémw a female like me compared to other

professions, like working in a company or othelof$e’

| am aware that there is a potential gender biathése answers describing teaching as a
female profession, as 7 out of 10 study participamere indeed females. Yet | found this
theme a relevant factor that drove some femalesitex the teaching profession. This finding
correlates with statistical data on the numbereaichers in Indonesia. In terms of gender,
female teachers for outnumber male teachers. Data fndonesian Ministry of National
Education, for example, reports that there are &fect teachers for all secondary schools
across Riau province in 2010, comprising 2,98833%) males and 5,015 (62.67%) females
(Kemendiknas, 2010). Further analysis of this figdcan be linked to the domestic ideology
and socio-economic tradition found in Indonesialtiuta where working women usually play
multiple roles and responsibilities in their faradi (Rahmah et al., 2013). Apart from being
schoolteachers, they have frequently domestic respitities on a daily basis at the same
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time; being a housewife, cook, and mother lookifigrachildren. Therefore, the flexibility of

the teaching profession in Indonesia made themested in becoming a teacher.

However, the feminisation of the teaching profess®not exclusively an Indonesian case.
The phenomenon of female teachers outnumbering t@aéhers is evident in many parts of
the world (See Drudy, 2008; Mohideen, 2014). In testralian education context, for

instance, a study by Richardson and Watt (2006kstigated the characteristics and
motivation of undergraduate students choosing fagchs a career in three Australian
universities. It revealed that enrolments withirclreaeacher education strand were largely
female dominated. This was most noticeable foryeahildhood teacher education and
primary teacher education. A study on the genddreliefs of male ELT teachers by

Mohideen (2014) also reports a similar phenomenmonviich male teachers are heavily
underrepresented in Malaysia. According to the 2BGBaysian Educational Statistics as
cited by Mohideen (2014), more than 66% of thelees in the Malaysian secondary schools
are females and this is parallel to research fgglin most Western countries, which suggest

that teaching is often a female-dominated job.

In the same vein, data from the Statistics Divisabthe United Nations indicates that women
dominate the teaching profession at primary levetldwide except in several regions in
Africa. As the following table shows, the proportiof female teachers drops as the
education level they work in rises. It needs anosiiedy to investigate why the number drops

as the level rises.
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Table 5. Teaching staff by ISCED LEVEL

World Region Female Teachers Female Teachers Female Teachers

Primary Education Secondary Education  Tertiary Education

Africa 44,80% 28,00% 20,00%
Asia 70,50% 54,90% 38,50%
Europe 85,80% 65,70% 42,30%
North America 79,70% 60,40% 46,00%
Oceania 63,40% 51,10% 38,80%
South America 79,30% 61,70% 41,00%

(UNESCO, 2009)

Once again, some of the female participants ofgtidy might have come to the assumption
— that teaching is a female profession — becausg thought that teaching is not as
demanding as other professions required. Theytsdetiey do not have to spend the whole
day staying at school, and that it is not as rigdworking in a private company. In other
words, they expected to still play their other soées a wife or a mother, for instance, when

they got married in the future.

To be honest, | can see that being a teacher iiseapnofession, not really hard, and
has flexible working time ... | don’t have to staysathool all the time, because ...
moreover if we talk about the future, | am a fematel feel that teaching is my life.

(Elvina, pre-practicum interview)

In the case of this study, this perception thatheay is not really a demanding profession is
very likely based on a convention or a policy agglin many Indonesian schools where
teachers do not have to stay at school from thenimgrto the afternoon every day. The idea
thatjadi guru itu enak sebab banyak liburngiiis nice to be teachers as they have plenty of
holidays, my translation) is widely acknowledgedridonesigSampurno, 2009). To the best
of my knowledge, some schools expect their teacherseach 24 hours (a minimum
requirement to be eligible for remuneration paymena week — equivalent to three full days

of teaching. The remaining days are optional f@nhto come to the school. While their
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default obliged school attendance should be fingsda a week, some schools have even
provided privileges to their teachers to have tifiial days off in a week. It is this kind of
flexibility which has made the female participamt this study see teaching as a more

appropriate profession for them as females.

6.2.3. The ‘Privilege’ of Being an English Teacher

Furthermore, with regard to the specific questibwby they wanted to be an English teacher
(and not a teacher of other subjects), some paatits considered the special status of
English as an international language, as one relsdacide to be an English teacher. They
were aware of the fact that English has not onlgnba very important subject within the
current Indonesian education system (as describ&hapter 2), but that it has also been an
important means of communication in a globalisedlavgsee Fiedler, 2011; Nickerson,
2005; Xue & Zuo, 2013). They were proud of being p& the English teaching community,
because they thought that they belonged to a gobigpecial teachers’ with ‘added value’
compared to other subject teachers in the sch@opur this in Bourdieu’s (1991) notion that
this study participants believe that they gain redkof symbolic poweby choosing to be an

English teacher (see also section 6.1).

| think if we are an English teacher, people wibipably see us as a ‘special teacher’,
different from other subject teachers. So, we hawe‘added value’ as an English
teacher ... It seems to me that an English teachergical to someone smart. | also
see that the English teacher has many friends.odkl ©e friends wittbule (a term for
white people). So, it impresses me. It looks cdbhat's why | wanted to be an English
teacher.

(Ayi, pre-practicum interview)

The added value being an English teactraised by Ayi in the interview is apparent in
current Indonesian social practice. As mentionecCiapter 2, one is considered a well-
educated person and belonging to the middle classociety, for instance, if she or he
masters English in both theory and practice. Traoehof English as medium of instruction
in international standard schools as well as i&s imsnews programs in some Indonesian

television stations also reflects this perceivedilpge. This phenomenon is in line with
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Pennycook’s (1995, p. 40) assertion that, “Enghsis become one of the most powerful

means of inclusion or exclusion from further edigzatemployment, or social positions”.

Considering this potential benefit from being angksh teacher, it is no wonder that the
number of students who registered in universityhviihglish teacher training and education
departments is getting higher. At Riau Universfiy; instance, data from the number of
applicants who registered for the 2012 universitirance test (SNMPTN) indicated that the
EED was one of the top ten most preferred depatsre#osen by SMPTN applicants. EEDs
stood at the number seven most preferred subjeaifa@ulist of 49 departments or schools at
Riau University. There were 1377 applicants in 200&h only 30 seats available (see
Appendix14 for details of these figures).

6.2.4. Financial Rewards

Data from my participants showed that the finanmatard or remuneration policy as part of
the current teacher certification program (whicbmises a double incentive scheme for a
‘guru professional’or certified professional educator, as discusseskection 2.3) did not, as

expected, seem to have a significant contributmithe PSTS’ motivations to be teachers.
Having analysed the data, it was found that onlg garticipant clearly stated that she
considered the remuneration policy in teacher fagation programs as the dominant driving
motivation to study at the EED and to be an Endiestcher. In other words, the majority of
participants reported that they did not considerfthancial incentive as their most important

reason to be teachers.

| can’t deny that, | am glad to hear that [doubleeintives scheme]. But, | don'’t take it
as the main reason to be a teacher. (Dodi, postipuan interview)

This is slightly contradictory to the assumptionad®a by some policy makers in Indonesia,
who believe that the teachers’ certification prograith its remuneration scheme policy
could trigger high school graduates to be more vated to be teachers (Jalal et al., 2009;
Maulia, 2008). This assumption is based on theepisting image in Indonesian society of
the teaching profession being considered in thé g&a® less promising career in terms of
financial gains and benefits, as previously disedss section 2.3. The financial reward is

aimed at improving the teachers’ welfare and dfitngcmore bright young Indonesians to
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embark on this profession. However, as far as ghidy is concerned, it does not seem to

have yielded the expected result.

While a few of the participants realised that thdrave been certain changes and
improvements to certified teachers’ lives and vioeling after they completed the certification
program, most participants confirmed that the improent in Indonesian teacher salary
levels had never been the main reason for theminiahe teaching profession. At this stage,
the pre-service English teachers seem to have bHeeen more by intrinsic motivation
(committment to the principle of altruism), rath#ran extrinsic motivation (financial
rewards) promised through the teachers’ certificatprogram. The participants strongly
endorsed factors such &saching as a noble profession, teaching is likplantation of
‘dakwah’, being a teacher is a herandmaking a difference in others’ livesall of which
can be argued as generally related to the prinaplaltruism, rather than materialistic

enticements

In the present study, such idealism may be atedhud the young age of these pre-service
English teachers, ranging from 21 to 23 years Bitese are ages when people often tend to
be idealistic, or inspired by factors beyond thErsonal interest (Latif, 2013). Hellsten and
Prytula (2011) investigated 279 pre-service Englesdichers in Saskatchewan, Canada, and
confirmed a similar result that younger particigantere less motivated by financial
incentives than older ones provided their idealistiasons for becoming teachers. In other
words, the findings are likely to be different #énticipants of this study were those of older
age with more children and financial responsibilithio, for example, might put financial

reward as the most important driving factor in cing teaching as a career.

6.3. Narratives of Significant Others

Having outlined some factors or reasons behindptimticipants’ choices to enter the EED
and motivations to be English teachers, the dadidysis then turned to see how these stories
related to significant others the PSTs encounténealigh their life trajectories. Andersen,
Chen, & Miranda (2002, p. 160) define thignificant otheras an “individual who is or has
been deeply influential to one’s life, or in whomeois or once was emotionally invested”. It

is argued in this study that teachers’ identitgasially and historically constructed; therefore
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the participants’ complex interaction with variopsople in different contexts would affect
their professional identity as teachers.

The data reveals that their motivations to be aglifimteacher often initially originated from
their childhood, schooling, and familial experiesic&he students’ decisions to study at an
EED - on a path which might later see them as EBindéachers - could be traced back long
before they entered their teacher education progiraviost participants reported that they
were inspired to be English teachers through fasfgarticipation and interaction with their
own schoolteachers as well as with some of theniljamembers who were already teachers.
Specifically, the data indicate that the studede&gisions to be English teachers are closely

related to the influence of significant othershait lives.

Participants’ interaction with good English teach&om the past, for example, formed their
initial notions ofwho a good teacher,ignd this piece of interaction also inspired thierbe

like their teachers.

I think that it was from my English teacher whewads sitting in primary school. My
English teacher was a good English teacher; shiel speak English fluently and she
was easy to understand. Since then, | was inter@stenglish.

(Selly, pre-practicum interview)

Similiar stories were voiced by Dodi and Ayi in ithpre-practicum interviews when they
recalled their experiences during high school isvaering the questiotwhy do you want to
be an English teacher®odi clearly stated that his dream to be an Engbksither stemmed
from when he learned English in high school withEarglish teacher — Mr. Narsim — whom
he thought of as a very good teacher. Dodi destrimyv Mr Narsim could approach the
students really well and deliver lessons effecyiwbrough various interesting methods and
ways. Therefore, Mr Narsim became an importantréguho inspired Dodi a lot in learning
English. It was Mr Narsim who had made him “falllove” with learning English and led

him to think of the possibility of choosing to be Bnglish teacher as his career choice.

This finding is similar to other studies in theldieof construction of teacher identity, which

reveal that inspiration to be a teacher could cdrmen a lengthy complicated process,
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including PSTs personal interaction with particuksichers during their own schooling (See
for instance Borg, 2004; Lortie, 1975; Tyminski &Mborn, 2006; Wright & Tuska, 1965).
The study by Wright and Tuska (1965), for instaneeestigated how childhood experiences
make a teacher. They collected information on Zfemint childhood relations from 3,149
middle-class college and university women and 1/8&8lleclass college and university men
in Chicago. One of important findings from theiudy was that participants’ decision to
become a teacher was partly a result of the infaeinom their childhood relationship or
because of their admiration to significant persdasing their childhood, especially their

fathers and their school teachers.

Additionally, the finding also correlates with a long tradition in the literatusa teacher
education that acknowledges the role ofapprenticeship of observatidhorti, 1975). It is
widely accepted that PSTs enter teacher educatten along history of experience in the
classroom as learners. This experience has bailt\thitual schoolbagconsisting of existing
beliefs and knowledge about teaching and learnbased on which they develop their

professional practice in the future.

In relation to the schoolteacher’s influence, amotparticipant — Ayi — explained that she
was first interested in becoming an English teaetieen she was in junior high school. In
her mind, an English teacher was identical &meart persorwith a lot ofadded valueand

wider perspectives. She came to this conclusishasvas impressed with one of her English

teachers who had these characteristics and shedvianbe like him.

It was because | saw my English teacher when livasior high school. It seems to
me that an English teacher was identical to beorgeone smart. | also saw that the
English teacher has many friends. He could be dgenith bule’ [a popular term in
Indonesia to refer to white people visiting the moy]. So, it impressed me. It looks
cool. That's why | wanted to be an English teacher.

Some participants also consistently reported theit thildhood storiesand theinfluence of
their family membersuch as mothers, fathers or other relatives whik \@e teachers made
them choose to be English teachers. Some of thélsences and inspirations stemmed from
their direct contact with relatives or family membeén terms of observing their teaching

activities and having discussions about teachiages at home. Selly, for example, recalled
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that she was first inspired to be a teacher aftbserving’ her mother’s teaching activities.
Her mother was a primary school classroom teadieen she was six years old, her mother
sometimes took her to school where she was imptesgh the way the students respected
her mother as their teacher and with the fun temchtmosphere created by her mother. This
experience led her to think about the possibilityttas teaching profession as her career
choice.

In addition to observing their relatives’ teachiagtivities, three other participants were
inspired after looking at their relatives’ physiagbpearance as teachers. One participant,
Dodi, reported that he was first motivated to leacher after looking at his unckearing a
teacher unifornor “pakaian seragam” (which is common in Indonesi&gry morning. In his
eyes, the teacher’s uniform looked great and itteytised the higher social level of the one

wearing it.

| was first inspired by probably family sir, becauthere are many relatives of mine
who are teachers, like my uncles. | saw them wganeat and clean uniforms every
day, going to school, I liked it.

(Dodi, pre-practicum interview)

Drawing on Hall's ideas of how language construnisaning through aepresentational
system(S. Hall, 1997, pp. 1, my italics), the teacheméfarm is an element whicorks like
a language(Hall, 1997, p.5, my italics). The members of game culture build a shared
understanding and so interpret the meaning of tlifern in roughly the same ways. In some
cultures, people sometimes associate particularegalith certain professions from the
outfits worn by the members of those professiomsthie best of my knowledge, Indonesian
society generally tends to associate more posualaes and images with professions with
professional attire, such as those wearing unifamtis ties and clean shiny black shoes. As
Dodi narrated, for some people, such a professiountiit symbolises a higher social status.
They might be considered middle class individuedgardless of how much their monthly
salary actually is. Therefore members of the youmgmeration might choose to be a sales
person wearing this kind of professional attire, iftstance, although their salary is actually
much less than those who work in, say, farmingab, the same allegory also applies here
in the story of becoming a teacher, as indicatechfDodi’s narrative.
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With regard to the influence of the significant ety three participants mentioned that their
childhood experience in coming acrdssle (white people visiting Indonesia) during their
childhood also inspired them to be English teacHeilse, for example, narrated that her first
encounter with English happened when she accidgntat a bule coming to her small
village during Independence Day celebrations whenwas a little girl. Having listened to
the language spoken by thale,she started to be curious about the language angtih that
she wanted to learn the language. Stories of ictierawith bule were also shared by Ayi and
Nisa.

When | was a kid, 5 years old, | joined in celeimgithe Independence Day ceremony,
suddenly there was a ‘bule’ coming by my side aadabked me some questions in
English. | just kept silent because | didn't undemsl at all what he said. But | was
wondering what kind of language he spoke. | hacené&eard that kind of language
before. Then, | asked my mother. And she saidithads English. It was after that
moment, | knew that there are some other languagiethere, not only the Indonesian
language. | started to love learning English sthes ...

(Rike, pre-practicum interview)

Rike’s first inspiration to learn English after herquaintance with thieule could be further
related to the effects of colonialism in Indonesgtiety. Given the fact that Indonesians
lived under colonialism for a hundred years, itnsed to make many Indonesians pay special
respect to people with “fair skin” and an “AngloX®a” physical appearance. Some
Indonesians might have a lack of confidence to dathl foreigners. In an extreme situation,
this effect from colonialism has led some Indonesito hold arislander mentality’through
which they lost their pride as Indonesians but aplpreciate and respect what tinde has,

including their language and culture, more thantvihey have as Indonesians.

Participants’ ‘teaching experience’ during theihaacling period also played an important
source of inspiration in their choice to be a teaclror instance Arel, though he mentioned
that being an English teacher was not his firstiadhohe did state that he wanted to be an
English teacher in the future. He claimed that éxperience as a ‘peer tutor’ for his
classmates when he was in Grade 12 of senior kigho$ brought a good impression to him
about the teaching profession. He felt happy anddedul when he could share his

knowledge with his classmates who came to his htugEarn together.
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Furthermore, another source of inspiration is ttygeeience during theeaching practicunas

part of the participants’ bachelor's degree in edion. This happens when PSTs interact
with their mentor teachers and other teachers etplacement school. Four participants
mentioned that the high dedication of their metgachers had inspired them to be like them;

that they wanted to be as effective as their mentor

| am really happy with my mentor teacher. She hademme change like today, from
not really interested to be a teacher to becongafjyr passionate about it. She always
supervises me, leading me to the right path ihtlfsome problems along the way.
And | could feel that | am now growing quite well.

(Dewinta, post-practicum interview)

The influence of mentor teachers on the constronatibthe PSTs’ identity, including their
aspirations to be teachers, is a phenomenon waiastplace during the teaching practicum.
This is because the mentor teacher is the closas$ttlae most influential person who
routinely interacts with the PSTs during the pmaat program. The quality of their
interaction and engagement with mentor teachersfgigntly influences the formation of the
PSTs’ career aspirations. They will be negativdfgaed, for instance, if the mentor teacher

can not really perform well, as recalled by thetipgrants in section 8.1.

While some PSTs were inspired to be teachers fiioair interaction with qualified and
effectively performing mentor teachers, unusuapiiraion also came from unhappy stories
of the real world situations in placement schoolere some existing senior teachers were
perceived as being under-performing. Some of tees#ent teachers wondered how unhappy
stories like these happened and felt challengedéocome the problems they encountered in
their teaching practicum program. Their idealisnyasnger teacher candidates was affected,
so it could be said that the low performance of eomentor or supervising teachers
strengthened their dreams of becoming teachersainthey did not to want to be like the

unperforming teachers. As one of these PSTs exain

I am bit worried with the teachers’ condition a¢ tthoment. For me, it is the negative
teachers who have motivated me more to be a teadlercan minimise the existence
of the negative teachers by becoming the good drjast don’t believe in putting the
future of the nation on their shoulders.
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(Demire, Focus Group Discussion)

In her reflective journal another study participadewinta, mentioned one example of the
‘negative attitude’ of some incumbent teachers rurpracticum, when a few teachers
deliberately made abused them as PSTs, by intediyonot letting them pass the practice
teaching test. She was suspicious about whethse tiientor teachers did this intentionally,
because when the PSTs requested a remedial tsst témchers asked the students to give

them ‘something’ as compensation.

Similar to previous findings reporting that mostloé participants were not really attracted to
being teachers by better remuneration schemessgsgmn 6.2.4), what was mentioned by
Dewinta above was also likely to be related toiiseie of the idealism she held as a young
teacher. As a beginning teacher, it was hard fotdiéace the unexpected reality she found
in her placement school. This unhappy story padigiinspired her to put substantial effort

into reforming the negative sides of the natiordhlaation system, including eradicating the
practice of uncommitted or unethical senior teastasking for gifts which she found during

her practicum experience.

In relation to the question of whether these readon being a teacher changed during the
teaching practicum, seven out of ten participargsfiomed that their willingness to be
English teachers had grown stronger after the teggbracticum. The “colorful” interaction
with school members in@mmunity of practiceeemed to be the reason behind this growing
sense of being a teacher, as expressed by Dewinta.

... before my teaching practicum, my willingness &abteacher was not as strong as
today. It was only about 50% at that time, but nibvis nearly 90%. Probably,
because | have met with many new things, direaBnsand interacted with students
in real life, understanding how a school systemks&ohow a learning process works.
And | found those things fun.

(Dewinta, post-practicum interview)

It is important to bear in mind that the degregmiwing willingness to be an English teacher
was starkly different from one participant to amsthdepending on the quality of interaction
and supervision they received during the practicOme participant, Arel, mentioned that his
motivation to become an English teacher had fldethaluring the practicum. He initially
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came to his teaching practicum with no intentiolnégome an English teacher. He joined the
EED because he did not pass the police entrancedd® could embark on his dream career
in the police force as discussed earlier. Yet thhmut the practicum experience, he was
impressed with his students’ behaviour in respgctim as a PST and therefore he thought
that he might choose teaching as his career afterHawever, in his post-practicum

interview, he reported that his motivation went doagain as he was not happy faced with
the fact that he could not really help his stude¢atiearn English better during his teaching
practicum because of various external factors. ideefore kept aspiring to be a policeman

when he graduated, as he first planned.

6.4. Chapter Summary

This chapter has discussed the complex storiesitbetaich participant’s decision to study at
the EED and to choose English teaching as thegecarhoice. Central to the findings within
this chapter is the idea that the journey to emhmrkthe English teaching profession is
subject to unique and idiosyncratic factors whigke different from one participant to
another. Findings showed that motives to be Engiesithers were widely varied. They
included altruism, religious values, the speciatust of English, and the idea of teaching as a
suitable profession for females. Data also revedtad these motivations often originated
from childhood, schooling, and familial experienoéparticipants. In addition, the influence
of significant others appeared to be one of theidant factors behind their decisions to be
English teachers. Yet unlike the belief widely hibldeducational policy makers in Indonesia,
factors such as an improved remuneration (douldenitive) scheme as part of the current
Indonesian Teacher Certification Program did ngtesp to have any significant effect in
their choices to continue with, or abandon, thelihgeaching profession. This indicates

that young teachers often tend to value idealsiitciples over financial rewards.

Although all participants were studying at the Esiglteacher training institution, it was

found that not all of them wanted to be a professidnglish teacher as their career choice.
This chapter also addressed how the choice to beobrto be an English teacher was
influenced by socio-cultural values (such as Istaw@lues) as well as by broader economic
and political contexts. These findings indicatet tthee PST’s narratives on reasons to be a

teacher or their past interaction with significatihers did contribute to how they view the
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teaching profession (Olsen, 2008). The findingso atéghlighted how the journey to
becoming an English teacher can be described astagum in which the PSTs constantly

negotiated their decisions about pursuing an Emgésching career, by considering a range
of mediating factors.
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VII. CONCEPTUALISING “PROFESSIONAL ENGLISH TEACHER”
AND “GOOD ENGLSIH TEACHING”

“What | mean by a professional English teacheras #fhe should first have good faith in God
(imaan and taqwa). | think that faith is a founidatfor everything. If a teacher has strong
faith, it will help them make it easier in educatistudents.”

(Elvina, pre-practicum interview)

This chapter presents another important aspechisfstudy in relation to how the PSTs
conceptualise the notion of therbfessional English teache(PET) and ‘good’ English
teaching in improving the quality of teaching Einlglas a foreign language (EFL) in
Indonesia. In other words, this section is intentiedlescribe and problematise desirable
attributes the PSTs aspire to imbibe and ena@ahers by taking the teaching practicum as
an important context in their conceptualisationra¥yelling this issue is considered important
because | argue that their understanding of whateians to be a ‘PET’ is a part of their
construction of teachers’ professional identitye(seview on section 3.3.1). For the PSTs,
this understanding could be their basis to undedsténo they are as teachers to béheir
roles and responsibilities as an English teachethi future when they join the real
community of PETsAt the same time, this would be theoretically uisttevd as having the
potential to drive them to understand what kindeaichers they aspire to be in the future as
teaching and identity are closely related (Palrh@98).

To be more specific, this chapter has two main isgpasections. Therst section discusses
in detail participants’ conceptualisation of thdion of the PET by comparing their answers
from two differently timed interviews (before anftea the teaching practicum). Within this
section, two distinctive roles — teacherska®wledge transmitterand teachers agalue
educators— are deliberately further discussed as | considese as two important points
mentioned by the participants of this study. Freef@970) critical theory of pedagogy — the
banking concept of education - is employed as mdrmmork to understand and analyse these
particular findings. Factors that have constructetonstructed and reconstructed the PSTs’

understanding of the notion of the PET are alsoresieéd throughout this section. The
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secondsection deals with PSTs’ perception on “good” Esiglteaching in the Indonesian
context. This particular section is specificallal@brated in terms of their understanding of
the realities and challenges of current ELT in Imekia and possible ‘good’ solutions they

offer to deal with these challenges.

7.1. What It Means to be a Professional English Beher

As prospective English teachers, today PSTs angrezby the Indonesian government to be
professional before they can officially receive a teaching lisen For professional
accreditation and acknowledgement, the Indonesiamergment has set up specific
procedures and a set of indicators all teacherd alseve before they are officially and
administratively entitled to be accepted ‘garu profesional’ with certain privileges (see
section 2.3). Yet, the notion of a ‘professionatigiish language teacher is somewhat vague;
it means different things to different people iffetient contexts. In the context of this study,
the termprofessionaldoes not only mean a person engaged, accrediteghadified in a
profession, in current Indonesian educational diss® it also entails a broader meaning as it
is used by the government as a point of referencstandardise qualified teachers. As
reviewed in section 3.4.3, the teprofessional teachen this study is interchangeable with
other terms, such as ‘good teacher’, ‘effectivetes, or ‘qualified/skilled teacher’.

Having explored participants’ unique stories in anking on the English teaching profession
in the preceding chapter, subsequent questions developed to explore how the PSTs
defined the notion of the PET; what skills, knowgedand competency an English teacher
should have, what an English teacher’s roles aré,véhat the desirable attributes of a PET
should be As previously mentioned, answers to these questivee explored at two

different points in time (before and after teachimgcticum) to see the influence of the

practicum as an important context which facilitatieid conceptualisation of the PET.

The findings suggested that PSTs did have somalindgncepts about the ‘PET’ before their
commencement of the practicum program. To putithihe words of Thomson’s (2002 as
cited in Cornu & Ewing, 2008), this initial concepias like their ‘virtual schoolbag’ of

understandings of the notion of the PET, which wéen a result of their ‘institutional
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biographies’ as well as their personal biograpleg (section 3.4.1). The findings also indicate
that the participants of this study did not coméhi teaching practicum with a blank slate or
tabula rasa(Britzman, 2003).

Their concepts of the ‘PET’ could be generally suamsed as qualified individuals with
multiple roles and responsibilities, holding a setompetencies, knowledge and skills, and
particular attributes as a PET imposed by both gowent and society. Specifically,
participants’ perceptions of the PET could be dfeskinto two main themes as follows —

teachers as multi skilled beings and multiple radents

Although the two are interrelated, they are aldtedknt in a sense that the skills (including
knowledge and competencies) are prerequisitesHerRET to play their multiple roles
effectively and successfully. If the former relatesre to pedagogical issues, the latter deals
with cultural expectations. Teachers’ skills wouldtermine how good they would be in
playing these roles. On the other hand, to whatregxhey could fulfill their roles depend on
how skillful they are as professional teachers. d@ifferences are described and discussed in

more detail in the following section.

7.1.1. Teachers as Multi Skilled Beings with a Set of Congiencies

Referring to the framework of thprofessional teachedefined by Law number 14/2005
about teachers, the skills or competencies merdidne the participants of this study in
interviews and focus group discussion can be afigiethe terms used by the Law in
defining the professional teacherin the Indonesian context; they amedagogical
competency, professional competency, personalitypetencyand social competencysee
section 3.4.3 for details)Although these categories can be questioned antested, |
consider the categories as a useful starting dinéference for categorising themes which
emerged from data findings, especially in answeogstion regarding how participants
describe the notion of arofessional English teacheim the context of teaching English a
foreign language in Indonesia. Unlike other congelations which tend to limit the
definition of ‘good teachers’ in terms of competesc skills, and knowledge (See Nunan,
1999; Thompson, 2008; Wichadee, 2010) or simplyeims of dividing it into two broad
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categories in a mechanical component and a meatapanent (Brown & Rodgers, 2002),

this framework entails a relatively holistic appeban defining PETSs.

These competencies’ categorisations as mention#wihaw were observed to be embedded
in the answers given by the participants througth fpoe- and post- practicum interviews. In
terms of their competencies, the summary of pgaitis’ conceptualisation on what it means

to be “professional English teachers” can be se@n the following table 6:

Table 6. Identified Competencies of 'ProfessiomalEh Teachers' as perceived by PSTs

No Competencies Descriptions

1 | Pedagogic having effective teaching strategiegigoable to create |a
live, dynamic, and interactive class; maintainirigdent-
friendly teaching approach; having creative, enfppgaand
motivating teaching techniques.

2 | Personal having strong faith; being patient, #eigmdly, decisive,
caring; disciplined, reliable, tolerant, responsjlpunctual
kid-friendly, flexible, and approachable

3 | Professional having a high level of English laangg proficiency; having
a sense of flexibility
4 | Social being friendly and approachable, suppertsociable, and

communicative

In terms ofpedagogical competencgpme participants perceived that a PET should have
effective teaching skills and strategies to endhtglish learners to improve their English
proficiency as outlined in the current English aautum for secondary schools in Indonesia.
For instance, they specifically mentioned that gé&mglish teachers should have an ability
“to create a live, dynamic, and interactive clagayi, pre-practicum interview), and “to
create better techniques for teaching, to prodeve methods to enable the students to learn

better in a dynamic mode” of learning (Selly, pragiicum Interview).

What Ayi and Selly described referred to the teagtskills or pedagogical competency they
believed a PET should hold. Highlighting this kinél student friendlyteaching approach
indicated that the participants of this study waweare of a common understanding in many

Indonesian students who usually considered Englistard’ subject to learn. They believed
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that using creative, enjoyable, attractive, and ivating techniques would be effective
pedagogical strategies to maintain the student®rest in learning English. Otherwise,
English will remain a ‘disease’ for many studemtdridonesia, as Arel articulated in his pre-

practicum interview.

| think that the ELT is so far not sucessful yeheTfact is that there are still many
students who think that English is a ‘disease’.

The term ‘disease’ used by Arel was a metaphohtavsase the difficult nature of English
learning perceived by many Indonesian studentedddwhat Arel said was accurate in that
many Indonesian school students still perceived Hheglish subject as a serious
psychological burden. The burden may be the regutisleading concepts on the nature of
learning English before starting learning the laaggr Some students may think that English
should be learned in a different way in comparisorthe ways the other languages are
learned (Panggabean, 2007). Some others thinkittiatmore difficult to learn than their

native languages and even that English is the mty&tate one of all human languages.

At the same time, what Arul mentioned above cowdubderstood that the PSTs’ personal
stories in the past and theiirtual schoolbag(Thomson, 2002 as cited in Cornu & Ewing,
2008) as English learners who experienced tougm@ys to master the language made them
aware of the importance of this dynamic and frigneélaching approach from PETs. Their
schooling experience contributed to shaping themceptualisation of PETS, in terms of their
pedagogical competency.

Treating English as a hard subject is actuallyanoéw issue as | myself also experienced the
same story when | was in junior and senior highoethSome of my classmates preferred to
leave the class and played outside rather thaim site English class, as | have previously
mentioned. This story remains the same until thesgmt day when the majority of the
students regard English as a ‘nightmare’ for therning (see Mistar, 2005). As a result, this
negative attitude led many teachers to experieiftieutties in conducting an English lesson
in Indonesian schools, no matter how many methoadsst&rategies the teachers have tried to
apply (Jazadi, 2004; Marcellino, 2008).
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In addition, it can be seen from the data that & Bftould demonstratgersonal competency.
This relates to the idea that a good English teaisirgomeone who has a positive personality
or who holds strong positive values. Some attributentioned by the participants across
methods of data collection wehavingstrong faith, being patient, being tech-friendlgjrig
decisive, being caring, being disciplined, beingjatele, being tolerant, being responsible,
being punctual, being kid-friendly, being flexibéad being approachablgsee Figure 9 - a
Wordle image representing the frequency of eadfibate mentioned by the PSTs across
three methods of data collection - the bigger tadigular words look, the more frequently
they were mentioned by these study participaiis¢se positive characteristics are important
for professional teachers in playing their rolesedsicators, which usually implies that a

teacher should be a good role model withoaitive personalityor their students.

uthoritative
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Figure 9. Personal attributes of PET as perceived by PSTs

In terms of this personal competency, one partitipfor example, mentioned that a PET
should first have strong faith in God as it woulddn important basis for the PET to play the
roles of educator (see the epigraph of this chapidvina’s emphasis on the importance of
showing faith for an English teacher is a uniguelifig of this study as an English teacher is
by default not supposed to teach religious contdatvever, in the case of Indonesia where
teachers have been widely perceived by the majofityre people as role models, this issue

is highly relevant and important. This is espegiail line with the goal of national education
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in Indonesia that puts an emphasis on guiding stisd® be religious and pious as an
important goal. In fact, article 3 in the Natioalucation Law no. 20/2003 specifically states
that the national education development is an feffo develop the intellectual life of the
nation and improve the quality of faithful, devoatid moral Indonesian people who master
science, technology and the arts to create a mpd&rn prosperous and civilized society
based onPancasilaand the 1945 Constitution of the Republic of Ing&in” ("Law on
National Education System," 2003, p. 2).

As mentioned in the Law, the emphasis on moraliy eeligious issues is closely related to
the Pancasila— the five pillars which has been the official IpBbphical basis of the
Indonesian state. The first pillar explicitly derea that the nation is based on the belief in the
divinity of God, (in IndonesiarKetuhanan Yang Maha Esdrlhis pillar has been the source
of inspiration for Indonesian society in many agpeof life, including in education.
Therefore, it is understandable that PSTs consgigereligious aspects of defining the notion

of a PET quite seriously.

Other participants mentioned the importance of dpainteacher with extra steadfastness in
dealing with students’ diverse behaviours and usmigss. This point was specifically raised
by the PSTs during post-practicum interviews aftexy experienced real challenges in
dealing with students’ behaviour. Some participangsie a reference to the fact that a class
might consist of extremely aggressive and discilly problematic students. Mischief might
range from students’ ignorance about teachers’uogons to the disavowal shown by some
students with the PSTs’ placement in their schdd¢siing experienced these challenges, one
participant — Rike — concluded that a good teachsupposed to be “the most patient person
in the world” as they have to deal with many studemith diverse characteristics, habits, and

behaviours.

With regard to the challenges, participants of #tigly also mentioned that a PET should be
someone who iglecisiveand disciplined but caring and approachableat the same time.
These attributes were especially mentioned by @paints during their post-practicum
interviews, rather than in the pre-practicum orfdgeir own difficult experiences in dealing

how to manage the class was apparently the sourdaspiration for these important
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attributes and their views that a good teacher si¢ede friendly but authoritative to make

sure the class is under control. However, beingasd/e teacher seemed to be difficult for
PSTs as they were frequently regardedoasy’ a practicing teacher’ by most of the school
students. Some of the PSTs felt they were in somgswejected by the students as their
presence seemed to have been ignored by some tstifgemies about this kind of resistance

and the state of being powerless is discussedtioses.1.2).

What the PSTs mentioned above is similar to fingifrgm a recent study by Kuswandono
(2013) who reported that PSTs in his study also diittulties to be ‘real teachers’ during
the practicum due to their status as ‘only’ prasgc teachers. In the context of
Kuswandono’s study, in addition to the problemsnaiintaining their self-confidence or self-
assurance during the practicum, the participant® ywarticularly concerned with issues on
how to manage students’ behaviour in a classroomwedlsas on how to deal with school

culture which provided less creativity for the P3Tslelivering a lesson.

In relation to professional competencyn the pre-practicum interviews most participants
stressed the importance of having a high level o§jliEh language proficiency, so that
English language teachers could fluently commuaicat English during the teaching
process. Specifically, they considered that PETsulsh be “masters in English” and
“proficient in English”, especially in their oralnglish skills. According to most PSTs, it is
highly important for the PET to consistently usegish as medium of instruction. What was
understood by the participants of this study inirdef§ the PET is in line with the
government’s expectations in describing the pradilePETs’ competency. As described in
Ministry Regulation (Permen) No. 16/2007, the Inelsian government defines PETs as
“teachers who master both spoken and written Bmgiswell as possess both receptive and
productive skills in every form of English competen- linguistic, discourse, sociolinguistic
and strategic competence” (Depdiknas, 2007, myskasion). This implies that an English
teacher is highly recommended to use English akatiguage of instruction.

However, having observed their placement schoalestts’ low levels of English language
proficiency during the practicum, some participaintghe post practicum interviews stated

that a PET did not necessarily have to use Englistne time in a classroom. Although they
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kept stressing the importance of being highly miefit in English, they also believed that an
English teacher needed to texible in using both English and the students’ nativelage.

This was especially crucial when the majority adittstudents could not understand English
well enough. For this reason, they suggested Heatdachers sometimes could code-switch
to ensure that the students understood what tlehees were saying. This means that they
sometimes had to switch from using the target lagguo using their native language (in this

case, Bahasa Indonesia) for clarity and intellldippurposes.

Although code-switching is not recommended in amligh class following the tenets of
Communicative Language Teaching (Ilvone, 2005), kimsl of flexibility was necessary in
the situation where the particular recommendedhiegcapproach could not work well. The
16 week teaching practicum seemed to have enable8Ts the understanding that what was
happening in the field was often more complicatehtthe situation portrayed in books. The
complexities often led many of these PSTs to réflécterpret and reinterpret their
experiences during the practicum. This reintegti@h enabled them to challenge some of
their initial beliefs and practices about teachiagd learning, leading to their new

conceptualisations of what professional teachesaldhdo in a classroom.

It could be further understood that most participagxperienced a paradigm change in the
second round of interviews post practicum, shiftirgn stressing the importance of being
proficient in English and using it as a medium p$truction, to focusing on issues of
intelligibility in communication. In other wordshé responses tended to be more pragmatic
in the sense that they would employ any teachiradesiies that could enable their students to
learn to communicate intelligibly or clearly. Aftdre teaching practicum, most were open to

the possibility of using students’ native languagea medium of instruction if necessary.

... related to the professionalism of the teachemynpoint of view before was that an

English teacher should be capable in speaking &mgéhould be fluent. But, when |

see the reality, actually an English teacher shoatdalways be that good as an English
speaker. But, most important is how an Englishieacould, even a bit, motivate the

students to speak.

(Demire, post-practicum interview)
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The flexibility of teaching approach expressed I tparticipants indicates that their
interaction with the students and the school cdstdres influence the way they define the
notion of the “good English teacher”. Their dynanaitinteraction and engagement with
practices during the teaching practicum led thesP®Tchallenge their initial beliefs on one
aspect of good teaching. This finding further psovihat the formation of teachers’
professional identity, as Britzman (2003) argueseen as being a constant dialogue between
individual identity and social experience. It istims dialogue that the meanings of lived
experience are hamed and negotiated. Britzman §28@®hasises the process of dialogue
and the negotation teachers do to make sense iofetkgeriences during their interaction
with their surrounding worlds. It is through thisnstant dialogue and negotiation of meaning

that teachers shape their professional identities.

The last competence mentioned by participantslase@ tosocial competencyn order to be
able to socialise well with students, some pardiois mentioned during the pre-practicum
interviews that the teachers should be friendly apgroachable, but were still respected by
the students. Two participants, Maysil and Dewinteentioned that the student teachers
could regard their school students as their ‘frendhom the students could talk to about
their personal problems. According to Maysil, siéchlose relationship mode &fendship
could enable teachers to easily motivate studentpdrform better in their learning” (pre-
practicum interview). Although Maysil did not reakkxplore why this friendship mode of the
student-teacher relationship could enhance thailegaachievement, it could be understood
that the teacher would have an advantage in a skeasshe or he could practically and easily

tell students about any kind of instruction withpgychological barriers.

Similarly, Dewinta argued that a close relationshith students could facilitate an enjoyable
learning atmosphere, as the students did not reeiry about issues of teachers’ power

and rigid authority in the classroom.

A good teacher should be someone friendly but wedeby his or her students, not
someone to be afraid of. The way he/she teachaddsihwake the students enjoy the
process of learning. By being friendly, a studenesh’'t have to worry to raise a
guestion if necessary. Otherwise, students willrywtw express their ideas freely.

(Dewinta, pre-practicum interview)
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It seemed that the PSTs who were relatively closege with most of their senior high school
students were driven to consider the school stgdasttheir “friends”. After the practicum,

however, three participants spoke of the importarfckeeping “boundaries” in a student —
PST relationship and changed their mind about thtura of this relationship. After

practicum, they thought that this kind of relatibipscould jeopardise the authority of the
teachers. This was strongly voiced by Maysil whacoemtered a student - teacher
relationship issue during her teaching practicunhe Sharrated that some students
misinterpreted her ‘nice’ approach to them and cémhis conclusion when she found that
some students went beyond boundaries by considéengas their true peer and by not

showing sufficient respect to her as their teacher.

We should not being too close with the studentsabse the students need to know that
there are still some boundaries necessary betweelerds and teachers, so they can
respect us as their teachers - they don’t stepuoheads.

(Maysil, post-practicum interview)

With regard to this issue, research has indeedrooed that students who enjoy a close and
supportive relationship with a teacher are morelyiko be engaged in that they work harder
in the classroom, are tougher in the face of legrniroblems, listen more closely to a
teacher’s direction and criticism, cope better wsthess, and attend more to the teacher
(Skinner & Belmont, 1993). The findings in this dgudo not necessarily contradict Skinner
and Belmont’s (1993) suggestion. It is more abawt khe relationship is developed and how
the care is reached. Over time, while still beiirghfand fair and setting the boundaries,
students would respect consistency and fairnesshwbiten ends up in a caring and

productive relationship.

According to the story told by Maysil, tfeendshipmode seemed to mislead some of her
students to act disrespectfully towards her ag teacher. Maysil’s shifting beliefs about the
importance of a close relationship with school ehid indicates that her sense of
professional identity is shaped through the proadssiterpretation and reinterpretation of
experiences (Kerby, 1991 as cited in Beijaard et28104). The way the PSTs enacted their
professional identity and interpreted their experee during the practicum was closely

affected by their personal biographies and cultbrsiories as well as by broader social and
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political contexts. In the case of Maysil, her per@ traumatic experience with the student —

teacher relationship prompted her to change hed midefining a good teacher’s attributes.

From the perspective of teachers’ stages of dewsdop as proposed by Fuller and Brown
(1975), what Maysil experienced could be conside@imon among PSTs. This is due to
the fact that Maysil was still in her very earlpge of becoming a teacher. Using the words
of Fuller and Brown (1975), Maysil seemed to betha survival stagein her journey to
becoming a novice teacher, and those who aresasthge typically would be concerned with
herself as a teacher, rather than focusing onttigests or the impact of her teaching (see
section 8.1.2 for further discussion of this suavistage of PSTs’ development). In this case,
Maysil preferred to choose to feel ‘personally séfe setting up clear boundaries with her
students, rather than thinking beyond her safetye zdbout how she could find more effective

strategies to win her students’ hearts.

These findings indicated that participants’ viewwsvbat constitutes the PET were not fixed.
They were constantly evolving, reconstructed, aedefined through their interaction in
various contexts, including the context of the taag practicum. Participants’ shifting views
on important features of PETSs, as previously disedsindicates that the teaching practicum
experience did function as an important contextcwhshaped and reshaped the PSTs’
understanding of what a PET means for them. Thmiceptualisation of the PET was also
coloured by their cultural and religious beliefheTimportance of context in nurturing the
professional identity of teachers has been mendidoyevarious studies in this field (see, for
instance, Day & Flores, 2006; Sachs, 2001; Walska®avell, 2001). In the case of this
study, the school culture in which they work; thstudents’ learning challenges and
responses to their teaching; and the nature of thigraction with members of the school
community have emerged as stronger mediating inflee in altering the PSTS’

conceptualisation of the notion of PET.

7.1.2. Teachers as Multiple Role Agents

Drawing on the work of Crookes (2003), the procetdecoming a teacher during the
teaching practicum could be understood as the psooé learning to perform a particular

social role. Therefore, this study deems as importlae investigation of how pre-service
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teachers develop an understanding of what speoifés a professional teacher should hold.

The construction of this conceptualisation was stigated in the context of PSTS’

interactions with members of the school communityirdy the teaching practicum. It is

argued in this study that in performing the soci@ke of a teacher, a PST “necessarily

engages with a script partly constructed by theeetgiions of our audience of students,

fellow teachers, administrators, and possibly pa@remd community members” (Crookes,

2003, p. 5).

Having crossed analyses of the data, it was fomatrtearly all participants perceived a PET

as someone enacting multiple roles and possessimplex responsibilities — being a

knowledge transmitter, an educator, a learnindifator, a classroom manager, the students’

second set of parents, and a ‘hero’ for the stsjest Table 5 summarises. These roles have

been repeatedly mentioned by most of the studycgaants either in the pre-practicum or

post-practicum interviews as well as throughouirtheflective journals and focus group

discussion. The comparison of the specific rolesniified during two periods of data

collection could be seen from the table below:

Table 7. Teachers’ roles — identified from pre- and postepicum interviews

Pre-Practicum Interviews

Post-Practicum Interviews

knowledge transmitter

knowledge transmitter

educator — agent of values

educator — agent of values

role models— personality and Englis
learning

role models — personality and
learning

Englis

learning facilitato

learning facilitato

being the student’s frien

being the students’ frienc- partne

classroom manager

classroom manager

supervisor

supervisor — a guide

motivator

motivator

learning accelerator

‘writer of students’ blank pape

students’ second pare

students’ her

As shown in the table, most participants sharedséme views of theoles that a PET should

play in both pre-and post-practicum interviews. ldger, compared to data from pre-
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practicum interviews, more roles were identifiedhe post-practicum interviews. If the roles
mentioned before practicum could be interpreteB %8s’ understanding on the basis of their
past life experience during schooling and teactanihg courses, these new perceived roles
are very likely generated from the students-teahparticipation and interactions with

members of school community during the practicum.

The notion ofteachers as knowledge transmittevas repeatedly mentioned by the majority
of PSTs in both pre and post-practicum intervieWsindicated that most participants
perceived that this notion was supposed to be #emnole of a professional teacher, apart
from other roles as aforementioned.

...a professional teacher should be a multi-taleptadon. He or she is the one who is
not only beinga knowledge transmittebut also being a motivator for the students to
learn harder.

(Selly, post-practicum interview)

Consideration of teachers as knowledge transmiigdikely rooted from a cultural tradition

of learning in Indonesian society, where teacheessapposed to be the main and ultimate
source of learning during the lesson. For thisaeasraditionally Indonesian students would
expect their teachers to transfer ‘ready stock'vikedge to them as learners. This implies
that commonly the teaching and learning atmospappdied in many Indonesian classrooms
was one where the students are passive and theetsagre the active players in the learning

process.

Yet, participants also believed that the role &?ETl should go beyond merely transferring
skills and knowledge. Instead, the PSTs viewed P&STsupposed to play multiple roles as
listed above. In addition to PETS’ role ksowledge transmittersanother role frequently
mentioned and highlighted by PSTs in this studytifiir interviews as well in the FGD) was
the role ofteachers as moral educatofsee Figure 10 — a Wordle image representing severa
key words and attributes mentioned by the PSTssadlree methods of data collection in

defining the roles of PETS).
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Figure 10.Important and desirable roles of PET as perceiyeB®I's

This means that participants perceived that beiggad English teacher in Indonesia should
go beyond teaching the four English skills; he ¢we sshould also have roles and
responsibilities for transferring values to his loer students (the notion @éachers as

knowledge transmitterand moral educatorsare further discussed in section 7.1.2.1 and

7.1.2.2) as described by one participant in the$agroup discussion.

I would like to emphasise that a professional teacshould focus more on the
educating process, not only transferring the kndgge Building characters of the
students are more important than merely teachinguage skills, so that the students
can behave properly to their teachers, their par&u, teacher is an educator.

(Dewinta, FGD)

Considering their roles as a role model after cetidg their teaching practicum, some
participants reported that they became aware ofdmipg personal attitudes, including the
way they spoke, the way they acted and even thethe&ydressed. One participant recalled
that she decided to wear only ‘proper dressestantfof their students as she realised that
she was already a teacher from whom her studeatsdd , including about the issue of

‘proper’ dress.

Looking at these personality changes, we couldtisal/the teaching practicum had in some
ways been effective in nurturing the foundationshef construction of teachers’ professional
identity. The title of ‘guru’ had been used to agkir these PSTs during their practicum, either
inside or outside of the classroom. They had bégmdsg in front of the class, interacting

with the school community, wearing teachers’ umifer and acting like real teachers. As a

result, these student teachers would take intoustomhat society expected from PETs and
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intuitively adjust some of their identities withismew set of identities attributed to them as

new teachers.

In addition to these roles, participants also nwer@d that a good English teacher should also
be a “classroom manager”, a “students’ supervisarigd a “student’s friend” at school.
Although some participants reinterpreted theirddglin relation to the role of being ‘a friend
of students’, as previously discussed, others sgddewinta still believed that good teachers
could maintain some degree of friendship to enagaithe school students to “freely tell us

their problems, so we could advise them about sswhdions” (post-practicum interview).

As Table 5 suggests, in the post practicum intersisome participants articulated stronger
notions in defining the roles of PETS, suchttas teacher is a herandthe teacher is like a
writer of the student’s ‘blank paperThe termthe teacher is a her@s widely known in
Indonesia where national culture refers to teachefpahlawan tanpa tanda jasgunsung
heroes). This description is very likely relatedthe nature of highly demanding work the
PSTs had to do during the practicum. As descrilmedection 2.4.2, during the practicum
PSTs were not only expected to work with their roerieachers (designing lesson plans,
preparing teaching materials, and delivering th&sdes), but they also had to actively
participate in ‘whole school community’ activitiesuch as being students’ supervisors in
extracurricular activities, being test invigilatos even helping school administrators in the
office. Having practiced ‘like other senior teadigElvina, post-practicum interview), they
could see and feel that being a teacher is a tsagleofession whose jobs and responsibilities

move beyond the schools walls and classrooms.

The complexities of teachers’ roles they experidrohering the teaching practicum seemed to
contradict with their initial perception on the mag of teachers’ roles and responsibility. As
discussed in section 6.2.2, some female teachatedghat they chose to be a teacher because
teaching was considered appropriate for Indonegiamen as teaching hours were quite
flexible — not as demanding as other professionst, Yealising the timeless nature of
teachers’ roles and responsibility did not seenchtange their intention to be teachers. All
female participants still kept saying that they we@hto be teachers after the teaching

practicum. Their intentions were indeed expressexhieven more emphatic manner.
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| am a female, so | feel that teaching is my lifleve being with the kids, | am happy
seeing the kids grow and do what we are teachibgliéve that this would be fun for
me. | would have a lot of people to share, hawa aflexperience.

(Elvina, post practicum interview)

The idea of being the writer of the studentdank papermentioned above could be
interpreted as the PSTs’ understanding of teachimtpsophy which regards students as
tabula rasa("blank slate" in Latin). It refers to the epistdogical theory that individuals are
born without built-in mental content and that diltleeir knowledge comes from experience
and perception. In the context of pedagogy, itnsuaderstanding which views a student as
like an empty box, going to school without any bgrokind knowledge until she or he
interacts and participates in their schooling eigmere where teachers are the main players in

coloring the ‘blank slate’.

However, from another point of view the term ‘blap&per’ also seems to be a metaphor
used to showcase the status of teachers in Indoassstrategic, important and powerful in
determining someone’s’ future life. Teaching is frefession that teaches other professions.
By not intending to undermine students’ own effatsl their unique sense of self-power,
generally speaking it could be said that the teaghéhe one who significantly determines
the path of a student’s future life. Students’Iskiknowledge, values, and characters cannot
be separated from ‘the color of teaching’ theirctesas have crafted on them during their
schooling period. In short, PSTs have developen tietual schoolbag’ (Thomson, 2002 as
cited in Cornu & Ewing, 2008 p. 1802) as well asithnstitutional biographies for later use

in their teaching practice.

The following section discusses what is happeniygphd the issue of teachers as knowledge
transmitters to understanding the interpretationteafchers’ roles as writers of students’
‘blank papers’ in relation to a critical theory pédagogy — the banking concept of education
(Freire, 1970).

7.1.2.1. Teachers as Knowledge Transmitters

The notion ofteachers as knowledge transmitteeders to an idea that a teacher is the one

who is supposed to be the ultimate source of kndgdeas previously mentioned. A teacher
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is regarded as the one with a ‘ready stock of kedgg’ who systematically ‘transmit’ that
knowledge to students through teaching activitiBlsis understanding is, in some ways,
relevant to the metaphor used by Freire (1970)isrchtical theory of pedagogy calldde
banking concept of educatiorreire (1970, p. 21) theorised that students is skistem of
education are considered “ ‘receptacles’ to bkedi with the “content of the teachers
narration”. These students as “repositories” apgeeted to reiterate information transmitted
by teachers in various occasions during the legrpnocess through their tests, quizzes, and

anything that requires an answer that is exactdysdime as what the teacher instructed.

Freire’s educational philosophy originated from klsep concerns about the oppressed
people of the country where he lived (Brazil). Haild not accept the realities of injustice
that he witnessed through many forms of oppressionnd him. He was concerned with the
life of labourers and farmers who kept living inveay, no matter how hard they worked,
and was passionate about ‘waking up’ these oppagsseple to understand the world they
inhabited. Freire believed that they could transfdineir situation in life by starting to think
critically about realities and then taking actiéte believed that the alleviation of oppression

and human suffering was only possible through syatie education.

In Freire’s proposition, the banking concept of @ation is the most significant factor that
has made this oppression remain unaltered. Thizetause in a banking classroom, the
teacher is the epistemological authority or thejexttbof learning, and the students are
‘oppressed’ in a sense as passive objects of #Hraifey process. Reflecting the words of
some of the participants of this study, in essewbat the teachers did in the banking
concept of education was that a teacher mainlyegolay role aknowledge transmitters.
Freire (1970, p. 55) further writes that “the metadents work at storing deposits entrusted
to them, the less they develop the critical conssmess which would result from their
intervention in the world as transformers of thairi”. The absence of critical thinking
skills in the educational process, according torérdeads to worsening the injustice in

society.

In educational practice, this banking concept aficadion has led to some teachers and

students using the rote learning phenomenon, idst#aempowering them to have
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ownership of knowledge and critical thinking skif¥adava, 2012). That is when the
learning atmosphere is dominantly dictated by teegliteacher-centred teaching approach)
and happens when students regard their positioa passive ‘receiver’ of any kind of
knowledge ‘transmitted’ by their teachers as thesinamthoritative and legitimate source of

learning.

Reflecting to what is happening in Indonesian lewyrculture, the notion of teachers as
knowledge transmitters as mentioned by participantkis study indicate that some kinds of
‘banking’ of education does exist in Indonesiansstaoms, including in ELT. It has been
widely acknowledged that Indonesian students tendhave ‘passive’, ‘shy’, and ‘quiet’

learning styles (Bjork, 2004; Exley, 2005; Lengkan#, 2003; Marcellino, 2008). A study

by Marcellino (2008) for instance investigated ttieallenges of ELT in Indonesia by

surveying and observing 258 students at five senigh schools, and revealed that some
unconstructive students’ characteristics (sucheasgopassive, uncritical, and demonstrating
full obedience to teachers) contributed to the fewiveness of communicative language
teaching implementation in Indonesian schools, dditeon to problems related to teacher
guality and non-conducive language environments likg class sizes and limited time

allotments for certain subjects.

With regard to this culturally specific learninglst Ballard and Clanchy (1991) researched
throughout the 1980s and 1990s the differencesdmivAsian and Australian students in
terms of their learning styles. Although critiquests being essentialist and using
generalisations (Exley, 2005), their work is wortii in understanding how students from
these two different cultural backgrounds learn. Kég notion of their research is that ‘Asian’

students (including Indonesians) are passively diamipand unreflective rote learners.

Furthermore, an ethnographic study by Bjork (200W)estigating the challenges of the
implementation of new policies in Indonesian ediocet reform suggested that the reforms
did not work well in the field due to cultural igsy including a culture of obedience and top-
down authority structures. His case refers to teexthresponses to the Local Content
Curriculum introduced in 1994 and identified thiag tcivil servantculture that emphasises

obedienceand loyalty was a hindering factor which discoeddeachers to take active and
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creative responsibility. | would argue that thidtere of obedience very likely originated
from the practice of ‘banking’ knowledge in eduoati Therefore, activating students’
critical thinking skills during the learning proceis one of the hardest challenges for English
teachers in Indonesia.

This kind of absolute obedience to teachers is pitebably attributed to the cultural status
of teachers agyuru. As described in Chapter 2 (section 2.3), culturadiyd morally
Indonesian people rank the teaching professionlynighsociety with the teachers expected
to be role models in many ways. Although this aaltexpectation has not been as strong as
it was many years ago, it still exists in recenmtets when teachers are understoothasone

to be listened to and modelled upf§@andana & Parr, 2013, my italics). One of the
traditional practices associated with this resjethat it would be culturally inappropriate to
argue with teachers. Whatever the teachers sage@imably believed as something good
for the students. Therefore, ‘good students’ useldet defined as those who always listened
to what the teachers say. As a result, it has Imoabout a lack of a dialogic learning

atmosphere when teachers dominate the learning@gsoc

| argue that this lack of dialogic educational disise has made Indonesians politically
silent and powerless for many years. The majofitthdonesians appeared to be less critical
about injustices they faced. They lived under ampregsive and authoritarian regime
(Suharto’s New Order) for more than 32 years befwharto stepped down due to ‘people
power’ in 1998. During the New Order regime, evieyy was under tight government
control and people could not really speak out alily. The majority of people were either
silent because of fear, or because they had novatiatn to speak out, or because they did
not really think critically about what they saw timeir daily lives. They just accepted the
reality as it was even if some enjoyed a harmoniid@eisinder Suharto’s regime, that kind of

harmony was built upon hard pressure on the crigicaups within society.

7.1.2.2. Teachers as Moral Educators

In addition to the notion ofeachers as knowledge transmitteas)other role frequently
mentioned by the PSTs in both pre- and post- tegchiacticum interviews was the idea of

teachers as agents of valussasmoral educatorsThis understanding was also rooted from
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the same cultural expectation that teachersgara. Teachers were not only expected to
develop students’ cognitive domains with knowledael skills, but also to teach and even

exemplify for the students the practice of morduea.

A teacher should not only play roles as a teachéealso as an educator. Apart from
teaching routines, they are also required to tlmhk&nther important element, like to
make the students behave in a well manner.

(Arel, pre-practicum interview)

| would like to emphasis that a profesional teacauld focus more on the educatin
process, not only transfering the knowledge. Boddiharacters of the students are
more important so that the students can behaveegyoo their teachers, their parents.
So, teacher is an educator.

(Maysil, FGD)

Therefore, in recent Indonesian educational dismurthe term ‘educator’ is more
commonly used than ‘teacher’ to address those wiwk w1 the area of teaching. Calling
them areducatorimplies that teachers’ roles and responsibilitisss beyond mere classroom
responsibilitiesper se Therefore, it is no wonder that having a set obdy personal
attributes is included as one of the professiosathers’ ideal competencies in Indonesia, in

addition to three other competencies, as discussseltion 7.1.1.

Society’s expectation of teachers as value ageassalso generated from a special emphasis
of holding moral and religious values for Indonesgudents. Given the fact that Indonesia
is non-secular nation, religious values are comsitleentral to people in society. In fact, the
aim of national education in Indonesia is to edeicatidents to be a “whole person” covering
both intellectual and spiritual capacity. To acleidkis, it certainly relies on teachers as the

frontline players in the area of pedagogy and culaim implementation.

Because of these high expectations, the teachemsbrmance is always under public
scrutiny in Indonesia. Not only do people see teagctperformance, but they are also
concerned with ‘moral performance’. Therefore, phublic might be reacting strongly to

teachers who were found guilty of commiting crimMl. kinds of media are now constantly
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probing into teacher performances. People expeat tiachers would exemplify good
characters for their students as well for sociatgeneral. Once a teacher makes a mistake,
people might fall into angry outbursts, which can deen from the harsh comments from
many people in reacting to news of the few teachatght red-handed commiting crimes,
such as engaging in adultery (DWA, 2014). Teachehrs are having inappropriate love
affairs, for instance, will suffer strong socialnishment from the people. It is because
people in Indonesia generally still view teacheithva high level of respect and a noble

social status — they are supposed to be role madelsalues transmitters.

Furthermore, this analysis could be rooted in tifeuénce of Islamic values in the current
Indonesian education curriculum, following an erfapolitical reform after the fall of
Suharto. Since then, Islamist groups have trieichfose Islamic or religious values into the
national curriculum. This phenomenon could be olesg#from the various terms of Islamic
jargon used throughout the curriculum, suchirman and tagwa (being pious),akhlak
(Islamic manners), oikhlas (sincere). In describing the goal of national ediom, for
instance, Article 3 of Law number 20/2003 aboufaratl education states that the national
education aims to develop “student potentials t@ lvehole person who is believing in God
(havinglman and Taqwp having a noble attitudeakhlak), being healthy, knowledgeable,
competent, creative, and independence as well las godemocratic and responsible citizen”

("Law on National Education System," 2003, my ttatisn).

The three terms #man, tagwa, and akhlak are Islamic terms which refer to basic and
essential qualities a Muslim should hold in thfe ko be successful both in this world and
the hereafter. The three terms clearly indicaté thdonesian education upholds certain
Islamic values in their content. This is not a Isigrprise given Indonesia is the most
populous Muslim country in the world and it is urstandable if such religious values are

adopted in the philosophy of the national educasigstem.

7.2. Views on the Improvement of ELT in the Indoneian Context

After exploring participants’ stories of their dsions to study at an EED and why they chose
to be an English teacher (as discussed in Chaptan@ their conceptualisations on PET, as

just explored, subsequent questions were askegpiore their views about the realities of
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current ELT in Indonesia. Was it successful? Whateamthe problems? What were some
possible solutions? | argue that understandingctiraplex realities of ELT in Indonesia
would contribute to the participants’ understandaighe English teaching profession in an
Indonesian context. This understanding indirectyg a role in affecting their professional
identity as teachers in a sense that their selignas a new teacher is formed amid their

understanding of these ELT complexities.

This section begins by presenting the scenario lIof B Indonesia as mentioned by
participants of this study, and is followed by theeas and concerns for the improvement of
ELT in Indonesia. Data from pre-practicum interviewhow that nearly all participants
viewed ELT in Indonesia as still far from succeisand that the outcomes of ELT in
Indonesian schools did not really achieve the etguecesults as outlined in Indonesian
schools’ ELT curriculum. In their opinions, thasdppointment’ with ELT in Indonesia can
be clearly seen, for example, from the large amaifrindonesian students still unable to
communicate in English effectively, or from the dency of the majority of Indonesian

students to still regard English as a difficult jgab to understand.

“We know that many students are feeling afraid $e &nglish, while they actually
know what to say. They just feel worried, feeliricaal of making mistake.”

(Nisa, pre-practicum interview)

Some studies have investigated why Indonesian stsidexperience this kind of foreign
language anxiety. One of the reasons was the neags® of negative evaluation by English
teachers in dealing with students’ communicatiororsr (See, for instance, Hasan, 2013;
Marwan, 2008). The teacher’s negative evaluatianrhade them feel embarrassed or caused
them to feel like they had lost face in front oéithclassmates. Another reason for the high
levels of anxiety about learning English is th@sty emphasis on grammatical rules, so that
school students feel anxious about not making gratical mistakes when they are speaking
(Prastiwi, 2012). These are some factors behindsihe of English as a serious burden for
many school students in Indonesia. Borrowing wdrdsn one participant — Arel - some
students even consider English as a ‘diseag@tch potentially becomes a serious constraint

in the school students’ English learning procesalss discussed in section 7.1.1.
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The low level of achievement of ELT in IndonesiasHaeen reported in many studies
(Kirkpatrick, 2007; Lengkanawati, 2005; Lie, 200Marcellino, 2008), as mentioned in the
introductory chapter of this thesis. In the casehi$ study, one participant — Dewinta —
reflected on her own schooling experience durimgguand senior high school and claimed
that she did not really get much from her Engliss. She even quantitatively generalised
saying she got “only about 20% out of 100%” of B@glish learning process at school. She
also reported that she was not satisfied with karning experience during her teacher
education courses at university. Although she ditlexplain how she came up with these
figures, what Dewinta mentioned could partially wicase the quality of English teaching in

both Indonesian schools and universities as nosatetfactory.

Having experienced being a practicing teacher dutie teaching practicum, the PSTs could
see that what they used to experience in the pasained the same until the present time
when many students are having serious problems ledming English at schools (see
Musthafa, 2001; Yuwono, 2005). They personally olmsg, for instance, that most of their
students had a very low level of English proficientherefore, it was hard for PSTs like
them to teach English to school students in accmelavith the ideal content suggested by
the official curriculum. Two participants — Elvirend Dodi — who did practicum in high

schools even mentioned that their students’ Engdiblity was just like primary school

students; therefore the placement high schools Idhbave provided some basic skills

courses.

... | am teaching grade seven, sir. It is just téa&ching primary school students ... very
basic ... so, we have to teach them again some \a&sig Bkills or basic knowledge of

English, and doing this is not easy, because idak long time for the students to
understand what we are teaching.

(Elvina, post-practicum interview)

This phenomenon has been addressed by many resesntlthe field of teaching English as
a foreign language (for example, Lamb, 2011) whierés enunciated that English is
commonly perceived as a hard subject to learn. Kmgwhis unhappy circumstance, in some
ways, has discouraged some PSTs from teaching sisesel students, because they were not

really pleased to see the students’ responsesgdtiréir class. The practicing teachers were
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feeling unsatisfied about accepting the realityt the&e students in their class did not
understand what they taught. In other words, thereaf students’ responses as well as their
performances during the lesson influence the stuid@chers’ sense of efficacy and their
self-confidence. If the students responded pogjtimad showed positive progress during the
learning process, it would make the practicing leas become more motivated and more

confident to teach, otherwise it could demotivéent.

To deal with the ‘failure’ of ELT in Indonesia, p@ipants were then asked for their
suggestions for the improvement of ELT in the Ineian context. Their answers to this
guestion included issues to do with preparing fkilteachers, transforming ‘traditional’
teaching methods, dealing with limited time allo@atand facilities, and the negative effects
of the current national standardised test. Howediegussion of this issue in the section will
not only concern the list of ideas from the PSTswill also discuss how the PSTs’

knowledge of the development of ELT was construeted reconstructed.

The following table summarises the PSTs’ views omgonents of ELT that they felt needed
to be taken into consideration, in order to improle effectiveness of ELT in Indonesia.

These components were identified from both pre-@ogl- practicum interviews.

Table 8. Identified components for the improvement of EldTlndonesia as perceived by
pre-service English teachers

Components Details

1 | skilful teachers communicative teaching methods, fun, motivatingrergames, various
teaching media, integrated teaching, group disocasgjood classroor]
management skills, well-prepared (teaching matedal lesson plans
good English proficiency

=)

2 | practice more opportunities for practice, focus on language, English day
program, compulsory practice

3 | exposure as early as possible, from home

4 | communicative tesf an urgent need for test reform - communicativerigst

5 | others collaboration with parents and community, more léag hours, better

teaching facilities

These five components identified by the participaate discussed in the following sections

in more detalil.
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7.2.1. Skilful and Competent Teachers

Half of the participants were concerned with thevision of skillful English teachergas an
important component for the development of ELT muddnesia. They understood that a
skillful teacher would be able to deliver an Enjgliesson by using an effective teaching
method. They also believed that the teaching methdtie most influential factor, which
might have affected the success of ELT. The infdapterviews conducted before the
students had embarked on their teaching practicuhcated the PSTs’ belief that the least
qualified English teachers had significantly causad achievement of ELT in Indonesia.
This is because the low qualified teachers, fotaimse, are very likely to keep applying
‘traditional methods’, like focusing on grammar rnséation, when they conduct English

teaching in the class.

Up to now, | can say that ELT in Indonesia is dalt from successful; we still can’'t
achieve what we are expecting. This might be rdladehe quality of English teachers.
Most of them are not competent enough yet to téawgilish ... from their methods of
teaching, still not satisfactory.

(Dodi, pre-practicum interview)

With regard to this method of teaching, one pgstiot, Demire also mentioned that many
English teachers were “still captivated with thenoept of understanding the grammatical
aspect”. This perception has led many teachermfzhasise the importance of understanding
grammatical knowledge in their teaching more thammunicative skills. It could be
understood that they tended to ignore one of thsicbéenets of ELT under the
communicative approach paradigm; that English iergguage by which communicative
skills development should be placed at the fordgfrahile grammar is now introduced only
as much as needed to support the development ¥ 8iells (Richards, 2006). What Demire
views as the objectives of ELT is compatible whie sims of teaching English in Indonesia
as mandated by the current curriculum. Accordinghto'standar isi’ (content standard) as
written in PermendiknagEducational Ministry Regulation) number 22/200®atbthe2004
Competency Based Curriculunthe subject of English in Indonesia is directegvards
developing communicative and discourse competehcertain literacy levels (Mendiknas,
2006). Specifically, two participants highlightetdat ELT in Indonesia should employ

communicative teaching strategies that are funraativating with, for instance, the use of
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games and by using various teaching media. As Dawsnggested in her pre-practicum
interview, “In my mind, good English teaching stwbble fun ... with many games embedded

during the teaching.”

The emphasis on fun teaching activities is liketJated to the participants’ schooling
experience in which many students usually percEivglish as one of the difficult subjects to
understand, as previously discussed in sectionl.7.th other words, their schooling
biography contributes to the study participanigtual schoolbag Thomson, 2002 as cited in
Cornu & Ewing, 2008) before they enrolled in thEmglish teacher training. None of the
PSTs who came to this English teacher training qamogwere in a state dibula rasa

Considering the perceived difficult nature of Esflilearning, they considered that fun
teaching activities were a good point of departreen where teaching could be more
productive if the students are being motivated f@eding happy with no pressure during the

lesson.

With regard to the perceived difficult nature oateing English itself, reflecting back to my
personal experience as previously narrated, it sdbat a fun classroom activity is indeed a
good entry point to maintain students’ engagementhie classroom. Therefore, most
participants believe that this kind of enjoyablarieng would enable teachers to motivate the
students during the process of learning. | mysalfehalso experienced the ‘magic’ of ‘fun’
teaching activities to keep students remain segtdbe classroom and participating in my
English class. In the long term, by enjoying thaerténg atmosphere the school students are
expected to be able to change their perceptiongeaie that English is not as difficult as
they had thought.

Hearing about these problems from the study ppdidis clearly indicates that ELT in
Indonesia is in urgent need of the provisioncompetent English teachets improve the
quality of ELT. This is because endeavours foritherovement of ELT cannot be separated
from the existence of skillful English teachers. Byt intending to make a simplification, it
could be generally understood in this study that shudents’ learning achievement is, in
some ways, a reflection of their teachers’ own h@agr quality. The more competent the

teachers are; the better the students’ performahoelld be. Because of this reason, the
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Indonesian government currently puts in great éfforimprove the quality of incumbent
teachers through various professional training dadelopment programs, as outlined in

section 2.3.

As prospective teachers, the participants’ awaseonéshe urgent need for the provision of
qualified and skilful teachers in improving the tyaof ELT in Indonesia is a good sign.
This implies that as PSTs they already understbed tcentral role as the front line to
facilitate a successful learning process. As meetioin Chapter 1, PSTs’ beliefs about
teaching and learning, and how they make senseeafigelves and practices (including how
they perceive their roles or relevant features ludirt professions) contribute to the
construction of their professional teaching idéssit(Beijaard et al., 2004). It is also argued
that this understanding could have a direct orewdicontribution to the formation of highly
gualified teachers. This is possible because iges a framework for teachers to construct
their own ideas of “ ‘how to be’, ‘how to act’, arldow to understand’ their work and their
place in society” (Sachs, 2005, as cited in Aypaypypay, 2011, p. 15). In short, teachers’
professional identity plays a crucial part in endeas to improve the quality of ELT in

Indonesia.

Furthermore, in describing the notion @dmpetent English teachersvo important issues
were raised by participants of this studsirstly the importance of using English as a
language of instruction ansecondlythe importance of detailed and meticulous teaching
preparation, for example in designing lesson ptangroducing teaching materials. Although
their view of the need for using English as theglaage of instruction has slightly changed
after they finish their teaching practicum due &asons of practicality, as discussed in
section 7.1.1, this finding indicates that par@eifs of this study viewed that it is essential for
qualified English teachers to be able to commueieatll in English, either in the written or
spoken forms of the language. At the same timsigiposts that participants of this study
were aware of the importance of well-prepared lesssnd anticipated the complexity of the

teaching life before they embarked on their teagipiracticum.

The teachers should be well prepared. Not onlyeims of the lessons, but also their
physical or psychological aspects, because thdyfadé the real life which might be
more difficult from what they think.

(Dodi, pre-practicum interviews)
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Dodi’s special emphasis on aspects of preparatidreta good teacher is another important
finding. His schooling experience in a remote gs=e his profile in section 5.3) contributed
a lot to his conceptualisation of this notion. Héks a competent teacher should not only
focus on the ability to prepare effective teachimaterials, but also to prepare their physical
and psychological approach to teaching. Dodi’'s eamsghon physical preparation might be
based on his own schooling biography, given somaisfteachers had to ride a bike for
several kilometres to reach their schools dematirstrhysical sacrifice and strength in their
preparation for teaching. In addition, often actea has to work overtime (taking their work
home, for instance), and therefore they needectpHysically fit all the time according to

Dodi’'s observations.

Dodi also emphasised that psychological strengtinage important than physical strength.
Not only was this understanding based on his owpeg&nce in dealing with complex
challenges during his practicum, but it was alsonar from hisapprenticeship of observation
(Lortie, 1975) during his own schooling when he &duoh one of his English teachers. He
was impressed with the patience and sincerity éastier had. This understanding is vital,
since a teacher will indeed face teaching expeeignadth complex challenges where she or
he does not only deal with technical demands (ssdhow to design lesson plans and how to
deliver a lesson), but also non-technical onesh sa& how to deal with students with
disciplinary issues; coping with psychological ga® before, during, and after teaching, as

well as other non-technical demands.

7.2.2. Conducive Environment for Students’ Practice

The second issue raised by participants as a ragdsstor for the improvement of ELT in
the Indonesian context was the provision of sudfitipractice for students in the classroom.
They suggested that an English class should taigefahan usual, so that it enables students
to have more time for classroom practice. Thisricalated in the belief of the participants
of the study that practicemakes perfeciMost of them understood that sufficient pracfice
EFL students would enable them to acquire langs&dis more quickly. Therefore, argued
some of the participants, English teachers shaaddd on how to provide sufficient activities
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for their students to use the language with thiemate that the more exposure the students
have to English input, the more likely their Englsutput will improve.

The time allocated for the English subject is nobugh, while the materials to teach
are abundant. Then, it also relates to the reguldty each institution where they don’t
require the students to use English. So, thereoignotivation from the students to
practice English. They don’t have a partner to ficadheir English with.

(Dewinta, pre-practicum interview)

This suggestion by some of the PSTs implies aiosiship to government policy for

language education in Indonesian schools. Theaingd, as some of the participants saw it,
is that English teachers cannot only rely on theetallocated by the curriculum to provide
their students with sufficient practice. Excludsm called ‘international standardised schools
(RSBI) where English is usually used as the medafnmstruction, most of the schools in

Indonesia allocated an average of only two to foamrs of English lessons every week. In
junior high school, for instance, the current stnoe of the 2013 curriculum allocates only
four hours per week (which equates in classroone timmfour sessions of 40 minutes) for
English lessons every week (Kemdikbud, 2013). Hew set of teaching hours is actually a
revised version of the previous curriculum whickediso allocate only two teaching hours to

English lessons in a week.

To deal with this limited time allocation, some thie participants suggested that school
authorities or English teachers conduct extra chasiwities, such as an ‘English day’ at the
school where students have to use their Englighugir various activities on a particular day
at the school.

We should have time at the same time to practieeldbson. For example, in non-
standardised international schools where Englishotscompulsory, we can practice
English on a particular day, like in an English gmggram, the day when students must
speak English. Alternatively, we can have a committrwith the kids that on that
particular day, we must speak English. So, likerihot, the kids will be forced to use
the language.

(Demire, pre-practicum interview).
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With regard to this extra activity, one participantDewinta — realised that enforcing
students’ use of English presents a dilemma farhes. On one hand, Dewinta understood
that teachers are supposed to avoid forcing staderéarn a subject, as she stated in her pre-
practicum interview, “it is not good if someone deing something because of external
pressures”. On the other hand, she argued thadttitkents cannot be expected to practice
English voluntarily by themselves. Therefore, shappsed a policy by which each institution
has to oblige their students to speak English witheir institution. She added, “There should
be like reward and punishment criteria to implentéig policy.” Dewinta believed that this
compulsory English policy could force students toprove their English proficiency.
Although it might be hard at the beginning, she dislieved that by that time, the students
would get used to this policy.

The practice of using other languages in the Istaboarding schoolspésantrenk in
Indonesia could be used as a model of a good peactlated to any moves to teach English
as part of a compulsory policy. It has been widalpwn in Indonesia thgiesantrensave
applied similar policies for a long time. Nearly siudents inpesantrensre obliged to use
both English and Arabic in their daily communicati(Hidayat, 2007) to the total exclusion
of Bahasa Indonesia. Otherwise, the students willfimed or face some other punishment
from the teachers. The punishment ranges from msemgrcertain English phrases or
vocabulary to corporal punishment. | would arguat tthis compulsory policy is one of the

reasons that has made the majoritpesantrergraduates proficient in English.

7.2.3. Early English Exposure

It stands out from the data that nearly half of plaeticipants mentioned the importance of
early exposure to English for students in Indon€eEree participants believed that this early
exposure would enable the students to grasp thelaneyuage more quickly and effectively
as their brains are perceived to be in a good ¢tiondio acquire more than one language at
the same time. Dr. Susan Curtiss, a professor ngjuistics at University of California
(UCLA) who studies the way children learn languages "Research Notes: Language
Learning and the Developing Brain," 1996) states the power to learn language in a young
child is evident; they can learn as many spokemguages as we allow them to hear
systematically and regularly at the same time.
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In the case of Indonesia, a commonly perceivedlemgé is the lack of exposure of the
language to young leaners (Marcellino, 2008), sat thhey can not hear the language
systematically and regularly at the same time. &loee, for the sake of sufficient exposure,
three participants of this study argued that thHeost system needed to intensify English

teaching for younger students in the early phasésear education.

| think that English should be taught as early assfble. | know that some schools
have taught it since kindergarden ... | think that kids’ brain is in a good condition to
acquire two or more languages at the same timeaif not mistaken, the kids can
quickly learn new languages at that age. When h#ese are able to speak in Bahasa
Indonesia, it would be better if they also learmentianguages, such as English.

(Dewinta, pre-practicum interviews)

As mentioned by Dewinta, the need for this earlyasxre usually stems from a similar belief
to Curtis (1996); that a child could grasp a nengleage more quickly than adults. Nunan
(2011) however states that this belief is possibiyted from common myths in the theory of
language learning and second language acquisgaying that young children are perceived
to have a greater capacity to learn a second eigiorlanguage than adults; and language
teachers should therefore use methods that hav&edowith children. For this reason,
English is now treated as one of the key subjettmany pre-schools, kindergartens and
primary schools in Indonesia. Although this mytls ieeen challenged by some studies (See
Fillmore, 1991; McLaughlin, 1992), the assumptisrsiill strongly held by the participants of
this study. They believe that as long as youngesitel are taught in a natural, fun and

motivating way, they can start English learningyeanough.

Because | think that kids’ brain is in a good caiodi to acquire two or more languages
at the same time. If | am not mistaken, the kids gaickly learn new language at that
age as far as they learn in a fun way. When thes lieeen able to speak in Bahasa
Indonesia, it would be better if they also learmentianguages, such as English.

(Selly, pre-practicum interview)

Participants’ existing knowledge of the importatearly English teaching for younger kids

is very likely the result of the accumulation oéithcourses during teacher education program
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in which they were taught about the need for teaghinglish for young learners. The current
curriculum for English teacher education in Riauivgrsity, for instance, offers an elective
subject called “Teaching English for Young LearfiéseeAppendix 3. This subject was not
only developed on the basis of a growing demanddaching English in many pre-schools
and private primary schools, but also inspired gy tinderstanding that young learners can

naturally acquire a new language quickly.

Additionally, in all of these endeavours, some ipgrants spoke about the importance of
collaboration between schoolteachers and studgrai€nts at home. In other words, the
participants suggested parents help their childerelop their English proficiency by using

or practicing the language at home as well ashioac As Arel stated,

“It is also important to start from home, from [ptiging with] their parents at home.
When a kid has loved English at home, they wileletudying English at school.”

What Arel proposed is understandable as commurgtiesot rely merely on schools for the
high achievement of children’s learning, includiiog the development of English teaching.
The view of the PSTs in this study was that othetips such as society in general and
students’ parents should actively get involved miyithe process. Such parental involvement
is crucial in the case of ELT in Indonesia wheradstts have very limited access to
significant English exposure — either inside orsag their schools. However, what Arel
suggested might be hard to do in practice, conisigehe large number of Indonesian adults

who cannot speak English well (EPI, 2011), as dised in this thesis’ introductory chapter.

Some participants also voiced the need for be#taching facilities, especially for schools
located in rural areas with limited access to imfation technology. They also expressed
concern about the need for more teaching hourthdim minds, these two are factors which
might have contributed to the low achievement offEh Indonesia. In other words, the
sufficient provision of teaching facilities - lika language laboratory, English teaching
materials, and audio visual media — and longerhiegchours at schools could support the

enhancement of the quality of English teaching.
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7.2.4. Communicative Test

In addition to the issue of limited teaching faas, some participants were also concerned
with the circumstances of the teaching and learpiragess in some schools that are now
being conducted agaching to the test activitiehis is an activity through which teachers
conduct their teaching by mainly focusing the shideon familiarising themselves with
information about the format and structure of stadibed tests (Volante, 2004). This is
especially the case for the teachers who teachrad&39 of junior high school or Grade 12 of
senior high school, where the students have topakiein a high stakes national standardised

test at the end of the Indonesian academic year.

The national standardised test is considered a $tigkes test because it is a test which is
used as a basis to determine if a student can at@dund go to further levels of education in
Indonesia (Afrianto, 2007b). Considering the hitdikes nature of the test, it is not a surprise
to see many teachers (including English teachamjtipe what is called ‘teaching to the
test’. As Nisa reported in her post practicum wiwr, “what is taught at school is mainly
how to help students pass the final standardis¢idnad examination, not how they can
communicate with each other in English”. This phaeaon has been described in research
literature as “washback” (see McNamara, 2000; Més4i996)

This activity implies that teaching activities ihet classroom are likely not happening
according to what the curriculum mandates. Ratier,activities would be more limited to

testing or drill activities, focusing on familiamg the students with the test format, and
advising on test wise strategies, as previouslytimeed. In other words, the teachers will put
less focus on activities that could enhance stgtlenimmunications skills, such as speaking
and writing activities. They might have neglecteése two skills, as the standardised test

does not assess these two skills in the currermnatexaminations.

After the practicum, the participants were agatenviewed to explore their views about how
they defined ‘professional English teacher andodoELT’ in the context of teaching
English as foreign language in Indonesia. As meetiobefore, this question was aimed at
investigating how the practicum has shaped andapesh their knowledge of ‘professional
English teachers’ and good ELT in Indonesia. Likethe pre-practicum interviews, most
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participants repeated similar issues as importantponents for ELT in Indonesia, such as
the need for effective teaching methods, the prowisf professional teachers, and sufficient
opportunities to practice English. Dewinta and Miayfsr example, recalled the importance
of a fun teaching approach with many games embenidédo deal with the fact that many

students have negatively perceived English as@dbiject to learn.

Despite these similar views, it seems that thegwaems were more technical, realistic and
specific in this second round of interviews. Ayy xample, in her pre-teaching practicum
interview she refered to few general points in arivg question regarding how she defines a
‘professional english teacher’ as can be seen tranfirst colomn of the following table 8 ,

but then it developes to be more descriptive as eadhe right column.

Table 9. Identified Development of Ayi's View omdRessional English Teacher'

Pre-practicum interview Post Practicum Interview

A professional English teacher should, firstl think it deals with the class management.

master the language, proficient in Englishlt should have a good class management

and should be able to transfer the knowledgWhere the teacher can manage and control
well to the students. That's what the students in the class. To do that, a

. . teacher shouldrepare his or her lesson
professional teacher, I think. and teaching materials well at home. Then,
the teaching materials should befficient
And the teachers should understand and
masterthe lesson well. Even, the teachers
should be able t@nticipate any kinds of]
questions and problems that might arfise
later in the classroom. So, everything
should be well-prepared.

In her first interview, Ayi did not specify how aBnglish teacher should transfer the
knowledge well, for instance. In her second in@mwiright colomn) after being a practicing
teacher for few months she pointed out more detdiéormation on how a professional

English teacher should play his or her role in gfarring the knowledge. She stressed the
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importance of good classroom management as a patheo improvement of ELT in
Indonesia. She particularly emphasized the impodani preparation for teachers before they
go to a classroom. She believes that a well-preblesson would enable the teachers to

anticipate any possible problems they might hawbenclass.

As also previously discussed in section 7.1.1,déeelopment of PSTs’ understanding on
what constitutes a professional English teacheraartdeir conceptualisation on good ELT in
Indonesian can also be seen from their views onirttportance of using English as the
language of classroom instruction. Arel, for inseninitially believed that a good English
teacher should speak English in the classroom thigir students. However, he changed his
mind in his post-practicum interview as he realiskdt his students completely did not
understand his lesson if he taught them in Englihpreferred to be more realistic with his

teaching idealism (see table 9).

Table 10. Identified Development of Arel's View ‘good ELT'

Pre-practicum interview Post Practicum Interview

Regardless the students’ ability, | think thi | When | teachhem by using English [as tl
good English teacher should use English gllanguage of instruction], they complained,
the time during teaching process in the “Sorry sir. | do not understand what you said.
classroom. By this, we hope that students | Please do not use English, just Indonesian
more or less will understand and get some| please”. So, after that and until this moment
ideas from the process, may be by looking|athen [sic] am teaching therhyused
the dictionary or by asking the teacher abguindonesian most of the time.

the meaning of certain words.

... in the class, | do the codeswitching, tha
mixed the languages, or translating the
English into Bahasa Indonesia. Because they
have a very limited English. Even some
simple common words are dificult for them
Even, they don't really understand the
meaning of ‘DO’. They keep asking with th
meaning of words during the lesson. That's
why, | use translation.

[4%

What Ayi and Arel explain above reflects on thesalr classroom experience during the

teaching practicum program where they found thatheng English was more complex than
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people might think or they initially thought. Thienited English proficiency their students

had was only one of the complexities they realisSBuky also understood that the daily
routine for a teaching job is demanding and a teaokeds to pay attention to many details
to make sure the teaching and learning processwetis The challenges do not only deal

with preparing paperwork (such as writing the téaglsyllabus, designing lesson plans, and
preparing teaching materials) but also how to e\l students’ behaviours before, during,
and after class. Ayi's emphasis on the importaricdassroom management skills were very
likely rooted from her own personal experiencescamtrolling her class. Because of the
dynamic of power relations (which will be discussedsection 8.1.2), many participants of
this study found it hard to deal with school studesturing their practicum interaction. The

teaching experience seemed to be able to makeShe &vare of these complexities.

Data from post practicum interviews also revealest the success of the teaching plan is
subject to many factors, including some unusuattmas which might never have been used
by the PSTs. Dewinta, for instance, articulated #ie could not conduct the lesson as well
as she had previously planned because the schibaiecdid not allow other teachers to have

a noisy class, even if the noise was due to chieesfoes from a happy and active class.

It is not easy to apply this [fun activities witHa of games] in high schools, because
it will make the class noisy and potentially distrather classes. In our school, we are
not allowed to have such a noisy class. The stgdmet expected not to speak loudly.
Because, if they speak loud, it will disturb ots&rdents in other classes. So, what we
did most of the time is trying to keep the cla$sndi

(Dewinta, post-practicum interview).

What Ayi, Arel and Dewinta experienced during tleaahing practicum was a common
phenomenon in many practicum programs usually fanctg as a ‘baptism of fire’ where
the PSTs could feel and experience the complexfidise teaching profession first time. The
process could be marked by the PSTs’ “strugglevioce” (Britzman, 2003, p.3), that is,
when those PSTs are struggling to find meaning @akarsense of their journey to becoming
new teachers during the time they are learningach within the practicum program. Indeed,
studies have shown that many PSTs experiémracesition shock(Korthagen, 2001 )ulture
shock(Britzman, 2003), angractice shock(Achinstein, 2006) during this period when they
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feel not adequately prepared for dealing with tbmpglexities of problems they face during
thr teaching practicum, or when these novice temchiad a conflict between their ideal
views of what it means to be a teacher and théydhey experience when starting their first
job (detailed findings about these kinds of shaekedaborated on the next chapter).

7.3. Chapter Summary

This chapter has discussed participants’ existingppwhedge, perceptions, and their
understanding of the notion of tHRRET as well as their views about ‘good’ ELT for the
improvement of ELT quality in the Indonesian conteXhis chapter reveals that PSTs
already held initial understandings on what const# PET and good ELT practice before
they started the teaching practicum. Such pre-quimres often originated from their prior

experiences or personal biographies during theildlobod, their apprenticeship of

observationduring their schooling experiences, or their pgesge teacher education. These
initial conceptions are however markedly contesttbngthened and developed during the
teaching practicum. The dynamic interaction madé wiembers of school community, such
as the school students, mentor teachers, or sghimaipal, has often led them to reinterpret
their understanding of the notion of PET. Someheirtinitial beliefs and conceptions about
‘PETs’ have changed after the teaching practicurhilensome entirely new ideas have

emerged.

The findings indicate that the way the PSTs endwtirt professional identity (in
conceptualising the notion of PET and interpretihgir experience) is the result of their
personal cognitive reflections on their experieand the influences of external factors. The
construction of the notion of PEds well as a good ELT in Indones&affected by their
personal biographies and cultural histories as a&lby broader social cultural and political
contexts. The influence of the socio-cultural cahtis especially seen from the way they
conceptualise the roles of the teachers. It is mflected in the fact that the PSTs have been
“adjusting” parts of their behaviour with the coaleconduct expected by Indonesian society
at large. The findings imply that the teaching ficacn does matter as an important context
influencing the dynamics of the student teacheesteptions of defining and redefining the

notion of PET which they continuously struggle itarfto.
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VIIl. BUILDING IDENTITIES THROUGH LEARNING TO TEACH

... and at night [before another class], | was wighthe night and the world could rotate faster; the
morning could come earlier, so | could immediatalget them [the students]. | want to cheer them
up, like the rain removing the dust on the road: Fe, their laughter, joy, and even their
‘naughtiness’ could magically erase the pain, thigge | feel...

(Maysil, Reflective Journal)

This chapter presents data related to how the itggqqiracticum functions as an important
site for PSTs’ professional learning and constarctdf professional identity. It shows the

interrelationship between school cultures, inteoactvith members of school community,

societal expectations, negotiation of power refegjaand the impact of educational policy. It
explores how these interrelationships affect tregpsig and reshaping of the construction of
PSTs’ professional learning and identities. In otkeords, the chapter describes how
professional identity is a “production which is rexcomplete” (J. Hall, 1990, p. 222); that
identity is not a fixed thing, stable and cohereut rather exists as “a site of struggle, and
subject to change” (Peirce, 1995, p. 14). This tdraig therefore also aimed at capturing the
fluidity, complexities and constant evolution obfessional identity when the PSTs interact
with their environment during the practicum.

Whenever relevant, this chapter adopts Wenger9§Ll%eas on the interconnection of
learning to teach and construction of identity malgsing data. Wenger (1998) views that the
process of learning to teach during a practicuma ggocess of construction of teachers’
identity. These processes take place withim community of practicen each participant’s
placement schools where they struggle for meanialgimg through their experiences and
daily practices and struggle to build a sense firfggng to the existing teachers’ community.
It is argued in this study that the PSTs are canmeidito have been successfully going through
the metamorphosis of being novice teachers duhiegeaching practicum once they built a
sense of belonging to the teachers’ community sgere 4).
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Theoretically speaking, the teaching practicum a@gram where PSTs fully engage with
the teachers’ community in complex ways, so thaytban build their collective teachers’
identity. As Danielwicz (2001, p. 113) maintairse teaching practicum is supposed “to help
the students cross over the border forever, toifig@le and join the collectivity of teachers”.
This chapter, therefore, also discusses how thes REperience their metamorphosis from
being university students to becoming novice teechad captures dynamics of this journey

of socialisation (Farrell, 2001).

Specifically this section begins by discussing ifigd related to how the PSTs form and
transform themselves to becoming novice teachermgluhe practicum. This issue is
discussed in terms of their ‘stages of metamorphtsiintegrate to teachers community and
in terms of the complex factors behind their emmeggense of being a new teacher. How the
PSTs developed their sense of belonging to théhezatcommunity during the practicum is
also described within the first section. It is éolled by describing one participant’s story of
metamorphosis to show the journey of becoming ehieraduring the teaching practicum is
unique and idiosyncratic. The next section lookghatskills and knowledge claimed to have
been acquired by the PSTs as part of their prafeakilearning and practice during the
teaching practicum. This section is finalised byneoreflective words summarising the

discussion.

8.1. Pre-service Teachers’ Metamorphosis durinthe Teaching Practicum

This section discusses how the PSTs experience ntetamorphosis from being university
students before embarking on the teaching practitoipecoming novice teachers by the end
of the practicum. In other words, this section doeunts the major milestones in the PSTs’
learning trajectory which significantly contributés the construction of their teachers’
identity as new teachers. This includes discussiohow they struggled to construct and
negotiate theirsubjective and projected identities(Lemke, 2008) during the teaching
practicum. As reviewed in section 3.1, Lemke defitiee subjective identity as the notion of
who ‘we are to ourselves’; and the projected idgregntails ‘who we wish to seem to the

others'.
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To be more specific, the section explores how titigipants of the study developed their
sense of belonging to the teachers’ community dutire practicum. It also explores what
factors have contributed to this development. Expipthe PSTs’ transformative identities
during this specific time in their teacher eduaatprogram is considered important, as it is
understood from the literature on teacher educatiah the teaching practicum is a key site
where PSTs experience an identity in transitionremf being a university student to

becoming a novice teacher, as previously reviewestction 4.1.3.

Data emerged from the findings can be linked totlleework of Lave and Wenger (1991)
and Wenger (1998) on apprenticeships and learmiraugh communities of practice. This
approach draws on the dialectical tradition of ab¢ihought to assert that knowledge of
oneself is to be understood in relation to evolvietationships between people and the
settings in which people’s activities are conductBased on this dialectical tradition,
Wenger (1998) introduced tl®cial theory of learningvith the central idea that the learning
process should be viewed in the context of ourdixperience of participation in our world. |
also consider Wenger’s (1998) descriptiorttoke modes of belongir{gee section 4.1.1) in
the formation of identity — engagement, imaginatiord alignment — as useful theories for

analysing and interpreting the findings of thisjpob.

As previously mentioned, this chapter aims to discthe answer of the second research
guestion -how do the PSTs experience the transition in itkefitom being student-teachers
to novice-teachers during the teaching practicui® answer the research question, data
from participants’ reflective journals as well asrh their post-practicum interviews were
analysed deductively (see section 5.5 for detgilextedures). NVivo 10 software helped
create and manage nodes and subnodes during ddyasisanYet | named and managed the
nodes into themes based on trends | found frond#te@. Theories about teachers’ stages of
development within teacher education literatureo afspired particular themes. The final
data analysis revealed that the preservice teaelxpexienced the following three ‘stages of
development’ in their journey to becoming a newckea during the practicum, as displayed
in Figure 11 below.
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Survival Period:

Negotiation of
*Shock and Power *Acceptance

Nervousness «Resisiance *Recognition
+Confusion *Voicelessness

Entry and

Development

Adjustment \_

Figure 11.Stages of development of PSTs during the teachiactipum at Riau University

The process as shown by the figure above was mgéamgrated from the dynamic interaction
between practicing teachers (the PSTs who partmipban this study) and their school
students as well as between the PSTs and theiromeatchers. The following sub-sections
discuss in detail the study participants’ storiesavigating their journey to becoming novice
teachers during the teaching practicum. The stocesture three important ‘stages of
development’ with specific prominent affective dimsens that characterise each of these
three stages. Yet it is important to note thatalgh the ‘stages’ in the following figure look
linear, the actual process in the practicum isfiam being so, depending on each school’s

context and each individual's unique experience.

8.1.1. Entry and Adjustment

Once the PSTs were taken by their university sugiexy lecturers to their placement
schools, they were officially consideredahasiswa PPL(practicing teachers) who were
learning how to be teachers during the 16-weekhieggpracticum under supervision of one
mentor teacher and one supervising lecturer. Narégipants reported that they experienced
some degree of shock, nervousness and confusidheirearly weeks of their teaching
practicum. They articulated that they felt someelswf anxiety in facing the students; or that

they did not have enough confidence that they cpldg their roles and responsibilities as
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new arriving PSTs; or that they simply did not halear ideas about what they should do

after their arrival at their placement schools.

Indeed, | was initially nervous when my mentor tesrcasked me to teach grade 8 and
handle the class by myself. | was nervous becawses lworried about making mistakes
in saying and doing something in front of the class

(Ayi, reflective journal 1)
Feelings of nervousness and anxiety were also texgpdwy other PSTs, such as Rike, Elvina,
and Nisa during these early weeks. They were gdyerancerned about their lack of
confidence in how to handle a lesson and manadgsa. dni addition, they were emotionally
shocked of knowing that they had to stand up imtfraf the class on their first or second
weeks of practicum, delivering lessons and facdimgstudents. They did not expect to do this

teaching responsibility that early.

On the first week, | observed my mentor teachddss; looking at the way she handles
the class. | think that my mentor teacher performezdly well in her teaching, because
she can explain the lesson bilingually effectivelien, on the second week, | started
teaching on Grade VII. When | was about to teadhltireally nervous and difficult to
express my ideas.

(Rike, reflective Journal 1)

In Elvina’s case, her nervousness was trigerredthey presence of her mentor teacher
watching her handling the class. As a practicirmgher, she was indeed in an urgent need to
get sufficient guidance from her mentor teachees, ¥he was not comfortable if the mentor

watched her teaching in the classroom.

| hope that | can teach in the class without bemmnitored by my mentor teacher,
because | sometimes feel nervous when my mentohéeavas in my class.

(Elvina, reflective journal 1)

Due to lack of confidence, another participant sa\+ was worried worried about making
mistakes in front of the students; she did not wartoss of face’ in front of her students.
This may because she understood that teachersilitmeatly expected to “know everything”

and “do everything” properly.
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| was feeling really nervous when | was about todia the class at the first time. Then
| did teaching based on the lesson plan that | aitéen. After the class over, from the
comments made by mentor teacher, | realised tmaade some mistakes during my
teaching. That | did’'nt do quite well yet in ternt§ my lesson mastery, class
management, and flexibility during the lesson. pé&dhat | won't repeat the same
mistake again in the next class. | don’t want wskwmy face in front of my students.

(Nisa, reflective journal 1)

This kind of shock during their first weeks of thdjustment process was ‘normal’, because
nine participants of this study were truly new téeaching life. It is the first time in their

lives that they were standing up in front of thalrdass as a ‘teacher’; preparing the lesson,
delivering it to a number of students, managing thess, and anticipating disruptive

behaviours. The experience enabled them get thefd®ing a real teacher and understand
the complexities of being a teacher in the fieldthe case of Arel, the challenge he faced
during the first week of his teaching enabled harbé a reflective pre-service teacher. The

challenged made him to constantly think and rethinkhis teaching strategies (see also

section 8.3.3).

| understand now that becoming a good teacher tisthad easy. Therefore, | kept
thinking how | could deliver a lesson effectively.mean, how can we make the
students happy, and they can learn at the same @arel deal with many students who
think that English is a difficult subject and laakmotivation?

(Arel, Reflective Journal 1)

Literature on pre-service teacher education indgathat these anxious feelings are a
common phenomenon in many new teachers classrodraeeWwSTs experiendeansition
shock(Achinstein, 2006) during this period. They fregthg experience feelings of having
not adequately prepared; or being overwhelmed thighreality of the teachers’ role and the
problems they face during the teaching practicuse (Britzman, 2003; Kelchtermans &
Ballet, 2002; Korthagen, 2001). Entering the teaghkfe is definitely a new challenging
journey for these university students with no pteaching experience. The most common
initial culture shock may well occur with “the reaition of the overwhelming complexity of
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teachers' works and myriad ways the complexityasked and understood” (Britzman, 2003,
p.27). This complexity has led these new teachetsave a sense of lacking efficacy; they

feel vulnerable because of their perceived limitsamnpetence, as previously mentioned.

This set of feelings was exacerbated by the pezdeinsufficient support they received from

both university supervisors and school mentor teexhAs reported by the participants, four

mentor teachers, for example, immediately askedPB&s to teach and handle the class
independently just after they were placed in thest schools. In other words, the PSTs were
promptly instructed to write lesson plans or desiprching materials without having proper

assistance and supervision from the mentor teachers

Suprisingly our mentor teacher immediately asketbugach the class. In fact, by the
rules of the game, we should do like observatidivities for the first week. She asked
us to teach the next lesson, about reporting tgeisynd, and showing hesitation. And
the mentor teacher also suddenly asked us to Wmitdesson plan, and syllabus. We
certainly felt shocked and panicked.

(Selly, Reflective Journal 1)

As pointed out by Selly, the guidance book of tihecficum requires PSTs to first observe
their mentor teachers teaching in the classroomséone time before they could handle a
class by themselves

Mahasiswa PPL, sebelum praktek pembelajaran hastskih dahulu mengamati guru

pamong yang sedang melaksanakan pembelajaran dindeglas sebagai guru model

(before handling a class, student teachers must dibserve their mentor teachers
teaching in a classroom as their model teachers).

(translated fronPanduan Pelaksanaan PPL Mahasiswa FKIP Univerdrasi2013, p. 6).

This means what mentor teachers should do foritbetivo weeks was to guide the PSTs to
become familiar with the school: the environmehé teachers and staff, and the srules and
regulation. As a part of this observation periothentor teacher could take the PSTs to his or
her class, so the PSTs could observe him or heflingrthe class.

During this observation and induction periothentor teachers also guide and keep

accompanying the PSTs to do ‘guided teaching meicfor at least two weeks after the
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observation stage. When a mentor teacher prefdet tos or her student teacher conduct a
lesson after the observation, it is possible topeapas far as it is in still the form of guided
teacheing where the mentor teacher must sit ardhadclass and see how the teaching
process goes on. Only from the week of nine outl®fcan a PST be assigned to do
independent teaching without the presence of hisher mentor teacherP&nduan
Pelaksanaan PPL Mahasiswa FKIP Universitas R#13). So what happened to Selly and
some other PSTs in this study basically contradictsagreed standard procedures mentioned

in the PSTs’ university’s guidance book.

In the case of Selly, she was not only panickedibge she did not expect to handle the class
immediately after her arrival at the placement sthbut also because she thought she did
not really have the right person with whom she dawdnsult and get professional guidance
when she needed help on how to write a lessongidmdesign syllabi. She did ask her own
mentor teacher about this, but her mentor teaclenot want to lend her the sample of
lesson plans and syllabus she had. Instead ofrguatid supervising the PST on dealing with
this issue, her mentor teacher simply said, “Jasttdy your-self first. You don't need a

sample. You have learned about it in campus, hayen™?” (Selly, Reflective Journal 1).

The mentor teachers’ poor guidance was not exausos Selly’s story. Some study
participants who did the practicum in other schobke Dodi and Ayi, said that they also
found themselves shocked during the early weekkisfpracticum as their mentor teachers
just left them with the school students soon afttermentor teachers introduced them to the
class. Some other participants articulated that thentor teachers seemed to have limited
understanding of how to supervise a PST properlyis was probably because some

appointed mentor teachers were junior teacherslimiited mentoring experience.

It seems that she doesn’'t understand yet how tergige a student teacher like me.
So, just like other friends have told us, mosth&f ime my mentor just let me handle
the class with very limited supervision.

(Ayi, Focus Group Discussion)

What was narrated by Selly, Dodi, and Ayi in thisdy is similar to the finding of a
gualitative case study by Bonavidi (2013) invedtiggathe relationship between the Bachelor
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of English Education (BEEd) coursework and teaclpracticum in an Indonesian teacher
education program. His in-depth interviews with P®Ts, 12 teacher educators, the
Practicum Unit manager from an Indonesian privatevarsity, and six mentors from six
different secondary schools reveals that there smme central issues related to PSTs’
learning during a practicum. Some of them are thate seemed to have no effective pre-
practicum sessions; the PSTs experienced diffistiltations during the practicum, with
inadequate support and PSTs being unprepared iodegiendently as agentic learners; and
there were no after-practicum activities to encgaraeflection about the practicum

experience and long term learning of the PSTs.

Such a lack of support during the practicum seetodthve been the main problem found not
only in the geographic context of this study (Indsia), but also in many practicum programs
in other parts of the world, such as in SingapBeerell, 2001); in Vietham (Hudson, Nguyen,
& Hudson, 2008); Kenya (Ong'ondo, 2009); and Iidarfaidi, Al-Shara, Arouri, & Awwad,
2014). Insufficient support has in turn led manyr®% undergo considerable emotional and
psychological stress during a practicum, which whappened with some participants in
this study. It has also made PSTs experience ctudegtruggles, and feel uncertain about
teaching and learning (Wang, Strong, & Odell, 200dthe case of this study, participants’
feelings of anxiety and their uncomfortable attéadbefore and after class were clear
indicators of this emotional and psychological ssreTheir constant worries about how they
could prepare good lesson plans and how to delasions effectively in class also indicate
their feelings of uncertainty during this stage ddvelopment. All of these unwanted

situations became common source for PSTs’ vulniggabduring the teaching practicum.

This vulnerable state is understandable as they Wwest about to start their journey to
becoming a new teacher in a real school contexdy Were not familiar with many things in
their placement schools. To deal with this poténtisinerability, a competent mentor is
highly necessary to help the PSTs socialise witeva school environment. A fully dedicated
mentor teacher is expected to be able to play tiodés and fulfil their responsibilities to
provide high quality mentorship to PSTs. In suppadrthis aim, mentor teachers should be
given adequate preparation and should have aatniasition towards their own teaching and
that of their PSTs (Zeichner, 1996 as cited in B&cKosnik, 2002). Only with sufficient
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skills and knowledge of being competent mentorstbay be able to support the PSTs and

give a considerable amount of feedback and col&bawith the student teacher effectively.

With regard to the nature of supervision from theeentor teachers during the practicum,
employing a minor metalinguistic analysis in anadgsdata from the PST’s interviews and
reflective journals found that each mentor teachad their own preference concerning
mentoring styles. This could be inferred from tivedk ofverbsthe PSTs chose in describing
the nature of supervision they received, suchsks let, tell, show, advise, lead, give, guide,
supervise, advice, support, accompaanydtake.The most common verbs used by the PSTs

to express the supervision activities wasg, tell, show, advise, and guide.

She askedme to write syllabus for her, and do other thingsyst did what she
instructed, because she is my mentor teacher.n@ohoice. (Ayi, FGD)

Data such as this implies that many mentor teacbemslucted one-way communication
during their supervision through the lack of interdialogue and conversation with their
mentees. The instructive verbs used by the paatitfpalso indicate a strong position of
mentor teachers in relation to the PSTs. In mamasions, the PSTs played as the followers
of their mentor teachers’ instruction. Due to thisver-relation issue, the PSTs just observed
their mentors, listened to their advice, and fobowtheir instructions without sufficient
criticism (see also section 8.1.2).

Referring to Cornu and Ewing's (2008) theoreticaniework on supervision during the
practicum, mentor teachers in this study prefetce@mploy atraditional approach rather
than areflectiveapproach Through this traditional mindset, the emphasishef practicum
was on the need for supervision to enable PSTset@ldp specific observable skills in
teaching and to help the PSTs improve instructidolgn & Francis, 1992 as cited in Cornu
& Ewing, 2008). The process was mainly conductadubh “direct, overt surveillance”
(Smyth, 1993 as cited in Cornu & Ewing, 2008 p. I)8@&here clinical supervision models
were implemented with the supervisors taking onrthe of ‘critic’, as reflected in Dewinta’s

narrative below.
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In my first days, | did a lot of mistakes in my ¢dang. | couldn’t control the class
well, my lesson didn’t run as planned, and | didrd@ve a good time management. So,
my mentor teacher showed me how to deal with threblems - how could we
manage the time well, how to deliver the lessofscéfely, how to deal with noisy
students, how could we make the students listeis,tand so on.

(Dewinta, post-practicum interview)

While some mentors did not appear to provide sgfficguidance and support in the early
weeks of the practicum, as previously discussediest from other participants indicated that
some mentor teachers did support the PSTs quitedwehg this adjustment process. Five
participants reported that they received “suffi€iesupervision from their mentor teachers
during the first and the second weeks of their fiwam experience. What the mentor
teachers did was take the PSTs to their classeasiidg the PSTs to observe their class as
well as guiding them in writing lesson plans, dasig syllabus, and preparing teaching
materials. As one participant, Rike, wrote in hexand reflective journal, she was invited by
her mentor teacher to observe her mentor’s classed the way her mentor teacher delivered
lessons and managed the class. As a PST, shedeahile observing and engaged in a kind
of reflection after the observation. Additionallgrhmentor teacher supported her through
regular supervision in understanding the schooli@uum, designing lesson plans, and
preparing the teaching materials. In other wordke Fhought that she had a constructive and

positive mentor — mentee relationship during hacfcum.

On the first week, | observed my mentor teachdess; looking at the way she handled
the class. | think that my mentor teacher performezdly well in her teaching, because
she can explain the lesson bilingually effectivély mentor teacher had also trained
me how to write lesson plans based on the existimgculum in this school, showing
me the teaching materials used for her class, @skim to write and prepare the lesson
plans and teaching materials under her mentor'srsigion. After that, my mentor
checked my own lesson plans and also asked mentliehthe class by myself with the
mentor teacher observing the class.

(Rike, Reflective Journal 2)

As also mentioned by Rike, she received constredgedback from her mentor teacher after
her teaching performance in the class. It seematdtltiis kind of induction and supervision

activities conducted by some mentor teachers wogkite well to help the PSTs undergo the
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adjustment process. From this professional guidamzk support, the PSTs started to feel
more informed, feel more confident, and got cleadeas on what to do in the placement
school and how to do it properly. In other wordssts supervision helped them undergo the
adjustment process into the school community qwiédl. The constructive support made

them feel more efficacious in dealing with theixeties.

| was feeling really nervous when | was about todba the class at the first time. But
after receiving some suggestions from my mentastteq | felt a bit better and able to
neutralise my nervousness.

(Nisa, Reflective Journal 1)

However, this does not necessarily mean that tR&SEs were already settled and ready to
perform well in their class. Data from their pos&gticum interviews indicates this kind of
unsettlement happened even when they were abotihigh their four month teaching
experience. Although eight participants reportedt tthey were quite happy with their
teaching skills development, they also understbadl the four months of the practicum were

not adequate for their professional learning anetidgment.

| am not really satisfied yet with my developmeB&cause | think that the teaching
practicum program is too short. So, | feel thatm aot completely finishing the
learning process, due to this limited time.

(Ayi, post-praticum interviey

Learning to teach is indeed a long and complexnewur(Tsui, 2007). It revolves around a
long story and encompasses complex endeavourshélparticipants in this study reported
that they experienced a kind sdirvival period(Hascher et al., 2004) when they had to deal
with various challenges and hindrances (which alzudsed below). The challenges
emanated from their interactions with school stasleimcumbent teachers, their own mentor
teachers, or the school authorities. Tension algpeared in dealing with intangible
challenges, such as societal and cultural expeotgabout the teaching profession as well as
standardised requirements to be PETs currentlygb@mplemented by the Indonesian
government. The detailed narratives about thisigalphase are presented in the following

section.
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8.1.2. Survival Period: Negotiation of Power

The next important phase experienced by six oPB&s in this study during their identity in
transition is thesurvival stage. This is when they struggle dmss the bordefrom being
university students to becoming novice teacherdihgla sense of belonging to the teachers’
community (Danielewicz, 2001). Looking at the natof each phase, | argue that this is the
most intricate of the three stages. This stagemaked by challenges, conflicts and tension
during their transition. | prefer to refer to thislestone of the PSTs’ learning trajectory as
the survival periodto indicate that those kinds of challenges, cot#liand tensions could
lead the PSTs to a state where they sometimesthiest motivation to be professional
teachers; or when they thought that the teachingepsion was probably not for them; or
indeed when they felt shocked to find the teachumgld quite beyond their imagination or

the notions of what the teachers’ world is like.

The findings indicated that the driving sourcestlo§ survival stage were complex. They
related to intra-personal tensions within the PS@&shstruction of identity, and were
triggered by interrelated factors, such as thestaisce shown by school students and existing
teachers to their presence and authority as P&&sfetling of incompetence in organising
and managing the class; and the lack of supervisien received from their mentor teachers
and supervising lecturers during their practicunec&ise of these factors, many PSTs
experienced conflict, tensions and dilemma in aoiesing their subjective and projected
identities. As also described in section 8.1.2s tefers to a situation when the PSTs had to
negotiate their willingness to develop their teasheprofessional identity during the
practicum (subjective identity) with the fact treher members of school community, such

as their mentor teachers and their students sgind them as ‘only’ student teachers.

However, | would argue that most conflicts and iems experienced by these PSTs during
the survival state originated from a dynamic anngible power imbalance between the
PSTs as practicing teachers and their studentedss/between the PSTs and their mentor
teachers and some school administrators. It waarappfrom the data that in many cases,
the PSTs had to negotiate their power firstly wiiiteir students who frequently resisted their

authority and secondly with their mentor teachel® wonsidered them university students

215



learning to teaclper se rather than fellow teachers and colleagues wathtively similar

levels of power and authority (see section 8.1f@.xamples and further elaboration)

Conflict in this study is generally understood ayg &ind of undesirable incident happening
during the teaching practicum. This could appeathanform of personal conflicts between
PSTs and their students, between PSTs and thetonmteachers, or between PSTs and their
school administrators. Conflict could also appeathie form of disagreements between the
PSTs and their mentor teachers in relation to itepeactices and beliefs about teaching and
learning during the practicum. In many cases, ticesdlicts often led the PSTs to experience
dilemmas when they had to do something basicalyresg their personal beliefs or values in

regard to teaching practice.

Indeed, the fact that they were practicing teachdrs were in a state of identity in transition
made many of them experience a fragmented idertkigy were ‘in the middle of nowhere’
and fragile in terms of emotional, cognitive, arsyghological development. The fragility of
the PSTs could be further seen from the followitagies of resistance, conflict, and dilemma

experienced by the participants of this study dythre practicum.

8.1.2.1. Students’ Resistance: “You are only a gtiaing teacher, aren’'t you?”

In regard to power-relations, one of the most Wsifactors contributing to this survival
condition was the tendency from several studentgedlsas some incumbent teachers in their
placement school to not really accept the presefid@STs as ‘real teachers’ and/or ‘real
colleagues’. In other words, they regarded theSEsRS ‘only’ student teachers with limited
power and authority. The PSTs are indeed stiNensity students, learning how to become
teachers during this practicum. They were not asvgrful’ as the incumbent teachers. As a
result, during the early weeks of the practicune, thajority of students in their practicing
schools showed forms of resistance to and ignorahoat these PSTs and treated them like a
‘pseudo teacher’ or ‘half teacher’ with only limit@uthority.

Maybe because | am not a professional teachet get, just a student teacher. So, in
the students’ mind, | am not yet being a real teaclihey seem to be bit hard for
them to follow my words.

(Maysil, post-practicum interview)
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It seems that they are not realy happy to havehtzadike us. For them, we are only
practicing teachers. That's it. And that's why #hes not such kind of emotional
bound between | and the students.

(Demire, post practicum interview)

The resistance shown by the school students frélgueneated problems and even conflicts
between PSTs and their students. It did not orgater mental conflicts and dilemma within
the PSTs’ inner selves, but also appeared in the fof physical and personal disputes
between the PSTs and their school students. Orhand, their subjective identities might
say that they realised they were still pre-senteachers who were learning how to be
teachers during the practicum. On the other hamelr projected identities were how they
could be seen and accepted as real teachers bytingents and other members of the school
community. Negotiating these two identities durihg teaching practicum was often marked
by tensions and conflicts (see section 8.1.2.ddher discussion).

Selly, for instance, recalled a story in her pasteficum interview that she reminded one of
her students to behave during her class. The intid@pened when she was delivering her
lesson, with one female student insisting on walkaround in the class. Selly tried to
manage the class by reminding the student to kdept sand keep sitting in her seat.
However, she could not believe the student’s unetegerude reaction and harsh statement.

You are only a practicing teacher, aren’t you? Vdhg you acting like a real teacher,
advising me, blabla.” Then, my other fellow prevées teachers also experienced the
same thing. “You are only a student teacher, pictihere to get a good score. Please
no need to talk much”.

(Selly, post-practicum interview)

Selly was just suddenly shocked to know her stuslamtexpected response. She had never
imagined that she would hear such harsh words fnemstudent. As a result, Selly felt
annoyed, uncontrolled, and she got really angtheatstudent. She could not accept the fact
that this particular student did not show enougipeet for her. She understood that she was a
practicing teacher (which is a subjective identitygt, she never thought that the student’s

resistance would be that strong and was persohattyby the incident.
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However, in spite of being shocked to listen to kerdent’'s answer in responding to her
advice, Selly did not let thprofessional rejectioomake her feel upset or frustrated. Instead,
the rejection triggered her projected teacher idetd become more explicit and she wanted
it to be heard and acknowledged. This could be §®en the way she further responded to

the situation.

“Hey, mind your mouth. Look at your manner. You arst unethical of saying that,
you know?” | added, “I know that | am a studentctesr here. But, it doesn’'t mean
that | am not doing my role as a teacher well.Mlenegnore you. You must know that
as long as my teaching practicum here, | AM YOURATHER.

(Selly, post-practicum interview).

From the perspective of identity formation, whatlysexperienced and mentioned above is
an example of how the study participants’ self amhehtity are constructed bgveryday
technologiesduring the practicum - both discursive practical afiscourses-in-practice -
through which the self gets articulated, constricembodied, and mediated (Holstein &
Gubrium, 2000). The discourse in-practice stresges importance of language and
communication in shaping one’s identity. In theeca$ Selly, her statementl Know that |
am a student teacher herahdicated that she realised that her part of identas as a
university student doing a teaching practicum. Heeve when she mentionedY6u must
know that as long as my teaching practicum hefeMl YOUR TEACHER"this also clearly
indicated that her sense of being a teacher wasgyr articulated as a means through which
she attempts to establish authority and contralk Tanflict mediated part of her construction

of her teacher’s identity.

The story of ignorance from and resistance by ssoeol students to the presence of PSTs
was not only narrated by Selly, but also by othacticing teachers, like Maysil and Demire.
Demire, for instance, recalled that he was freduegnhored by his students in his early
weeks of the teaching practicum. The students dicginow sufficient respect and attention to
him. They had no respect concerning his presendbein class. This ignorance often led
some PSTs to get annoyed with the students orébattance to teach them. In the case of
Selly, she admitted that the incident had develapeal a personal problem when both she

and the student did not want to greet each othter #fie incident. A similar experience
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happened to Maysil who reported that she even hsatiaus personal conflict with a class of
students after she was harshly reprimanded by tecipal due to classroom management

issues.

The story started when she was teaching in a dasgsrasking the students to perform a task,
which had been agreed on before, but they did ot wo listen to her. They made very loud
noises, instead. She had tried to control the clafisng them to pay attention to the class,
and listen to her. But this did not work at all.itperfect ignorance’ finally made her lose
her self-control. Feeling really upset and anonoyedyrily, she took a broom near her and
slapped it onto the table in the class. Unfortugatehen she was slapping the table and
making a loud voice, the school principal was wadknear her classroom. Having listened to
the noise, the principal immediately interrupted ttlass and called her to the principal’s
office. She tried to explain what was happeningyéwxer the principal did not listen to her
reasons. The principal even blamed her for notghabie to manage the class. She was really
sad because of this incident and reported that dmhusiasm for teaching dropped
significantly at that time as she was having anoomfortable relationship with her students
after the incident. She did not want to greet hedents for quite some time after this

incident.

These students’ resistance and ignorance oftertinelyaaffected the classroom atmosphere
where many PSTs felt that the class was no longedwcive for teaching. Not only had this
resistance frequently led to the learning atmospbecoming uncontrolled and disorganised,
this state of rejection also made some PSTs hawdrerable state of mind, especially in
defining their projected identities and defendihgmselves as new teachers. The classrooms
changed into uncomfortable sites for these PSTseviey were anxious and worried about
their existence. They were feeling like they wetréha point of ‘no-where’ where they were
unable to fully define themselves as real teachetsThey understood that they were in the
process of becoming a teacher yet knew that theg regctedby some students, which led
them to a sense of identity in crisis. On the oaad) they did teaching activities just like
other ‘established’ and accepted professional &racton the other hand, they also felt that

they did not have a sensedadfllective identityas real teachers yet (Danielewicz, 2001).
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Drawing on Britzman (2003), what the PSTs felt angberienced during their teaching
practicum in responding to a state of resistanc#dcle considered part of their ‘struggle for
voice’ which established in their everyday intel@actduring the practicumThey were
shaping their new teachers identity through intéoas with school community members (in
this case with the school students), especiallyhipking about and interpreting how their
students reacted to their presence in the classrBome felt that their teachers’ selves were
emerging when their students and mentor teachesisidy responded to them. Yet others
did not get that sense yet as they felt their itiestas teachers being resisted. They faced a

dilemma and felt vulnerable with a fragmented idgninstead.

Furthermore, this dilemma was exacerbated by ttietlf@t symptoms of the denial were not
only rooted in the school students’ resistance dtad from the attitudes of some incumbent
senior teachers. Three participants — Ayi, Selhd Blisa - reported that they were not happy
interacting with some senior teachers at theirgiaent schools as the senior teachers seemed
to excludethem from the teachers’ community in the schaolother words, they seemed to
be reluctant to accept those PSTs as their cole=saghyi, for instance, reported that she
sensed that she had been underestimated in songehyagenior teachers in her placement
school. She thought that these senior teachensadickally acknowledge her as a teacher and

their colleague.

| feel bit unhappy with some of my experiences reaténg with some teachers at
school lately. | feel that some of the teachersehamderestimated us as student
teachers. They frequently acted as if we were ety important for the school.

(Ayi, Reflective Journal 4)

The feeling of their teaching identities being sé=il was also triggered by discrimination in
their placement schools. Some PSTs, for instan@re whysically separated from other
incumbent teachers in the school where they ustmty separate shared offices. In Selly’s
and Rike’s placement school, for instance, the P8di® posted in the language laboratory
room, which was relatively far from the teachershumon room. As a result, the PSTs
seldom interacted with other senior teachers insttteool. Consequently, they fedocially
excludedin the school community. The state of this ‘so@atlusion’ from the incumbent

senior teachers seemed to build a strong psyclwalbdparrier between PSTs and the
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incumbent teachers in their daily communication.other word, they could not socialise

effectively with other incumbent teachers in thegeiment school.

During the practicum, we were located in a labatato, separated from teacher’'s
office. | think I couldn’t make a sufficient inteagon with other teachers in the school
during our practicum. | am feeling not that closghwhem.

(Rike, post-practicum interview)

This could have further led the situation to beaamiinconducive for PSTs to develop their
sense of belonging to the teachers’ community ag thight have felt a strong and visible
‘block’ between them and the incumbent teacherss Titolation could also limit the
opportunity to allow the identity of a larger groufncumbent teachers - to become part of
the identity of the individual participants (theudént teachers) as expressed by Wenger
(1998).

Additionally, this feeling was worsened by the wssnior teachers treated them as PSTs in
the school. As mentioned by Ayi, she was unhapl thie way some senior teachers treated
her as a practicing teacher. Some of the incuntieacthers, for instance, easily instructed her
as a PST to do non-teaching chores and run err&@tas.was sometimes assigned by her
school principal, for instance, to pick up someghioutside school or to do some
photocopying at a copy centre located outside ferement school. Others sometimes even
asked her to prepare tea or coffee for the seaawhters in their office. The PSTs knew that
these were not supposed to be part of their ragwacticing teachers, yet they followed the
instructions because they wanted to “respect” émoss. What these incumbent teachers did
to some PSTS can be considered a form of “abupewér’ and is very likely to happen as
there is a clear issue of unequal power-relati@re where PSTs are usually positioned as
someone who is powerless in dealing with their meneachers (and other incumbent
teachers) who might be seen as being more powekfuhore detailed discussion on this

issue of power relations is described in the foltmpsection.
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8.1.2.2. Voicelessness: “l just accept that”

In relation to students’ resistance and ignoranbeut PSTs' authority (as previously

discussed), the power relations between PSTSs, theirtor teachers and other incumbent
teachers also created conflicts and tensions. g sf these power relations is even more
apparent here. These dynamics sometimes occurred Wie PSTs thought that they had
been ‘abused’ in certain ways by senior teachemnemtor teachers, as partly discussed in
section 8.1.2.1. The claims of abuse were oftevedrby unequal power relations between

mentors and practicing teachers as mentees.

The mentor teachers were indeed powerful in the ey¢he PSTs for at least two reasons.
First, mentor teachers were those who would assess3hg Practice during the practicum.
In other words, they had the authority to decidea iPST ‘passes or fails’ the teaching
practicum.Secondthe way the mentor teachers were viewed is a ptoducultural and
social customs in Indonesia where ‘seniors’ (in tekar context) usually expect to be
respected by a newcomer. It is not ‘allowable’ fbe ‘juniors’ to speak against seniors,
including in the case of different views about artar issues during the teaching practicum.

This expectation of respect, however, sometimassléa bullying as well as abuse of power.

This powerful status of the mentor teacher durimg practicum in Indonesian education is
indeed reflected in the official term used in Bah&slonesia to refer to the mentor teachers:
guru pamongpamongteacher) The wordpamongis derived from the Javanese language —
and is rooted in the worasnong or momonghich basically meato look after, to nurture,

or to raise a childNurdin, 2010). Therefore, what is implied frone ttwvord‘pamong’is the
nature of parent-child relationship in which paseate culturally perceived as being more
experienced and powerful than their growing offisgriln other words, as the ones being
nurtured, the ‘children’ or PSTs are positionedaimon-equal relationship during their
dynamic interaction in the practicum. This peroaptalso exists in the context of most

mentor and mentee relationships in Indonesia.

Data from participants indicate that most PSTs B&peeda state of voiclessnes$his

refers to the situation when they did not feel ttrety had enough courage to speak out

against their mentor teachers. They chose to betsiéven when they did not agree with their
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mentors’ ideas. One of examples of the voicelesasewas raised by Ayi who reported that
few senior teachers easily instructed the PST®teaine non-teaching related jobs, such as
making coffee or tea for teachers. Although sheritt mind to do some courtesy for the
senior teachers at her school placement by maloffgec for them, she understood that this
was not part of her role as a practicing teachecaBse of the issue of power imbalance,
however, many PSTs just followed what the incumieathers said, regardless of their

disagreement.

Maybe because we are still juniors, some of theeruse us, assigning us to do some
activities which are not really related to our t@ag responsibilities. | just accept that,
no other choice. Just go with the flow.

(Ayi, post-practicum interview)

What Ayi did was a type o€onflict avoidancebehaviour. She deliberately chose not to
challenge what her mentor teachers asked her tlt diol not mean that she just accepted the
realities as it was. As recorded in her reflecjougrnals, she kept reflecting on the practicum,
thinking and contemplating personally. She effedlg tried to listen to her inner voice on

how to deal with the situation. She faced a dilenimthat she had to negotiate between her
pride as part of her independent self, holdingaiervalues and beliefs, and the fact that she

was in the state of being a practicing or juniacteer.

Coming to my sixth week of my teaching practicunhald an unhappy experience.
This was not because of the students, but from mgtan teacher. So far, | think that
| am not really happy with him, because many thingslid make me uncomfortable.
For example, he corrected my ways of teaching whe&as standing in front up the
class. He criticised my lesson plans, syllaby, sathing steps in the classroom. |
certainly appreciated his comments and tried tmmgbany performance, not repeating
the same mistakes. But, when | changed my perfaceaccordingly, he still said
that my performane was not right yet. This madeameoyed. What he says wrong
today is what he said right yesterday. It made omused. | initially just followed
what he said, but as the times goes on, | decidBdto do what he said depending on
the situation, whether it fits my own belief or n@ne clear thing for today is that |
don’t agree with everything he said.

(Ayi, reflective journal 5)
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Identities are the result of dynamic interplay bestw discursive processes that are internal (to
the individual) and external (involving everyonese)l Drawing on the theories of identity
construction used in this study (such as Danielew2001; Lave & Wenger, 1991) which
stresses the importance of discourse, practicecamumunity in identity formation, conflict
avoidance can be regarded as a discourse of silenaeted by Ayi in the process of
constructing her teacher’s identity. As Sendbue{l694) argues, silence occupies a space
even larger than intertextuality, because of thetliessness and endlessness of silence and all

that silence can suggest.

In the case of Ayi, she looked silent in respondmgvhat her mentor said. Yet, she actually
engaged in constant reflection to challenge whatnhentor teacher instructed. She had to
carefully make negotiations in employing her owracténg values, some of which
contradicted the values that her mentor teached to impose on her. In terms of building a
relationship with students outside the class, f@ngple, her mentor teacher suggested that
she keep a clear distance between her and herIsstugients. However, she thought that
having a close friendship with students was necgdsaenable teachers to communicate

about learning problems with particular studentsareasily.

A similar story is reported by Dodi who was not pgpvith fact that many senior teachers
did not come to the school on time. He could nateat that the principal required all

practicing teachers to be punctual, yet he didingtto those late teachers. Dodi understood
that it was not a good example for the studentsneSetudents indeed once complained to
him — why those teachers were late. However, dendi have the courage to criticise the

principal and the senior teachers due to his stgusnly’ a practicing teacher.

Regarding the obligatory to present at school, @afig in the morning, our principal
is really strict with this. You know it is him tHest person who attends at school in
the morning. However some teachers come later wieenchool gates already closed.
The principal seemed to do nothing to them. | arh happy with this. Those late
teachers are not good samples for students. Bayltn't talk.

(Dodi, post-practicum interview)
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Another example of voicelessnesses appeared ifiglie of pedagogical issues; that was
when mentor teachers advised the PSTs to do thivagsvere actually conflicting with their
beliefs about teaching and learning principles. dde occasion, Ayi's mentor teacher, for
instance, suggested her to physically punish dacpdat student whenever she thought that
she needed to do so. In daily practice, she ofts@nter mentor teacher pinching particular
students who were considered ‘problem studentss Trtight be a result of old practices of
corporal punishment accepted by Indonesian sodratiyding at homes and schools (Newel,
2012). | personally experienced this kind of pumisit in my schooling when my teacher
smacked my palms with a stick because | was accobkgémbling. Indeed, research has
shown that children are still subjected to corp@@iishment in various Indonesian settings.
In 2005, 813 Indonesian children reported a nunabdborms of physical punishment they
experienced, including being hit, kicking, slappiegr twisting, hair pulling and pinching in
various settings, including educational ones (Ne2@12).

Being a senior teacher who experienced educatidh @arporal punishment in the past;
Ayi’'s mentor seemed to maintain that older pergpedhinking that some degrees of coporal
punishment were acceptable. However, being fromythenger generation Ayi personally
believed that any kind of corporal punishment waisengood choice to approach the students
with, as she believed it would never solve a pnobl&nfortunately, she admitted that she did
not have enough courage to express a different wi@wher mentor teacher directly,
considering the issue of power relations betweerahd mentor teacher. For this reason, she

sometimes experienced intrapersonal conflict anslioe.

| know that she is a senior, having more yeargathing experience than me. But, |
sometimes feel uncomfortable, what she said somstim contradictory with |
believe. For example, she simply suggested me #xlsra particular student when |
have a problem dealing with the student. | donieagwith this.

(Ayi, post-practicum interview).

One PST even reported that her mentor teachersl dlskm to ‘engineer’ or manipulate the
students’ final score during the final semestem@ration, so that all students could pass the
exams. This happened to Selly when her mentor égaemphasised the importance of
‘helping’ the students to go pass to higher gramdsvels. Her mentor teacher reminded her
not to let any students sit in remedial classes strekssed that no student should be left
225



behind. Consequently, she had to ‘upgrade’ theestigdfinal scores, although it was actually

against her personal views and beliefs.

Similarly (to what Ayi and Selly experienced aboaspther participant — Demire - reported
that conflict emerged when PSTs had a differena ietheir mentor teachers about certain
concepts during the supervision process. In makinigsson plan, for example, Demire
claimed to know the newest version of activities tfte lesson plan. But his mentor teacher
instructed him to make a different version whichaaéually does not agree with. He decided

to follow his mentor teacher’s suggested form adersng his status as a practicing teacher.

... like writing a lesson plan. | know the newest oh&now the credit system. But,

then when | make the one which is suittable with #iandard one, with the credit
system, my mentor teacher said what | do is wrdmg.mentor teacher recommends
another credit system of the lesson. And | know the system is wrong. But since he
is the person in charged [for my practicum], | ddogo with him, eventhough I think

it's absolutely wrong.

(Demire, post-practicum interview)

Demire’s mentor teacher was a senior teacher with-English teaching qualifications.

Despite his mentor teacher's good English proficyeand excellent teaching style, the
mentor teacher did not really understand certamiadtrative teaching issues, such as how
to write a lesson plan and design teaching sylilabaccordance with agreed standards at
school. Therefore, Demire was quite sure that h#gergstood better than his own mentor
teacher, as he already learned about the curricudevelopment process through his
university teacher education program. Although Dremias certain that what the school used
was not the latest version, he accepted what higanéeacher said (see section 8.2 for more

stories about Demire).

As reflected from Ayi’'s and Demire’s narratives abpin the case of the student-teachers’
relationship with their mentor teachers or theimigeteachers, it was apparent that most of
the time the PSTs preferred to remain silent aljhaihey might have experienced something
against their personal beliefs. They did not wanntke conflict with members of the school
community, including the senior teachers. This beha was also seen when Ayi could not

speak out of seeing the unfair situations she thbtapk place involving her fellow PST as
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she narrated below. This is another example ofstineggle for voice’ experienced by Ayi in
her journey to becoming a new teacher. Becauséefunequal power relationship, she

perceived that the school authority did not warlisien to her perspectives.

Ayi's narratives depict her struggles not only ieating with her mentor teacher, but also
with her placement school principal. As she nadaite her reflective journal, she once
accompanied her friend — Maysil, another participarthis study — to the principal’s office,
after her friend was accused by the school prinabehaving insufficient competence in
handling the class. She could not accept the yehlit her friend was cornered by the school
principal in front of her eyes, and stated that slas sad and cried at that time. She was
really sorry to see her friend go through this &itlit did not benefit them as pre-service

teachers.

The principal shouldn’t have made my friend embssead in front of many people.
He could just call my friend in person to solve flreblem. We realise that we are
still in the process of learning on how to be adyteacher. We indeed need guidance,
but it should have been done in a more gentle way.

(Ayi, Reflective Journal 6)

It could be understood from Ayi’s journal entry tishe was not happy with the fact that her
friend was treated in a way that she viewed asiubfathe school authorities. She was
struggling to let her voice be heard and believed something wrong had happened, so she
wanted to fight against the perceived injusticet, ¥be could not really speak out loud and
understood her fragile status as a practicing era8@he chose to keep these conflicts internal

as she did not want to make any conflicts withglacement school principal.

These findings are similar to other studies thatstensions due to the effect of reproducing
prevailing relations of dominance and subordinatidn study by Walshaw and Savell
(Walshaw & Savell, 2001) investigated how the t@aglpracticum had played a decisive
role creating the professional identity of 67 sttdeachers, in the New Zealand context. It
found that there were also issues related to poelations and that it was difficult for the
student teachers to work through conflicting unerdings with their mentors. As a result,

compromise was commonly practiced by the studexthiers.
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Further interpretation of this phenomenon of vasakss andonflict escaping behaviour
might relate to certain aspects of the culturalgsimphy of the Javanese — as the dominant
culture in Indonesia — which puts social harmongvabeverything else. Social harmony
becomes the first priority for many people to cdesj so any kind of social and personal
conflict can be minimised (Geerts, 1989 in KuswarajoGandana, Rohani, & Zulfikar,
2011). Although only one student (Maysil) was argjly from Java, the Javanese culture has
been dominantly practiced in many parts of Indamesince the Soeharto regime. The
prevalent meaning of the social harmony philosofyevident in certain educational
practices and discourses in Indonesia, such asllectvist oriented learning, the charismatic
bond between teachers and students (obedience)camftict avoidance (Bjork, 2004).
Specific to conflict avoidance behaviours, Dardjdajo (2001) argues that this might have
been influenced by a trait of Javanese culturecivis called fanut lan miturut a cultural
value which states that the yardstick for judgirfiether a child is good or bad is the degree
of obedience shown to their parents. The more eledihey are, the better they are

considered.

However, the challenges the PSTs experienced dutiegteaching practicum do not
necessarily mean that these were ‘negative’ fattotse avoided or factors that endangered
the development of the PSTs’ construction of preifasal learning and identity. In fact,
Britzman (2003) views such challenges as a posgide of the PSTs' experiences. He
believes that all of these seemingly ‘unwantedtpaf the PSTs’ transition into new teachers
are important for the process of knowledge consttac He argues, “mistakes,
misrepresentations, confusions, conflicts, ankk Igtfts of errors are all crucial to the stuff of
understanding and constructing of knowledge (2@03)”. This means that these shocks,
confusion and event conflicts, to some extent, tioned as necessary conditions in the
process of the development of PSTs’ identity. Aestaf confusion, for instance, indicates
that PSTs keep engaging in reflection and the teatging of their beliefs about particular
aspects of their teaching practice.

Furthermore, stories from Ayi, Demire, and Sellyoad which reflected their personal

tensions in dealing with issues of power-relatiolnging the teaching practicum could be

understood as various ways of engaging with suainzonity dynamics as a part of their on-
228



going construction of their teachers’ identity. All these interactions made them think and
rethink about their own and others’ ideas of bearg English teacher, including their
conceptualisation of what it mean to be a ‘prof@sal English teacher’ — their necessary
skills, roles and responsibilities (see again sesti7.1 and 7.1). As discussed in the previous
chapter, for instance, Maysil's view on the natuoé teacher-student relationship
continuously changed after her interaction with shedents and mentor teachers during her
practicum. Starting with the initial belief thatesheeded to maintain a close relationship with
students at the beginning of her practicum, shengda her mind after the practicum and
raised the importance of setting up the clear bagnaith the students. The boundary was

aimed to make sure that her authority as a teagasmwell protected.

These conflicts and tension also contributed tar thederstanding of ‘who they are’ by

negotiating what they personally thought aboutipaldr practices during the practicum and
contrasting this with what their mentor teacherpased them as well as considering the
cultural norms practiced in Indonesia. Their swréssert that identity formation is indeed
subject to experiences and sociocultural encourifiegaard et al., 2004; Britzman, 2003;

Holland et al., 1998; Olsen, 2008).

Furthermore, findings of this study are similarfitadings from other studies conducted in
different contexts of the teaching practicum. Imnmte mentor teachers’ influences, for
instance, this study supports what Farell (2001)néb that unsuccessful stories of the
teaching practicum might result from several faxteuch as unqualified mentors and
supervisors, a lack of support from school autresjtor ‘negative’ school cultures. In the
case of this study, the lack of support the teatt®@nee complained about, for example,
included being posted in an isolated place — teeue room — where they felt like strangers
and could not communicate well with the senior eass at school. As previously narrated in
this study, Farrell (2001) also found that PSTsemeot really happy during the practicum
whereby the teachers at school did not work asam tend there were a lot of politics and
power play. Consequently, teachers did not adetyuakare resources or experiences with

colleagues or with the PSTs.
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In terms of the transition to becoming teachersndua practicum, the findings of this study
are also in line with other studies, such as thdies conducted by Johnson (1992 as cited in
Varghese et al., 2005) or a study by White anddM@€03, as cited in Wilson et al., 2006)
which respectively showed the possibility of castfhig identities as student-teachers and as
novice-teachers during this process of the teaclpiragticum. Just like Marc’s teaching
practicum experience in Johnson’s (1992) studye miarticipants of this study reported that
their multiple identities as both a practicing teac and a student of university seemed
troublesome for their mentor teachers as well as gtudents, who appeared not willing to

accept them easily.

8.1.3. Acceptance and Recognition: Belonging to thieeachers’ Community

Although there were some differences in the dumatim four weeks or so after their

interaction in the practicum, most PSTs were olegmo undergo the adjustment and the
survival phase quite well. They were getting maaenifiar with how the school system

worked, and they understood better how to handieldiss. In the context of belonging to the
teachers community, the most important thing adogrdo the participants was that they
could feel and see that they had bédly acceptedoy the students in their class as a ‘real
teacher’, like existing teachers. Some degreexcé@ance were also evident in relation to
PSTs’ engagement with existing senior teacherstter words, the professional resistance

phenomenon previously discussed had already signifiy diminished.

... from the side of the students, | can see tey have accepted me as their teacher,
and they really appreciate me. You know one day ti@ne to see me and requested
me to come to their class, because one of teaelftevswere supposed to teach them
didn’t come. It was really unforgettable for me.

(Rike, post-practicum interview)

This kind of professional acceptance could alsedmn from the way the students treated the
PSTs at the schools. As narrated by Rike above,figladly felt socially accepted and

acknowledged when the students deliberately regddstr to teach them again in their class.
This was significantly different compared to thesfiweeks of Rike’s placement when she

was worried and uncomfortable with her studentsistance. Rike was a participant who
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initially claimed to have no clear intention to &e English teacher before joining the EED.
Yet, her positive engagement with students by tiek & the practicum meant a lot for her.
This experience helped her find her own voice imt&eof career choice; that she felt that she

was on the right track to choose teaching as hardprofession.

Another instance of this acceptance was expresgé&dvina reporting that her students loved
studying with her as a practicing teacher more thaving classes with their own ‘regular
teacher’. Elvina was certainly happy to know thisl @onsidered this as the way the students
welcome her as their teacher in the school communitis positive response also made her
self-confident as her self-efficacy grew. In othards, this led a PST to feel secure and hold
a sense of being a ‘new teacher’.

There is one student in class saying that he waatt keep teaching his class. When |
asked him, ‘why’, he just said that he liked theywaeach. Hehehe.. | was feeling
happy when | heard that. They welcome me well,taatireally made me motivated.

(Elvina, journal 2)

This acceptance could also be seen from the wasttltents respected the PSTs, such as by
calling them'pak’ or ‘buk’ respectfully, as narrated by Arel in his post-ficagn interview.
These are terms used as a part of Indonesian eutivespectfully address teachers. Shaking
and kissing the hand are also the way Indonesiddreh respect elders, including their
teachers. For the PSTs, this two-way show of résgpteengthened their emerging sense of
being a teacher. They felt honored, recognisediedhland accepted. The participants of this
study reported that they were really impressed tighway the students addressed them and
they thought that this was a symbol of studentsbgaition of their presence and authority.
For Elvina’s case, after few weeks this acceptameele her feel that she was already
inseparable part of school community. Similar fegsi were also reported by other

participants, such as Dewinta and Selly.

During the holiday, | missed the situation in tleheol, like missing the noise of the
class, and the hospitality of the students. | that that everyone in the school is just
like my family members. | just don’t want to leatlee school now, because | have
found many new families who have given me a los@bports and valuable lessons.
The students who have been emotional close to m#& @ant me to leave the school.
This fact has made me really touched, becausefeatimg that | am really valued and
honoured.
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(Elivna, reflective journal 6)

On another occasion, two participants were alsoresged when students presented them
with a bunch of flowers for the teachers’ day anroedebration, or when the students kissed
their hands before they entered the classroomgasribed by Ayi and Dodi. All of these

instances contributed to strengthening their setffidence as PSTs and at the same time

nurtured their sense of a being a teacher.

I was really happy when some students presentedvitiea bunch of flowers on
teachers’ day. | was really excited and felt praidhat time. By that kind of special
gift, | feel that am now already a teacher, the ssas other teachers who also received
some flowers from the students.

(Ayi, Reflective Journal 4)

The flowers played an important role for the prEoty teachers symbolising the school
students’ recognition and acceptance of their emts# at the schools. For these PSTs, these
little informal acts acted like an ‘official inaugation’ for them to be officially welcomed as
a member of the school community — a recognisech&za Ayi and Dodi clearly stated that
they both had dreamed of being teachers since édfmey joined Riau University, as
described in section 6.2. However, they also hastraggle for meaning making during the
practicum. They experience the difficulties of ghracticum survival period until they got the
feeling of recognition and acceptance from bothldetis and incumbent teachers after that

‘magic flower'.

These warm acts of acceptance by the studentscpudosty led some of the PSTs to have a
stronger motivation to be a teacher. This coulditasvn from their reflective journals by the
end of the practicum program; most of them wrotg they could feel the beautiful life of
being a teacher. As Dewinta wrote in her journtirdour weeks of the practicum program
she could feel that her interest to be a teacherstating to grow stronger. She started to
enjoy her days in the teaching practicum and iterg with cheerful students. She claimed
to have gotten ‘the feel' of being a teacher wiaitethe same time she could see that her
students’ interest in study was growing as well.
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A similar story was narrated by Ayi in her postgiraum interview. To express the feeling of
being accepted in the school community, she usadtaphor relating to ‘medicine’ and ‘sick

people’ in describing her relationship with herdgnts by the end of the practicum program.
She said, “Meeting and getting along with the stiisl@t school is just like a ‘medicine’ for

my sickness. | really enjoy that moment.” Othesipee expressions were also articulated by
other PSTs, as beautifully expressed by Maysiha épigraph of this chapter. All of these
experiences clearly indicated how well the PSTedfiamed themselves from ‘newcomers’

to ‘old timers’ with a new found sense of belonginghe school community.

Furthermore, Maysil's statement in the epigrafiheir cheerful faces have acted like the
rain deleting the ash in the roadstould be understood as the processneégination
experienced by Maysil in her journey to having asee of belonging to the teachers’
community. Imagination “refers to the process gbanding our selves by transcending our
time and space and creating new images of the veorddourselves” (Wenger, 1998, p. 176).
Wenger associates imagination with “looking at @pla seed and seeing a tree” (p. 176).
Imagination is thus a creative process through Wwhie create images of others and
ourselves beyond the immediate time and contexicdné is a source of identity formation.
In this study, analysing the PSTs’ identities maaanging attention to their imaginations of
themselves and others, beyond the immediate aesvibf the professional learning
community. What is implied from Maysil's account sMaer ability to interpret an experience
beyond the immediate context where she alreadyrstutel the students’ smiling faces as an

essential source of happiness for her as a nelwdeac

The positive atmosphere resulting from the warmcale of the students led most of the
PSTs to feel ‘at home’ in their schools. As a ressdme of them even said that they did not
want to leave the school when the practicum firdsiost PSTs mentioned that they felt sad
to know that the practicum was nearly finished. 8ahthem wished that they could stay for
longer at the schools. Elvina, for instance, felhard to leave the placement school. She
claimed that she already found many new families wtovided her with a lot of support and

valuable lessons during the practicum. She alrdedlan emotional attachment with both
students and teachers at school. “I think that Inew already comfortable interacting with

the teachers in the school,” Elvina wrote in heosel last reflective journal entry.
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What Elvina mentioned indicated that her commumimbership started to be well nurtured
after realising that she was already professioradlyepted by her students. This is why, like
other PSTs, she had mixed feelings when she hddate the school after the teaching
practicum program finished. On one hand, she wapyhao have received the insightful
experience of the practicum; on the other handva® feeling sad to leave the school. The
majority of the PSTs in this study mentioned thensafeeling in their post-practicum
interviews when they answered the questiowv do you feel after the teaching practicum
finished.Nine of ten participants reported that they felttblbappy and sad at the same time
after they had finished the 16 week teaching praoii There was only one participant who
claimed to be disappointed (Demire), because hendidreally get what he imagined he
would from the practicum (Demire’s quite differestory is elaborated in section 8.2). Those
reporting that they felt happy by the end of thacteng practicum mentioned that it was
because they had just finished a wonderful progfeem which they could enrich and
strengthen their knowledge and skills as ‘novicachers’. The experience made them
understand the real life of being a teacher ang diained skills and knowledge from the
practicum experience (details of the skills leasnpresented in section 8.3). Yet, they were
sad to leave the school and the community wheredheady built relatively close emotional
ties with both other teachers and students.

... because | have been part of the school durirg) 16i weeks. So, | have got like
chemistry or bounding with the students. It's hitrdh to leave them. We have been
quite close; interacting every day, chatting whierh, getting angry with them as well
..., so feeling blue when | have to leave them now.

(Selly, post-practicum interview)

Referring to thesocial theory of learningoy Wenger (1998) and Tajfel's (1978) social
identity theory which stresses the notion of idgrais a learning trajectory and a community
membership, what was experienced by these patiiogpdeachers were instances of this
trajectory and community membership in their joyrrie becoming a teacher. As Tajfel
(1978, p.61) argued, “part ofho you ards probably defined and shaped by the natureeof th
groups you belong to. At the same time, the natdirgour group memberships will partly
define who you are - your identity”. In the casetbis study, the PSTsSubjective and
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projectedidentities were significantly influenced, amongextfactors, by the nature of social

acceptance from students and mentor teachers,thedroembers of the school community.

In addition, participants have been going throughious stages in their struggles frding
their voices(Britzman, 2003, my italics) as new teachers,|ihéy were feeling emotionally
secure after this social acceptance. At the samettiey were also passing through situations
when they used to beutsidersto the teachers community and became ithg@ders
(community membership). At this stage, their neachers’ identities were well nurtured and
constructed. In other words, it could also be ctdnthat they had already passed the
boundaries and had embraced some degreesoléctive identitiesas new teachers
(Danielewicz, 2001)However as it was a continuum identity would keemg constructed
and reconstructed in the future. ldentity is ndixad object, but a concept that we need to

revisit and redefine along the journey of our lijégenger, 1998).

Based on participants’ stories, what brought thad$P® finally feeling professionally
acknowledged stemmed from various and unique téngibd intangible sources. Students’
positive responses to their presence and perforenasipracticing teachers appeared to be the
most important factor which fostered this feeliffgaoceptance. This finding asserts the idea
of symbolic interactionism coined by Blumer (19@3)out how individuals respond to the
meaning they construct as they interact with onathaar. It is through their interactions in
various settings (in the case of this study, trechieng practicum setting) that they are
actively constructing meaning. Although they arsitally active agents in their social world,
they are also influenced by culture, social orgatio® and social interaction. In this case, the
way their students treated them during their teaghgracticum, among other interactions,
appeared to be an important factor in shaping tkaily teaching selves and teaching

identities.

Furthermore, the feeling of being accepted as aagighe school community also originates
from PSTs’engagemenand involvement in extracurricular activities artles non-teaching
roles in their placement schools. The extracuracuactivities are optional activities

conducted by schools as part of their school culio in which students are encouraged to

235



join the program they love most depending on the&rests. The programs could focus on

music, sport, scouting, journalism, or religioug\aties.

We participated in some extracurricular activitisapervising the students, taking
roles in teachers shifts, controlling and watching students during teaching hours,
socialising with other fellow pre-service teacheasd training the students for
English day activities.

(Selly, post-practicum interview)

When participating in the extracurricular activstiesome of them acted as the supervisor of
the students’ English club; others supervised thdents in running their students’ union;
while others led them in arts and music club atéisi In a proposition about learning and
identity as two interconnected elements in a comtyuof practice, Wenger (1998)
emphasised that the learning process should beediemvthe context of live experiences or
participation in our world. Participation here msf@ot just to local events or engagement in
certain activities with certain people, but to ttecompassing process of “being active
participants in the practices of social communit@s constructing identities in relation to
these communities” (Wenger, 1998, p.4). Therefoparticipating actively in those
extracurricular activities was an instance of emgagnt, which reflected both the level of

active participants in the practice and the cowsitva of identity.

Some patrticipants reported that they were feelimgigh to be trusted by school authorities to
organise a drama performance for the English dagram. They could see that their work
was appreciated by many, including by the incumbeathers. Slowly, this appreciation
nurtured their sense of belonging to the school manmity. In turn, this has made a
significant change in ways the PSTs defined andgieed themselves. By the end of the
practicum program, the acceptance and recognitehpedd most of the PSTs feel secure and
having passed through the survival stage ‘safelghtering the developmental stage of the
formation of their beginning teachers’ identity. ofr the perspective of community
membership, the students’ recognition and acceptahthe PSTs could be understood as an
important precondition leading the PSTs to havingease of belonging to the teachers’

community in their placement schools.
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In terms of identity in transition, these instanadsarly indicate that these PSTs already
‘crossed the border’ from being a university studeer seto becoming a novice teacher.
Leave and Wenger's (1991) concept of a communifyraétice argues that learning involves
the whole person — which implies becoming a fultipgpant or a member of the community.
In the case of this study, these PSTs transformenhselves through participation in being
the newcomer at first in a role that was legitimaperipheral but over time was centripetally
drawn inwards and became more engaged and mordeonreflecting full participation. The
newcomers’ participation took place from the tirheyt entered their practicum until when
they were in the survival period; and full part&ijpn happened only after they found

themselves to have been professionally accepted@abwledged.

Despite most PSTs reporting that they had a pesiéxperience during the practicum
program; two participants — Arel and Demire — dieatated that they did not want to be a
PET when they graduated as they mentioned in teeréund of interviews. The former kept
saying that he wanted to be a policeman, and titer laaid that he would prefer to be a
businessman. This finding indicates that the emegrgiense of being a novice teacher
nurtured during the practicum was not always poweénough to drive participants to
change their initial career plans. In the casenes¢ two participants, what drove them more
in their career choice were non-educational factstech as financial need and family

influences.

Having analysed all data from the interviews, m@flee journals and focus group discussion,
it could be observed that there are some integ@l$actors which were nourished in the
practicum and sped up the emergence of a senselaiding and the development of the
PSTs’ participation in the teachers’ community. Jénefactors ranged from the school
students’ responses to the PSTs; their interagtitntheir mentor teachers; experiences with
their fellow student teachers; the mentor teachacseptance, intense care and support; to
non-teaching activities that the PST did during téseching practicum. These factors worked

simultaneously in boosting the emergence of thesP8aw teacher identities.

What stood out from the data was that ample engageand participation with members of

the school community during the teaching practiqrogram effectively played a significant
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part behind this identity transition. Engagementthis study is defined as any kind of
participation with others in the activities of tpeofessional learning community during a
practicum. Through such active participation th&$8eveloped identities from a sense of

belonging in the professional learning community.

Findings of this study also highlighted the completationships between membership,
competence, and legitimacy of access to practicehwhontribute to the formation of
participants’ teachers identitiy (Tsui, 2007). Theiews on who they arehave been
developing based on their growing sense of belapdgm school teachers community
(membership), their emerging self efficacy as neachers, as well as their feeling of being
insiderswho have crossed the boundaries from being uniyessiidents to becoming new
teachers. Stories from Selly, Ayi, Dewinta, andilidy for instance, as narrated above clearly
indicated this interrelationship. From their names, these four participants’ stories of
belonging to teachers’ community were more expji@kpressed than other participants. For
the other participants - such as Dodi and Ichaeirteenses of belonging were silently
indicated through their expression of having mikeelings to leave the host school after the
practicum. They were happy to finish their programd return to campus. Yet, they were also

sad to leave the school and the students to wheynrttight have been emotionally attached.

| am feeling sad leaving the students sir. | amresped with their interest to study
English with me, although | know that learning Eslglis not easy for them. But, they
kept listening to me, and did whatever | said. Evrey said that they felt more
comfortable studying English with me than studyith their existing teacher or my
mentor teacher.

(Dodi, post practicum interview)

The interrelated factors under the notion of paéitton and engagement could be visualised

in the following figure:
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Figure 12.Interrelated factors in the formation of initiahthers’ identity during teaching

practicum

During engagement and participation, the schodllesits’ mode of reactions to activities

conducted by PSTs during the teaching practicumfaasd to be the most significant factor

cited in the interviews and journals which had regteened the emergence of a teachers’
identity for these PSTs. This could be inferrechfrthe previous stories narrated by Rike,
Selly, Ayi, Dewinta, and Dodi articulating how theynotionally and professionally moved

from perceiving themselveds amutsiders of school community to bensiders of the

community as a result of symptoms of professionaéptance from their students.

The significant influence of the student-teachenaiyic (including the nature of students’
responses to the PSTs’ performance) on the emegpnge of professional identity of
teachers has been discussed in several studielemtity construction of teachers (see, for
instance, Etelapelto & Saarinen, 2006; A. B. GrdfjrgD07; Pizarro, 2008). Central in these
studies is the idea that students play an importdetin affecting the construction of teachers
identity or how they see themselves as teacheis.stidy by Grunoff (2007), for example,
reveals that the major source of satisfaction aifiesteem of participants in becoming a
teacher was derived from seeing children who thayght achieving socially and

academically. The study by Pizarro (2008) sugg#ets school students did not present as
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powerless and passive individuals; they displayguificant agency in (re)creating their own
'self* or ‘selves’ as school students as well asigggating in constructing their teachers’

sense of selves.

Similarly, Etelapelto and Saarinen (2006) invesggdahow nine PSTs in Finland made sense
of an authentic working context and used it as sousce for defining themselves as
professional subjects. Their study indicated thatrhain resources for the construction of the
students-teachers' professional identities arosme fmteraction between their classroom
experiences and their ideals about their professititures. Learning to teach experiences
were perceived as extremely meaningful and critbemlause of their emotional and affective
influences. Strong negative emotions were relatedituations in which student teachers
received negative feedback from the pupils. A pasisense of belonging to the school as a
legitimate participant greatly strengthened the 'BS3ense of his or her professional
subjectivity. The findings by Etelapelto and Sanirf2006) are similar to this present study in
the sense that PSTs’ complex experiences in leatoiteach during the practicum provided

unigue and meaningful opportunities for them t@baember of the teachers community.

8.2. Identity Construction as an Idiosyncratic Proess: Demire’s case

As previously mentioned, unlike the majority of fi@pants who started their practicum with
anxiety and ended with ‘*happy endings’; Demire'sraives showed a different pattern.
While he shared similar stories to other partictpaespecially in the case of negotiating
power with his mentor teacher (as previously dised}, his progress, as outlined by his
responses in the data, fluctuated and was mostgnfented. Indeed, he showed significant
discontinuity in his progress in becoming a mendfethe school community, which did not
align with the three above-mentioned stages. Thosvs that the transformation of PSTs can

be a highly idiosyncratic and amorphous non lingacess.

Demire embarked on the practicum with a high canrfe that he could play his role as an
English teacher well. The confidence was likely teab from a richvirtual schoolbag
(Thomson, 2002 as cited in Cornu & Ewing, 2008, italjcs) as a result of ampprenticeship
of observation(Lortie, 1975), which he acquired during his sdivap experience through
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doing well in English. Although he seemed to naramwn the meaning of being a teacher to
one particular aspect of a teacher’s role (delhgefessons in class), this confidence led him
to have a strong level of optimism that he wouldlengo the practicum effectively. In
relation to his reasons for enroling in Englishcteer training, he frankly admitted that he had
entered the institution because of a practicalomas he thought that it might be easier for
him to teach the English subject considering hlatinely good English proficiency (see
section 6.1).

Yet, the high self-efficacy he had at the beginnifighe practicum was challenged by the
practices and dynamics of interaction with the stlommmunity he encountered during the
practicum. It was true that he shared similar elpees to the other participants in the
practicum where they had to deal with issues oblignce and resistance from students and
incumbent teachers at the placement school. Howewike other PSTs who ended up with
positive feelings, he clearly indicated that he waserally not satisfied with his practicum
experience. This can be seen from the followingegxcwhen he says that finishing the
practicum was judtke exiting from a very complicated lifele also questioned the modes of

interaction with the teachers’ community during teaching practicum.

It's just like going out from a very complicatedopiem. .. The problem is not about
doing the job, but the problem is how you interatth the people there. | mean,
specifically with the school administration. Thengaicated things make us not free
to do some, what we call it, some innovations. Thlegady had the system, and even
though we know that the system is not really sigtatith what we know. They keep
forcing us to do their system.

(Demire, post-practicum interview)

This post-practicum interview excerpt shows us whattered for Demire in the process of
constructing his identity as a new teacher durirgggdracticum: it was not about doing the job
(learning as doiny as he seemed to have a strong self-efficacy i®tdaching skills, but
rather he put special emphasis on the nature efdaation among members of the practicum
community (‘how you interact with people’). He qtieeed the mode of interaction within
the teachers’ community during the teaching praaticin Demire’s case, he thought that a
lack of freedom and less flexibility regarding peutar practicum regulations had blocked his
creativity. This situation in turn led him to fettlat he did not do what he was really meant
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to. Instead, he kept doing some of the expectedrBl®¥ and responsibilities, such as writing
up lesson plans and delivering lessons in clagsfgughe perfunctory sake of fulfilling the

practicum’s administrative requirements.

Demire’s choice of terms - ‘forcing us to do theystem’ - is a strong emotive word
reflecting the tension he experienced dealing wvifté school culture. The word clearly
indicates that he basically does not accept thétyethat he had to do the prescribed
administrative tasks. As a participant with seveedrs teaching experience, he could have
established certain values in relation to teach®ie’s and responsibilities. Yet, he had to put
aside his own voice considering his status as @ stueacher. This also implies how strong

the school culture is in shaping a PST’s identity.

What Demire experienced was similar to the findin§s qualitative study by Trent (2010)
investigating the teaching practicum experienceigiit pre-service English teachers in Hong
Kong. The study revealed an important tensionFsi’s, which happened when the PSTs
tried hard to be a ‘creative teacher’ as their arsity course suggested, but faced the reality
they found in their placement school leading therbéd ‘robot teachers’, instead. “We are in
a struggle because during teaching practice we twaie robot teachers because schools tell
us that we have to do all the textbook exercisgams, grammar structure,” Keith — one
participant in this qualitative study, stated (Tyreét®10, p. 5). In the case of Demire, although
he did not utter the same metaphor, his recourtirthe experience in the interview clearly
indicates that he experienced a similar situatitienwhe felt he had no choice to do things

based on his own preferences, just like a robaisethe phrase in Trent’s study.

Demire was also not happy to know that there wasenough appreciation given by the
school to particular students who did lots of wddk the school's good name through
English debating competitions that he superviseal.cbuld not accept the indifference and
apathy of the school authorities about his hardkwaord sacrifices with his English debate
team. However, like other typical PSTs, he did spp¢ak clearly about what he felt, as he
realised his status was ‘only’ that of a studemacker with perceived unequal power and

authority.
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| hate this school. There is no any appreciatigrtiiose kids who had skipped many
exams for practicing the debate. There was nat éugch provided for them. In fact,
they have successfully opened the eyes of all dshao Riau that SMA
Muhammadiyah 1 is a strong team, but no appreaciatiall. If | wasn’'t personally in
need from this school, | would have complainech®grincipal.

(Demire, Reflective Journal 3)

Demire’s story of identity in making was a cleastamce of construction of identity as a
personal journey, which was highly idiosyncraticn@ture. One’s life experience within the
same group cannot be generalised to what has hegpgenall the members of the group.
Demire’s story also demonstrates that our undedgtgrofwho we arewill not be exlusively

based on our personsglf'sunique dimension, as the definition could not bgasated from

how the external worlds define who we are (Gee,9189 cited in Smith, 2009) — or as
Holland states, “identity is a concept that figiwally combines the intimate or the personal
world with the collective space of cultural formadasocial relations” (1998, p. 5). This
definition stresses the combination of both perband social influences in conceptualising

identity.

In the case of Demire, personally he had a rictuairschoolbag to do with the notion of the
‘good teacher’, as previously mentioned. In his-pr@cticum interview, he recalled several
stories about good practices exemplified by hisliEhgteacher during his childhood and
schooling period. Again, thiapprenticeship of observatiofiortie, 1975) enabled him to

establish firm beliefs about English teaching. dswthese existing beliefs that might have
contributed to his strong resistance to the lackreédom and creativity in his placement

school.

Furthermore, his conseptualisation of what it metanbe a ‘PET’ indicates he had a quite
comprehensive understanding of this notion. Foramse Demire criticised the tendency of
some ELT teachers to be trapped in grammar teaclonghe would emphasise the
importance of motivation from teachers for sucagsi&farning (see section 8.3.3). It can be
understood that Demire’s cognitive ability was atlju well developed as a result of his
experiences during his schooling, prior teachingeeience, teacher education and the

practicum itself. The fact that he had experieneaghing English in several English courses
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should have also enriched his personal and prafiesisibiographies in relation to the
teaching profession. All of these social influenseemed to have significantly influenced

Demire’s teaching identity in ways often markediffedent from others.

However in terms of his personal career choicethiyend of the practicum, unlike the other
participants, Demire consistently reported thatllitenot want to become an English teacher
as his career after graduation. This is not todbtbe fact that he was the only participant
who chose to do his interviews and reflective jaliin English, clearly indicating that one’s
decision to choose English teaching as a career lgeyond English proficiency but relates to
many factors, including one’s personal calling aslvas the external world’s influences,

including socio and cultural demands.

In Demire’s case, his family’s economic backgrouwwtiich badly needed financial support,
played the most important factor in driving hisesarplan. As the eldest son in his family, he
had a responsibility to be the breadwinner suppgrtiis single mother (see his profile in
section 5.3). He had to negotiate between his passfor English teaching with the
immediate need to support his family income. Haabgtto run a business instead of being a
teacher to earn money. Thus, Demire’s complex estoabout becoming a teacher implied
that one’s personal rich teaching experience dotsecessarily translate to automatically
leading them to choose teaching as a professiogaAse seen, socio-economic factors can
be a more significant factor to drive peoples’ dixis to embark on the English teaching
profession.

Overall, Demire’s stories do not only show the weiness of the construction of teachers’
identity, but they also demonstrate the complegityhis construction and the constant and
abrupt changes that result from interaction witlcamplex environment. It shows the
interrelationship between personal biographiespaicbultures, interaction with members of
school community, and the negotiation of powertrefs in shaping and reshaping PSTs’
professional learning and construction of identifjie construction of Demire’s teacher’s
identity also corresponds to the model of consimaucdf teaching identity proposed by Olsen
(2008) who argues that teacher identity is develdheough dynamic and holistic interaction

of multiple parts (see again Figure 1). This maglude the teacher’s prior personal
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experience (including familial and schooling expade), his or her reasons to enter the
teaching profession, and the impact of their teatf@@ning, as important factors that affect

this formation.

8.3. Professional Learning: Skills and Knowledge Larnt from Practicum

As discussed in Chapter 4, several authors hawgedrthat one’s professional identity is
constructed through a complex interplay of elemélesyan 1992; Beijaard, Verloop et al.
2000; Beijaard, Meijer et al. 2004; Swennen, Volngaral. 2008). Some factors that have
been acknowledged as contributing to its formatrariude aspects of the self, and multiple
aspects of teaching including pedagogical and stiijeowledge; and the social, political
and cultural contexts and practices of educatidms Bection specifically discusses one
element of the formation of teachers’ professiadahtity during the teaching practicum,
which relates to aspects of teaching. It comptilses perceived professional learning during
the teaching practicum as well as the pedagogiedl saubject knowledge they claimed to

have gained after the practicum a®al site for learning to teach.

This division specifically answers this researckegjion -what skills and knowledge have the
participants learned from the teaching practicgsee section 1.3). Exploring answers for this
question is considered to be important as parthefihvestigation of the construction of
PSTs’ professional identity during the teachingcticam. This is in line with West’s (in

Norton, 1997) proposition, which argues that thesgion ‘who am |?’ cannot be separated
from the question ‘what can | do?’. This impliesitta teacher’s identity is subject to his or

her understanding on skills or competencies she dras achieved.

This understanding is also drawn from Wenger's 890roposition of acommunity of

practicein which PSTs are expected to arrivéragimes of competence’that is, when

...they hold signs of competent membership of a comityuof practice which
include the ability to: engage and establish mutakdtionships with other members
of the community; take some responsibility and actability for the ‘enterprise’ and
its functions; and use a ‘repertoire of practideotugh participation in the historical
practices of the community (p.137).
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It could be understood that a ‘regime of competemeéers to a set of criteria and
expectations by which members of a community reisegrmembership. In this sense,
communities are viewed as social formations in Whitembers experience competence and
are recognised as competent (Wenger, 1998). Therefdas reasonable to say that discussion
of competence is closely connected with particydeactices. Normally, what is seen as
competence is constructed and defined within andhkeycommunity (by the professional
teachers association, for instance). By this ¢atehe community define what it is to be a
competent participant, an outsider, or somewheletween. The criteria however could also

be imposed by outsiders, such as the government.

In this study, | argue that the professional knalgke claimed to have been learned by the
PSTs during the teaching practicum plays a paringiicating signs of a ‘regime of

competence’. Data from participants’ post-practicimerviews, reflective journals, and the

focus group discussion were inductively analysedsde findings related to the research
guestion (see section 5.5 for detailed data amalyicedures). The following points were
found to be the five most important knowledge akilissthe PSTs claimed to have gained
during their professional learning in the practicarperience. Yet it is important to bear in
mind that these are only signs of a regime of cderme claimed by participants based on
their narratives. Investigating this issue withastHive’ methods of data collection, such as
classroom observation or ethnographic researchldymprove our understanding of what is

actually happening with PSTs’ learning in the field

8.3.1. Understanding How a School System Works

Participants reported that the 16-week teachingtjptam enabled them to understand the
complexities of how a school system worked. Theee®mpce in the workplace already made
them, for example, understand the schools’ ‘ruliethe game’ which must be followed by

school community members, including students amdhers. They understood more, for
instance, about the importance of being punctuateashers, the function of wearing a
specific teacher’s uniform, and the obligation ttelad the Monday school flag ceremony.

Some of them found several unique and interestifeg renacted in their placement schools.
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| learned quite a lot about school regulations disdipline. | think this is the first time
in my life | found the students must stop and toffrtheir motorbike before they enter
the school gate, and then they must do the flagneeny every day, morning and
afternoon. They also do unique gyms for the stusl@mt like a military gym. Both
males and females are treated the same. Evenrtfadetudents are also instructed to
do push ups.

(Arel, post-practicum interview)

In the case of Arel, his understanding seemed tmtwe complex than other participants as
he did his practicum in a private, semi-militargHischool with unique rules. Unlike other
high schools which conducted a flag ceremony oneee@k only, this school required the
students to do it three times in a day, as Areltmead above. The school also treated both
males and females students equally. Doing push fapsemales as part of corporal
punishment was one example mentioned by Arel towskias equality. This kind of
physically demanding activity is not practiced egular Indonesian high schools where

females are sometimes treated differently in tesfrghysical discipline, from male students.

The participants realised that all of these expees would be valuable for them as
prospective teachers; for instance in providingrtheith the understanding that they were
expected to be disciplined teachers later in theréu In terms of being disciplined, the PSTs
also started to realise the importance of exemplifygood behaviour for the students.
Otherwise, they risked being reprimanded by thesktprincipal, or being critiqued by the

students for not being a good role model for teeidents.

Some teachers come later after the school gates.cldis is one thing that | am not
happy with. Those late teachers are not good exaarfpr students. One day, some
students complained when they were punished dtieetolate arrivals. One of them

said, “what about the teachers, sir? Why don’t theypunished when they come late?

(Arel, post-practicum interview)

Arel's stories indicate that he could identify hitfsas a new teacher holding certain roles
and responsibilities. The experience during thetpram led him to realise that his students
as well as society expected him to be a good raldeifor his students. Therefore, he had to
align his behaviour with the expectation. He felt gudityd uncomfortable if he was late. He

promised to himself that he was going to be purdtuahe future. At the same time, he
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guestioned the ‘improper behaviours’ made by hileveteachers during the practicum, as

mentioned above.

With regard to this discipline implementation, sopeeticipants were really impressed with
how their school principals became the one who sliba& good example, so that other
teachers could follow him. Arel for example expkdrthat it was his principal who arrived at
school first, early in the morning. This was theywae principal tried to be a role model for
his staff (teachers). In the context of learningvie school system works, by his behaviour
the principal taught the PSTs an important lesdmsutithe importance of good and strong

leadership from the school principal to make sheeschool system functioned effectively.

8.3.2. Understanding the “Real World” of a Teacher

Yet another theme emerged from the data in relatinhe questiorwhat is the most
important lesson you learnt from the teaching prach? This theme was related to how
some participants confirmed that the practicum kxththem to have a better understanding
of the idea of being a teacher in a real life gitom Most of them mentioned that teaching
was not as easy as some people thought, and ibat ithallenging profession with complex
roles and responsibilities starting from preparangd planning lessons to evaluating and
assessing students. Teaching, explained some sfutlg participants, is indeed a demanding

and tiring profession.

| just feel bit overwhelmed with the demands ofaktieg hundreds of students’ works
at school. This kind of feeling was also happenirigen | was writing the questions
for quiz or for exams. Not to mention to analyse gtudents’ performance. It is
certainly not an easy job. So, | am thinking thaing a teacher is indeed a tiring
profession.

(Ayi, post-practicum interview)

Considering the complexities of the teaching preifes some PSTs understood that they
were required to have some exceptional skills, extla care or patience to effectively
engage in the profession. The emphasis on carepatidnce from the participants was
probably inspired by the difficult challenges thiaged in dealing with many students with

complex behaviours in the classroom. As narratedsdoye participants in section 8.1.2.,
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these practicing teachers had to deal with studeitkscomplicated behaviours which often
caused serious problems with the learning prodéssonly did some of the students have a
very low level of learning motivation and limitech@ish proficiency; others were also found

to be ‘problem students’ and disruptive.

Furthermore, some participants stated that thetiptex experience made them understand
the daily routines of being a teacher; from prepariessons, to delivering them in the

classroom, and finally to assessing the studemtgbpmance. They understood that teachers
sometimes also needed to bring work home, suchhesking students’ homework, marking

students’ projects, or preparing materials fornbgt lesson. The participants discovered that
the teacher’s work goes beyond school walls arssod@ms. Their job in a sense is timeless
as a teacher is also expected to work and behieedlteacher’ when she or he is out of

school building.

In terms of skills for assessing students’ progeess achievement, one participant — Rike —
reported that she realised through the practicuanttiere were many aspects of student work
and behaviour that needed to be assessed acrossghitive, affective, and psychometric
domains. What she initially understood was that @lssessment was limited to marking
students’ examinations sheets and putting numbershe students’ reports. This clearly
indicated that the practicum enabled her to undedsthat a teacher should be able to assess
the whole progress of the students’ learning depraknt; that all of the domains needed to

be equally taken into account.

This is the eight week of my teaching practicunthis school. | got a new interesting
experience lately, which is related to studentkboeport management, especially
students in grade VII of my host school. This iseav knowledge for me. | have just
realised that there are many aspects from the stsidRat a teacher should assess;
cognitive, affective, and psychometric aspectshefdtudents. | had never known this
before.

(Rike, reflective journal 5)

Rike’s unfamiliarity with aspects of students’ legng assessment is not only because she

might have never learnt this during his teacheinimg course in her university, but also

because the current assessment model and compaf@usent students’ report book were
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different from the one she used to have in the wash she was still in her secondary school.
Unlike many years ago when teachers simply putiggadl — 10 for each subjects, starting
from 2006 when the Indonesian government employatb& Based Curriculum or KTSP
(see also section 2.2.2), the students’ learnihgegement are now reported in more detailed
way by specifying their achievement in each compor@ Bloom’s (1956) taxonomy —
cognitive, affective, and psychomotor. The cur@dit3 Curriculum even requires teachers to

descriptively report each of component qualitagv@nbarini, 2014).

Apart from the challenges, most of the participasid also see the rewarding side of being
a teacher and that being a teacher would bring tkeimmaterial happiness. They expressed
how good they felt seeing their students understainat they taught; or feeling valued and
honored when the students showed their sincereces, or appreciation for, the work of
the PST. Other participants also reported that #mggyed having a close relationship with
their students (as discussed in section 8.1.3)jnstance they felt proud of being able to
supervise their students in extracurricular adssit This kind of psychological satisfaction
were, as the study participants expressed, aman@dhitive incentives of being a teacher

which money could not buy.

It could be generally concluded that the practidwad opened the PSTs’ eyes and had given
them a wider perspective for seeing what it meamsbé teachers: their roles and

responsibilities, their routines at schools, thetrallenges, their social status, and what
government and society expected from the professidris understanding needed to be
continuously developed and upgraded; at leastptheticum enabled them to connect the
abstract theories learned during their teacher adc course with the real world of the life

of a teacher in the school context. This real drpee is expected to have built their more

comprehensive understandingvdiat it means to be a teacher

8.3.3. Nurturing Novice Teachers’ Competencies

The practicum is commonly understood as an impog#de for PSTs’ professional learning
during their teacher education program, especiatly developing their subject and
pedagogical knowledge. This is because the prantwovides ample opportunities for them

to experience how to be a real teacher in a sdifecdetting. These experiences help PSTs
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develop acontextualisedunderstanding of the intricacies of teaching, grdvide an
opportunity to develop competencies across a raofeareas including classroom
management skills, the fundamentals of lesson plgnrawareness of personal teaching
styles, and the ability to interact with studeriar¢ell, 2001; Richards & Crookes, 1988).

In the context of this study, data from post p@et interviews and reflective journals
indicate that the practicum contributed to the tlgwment of part of the PSTs’ range of
competencies. Details of skills claimed to havenbé&marned by the PSTs (in terms of
nurturing their regimes of competence) are listethe following table (Table 8). They were
categorised into four main categories; procedurallss reflective skills, classroom

management skills, personal and interpersonalsskilhlike section 7.1.1, which discussed
competencies from the perspectives of PSTs on REdrd and after their practicum, the
emphasis of this section is on how the practicuna asechanism has nurtured the PSTS’

skills and competencies.

Descriptions of each category listed in the tabégengenerated by doing cross case analysis
(Miles & Huberman, 1994) during the axial codingapl of analysis, to look for common
patterns as well as differences among participamasiatives in regard to the skills they
claimed from their practicum placements. Overdik tegimes of competendauilt by the
PSTs was mainly related to pedagogical competenayhich most of them said that the
practicum significantly contributed as a place veh#rey learned and obtained knowledge
and skills related to pedagogy, including skills be@ing a reflective practitioner. Other skills
related to their growing awareness of the imposaoifccertain personal qualities as well as

social abilities, in playing their roles as progpexprofessional teachers.
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Table 11.Skills identified from the teaching practicum aported by participants

PSTs' Regime of
No | Competence

1 | Procedural Skills improve their teaching skills

Teaching practicum has enabled the PSTs.to

understand the importance of lesson preparation

teach with a moreontextualiseédpproach

realise the importance of teachers’ mobility in ¢hess during the lesson

have better communication skills

2 | Reflective Skills conduct post-teaching reflection

understand that corporal punishment should not kEhace indisciplining
students

be aware of the importance of motivating students

Classroonr

. improve classroom management skills
3 | Management Skills P 9

make them aware of students’ needs and concerns

employ a humanistic approach in dealing with stuidiéscipline

understand students’ diverse characteristics

4 develop positive personal attributes, suc being patient, supportive, carir
and cheerful; having self-control management; beliegsive, showing
Personaland discipline; engaging in positive thinking; and kginise

Interpersonal Skills be able to establish a strong emotional attachmihtstudents

be able to show love and care to the students

realise the worth of being ‘young’ in approachiraugg students

The four ‘regime of competence’ and or skills idietl above are discussed in more detailed

description as follows:

Nunan (1999)maintains thaprocedural skillsrefer to the ability to do things or knowing
how to do things. As the table shows, some paditip reported that the practicum had
enabled them to develop part of their procedurdissk-or instance, it empowered their
understanding of some basic tenets of effectivehieg, of the importance of well prepared
class, including skills on how to effectively dediva lesson. Ayi, for example, explained that
she understood the importance of a strong and eteee in explaining lessons and managing
the class. She got this understanding when shefinalyy successful in making her noisy
students silent and listen to her by using a looides several times. Another example was
cited by Nisa who said she understood that sheldheme more familiar words to explain
unknown concepts to her students. Being consistitht her communicative approach, she

252



kept trying to avoid merely translating the wordtithe students’ native languadgabasa

Indonesia)and found that this worked quite well in her class.

Some PSTs further described how the teaching prantiled them to understand the
importance of teaching preparation prior to thegland the provision of constant motivation
for student learning, for effective teaching. Doftdir instance, stressed the importance of

teachers’ ability to set aside their personaldiféeelings into the classroom.

Before you enter the class, prepare all of thegwirPrepare the materials, prepare
yourself for teaching, you may not bring your perhk to the class. Even though you
are sad, not happy, in front of the class, you khbe a teacher who looks ready.

(Dodi, post-practicum interview)

Dodi built this understanding from his personal esgnce struggling to teach English for
low achieving and unmotivated students in his jicaat placement. As explained in section
5.3, Dodi was doing his practicum in a rural schebkre the majority of students were from
lower middle class families. Like other PSTs wharfd teaching English to these students a
challenging job (see also section 8.1), Dodi aksaltdwith the fact that most school students
thought that English was a hard subject to leagnc@nstantly reflecting on this challenge,
Dodi finally came to the conclusion that good pregian is critical for being effective
teachers. It is apparent that good preparatiomésaj the keys for successful teaching in a
classroom. Disorganised and unmanaged classesaftgnate from insufficient preparation
by teachers. Therefore, when a PST understandartdisirticulates a plea for making a well-

planned lesson, it subsequently affects the qualityis or her teaching.

With regard to the issue that the majority of studen Indonesia consider English as a hard
subject, another participant — Demire - pointed that one of the most important
responsibilities of English teachers was how to ivab¢ the students to learn English.
“Motivation is the first thing that the teacher sk do for students, so they would not have
any anxieties to do anything”, Demire wrote in hedlective journal. Similarly, Arel also
wrote of the importance of a constant externallyedr motivation for English learners in
Indonesia. He understood that English was a fordégiguage in Indonesia where the
students did not have sufficient exposure to targgliage, either at schools or outside the
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school environment. Therefore, it was no wondet thany of them thought English was a
difficult subject. Putting this in Arel's words, mg students believed that ‘English is like a

diseasdor them’ (see also section 7.1.1).

Another apparent lesson the PSTs reported haviagndd during the practicum was the
ability to engage in criticaleflectionon what they have done in the classroom afteciies

is over (eflective skill3. Common sense understanding tends to describextieh as the
moment when an individual recalls his/her expemermontemplating upon it, and in the
course of this contemplative process proceedsatuate it in some form, and to make plans
for the future on the basis of this process. Réflac as it is particularly conceptualised for
professional teachers in schools and PSTs in puéeseeducation courses, begins with this
common sense idea. Yet, Danielwicz (2001) prefersdll this activityreflexitivity rather
than reflection. She argues that reflection is the epee of contemplation, involving
moments of quiet thinking that have no inherenticai function; and reflexitivity is
instrumental, an intentional means to an end. Daie (2001, p. 156) maintains, “It
involves a person's active analysis of past sinatievents, or products, with inherent goals
of critique and revision for the explicit purpodeachieving an understanding that can lead to
change in thought or behaviour”. Identities aredpiced by this reflexive process, as prior
assumptions about self and others are identifieaped, challenged and evaluated in light of

social conditions.

Regardless of different emphases on the use oé ttegms, some instances of reflection in
this study can be tracked from entries in the o#ifte journals that the participants wrote
fortnightly as a part of the data collection. Oxaraple of this critical reflection can be seen

from the following journal entry:

When | was about to start the lesson, standingpimt fof the classroom, it seemed to me
that the whole class is not ready to start theoles®t. They were still busy with their
own business; chatting, eating, and even someeof ticreaming for no reason. | have
to say that this is the class with the worst betxatvcompared to the other three classes.
Because of feeling tired after constantly gettingrg in the class, this time | just kept
silent, not saying any words until they realiseat thwas not happy with the messiness.
After that, again | had to lecture them on how éhdve properly as good students. It
has been two months. | was wondering why this @aler class was hard to manage.
Was it because of my wrong class management oubeas the students?
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(Selly, Reflective Journal 3)

The fact that Selly began to question what wasadlgthhappening with her students; why her
students were hard to manage, clearly demonsteatkimid self-reflection that a teacher
should constantly do when he or she finishes tegclibrawing on Schon’s (1983) model of
reflection in action,Selly seemed to develop her critical thoughtduestioningwhat she
experienced in the class when she was wondering hvenyclass was hard to manage. She
then reappraisedthis situation by engaging in a kind of self-assesst first as a teacher;
wondering if she has done something wrong in margaber class. In other words, she did
not directly blame her students by labelling thesn'reaughty’, ‘disobedient’, or lacking in
discipline; she looked towards her own actionsteid. In short, what Selly did was indeed
an activity that an effective teacher would do. Ramsden (2003, p. 209) argue, “Good
teachers are always evaluating themselves... fobéefit of their professional competence

and their students’ understanding”.

Reflective practice has been widely recognisednasfiective tool for teachers’ professional
learning and development in many parts of the wileauchamp & Thomas, 2006; Joseph
& Heading, 2010; Kuswandono, 2013; Schon, 1983 hsic principle of this reflective
practice was drawn from educational philosopher &gsv(1933) notion regarding how we
begin to reflect on a complex situation when weeftitat situation, and ask ourselves what
needs to be done. Dewey’'s ideas and the idea degmional reflective practice were
developed in the 1980s with the emergence of Seh{®83) concept of ‘reflection-in-
action’. According to Schon (1983, p. 69), refleatin-action is a rigorous professional
process involving acknowledgement of and reflecttnout uncertainty and complexity in
one’s practice leading to “a legitimate form of f@ssional knowing”. Currently, reflective
practice is seen by many teacher educators to kbeavery heart of effective teacher
preparation programs and the development of primieglscompetence. Loughran (2002, p. 9)
writes, “It is through the development of knowledged understanding of the practice setting
and the ability to recognise and respond to suatwledge that the reflective practitioner
becomes truly responsive to the needs, issuesc@mzkrns that are so important in shaping
practice”.
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In the case of this study, although it was notféectve as it should be, this self-reflection
enabled the novice teachers to find out the problefmtheir classroom teaching as well as
seeking a solution to the problems. Some parti¢gparated that they had established various
effective teaching strategies to handle a lessothénclass. As previously discussed, one
participant, for instance, reported that she fousihg a clear voice was very important to
control a noisy class. Another participant recaltedt instead of merely translating an
unfamiliar word, the use of similar and more familiwords enabled the students to
understand the meaning. And another recited thertapce of teachers’ physical mobility in
the classroom during the lessons. These reflectoesall related to teachers’ pedagogical

competence, which was gained by the participanisiglthe practicum program.

With regard toclassroom management skillsaving constantly reflected on their teaching
some participants believed that corporal punishmexst not the right choice in dealing with

student discipline. Instead, they believed thatoaenhumanistic and personal approach could
work well in the field. Demire, for example, crigsed the way some incumbent teachers in
his school dealt with so-called ‘problem students’seemed to him that that most of the
teachers tended to easily stigmatise the studehenwhe students committed particular
misbehaviours. According to Demire, this tendenoyld be seen from a phenomenon in his
school when teachers blamed and punished a studentvas considered to have discipline
problems in their office, in front of the other ¢bars. They also called the students’ friends
to the office, investigating them, and pre-judgthgm to have done something wrong. As a
PST, Demire could not accept this reality and héebed that this kind of corporal

punishment was unacceptable:

| just can't believe that a parent blames his ovaidcen. They should have been
positively approaching these kinds of students.dtbig mistake to judge and blame the
students in front of other teachers in the officink a corporal punishment is not an
effective way to change the students. | chose édeerning approaches which are more
enjoyable from conventional ways of teaching witlbtagames for reading subject.

(Demire, Focus Group Discussion)

It is interesting to know why Demire came up witlistimportant point in dealing with these

students. This was probably related to the thebpedagogy that he encountered during his
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teacher education in the university, but it wa® dikely related to the fact that he was the
only participant with prior teaching experiencembre than two years before his teaching
practicum. Evidently, his teaching experience hadcbed his understanding of what is ‘the

best way’ to deal with students’ unwanted behadour

Another ‘wise approach’ as a result of reflectioasweported by participants Selly and
Maysil in dealing with students’ unwanted behaveoBelly, for example, reported that after
one month of doing her practicum, she starteddbse that it was not a good idea at all for a
teacher to get angry or being temperamental ircldees by shouting at the students. She tried
to change her ways in approaching the ‘problemesitsd by looking directly in their eyes,
and standing up in front of the class. Althoughsthenethods did not always work, at least
she could see that some students reacted positiyelgminding their classmates to keep

silent and pay attention to the class.

Furthermore, data from interviews and the focusugrdiscussion demonstrated that some
participants had raised their understanding ofeésso do withpersonal and inter-personal
skills. The dynamic interaction they encountered durrgteaching practicum had led them
to understand that it is very important to estéibbsstrong emotional attachment between
students and teachers. They noticed that many gabkthat emerged during the learning
process were likely due to the absence of an emaltinpond between teachers and students.
In other words, according to the participants imgortant to show genuine love and care to
the students. They believed that this kind of peascapproach was more effective in
encouraging students to perform better in learrtimgn the more conventional approach

where teachers tended to be someone emotionalgntiisom the students.

| think the emotional attachment between teachedsstudents are already missing sir.
The students don’t consider the students as thas; end the students don't think that
the teachers are their parents. The missing atchinas made this phenomenon
becomes worst. There is a deep gap between teamherstudents. There is no more
mutual respect and appreciation. There are no meaehers who love the students. It
doesn’t happen to us as student teachers; it does om their own existing teachers.

(Dewinta, Focus Group Discussion).
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What Dewinta spelled out was related to a spepifienomenon with regard to the student-
teacher relationship. Unlike students in the pasb wmphasised a high level of respect for
their teachers by regarding them as someondi@ugulanditiRu’ (the one to follow and to
imitate) as previously discussgtbdays’ school students seemed to have a lackspeot for
their teachers, according to the experiences tklayesome of the participants of the study.
Some students, for example, ignore a teacher'suctsdn during the class without feeling
guilty or worried. Others have even physically elteed teachers when the teachers did
something they did not expect. In Dewinta’s viels tphenomenon was likely due to a very
formal and rigid relationship between teachers stndents. Either party (among the teachers
or students) might regard their relationship asipdimited between two people around a
school building and no more than that. Studentshtnignsider their teachers as ‘a teacher’
per se, the one merely transferring knowledge éothwith no need to respect them as their
‘second parent’ or their ‘spiritual adviser’, fokample. At the same time, some teachers
might lack love and sympathy for their studentsisTias led to the absence of emotional
attachment between teachers and students, as ysbvidiscussed. Therefore, some of the
study participants said it was urgent and necessargaintain a good relationship between
students and teachers, for example by showing symgar the psychological development
of their students.

In terms of psychological development, high scletatents are very likely to be in a fragile
and vulnerable period where most of them are Btilthe search of their own personal
identities. It is possible that those who are & $tage are being stubborn teens, mischievous,
or hard to manage. The views of the participantthisf study suggested that their beliefs of
what constituted a good teacher included the ghititunderstand this unique life stage of
their younger students. This kind of sympathy andeustanding enables the teachers to react

to the students’ unwanted behaviours properly.

These findings are similar to those from other igsich different contexts (such as Johnston,
1994; Kuswandono, 2013; Sevki, 2010). In terms efspnal qualities competencies, for
instance, a study by Kuswandono (2013) investighied 13 PSTs at Guru University in

Indonesia understood their own identity as prospedeachers and the ways they made

meaning of their learning and experiences throadlleations during the practicum. It reveals
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that most PSTs’ sense of personal qualities asiceoteachers’ - like being caring, being
patient, and showing enthusiasm - were developéd gell during the practicum. Similarly,

in the case of this study, some participants maeticthe same issue of teachers needing to
hold these positive attributes, such as being patsipportive, caring, and cheerful; having
self-control management; being decisive; showirggigline; engaging in positive thinking,

and being wise (see also section 7.1.1 for anatbseription).

The study participants’ highlighting of these pe@loqualities was likely rooted from their
understanding of the hardship of having strongsclaanagement in dealing with a range of
students with complex characteristics. Some pasitis, for example, mentioned that their
experiences during the practicum made them retilesenportance of teachers’ awareness of
students’ diverse needs and characteristics. For¢lason, they suggested, teachers need to
have extra care and patience as they might facestsi with extreme differences in terms of
their English proficiency, regardless of the fdwttthey are in the same class. The students
were also diverse in terms of needs and charatitsrisTherefore, teachers needed to

deliberately show empathy to their students’ needs.

8.4. Chapter Summary

This chapter discusses and explores answers feanas questions related to the question of
what ways the teaching practicum contributes to tastruction of PSTs’ professional
identity. Although this study is not aimed at generalisatith appears to be an essential
finding of this project that the teaching practicyslays an important context which
faciliatates the (trans)formation of PST’s professil identity. The findings suggest that the
teaching practicum has also quite effectively fiord as a site for PSTs’ professional
learning. PSTs’ nature of participation and engag@mwith members of the school
community during a practicum and how they dealthwiiteir placement school culture
seemed to be important factors which affected ttnansformation. Their social relationship
with their mentor teachers and with their studetd®d out as the most influencing factors in

building their identity as new in-service teachers.

In the case of these participants, it was apparentinsufficient professional support was a

serious issue in the PSTs' metamorphosis to beapraimovice teacher. This lack of
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guidance generally affected the quality of the éag practicum itself. It is very likely that

this lack of guidance and degrees of ignorance ftbeir school mentor teachers could
negatively affect the construction of PSTs’ idgntiThis unhappy experience, for instance,
could lead PSTs to leave the teaching professioiihé long term, it could also affect the
guality of the teachers as the “journey of a thadsailes” in becoming a teacher officially

starts from this practicum experience (Murtianal, 20

Identity in this study is seen as evolving fromioos of self during the practicum, and this is
greatly determined by the act of belonging to @hea community. Therefore, central in this
chapter is the idea that identity involves formspafticipation, negotiation, and interaction
within a community. As previously discussed, thelBSarticipation in both teaching and
non-teaching activities during the practicum, farstance, greatly influenced their
professional identity construction. Their constanteraction with members of school
community also helps them develop their teachetsitity. It develops in a place that lies
beyond classroom interactions. In other words, heex identity formation is apparently
constructed through complex interactions and trength of relationships with others during
the practicum. The emotional experiences in thetjmam setting and the nature of feedback
given in response to teaching skills all play a pathe development of PSTs’ self-efficacies

and hence, also of their selves and their profaasidentities

Apart from exploring PSTs’ mutual engagement witenmbers of the school community
during their practicum, this study has also argtned participation started long before PSTs
joined their teacher education program at univerditerefore, this chapter also addressed
findings in regard to participants’ complex storasout their journey to becoming a novice
teacher during the teaching practicum. Their noedr process of becoming a member of the
English teachers’ community during the teachingpcam has also been discussed. In terms
of their journey to becoming a novice English teacllata has shown that their identity in
transition is not fluid; rather it involves challges, resistance, and negotiation. Their sense of
becoming a novice teacher, for example, has undergosituation whereby their sense of
identity fluctuated and became vulnerable to exkefactors, such as relationships with
students and school teachers, mentor teachersylquimacipals, as well as socio-cultural, and
political factors. This finding also asserts th&TR identity making process during the
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teaching practicum is contextualised and relates\tariety of significant others: people from

their past, their mentor teachers, the studenistéaeh, and the school authorities.

The end of the section discusses some participatased skills as part of a ‘regime of
competence’ that they developed during their psifeml learning in the practicum. These
included building skills in and awareness of issgesh as gaining practical classroom
experience; applying theory and teaching ideasaedimg awareness of how to set goals;
and questioning, articulating, and reflecting oeittown teaching and learning philosophies
(Richards & Crookes, 1988). In addition to thes#iskvhich some participants had learned
from the practicum, this study also found thattéeching practicum enabled the PSTs to see

both sides of the story of being a teacher — thé bhallenges and the joy the profession
promises in situ.
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IX.  CONCLUDING THE CONVERSATION

“The conclusion of things is the good. The goodnisther words, the conclusion at which
all things arrive. Let's leave doubt for tomorrow,"

(Haruki Murakami, 2011)

This final chapter summarises the narratives & #hidy and finalises the conversation. The
chapter starts by revisiting the aims of this prbgnd followed by summarising some of the
major findings from previous chapters to consobddie results and enable readers to get the
big picture of the findings. It is then followed lysection on the overall significance of the
findings. The next section discusses the limitaiohthis study as well as implications of the
findings for the improvement of existing teachimggticum program in Riau University and
elsewhere. This section is charted by addressingessuggestions for further research with
similar topics and different contexts. A final retaas articulated in the last section to wrap

up the discussion along the chapters of this study.

9.1. Revisiting Research Aims

As mentioned in Chapter 1, this research was testgate the intricacies of the PSTs’
journey to becoming novice teachers. Although notittd to only these aspects, their
journeys were being explored in terms of thdentity in transitionfrom being university
students to becoming novice teachers as well as ¢bastruction of their
teachers’professional identiyuring a teaching practicum as a part of theirteaeducation
program at Riau University, Indonesia. In other dgrthis study considered school factors
during the teaching practicum as the most importonitext affecting the dynamics of
identity transition and professional identity fotia, apart from influences by larger socio,

cultural, and political contexts, which lie outsioiethe school context.

To be more specific, this study attempted to inges¢ the complex stories behind each
participant’s decision to become an English tegchew their biographies (both social and
school biographies) played out as micro contextthisf study and affect their decisions; as
well as in what ways macro contexts (the sociouwaltand political context in Indonesia)
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contributed to their journeys in becoming Englisadhers. In terms of identity in transition,
this study sought to unravel how these PSTs undégdéransition; and in what ways school
factors during teaching practicum contributed tirtimetamorphosis into new teachers. As a
part of an investigation into the construction béit professional identity, this study also
aimed at specifically looking at how the PSTs cqtgealise the notion of the ‘PET’ before
and after teaching practicum. As discussed in tegipus chapters, the notion of community
of practice (Lave & Wenger, 1991; Wenger, 1998cteers identity formation as a holistic
interaction between multiple parts (Olsen, 2008)weell as teachers professional identity
construction (Beauchamp & Thomas, 2006; Beijaara.e2000; Varghese et al., 2005) have

been used as some of theoretical frameworks torstaa®l and analyse data findings.

9.2. Summary of Research Findings

As mentioned in section 1.3, this study has beareldped based on three main research
guestions. The three preceding chapters have disdube findings of this study as answers
to the three research questions. Chapter 6 patlguhnswered RQ-a which demonstrated
how participating teachers embarked on the Engdkstthing profession by narrating and
describing their unique stories of early particpatwith teaching discourses and practices.
This chapter was mainly framed by Olsen’s (2008)el@f teachers’ identity formation. The
chapter also explored participants’ motivation amjEnglish teacher education institutions
and to be an English teacher. The reasons vadeading from altruistic motives, to religious
and social motivations, and to financial rewardsthdugh stories from each individual
participant are unique, with the exception of thpesticipants it was apparent from the
findings that their choices to enter the Englistcteng profession had already formed from
some of their early interaction with this professithrough particular episodes in their
childhood and schooling experiences. The roles ighificant others (such as family
members, school teachers, and a few ‘foreignergng these periods was also found to be

significant.

Additionally, the chapter also addressed how broackecro socio, economic, cultural, and
political contexts have influenced their choiced aotivated or demotivated them to embark
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on English teaching as a profession. The high bat&us of the teacher asgaru in
Indonesia, for instance, was still found to be vaig and an important source of motivation
for many participants to be (English) teachersaddition to other externally driven factors,
such as teaching being a perceived female profgesie promising ‘privilege’ of being an
English teacher, and the consideration of financ@bhards. Most participants did not
consider financial rewards as their main considemafor being teachers although a few
others did. If the former category decided to ammi as an English teacher after the
practicum, the latter decided not to choose teaclis their immediate profession after
graduation. The perceived low salary of a teaclenativated some participants to be

teachers; they decided to choose more financiatlynsing non-teaching professions.

Chapter 7 discussed findings related to part ofpttedessional teaching identity component
employed in this study: how the participating P8daceptualised the notion of a ‘PET’ and
good ELT in the context of teaching English as eiffn language in Indonesia. In other
words, this chapter answered RQ-c. As mentionedhiapter 4, it is argued in this study that
professional identity is defined as how these prospe English teachers understand what it
means to be an English teacher; how they understdrad competencies, characteristics,
values, and roles they are supposed to hold andgdaeachers; and prospective English
teachers’ notions of ‘good English teaching’ and tRET' in Indonesia (Avalos, 2007,
Beauchamp & Thomas, 2009; Cattley, 2007; Cheun@8R0Findings and discussion in
Chapter 7 revealed that all the participants haxlesmitial conceptualisation of the notion of
what it means to be arofessional English teachesind good English teachingn the
Indonesian context, before they embarked on theactiing practicum program. It was
apparent from the findings that their conceptutiiss of these notions were rooted in their
personal and schooling histories as well as from itifluence of their current teacher
education. It was also found that some of the gotsceere shaped and reshaped as a result
of socialisation and participation during the taaghpracticum program. This indicates that
the school context within the practicum progranmyglan important role shaping this “new
teacher” identity. Yet, results also demonstratieat conceptualisations were constantly

challenged and subject to reconstruction depenaingme and settings in the future.
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Some cultural norms and practices of how Indonesiagiety expects from the teaching
profession had also influenced the PSTs on conakpiug the notion of “professional

English teacher”. This influence, for instance, weffected from the emphasis on having a
strong faith in God as an important attribute oingea good English teacher in Indonesian
context. Compared to many descriptions on what tdatess good teachers predominantly
conducted in the West (such as Brown & Rodgers22B0rthagen, 2004; Sutherland et al.,
2006; Thompson, 2008), which mainly concerned wittcedural knowledge of teaching and
never pointed out religiosity in their descriptioms good or professional (English) teacher,
this finding is indeed unique and very context #pecThis is likely to relate to the

quintessentially IndonesRancasilaphilosophy which puts the Belief in One Devine Gad

the first important pillar of the nation.

Chapter 8 related to how a teaching practicum fanstas a community of practice — as a
site for professional learning and identity constian. This particular chapter addressed RQ-
b - how the PSTs experience the transition in itkeftom being student-teachers to novice-
teachers during the teaching practicum. The firgliog this study demonstrated similar
findings with other studies (Humaidi et al., 20Merseth et al., 2008; Trent, 2010; Varghese
et al,, 2005) that PSTs’ journey to become a mendfeteachers’ community during
practicum is not a linear journey; it encompassa¥licts, challenges, and tensions before
they were accepted to be part of the school commyutiiwas argued in this chapter that
identity was constructed through the developmentsaifse of belonging to a teachers’
community. Social relationships and social prastisere considered to be essential factors
in the process of becoming a teacher during thetiptan (Wenger, 1998). Their sense of
belonging to the teachers’ community was built tigio participation in the form of complex
engagement with existing members and with practicesg the practicum. School students’
acceptance for the PSTs’ existence, a sense daggality shown by incumbent teachers,
support from mentor teachers, and their partiogpatin extra curricular activities have
significantly contributed to the development of itheense of belonging to teachers
community as well as their professional identityjstouction. It was also apparent that PSTs
sometimes had to negotiate and reconcile theirismdinbership identity within their social

relationship, in order to become an English teacher
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Claims by participants on lessons for their prafess learning were also addressed in this
chapter, considering an understanding that thetiguesvho am 1?7’ cannot be separated from
the question ‘what can | do?’ (Norton, 1997). Dakews that the teaching practicum has
played an important site to nurture this professidearning in which most participants have
learned a lot of skills and knowledge, ranging fre@aching skills to social skills. This

chapter was finalised by participating teacherst®s and concerns related to improving the

quality of a teaching practicum in the future.

Findings in this Chapter 8 has also enriched ostedies’ findings in relation to the
importance of practicum for PST’'s vocational depeh@nt, professional and institutional
socialisation, and learning and professional dgueknt (see Caires & Almeida, 2005;
Grootenboer, 2005; Sutherland et al., 2006). Howetés study addressed special emphasis
on the phenomenon of power relations issue durlmg RPSTs’ social interaction and
participation in school community during teachimggiicum. It was apparent from the data
that in many conditions, the PSTs had to negotlad& power as PSTs with their students
who frequently resisted their authority and witkeithmentor teachers who considered them
as university students learning to tegmr se rather than their colleagues with relatively
similar power and authority. This issue of powebalance led to conflicts and tensions

between the PSTs, their school students, andriesitor teachers, as outlined above.

Overall, it could be concluded that one’s journeybecome a teacher is indeed unique and
complex. The uniqueness of the journey is partitplaeflected in the story of one
participant — Demire — in section 8.2. One’s tréors(ation) to be a teacher was influenced
by interrelated factors, such as one’s personaémapce during their childhood and school
biographies, their particular interaction with sosignificant others along these experiences
(with their parents or with their school teachem)d broader socio-cultural and political
context. In terms of their identity constructionwias a process of perennial evolvement and
was constructed and reconstructed through theiralsoelationship with their mentor
teachers, their students, senior teachers, anakallministrators. It was through this social
interaction they negotiated their meaning and reibed their other parts of identity before

they could finally identify themselves as part bé tschool community. The findings have
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indicated that social relationship and practicesndutheir socialisation in teaching practicum

do contribute to the construction of their professil identity in very tangible ways.

Drawing on Feimen-Nemser's (2001, p. 1029) projpmsitconcerning the professional
identity of teachers, the findings reflect the ootithat identity formation is a complex and
ongoing process in which they are “combining paststheir past, including their own
experiences in school and in teacher preparatiah, pieces of the present in their current
school context”. In the case of this study, thenigigant role played by schooling experience
in the student teachers’ past affecting professimi@ntity is evident in constructing notions
of theprofessional English teach@ndgood English teachingrhis finding confirms similar
findings from other studies in this area of resegreg. Borg, 2004; Britzman, 2003; Lortie,
1975; Tyminski & Mewborn, 2006).

9.3. Implications of Study

The results of this study could have implications the content structure of the present
curriculum for English teacher education in Indoagas well as for the reformation of the
existing teaching practicum program at Riau Uniigrsén terms of curriculum structure, the
findings indicate that there is a need for the usmn of teaching selves into the PSTs
education. Issues to do with the construction athers’ identity have so far been excluded
from the existing curriculum, as they tend to foongre on preparing PSTs in ‘how to act’
and not ‘how to be’. In fact, this study argued th& process of becoming a teacher does not
only deal with understanding technical and mectdnidomains, such ashat and how to
teach, but also why and who does teachingother words, it should involve more than the

development of competences in various teaching odelbgies and practical strategies.

This is not to suggest that professional criterigtandards of competencies in teaching are
not important. Rather, it is to argue that it wobklmore helpful for PSTs to understand and
appreciate the value of understanding themselvakdim professional learning tangible
aspects of teaching (such as the ability to defgson plans, the preparing of teaching
materials, teaching skills, and classroom managnaea@ combined witlintangible aspects

of professional learning. The longer studentse@dlkbout themselves as teachers, the more
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intricate, interconnected, and even tangled thegponses became. In other words, the

process of teaching is at once so complicated aeg ecause it involves aspect of the self.

Identity is malleable and sensitive to social catstetherefore it is subject to intervention, as
it is created by individuals and others along thecess. Therefore, a systematic intervention
through curriculum and pedagogy is important. Ie ttontext of this study, intervention
could come through the restructuring of curriculaontent by which pre-service teachers’
professional identity would be well supported andgtured. In practice, this pedagogy of
identity construction during the teacher educapoogram can be assessed, for instance, by
promoting a systematic reflective practice durihg teachers’ education program. Such
reflective practice is expected to enable PSThiémge their initial beliefs that might involve
naive and simplistic views of teaching, such as biedief that teaching is mainly for
transmitting knowledge (Pajares, 1992 as citeduimg: 2005).

The basic idea of thiseflective practiceas to encourage the PSTs to be able to theorese th
own accounts of practices and experiences durgxghts education and how they might use
these reflections for their own professional leagn{Schon, 1983; Smyth, 1993). It is more
than thinking about the nuts and bolts of teachiingncompasses evaluating fh®cessesf
teaching and learning, and questionimigy we do something rather thdrmow. To be more
specific, in addition to reflecting in cognitive y& | would recommend that the affective
dimensions of teaching be taken into consideratiame seriously than is currently the case.
PSTs should be encouraged and supported in theifideion of their motivations for
teaching; of their feelings, moods and emotionsnduthe teaching experience; and how to
reflect on this experience with other members ef sbhool community, such as their peers,
university advisors, mentor teachers and even perkize students in the practicum classes

they are teaching.

Additionally, more attention needs to be paid tovhto develop the PSTs' sense of
themselves as teachers in classrooms by creatimgde of interaction which is dialogic (as
opposed to monologic) and where agency is valugengy refers to a sense of awareness by
each individual PST that their actions or perforognduring their teacher education would
have implications on others in particular socidtisgs. This type of interaction could be

obtained by making sure that there are no powatiogl issues between mentor teachers and
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practicing teachers, for instance; or by remindimg PSTs during their teachers’ education
program that every interaction they have is medolngnd that their behaviour has

consequences for their teaching and learning psoces

This study also implies the need for the empoweohmentoring and supervision quality in
the existing teaching practicum program at Riauversity. Although this study indicated
that some participants learned a great deal diln@geaching practicum and claimed to have
obtained various skills and knowledge, it was #&sod that the majority of participants did
not really receive sufficient support and guidaricem their mentor teachers and their
university advisors. In fact, the nature of supgEpbn and interaction with their mentor
teachers and university supervising lecturer playegor factors which affected these PSTs
identity transition and construction of professiordentity. For the future time, | would
suggest that it is important to have a formaligati the process of being a mentor teacher
whereby mentors get a Graduate Certificate in mergaoy undertaking pre-training and

post-training either side of hosting a studentleac

Several studies conducted in different contextehasicated that the essence of a successful
teaching practicum lies in effective mentor-studeggcher relationships or the quality of
supervision and mentoring during the teaching jprast (See Dinham, 2008; McDonald,
2004; Pungur, 2007). It could be said that this tmeteacher plays the most influential
significant other in supporting or hindering theTBSjourney of becoming an English

teacher during the teaching practicum.

Considering the importance of having a professionahtor, it is now crucial to pay special
attention to how a mentor teacher is selected. Bu(®P07) states that a mentor teacher is
supposed to be carefully selected by a school cuatat by considering experience, skills,
and qualifications. Yet, there are no standardiaed specific requirements for being a
mentor teacher or a university supervising lecturehe teaching practicum program at Riau
University, Indonesia. The guidance book of thecléag practicum at Riau University, for
instance, only mentions general criteria for beangniversity supervising lecturer, such as
having strong commitment and integrity or being $ibglly able to do the duties required

during a practicum.
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Regarding the need for professional support fromtoreteachers, the findings of this study
also imply that mentor teachers and supervisintutecs need to be financially rewarded. It
is apparent from the findings that a lack of suppften originated from the voluntary nature
of the mentoring system in which the mentoring waswell paid. The same story happened
in the case of supervising lecturers. This findivess not really surprising; as a consequence,
some supervising lecturers never attended schoolupervise the practicing students. A
reasonable reward and appreciation system for magtand supervision during a practicum

can improve professional commitment.

9.4. Limitations of the Study

It is important to acknowledge that this preseatigtsuffers from some limitationBirstly, it
was limited in terms of methodological choices. Whihe findings suggested important
evidence about the nature of becoming an Engliabhter, | am aware that a more detailed
understanding of the complex process of constrggtirofessional identity could be gained
through a longitudinal study. This is because teehdentity entails understanding of the
interconnection of a complex system of personalsawial dimensions, which are not easy to
unravel in a short period of time. Therefore, agitudinal study with a longer time

framework would work effectively in this kind ofsearch.

From the methodological perspective, the data arsmlfippcused more on themes emerging
from the data rather than descriptions for eacle @dsndividual participants and this could
be considered a limitation of this study. Despie data analysis resulting in the general clear
framework of this finding, it failed to provide aeep analysis of each individual.
Consequently, participants’ complete stories irrtfeurney to become a teacher and their
complex accounts of professional identity constauctvere not specifically addressed. This

could be a basis for future research on similaictapaddress this limitatation.

Secondly with limited numbers of research participantss teiudy discovered how PSTs’
constructed their professional identities by explgrtheir unique narratives in entering the

teacher education program and examining complaiestabout their journeys to becoming
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members of the school community during the pranticHowever, it was unable to integrate
the perceptions of significant others during thacficum, such as senior incumbent teachers,
mentor teachers and university supervisors. Ingastig this issue from multiple
perspectives could have provided a more comprebtensew of the connection between
personal and social identity, which is argued is 8tudy to be central in understanding the

meaning of becoming a teacher.

Furthermore there are also shortcomings deriving from the waywvhich the data was
collected. Although the study employed a multi-noethapproach to gain a more
comprehensive understanding of the topic investjathe data gathered was mostly based
on participants’ stories either through interviewsflective journals, or the focus group
discussion. The study did not collect data direatnf day to day school practices with a real
time atmosphere, such as spontaneous conversatitimgesearch participants, classroom
observations, school meetings or feedback sessuthsparticipants’ mentor teachers and

supervisors.

Finally, the study was also limited in terms of its potaindéicope. Although | am aware of the
need to focus research interests within a speaifid manageable scope, the professional
identity of teachers is not restricted in constirctand development to only classroom and
school interactions. The findings in this study ldicated that PSTs’ participation and
interaction in a teaching community during the ficagn, their beliefs about and perceptions
of the professional English teacher went beyondbihvelers of the classroom. This implies
that it is necessary for a thorough and well-stmed study which addresses and discusses
the philosophical, ideological or political dimemss of the teacher identity to enrich current
literature. This is because various factors werasidered essential parts of the PSTs’
understanding of the meaning of the process of rhewp a teacher. Yet, rather than
weakening the true value of the findings of thisdgt these limitations suggest new research
paths in the future. To put this limitation in Mieani’s (2011, p. 172) words, “Let’s leave
doubt for tomorrow”.
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9.5. Suggestions for Further Research

Some limitations of this study as mentioned aboweldc make a good case for conducting
similar research with different contexts in futuRegarding the methodological limitations, |
would suggest that future research on the congtruof teachers’ professional identity needs
to be conducted, through a longitudinal approadtis Ts based on the understanding that
identity is constantly evolving as a result of aniglteractions with various people in different
settings. A longer study would enable the captufethis constant evolution more
comprehensively. A study starting before PSTs etiteir teacher education program and
lasting through to their first year of professiotedching at schools would be best to explore
the intricacies of the construction of teachersof@ssional identity construction. In the
context of PSTs’ education, what really matteraas the short-term objective (whether the
PSTs have learned anything by the end of the semédsit rather the long-term objective
focusing on their professional identities — do thastually seek jobs as teachers after
graduation? Are they sure enough of themselvesaheérs to survive the initial challenges
of real jobs (Danielewicz, 2001)? Additionally, iy students submit more journal entries
might also be strengthening the richness of daté @movide further avenue for data

exploration.

Further studies should also take into account tbdes of other stakeholders during the
practicum, such as mentor teachers and universipersisors as participants relevant to
research investigating this issue. The involvenoémientor teachers and university advisors,
for instance, would integrate the exploration friooth sides of the teachers’ journeyrhe
perceptions of PSTs, for example, could be thenpewad and contrasted with the views of
supervisors, senior teachers, school administratoessen students. This wider scope could
contribute to consolidating a multivariate perspecin the hope of understanding the role of
a teacher community in forming profesional identidditionally, employing a mixed
methods approach combining qualitative and qudiviadata would result in further
powerful studies with the potential to fill a gapthe research. For example, the widely used
Twenty Statement Test (TST) protocol which was tped to operationalise key concepts

from the symbolic interactionist perspective of Kuland McPhatland (1954) can be
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considered one of the relevant quantitative measeinés employed in research on the

construction of teachers’ identity.

In addition to methodological suggestions, unlikeist present study exploring the
construction of the PSTs’ professional identityufe research can turn attention to this issue
from the perspectives afi-service teachers This is because teachers’ identity construction
is a continuum; a production which evolves overetirRuture studies can examine the in-
service teachers’ construction of identity in riglatto current educational policies in
Indonesia. One example of such a study might ladioa teachers’ identities are shaped and
reshaped by current reforms as well as people’e@apions of Indonesian teachers’ status
and well-being. Investigating how these identitgge challenged and reconstructed amidst
the employment of high stakes national testingnistizer example of a future study in this
area. Comparing PSTs and in-service teachers awdtlar identities are constructed as
responses to educational policies might also cinsta third example of a future study in

this area.

9.6. Final Remarks

This project has been the most challenging acad@uimey | have ever taken during my
professional career. The challenge does not onlivelérom the complex nature of a PhD
journey, but also from my fresh encounter with ti@search topic. Starting this journey with
a completely different research proposal createeri@us challenge. Yet, | took the challenge
as an opportunity to understand a new world ofaedein the field of education — an area
which | have never thought to be that importantobefl embarked on my PhD study at
Monash University. Having travelled on this jourrfey more than three years, | found that
researching teachers’ identity brought me to a detely different understanding about
teaching and learning. What is important abouthewgris that it is not merely a way of
acting or behaving, but it is alsa state of being(Danielewicz, 2001). Therefore any
endeavour to improve the quality of education mustbeyond tangible issues, such as
curriculum reforms, teaching facilities, remunesatiand teachers’ professional training and
development. It must also take into account infalegissues, such as how someone becomes
a teacher, as an important concern. My study isdected under the spirit of this new
paradigm.
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Regardless of some limitations mentioned aboves #tudy found some interrelated
influential elements within the process of becomanteacher. As a teacher educator, these
findings have made me realise that a good teacheot born naturally; she or he is the
product of complex and interconnected factors al@pgurney to becoming a teacher. It is a
result of constant dialogue, friction and negotiatibetween PSTs and their social
relationships when interacting during their leaghaontinuum. Therefore, this study reminds
me that every related party - such as policy makeuwsriculum developers, teachers’
educators, school administrators, mentor teachers society in general — should collaborate
in such a way as to ensure the process of educatnaggenerating new, skillful, and
committed teachers. What form this collaboratiogtmitake, and the process by which this

collaboration takes place, are subjects to putfurtiare research endeavours.

Last but not least, | hope that this study bringsvnnsight into the optimatisation of our
understanding of the construction of teacher idgnitn the Indonesian context. This
understanding could later be used as a point oartiee to provide support for PSTs to
construct their identities during teacher educaéind during their practicum. This study also
has the potential to fill the gap in the literatwighin ELT research in Indonesia, which so far
has tended to focus on issues of methodology inggn@nt, curriculum implementation and
material development. This is considered importimt the country’s efforts to reform
education, as Palmer (1998), with whom | opened thesis, reminds that educators and
policy makers in Indonesia can not forget a sinpléh: that reform will never be achieved
by renewing policies, restructuring schools, rewgtcurricula, and revising texts if society
continues to demean and ignore the vital humanuresocalled the teacher on whom so

much depends.
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Appendices

Appendix 1. Number of Teachers by Academic Quaitfan and Status in Indonesia (2006)

Academic Qualification
Level of School- .
g <=Senior Bachalor Master Total
Sec ' Degree

Kindergarden 110,742 9,440 32,382 3,097 18,652 115 1 174,429
Civil servant 19977 770 5,955 336 5134 63 = 32,235

Non civil servant 50,765 8670 26427 2,761 13518 52 1 142,194
Primary School 417,389 11,529 589,034 23,841 207,074 1,161 4 1,250,032
Civil servant 266,331 7213 505,119 15,328 152,090 1,077 2 947,160
Non civil servant 151,058 4316 83915 8513 54,984 84 2 302,872
Junior Second. 39,133 36,202 37,446 72,822 299,319 3,277 7 488,206
Civil servant 16,060 29327 25,785 51,441 164388 2,870 4 289,875
Non civil servant 23,073 6,875 11,661 21,381 134,931 407 3 198,331
Special Need 1,666 238 2,883 803 4,514 50 - 10,154
Civil servant 577 68 1,839 505 2,644 42 - 5,675
Non civil servant 1,089 170 1,044 298 1,870 8 - 4479
Senior Second 6,301 1,200 4,082 22,964 189,753 3,106 27 227,433
Civil servant 2056 345 2071 13,853 101,752 2436 5 122518
Non civil servant 4,245 855 2011 9111 88,001 670 22 104915
Vioc. School 5172 1,341 2,842 23,942 120,764 1,691 9 155,761
Civil servant 900 230 834 9429 40,282 1,054 3 52,732
Non civil servant 4,272 1,111 2,008 14513 80482 637 6 103,029
Primary Islamic 94,755 23,580 45,933 9,086 31,312 108 - 204,774
Islamic School

Civil servant 4478 4480 18,267 2358 6,997 45 = 36,625
Non civil servant 80277 15,100 27,666 6,728 24315 63 = 168,149
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Appendix 2. Grids for Portfolio Assessment

ELEMENT ONLY CERTIFIED COPIES TO BE ATTACHED AS MAXIMUM SCORE
EVIDENCE

& W

LI

Academic gualifications

Education courses and training
Teaching experience

Lesson planning and presentation;
a. Lesson planning

b. Lesson presentation

Appraisal by superior and supervisor

Academic achievements:
a. Competitions

b. Peer training

c. Coaching students

Professional development works:
a. Writing

b. Research

c. Book reviewer/national exam
developer

d. Learning media and resources

e, Sclentific or art works relevant to
teaching

Participation in scientific forums
Experience in education and social
organizations:

a. Organizational experience

b. Suppiemental tasks

Relevant recognition and awardsin
education

a. Awards

b. Assignment in special areas
PASS = 850 marks

Diplemas and degrees

Certificates or letters
Appointment notices

Five best lesson plans (40 max points)

A principal/superviser’s assessment on the form provided
(in a sealed envelope) (max 120pts)

A principal/supervisor's assessment on the form provided
(In a sealed envelope)

Certificates awarded

Letters of appointment as instructor/coach/ tutor
Certificates received by students and letters of
appointment

Photocopy of front page of articles, books, modules, efc
produced by teacher

Physical proof of class action research

Letter of appointment, thanks, commendation

Physical procf — copies, letter from principal
Copiles or letters from the principal

Certificates or papers

Letters of appointment or proof from officials
Letters of appointment or procf from officials

Certificates, letters of commendation
Letters of assignment

200
160
160

50

160

&5

62

50

1500

Source: Compiled from the Manual for Portfolio preparation for in-service Teacher Certification, Directorate General of Higher
Education, 2007
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Appendix 3: Curriculum Structure of English EduoatDepartment of Riau University.

Semester
No Kode Nama Mata Kuliah SKS
4 | 5 Prasyare
Mata Kuliah Umum (MKU)
UXN4201 Pendidikan Agama Islam ] -
UXN4202 | Pendidikan Agama Katolik 2 | ] -
1
UXN4203 Pendidikan Agama Protestan ] -
UXN4204 Pendidikan Agama Budha ] -
UXN4205 Pendidikan Agama Hindu ] -
UXN4206 Pendidikan Agama Khong Hu Cu ] -
2 UXN4107 Pendidikan Pancasila -
3 UXN4208 Pendidikan Kewarganegaraan P -
4 UXN4109 Bahasa Indonesia 2 -
5 UXN4011 KKN 4
Mata Kuliah Umum Fakultas (MKUF)
1 KPA4101 Pendidikan Budaya Melayu
2 KPA4202 Pendidikan Lingkungan 2
JUMLAH 16

Mata Kuliah Dasar Kependidikan (MKDK)
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8 KPA4103 Landasan Pendidikan 2 -
9 KPA4202 Perkembangan Peserta didik -
10 KPA4106 Bimbingan dan Konseling 2 -
11 KPA4205 Pengelolaan Pendidikan Y -
12 KPA4207 Pengembangan Profesi Guru -

JUMLAH 10
Mata Kuliah Keterampilan Proses Pembelajaran (MKKPP)
KPR4115,
Telaah Kurikulum dan Perenc. Pemb. Bahas KPR4118,
1 KPR4101 Inggris %3 KPR4121,
KPR4225
KPR4115,
) . . KPR4118,
2 KPR4202 Strategi Pembelajaran Bahasa Inggris KPR4121.
KPR4225
3 KPR4103 Media Pembelajaran Bahasa Inggris -
KPR4115,
L . . KPR4118,
4 KPR4204 Penilaian Pembelajaran Bahasa Inggris KPR4121.
KPR4225
5 KPR4205 Praktik Pengajaran Bahasa Inggris KPR4101
6 KPA4108 Magang (PLP) 4 KPA4108
JUMLAH 15
Mata Kuliah Pengembangan Pendidikan (MKPP)
. e KPR4101
1 KPR4209 Inovasi Pendidikan 2 &KPRA4102
2 KPR4210 Penelitian Pendidian 2 KPR4111
3 KPR4111 Statistik Pendidikan 2 -
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4 KPR4212 Skripsi 6 KPR4150
JUMLAH 12
Mata Kuliah Bidang Keahlian (MKBK)
English Language Skills (43 SKS)

13 KPR4113 Listening Comprehension | y. -

14 KPR4214 Listening Comprihension Il 2| KPR4113
15 KPR4115 Listening Comprihension Il 2 KPR4214
16 KPR4116 Speaking | 2 -

17 KPR4217 Speaking Il 2 KPR4116
18 KPR4118 Speaking I 3 KPR4217
19 KPR4119 Reading Comprehension | P -

20 KPR4220 Reading Comprehension Il KPR4119
21 KPR4121 Reading Comprehension IlI K KPR4220
22 KPR4222 Extensive Reading 2 gis;izzlzz
23 | KPR4223 Writing | 2 -

24 KPR4124 Writing 11 2 KPR4124
25 KPR4225 Writing 11 3 KPR4225
26 KPR4126 Academic Reading and Writing Eggiég
27 KPR4127 Structure | 3 -

28 KPR4127 Structure Il 3 KPR4127
29 KPR4129 Structure Il 3 KPR4127
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30 KPR4130 Vocabulary 2 -
31 KPR4131 Pronunciation 2 -
English Linguistics (20 SKS)
32 KPR4132 Introduction to Linguistics 2 KPR4222
33 KPR4233 English Phonology 2 KPR4132
34 | KPR4234 Morphology 2 KPR4132
35 KPR4135 English Syntax 2 KPR4132
36 KPR4136 Sociolinguistics 2 KPR4132
37 KPR4237 Psycholinguistics 2 KPR4132
38 KPR4238 Semantics 2 KPR4132
39 KPR4139 Grammar 2 KPR4129
40 KPR4140 Translation | 2 KPR4129
41 KPR4241 Translation Il 2 KPR4140
English Literature (14 SKS)
42 KPR4142 Introduction to Literature 2 KPR4220
43 KPR4243 Cross Culture Understanding P KPR4121
44 KPR4244 Drama KPR4142
45 KPR4245 Poetry KPR4142
46 KPR4146 Prose KPR4142
a7 KPR4247 Error Analysis 2 KPR4139
48 KPR4148 Critical Essay 2 KPR4126
English Language Teaching (2 SKS)
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49

KPR4249

TEFL

KPR4101

Research Componetns (2 SKS)

JUMLAH

81

Mata Kuliah Bidang Keahlian (MKBK) Pilihan

50 KPR4250 ELT Mangement KPR4101
51 KPR4151 English for Tourism KPR4118
52 KPR4152 Standardized English Test Preparation KPR4129
53 KPR4153 English for Interpreting KPR4241
54 KPR4154 English for Business and Communication KPR4125
55 KPR4255 Public Speaking KPR4118
56 KPR4156 English for Journalism KPR4126
57 KPR4257 Teaching English for Young Learners KPR4249
58 KPR4258 Issues in ELT KPR4210
59 KPR4259 Creative writing KPR4146

JUMLAH

20
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Appendix 4: Notice for Recruiting Participants

facebook

@ Abu Raudha
r

FAYOURITES

[E] Mews Feed

ﬁ Messages 8

Events
GROUPS

’3 Be the best for your lov 2
Presidium MIIS 2011 1
"] ENGLISH COMMUNITY FKIF
[22] Monash Education Rese 4
@ ALMARHUM KAMMI DAL a
@ MP4Palestine 20+
MIIS (Monash [ndonesi 1
Indonesia butuh Sejukz 3
[22] UNP Leadership Centre 12
Indonesia Belajar 2020 20+
[25] Teacher Voices: Profes 9
I_—_JJ Keluarga Besar Mahasi 20+
E Komunitas Indonesia B 1
[22] sahabat tausyiah 204+
Edn Andrefson For TND 20+
@ Forum Mambangkik Bat 20+
[C4 Create group

APPS
ﬁj App Centre 11
o5 Games Feed 20+
PAGES
% Like Pages

xﬂl Create a Page...

MORE ~

Search for people, places and things

ENGLISH COMMUNITY FKIP UR &  About  Events  Photos  Files

= write post Add Photo / ¥ideo E- Ask Question [ £ Add File

Wirite something...

Abu Raudha

LOOKING FOR PARTICIPANTS
FOR DOCTORAL STUDY

Dear shudent,

My name is Afrianto and T am conducting a research project toward &
FhD in Education with Dr. Ragib Chowdhury in the Faculty of Education at
Monash University, Australia. This means that I will be writing a thesis
which is the equivalent of 100,000 words,

Iy studly is on Pre-service English Teachers’ Professional Identity
Construction during Teaching Practicurn. This study is aimed to explore
how pre-service teachers like you form the sense of professional identity
during teaching practicum at secondary schools in Indonesia.

For this project, 1 am inviting pre-service English teachers frarm Risu
University who will be undertaking teaching practicum in the next two or
three months,

1f you are a pre-service English teacher of Riau University who will be
conducting practicum these coming fmonths, you are cordially invited to be
my research participant.

If you are interested in being one of the participants of this study, please
contact e on the contact detalls below. T will give you with an
Explanatory Statement that will tell you more details on my doctoral
project,

Thank you.

Regards,

Afrianto

Mobile: +61451003403 (Australian Nurnber)

031266998808 (Indonesian Mumber)

ar

Email: afrianto.afrianto@monash.edu

i® -
>4 AbuRaudha Home

7,
!

- .
W |

+ Notifications % O

228 members (2 new)

+ Add people to Group
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5 say Happy Birthday

Sponsored See all

201245 BXBOE S WBARPGR HRE

W EEREHOESE RS
PRI, BBIR (T, e
B I 0B R 71 T
&

210,000 people played
ST B A B SR RATRE, s B
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Kredit Avanza Yeloz

Mau kredit Avanza Yelnz
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dari penjual di
g‘ berniaga.com. Harga OK!

Lynda Ikvas likes berniaga.com,

Meet Australian Expats!
internations,org

T Inkermiations —the best
way to connect with
Fellow Australians in
Indonesia, Meet them in a
friendly setting at our
monthly events,

ja Game

Adapted from

Maruto, Added with
Amazing Functions! Never
boring to be a Minja, LAY
MO

.

2,000 peaple played
Minja - Super cute and gorgeous,
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Appendix 5: Explanatory Statement

PR MONASH University
0 Education

Explanatory Statement

August 6th, 2012

Constructing Professional Identities through Teachig Practicum:
An Indonesian Case Study of Pre-service English Tehers

This information sheet is for you to keep.

My name is Afrianto and | am conducting a reseandject with Dr. Ragib Chowdhury in the
Faculty of Education, towards a PhD in EducatioMahash University. This means that | will be
writing a thesis which is the equivalent of 100,0@frds. In addition, | am now on study leave and
will have no direct contact with you in the clagsmowhatsoever at any point in the future

You are invited to take part in this study. Pleassl this Explanatory Statement in full before
making a decision.

Why were you chosen for this research?

For this project, | am inviting preservice Englislachers from Riau University who will be
undertaking teaching practicum.

The aim/purpose of the research

The aim of this study is to explore the complexitid professional identity construction of pre-sesv
English teachers during teaching practicum at sgmgnschools in the Indonesian context.

| am conducting this research to find out:

a. How pre-service English teachers experience thesittan from student teachers to novice
teachers during teaching practicum.

b. In what way teaching practicum contributes to tlmmstruction of pre-service English
teachers’ professional identities.

c. How participants describe the notion of ‘good Eslglteaching’and ‘professional English
teacher’ before and after teaching practicum. Aexda any changes in their perception prior
to and after the teaching practicum?
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d. How participants describe themselves relationathi professional teachers’ pedagogical
competence description prescribed by the teaclkessin Indonesia before and after teaching
practicum.

Possible benefits
There will be no direct benefits for the people vidke part in this research project.

This research will investigate how pre-service Eigteachers experience the transition from student
teachers towards novice teachers with professideatity. The findings may contribute to the future
of preservice English teacher education in Indanesspecially in terms of how one becomes a
teacher.

What does the research involve?

The study will be using four methods of data cditat in-depth interviews, a small survey, a focus
group discussion and guided reflective journalse ifterviews and focus group discussion will be
audiotaped.

How much time will the research take?

The survey is expected to be completed in abounibdtes; in-depth interviews will be for about 30
minutes, focus group discussion will be around 3utes, and reflective journals will take about 15
minutes for each fortnightly entry. Therefore thtat hours the participants may spend for the whole
process of data collection is approximately threerh fifty minutes on thirteen separate sessions.

Inconvenience/discomfort

There is no potential discomfort beyond everydseydixperience resulting from being participants of
this study. Your willingness to participate or pairticipate in the research will in no way be retat
to any assessments or affect on the results ofstady or your future career.

Payment
There is no payment made for being participanthisfstudy.

You can withdraw from the research

Being in this study is voluntary and you are una@iobligation to consent to participation. You do
not need to attempt to please anyone by your engagtewith this research. However, if you do
consent to participate, you may withdraw from fertparticipation at any stage but you will only be
able to withdraw data prior to your approval of ihierview and focus group discussion transcripts.

For the small survey, you do not need to answehalljuestions, however once you have mailed the
survey/submitted your response, you cannot withgraw answers.

Confidentiality
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The names of schools and all participants will be kept confidential and not mentioned in any
publications. Anonymity will be used when data come for published.

Storage of data

Data collected will be stored in accordance with Monash University regulations, kept on University
premises, in a locked filing cabinet for 5 years. A report of the study may be submitted for
publication, but individual participants will not be identifiable in such a report.

Use of data for other purposes

Data may be used to write journal papers and a thesis but will not include the name of any school or
teachers or materials that could identify an individual. But please keep in mind that it is sometimes
impossible to make an absolute guarantee of confidentiality/anonymity.

Results

If you would like to be informed of the aggregate research finding, please contact 4ffjanto

I  'he fndings are accessible for one year.

If you would like to contact the researchers abatlf you have a complaint concerning the manner |n
any aspect of this study, please contact the Chiewhich this researchQF12/2297 - 2012001232s

Investigator: being conducted, please contact:

Dr. Raqgib Chowdhury Desri Maria Sumbayak, S.S., M.Hum., M.Ed

] English Education Department of Riau
University

Kampus Bina Widya Simpang Baru Panam
Pekanbaru Riau, Indonesia

Thank you.

Afrianto
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Appendix 6. Consents Forms

PR MONASH University
0 Education

Consent Form -for pre-service English teachers

Title:

Constructing Professional Identities through Teachig Practicum:
An Indonesian Case Study of Pre-service English Tehers

NOTE: This consent form will remain with the Monash \risity researcher for their records.

| understand | have been asked to take part iMtireash University research project
specified above. | have had the project explatoede, and | have read the Explanatory
Statement, which | keep for my records.

| understand that: YES | NO

-l will be asked to be interviewed by the researcher O O

- unless | otherwise inform the researcher beforeinberview || O Od
agree to allow the interview to be audio-taped anddeo-taped

- | will be asked to complete a survey asking me aboy| O O
perceived sense of competence relation to profeskieachers
competency standards in Indonesia

- | will be asked to write fortnightly guided reflée¢ jourrals| O O
reflecting my experiences during teaching practicum

-l will be asked to take part in a focus group otap people O O

and

| understand that my participation is voluntargtthcan choose not to participate in part or
all of the project, and that | can withdraw at atgge of the project without being penalised
or disadvantaged in any way.
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and

| understand that any data that the researchea@stirom the interview / focus group /
guestionnaire / survey for use in reports or phelisfindings will not, under any
circumstances, contain names or identifying charetics without my signed consent below.

and/or

I understand that | will be given a transcript afalconcerning me for my approval before it
is included in the write up of the research.

and/or

| understand that | may ask at any time/prior tbligation/ prior to (insert date) / prior to my
giving final consent for my data to be withdrawarfr the project

and/or

| understand that no information | have provideat ttould lead to the identification of any
other individual will be disclosed in any reportsthe project, or to any other party

and

| understand that data from timterview / focus group /transcript / audio recandi/
reflective journalswill be kept in secure storage and accessibledadbearch team. | also
understand that the data will be destroyed aftey@ar period unless | consent to it being
used in future research.

and

| do/do not give permission to be identified by mdiny a pseudonym/ understand | will
remain anonymous at all times in any reports otipations from the project.

Participant’s name:

Signature: Date:
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Appendix 7: Participants’ Complete Demographic Reef

School Placement Working Experience
Name Sex | Age Location Status Locatio‘n Teaching Length
Categories
Selly F 21 | SMP 8 Pekanbaru Public | Urban Yes 1 year
Rike F 22 | SMP 8 Pekanbaru Public | Urban No NA
Ayi F 21 | SMP 9 Pekanbaru Public | Urban Yes 1 year
SMK Taruna
Arel M 21 | Pekanbaru Private | Urban Yes 6 months
Dewinta F 23 | SMA 10 Pekanbaru | Public | Urban Yes 2 years
Nisa F 20 | SMA 10 Pekanbaru | Public | Urban No NA
Elvina F 21 | SMP 8 Pekanbaru Public | Urban No NA
SMP 1 Tapung
Dodi M 21 | Kampar Public | Rural No NA
Maysil F 20 | SMP 9 Pekanbaru Public | Urban No NA
SMA
Muhammadiah
Demire M 23 | Pekanbaru Private | Urban Yes 2 years

303




Appendix 8: Personal Information Form

Full Name:
Contact Number
Email:

Age:

Years of Teaching Experience (if applicable):

Other working experience (if applicable):

Where and as:
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Appendix 9: Pre-Practicum Interview Questions (Rutsh

1. Why did you decide to study English Education a&wRuniversity?

2. Why do you want to be an English teacher?

2.1. Is there any specific experience in your childhdloat inspires you to be an
English teacher?
2.2. Is there any specific experience during you scingothat inspires you to be

an English teacher

3. How do you see the future of English teachers dohesia?

4. In your opinion, how do you define ‘good Englisla¢king’ in the context of English

as a foreign language in Indonesia?

5. How do you define a “professional English teacheffat characteristics do you

think they should have?

6. What were your expectations when you first stameathing practicum?

7. Do you believe that the practicum will meet youpestations? How?
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Appendix 10: Post-Practicum Interview questionsoifpts):

LR

10.

11.

12.

How do you feel after finishing your teaching preictn program? Why?

Are you statified or dissapointed with your teaghpracticum? Why

Did you find what you expected from the practicuxperience?

Can you tell me what kind of roles did you playeastudent teacher during teaching

practicum program?

Having experienced as a student teacher in thaiteapracticum, what is now your

definition on a teacher? What is a teacher?

Can you tell me again, how do you define a goodéssional English teacher?.

Do you think that teaching practicum has changed y@ws on a good english teaching in

the context of English as a foreign language iroihasia.

Do you think that that teaching practicum has cledngpur views on the characteristics of

professional english teacher?

After doing your practicum, do you think that yoeelp dreaming to be a professional English

teacher?

9.1. Isthere any specific experience in your teachiragticum that stregthen your dream
to an English teacher?

9.2. Is there any specific experience during your taaglpracticum that discourage you
to be an English teacher

What do you think the most important aspect tloak lgarn well during your teaching

practicum?

One last question, regarding teachers’ law. Dothnk that the teachers law has lead you

think of being a teacher as your profession?

Do you think that this teacher law can guarantedrtiprovement of English language

teaching in the future?
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Appendix 11: Guided Reflective Journals — Pro Forma

Student’'s Name
Date

Week

Direction:

Please write as much as you can on the followingtgmns reflecting your current
teaching practicum experiences. Your writings coutttus on, but are not limited to, the
following guided questions.

1. In general, how do you feel about the practicuitmne past two weeks? Is there anythin
interesting you learnt or experienéed

2. What kind of processes, events, acts, persongexts, institutions which seemed to be|
influential for the development of your sense ofdmaing an English teacher in the past t

o]
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weeks'

3. What are your expectations from your teachiragficum in the next two weeks?

4. Do you have any additional comments? Feel fvesay it here!

Pekanbaru, ..........coviiiiiinan. 20:
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Appendix 12: Protocols for Focus Group Discussion

Topics for focus group discussion will be basedparticular of interest themes which will
emerge from individual interviews; therefore | cahrpredict them yet at this stage.
However, the topics for focus group discussion mighgn with these three general

questions:

1. What is the most important experience that you dowuring your practicum
experience which you think was important to developr sense of being an English
teacher? Why is it important?

2. What kind of process, events, acts, persons, ctmtéxstitutions which seemed
influential for the development of your understangdon the notion of good English
teacher and professional English teacher in theplasticum?

3. Do you think that the teaching practicum has chdngmur views on the notion of
‘good English teaching’ and ‘professional English¢her? How?
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Appendix 13: List of Questions for Focus Group Dssion

1. Would you say you are satisfied with the curretntagion of the teaching program in

Riau University, with the way things are going on?

(If so) What are you satisfied about? Why is that?

Are there things you are dissatisfied with, thai yeould like to see changed?

4. (If so) What are they? Why is that? How should tblegnge? What kinds of things
would you like to see happen?

5. How about this particular aspect (the role of ymentor teacher). What do you think
about that?

6. Do you think that the role of your mentor teachezgthen your dreams to be a
teacher? Why?

7. How about the role of your university supervisiegther?

8. Some people have said that one important lessolygbduring your teaching
practicum is that the practicum has improved yowtanstanding on how to manage a
class well. Do you agree with that?

9. Some people in the individual interview have sait bne experience that has
strengthened you sense of being a teacher dutaediteg practicum is your students’
respect and approval to you as their teachertli&g way they respect you, the way
they greet you as ‘bapak/ibu’, or when they pregenta bunch of flower in the
teachers day celebration. Do you agree with that?

10.Some of you have reported that your sense of keetegcher has grown up well
during the teaching practicum. Do you agree widt2h

11.Do you think that the term of a ‘good teacher’ syanymous of a ‘professonal
teacher? Why?

12.Some of you said that one of the main roles ofalter is a motivator. What do you
think of this view?

13.Do you still have some more views on what rolesutha good teacher plays?

14.Some of you said that a professional english teadtesn’'t have to be someone with
a fluent English speaking ability. Do you agreehwitiat?

15.Some of you said that teachers certification pnogdaesn’t guarantee the
improvement of Indonesian education quality. Whaydu think?

wnN

310



Appendix 14: Prodi Paling Diminati di UniversitasaR (List of Most Popular Departments
Based on University Entrance Test of Riau Univgrsi2012)

Prodi Paling Diminati di Universitas Riau
Seleksi Nasional Masuk Perguruan Tinggi (2012)

No NAMA PRODI DT PE KEL
1 Manajemen 80 2426 IPS
2 Akuntansi 144 2409 IPS
3 Pend. Biologi 30 1852 IPA
4 Pend. Dokter 24 1772 IPA
5 Ilmu Pemerintahan 36 1514 IPS
6 Pgsd 45 1411 IPS
7 Pend. Bhs. Inggris 30 1377 IPS
8 IImu Komunikasi 36 1295 IPS
9 Ilmu Hukum 135 1210 IPS
10 IImu Administrasi Negara 36 1195 IPS
11 Pend. Matematika 30 1138 IPA
12 Pend. Bahasa, Sastra Indoneia & Daerah 30 1128 IPS
13 limu Keperawatan 24 1117 IPA
14 Teknik Sipil 32 958 IPA
15 Pend. Kimia 30 819 IPA
16 Sosial Ekonomi Pertanian (Agribisnis) 36 804 IPA
17 Ekonomi Pembangunan 256 767 IPS
18 Pend. Ekonomi 30 728 IPS
19 Hubungan Internasional 36 715 IPS
20 Teknik Mesin 24 679 IPA
21 Agroteknologi 72 668 IPA
22 Sosiologi 36 644 IPS
23 Pend. Fisika 30 592 IPA
24 Bimbingan Konseling 15 578 IPS
25 Teknik Elektro 30 507 IPA
26 Teknik Kimia 30 506 IPA
27 Biologi 36 487 IPA
28 Teknologi Hasil Pertanian 36 461 IPA
29 Teknik Arsitek 12 429 IPA
30 Kehutanan 18 413 IPA
31 Pend. Sejarah 30 411 IPS
32 Pend Jasmani Kesehatan & Rekreasi 30 407 IPS
33 Pariwisata 12 382 IPS
34 Teknik Lingkungan 12 367 IPA
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35 Pend. Pancasila & Kewarganegaraan (Ppkn) 30 335 IPS
36 IImu Administrasi Niaga 36 327 IPS
37 Matematika 36 293 IPA
38 Pend Kepelatihan Olahraga 30 201 IPS
39 Kimia 36 238 IPA
40 Paud 45 197 IPS
41 Fisika 36 195 IPA
42 Budidaya Perairan 30 172 IPA
43 Ilmu Kelautan 30 164 IPA
44 Teknologi Hasil PeRikenan 30 161 IPA
45 Pend. Bahasa Jepang 15 160 IPS
46 Manajemen Sumberdaya Perairan 30 142 IPA
47 Sosial Ekonomi PeRikenan 30 135 IPA
48 Pemanfaatan Sumberdaya PeRikenan 30 123 IPA
49 Pend. Luar Sekolah 15 64 IPS

DT : Daya Tampung

PE : Pelamar

Kel : Kelompok

(Adriyanto, 2014)
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