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Ogretmenlik uygulamalari ve okul deneyimleri dJretmen adaylarina
meslege baslamadan 6nce gercek yasam deneyimleri sagladigi igin
oldukga 6nemli bir yere sahiptir. Bu ¢alisma A.B.D’nin Arizona Eyalet
Universitesi'nden mezun olmus ve meslege yeni baslamis 6gretmenlerin
oOgretmenlik uygulamalari ve okul deneyimlerine yonelik goérusleri
incelenmigtir. Nitel arastirma yaklasiminin kullanildidi bu ¢alismada iki ayri
yari-yapilandirilmis derinlemesine ylz ylze gérisme ve bir odak grup
gbrismesi ile 6gretmen gorusleri alinmistir. Verilerin analizi sonucu
dgretmenlik uygulamasi ve okul deneyimi uygulamalarinin, égretmenlerin
meslege baslamadan vyeterli sinif i¢ci deneyimini belli oranda
karsilamaktadir. Bununla birlikte, 6gretmen adaylari bu uygulamalarin
gercek yasam deneyimine hazirlama konusunda daha etkili olabilmesi igin
dnemli oéneriler sunmuslardir. Ogretmenlik uygulamasinin siiresi ve
zamanlamasi da bu ¢alismada vurgu yapilan énemli sonuglardan biridir.
Ogretmenler, dgretmenlik uygulamasinin dénemin en basindan baglamis
olmasinin kendileri &gretmenlige basladijinda dénemin bagini daha
sorunsuz gecirmelerine yardimci oldugunu ifade etmislerdir.  Ayrica
danigsman &gretmenin, dgretmenlik uygulamasi ve okul deneyimindeki
rolinin 6gretmen adaylari ve meslege yeni baglayan 6gretmenler igin olan
Onemi arastirmanin kayda deger sonuglardan biri olarak gikmistir.
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Genis Ozet

Amag

Ogretmen olmak dért yillik lisans egitimi ile tamamlanan bir slre¢ degildir.
Arastirmalar bunun uzun bir stre¢ oldugunu gdstermektedir (Christensen & Fessler, 1992).
Carter ve Doyle (1996) bireylerin 4 ile 7 yillik bir surecte 6gretmenlik kimligine sahip
olabildigini, mesleki 6z-glven, denge saglayabilme ve 6gretmenlik mesleginin gereklikleri ile

diger istekleri arasindaki dengeyi saglayabildiklerini soylemektedirler. Bu suregte
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ogretmenlerin adaylarinin lisans dénemindeki 6gretmenlik uygulamalari onlarin meslege
baslamadan 6nce sinif igi gercek deneyimler edinmesine olanak saglamaktadir. Yapilan
calismalar olumlu 6gretmenlik uygulamasi deneyiminin 6gretmenlerin meslekte kalmalarinda
etkili oldugunu géstermektedir (Green, Hamilton, Kampton, & Ridgeway, 2005; Henke, Chen,
& Geis, 2000; Oh, Ankers, Llamas, & Tomyoy, 2005).

Lucas (1997) o&gretmenligi “sadece akademik egitimle uzmanlasilamayacak
uygulamal bir sanat” (s.271) olarak tanimlamakta, 6gretmenlik uygulamalari ve okul
deneyimlerinin dnemine vurgu yapmaktadir. Ogretmen adaylari, 6gretmen olmayi yaparak
yasayarak, deneme-yanilma, g6zlem vyaparak ve uzman birisinin danismanhgdinda

uygulamalar yaparak dgrenirler (Lucas, 1997; Vartuli ve Rohs, 2009; Hoffman v.d. 2005).

Okul deneyimi ve uygulamalarinin 6gretmen ve o6gretmen adaylarinin meslege yonelik
tutumlarini etkiledigi bilinmektedir. Calismalar olumlu okul deneyimi ve uygulamalari
deneyimine sahip 6gretmen ve 6gretmen adaylarinin meslegi tercih etmede, meslege
baslamada ve mesledgi devam ettirmede daha istekli olduklarini géstermektedir (Henke,
Chen, ve Geis, 2000; Green, Hamilton, Kampton, ve Ridgeway 2005; Oh, Ankers, Llamas ve
Tomyoy, 2005). Ayrica lisans donemi danisman esligindeki okul deneyimi ve 6gretmenlik
uygulamasi deneyimine sahip olan ve olmayanlarla yapilan bir calismada deneyime sahip
olanlarin atanma yeterliklerinin, is doyumlarinin, profesyonel iliski kurma becerilerinin daha

yuksek oldugu bulunmustur(Oh, Ankers, Llamas ve Tomyoy, 2005).

Ogretmenler meslege yeni bagladiklarinda igsel ve digsal pek cok zorlukla
karsilagsmaktadirlar. Mesleki kimliklerini olugturmaya c¢alisirlarken ayni zamanda 6grencilerin
istek ve ihtiyaglarini, okul ydnetiminin talep ve beklentilerini kargilamaya c¢alismaktadirlar.
Bununla birlikte okul kdltiriine uyum saglayip, onun bir pargasi olmak icin blyUk bir ¢aba
icine girmektedirler. Bu galismanin amaci lisans egitimi sirasinda gerceklesen 6gretmenlik

uygulamalarinin meslege yeni baglayan 6gretmenler Gzerindeki etkilerini incelemektir.
Yoéntem

Calisma nitel arastirma yaklasimi kullanilarak yUrGtilmustir. Bu kapsamda mesleki
deneyimleri 1-3 yil arasinda degisen bes erken cocukluk egitimi 6gretmeni ile iki ayri yari-
yapilandiriimig derinlemesine yuzylze goérisme ve bir odak grup goérismesi yapilmigtir.
Katiimcilar 6grenim gordikleri Universitede mezun olmadan o6nce 3 somestr boyunca
haftallk 6’sar saatten 12 haftallk okul deneyimini tamamlamak zorundaydilar. Bununla
beraber bir sémestr boyunca 4 haftalik anaokulu ve ayrica 11 haftalik anasinifi — 3. sinif

ogretmenlik uygulamasini tamamlamalari gerekiyordu.

Calisma verileri tematik analiz (Reissman, 2008; Aranson, 1994; Boyatzis, 1998)

yontemi ile analiz edilmistir. Analizler sonucunda ortak temalar olusturulmus ve veriler
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kategoriler altinda raporlastiriimistir. Temalar ve kategoriler arastirmaci ve alanda uzman biri

tarafindan belirlenmisgtir.
Bulgular
Okul Deneyimi

Okul Deneyiminin amaci, O6gretmen adayina gergek sinif ortamini gozlemleme,
etkilesimde bulunma ve 6gretmenlik uygulamasi éncesi deneyim kazanma firsati sunmaktir.
Katiimcilar genel olarak okul deneyimlerine yonelik olumsuz fikir beyan etmigler ve bu
deneyimlerinin amagclandigi gibi sonuglar ortaya koymadigini ifade etmiglerdir. Ogretmen

Belle, bu dislncesini su sekilde ifade etmistir.

...S0yledigim gibi bir 6gretmen bana tahtaya yazi yazdirdi ve kopyalama
yaptirdi. Yani beni [6gretmen adayi olarak degil] daha ¢ok gonullu birisi oraya

gitmis gibi gordu. (Belle)

Katilimcilar sinifta gecirilen zamani yeterli bulmadiklarini ve bu kadar sinirli zamanin
sinif 6gretmeni veya cocuklarla iliski kurmak icin yeterli olmadigini ifade etmislerdir. Bu

distincelerinin bir bélimdndn de sinif 6gretmeniyle iliskili oldugunun altini gizmislerdir.
Ogretmenlik Uygulamasi

Ogretmenlik uygulamasi 6gretmen adaylarinin lisans derslerinde 6grenemeyecekleri
pratik bilgiyi ve deneyimleri kazanabilecekleri 6zgun bir uygulamadir. Meijer, Zanting ve
Verloop (2002) 6gretmen adaylarinin bu slirecte daha ¢ok pratikte kullanabilecekleri kurallar
ve ipuclarina odaklandiklarini ifade etmektedirler. Bununla iligkili olarak Belle sadece

uygulamada 6grendigi bir deneyim ve bilgisinden bahsetmigtir:

Cok komik ama size g¢ocugun sacindaki biti farkedip bulabilmenizi

Ogretecek bir ders yok. Bunu sadece deneyim ile elde edebilirsiniz. (Belle)

Meslege yeni baglayan dgdretmenler siklikla tim bir okul yilini basindan sonuna kadar
gormenin éneminden bahsederler (Evart ve Straw, 2005). Belle de tim bir yili deneyimlemis

olmanin faydalarindan bahsetmisgtir.

Dénemin basinda gittim. Harikaydi. Dénem baglangicini gdrebilmek o

kadar ¢ok yardimci oldu ki bana.

Bahar doneminde ogretmenlik uygulamasina baslayan Libby donem baslangicini
goérmemis. Kendi sinifinda &6gretmenlik yapmaya basladiginda bu deneyimsizliginden
kaynakl olarak o6zellikle (sinif ortamini dizenleme, sinif kurallarini olusturma, vb. )

zorlanmustir.
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Ogretmenlerin 6gretmenlik uygulamasi siirecindeki rolleri

Ogretmenlerin danismanligi éJretmen adaylarinin deneyimlerinde oldukga énemlidir.
Ornegin, Belle eger bir 6gretmen adayi dégretmenlik uygulamasi deneyimini olumsuz gegirir
ve meslekteki ilk yilinda destek almazsa meslegi birakabilecegini ifade etmistir. Bu sirecte
de iyi bir 6gretmen adayr — ogretmen iligkisinin ilk 6gretmenlik yilinda oldukga 6nemli

olduguna vurgu yapmistir.
Eger sevmezsen [meslegi], bu meslekte kalmazsin. ....ilk yil korktucudur.

Libby yaninda staj yaptigi 6gretmeni ile annesi araciligi ile 6gretmenlik uygulamasina
baslamadan 6nce tanismis oldugunu ve dgretmeni hakkinda fazla bilgiye sahip olmadigini
ifade etmigtir. Sonug¢ olarak 6gretme bicimleri ve kigilikleri agisindan ¢ok uyumlu olduklari
ortaya cikmistir. Bununla iligkili olarak da 6gretmen adaylarinin olumlu ya da olumsuz
danisman o6gretmeninin Ozelliklerinin meslekte kalma dustincesinde etkili olacagini ifade

etmigtir.

Benim igcin mukemmeldi ¢iunki ¢ok benzer egitim felsefesine sahiptik. Yani cok

sansliydim...
Tartigsma
Okul Deneyimi

Bu calismanin katihmcilari genel olarak okul deneyiminden ¢ok fazla faydalanamamis
ve okul deneyimi pek cok sebepten dolayi amacina ulasamamistir. Ogretmen ve égrenci
eslestirmeleri, zaman kisitlamasi ve alinan derslerle iligkilendiriimemis olmasi okul

deneyiminin amacina ulasamamasindaki sebeplerden birkag tanesi olarak belirlenmistir.
Ogretmenlik Uygulamasi

Pek cok arastirmaci 6gretmenlik uygulamasinin dneminden bahsetmekte (Cochran-
Smith, 2006; Green, Hamilton, Kampton, & Ridgeway, 2005; Schempp, Sparkes, and
Templin, 1999; Zeichner & Conclin, 2008) ve 6zellikle 6gretmenlik uygulamasinin 6gretmen
adaylarina sosyal agidan birebir deneyim kazanmalarinda onlarin 6grenmelerini daha etkili

hale getirdigi sdylenebilir.

Schulz (2005) égretmenlik uygulamasinin 6gretmen adaylarinin ‘bir 6gretmenin batin
gorevlerini’ gormesine olanak sagladigini sOylemektedir. Fakat, bunun icin 6gretmen
adaylarinin donemleri en basinda itibaren 6gretmenle beraber ve daha uzun sureli olarak
deneyimlemeleri gerekmektedir. Bu aragtirmanin katiimcilari da bunu destekleyici ifadelerde
bulunmuslardir. Katiimcilardan biri 6gretmenlik uygulamasindaki deneyimi ‘buzdaginin
géranen kismr’ olarak nitelendirmis ve 6gretmenlie bagsladiktan sonra buzdaginin altini

gorduguna ifade etmistir.
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Calismanin baska 6nemli bir noktasi ise 6gretmen adaylarinin tam anlamiyla kendi
istedikleri uygulamalari yapamamalaridir. Bunun bir sebebi danisman d&gretmenlerin
ogretmen adaylarina kendi yontem ve tekniklerini dayatmaya ¢alismalari ve bir digeri ise

o0gretmen adaylarina geri bildirim vermemeleridir.

Bir diger énemli sonug ise olumsuz okul deneyimi ve 6gretmenlik uygulamalarinin

ogretmen adaylarinin é6gretmenligi yapma konusunda caydirici bir etkiye sahip oldugudur.
Ogretmenlik Uygulamasi Siiresi

Ogretmenlik uygulamasina cocuklarla birlikte (Agustos) degil de 6gretmenlerle
beraber (Haziran) baslayan katilimcilarin 6gretmenlige basladiklarinda daha kolay bir gegis

yaptiklari belirlenmigtir.
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Introduction

Becoming a teacher does not occur in just four years of college education.
Instead research suggests it is rather a long process (Christensen & Fessler, 1992).
Carter and Doyle (1996) state that “...it takes, on average, from 4 to 7 years for
teachers to achieve a sense of identity with teaching, gain a feeling of confidence
and stabilization, and reach a balance between teaching demands and other
interests.” Student teaching experiences provides beginning teachers with real in-
classroom experiences before they enter the profession. Studies also suggest that
beginning teachers with favorable field experiences and student teaching
experiences are more likely to stay in the profession (Green, Hamilton, Kampton, &
Ridgeway, 2005; Henke, Chen, & Geis, 2000; Oh, Ankers, Llamas, & Tomyoy, 2005).

* This article is compiled from the author's PHD thesis.
* Corresponding author’s address: Trabzon University, Fatih Faculty of Education,
e-posta: mergisi@trabzon.edu.tr
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McLean (1999) underlines the role and importance of student teaching to
beginning teachers’ initial experiences in the field. Contemporary teacher education
programs now stress field experience and require their students to participate in an
extensive field experience throughout their program. Yet, the amount and the
timeline for field experience vary greatly among programs. Darling-Hammond,
Hammerness, Grossman, Rust, and Shulman (2005) elucidate the variety of pre-
service teaching options and maintain that both the amount and timing of student
teaching experiences effect beginning teachers’ practice. But once again, there is
little empirical data that could, with certainty, declare the best context for these
internships or specify the optimal amount of time to help a prospective new teacher
become more proficient at the outset of their career.

The purpose of this qualitative study is to explore and better understand the
impact of field experiences and student teaching on beginning teachers’ experiences
as emerging professionals. When beginning teachers enter the field, they face many
difficulties that can be both internal and external. (Kane and Francis, 2013; Melasalmi
and Husu, 2018) While they are trying to define/refine their professional identity as a
teacher (Xu, 2013), they also struggle to meet their students’ needs, to meet the
requirements of being a member of a school community, and to meet with the
expectations of the school administration. The ability to manage all these demands
may rest, in part, on their prior experience as a student teacher. Further, their
resilience may depend on other factors, such as their preparation in the university in
general, their current school environment, their support at school, and their support
from family and friends at home.

This paper specifically inquires the following question: What effects do
beginning teachers perceive that their split-student teaching experiences have on
their experience as a new teacher?

Research Regarding Field Experience in Teacher Preparation

Lucas (1997) places heavy emphasis on field experience and describes
teaching as a “practical art unlikely to be mastered through academic study” (p.271).
In this practical art, teacher candidates can learn how to become a teacher through
observation and supervised practice through first-hand experience, and trial and
error. Vartuli and Rohs (2009) suggest that “when fieldwork and coursework were
combined as in the study teacher education program, prospective teachers apply
what they learn in class to real-life experiences and learning enhanced” (p.323). With
ongoing support, guidance, and feedback from mentors during the apprenticeship,
novices are able to improve their newly acquired skills related to one’s major are
vitally important when an individual moves into their teaching career (Hoffman et al.
2005).

Student teaching also creates a positive attitude among individuals who are
already in the profession. Henke, Chen, and Geis (2000) interviewed 11,200 third-
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year teachers, as part of the 1993 National Postsecondary Student Aid Study, and
these interviews revealed that teachers who had student teaching experiences would
more likely choose a teaching career again, if they were given a choice.

Green, Hamilton, Kampton, and Ridgeway (2005) conducted an inquiry to
explore factors of retention and attrition on graduates of a five-year program.
Students of this program completed their student teaching in two placements—8
weeks in the fall semester and 14 weeks in the spring semester—in the fifth year of
the program. In response to a question, participants of this study typically stated that
student teaching experience was highly effectual in preparing them for their teaching
career. On the other hand, graduates who did not start their teaching career or who
left the profession reported unfavorable student teaching experience as one the
reasons for their career choice. In conclusion, researchers of this study maintain that
graduates’ positive attitude toward the program was due to their student teaching
experience.

To understand one student teacher’'s experience during student teaching,
Rushton (2001) did a case study with a 22-year-old female student teacher. By
utilizing in-depth interviews, reflections, and discussion, Rushton concluded that the
participant’s view on teaching and life in general was deeply affected by this
experience. Starting her student teaching with great confidence, she later found
herself questioning her confidence. Her satisfaction toward the program also
changed as she moved forward in her student teaching. While she felt that the
university had prepared her for student teaching and her inner-city placement, this
attitude changed toward a more negative one. Dealing with children with diverse
background and problems is one of the reasons for her frustration with the program.
On the other hand, she benefited from the challenges she encountered in her
classroom.

In another study, Bullough et al., (2002) compared two different types of
student teaching placements. In this study, 21 pre-service student teachers were
interviewed to compare the effectiveness of solo-placement versus partner-
placement student teaching. In solo-placement, student teachers received less
intervention by their mentor teachers; whereas, in partner-placement, the mentor
teacher was much more involved in the student teachers’ teaching. The data
revealed that student teachers who worked in the partner-placement program felt
more positive and confident about their teaching than those in the solo-placement
program. Moreover, partner-placement students stated that they felt they were
supported emotionally more than their counterparts. While single-placement student
teachers expressed emotional isolation and struggled more in maintaining discipline
in the classroom.

Oh, Ankers, Llamas, and Tomyoy (2005) was conducted a study with 204 in-
service teachers in regard to their student teaching and its effects on their career
goals, effective measures, and classroom teaching. Data for this study were
collected from teachers who had pre-service student teaching and who did not, and
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researchers compared the data among these two groups. Teachers who had pre-
service student teaching experience were more likely to be credentialed, 82%,
compared to those entered the profession without pre-service student teaching
experience, 39%. Beginning teachers with pre-service student teacher were highly
satisfied with their job, while job satisfaction of their counterparts was significantly
lower.

Furthermore, teachers who had pre-service student teaching stated that their
student teaching experiences were very helpful in their job. On the other hand, while
there were differences between these two groups in terms of efficacy, enjoyment of
classroom teaching, staying in teaching, and building professional relationships, the
differences were not found to be statistically significant. However, those who had
student teaching with continuous support and mentorship reported a substantial
difference on their intention to stay in the profession compared to those who had
little, or no support or mentorship. In summary, the results of this research indicate
positive long-term outcomes influenced by pre-service student teaching on beginning
teachers’ job satisfaction and teacher retention, especially with the help of constant
mentorship (Oh, Ankers, Llamas, & Tomyoy, 2005).

A cohort model “in which a group of students begin and end the program of
study together by taking a prescribed sequence of courses” (Locklear, Davis, &
Covington, 2009) is used in Arizona State University’s (ASU) teacher education
program. Pre-service education of teachers includes internships and student
teaching or field experience, which is usually completed during the last year of
preparation. Unlike many pre-service teacher education programs, ASU’s Early
Childhood teacher education program required its students to have three internships
and two student teaching experiences — preschool and K-3® — before their
graduation.

Method
Data collection tools

The data collection method used for this study was qualitative. Two interview
types — two face-to-face individual semi-structured in-depth interviews (Kvale, 2009;
Gerson and Horowitz, 2002; Taylor and Bogdan, 1984) with each participant and one
focus group discussion (Kvale, 2009) — were utilized to collect the relevant data for
this study. Face-to-face interview questions were formulated by the researcher and a
professional in the field, and focus group discussion questions were formulated after
completion of first and second sets of individual interviews. Focus group interview
was done after individual interviews to discuss the common, crucial themes that
emerged in the first and second round interviews; to discuss some untouched themes
that are considered to be important by the researcher; and to discuss some issues
that participants disagreed on, and clarify the reasons for their disagreements. All
collected data were transcribed verbatim in order to be coded and analyzed.
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Participants

Five teachers employed in a southwestern U.S. state — three second-year and
two third-year teachers who were graduates of ASU’s Early Childhood Teacher
Education Program — are chosen as participants among those who wanted to
participate. Recruitment of participants was done through ASU’s records and a
participant recruitment letter was sent via e-mail. After individuals responded to the
e-mail 5 of them were found to be qualified for this study. All five participants in the
study were beginning teachers employed in Preschool-K-3 grade level classrooms
at the time of interviews. Table 1 provides specific information on the profile of each
participant.

Table 1. Participants’ field experiences

Name Age Experience Type of School
Preschool: 4 weeks Public School: Preschool
Belle 41
K-3: 11 weeks Public School: Kindergarten
Preschool: 9 weeks Public School: Preschool
Olive 25 _ _
K-3: 16 weeks S. America: Kindergarten
_ Preschool: 4 weeks  Public School: Preschool
Libby 25 _ _
K-3: 11 weeks Public School: Kindergarten
_ Preschool: 4 weeks  Public School: Preschool
Sofia 28 . .
K-3: 11 weeks Public School: Kindergarten
Preschool: 4 weeks Public School: Preschool
Kayla 25 .
K-3: 11 weeks Public School: 3" grade
Analysis

Results of this study are presented through common themes that emerged
throughout the individual and focus group interviews. Based on interview data
analysis, a professional in the field and the researcher identified themes and
categories. Thematic analysis (Reissman, 2008; Aranson, 1994; Boyatzis, 1998) — a
form of analysis in which data is fragmented into thematic categories — is employed.
Aranson (1994) describes thematic analysis in the following process: a) After
collecting data, researchers form thematic analyses by listing patterns of experiences
from transcribed conversations through paraphrasing core ideas and using direct
quotes from participants. b) In the next step, researchers “identify all data that relate
to the already classified patterns” and then related patterns are combined under sub-
themes. The aim of theme formation is to get a comprehensive picture of
participants’ collective experiences based on their stories. c) As the last step,
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Aronson suggests that the researcher should establish a valid argument on these
themes by referring to the related literature to form the stories. In conclusion, she
maintains that “a developed story line helps the reader to comprehend the process,
understanding, and motivation of the interviewer.” (para. 9).

Results

Results of this study were presented in the following categories: Internship,
student teaching, and mentor’s role during student teaching.
Internships

The goal of internships is to provide students with opportunities to observe and
engage in real classroom practices and gain experience before their student teaching
assignments. Students enrolled in Early Childhood Teacher Education Program at
ASU needed to complete three internships, for six hours a week for 12 weeks each
semester. Several grievances emerged throughout interviews regarding their
internship experiences. Overall dissatisfaction toward internship was the belief that
they were not as effective as they were supposed to be. It seems that internships did
not serve their purpose for some of these teacher candidates.

Maybe it could be integrated a little bit more, maybe the
assignments with the internships. | think that would help the student as
well as your teacher that your interning with. Because as | said, one
teacher had me work on the bulletin board and copying. So had she
seen me more than just a volunteer going in there. (Belle)

Time spent in the classroom for internships is not enough to establish a
relationship with teachers or students. All five participants reported some complexity
regarding their internship experiences, although they highlighted the role of the
teacher they interned with.

Especially in the earlier internships, like in my first, | wasn’t really
doing any teaching at all. And | think | hadn’t developed early
relationships with teachers, so it was harder for me to, her give me the
space like time to teach something. And then at the Head Start they
were really nice and they kind of let me, you know, do what | needed to
do. .... So, | think a lot of that part of it depends on how great your
mentor teacher is that you are interning with. (Libby)

Student teaching

Student teaching is a unique experience during which student teachers gain
practical knowledge and experience that is not learned in their courses. “Although
they often observe their mentor teachers’ lessons, student teachers are particularly
interested in learning rules of thumb and tips for their own lessons” (Meijer, Zanting,
& Verloop, 2002, p.406).
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Belle who teaches in a public kindergarten in a low-socio-economic
neighborhood talks about a knowledge that was only learned with practice.

It is funny, we say that ‘there is not a class to teach you how to
detect lice in children’s hair.” There is not important classes like that,
instead you gain from experience. You go and do your student
teaching, but that the first year being thrown into a classroom, there is
absolutely no preparation for that. (Belle)

Sofia, on the other hand, mentioned about “the little things” that made a big
difference in her teaching. She learned these little tricks from her mentor teacher and
other more experienced colleagues. Although she has been in the teaching
profession for three years, she is still willing to learn as much as she can from more
experienced teachers.

| definitely think that for values that she taught me and true things
that she taught me with classroom management. And that it is definitely
where | think | took most of it, classroom management, because | mean
| knew the content. And little tricks, little things to say, little things to do.
They don’t teach you know. Like little, songs to sing to kids, they don’t
understand, and | think the little things are kept out and she showed me
a lot of those little tricks, and that kind of stuff. | think that was, those
little things | still keep with me, and show other people as much as |
can. They want to know. (Sofia)

Beginning teachers often emphasizes importance of seeing the whole process
that happens in an academic school year. Preservice teachers who participated in a
study conducted by Evart and Straw (2005), similarly, expressed their concern
regarding not seeing the whole process such as the end of year pressure. Talking
about her K-3 student teaching experience, Belle felt she vastly benefited from this
experience since she had an opportunity to see the beginning of a school year.

| went in the beginning of the year. That was awesome. It was so
helpful to be able see the beginning. Because that is another thing.
Beginning of the year —whew — you do not know or realize what to do in
the beginning of the year. So | went with her, | met her at the end of the
year, and we talked, because we are a year around school. We talked
about ‘Ok, do you want to come to start to meeting?’ So | went starting
from the first day, her initial meeting. And from then on | saw what it
took to start to open up your classroom, what you need to do and that.
When | was thrown into it | was like ‘what, | need to do what?’ (Belle)

Having done her student teaching in the spring semester, Libby did not see all
the beginning processes that started in the fall. As she started teaching her own
classroom, she realized the difficulties (setting up the classroom and establishing
classroom rules, etc.) that were the result of lack of experience for the fall semester:
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When | student taught it was in the spring so | really didn’t
experience that part of the year. Like where the teacher is setting up the
expectations, and | mean she helped me understand like the
procedures for, you know, when different things happen; you know how
you deal with them. But | wasn’t there when she was setting up the
classroom expectations. So | think that would be a really important thing
for new teachers to learn. (Libby)

The role of the mentors during student teaching

Mentorship and mentors holds a significant role in the experience of student
teachers (Akdag, 2014; Schuck et.al.., 2018). Student teachers’ experience with their
mentor and guidance from them help to form their identity as a teacher. For
example, Belle feels that if one does not like her/his student teaching experience and
did not get support in the first year of teaching, s/he will not stay in the profession.
Therefore, she put a huge importance on the role of the student teaching experience
and support in the first year of teaching:

If don’t love it, you are not gonna stick with it. | think going through
that if you don’t get the full experience, like | said, that first year is
frightening. And I'd imagine we lose a lot of teachers if there is no
support. Because, it is overwhelming. (Belle)

Having an excellent relationship with her student teacher-mentor, Belle feels this
was an important impact on her decision to teach in the school she is working
currently:

There is a reason that | am at that school. | am there because of
her. The experience | had, | just fell in love with her, the kids, staff,
school, with everything. She is an awesome teacher. And | would just
sit back kind of in an amazement.

She has been teaching for 15 years now. And it was, that was an
awesome experience. (Belle)

Because Libby’s student teaching was arranged through her mother, she was
previously familiar with her mentor teacher, but didn’t know her all that well. It turned
out there teaching style and personalities were a perfect match.

She was the perfect person for me to be with, because we had like
very similar teaching philosophy. | mean | was just really lucky, | have
resources, and you know my mom knew teachers and things like that.
(Libby)

Moreover, this experience might have an effect on their decision to stay or
leave the profession. Referring to her student teaching experience with her mentor,
she implied that student teachers with negative mentor teacher experience might not
have started teaching in the first place..
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Discussion

As presented under results, discussion is also presented under the following
categories: Internship, student teaching, and lenght of student teaching.
Internships

Commonly, participants of this study did not feel a great benefit from
internships before they started their student teaching. Internships did not serve their
purpose for a variety of reasons , which is parallel to Boz and Boz's (2006) results.
These include the view of the placement teacher toward interns, time limitations, and
lack of connections to the courses taken. If it is arranged well, it is possible that
internships have a huge impact on students’ learning, and students’ experience in the
program and can influence their beginning career. There | would suggest, consistent
with participants’ statements, that internship should be integrated within a course
taken at the time. Therefore, students will have an opportunity to integrate learning
activity into academic or theoretical content (Gallego, 2001; Shepel, 1995). For
example, classroom management or special education courses — areas where
participants of this study struggled most in their beginning years in classroom — could
be two of those courses. Second, interns can be seriously encouraged to use this
opportunity to find a mentor for their student teaching. If the internship is integrated
with management class, this also can be an opportunity for students to find a mentor
whose classroom management and discipline philosophy will match theirs.
Therefore, since they will already be equipped with classroom management and
discipline skills learned from their student teaching, instead of trying to develop this
skill in their first year. Thus, internships should be designed in way that will be more
effective for students in the program.

Student teaching

Many researchers emphasize the role and experience of student teaching
(Cochran-Smith, 2006; Green, Hamilton, Kampton, & Ridgeway, 2005; Schempp,
Sparkes, and Templin, 1999; Zeichner & Conclin, 2008). One aspect of student
teaching is that it gives student teachers an opportunity to gain direct experience
through social involvement and to make learning more effective (Wegner, 1998).

Schulz (2005) points out that student teaching enables prospective teachers
“to understand the full scope of a teacher’s role” (p.160). | agree with this statement
with caution. Participants of this study maintained that they were not aware of some
aspects of teachers’ roles when they started teaching, even though these teachers
completed their internships and student teaching assignments successfully in the
program. Parallel to Mahmood’s (2013), one participant maintained that the program
did not give a realistic view of teaching after graduation, and she expressed her view
as:
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| imagine an iceberg. The tip of the iceberg is where you can
actually see, is like your lesson planning, and teaching. Teaching,
because teaching is teaching, you are making kids learn things. And
then the iceberg the below water is 12 times bigger than that. And all
the other crap of teaching, from newsletters. | think you have to be
prepared for the fact that it is time consuming and hard, and you have
to really check yourself to see if this is really that you wanna do. This is
kind of like sink or swim thing, this is truth of the teaching. Teaching is
hard, it is hard finding a job, you need to set yourself out, set yourself
out and figure out if you are really gonna do this or not. (Kayla)

For student teachers who began the student teaching apprenticeship mid-year,
the experience did not closely mirror that of real life as parallel to Oztirk and
Yildinm’s (2014) results. This is because the student teacher steps into a classroom
that is already functioning well. For example, the physical environment has been set
up and all the rules and curriculum are in place. This has both positive and negative
outcomes for student teachers. First of all, this environment is sheltered and they are
allowed to make mistakes during this learning opportunity. They learn from their
mistakes with constructive feedback from their mentor teacher. Secondly, in this
safe, meaning-making environment they find a chance to develop a professional
identity, which might be hard otherwise (Shepel, 1995). As they become comfortable
in the teaching environment, they gain self-efficacy (Hong, 2010) and form their
identities (Lee et.al., 2012; Melasalmi and Husu, 2018). Research shows that
students who have had negative student teaching experiences or no student
teaching experience at all are less likely to enter the profession or stay in the
profession after the first year (Hong, 2010; Oh, Ankers, Llamas, & Tomyoy, 2005;
Timostsuk & Ugaste, 2010).

Pointing out the negative outcomes of student teaching in a sheltered
environment is also important. For example, some mentor teachers might expect
student teachers to mimic their teaching style. In this situation, student teachers
would have “little room to develop their own practice and would have to fit into a fairly
tight mold structured by their cooperating teachers” (Valencia, et al. 2009, p.310). On
the contrary, some mentors believe that student teachers learn through trial and error
and momentarily leave while student teachers take over the classroom (Valencia et
al. 2009). The downside of this idea is that student teachers do not get constructive
feedback to improve their teaching practices, they might feel emotional isolation, and
they might struggle with classroom discipline. (Bullough et al., 2002). Schulz (2005)
suggests that programs should “ensure that teacher candidates are placed with
collaborating teachers who question and study their own practice, and invite teacher
candidates to do the same (p.164). Perspectives on this topic varied among the
participants in this study. One of them struggled with emotional isolation and issues
related to classroom discipline. One had great support and constructivist feedback.
Another stated she had very similar classroom practices to her mentor. Thus, results
confirm the importance of a balanced and supportive (Pfitzner-Eden, 2016; Schuck
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et.al., 2018) relationship between student teacher — mentor relationships to be able
to construct high self-efficacy.

Completing student teaching assignments only in spring or fall was also
commonly discussed by participants. Having experienced only one semester of
student teaching, participants felt a lack of experience and knowledge. Again, which
semester the student teaching occurred in also made a difference. Candidates who
did their student teaching in spring expressed a more dramatic negative start in their
first year of teaching. They felt there was a definite disadvantage of starting their
student teaching after the academic year started. This is because student teachers
do not see the beginning process of classroom set-up such as the physical
arrangement of the room and establishing procedures and instilling the rules to a new
cohort of children. Consequently, the teachers who apprenticed in the spring
semester tended to struggle more in their first year of teaching thank the student
teachers who completed this experience in the fall (Burke, 2004).

Some participants implied that while a positive student teaching experience
eased the transition from college to the teaching profession, a negative student
teaching experience might keep graduates from entering the profession. Finding
similar outcomes, Green et al. (2005) outlined the importance of positive student
teaching on retention, and negative student teaching experience on leaving the
profession (Timostsuk & Ugaste, 2010). As student teaching has such a huge impact
on beginning teachers’ decision before they enter teaching career, participants
highlighted that some aspects of student teaching could be improved.

Another suggestion pertains to student teaching in a preschool setting. Some
of the participants expressed a change of view toward preschool placement. They
originally saw preschool teaching as “babysitting.” Education of very young children
and pre-schooled aged children are commonly marginalized and teachers for young
children are seen as babysitters (Ciyer, Nagasawa, Swadener, & Patet, 2010). Also
preschool student teaching caused a shift in student teachers’ views from
“babysitting” to “complex and important for later schooling”. One participant put it as:

It was awesome. | loved it. | was actually super mad, when I
learned we were gonna do preschool. | was like ‘I don’t wanna waste
my time on preschool, because it is babysitting, | don’t wanna do it’. |
was like really irritated. And after, | was like ‘It was amazing, | was so
happy’. So it was, | loved it. | think it taught me a lot. And | think even if
you don’t like end up teaching in preschool, knowing where kids come
from that, it helps you. You like, ‘Oh, they should have learned, like fine
motor skills, they should have learned it in the preschool’. If they didn't,
that is because they didn’t learn in preschool. So, sometimes you use
that kind of stuff, in your classroom for the kids that don’t have that.

Although their viewpoint changed toward preschool teaching, most of them were
not willing to teach below kindergarten. It is intriguing to say that among five
participants, only one teacher taught in preschool at the time of interviews. In light of
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these findings it can be concluded that a required preschool student teaching is an
effective way to change the perception regarding education of young children under
the age of five. Furthermore, it is also desirable that student teachers should also
have a quality experience in a setting for very young children. Finally, |1 have to
emphasize that student teachers should be placed in a preschool that will allow this
change of view. As one might predict not all preschool settings offer quality
education and care, and an experience in such places will only validate their view
instead of a change.

Length of student teaching

Individuals who participated in the study stated the length and timing for their
student teaching affected their practice as a first year teacher, which was also
claimed by Darling-Hammond, Hammerness, Grossman, Rust, and Shulman (2005)
and also Mogharreban, Myintyre, and Raisor (2010).

Participants who started their student teaching earlier than they were
required—for example, starting in July instead of August—stated that attending school
meetings with their mentors before the semester started was a big help in their
understanding of the beginning-the-year process. They also helped their mentor
teacher set up the classroom before students arrived. Seeing the whole process
from the beginning, they had less difficulty with their classroom set-up. For example,
Kayla started her student teaching experience during the fall semester and started
prior to the beginning of the year with her mentor teacher: She assisted her mentor
teacher in setting up the classroom. She attended all the meetings with him. She met
him regularly to plan. She also received feedback from him on a regular basis.
Additionally, because she agreed with his classroom management philosophy and
techniques, she acquired a great deal of these tools from him. Thus, among all
participants, Kayla, who stated the importance of being prepared for the classroom
well ahead of the time, reported fewer problems in her beginning years, and she had
a much better first year of teaching than other participants.

In light of these findings, | propose that students should be taught about the
importance of attending meetings, if possible, with their mentor teacher. They should
be encouraged to ask their mentor teacher to see the process before the semesters
starts for children. They should be given information regarding the challenges that
they might encounter. These include parents’ over involvement or under involvement,
dynamics in the school, and relationships with colleagues.

Conclusions
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Analysis of the data suggests that a positive student teaching experience—like
the experiences of some of these participants—made a difference in their decision to
enter teaching. As also emphasized by Darling-Hammond, Chung, and Frelow,
(2002), positive student teaching experience resulted in this study’s participants’
development of strong self-efficacy related to teaching and preparedness which
inspire them to enter teaching.

Although, they felt improvement of their skills in the program, they also stated
that a program cannot fully prepare someone for her/his teaching career, since there
are many other factors such as student population, support from the administration,
and grade changes every year that might determine beginning years of experience.
Participants of this study were in either second or third year of teaching. Therefore,
they started their teaching career and managed to stay in teaching for two or three
years. All of them reported a love for students and teaching, and an eagerness to
stay in teaching. There is also a need to do studies with graduates who did not enter
a teaching career or just quit teaching in their beginning years. It is also important to
get an understanding of their views toward the program and of the student teaching
experience.
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