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Abstract

Problem Statement: The teaching practicum is an indispensable component
of initial-teacher education programs. However, students who go through
the teaching practicum have some concerns related to their experience.
They have a number of worries and anxieties, resulting in high levels of
stress. Various factors may lead students to be anxious about the teaching
practicum such as methods used in their teaching, classroom management
and materials, or inconsistencies in the way students are evaluated by
mentors or supervisors.

Purpose of Study: This study aims to find out student teachers’ anxiety
regarding the teaching practicum, what the possible sources of anxiety for
student teachers are, and how different genders are affected.

Method: For this purpose, a student teacher anxiety scale has been used for
data collection as well as student teachers” interviews. Participants are 101
student teachers in an English Language Teaching department of a Faculty
of Education.

Findings and Results: The findings reveal that student teachers are anxious
about factors such as evaluation, classroom management, pedagogy and
staff relations. Next, they are more anxious about evaluation and
classroom management than pedagogy and staff relations, and female
student teachers are more anxious compared to their male counterparts in
the teaching practicum. Our findings also reveal that student teachers’
anxiety before and while undergoing their teaching practicum may be

* This article is based on a paper presented in the 1¢t Istanbul Arel University International
ELT Conference, 29-30 May, 2009, Istanbul, Turkey.

" Asst. Prof. Dr., Pamukkale University, Faculty of Education, Denizli-TURKEY,
tpaker@gmail.com

207



208 | Turan Paker

caused by some inconsistencies: the way student teachers are assessed and
evaluated, varying expectations of mentors and supervisors related to their
performance in class, lack of conformity among mentors regarding their
approach to teaching practice, and finally, the poor quality of feedback
given to student teachers by their mentors and supervisors.

Recommendation: Findings point to the need for mentors and supervisors to
become fully aware of the anxieties held by student teachers. They should
review their role in preventing unnecessary problems occurring in the
process of the teaching practicum and help student teachers go through the
process smoothly by providing necessary feedback.

Keywords: student teacher anxiety, stress in the teaching practicum,
teaching practicum, student teacher

The teaching practicum is an indispensable component of initial-teacher
education programs. MecIntyre and Hagger (1993) have pointed out that although
various kinds of learning are involved in initial-teacher education, few would
question the necessary centrality of learning through practice. They (1993) also
maintain that “however clear, however thorough, however sophisticated or simple
the learner-teacher's understanding of classroom teaching, it is only by putting these
understandings into practice, by putting them to the test of practice, and by
developing them through practice that he or she can become a competent classroom
teacher” (p.90).

Although they see it as a valuable component of their training, students who
have experienced the teaching practicum have expressed their concerns related to
their experience. Some researchers (Campbell-Evans & Maloney, 1995; Capel, 1997a;
D’'Rozario & Wong, 1996; Elkerton, 1984; Kyriacou & Stephens, 1999; MacDonald,
1993; Morton et al., 1997; Murray-Harvey et al., 2000) have pointed out that students
regard the teaching practicum as a valuable part of their curriculum; however, they
also consider that student teachers experience a number of worries and anxieties,
sometimes resulting in high levels of stress.

The term “anxiety” has been used in this study along with previous studies in
literature (Capel, 1997a; Hart, 1987; Morton et al., 1997). However, some other terms
such as “concern,” “problem,” and ”stress” regarding student teachers in their
teaching practicum have been synonymously used by various researchers (D’Rozario
& Wong, 1996; Elkerton, 1984; Fuller & Bown, 1975; Furlong & Maynard, 1995; Head
et al., 1996; Kyriacou & Stephens, 1999; Murray-Harvey et al., 2000; Swennen et al.,
2004; Veenmann, 1984; Wadlington et al., 1998). Through the examination of student
teachers’ perceptions, concerns, anxieties, problems, or however else they are
labelled in the field’s literature, “an insight can be gained” regarding the problems
student teachers face (Guillaume & Rudney, 1993, p. 65). Thus, we can further
understand the processes students undergo to become teachers
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In previous studies, these problems, concerns or anxieties that student teachers
face have been categorized to various factors. Fuller and Bown (1975) have
distinguished four main stages of concerns related to student teachers: classroom
management, methods and materials, their own performance as a teacher and their
relationships with the pupils. MacDonald (1993) has classified the sources of anxiety
as: (1) the anxiety mainly generated by inconsistencies in the way students are
evaluated by mentors, (2) varying expectations of student performance and
conformity among mentors, and (3) marked variations in the quality of feedback
given to students by their mentors. Morton et al. (1997) have analyzed the type of
anxieties student teachers have undergone in terms of class management, pedagogy,
evaluation, and staff relations, and concluded that student-teacher anxieties are
related to demographic, experiential and dispositional variables. Hart (1987) has
reported four factors related to anxiety: (1) evaluation anxiety, (2) pupil and
professional concerns, (3) class control, and (4) teaching practice requirement. Capel
(1997b) used the Student Teacher Anxiety Scale (Hart, 1987) on 132 physical-
education students immediately after they had visited the school in which their
teaching practice was to take place. Her results showed that these students were
moderately anxious about the forthcoming teaching practice, and they were most
anxious about issues such as the method of assessment by the supervisor, how the
supervisor may react to one or more unsuccessful lessons if they should occur, and
how the teaching practice is going in the supervisor's eyes. The student teachers had
least anxiety about getting along with school staff.

Furthermore, Guillaume and Rudney (1993) have pointed out that the underlying
reasons for student teachers’ concerns are that they are influenced by a variety of
factors shaping their classroom experiences, and that the personal characteristics
such as gender and cognitive structure strongly interact with the development of
such concerns. Gender difference related to student teacher anxiety was a significant
issue in research conducted by D’Rozario and Wong (1996) and Morton et al. (1997).
It was reported in these studies that females generally find the teaching practicum
experience more stressful than males. However, in the study conducted by Murray-
Harvey et al. (2000), there were no significant differences in reported levels of anxiety
between the two intakes of students, between males and females, younger and older
student groups, or graduate-entry and undergraduate students.

This study aims to find answers to the following questions: (1) What are student
teachers’ anxieties in the teaching practicum? (2) What makes student teachers most
and least anxious in their practicum, and (3) what are the possible sources of anxiety
for them? (4) Is there a gender difference in terms of anxiety related to the teaching
practicum?

Pre-Service Teacher Training in the ELT Department

Student teachers go through a (preparatory plus) four-year training program
consisting of eight semesters, each of which comprises fourteen weeks. The
department provides initial training in the teaching of English as a Foreign Language
to students, so that they will work in both primary- and secondary-level education.
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The training program comprises two components: (1) theoretical academic courses in
subject matter, general culture and pedagogy, and (2) work in schools in which they
have practical experience in partnership schools at the primary or secondary level.
About 44% of the curriculum is for basic English courses and four language skills,
25% is for pedagogical courses, 10% is for literature and linguistic courses, 9% is for
general culture courses, 7% is for second foreign-language courses, and 5% is for
work in schools. The pedagogy courses (namely, ELT methodology, approaches and
methods in language teaching, material development, teaching English to young
learners, classroom management, teaching literature, teaching drama, etc.--each of
which is a separate three-credit course) and work in schools are taught in English. On
the other hand, the courses in general culture and some courses in pedagogical areas
are taught in Turkish by staff members from other departments in the same faculty.

Work in schools. In addition to the theoretical courses mentioned above, students
also work in schools in their 7th and 8t semesters in their fourth year. In the 7th
semester, they visit partnership schools for school experience in which they spend a
day each week to get to know and be familiarized with the teaching profession and
the school context. They have structured observations and do some controlled
practice under the supervision of their mentors. They also have an hour feedback
session in the department with their university supervisor. Their role at this stage can
be described as an assistant teacher.

In the 8t semester, they work in schools for their teaching practicum (TP) two
days a week in the spring semester of the fourth year. Their purpose is to teach in
various classrooms and gain experience in as many subcomponents of foreign
language teaching as possible under the supervision of their mentors and university
supervisors. While they are having this experience, they prepare lesson plans by
consulting their mentors or supervisors on various topics and skills. They also teach
at various levels by making use of different teaching techniques and materials. For
each session they teach, they are expected to get oral/written feedback from their
mentors. During the teaching practicum period, they are encouraged to behave like a
member of the teaching staff and take part in all school events together with their
mentors. They are eventually expected to improve their teaching qualifications. They
also have a two-hour feedback session about teaching practicum issues in the
department to share and exchange their ideas and experiences with their classmates,
who attend various schools.

Student teachers usually work in various schools in either the primary or
secondary level where they are mostly appointed by the Ministry of Education when
they are employed. Thus, student teachers have more opportunity to observe and
teach in various classes under the supervision of their mentors and supervisors.
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Method

This is a descriptive study. A questionnaire was used to gather data from student
teachers about their anxiety related to the teaching practicum, and a follow-up
structured interview was performed for obtaining in-depth information.

Participants

The participants for this study were 101 student teachers. Their age ranged from
21-34 years; the mean age for the whole group was m=22.93. They were attending an
English Language Teaching Department at a Faculty of Education and had various
courses to improve their language skills and obtain qualification as “teacher of
English.” The gender distribution comprised of 28 males and 73 females. All of the
student teachers (fourth-year students) in the department volunteered to participate
in this study related to student teacher anxiety in the teaching practicum.

Research Instrument

For the purpose of data collection, the Student Teacher Anxiety Scale (STAS)
developed by Hart (1987) and modified by Morton et al. (1997) was adapted to fit
into our context of English language teaching (See Appendix). The scale still had all
26 items with a five-point Likert type; however, nine new items were added to be
able to find out student teachers’ anxieties, specifically regarding the methodological
issues in language teaching. These include (a) teaching four language skills, (b)
grammar and vocabulary, (c) using necessary equipment like a tape recorder, VCR or
OHP, and (d) preparing worksheets, quizzes and tests. For the pre-test, STAS was
written in simple present tense, and for the post-test it was written in the simple past
tense form to allow the student teachers to report their feelings when the
questionnaire was administered. Student teachers were also asked to write down
possible reasons for their anxiety.

In addition, 25 randomly selected student teachers were interviewed before and
after their teaching practicum about the possible reasons for their anxiety regarding
the teaching practicum. The purpose of the interview was to get in-depth information
and be able to triangulate the data collected by means of the questionnaire. It was a
semi-structured interview with open-ended questions about language teaching
pedagogy, classroom management, evaluation of their performance, staff relations,
and any other problems in TP schools. During the interviews, the student teachers
were asked to comment on how things were going in the TP school, and the
interviewer wanted them to elaborate on issues that arose during the conversation.
Comments about anxieties were particularly probed. The student teachers were
generally encouraged to follow their own agendas. However, the interviewer
periodically asked specific questions, often to pursue issues the student teachers had
independently raised, but sometimes to initiate consideration of a particular matter.

Procedure

For the data collection, a 35-item questionnaire was administered to each group
immediately before and right after their teaching practicum. In addition, 25
randomly-selected student teachers were interviewed before and after their teaching
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practicum about the reasons for their anxiety in their teaching practicum to find out
their concerns in depth. The interview was comprised of open-ended questions
parallel with the questionnaire, regarding pedagogy, classroom management, staff
relations, evaluation of their performance by their mentor and supervisor, and any
other related problems.

Data Analyses

During the process of data analysis, a three-way ANOVA and paired samples t-
test were computed by means of SPSS 11.5. The data collected through interviews
were analyzed according to Miles and Hubbermann’s (1994) qualitative data analysis
in which “the researcher attempts to capture data on the perceptions of local actors
from the inside, through a process of deep attentiveness, of empathetic
understanding, and of suspending or ‘bracketing’ preconceptions about the topics
under discussion” (p. 6). Thus, the data collected through interviews have been
analyzed, categorized, and interpreted in line with the statistical data.

Findings and Results

All data in this study were coded, processed and analyzed using SPSS 11.5. Table
1 indicates the reliability measures (the coefficients) of the student teacher anxiety
scale, because we wanted to see to what extent it is reliable after adding nine more
new items to the STAS by Morton et al. (1997). The scale has been re-evaluated using
Cronbach’s alpha. We have discovered that it appears to have adequate reliability.

Table 1
Reliability Measures (The Coefficients) of the Student Teacher Anxiety Scale
Pre-test Post-test
The scale 0.92 0.93
Pedagogy anxiety 0.88 0.88
Evaluation anxiety 0.87 0.88
Classroom management anxiety ~ 0.77 0.77
Staff relations anxiety 0.66 0.81

Table 2 reveals the paired t-test results of pre- and post-tests. According to the
results, there is a main effect for anxiety scale ratings between pre- and post-tests
(p=0.00) (see Table 2). The test results also indicated that evaluation anxiety ratings
were significantly higher than classroom management, pedagogical anxiety (i.e.,
anxiety related to the teaching process in the classroom), and staff relations anxiety
(both teaching and administrative staff in the partnership school), (p=0.00). The staff-
relations anxiety rating was lower than all other factors (p=0.00), (see Table 2).

The results of the paired samples t-test have also revealed that post-teaching
anxiety ratings significantly decreased in all factors: (1) evaluation anxiety (pre-
teaching mean=2.96; post-teaching mean=2.18), p=0.00; (2) management anxiety (pre-
teaching mean=2.57; post-teaching mean=2.07), p=0.00; (3) pedagogical anxiety (pre-
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teaching mean=2.21; post-teaching mean=2.04), p=0.018; and (4) staff-relations
anxiety (pre-teaching mean=2.04; post-teaching mean=1.72), p=0.00. It seems that
student teachers overcame their anxiety to a considerable extent as a result of their
teaching experience in schools (see Table 2).

Table 2
Paired T-Test Results
Factors N Mean Sd t Sig.

Evaluation Pre 101 296 0.75 9.777 .000 (2-tailed)
Post 218 0.72

Management Pre 101 257 0.68 7.676 .000 (2-tailed)
Post 2.07 0.63

Pedagogy Pre 101 221 075 2.414 .018 (2-tailed)
Post 204 072

Staff Relations Pre 101 2.04 0.70 3.921 .000 (2-tailed)
Post 172 0.75

Total Pre 101 245 051 10.580 .000 (2-tailed)
Post 191 049

Table 3 lists the means and standard deviations for the STAS for each factor in
pre-teaching and post-teaching. According to the results, among other factors, the
most important source of anxiety for both gender groups was the evaluation of their
performance by their mentors and university supervisors. In both pre- and post-
teaching, the evaluation anxiety levels of female student teachers were higher than
the male ones. The second important source of anxiety is classroom management. As
in the evaluation factor, in both pre- and post-teaching, the anxiety levels of female
student teachers were higher. Although pedagogy is the third important source of
anxiety, the anxiety level of both groups was the same for pre-teaching (mean=2.21,
p=0.962). Nevertheless, it seems that the females were a bit more anxious than their
male counterparts in the post-teaching evaluation. The least source of anxiety for
both groups was the staff relations. For the staff relations, male student teachers were
more anxious than female ones in pre-teaching compared with other factors. All in
all, in post-teaching, the anxiety level of female student teachers was higher in
evaluation and classroom management but lower in pedagogy and staff
relations (see Table 3).

Gender differences

A three-way (2x2x4) analysis of variance (ANOVA) on the mean ratings for each
factor was computed. Gender (male, female), Time (pre-teaching, post-teaching) and
Anxiety Scale (evaluation, pedagogy, management, staff relations) were the
independent variables. Our results indicate that although there is no significant
difference within groups for both pre- and post-tests, female student teachers are
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Table 3
Means and Standard Deviations for the Student Teacher Anxiety Scale (STAS) for Each
Factor in Pre-Teaching and Post-Teaching

Pre-teaching Gender N Mean Sd F Sig.
Evaluation Male 28 2.78 0.76 2.315 0.131
Female 73 3.03 0.74
Total 101 296 0.75
Management Male
28 2.32 0.55 5.388 0.022
Female 73 2.67 0.71
Total 101 257 0.68
Pedagogy 28
Male 2.21 0.53 0.002 0.962
Female 73 2.21 0.56
Total 101 221 0.55
Staff Relations Male 28
211 0.83 0.454 0.502
Female 73 2.01 0.66
Total 101 2.04 0.70
Post-teaching
Evaluation Male 28 2.07 0.52 0.940 0.335
Female 73 2.23 0.79
Total 100 218 0.72
28 1.98 0.57 0.739 0.392
Management Male
Female 73 2.10 0.65
Total 101 2.07 0.63
Pedagogy Male 28 211 0.83 0.454 0.502
Female 73 2.01 0.66
Total 101 2.04 0.70
Staff Relations Male 28 1.76 0.75 0.105 0.746
Female 73 1.70 0.75
Total 101 1.72 0.75

more anxious (mean=2.48) prior to the teaching practicum than male ones
(mean=2.37), and p=0.331, whereas both gender groups have the similar mean score
for post-teaching: males had a mean of 1.89 and females had a mean of 1.91, where
p=0.822 (see Table 4).
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Table 4

Total Mean Scores and Standard Deviations for Pre-Teaching and Post-Teaching
Gender N Mean Sd F Sig.

Pre-teaching Male 28 2.37 0.50 0.956 0.331
Female 73 2.48 0.52

Post-teaching Male 28 1.89 0.52 0.051 0.822
Female 73 1.91 0.79

The results of the interviews and students’ written responses

The data collected from interviews and written responses of student teachers
were analyzed according to Miles and Hubbermann’s (1994) qualitative data
analysis. Also, the percentage of students who raised the same or similar issues have
been calculated. According to the data, student teachers’ anxiety is derived from
various sources, and they have been presented below from the most to the least
frequent depending on the frequency: (1) the feeling of being observed by either the
mentor or the university supervisor, or sometimes by both (100%), and (2) the feeling
of being evaluated (100%). For these reasons, student teachers monitor themselves
more than necessary, and they are afraid of making mistakes; the most important of
all is the feeling of failure. These two factors are parallel with the paired t-test results,
and student teachers emphasize the role of evaluation during TP as a major source of
anxiety (see Table 3). Besides the first two causes of anxiety, there are (3)
expectations of mentors and university supervisors from student teachers such as
planning, preparation, teaching, testing or doing some office work (80%). This factor
was raised in the post-teaching interview as an important source of anxiety. (4)
Student teachers have a lack of knowledge about the pupils they work with and lack
of experience as to how to cope with various problems regarding classroom
management (76%). This is also parallel with the paired t-test results because student
teachers think that this is also another source of anxiety. (5) Student teachers have
almost no or insufficient feedback about their performance (64%). This factor was
raised in the post-teaching interview as an important source of anxiety because
teaching another class without sufficient or no feedback really makes some student
teachers anxious. Other anxiety factors include: (6) teaching four language skills,
especially in presenting and practicing listening and speaking skills (40%) and (7)
using technical equipment such as a tape recorder or a video recorder (36%). These
factors related to pedagogy were also in parallel with the paired t-test results, since
they were mentioned as the third group in the sources of anxiety. Next, some
students mentioned the (8) ignorance of school staff (20%) and (9) paper work done
in the teaching practicum school (16%). These factors were raised by a small group of
students during the interview. Finally, (10) preparing and using audio-visual



216 | Turan Paker

materials effectively (16%) and (11) preparing detailed lesson plans (12%) were
raised by a very small group of students as a source of anxiety. It can be pointed out
that pedagogical factors like these are not very common among student teachers.

Conclusions and Recommendations

First of all, it is true that student teachers are anxious about various factors
regarding teaching practicum in schools. The data analysis of interviews and
students” written responses indicate that their anxiety is derived from various
sources. In fact, what they have reported is parallel with findings of D’Rozario and
Wong (1996), Hart (1987), MacDonald (1993), and Morton et al. (1997). As a matter of
fact, in our study, it seems that going through such an experience has helped them
alleviate their anxiety level significantly (pre-teaching; m=2.45, SD= 0.51 and post-
teaching m=1.91, SD= 0.49, p=0.00). Thus, we believe that the teaching practicum is
an indispensable component of initial teacher training programs. If it is planned and
organized well, it could lead to invaluable experience for student teachers just before
they step into real life. According to Paker (2000), student teachers should be
informed in advance about what is expected from them, e.g., competencies, activities
in the teaching practicum school, the evaluation procedure, the role of parties
involved, and the context of teaching practicum schools. Furthermore, all the parties
involved in TP should be aware that it is inevitable for student teachers to have some
anxiety during this process. Thus, both mentors and supervisors should regard their
anxiety as part of the learning process and help them cope with their anxiety by
providing constructive feedback, depending on their idiosyncratic case. Moreover,
mentoring and supervising is a very important skill for both mentors in schools and
supervisors in the department. Both mentors and supervisors should be aware of
various types of supervision, “from directive to collaborative, and to self-help
explorative supervision” (Gebhard, 1990; Morton et al., 1997), and they should guide
student teachers, from the first day on, in a constructive way, depending on their
idiosyncratic needs.

Secondly, students were most anxious about evaluation, albeit significantly
decreased in post-teaching. This parallels the effect noted by Hart (1987) for British
students, by Morton et al. (1997) for Canadian students, and by D'Rozario and Wong
(1996) for Singaporean student teachers. As Morton et al. (1997, p.72) emphasize,
“The evaluation anxiety appears to be paramount regardless of country.” According
to our interview data, the most rated (100%) source of anxiety by the student teachers
is the feeling of being observed by either a mentor or a university supervisor, or
sometimes by both, and the feeling of being assessed and evaluated; therefore,
student teachers monitor themselves more than necessary, and they are afraid of
making mistakes. The most important of all is the feeling of failure. For this reason,
both mentors and supervisors should reconsider “the detrimental effects” of the
evaluation process (Morton et al., 1997, p. 72). We believe that the anxiety regarding
evaluation may be reduced if sufficient amount of constructive feedback is given to
student teachers during their teaching practicum and if the assessment is based on
process- rather than product-oriented checklists. In cases where the data for the
evaluation of student teachers are solely based on observation of their performance
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in the classroom, student teachers are under great anxiety. In fact, there should be
other components of assessment such as portfolio, student self-assessment as well as
supervisors and mentors’ assessments.

Next, classroom management anxiety is another important factor for student
teachers. During the interview, they also reported that having lack of knowledge
about the pupils they work with and lack of experience as to how to cope with
various problems regarding classroom management creates anxiety (72%). It is so
natural that when a person does not have enough knowledge as to how to go about
even a simple task, s/he will be under anxiety to some extent. For this reason,
student teachers should be exposed to the schools as early as possible. Indeed,
student teachers improve their effective classroom management strategies by the
time they reach the teaching practicum. Apart from classroom exposure, students can
learn some basic techniques and procedures of classroom management theoretically,
but classroom management is something learned through experience, because some
classroom events and behaviours of pupils in that context are unpredictable. Maybe,
through studying case studies (e.g., watching video records of some teachers or
previous students teaching in a classroom), student teachers may have some ideas as
to how to go about it. We believe that it is a kind of problem solving activity
depending on the context of teaching.

Another important factor is the pedagogical anxiety. Although some student
teachers have a high self-esteem about themselves in terms of teaching, others have
reported their concerns. Some of the student teachers, in the interview, have
emphasized that “they feel they are ready to teach on any topic, and prepare any
type of materials or activity to teach thanks to the training they have had in the
department.” On the contrary, some others pointed out that they had almost no or
insufficient feedback about their performance in phrases like “not bad,” “good,” “it
will be better in time,” “it is OK,” “you made a grammar mistake,” etc. Due to the
insufficient feedback, some student teachers feel that they are lost or hesitant of
whether they are on the right track or not. Indeed, a detailed constructive feedback
would help them be aware of their strengths and weaknesses and lead them to seek
alternatives to improve their weaknesses. Thus, the source of anxiety will be a trigger
for them rather than a barrier.

Teaching four language skills, especially in presenting and practicing listening
and speaking skills in the classroom is another source of anxiety (40%) reported by
student teachers. We know that some students are very skilful and creative in
teaching. However, some of them are still hesitant, and that is why they feel anxious
about it. These student teachers should be supported and encouraged individually. It
is not because they do not know how to teach these skills, but they lack self-
confidence.

Using technical equipment such as a VCR or a computer with a projector is also
one of the sources of anxiety (36%) for student teachers. Although they rehearse
using audio-visual aids in micro teaching activities in their methodology courses,
because the number of students in some groups is high, the frequency of using them
individually may be very low. Thus, they may not have much experience about
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using them. Each student teacher should be given enough opportunity to make use
of all the materials available in the department.

It is a fact that the least important factor for anxiety in the study was concerning
staff relations, which is also reduced significantly in post-teaching. The source of
anxiety was pointed out by a student teacher during the interview: “We feel alien
when we go to TP schools for the first time.” This is true for some schools, because
teachers work there in shifts, and they are very busy with their tight schedules. Thus,
they do not communicate with student teachers much apart from a formal welcome
addressing. However, this anxiety is alleviated almost within two weeks or so when
they start attending their TP. Some student teachers also reported in their interview
that they get accustomed to the environment easily thanks to the welcoming effort of
mentors, administrators, and other staff in TP schools. We believe that a mentor or
school coordinator may solve the problem if they are careful enough about the
relationships going on in the TP school.

Paper work done in teaching practicum school may also cause anxiety (16%) for
some student teachers because of a variety of applications. In some schools,
administrators give many office tasks, and sometimes this is exaggerated in such a
way that a student teacher may work in an office all day instead of teaching in the
classroom.

Finally, preparing a detailed lesson plan (12%) could be a problem for some
student teachers because of the various expectations of mentors and supervisors.
Some supervisors want them to prepare a simple lesson plan and teach accordingly.
Others want them to prepare their lesson plan in such a detail that they should write
down each detail of activities to be carried out or each example to be given.
Consequently, a student teacher has to prepare a 7 to 10 page long lesson plan for
each lesson s/he will teach. This is boring and puts them under stress. Moreover, if a
student teacher writes each detail on paper then s/he feels that s/he will have to
rehearse the plan many times and act it out in the classroom. It may spoil the
creativity and spontaneity of the student teachers” performance in the classroom.

When the results of pre- and post-tests are compared, the positive effect of the
teaching practicum is encouraging. It is hoped that such positive effects will help
student teachers reduce the amount of anxiety that they have reported as a result of
the teaching practicum (D’Rozario & Wong, 1996; Hart, 1987; Morton et al. 1997). We
believe that the more student teachers are provided opportunities to be exposed to
school context, the more they will get used to the school environment and teaching
procedures, and by that time, hopefully, they will learn how to cope with their
anxieties.

For gender differences, the results indicate that female student teachers are more
anxious regarding the teaching practicum than male ones. Although we feel that it is
because the number of female participants highly outnumbers the male ones, this
result is parallel with the findings of Morton et al. (1997) and D'Rozario and Wong
(1996). The following quotations from Morton et al. (1997, p.76) explain the reason
for this:



Eurasian Journal of Educational Research |219

Higher female anxiety may reflect a culturally-linked cognitive
phenomenon. Females may have learned from their environment to be more
anxious, more apprehensive. Or females may display higher anxiety levels
prior to stressful events because of a physiologically-based phenomenon.
Physiologically, males show stronger adrenaline reaction than females in
stressful situations (Frankenhaeuser, 1980). Thus, females may be
comfortable with a greater latitude in entertaining cognitive stressors
without a physiological reaction.

The teaching practicum is a vital component of initial teacher training. However,
there are some stress factors involved in evaluation, classroom management,
pedagogy and staff relations. Specific anxiety factors before and while undergoing
the teaching practicum may be reported as the following: inconsistencies in the way
students are evaluated by mentors and supervisors, varying expectations from
students’ performance, lack of conformity among mentors, and the quality of
feedback given to student teachers by their mentors and supervisors. No matter what
kind of anxieties they have, such an experience prepares student teachers for real life,
as Murray-Harvey et al. (2000) point out that “the teaching experience itself might act
as an effective strategy.” These findings point to the need for mentors and
supervisors to become fully aware of the anxieties held by student teachers and to
review their role in preventing unnecessary problems from occurring by helping
student teachers go through the process of the teaching practicum smoothly by
providing necessary feedback.
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Ogretmenlik Uygulamasina Yénelik Ogretmen Adaylarinin Endigeleri
(Ozet)

Problem Durumu: Ogretmenlik uygulamasi 6gretmen yetistirme siirecinde programin
vazgecilmez unsurlarindan biridir. Bu sayede o6gretmen adaylar: gercek sinif
ortamlarinda meslege yonelik ilk deneyimlerini elde eder. ik defa gercek
ogrencilerle {iniversitede ogrendikleri kuramsal bilgileri kullanma ve deneme
olanag1 bulurlar. Bu stire¢ onlarin meslege adim atarken daha gitivenli ve deneyimli
olmalar1 i¢in bir firsat saglamaktadir. Tim bu olumlu yonlerine ragmen 6gretmen
adaylar1 bu stirece gerek baslamadan once gerekse uygulama asamasinda bazi
endiselere sahiptir. Hatta bazen endise diizeyleri o kadar yiiksektir ki bu onlarin
performanslarimi olumsuz yénde etkileyebilmektedir. Onlar1 endiseye gotiiren veya
stres altinda birakan bir takim etkenler vardir. Bunlar1 kisaca soyle siralayabiliriz: bir
konuyu o6gretmede uygun yontem ve teknigin secimi ve kullanimi, uygun ders
materyallerinin se¢imi ve kullanimi, smif yonetimi sorunlari, simifta Sgretim
sirasinda kendilerini uygulama okulundaki veya {iiniversiteden gelen danismanin
gozlemliyor olmasi ve bu konuda onlar1 degerlendirecek olmasi gibi ¢ok cesitli
etkenler. Bu durumda bu etkenlerden hangileri nasil ve ne boyutta 6gretmen
adaylarin etkiliyor bunu 8grenmek istiyoruz.

Aragtirmanmin Amaci: Bu arastirmadan, ingilizce ogretmen adaylarinin dgretmenlik
uygulamasi stirecinde karsilastiklar1 endise tiirlerini ve olasi endise kaynaklarin
ortaya c¢ikarmasi, ayrica cinsiyetin bundan nasil etkilendigini belirlemesi
beklenmektedir.

Aragtirmanin Yontemi: Bu arastirmada Ingiliz Dili Egitimi Anabilim Dal
dgrencilerinin dgretmenlik uygulamasinda karsilastiklar1 endise tiirleri ve endise
kaynaklar1 belirlenmeye calisilmis, ayrica cinsiyetin énemli bir faktor olup olmadigt
arastirlmistir. Arastirma bu yoniiyle betimsel bir calismadir. Arastirma tarama
modeli i¢in uygundur ve evrenini Egitim Fakiiltesi, Ingilizce Boliimii son sif
ogrencileri olugturmaktadir. Arastirmanimn 6rneklemini 101 Cukurova Universitesi,
Egitim Fakiiltesi, ingiliz Dili Egitimi Anabilim Dal1 son sinif 6grencisi olusturmustur.

Ogretmen adaylarinin endise tiirlerini ve kaynaklarimi belirlemek i¢in konunun
kuramsal temeli olusturulmus ve yazin taramasi yapilmis olup, Hart (1987)
tarafindan gelistirilen ve Morton et al. (1997) tarafindan smuf 6gretmeni 6gretmen
adaylar1 icin uyarlanan “6gretmen adayr endise olgegi” arastirmaci tarafindan
Ingilizce ogretmen yetistirme alani igin uyarlanmistir. Olgek orijinalinde 26
maddeden olusan likert tipinde bir olgektir. Alana uyarlamak i¢in 9 madde daha
eklenmistir. Bu maddeler Ingilizce ogretiminde yaklasim ve yonteme yonelik
dilbilgisi ve sozciik bilgisi kullanimini, dort beceri 6gretimini, gorsel-isitsel egitim
materyalinin  kullanimimi, ¢alisma yapraklari, quiz ve sinav olusturmayi
icermektedir. Sormacanin birinci boliimii 6grenciler hakkinda kisisel bilgiyi lgmeye,
ikinci boliimii ise 6grencilerin endise tiirleri ve kaynaklarini tespit etmeye yoneliktir.
Olgme aract igin 6grencilerden her maddenin karsisinda bulunan Cok fazla, Orta
Derecede, Bazen, Nadiren, Asla sozciiklerinden birini se¢meleri ve ayrica segimlerinin
olasi nedenlerini acik uglu ifade etmeleri istenmistir. On-test igin (STAS) Ogretmen
Adayr Endise Olgegi ©gretmen adaylarmin konuya yonelik genel tutumunu
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belirlemek amaciyla genis zamanda yazilmis, son-testte deneyimlerini yansitmalari
icin maddeler dili ge¢mis zaman kullanarak ifade edilmistir.

Yéntem: Veri toplama amactyla Ogretmen Adayr Endige Olgegi kullamlmis, ayrica
rastgele belirlenen 25 6gretmen aday: ile konuyu derinlemesine incelemek icin
yapilandirilmis sozli gortisme yapilmustir. Katilimcilar Cukurova Universitesi,
Egitim Fakiiltesi, Ingiliz Dili Egitimi Anabilim Dali'nda okuyan ve &gretmenlik
uygulamasi dersi alan 101 6gretmen adayidr.

Bulgular ve Sonuglar: Arastirma sonucunda elde edilen bulgulara gore 6gretmen
adaylarmnin endiseleri dgretmen adaylarinin performanslarmin degerlendirilmesi,
smif yonetimi, yabanct dil ogretim yontemleri ve wuygulama okulundaki
Ogretmenlerle olan iliskiler konularinda odaklanmustir. Bununla birlikte 6gretmen
adaylarmin yabanci dil 6gretim yontemleri ve uygulama okulundaki 6gretmenlerle
olan iligskiler konularina gore kendi performanslarinin degerlendirilmesi ve smif
yonetimi konularinda daha endiseli oldugu ortaya cikmustir. Ayrica 6gretmenlik
uygulamast siirecinde bayan 6gretmen adaylar erkeklere gore her konuda daha ¢ok
endise duymaktadir. Bulgulara gore bir baska sonug; 6gretmenlik uygulamasinda
adaylarin bu kadar endise duymasmin su tiir tutarsizliklardan kaynaklandig: ortaya
cikmistir:  6gretmenlik uygulamasina yonelik olarak o6gretmen adaylarinin
performanslarmin ¢lgme ve degerlendirme bicimi, okul uygulama 6gretmeni ile
uygulama Ogretim eleman: arasindaki anlayis, tutum, beklenti ve yo6ntem
farkliliklar1 ile doniit verme bicimindeki eksiklikler.

Oneriler: Bulgular 6gretmenlik uygulamast siirecinde, okul uygulama 6gretmenleri
ve Ogretim elemanlarinin bu tiir endiselerin tamamen farkinda olarak konuya
yaklasmalar1 gerektigini ortaya koymaktadir. Bu baglamda okul uygulama
Ogretmenleri ve 6gretim elemanlar: rollerini gozden gecirmeli, etkin bir isbirligi
olusturarak dogabilecek sorunlar1 daha ortaya ¢ctkmadan dnleyebilmelidir. Boylelikle
Ogretmen adaylarma gerekli bilgi, uyar1 ve yapici doniitleri saglayarak onlarmn
ogretmenlik uygulama siirecini az sorunla veya sorunsuz bir sekilde gecirmeleri icin
yardimci olmalidirlar.

Anahtar Sozciikler: Ogretmen adaylarmin endiseleri, dgretmenlik uygulamasinda
stres, 6gretmenlik uygulamasi, 6gretmen aday1
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Appendix
Class: Age Gender: () Male ( )Female

STUDENT TEACHER ANXIETY SCALE (STAS)
Please circle the number which best describes how you feel about the following statements with
regard to practice teaching. Write down the possible reasons briefly in the space provided if you
are anxious about a topic.

Very  Mode- Somewhat Rarely Never
Much  rately

1. I am anxious about how to give
each student the attention he/she 5 4 3 2 1
needs without neglecting others.

2. I am anxious about being observed 5 4 3 2 1
by my advisor.

3. I am anxious about setting work 5 4 3 2 1
at the right level for the students.

4.1 am anxious about class control. 5 4 3 2 1

5.1 am anxious about whether or not
my performance would be satisfactory 5 4 3 2 1
from the point of view of the mentor.

6. I am anxious about how the practice
teaching would go in my faculty 5 4 3 2 1
advisor’s eyes.

7.1 am anxious how helpful members 5 4 3 2 1
of the school staff would be.

8. I am anxious about whether or not 5 4 3 2 1
my plans would be adequate.

9. I am anxious about possible
problems in the class with individual 5 4 3 2 1
disruptive students.

10. I am anxious about completing 5 4 3 2 1
lesson plans in the required form.

11. I am anxious about getting on 5 4 3 2 1
with the school staff.

12. I am anxious about what my 5 4 3 2 1
advisor would expect.

13. I am anxious about incidents 5 4 3 2 1
of misbehaviour in class.

14. I am anxious about how the
faculty advisor would react to 5 4 3 2 1
one or more unsuccessful
lessons if they should occur.
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[
15

16.

17.

18.

19

20.

21

22.

23

24.

25.

26.

27.
28.

29.

30.

31.

32.

33.

34

35.

. I am anxious about whether or not

I would cover the material adequately.

I am anxious about whether the
principal would be happy with my work.

I am anxious about controlling
the noise level in the class.

I am anxious about how the mentor
would react to one or more unsuccessful
lessons if they should occur.

. I am anxious about selecting

suitable lesson content.

I am anxious about maintaining
a “good” enough approach.

. I'am anxious about cooperation

with the school staff.

I am anxious about how to
handle problematic students.

. Iam anxious about maintaining

a good enough standard of preparation.

I am anxious about assessment by
the faculty advisor.

I am anxious about getting all the
paperwork done on time.

I am anxious about what lesson
the supervisor would come in to see.

I am anxious about how to teach
listening.

I am anxious about how to teach
reading.

I am anxious about how to teach
vocabulary.

I am anxious about how to teach
speaking.

I am anxious about how to teach
writing.

I am anxious about how to prepare
worksheets.

. I am anxious about how to prepare

a quiz/test.

I am anxious about how to use some
equipment like video, OHP, etc.

I am anxious about how to teach grammar.5

5





