
   Research Article   doi: 10.12973/eu-jer.9.2.655 

 

European Journal of Educational Research 
Volume 9, Issue 2, 655 - 673. 

ISSN: 2165-8714 
http://www.eu-jer.com/ 

Readiness and Competence of New Teachers for Career as Professional 
Teachers in Primary Schools 

J. Julia*  
Universitas Pendidikan 
Indonesia, INDONESIA 

 

Herman Subarjah  
Universitas Pendidikan 
Indonesia, INDONESIA 

M. Maulana 
Universitas Pendidikan 
Indonesia, INDONESIA 

Atep Sujana 
Universitas Pendidikan 
Indonesia, INDONESIA 

 

 
I. Isrokatun 

Universitas Pendidikan Indonesia, 
INDONESIA 

 
Dadan Nugraha 

Universitas Pendidikan Indonesia, 
INDONESIA 

Dewi Rachmatin 
Universitas Pendidikan Indonesia, 

INDONESIA 

 

Received: December 6, 2019 ▪ Revised: February 27, 2020 ▪ Accepted: March 29, 2020 

Abstract: This study aims at exploring the problem of the readiness and competence of new teachers to teach in primary schools. 
This study specifically focuses on identifying the readiness of new teachers to conduct teaching professionally, and analyzing their 
competence in conducting teaching. This study employs a mixed-method research design with data collected from two different 
approaches: a qualitative approach by conducting interviews and observation, and a quantitative approach by conducting a survey. 
The data were collected from lecturers, graduate teachers working as teachers, graduate teachers working not as teachers, and users 
of graduate teachers. The results of data collection and analysis were made into several themes. The results showed that the majority 
of graduates were ready to join the workforce as professional teachers with the risk that they had to accept the lack of welfare and 
legitimacy as unprofessional teachers because they had to attend further professional education programs. The education provided 
by the lecturers during their study in their institution in the aspects of knowledge and skills in the field of study and pedagogy 
became the foundation for new teachers in starting their careers as professional teachers in schools. A good educational process had 
produced teachers who have competencies with good categories in various aspects. 
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Introduction 

Graduates of primary school teacher education in Indonesia are considered to have not had an established competence 
to become professional teachers in schools. This problem is taken seriously by the Indonesian government, so that the 
government implements an additional education program for prospective teachers or graduates of the teacher 
education program that had to be taken for one year. This program was regulated in the Ministry of Education 
regulation starting from 2009. This education program is conducted after graduating from undergraduate program or 
diploma IV called Training for Professional School Teachers (TPST) program. Its main objective is that participants 
obtain good, constructive, and reflective teaching experiences. Excellent teaching experiences in the early career of a 
teacher offers prospective teachers some chances to develop, evaluate, and reflect their teaching skills in a variety of 
school levels and content areas personally and professionally (Brown et al., 2015; Brown et al., 2019; Darling-
Hammond et al., 2002; Darling-Hammond et al., 2005; Lee et al., 2012; Pendergast et al., 2011). The TPST program is 
also used as a requirement for teachers who want to be certified to become professional teachers. The implementation 
of TPST program has a significant impact on several aspects. For example, in terms of funding, the Indonesian 
government must spend a significant amount of money to fund this program every year. Meanwhile, from the 
participants’ side, they experienced a loss of time due to a one year delay to apply for a job, because they have to attend 
further education program. This program has a function to make them obtain legitimacy as a professional teacher at 
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work. Although, they may work right away without joining TPST program, legally, their professionalism is not 
recognized. 

This phenomenon has led to mixed reactions, including academics from teacher education universities who do not 
agree with TPST program being implemented. Their reason is based on the thought and argument that the graduates of 
teacher education have been well and properly educated to become teachers so that they have been ready to work 
professionally. This problem then emerges an attention that the inherent legitimacy now in new teachers in Indonesia 
over their professionalism or unprofessionalism needs to be further investigated. There are many studies about the 
competence of teachers have been reported by the researchers (e.g. Fahdini et al., 2014; Kert, 2019; Sarac, 2018; 
Suhandani & Julia, 2014; Tican & Deniz, 2019; Uyar et al., 2018). The results of previous study by Heikonen et al. (2017) 
about the teachers’ sense as professional agent in their early career indicated that inadequate abilities in solving 
challenging students conditions have essential impact on their capacity pedagogically and socially to reflect adaptively 
and transform instruction actively. The study conducted by Nolan and Molla (2018) on learning of professional teacher 
through distress pedagogy proves that in learning of professional teacher, its process must be notified by distress 
pedagogy because of the relationship among the professional teachers’ character, experiences, and acts of deliberation. 
Additionally, Rowan and Townend (2016) on teachers’ beliefs in their early career about their preparations to teach 
report a result based on a large-scale, mixed-method Australian study project investigating 971 graduates who 
prepared themselves in meeting a variety of students’ needs. This study used a unique data set to identify three key 
subjects when new teachers felt not ready yet: teaching students with various abilities, encouraging disability students, 
and communicating the problem appeared to parents. Recent study from Lambert and Gray (2019) discovers the 
relationship among work identities, neoliberal education groups, and mandated professional criterion of early career 
teachers. Its results imply that a managerial ‘tick the box’ approach practically delivers the standards ineffectively. It is 
considered how the representation of teacher identities is formed in neoliberal secondary schools through 
performativity concept. Finally, this study concludes that the performing arts can provide creative, collaborative, and 
impassioned approaches to supporting authentic teacher identities to maintain and preserve early career teachers. 

Different from previous studies, this present study aimed at exploring and analyzing the readiness of graduates of 
primary school teacher education to join the workforce after receiving four years of teacher training, and identifying 
their competencies in conducting teaching in their early career in school. This study focuses on the following three 
research questions: (1) How are graduates formed as prospective professional teachers? (2) How is the readiness of 
graduates to join the workforce?; and (3) What are the competencies of new teachers in teaching at school? To answer 
all of those questions, some investigations through a mixed-method research design were conducted. 

Literature Review 

Teacher Readiness for a Career 

Generally, in the educational context, the term ’readiness’ frequently relates to the willingness and competence of K-12 
school-level learners to come into school system or learn a new skill or information (Hatfield et al., 2016; Mohamed et 
al., 2017; Pianta et al., 2007; Williford et al., 2013). On the contrary, this term refers to the widely known process of the 
college certainty that their graduates have been ready for teaching profession (Ficarra & Quinn, 2014; Jackson et al., 
2013; Joseph, 2011; O'Neill & Stephenson, 2013; O’Neill & Stephenson, 2012; Swabey et al., 2010). Nowadays, readiness 
indicates teachers’ competence in providing particular aspects of their teaching work or even whole jobs (Sultana, 
2009; Winterton et al., 2006). Another connotation of this term in teaching is the possession of vision beyond the 
conservative practices (Desimone, 2009; Shulman & Shulman, 2004; Sutherland et al., 2010). This study indicates that 
the indicator of ‘readiness for the job’ variable becomes the comprehension of early teachers mastering core teacher 
competence. 

The study schedule influencing teacher education program had concentrated most recently on teachers’ readiness to 
teach. Naturally, this topic had been sought to expand the measurement of program effectiveness beyond observable 
behavior measuring a change to teachers’ thinking and feeling. The initial measurements are teachers’ perceived self-
efficacy (Bandura, 1986; Lin et al., 2019), individual teaching efficacy (Ashton & Webb, 1986; Kurien, 2011; Lim & Kim, 
2014), and self-reported readiness (Chan, 2008; Darling-Hammond, 2012; Housego, 1992; Housego, 1990; Rots et al., 
2010; Tekkaya et al., 2004; Zientek, 2007). Although some proofs in the early studies of a teacher preparation impact 
and feelings of readiness to teach developed with course progression, further studies had influenced inconsistent 
findings. As a result, the studies provided few ultimate conclusions about the teacher preparation impacts (Kee, 2012; 
Wilson & Tamir, 2008). 

Teacher Competence 

In addition to be a broad concept, the term ‘competence’ or ‘competency’ is quite new in education and still used as an 
equal standard (Mayer et al., 2005; Peklaj, 2015; Centre of Study for Policies and Practices in Education, 2000; Sural, 
2019; Torrance & Forde, 2017). On the other hand, ‘competence’ has obtained a growing reputation in diverse 
academic disciplines, and now much supported in universities aiming at producing competent and prepared graduates 
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for the job (Lester, 2014; O'reilly et al., 2013). The concept of competence is prone because of its usefulness in uniting 
two apparently divergent worlds; education (in all levels and qualities) to the job market (with its variation types and 
prerequisites) (Brockmann et al., 2008; Mulder, 2007; Mulder et al., 2007; Winterton et al., 2006). A lot of conceptual 
differences between competence and competency are truly real in the literature, yet they are frequently used 
interchangeably (Haigh & Ell, 2014; Haigh et al., 2013; Winterton et al., 2006). This study remains to apply the concept 
of competence and coincides to the meaning given by Tigelaar et al. as an integrated set of individual characteristic, 
knowledge, skill, and attitude required for effective performance in a variety of teaching context (Pantic & Wubbels, 
2010; Tigelaar et al., 2004). It is fundamental to make the teachers have specific knowledge of what and how to do in 
teaching activity, for individual and short-term gains by improving job performance, developing self-confidence, and for 
national and long-term gain by relieving the value of teacher-attrition (Rots et al., 2012; Tang et al., 2014; Thomson & 
Palermo, 2014). 

In line with the case in competences, teacher competencies can be grouped into some classification depending on its 
nature (Saunders, 1956; Varga et al., 2007; Viskovic & Visnjic Jevtic, 2017). As for example, competencies are able to be 
separated into generic and specific competencies for teacher in general and certain subjects or school stages (Mayer et 
al., 2005; Centre of Study for Policies and Practices in Education, 2000). Another example is able to be discovered by 
differentiating key and competencies and meta-competences. The former allows some respects to generic competences, 
but has a tendency to be much broader and can be utilized in all areas. The fundamental concept of competence in all 
types and grades is able to be limited to only knowledge, skills, and values or attitudes (Alkharusi et al., 2011; Bakah et 
al., 2012; Centre of Study for Policies and Practices in Education, 2000; van der Linden et al., 2012). Nonetheless, 
especially in teacher education, the interpretation of those concepts engages a variety of connotations including, but 
not limiting to pedagogy, understanding, ability, vision, reflection, planning, willingness, motivation, resilience, 
experience, and moral (Darling-Hammond et al., 2005; Doney, 2013; Hayes, 1997, 1999; Mansfield et al., 2016; Mayer et 
al., 2005; Saka & Saka, 2006; Shulman & Shulman, 2004; Tait, 2008). 

Teacher Income Satisfaction 

The complex relationship between money and subjective well-being has been studied by scholars in different social and 
economic theories (Song et al., 2020). For example, Veenhove's absolute theory assumes a relationship between 
satisfaction of basic needs and subjective well-being, which is indicated by the threshold income level, where if income 
exceeds the threshold level, the effect of rising income becomes trivial (Clark & Oswald, 1996; Easterlin, 1995; Oswald, 
1997; Veenhoven, 1991). Several previous research also suggested that after the fulfillment of basic needs are satisfied, 
subjective well-being is more likely to be affected by factors, such as supportive social relationships and enjoyment at 
work compared top increases in income (Ahuvia, 2008; Diener & Seligman, 2004; Dolan et al., 2008; Fischer & Boer, 
2011; Mohanty, 2009; Pavot & Diener, 2008; Schubert, 2012). Moreover, Ferrer-i-Carbonell’s analysis of individual 
subjective well-being underlines an additional relative utility effect (Ferrer-i-Carbonell, 2005; Kahneman & Krueger, 
2006). She stated that individuals tend to be happier if their income is greater than the reference group since 
comparison income could indicate the importance of the relative position of individuals in society for their life 
satisfaction (Clark et al., 2008; Ferrer‐i‐Carbonell & Frijters, 2004). 

There are many social and economic evidences on the basic threshold and relative effects of income that have 
contributed to the discussion of the importance of monetary incentives in the recruitment and retention of teachers 
(Song et al., 2020). Some research found that the high salary of teachers is positively related to the length of their 
working years (Borman & Dowling, 2008; Dolton & Klaauw, 1995; Hanushek et al., 2004; Loeb & Luczak, 2013; 
Macdonald, 1999; Murnane & Olsen, 1990; Rivkin et al., 2005). Teachers will choose to resign if they are not able to 
make a decent living, or generate competitive salaries, especially for those in hard-to-recruit subjective areas 
(Firestone, 2014; Ford et al., 2017; Grissom et al., 2016; Guarino et al., 2006; Hanushek, 2007, 2011; Hanushek & 
Rivkin, 2012; Ingersoll & May, 2012; Ingersoll & Perda, 2010; Johnson & Birkeland, 2003; Smith & Ingersoll, 2004; 
Turkoglu et al., 2017; Watt & Richardson, 2007). However, some studies also reported that increases in teacher salaries 
have failed to increase the size or quality of teaching staffs (De Ree et al., 2015; Glewwe & Muralidharan, 2016; 
Goldhaber, 2001; Guarino et al., 2006; Hanushek & Rivkin, 2006; Kusumawardhani, 2017; Loeb & Page, 2000; 
Muralidharan et al., 2019). During the last decade, it has been strongly proven that the limited effect of performance-
based salaries on teacher motivation or their practice highlights the complex relationship between income and 
teachers’ work, lives and effectiveness, and reinforces a need to examine teachers’ income satisfaction in relation to 
factors, such as their values and efficacy beliefs that can influence the relationship in teachers’ lives (Firestone, 2014; 
Fuller et al., 2016; Murnane & Olsen, 1990; Yuan et al., 2013). 

Methodology 

Research Design 

This study employs a mixed-methods research design. In educational contexts, a mixed-methods research design has 
been used beneficially to explore the problems and cases with two approaches, namely qualitative and quantitative 
approaches (Hesse-Biber, 2015; Tavakoli & Baniasad-Azad, 2017). In this study, a qualitative approach is used to obtain 
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information from new teachers, bearing in mind that the problem under study was teacher readiness and competence 
as central phenomena requiring exploration and understanding. Meanwhile, a qualitative approach is used to get 
complicated details about phenomena such as feelings, thought processes, and emotions that are difficult to extract or 
study through conventional methods (Corbin & Strauss, 2014; Creswell, 2015). This study seeks to understand the 
phenomena in new teachers. A qualitative approach is used when the research questions concern on describing an 
event or phenomenon, and managing the behavior of the impossible and contemporary events (Mourlam et al., 2019; 
Yin, 2018). This study strived to understand the phenomenon of the readiness and competence of new teachers in 
entering the workforce and carrying out teaching in the classroom. To assist in gaining more comprehensive 
knowledge, a quantitative approach was also implemented specifically to process survey data. 

Participants 

This study used purposive sampling method to select participants from one of the largest teacher education 
universities in West Java, Indonesia, which has produced teachers or prospective elementary school teachers. The 
graduates who were given the survey were 739 participants from five batches, namely those who graduated in 2015-
2019, and 234 of them returned the survey. The following Table 1 presents a survey of primary school teacher 
education graduates from five batches. 

Table 1. Survey of primary school teacher education graduates 

Year of 
Graduation 

Surveyed 
Graduates 

Graduates who Filled out the 
Survey 

Graduates who did not Filled out the 
Survey 

Total  % Total % Total % 
2015 187 100 82 43.85 105 56.15 
2016 135 100 41 30.37 94 69.63 
2017 199 100 51 25.63 148 74.37 
2018 89 100 22 24.72 67 75.28 
2019 126 100 38 30.15 88 69.85 

 

Participants who were directly involved in the assessment of teacher competency problems in teaching were 15 
participants from 15 elementary schools consisting of seven male participants (46.67%) and eight female participants 
(53.33%). Two participants (13.33%) graduated in 2014, seven participants (46.67%) graduated in 2015, one 
participant (6.67%) graduated in 2016, three participants (20%) graduated in 2017, and two participants (13.33%) 
graduated in 2019. Their employment statuses in their institution were six participants (40%) were Civil Servants, and 
the remaining nine participants (60%) were still non-Civil Servants. They were accepted to work as teachers in various 
range of time. One participant (6.67%) was accepted as a teacher within the span of four years before graduation, five 
participants (33.33%) were accepted as teachers in the same year as their graduation year, one participant (6.67%) 
was accepted as a teacher within the span of one year after graduation, four participants (26.67%) were accepted as 
teachers within the span of two years after graduation, four participants (26.67) were accepted as teachers in the span 
of four years after graduation, and one participant (6.67%) was accepted as teachers in the span of time five years after 
graduation. They were spread in eight regions, namely Pringsewu, Bekasi, Sumedang, Majalengka, Bandung, Cirebon, 
Kuningan, and Punggur. They were willing to have their teaching performance in the classroom being observed for this 
research. Participants who did not work as teachers consisted of three male participants and two female participants. 

Seven lecturers were also involved in this study as participants, consisting of three males and four females. Each of 
them teaches different subjects who are categorized into two classes of subjects, namely subject areas and pedagogical 
subjects. Besides that, two male participants were also involved in this study as graduates’ users (principals) who were 
willing to participate to share their experiences about the ability of new teachers from the studied university who 
worked in their institutions. The graduates’ users were involved to provide a broader picture of the readiness and 
competence of new teachers in teaching. 

Ethical Consideration 

All participants were informed and sought their approvals that the information provided by them would be used for 
research purposes and publication of research results. They were given a statement that those who were willing to fill 
in the survey, interviewed, and observed were considered to agree to participate in this study. 

Data Collection 

Data were collected by three instruments, namely survey, observation, and interview. The survey was given in the form 
of a questionnaire distributed via Google Docs. Using surveys can explore the graduates’ types of jobs who were 
produced to be professional teachers, but whether their types of job were in accordance with the knowledge and skills 
they learn. This problem was investigated explore their readiness to enter the workforce. 
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Observations were made to identify the competencies of graduates in teaching at the school or institution where they 
work. Graduates performance were observed to explore information on the following 17 aspects: (1) availability of 
syllabi, (2) availability of lesson plans, (3) mastery of theories and concepts and their applications, (4) ability to explain, 
(5) analytical skills and problem solving, (6) skills using verbal/non-verbal language, (7) skills using appropriate 
teaching methods, (8) skills using technology/learning media, (9) skills creating dynamic interactive atmosphere, (10) 
communication skills, (11) skills in asking and answering questions, (12) skills in understanding differences in the 
potential of students, (13) skills in helping students with problems, (14) skills in managing learning processes, (15) 
skills in assessing student achievement, (16) skills in exemplary behavior, and (17) skills to instill values, ethics, and 
morals. 

Interviews were conducted to lecturers, new teachers, non-teacher graduates, and graduates’ users. Lecturers were 
interviewed to obtain information about their strategies in forming prospective professional teacher who are ready to 
enter the workforce. New teachers were interviewed to obtain information related to their perceptions of teaching 
activities and students. Of the 15 new teachers who were willing to be observed, only five teachers were willing to be 
interviewed consisting of three males and two females. Graduates who were not employed as teachers were asked the 
reasons they did not work as teachers and the alignment of their competencies with their new jobs. Meanwhile, the two 
principals as graduates’ users were asked how their satisfaction toward the performance of new teachers in carrying 
out their work. 

Data Analysis 

Data analysis is the process of reading data repeatedly by choosing and coding (data reduction) and by showing data in 
within-case and cross-case matrices (Miles et al., 1994; Miles et al., 2018) and the data were coded as suggested by 
Saldana (2015). The final coding pattern was the code result based on conceptual framework and research questions, 
and inductive codes. Sub-codes were made for every aspect in this dimension. Those codes were also created 
inductively for preparation types at universities. Finally, the codes were given to participants’ experiences for teaching. 
The same dimension fragments were classified and summarized in a cross-case matrix to find a particular pattern. 
When patterns were discovered, this study deliberately looks for inappropriate cases and patterns leading to more 
varied explanations, which is in accordance with the theories proposed by Cohen et al. (2013), Miles et al. (1994), Miles 
et al. (2018), and Robson (2002). 

The responses of interview stage were examined and coded by the first author. Due to the interpretative and repeated 
nature of data analysis, it was impossible to recover inter-rater reliability (Akkerman et al., 2008; Carcary, 2009; Roller 
& Lavrakas, 2015). 

To improve the trustworthiness of the analysis, this study involved multiple researchers. The extracts explanation of 
the codes and illustrative data were discussed by seven researchers whose backgrounds are in both qualitative study 
and the field of (teacher) education. Furthermore, the following procedures exist in the coding process: (1) All difficult 
fragments to code were discussed by researcher to the experienced one. These fragments and codes were conversed 
until achieving its consensus was reached and adjusting the coding to consider its outcome. (2) The interpretation from 
the first author was audited by a procedure in which the codes for two (randomly chosen) scored interviews (10%) 
were verified and conversed in a peer review by two other experienced researchers as suggested by Miles et al. (1994) 
and Miles et al. (2018), which generated 100% agreement on the assigned codes. 

Besides the coding, the data matrices (for the within- and cross-case analyzes) and the different stages and decisions in 
the process were verified and discussed by the other co-authors (Akkerman et al. 2008; Roller & Lavrakas, 2015). 
Moreover, to prevent drawing conclusions too early, the data were examined and verified in the original data numerous 
times. Besides that, direct quotes from the interviews were used to show and support the findings. 

Findings 

This study was focused on exploring and analyzing the readiness of graduates of primary school teacher education or 
new teachers in dealing with the world of work, and identifying and analyzing their competencies in conducting the 
teaching process in the classroom. The results of the study formed four themes as follows: (1) forming prospective 
professional teacher, (2) teaching training program in schools, (3) between hope and reality to become a teacher, and 
(4) practices of becoming a true teacher. 

Theme One: Forming Prospective Professional Teachers 

The information related to the process of teacher training being applied to prospective elementary school teachers 
could be obtained from seven lecturers of a selected university who were willing to be interviewed. The data showed 
that prospective elementary school teachers must take 148-150 credits with a total of 62 courses to complete 
undergraduate teacher education. Under normal conditions, the amount of credit can be taken by students within four 
years (eight semesters). Except for students who have problems in academic and non-academic problems, these credits 
can be completed in more than four years. The courses taught are divided into three groups, namely pedagogic courses, 
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subject areas consisting of Mathematics, Languages, Natural Sciences, Social Sciences, Arts (Music, Dance, and Fine 
Arts), and moral/ethics/values. 

The initial description that had been obtained was that students were truly recognized by lecturers as prospective 
professional teachers in the future, so they must be given teaching materials according to their needs. One lecturer (L) 
emphasized, “I understand that students are prospective future teacher, so I teach what they need in the future with the 
challenges of technological development in the upcoming era”. This indicates that students were prepared with future-
oriented learning especially with regard to technological progress. 

Those lecturers were asked, “Have you noticed the development of their competencies?” They answered as follows. 

L1: “Yes, I have. I even often compare the ability of students for each class”. 

L2: “Yes”. 

L3: “Yes”. 

L4: ‘Yes”. 

L5: “That’s right, in teaching, I always consider the ideal skills that must be possessed as a professional teacher. I also 
always motivate students to become teachers with professional skills in accordance with applicable regulations”. 

L6: “Not too focused on teacher training, but still on the mastery of the field of study, because that is still a problem with 
students”. 

L7: “Too much and big classes, four classes, each of which consists of 40 students, difficult to notice”. 

The answers from L1-L5 indicate that five lecturers had focused on noticing the development of student competencies 
without informing any obstacles in the process. Meanwhile, answers L6 and L7 indicate the existence of different 
conditions. L6 was more concerned with the development of students’ abilities in the aspects of knowledge of their field 
of study than in the pedagogical aspects. Meanwhile, L7 encountered more conducive conditions because of the 
imbalance ratio of the number of lecturers and students. Therefore, so it was difficult to notice overall development. 

In connection with these diverse teaching conditions, the investigation was continued by asking them this question. 
“How do you improve student mastery of the field of study?” All lecturers gave quite a variety of answers, namely as 
follows. 

L1: “If it is done in the class, the time is not enough, so they are given assignments outside the class to be reviewed”. 

L2: “The application of theory into practice is accompanied by the development of learning in the present field of 
study”. 

L3: “Not only providing theory, but also facilitating students to practice directly”. 

L4: “Provide the required nutrition both in content and method”. 

L5: “Lectures with various methods that I use are directed to equip them in mastering the field of study they need. From 
face-to-face lectures, self-assignments, to structured groups are parts of my effort to fully equip the material in the 
course being taught”. 

L6: “Through theoretical lectures and more practice. Some students are recommended to deepen their field of study in 
the student activity unit”. 

L7: “Discussion of source books, research journals, and capita selection of actual problems”. 

The answers from L2, L3, and L6 indicate that the process of enriching the field of study to students was not sufficient 
given in the form of theory itself, but was reproduced by practice. In other words, theory was given, but the application 
of theory was of great concern to lecturers to emphasize more on students. The answers from L4 and L7 emphasize the 
provision of a variety of methods and actual studies of reading sources to students. Meanwhile, L1’s answer indicates 
the strengthening of the field of study mixed with deepening of material outside the classroom by giving assignments. 

This also indicates that pedagogical aspects have been incorporated into the learning process. To deepen information 
on this aspect, they were asked further question. “How do you teach students pedagogical skills?” The lecturers 
answered as follows. 

L1: “In lectures, there is always a presentation”. 

L2: “Directly giving material, simulations, and practices to school”. 

L3: “Increase the simulation in each course”. 

L4: “Introduce various teaching strategies”. 
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L5: “The various methods that I use, for example class presentation as a part of the effort in getting them used to 
managing classes, managing materials, delivering material, discussing, and solving problems”. 

L6: “In my opinion, pedagogical ability can be given after mastering the field of study and then they can be educated 
pedagogical knowledge through microteaching or teaching simulations, and field practice”. 

L7: “Simulations of teaching, discussing, reading pedagogic books, and seeing examples”. 

The answers of five lecturers (L1, L2, L3, L5, and L7) indicate the existence of teaching practice activities in the learning 
process, such as presentations and teaching simulations. Meanwhile, L4’s answers indicate that teaching pedagogical 
ability could be conducted through the introduction of a variety of teaching strategies. Answer L6 indicates that 
pedagogical ability must be taught after mastering the ability of the field of study, in the same way as other lecturers, 
namely through teaching simulations or field practice. 

Theme Two: Teaching Training Program in Schools 

After conducting observations related to the activities of students and lecturers in an effort to train students' ability to 
teach, the results revealed that there were two formal teaching training activities in the curriculum. First, teaching 
training activities in microteaching courses were conducted in the form of teaching simulations in classroom. Teaching 
simulations were observed, recorded and evaluated by lecturers, and other students. Second, the professional 
placement in primary schools totaling four credits was conducted for 40 days in the form of three stages of activity: 
orientation, teacher observation, and independent teaching. In the second activity, students were divided into groups of 
between 6-10 students to be distributed to schools, and each was guided by a lecturer and tutor from the school. 

In relation to the practice of students to teach in this school, there is a question asked to the four lecturers, "What are 
the goals to be achieved by students in carrying out the professional placement in schools?" The following answers are: 

L1: “Students are able to implement four abilities well: (1) teaching, (2) communicating socially with colleagues, (3) 
guiding extracurricular activities, and (4) developing interpersonal skills”. 

L2: “Students are able to internalize themselves in the profession as prospective teachers”. 

L3: “Students have the ability to teach, manage classes, and understand school administration”. 

L4: “Students obtain comprehensive learning in school”. 

The answers from L1-L4 illustrate that the lecturers understand the professional placement in various ways. However, 
four key words from lecturers that become the urgency of the professional placement include developing abilities, 
internalizing themselves, having teacher and administrator skills, and learning in school. 

Furthermore, the next question was “What is the focus of the whole series of this professional placement?”. The 
following answers are: 

L1: “To teach and guide students”. 

L2: “To instill the students' habits and expertise as a part of the education sector, especially schooling”. 

L3: “Students’ skills to become professional teachers in teaching”. 

L4: “Class administration, student cases, development of subject materials”. 

The answers from L1 and L3 illustrate that the practice of the professional placement is specifically focused on 
developing teaching skills. Meanwhile, the answers from L2 and L4 indicate that the practice of the professional 
placement was not specifically focused on practicing teaching skills, but also to familiarize students as a part of 
schooling and mastering administration in schools, including developing subject materials. 

Theme Three: Between Hope and Reality to Become a Teacher 

During college time, graduates were equipped with knowledge in aspects of the field of study, pedagogy, and the 
embedded of ethics and morals as prospective teachers. These aspects were given to make them ready to join the 
workforce as professional teachers. In fact, the most important thing is that graduates are expected to have a strong 
conviction that they are scholars who must work as teachers because they have been formed through teacher training 
as prospective teachers. In line with this, the search for exploring the employment information of graduates through 
surveys was conducted in this study. Their readiness to work as teachers can be seen from the suitability of the 
education undertaken with the selected job. The survey results can be seen in Figure 1 below. 
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Figure 1. Graduates’ Jobs as Teachers and Non-Teachers 

Figure 1 depicts that of the 2015 graduate participants totaling 82 people, 64 of which (78.05%) became teachers and 
18 of which (21.95%) did not become teachers. Of the 2016 graduate participants totaling 41 people, 33 of which 
(80.49%) became teachers and eight of which (19.51%) did not become teachers. Of the 2017 graduate participants 
totaling 51 people, 41 of which (80.39%) became teachers and 10 of which (19.61%) did not become teachers. Of the 
2018 graduate participants totaling 22, 19 of which (86.36%) became teachers and three of which (13.64%) did not 
become teachers. Of the 2019 graduate participants totaling 38 people, 35 of which (92.11%) became teachers and 
three of which (7.89%) people did not become teachers. Thus, out of the total 234 graduates as participants, 192 people 
(82.05%) became teachers and 42 people (17.95%) did not become teachers. 

This study conducted further investigation to obtain information about the reasons of all the participants who were 
prepared to become teachers, but in reality, not all of them became teachers. This investigation was specifically 
conducted to 42 graduates who did not become teachers through surveys and interviews. The survey results shown in 
Figure 2 can identify that of 42 graduates, six of which (14.29%) become private employees (PE), one of which (2.38%) 
become Smartfren gadget specialists (GS), one of which (2.38%) became consultant (CT), 12 of which (28.57%) became 
master students (MS), six of which (14.29%) were self-employed (SE), one of which (2.38%) became book publishers 
(BP), one of which (2.38%) became private company employee (PC), one of which (2.38%) became forex traders (FT), 
one of which (2.38%) became customer service (CS), one of which (2.38%) became school operator (SO), two of which 
(4.76%) became protocol (PC), one of which (2.38%) became administration officer (AO), one of which (2.38%) 
became secretary (ST), and seven of which (16.67%) have not worked (NW). Color gradation in Figure 2 represents the 
job classification of graduates, which are categorized into 13 types of jobs (PE, GS, CT, MS, SE, BP, PC, FT, NW, CS, SO, 
AO, and ST). 

 
Figure 2. Graduates Who Work Not as Teachers 
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Through interviews, this study investigated the reasons of the occurrence of deviations from teacher training that had 
been taken by participants, but ended up working not as teachers. Exploring this problem was not easy because the 
participants were already scattered in far areas and focused on their activities in their work. Hence, this study only 
could reach five participants (P) to be interviewed. The following reasons are the results of interview for this question, 
“Why don't you work as a teacher based on the educational background you have taken?”. 

P1: “Because the income is greater than being an honorary teacher in a state or private school especially in my area.” 

P2: “Being a teacher is a noble profession. But, seeing the reality on the field, being a teacher is sometimes not 
appreciated in terms of welfare, especially for honorary teachers. For this reason, in fulfilling welfare to meet 
needs, the solution is to have a career in non-teachers.” 

P3: ”Because there hasn't been a chance to become a civil servant.” 

P4: “Measure my abilities that are not suitable to be educators.” 

P5: “I have a family, if I become a teacher but still an honorary one, it is not enough to support the family. Unless I pass 
the list of civil servants, I’m determined to become a teacher.” 

The answers from the participants (P1, P2, P3, and P5) indicate that their decision not to work as a teacher was due to 
income issues. Being an honorary teacher or teacher in a private school did not guarantee welfare for their living needs. 
Therefore, they were more interested in becoming teachers if they could be appointed as civil servant teachers who are 
paid by the government, get teacher allowances, and gain pension salaries. Meanwhile, one participant (P4) assumed 
that he had not had the eligibility to become an educator yet. The problem was indicated by his recognition feeling 
unable in mastering teacher competence. 

Theme Four: Practices of Becoming a True Teacher 

Graduates who are consistent with their educational subject joined the workforce by becoming new teachers in various 
elementary schools. Having been identified, they chose the location of the school and were accepted at the primary 
school in various ways. First, through the family route, so that the chosen school was the place where their families 
have been being taught. Besides that, some were asked by the school to be their teacher because of the lack of class 
teachers. What was more competitive was that graduates were accepted as civil servants because they took the test run 
by the government. In any way, the participants deciding to work as teachers were graduates who were deemed ready 
to become real teachers. 

After having been given permission from the school, the observation was conducted to participants from 15 elementary 
schools in conducting the teaching process in the classroom. They were informed that observations were rated on a 
scale of 1-5 (1 = Not Very Good, 2 = Not Good, 3 = Enough, 4 = Good, and 5 = Very Good). The observation consisted of 
17 aspects representing teachers’ competence conducting teaching. Observation of each participant was conducted in 
two hours of study. The average value of the competence of 15 teachers from the observations is depicted in Figure 3 
below. 

 

Figure 3. New Teachers’ Competence in Teaching in the Classroom (Note: N=15) 
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Figure 3 depicts that based on the observation results of 15 participants, it can be identified that the average 
competence in teaching was as follows. The aspect of syllabus availability is classified as good with an average value of 
4.33. The aspect of lesson plan availability is classified as good with an average value of 4.33. The aspect of mastery of 
theory and concepts and their implementations are classified as good with an average value of 4.27. The aspect of 
ability to explain is classified as good with an average value of 4.27. The aspect of analysis and problem-solving skills is 
sufficient with an average value of 3.87. The aspect of using verbal/nonverbal language skill is classified as good with 
an average value of 4. The aspect of using appropriate teaching methods skill is classified as good with an average value 
of 4.2. The aspect of using technology/learning media skill is classified as good with an average value of 4.53. The 
aspect of creating a dynamic interactive atmosphere skill is classified as good with an average value of 4.33. The aspect 
of communication skill is classified as good with an average value of 4.27. The aspect of asking and answering questions 
skill is classified as good with an average value of 4.4. The aspect of understanding the difference in students’ potential 
skill is classified as good with an average value of 4.27. The aspect of helping students with problems skill is classified 
as good with an average value of 4.2. The aspect of managing the learning process skill is classified as good with an 
average value of 4. The aspect of assessing student achievement skill is classified as good with an average value of 4.2. 
The aspect of exemplary behavior skill is classified as good with an average value of 4.13. The aspect to instill values, 
ethics, and morals is classified as good with an average value of 4.53. Thus, the lowest value is in the aspect of analytical 
skills and problem solving, and the highest value is in the aspect of using technology/learning media skill and instilling 
values, ethics, and morals skill. Based on the average value of all aspects, the average value of teacher competence as a 
whole is 4.24 or is classified as good. 

After having been given an observation in their teaching, the participants were interviewed to develop knowledge and 
understanding of their competencies. Five participants were willing to be interviewed. They were asked about the 
planning of teaching, “Why did you make a syllabus?” P1 answered “for planned learning.” P2 answered “to support and 
guide when learning”. P3 answered “the main tasks and functions as a teacher”. P4 answered ”planning learning”. P5 
answered “in order that learning is well-planned”. Their answers convinced that the teachers are supposed to make a 
syllabus for learning planning. Then, they were given further question, “Do you always cling firmly to the lesson plan?” 
P3 and P4 answered “Yes”, P2 answered “Always”. However, P1 answers “No, depending on student conditions and 
time allocation”. Likewise, P5 answered “Yes, but in certain circumstances, sometimes I have to improvise”. This 
indicates that not all new teachers taught based on the syllabus and lesson plan, but some believed that they needed to 
see the situation and conditions in the classroom. 

In addition, the questions were given related to the process of teaching, “How do you encourage students to be active in 
the learning process?”. Those five participants answered as follows. 

P1: “Do not let the teacher ignore students who are active in their own world when learning takes place”. 

P2: “Give enthusiasm, reward, and praise so that children are motivated”. 

P3: “Make learning innovative and fun”. 

P4: “Provide stimulus and reward”. 

P5: “Always provide motivation, reward and punishment.”. 

Their answers indicated that some aspects such as reward, praise, stimulus, indifference, innovation, fun, and 
punishment, were the keywords of the teacher's treatment in the learning process. Their answers also indicate that 
building an active class atmosphere must be accompanied by constructive treatments. 

We also explore the teacher's process of applying ethics and instilling ethics. They were asked, "How do you display 
exemplary behavior in front of students?" The five participants gave the following answers. 

P1: “Give examples of good behavior and speech”. 

P2: “Always be kind to children and model good behavior”. 

P3: “Good-looking, polite language and good behavior”. 

P4: “Appear as it is”. 

P5: “Always provide good examples in doing daily activities to students”. 

The participants’ answers gave an illustration that the four participants agreed that the example was given through the 
teacher’s behavior as the model, especially by modeling it through words and deeds, and dressing neatly as a part of the 
role model. Then, one participant believed that the example was sufficient given by appearing as it is in front of the 
students. 

Besides that, they were asked graduates’ user to obtain deeper information. Two participants who served as principals 
were willing to give their opinions, with the following question, “Is the performance of the new teachers meeting your 
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expectations?” Both participants answered “Yes”. Then, further question was “What innovations did they develop in the 
learning process?” They gave the following answers. 

P1: “Learning media and teaching styles in class”. 

P2: “Follow the development era by applying technology and character-based learning”. 

Those answers indicate that they had satisfaction with the performance of the new teachers through their innovation in 
developing learning media, teaching styles, and learning that uses a touch of technology and also brings up character 
education. 

Discussions 

In this study, each theme was analyzed and searched for the relationships among the four themes to obtain 
comprehensive information and understanding of the readiness and competence of new teachers. When connecting 
between the theme one, two, and three, there was a portrayal that students were given full-time knowledge and 
practice about the deepening of the field of study and pedagogy, both on the campus and through the courses of the 
professional placement in schools, even pedagogy was almost inserted in every subject even though special courses 
about it exist. However, the knowledge and practice of teacher training did not necessarily make all graduates continue 
working in accordance with their educational background. In other words, the majority of graduates worked in 
accordance with the knowledge they got. However, there was incongruity among a small number of graduates due to 
not working or having a career as a teacher. Through this phenomenon, the majority of graduates showed that they had 
readiness to have a career as a professional teacher, but a small proportion of graduates were not ready for a career to 
become teachers. 

There was a trigger factor causing some graduates not ready for a career to become teachers. The results of the 
investigation proved that the readiness of a small number of graduates not to work as teachers was because they were 
not appointed as civil servant teachers. In other words, economic factor was the main problem for prospective teachers. 
Honorary teachers in both public and private schools could not provide welfare for their lives. The government had not 
yet been able to develop the salary of honorary teachers, such as by providing teacher remuneration (Derkachev, 
2015). This salary problem did not only occur in Indonesia, but also in other countries. In line with this, Tang et al. 
(2018) and Xuehui (2018) proved that the gap in salary and benefits does not only affect the number of teacher 
supplies, but also causes the disappearance of qualified teachers. In other words, low teacher salaries have become a 
problem that is commonly complained of by teachers (Bruhwiler, 2015). Therefore, prospective teachers look for other 
jobs that are more promising for their income even though the work is not based on the knowledge learned in college. 
This disharmony becomes a big question for people whether their non-teacher job can be conducted professionally 
with their basic knowledge as prospective teachers. 

The search results regarding the problem were revealed from the participants answering this question “Do you have 
difficulty working professionally because your basic knowledge is teacher education?” P1 answered “No, in my opinion, 
there is enough jobs for education graduates”. P2 answered “No, because everything can be learned if you have a strong 
intention and determination”. ‘P3 answered “No, because I am able to adapt”. P4 answered “for the field of work that I 
am living in now, thank God not, because as a trader, there are no specific rules that have a certain educational 
background”. P5 answered “No, because for four years I studied Teacher Education. So, God willing, I have mastered it”. 
Participants' answers showed the belief that their teacher training background was not a problem in their non-teacher 
work. However, their answers also indicate that they are adapting, learning continuously, and also having faith that 
their knowledge had supported their work. 

When the theme one, two, and four were connected, the harmony between the efforts made by lecturers in providing 
knowledge and skills in the field of study and pedagogy, and the actual teaching practices of new teachers in the schools 
where they work appeared. The observation results of the teaching process to new teachers through 17 aspects of 
teacher performance showed good competence with an average value of 4.24 although basically, teachers, in their first 
years of teacher’s profession, are very easily affected to learning intentionally and responsively in class (Heikonen et al., 
2017). In fact, the results of the study conducted by Louws et al. (2018) showed that the early career teachers had 
problems in growing and increasing professionalism. However, the investigated new teachers in this study showed 
good performance in almost all aspects assessed. In addition to being equipped with new teachers in the fields of study 
and pedagogy, they also learned from their own environment. For this reason, some of them did not always fully teach 
based on the lesson plans they make, but occasionally they improvised based on needs, situations and conditions, and 
the time available. In other words, teachers have the ability to adapt their classroom practices to create personalized 
learning spaces (Deed & Lesko, 2015; Deed et al., 2014; Peeters, et al., 2016). 

New teachers also have a desire to develop the learning process in the classroom by involving technology use. 
Technology-centered teaching experiences increase teacher self-efficacy (Bahcivan et al., 2019; Han et al., 2017; 
Kauppinen et al., 2018). This aspect also gave satisfaction to the graduates’ users or principals. The results of the 
principals’ assessment indicate that new teachers were considered innovative in applying technology to the learning 
process. This is a matter of pride for the school since technology can no longer be separated from learning in the 
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current era, especially for learning at the elementary school level (Apriani & Julia, 2019; Baskerville, 2012; Julia, 2019a, 
2019b; Julia et al., 2019a; Julia et al., 2019b; Julia et al., 2019c; Julia et al., 2020; Lin et al., 2019; Maulana & Julia, 2019), 
In fact, it has become a necessity in almost every lesson. Due to the ability in technology and creativity in developing 
learning media and teaching styles, the principals also showed satisfaction to the new teachers. 

Conclusions 

In conclusion, the three questions being asked at the beginning could be answered based on the investigative process. 
“How are graduates formed as prospective professional teacher?” Search results show that prospective teachers were 
given concurrent knowledge and skills in the field of study and pedagogy. Although knowledge and pedagogic elements 
have their own lessons, in almost all subjects pedagogic elements are raised. The process of honing teaching skills is not 
only carried out on campus, but also carried out through the practice of professional placement in schools. “How is the 
readiness of graduates in entering the world of work?” The majority of graduates were ready to work as professional 
teachers with the consequence of their low income if they only became honorary teachers or teachers in private 
schools. Even though they had not participated in the TPST program, they had not been called as professional teachers 
legally, they were still willing to start teaching or having a career in school. “What are the competencies of new teachers 
in teaching at school?” The investigation results show that the competencies of new teachers were in the good category, 
even gave satisfaction to graduates users or principals with their performance in the classroom. The characters of new 
teachers who are innovative and not tech-savvy were in the spotlight for principals. 

Limitations 

This study is still limited by the small number of participants and only one university is involved as its sample. 

Suggestions 

Through this study, it is recommended that the implementation of TPST program as a teacher training for teaching 
should be integrated into the teacher’s undergraduate program. It is because the majority of graduates need jobs after 
graduating from college rather than continuing college to gain professional teacher recognition to add to their 
experience in teaching and obtaining teacher certification. 
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