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ABSTRACT

PRESERVICE SCIENCE TEACHERS PERCEPTION OF PROFESSION WITH
METAPHORICAL IMAGES AND REASONS OF CHOOSING TEACHING AS A

PROFESSION.

GUZEL STICHERT, Elif
M. Sc., Department of Secondary Science and Mathematics Education
Supervisor: Assist. Prof. Dr. Jale CAKIRQU

Co- Supervisor: Prof. Dr. Omer GEBAN

September 2005, 89 pages

This study indented to explore preservice elementary and secondary science
teacher’s perception of their professional roles and investigate their reashi®sihg
teaching as a profession. To explore the perception of professional roles, metaphorical
images were also used as a tool.

The present study was conducted during the spring semester of 2004-2005
academic year with a total number of 441 (n=287 females; n=153 amlas=1 gender
not provided) senior preservice elementary and secondary scienterseato enrolled

in the elementary science and secondary science (biology, physics and chemistry)



teacher education programs of three different universities in AnRata were collected
utilizing a questionnaire developed by Saban (2003) composed of five bestmse
which investigates the participant’s perception of teaching asfasgion and their roles
in instruction process and reasons of choosing teaching as a profession.

Data of the present study were analyzed utilizing descriptive and inferential
statistics. Analysis of the data showed that preservice teachers penegivelés
mostly with student-centered metaphors and define their selves as pedagggdal ex
who fosters student’s social, emotional, and moral growth. Besides, most of the

preservice teachers have altruistic reasons to choose teaching as a profession.

Key Words: Preservice science teachers, Perception of profession, Metapienise Sc

Education.



Oz

FEN ALANI OGRETMEN ADAYLARININ MESLEKLERINE YONELIK

ALGILARI VE OGRETMENLIGI MESLEK OLARAK SECME NEDENLER.

GUZEL STICHERT, Elif
Yilksek Lisans, Orta getim Fen ve Matematik Alanlarigimi Bolimi
Tez Yoneticisi: Yrd. Dog. Dr. Jale CAKIRGLU

Yardimci Tez Yoneticisi: Prof. Dr. Omer GEBAN

September 2005, 89 sayfa

Bu argtirma, ilk@sretim fen bilgisi ve orta gretim fen alanlar @timi 6gretmen
adaylarinin mesleklerini nasil algiladiklarini vgréimenlgi neden meslek olarak
sectiklerini belirlemek amaci ile yapilgar. Mesleki algiyr 6lgmek icim metaforlar da
arac olarak kullanilngtir.

Bu calsma, 2004-2005 akademik yilinin bahar déneminde Ankara ilindeki Ug¢
farkli Universitede ilkgretim fenbilgisi @retmenlgi ve orta@retim fen alanlari
(biyoloji, fizik ve kimya) @Gretmenlgi bolimlerinin son siniflarindaggim goren 441

(287 kiz, 153 erkek ve 1 cinsiyeti belirtimemidgretmen aday ile yuratilngtiir.

Vi



Veriler Saban (2003) tarafindan gélilen, meslek algisini ve gietmenlgi meslek
olarak secme nedenlerini dlgen bir anket ile toplatimi

Arastirma sonuglari, ilkgretim fen bilgisi ve orta gretim fen alanlarn @timi
Ogretmen adaylarinin mesleklerini griénci merkezli metaforlarla algiladiklarini,
kendilerini @rencilerinin sosyal, duygusal ve ahlaki gmhini tesfik eden pedegoji
uzmanlari olarak gordiklerini, ayricgrétmenlgi cogunlukla toplumun ve bireylerin
gelisimini iyi yonde etkileme gibi 6zveriye dayanan sebeplerden dolagiekelarak

sectiklerini ortaya koymyiur.

Anahtar Kelimeler: @etmen adaylari, Mesleki Algi, Metafor, Fegrétimi

Vil



To My Parents and My Husband

viii



ACKNOWLEDGEMENTS

| am indebted very much to my parents Yilmaz and Nesrin GUZEIthfeir
continuous encouragement, understanding and love. They are the best tehelers
ever know. | always feel their support in every phase of my lifeyThelped me in
many ways during this study. Thank you dearly.

Special thanks should be given to my sister Esin GUZEL for her done
support. She is always available when | need a joke to smile. She westy good model
for me because of being a hardworking student.

| would like to thank my best friend Ozlem KALINLI, she was ay®& on-line
when | need to talk some one. Her advices and the articles sheosemdwtere very
helpful for this study.

| would like to thank Dr. Jale CAKIRGLU for her direction, valuable guidance
and support through out the study. | would like to thank to my co-super-visor Ome
GEBAN for his time and effort during the finalization of the study.

Finally, words alone cannot express the thanks | owe to ChristiddHERT,
my husband, for his encouragement and assistance. He believed in inanthalble to
conduct this study.

Without the generous help of these individuals, this investigation would wet ha

been possible.



TABLE OF CONTENTS

ACKNOWLEDGEMENTS . ...ttt e e eeean e e IX.....
TABLE OF CONTENTS
LIST OF TABLES
LIST OF SYMBOLS
CHAPTER
1. INTRODUCTION
1.1 Background of the Study.............eeeeiiiiiiiiii e A
1.2 Purpose of the Study........ccoo v 4

1.3 Educational SignifiCanCe...........cuovii i e 5.

2. REVIEW OF THE LITERATURE. ... e 7

2.1 WAt iS MELAPNOI? ..ttt e e 7

2.2 Metaphors as Research Tools in Education

2.3 Preservice Teachers’ Perception of Profession by Metaphors................. 13

2.4 Perception of Teaching as a Profession
2.5 Reasons of Choosing Teaching as a Career
3. METHOD OF THE STUDY ...ttt et e e e e e e e 33

3.1 Research Design and Procedure............ccovoviiiiiiiiiiiiiiiiien e 33..



3.2 The Statement of the Main Problem................cccciiiiiiiiie . 34
3.2.1 Research Questions and Related Sub-problems............................ 34
3.2.2 The Statement of the Statistical Hypothesis Associated with Sub-
PrODIEIMS . .. e e e 37

3.3 Population and Sample Selection.............coooiii i 40

3.4 Data Collection InStrument...........c.ooviiiiiiiii i e 42

3.5 Analysis of Data.........cccevvii i e 4D

3.6 Assumptions and Limitations ...........c.oviiiiiiieiie i e 46
3.6.1 The Assumptions of the Study............c.coviiiiiii i 46.
3.6.2 The Limitations of the Study...........cc.covii i, 46

4. RESULTS OF THE STUDY ..ottt e et e aeeens 48

4.1 Metaphorical Images of Preservice Science Teachers.................. 48....

4.2 Perception of Teaching as a Profession................coove i 57
4.2.1 Perception of Professional Identity.............c.ocooviiiiiiiine e 57
4.2.2 Career Choice COMMItMENT..........ovii it e 58
4.2.3 Orientations Towards INStrUCtON..........covieiii i e, 59
4.2.4 Attitudes Towards Student’s Role in Instruction Process.................. 60

4.3 Reasons of Choosing Teaching as a Profession..............cccocoeviiiinenn. 63

4.4 Summary of the ReSUIS.........cvo e e 67

S, DISCUSSION. .. e e e e e e e e e e 69

5.1 Presevice Science Teachers’ Metaphorical Images of Their

[ 0] (<31 (o] o P 69

Xi



5.2 Presevice Science Teachers’ Perception of Teaching as a Professi@s.......

5.3 Presevice Science Teachers’ Reasons of Choosing Teaching as a Profession

.............................................................................................. 76
6. CONCLUSION, IMPLICATIONS AND RECOMMENDATIONS.............. 78
6.1 CONCIUSIONS. ... oottt e e e e e eene 78
6.2 IMPIICALIONS. ... e e e e e e 79
6.3 RECOMMENAALIONS. .. ..ot 81......
REFERENCES ... e e e e e e e e 82

Xili



LIST OF TABLES

Table 3.1 Distribution of Preservice Science Teachers by the University........41....
Table 3.2 Distribution of Preservice Science Teachers by Departments......... 42.....
Table 4.1 Item Means, Standard Deviations and Percentages of Respondents’ Scores on
MetaphoriCal IMAgES. .. ... e e e e e 49

Table 4.2 Gender Differences in Participant’s Past Education Metaphorical

Table 4.3 Comparing the Metaphorical Images of Past and Ideal Education Lif&5

Table 4.4. Perception of Teaching as a Profession.............coooiiiiiiiiicie i 62
Table 4.5 Reasons for Choosing Teaching as a Profession.........................66.....
Table 4.6 t-test Regarding Reasons for Choosing Teaching...............ccoovvievennnn. 66

Xiii



CHAPTER |

INTRODUCTION

1.1 Background of the Study
Beliefs and ideas that preservice teachers carry when they start tautigiss

an important concern for teacher education programs. As Clark (1988) states in his

study:
Students begin teacher education programs with their own ideas and beliefs
about what it takes to be a successful teacher. These preconceptions are formed
from thousands of hours of observation of teachers, good and bad, over the
previous fifteen or do years. Undoubtedly, student’s conceptions of teaching are
incomplete, for they typically see and hear only the performance side of
classroom teaching. With this in mind, a thoughtful teacher educator might ask:

What are the preconceptions about teaching and learning held by our students?

(p.7)

This argument of Clark awaken teacher educators about the persdog}-his
based beliefs of preservice teachers which are very difficuthinge during teacher
training (Joram & Gabrielle, 1998). Studies carried on this subgsetated that pre-

service teachers’ thinking is strongly influenced by their past educationaidssisr



students (e.g.,Bramald et al.,1995) and that their beliefs tend to erefpitesditional
conceptions of teaching and learning, such as the behavioral theoriestrattion
(Salisbury-Glennon & Stevens,1999). According to Calderhead and Robson (1991), for
instance, preservice teachers often think of teaching as telfidgo& learning as
memorization. The notion of self and the development of teacher ideasityeen noted

as important in teacher thinking and classroom actions (Akyeampongeghes,
2002).

However, for the success of teacher training programs, these dgonsepds to
be minimized and changed. The first steps of changing preconcepticeecbing and
learning carried by preservice teachers is to discover and gatesthem. In some of
recent studies (Saban, 2003, 2004; Mahlios & Maxson, 1998; Inbar, 1996; Martinez,
Sauleda, & Huber, 2001) metaphors used as cognitive devices to effectixasdtigate
the preservice teacher’'s preconceptions of teactmghis regard, metaphors play a
crucial role in gaining insights into more complex concepts suclaeling, learning, or
schooling and provide important ways of comprehending people’s personakexpsri
that is, they act as “translators ” (Miller,1987) of experience.

Researches showed that preservice teachers’ conception of tresnseé
strongly related with their classroom activities. Martinezl&#a and Huber (2000)
stated that influence of metaphors on education are immense anthtbgplaere in the
classroom is related to the teacher's favored education metaphon dieti Tipins
(1996) conclude that when a teacher prefers the captain metaphor,heetended to

practice strict control over the students and when a teacher preferred thenenterta



metaphor he was first of all friendly and humorous in the classroom.

Many researches were done to figure out most preferred educational
metaphorical images of preservice teachers to make a conclimah ehat may be
their classroom activities as future teachers. Study of Inbar (MBEh intented to
define the metaphorical images of student and teacher about eachsbtheed that
while educators have a tendency to perceive their roles as taeirsgudents, students
mostly perceive the evaluative and controlling aspects of teachialglidd and Maxon
(1998) also indented to figure out most remembered and most prefertaghors of
preservice teacher and they revealed that while preservideeteaemember their past
education life with a diverse manner like being in a familymteaowd or prison, they
preferred more focused and centered metaphors like being in a tardiligeam. In the
studies of Saban (2003, 2004) analysis of results revealed that althotighparas
selected both student- and teacher-centered metaphors as theiepneséntative past
schooling images, they chose only the student-centered metaphorgrasstigreferred
ones. Many other studies in literature has similar results loér8s studies. Although
preservice teachers remember their past education life withtéather- and student-
centered metaphors, they mostly prefer student-centered metaphors.

The preservice teachers’ reasons of choosing teaching as ssjomfissanother
concern of educational studies. Some researchers (King, 1993; John 1995; Tony, 2000;
Saban 2003) conducted studies on the subject to capture the orientationsepfigee
teachers to teaching profession. Results of these studies retleakedanain categories

of reasons to choose teaching as a profession (Saban, 2003). These reasons were



altruistic (e.g., desire to contribute the society), intrinsic (e.g., sensdiof d¢at

teaching) and extrinsic (e.g., long holidays/summer vacations) redsasiobserved
that these reasons are changing over time and from country to codiieyresult of
such studies have received particular attention because of thémecrucrisis facing
many countries in attracting people of sufficient quality into tgwar profession

(Kyriacou & Coulthard, 2000).

1.2 Purpose of the Study
The purpose of this study is to investigate preservice elemeamdrgecondary
science teacher’s perception of their professions and reasons ofnchteeshing as a
profession. More specifically, the specific research questions are as follows
1. Which metaphors represents most preservice elementary andescienc
teacher’s images of teachers in their past educational life?
2. Which metaphors preferred most preservice elementary and science
teacher’s images of ideal teacher?
3. What are preservice teacher’ perceptions of teaching as a profession?
4. What are preservice teacher’ reasons of choosing teachingratession?
(What are the reasons for teacher candidates to choose teachig as

profession?)

Further, this study examines the relationship, if any, between yimser

elementary and secondary science teacher’s perception of their professiorzsans re



of choosing teaching as a profession and their gender, and their area of teaching.

1.3 Educational Significance

First of all, present study will provide an important data about pheta that
senior preservice teacher have of themselves and their teachanesvious education
life. These metaphors will provide teacher educators with thehiissigto preservice
teachers’ perception of their professional roles which is strorejgted with their
classroom activities and the quality of education. Although therasign#icant amount
of research dealing with preservice teachers’ beliefs abowghitep and learning,
conceptions of their roles, reasons for teaching, and attitudes ®attieny professions
from all over world (e.g., . Martinez, Sauleda &Huber, 2000; Mahlios &da1998;
Akyeampong & Stephens, 2002; Coultas & Lewin 2002; BouJaoude, 2000), there have
been a limited number of studies in Turkey. Furthermore, this stutheiéirst one
which investigates preservice science teacher’s perceptioniofptbé&ssion by using
the metaphors as a research tool.

The investigation of preservice teachers’ perception of their owegsioh is an
important key to understand their instructional approach and potentiarodeas
performance. Future teacher can develop a greater awarenesdawtting influencing
their experiences in the classroom when they identify and reffethe metaphors and
images they use in their conservations and written reflections dbaahing and
learning (Dooley, 1998)

Changing teacher’ classroom behaviors and practice requires changing their



conceptions of their roles in the classroom (Tobin & Tippins, 1996). Ba{a892)

emphasizes the role of teacher’'s beliefs in education becausédhaye what they
believe. For the improvement of teacher education programs, it istanptw examine
preservice teachers’ perception of their professional roles amdngaf choosing
teaching as a profession.

One of the main goals of a teacher education program should be to help
prospective teachers develop a good understanding of the relationshiprbetaceng
and learning (Saban, 2004). By using the metaphorical images, thisisttrgiyng to
figure out the preservice teachers understanding of teaching anthdedrhe results of
the present study will provide feedbacks to the teacher education mragraut
preservice teachers’ perception of teaching and learning. This igatest will also
enable teacher educators in understanding of their students’ imatgecioér, student
and instruction after all the courses taken during their training program.

The findings that emerge from this study, therefore, have impontgtications
for educational researchers and teacher educators. Given the dhta sfudy may
prove useful understanding the preservice science teachers’ perceptteaching
profession and reasons of choosing teaching as a profession. Teachtredacause
these results to examine their preservice education programsllaas their teacher

education practicum experiences for preparation and continuing of teachers.



CHAPTER Il

REVIEW OF THE LITERATURE

This chapter covers the conceptual definition and development of preservice
science teacher’s perception of their profession and reasons of chtemshigng as a
profession. This chapter also gives detailed information about metaphdrsheir

educational use.

2.1 What is Metaphor?

Basically, metaphor is a concept which is used by arts and hursahite/ever,
in recent years, especially after the famous book of George LakdffMark Johnson
(1980) which is entitled “Metaphors We Live By”, the general irset® use the
metaphors in different types of studies has been increased. Lakodblandon (1980)
emphasizes how metaphors are part of our everyday speech, how thele pemtvanly
language but also thought and action, and how essential they are to human
understanding. Indeed, metaphor is a process by which we view the wotlteameart
of what we think and learn.

Metaphors have been described in many different ways in many dtfstuslies.
Webster's New International Dictionary’s (1993) definition of metaph®fa figurative

of speech in which a word or phrase denoting one kind of object or action is used in



place or another to suggest a likeliness or analogy between th&hé essence of
metaphors is understanding and experiencing one kind of thing in termstbéd says

Lakoff and Johnson (1980, p. 5) The value of a metaphorical conceptualizatan its

transfers characteristics of what is known to what is less kmownwvay that promotes
understanding (Ortony,1990). Similarly, Oxford and his colleagues (199&) thiait

metaphorical thinking involves employing a familiar object or an easrd conceptual
tool to elucidate features of a more complex subject or situati@ag¥iors are an
integral component of our thoughts and our actions because our conceptesidriam
are characterized by metaphors (Lakoff & Johnson 1980; Taylor, 1984),

A metaphor consists of two parts called “the metaphor topic” andnitephor
vehicle” (Chiappe et al., 2003). The metaphor topic refers to the swidpedt will be
stated (see the example below). The metaphor vehicle is the aernarms used
metaphorically (Balci, 1999) and used to say something about the metapior

(Saban, 2004).

Example:

Schoolis a prison

Topic Vehicle

It is also stated by Forceville (2002), for anything to deserve &hel |
“metaphor” at least the following three questions need to be arswgl) Which of the

two terms is metaphor? (2) Which is the target domain (i.e., the metaphor topic) and



which is the source domain (i.e., the metaphor vehicle)? (3) Which cobrdstcs
can/should be mapped from the source domain to the target domain? watl&rin a
metaphorical expression metaphor topic and metaphor vehicle has teabearmtl the
interaction or comparison between them has to be meaningful.

Existing theories about metaphors are divided in two groups by S&8i8):
comparison theories and interaction theories. Comparison theoriesticttimetaphors
involve comparison or similarity between two or more objects, whikFaction theories
claim that metaphors involve a verbal opposition or interaction betweesémantic
contents. On the comparative view of metaphor, what a metaphor doessay t
implicitly that two apparent dissimilar things have a simjam common after all
(Petrie, 1979). Researcher gives the example in speaking of tve' ‘6F electricity.
Despite the obvious dissimilarities between electricity andlitheds, it is held that
there is a fundamental similarity — they both move in a fluid kindiaf. Thus in the
context of a particular metaphorical statement, the two subfjedisract” in the
following ways: (a) the presence of the primary subject intiteshearer to select some
of the secondary subjects’ properties; and (b) invites him to constrysarallel
implication-complex that can fit the primary subject; and (®iprecally includes
parallel changes in the secondary subject (Black, 1977).

To address the question “How metaphors work?” Yob (2003) states thatawhen
metaphor is employed, the schema is “transported” from its custaeam to a new
realm. Here the elements and structures of the schema or¢lamizaien realm” in a

way that “is guided by their habitual use in the home realm” (p.127). A metaphor acts as



a lens, a screen, or a filter, through which the new realm (metaggioy is viewed. It is
also stated that metaphor is like pouring new content into old bokiereply suggesting
that the new realm simply submits to the organization of the @lenreMetaphor is
employed when one wants to explore and understand something esoteact atswel,
or highly speculative. As a general rule, the more abstract oulgpige it is, the greater
the variety of metaphors needed to grapple with it. Hence thereiarerous metaphors
or accessing the concept of God, for instance: King, Shepherd, Lord, Judter,M
Lion and each one providing different information and calling for differesponses.
Again, in making it possible to talk about something new, metaphor &fal tsol. This
was particularly evident in the recent eruption of personal compWierspeak of them
having “languages,” passing “viruses,” storing information in “foldemst “files,”
having “memory” (Yob, 2003).

In order to explore the new metaphors, comparisons has to be done to find the
relations between two different concepts to be used instead of émchlbis stated by
Lakoff and Johnson (1980) that human live by metaphors. They also point out that
grounded in subjective experience, emotion and imagination, metaphors “pn@ayde
of comprehending experience; they give order to our lives... (and) aessaeg for
making sense of what goes on around us” (pp.185-186). Metaphors are fundamental
vesicles that human beings have evolved to understand, express, constrogaaize
their world (Lakoff & Johnson, 1980). Much of what we say and how we form our
thoughts about concepts is often dependent on the use of metaphors. Metaphiars hel

structure of our thinking and our understanding of events (Perry & Cooper, 2001). As it

10



is stated in the study of Collins and Green (1990), a word is a boxifpentfor a set of
meanings; that is, words are symbols that represent ideas antlgepie to talk about

the world.

2.2 Metaphors as Research Tools in Education

How teachers perceive and conceptualize their work is a subjetecdst for
researchers over a decade. There have been many of studiesadrteednalyze what
teachers and prospective teachers think about teaching, learning pandeksw do
they define their own role and their students’ role in this proceéss. d¢lear that
prospective teachers are coming to teacher education programsheiitiideas and
beliefs about teaching which is formed with their own education expms (Bramald
et al., 1995). Literature on teacher thinking shows that preservicketsahave their
well defined ideas about students and classroom and how their imapesnstlves as
teachers relate to children, curriculum and teaching (Mahlios &ollal998). Some
researchers (Bullough et al., 1992; Mahlios & Maxon, 1998) argued that lleésfs
influence not only how these candidates think and act during teachingsthioaV they
interpret the experience of teaching. As BouJaoude (2000) reports stuldig to
understand teacher’s actions, perception of their actions, or concepti@ir bles, it is
not enough to understand their behaviors, it is also necessary to dise@ontext in
which the behavior take place and the beliefs associated with theidrehbecause
beliefs have been found to be linked to classroom practices. Heresthphor acts its

role. Heidegger (1971) states that thinking can only be described clearly through the use

11



of imagery and rich language of metaphor (p. 20-21). Metaphors are dhe pfost
potent devices to reflect people’s beliefs which are formed by ohen reality (Inbar,
1996). Ortony (1993) explains that metaphor operates simultaneouslysatfdee level

of awareness and at the deeper level of intuition to provide new msghibutable
almost wholly to the metaphor itself (p.5). Pavio and Walsh (1993) propose t
hypotheses to account the power of metaphor: (1) that metaphor provwlepact way

of representing chunks of information; (2) that metaphor enables udkt@kaut
experiences which cannot be literally explained effectively; é)dthat imagery,
metaphor provides a vivid and memorable account that satisfies botm raad the
emotions (p.309). Studies on the use of personal images and metaphors pdimés out
benefits of using images for helping both the teacher and thealeseksarn more about
the connection between personal theories and teaching practices. Metzgindre the
linguistic structure that helps people to generate ideas, concegtghaories for
describing, examining, and understanding phenomena in education (Bredeson, 1985,
cited in Balci 1999). Similarly, metaphors are the powerful toolani@yze preservice
teachers’ ideas and beliefs about their profession (Mahlios & M&@88; Inbar, 1996;
Saban, 2003, 2004) state that. Studies of Bullough (1991) and Marshall (1990) point out
that metaphor construction can be a useful way of gathering people’sstandéng
about teaching, teacher’s conceptions of themselves, and roles of schdakfakd et

al. (1998) states, metaphors have the power to enhance the subject’sanddeysof
educational problems and thus increase perspective-consciousness. Seanehees

suggest that the use of metaphor as a reflective tool can enable teachers éwidres

12



teachers) to unlock, evaluate and modify their personal theories thieyabaut their
teaching practices (Marshall, 1990; Tobin, 1990; Griffits & Tann, 1992)il&ly
Griffits and Tann (1992) add that there is a strong link between #tapiors that

teacher use and their personal theories about teaching and learning.

2.3 Preservice TeacheReérception of Profession by Metaphors

Metaphors play a crucial role in gaining insights into more comptecepts
such as teaching, learning or schooling and provide important ways ofelmnging
people’s personal experiences; that is they act as “translatogkperience (Miller,
1987; cited in Saban, 2004). As a result of its potent of discovering adelbeliefs,
teacher’s perception of their professional identity have been studiedy researchers
with the help of methods based on metaphors (Beijard, Verloop & Vermunt, 2000;
Martinez, Sauleda & Huber, 2000; Mahlios & Maxon, 1998; Ben-Peretz, Memd&ls
Kron, 2003; Saban, 2003, 2004).

The metaphors generated about teaching and learning are mosthswersaof
the question like “How is teacher like?” or “How is student liké?the study of Inbar
(1996), conducted with 409 pupils and 254 educators in the city of JerusalemQ00er
metaphorical images of teaching, learning and schooling weretedlland categorized.
Participants were asked to give four images of students, teapharsples and school
and to choose one image in each category as the most represeResiviés revealed
that while 18% of the educators perceiving students as empty ‘aetegit like jars,

bottles, containers or glasses, only 7% of the student’s own images are from this group.

13



On the other hand, almost half of the students (44.5%) perceive tloketsas “super
controller” like jailer, judge, policeman or commander while only 13%hefeducator’s

own image comes from this group. This study of Inbar showed that edhileators have
a tendency to perceive their roles as caring the students, staaesity perceive the

evaluative and controlling aspects of teaching. Also, these resolisi@ithe researchers
with a wide variety of metaphors which is possible to use in further researches.

In a similar study of Mahlios and Maxon (1998) a questionnaire titiéloldt was
School Like” was applied to 134 elementary education and 119 secondaryieducat
preservice teachers to identify some of the root metaphors of lenely precervice
teachers bring with them as they begin the teacher education mroBesearchers
intended to define how prospective teachers remember their school andypenaf
school they preferred. To make a conclusion of the result, while elampgreservice
teachers remembered their secondary school experience witrety wdrmetaphors as
being in a family (25%), on a team (23%), in a crowd (18%), or ins@PI{12%), they
preferred more focused and centered secondary school metaphors likenlzefagnily
(43%) and being on a team (43%). Similarly, secondary preservideetsaemembered
their secondary school experiences in a more diverse manner a®beirtigam (23%),
in a family (21%), in a crowd (15%) and in a factory (11%) whiley teferred again
more focused and centered metaphors as being on a team (50%) anah lzefaqily
(17%). Results revealed that elementary preservice teacher} (48%red family-like
secondary school structure when compared to their secondary countgrp@s)s The

metaphors selected by participants revealed four different themes: teacindiag
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(leading students to new knowledge and understanding), teaching as nurturing
(providing an environment that promote students growth and development), teashing
stimulating (prods and encourage students to acquire knowledge) anddeasielling
(passing on information and knowledge). Not exactly the same buaisimétaphorical
conceptions were emerged also in the study of Gurney (1995), as teactifearning:
delivery (information transfer), change (changes in the learnerdbalts in growth or
transformation), enlargement (discovery or journey) and humanistimé¢deteaching
and learning as an individual activities). The results of the MahlosMaxon’s study
also revealed that while elementary teacher candidates ateamirtecondary teacher
candidates are discipline focused. In similar studies of Saban (2003,52G@4) on the
premise that metaphors people use not only represent the way hopetoeje the
reality but also shape their professional ideas, attitudes anitpsadte used the similar
metaphors as a research tool to provide insights into the prospdatseom teacher’s
images of selves as future teachers in Turkey. These studiedgnoygortant basics for
the present study. In his first study, 381 entry level students took phaee363 senior
students involved in the second one. In his first study he used 12 metaghpfadory,
prison, army, hippodrome, bus, hospital, island, garden, family, team, cincls a
restaurant) as images of schooling. Participants were askatetthe metaphors as the
most representative of their elementary schooling and as thepmedstred image of
schooling (in a three-point Likert-scale). Basically, the fisst metaphors were
representing teacher-centered or content oriented images whilettie six were

epitome of student-centered or learning oriented images. These groupings were done

15



based on the relationship between the teacher, the student and thef gahisation.
While teacher-centered perspectives focuses more on knowledgeissaosstudent-
centered perspective focuses more learning facilitation. The mepsesentative
schooling image of his study were “raw material — factory -aufecturer” (56.7%)
representing teacher’ role as developing socially useful productke whe most
preferred one were “child — family — parent” (84%) which weresgrabol of a loving
nurturing learning environment. Analysis of results revealed thabwgh participants
selected both student- and teacher-centered metaphors as theiepneséntative past
schooling images, they chose only the student-centered metaphorgrasstigreferred
ones. Results revealed that female participants selected stedésted metaphors as
their preferred images more than male participants.

In his second study, Saban (2004) used 20 metaphors (shopkeeper, driver,
jockey, technician, potter, doctor, mechanic, commander, judge, guard, parent, baby
sister, gardener, juggler, comedian, tool provider, compass, tour guideh, coac
conductor). These metaphors are representing the images of prospeather’s
themselves as future teachers (i.e., professional images)ntdeyneachers (i.e., former
classroom teachers), cooperating teachers (i.e., supervisor of demtgmnng practice).
Similar to author’s first study, metaphors were grouped as teaameistudent-centered
ones. Moreover, in this study researcher categorized metaphors calseptually.
Metaphors under teacher-centered ones are grouped into four conceggatiest In
the ‘teacher as transmitter of knowledgeategory the metaphorical images of teacher

were of shopkeeper, driver and jockey who were both the provider and the transmitter of
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knowledge while the student is a passive recipient. In tbacher as craft persén
category, metaphors were like technician and potter which symhbkzéeacher as
someone highly skilled whose main task is to produce students asusafidl products
while the student merely supplies the raw material. In thegesateof ‘teacher as
repairer’ (teacher as doctor and mechanic), the student was defined int@lig@and
behaviorally defective and so in the need of repair. In this categforgetaphors,
teachers were also the one who knows what is correct and fodengs errors. In the
category of teacher as a superior authority figurestudent are as complaints.
Metaphors of this category were commander, judge and prison guattdikgmbol of
teacher who has a strong authority and implies power relationshipe iclassroom.
There are also four conceptual categories under the student-cantgegghors. In the
“teacher as nurturér category (parent, baby sister, and gardener) student is like a
developing organism which needs the nourishing its potential capabifiti@doving
environment. In thetéacher as entertainétike the metaphorical images of juggler and
comedian, teacher uses acting and surprise as part of instrucfiovide the better
communication and participation of student. In theather as scaffoldérstudent is
defined as the constructor of knowledge. The metaphorical imagesdikker, as tool
provider and compass providing the needed help and assistance to studemtk)ced
in this category. In the “teacher as cooperative leader” studentctive participants of
the instruction and teachers are leaders like tourist guide, codatoaductor. All those
conceptual categories provide the present study with a better undergtaf metaphors

and make it easier to interpret the participant’s selections. Results showe im@st
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representative elementary teacher metaphor was “potter” (52.9%gwdéd by
“shopkeeper” (41%). The most representative cooperating teacher metashagain
“potter” (52.1%) followed by “shopkeeper” (50.7%). And finally, most repredemt
self-image metaphors were”juggler” (95%), “conductor” (94.5%) and “bsibter”
(94.25). Results of the Saban’s study showed that while participaristeselboth
teacher- and student-centered metaphors as the metaphorical oh#ugs elementary
and cooperating teachers, they choose only the student-centered metaphbes
representative of their self-images. With regard to the difie#s between their images
of selves, their elementary and cooperating teachers, resuledecvbat participants
find their selves significantly less teacher-centered and stadent-centered than both
their elementary and cooperating teachers. Besides, particijpaehtehéir cooperating
teachers significantly more student-centered than their elerpeatechers. With regard
to the gender differences, result showed that female teachedasdappear to be less
teacher-centered and more student-centered than their male counterparts.

In another recent study, Martinez, Sauleda and Huber (2000) indicated that
metaphors are not just figures of speech, but constitute an essestiahnism of the
mind. In their study they analyzed the metaphorical conceptions of 5@enqexl and
38 prospective teachers regarding their images of learning. Taeteavto clarify the
curial role of metaphors in educational thinking by elaborating on diffenetaphorical
perspectives. Based on the explanation of Lakoff and Johnson (1980) saying that
fundamental abstract ideas are based on a diversity of complephuet, which are

anchored in a set of primary metaphors mediated by physical experiences in the
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environment, authors assumed that metaphors have powerful influences ois pifoces
analyzing and planning in education and profoundly affecting teachers’rigiakiout
teaching and learning. In their study they asked participants to fatentleir ideas of
preferred type of learning by metaphors. According to results okthdy 57% of the
metaphors formulated by experienced teachers were behaviorist amitismbased,
while 38% were constructivist based. Experienced teachers mofstlg thee learning as
an accusation of knowledge and define the teacher as knowledge drasigthitter.
However, 56% of prospective teachers formulated learning by conststictietaphors
while only 22% was describing the education by behaviorist metaphoesatlite
reveals significant differences between teacher's self esia@s beginning versus
experienced teachers (Ben-Peretz, Mendelson & Kron, 2002). Experiexasdters
define the education mostly with teacher- centered metaphorsnbiarttauleda and
Huber (2000) concluded that influences of metaphors on education are imamehse
stated that atmosphere in the classroom is related to the rnea@wered education
metaphor. The study of Tobin and Tipins (1996) is supporting this argumeheiin t
study researchers showed how creating new metaphors can help Secmhsiruct
variations of their teaching role and expand their instructionalipeactThey described
one of the teachers in their study as using two conceptualization, depenumin the
particular lesson he wished to conduct. He was the captain of arghipisastudents
were the crew and he was an entertainer. The researchers ditbatvas he switched
metaphors so did his teaching style. Researchers concluded thah wdamier prefers

the captain metaphor, he or she tended to practice strict control over the students and

19



when a teacher preferred the entertainer metaphor he waffiedt friendly and
humorous in the classroom. How teacher perceive their professionalmasdy
becomes their teaching style in classroom. Most of the studieswdtmenetaphors
including the present one were dependent on this assumption.

According to Bandura (1977) teacher’s professional activities aselgllinked
to their sense of efficacy and their belief that they have @actnon the learning and
achievement of their students. Combs, Blume, Newman and Wass (19@4n d&en-
Peretz, Mendelson and Kron, 2003) contend that teacher’s self imatgensined by
their way of perceiving themselves and their role in society. $éisimage in turn
influences their teaching strategies and behavior in classroonhe lstady of Ben-
Peretz, Mendelson and Kron (2002) it is mentioned that most of the teaecive their
selves as a combination of subject matter experts, didactipattexand pedagogical
experts. The purpose of their study was to figure out how teachuagi@n in which
teachers find themselves shape their professional self-imagesaiRhers based their
study on the premise that teachers’ perception of their professidesiiis closely linked
to their self-images and their impact on the learning and achenteoh their students.
This study is conducted by 60 teachers, half taught high-achieving studehtsalf
taught to low-achieving students. Participants were asked to choosef dhe 7
metaphors as drawings of the occupations like, shopkeeper, judge, anipa ikea
zoo, conductor of an orchestra, puppeteer, and animal trainer and thegskedeto
make explanations about their choice. Most of participants (64%) neaichlow-level

academic achievement classes chose the metaphor of animal keeper and they added that
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they don't feel like teaching, but more like taking care of the siisdas baby-sisters.
However, only 18% of the teachers in high-level achievement cladsese the

metaphor of “animal keeper.” This difference was statisticsifynificant. More than

half of the teachers in high-level achievement classes (54%) thesmetaphor of
“conductor” and they explained their choice that they feel confidentthie&r class is

like a gifted “orchestra” and as a teacher they only provide thiémthe leading. Only
12% of the teachers in low-level academic achievement clessesfor this metaphor.
Major and the most important finding of this study was the sigmifieaimpact of

teaching context on teacher’s image of their professional selves.

In his study, BouJaoude (2000) attempted to elucidate preservice téachers
conception of science teaching because of the assumed links betwssenaheeptions
and teacher’s classroom practice (Tobin & Tippins, 1996). He invedigatservice
teachers’ conceptions at different points of a one-year preseeacher education
program which adopts a constructivist approach to teaching. Reseanstethtte make
a comparative longitudinal research at different points of a tesicheofessional
development. In the study, there were 32 preservice teachers of whoerel bialogy
education majors, 9 were chemistry education majors, and 6 were legsication
majors. Participants responded to the following five items at thmtieg and the end
of the first semester and at the end of second semester. Thesevdesn (1) Describe in
your own words the role of the teacher in teaching/learning pro@ssDéscribe in
your own words the role of the student in teaching/learning proce€3e$8jibe in your

own words how teaching occurs. (4) What are some teaching strategies that you consider

21



to be most effective for teaching science? (5) Provide your owapimat for the
teaching/learning process. These 5 items were related thebtesching and learning,
effective teaching strategies, role of teacher in teachargiley process, role of student
in teaching/learning process, and metaphors of science teachingtég¢mrized the
responses as “Transfer”, “Constructivist”, “Hybrid” and “Outlielri. transfer category,
preservice teachers definitions of teachers’ role was reftethe evidence that they
believed in two or more characteristics of the transfer vidw: teacher transmit
knowledge, the students comes to class as a blank slate, the deguines to pass
knowledge, etc. In constructivist category, participants’ responses ased on
constructivist view: students are active rather than passive, tmnseience lesson
already holding ideas about science topics, make sense of new esperiby
constructing meaning, etc. The hybrid category was for the respamses include
characteristics of both transfer and constructivist. Finally, reggahsit didn’t fit any of
the above categories were labeled as outlier. The metaphors ctaustoycthe pre-
service teachers were used to classify respondents as “Ti@m§miFacilitator”,
“Eclectic” and “Outlier”. Results of this study showed that alm66% of the
participants were categorized as “transmitter” based on rniretiphors provided at the
beginning of the year. This percentage decreased to 41% at the thedyefr. On the
other hand, the percentage of “facilitator” increased from 12% totBidagh the year.
The percentage of those classified as “eclectic” increasad 3% at the beginning of
the year to 19% at the end of the year. Finally, the percentagle péhrticipants who

didn’t give e metaphor changed from 16% to 6% through the end of year. Based on the
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responses to open-ended questions, 75% of the respondents were clasSifiaalséer”

and this percentage decreased to 34% at the end of the year. Tieasdein the
percentage of “Transfer” corresponded to an increase in the p@eerdh
“Constructivist” from 1% to 50% during the year. The percentagesgondents
classified as “Hybrid” decreased from 7% at the beginning oj¢he to 5% at the end
of the year. Comparison of the participants’ responses from difféeaching areas
(biology, physics and chemistry) revealed that, preservice biol@gphées held more
transfer/transmitter conception than either physics or chempsgygervice teachers
through out the course of the study. Conversely, less preservice biekuthets than
either physics or chemistry teachers shifted toward the coneistictacilitator or the

eclectic/hybrid conceptions of science teaching.

2.4 Perception of Teaching as Profession
How preservice teachers perceive the profession of teaching is@ortant

concern for teacher training programs. As how do they perceivertfeias a teacher,
the perception of teaching as a profession also has effects opdhfermmance. Kagan
(1992) notes that teachers’ beliefs: (1) are stable and resistahange, and (2) that
they reflect the nature of the instruction the teacher providesttigents. The filter
created by prior beliefs can make effective communication betpiesservice teachers
and teacher educator is problematic (Joram & Gabrielle, 1998).STwatyithese beliefs
have to be investigated by teacher educators to know better abostudeints and for a

better design of curriculum. Beijard, Verloop and Vermunt (2000) state that teachers'
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perceptions of their own professional identity affect their pradessidevelopment as
well as their ability and willingness to cope with educationahgbaand to implement
innovations in their own teaching practice. In their study researaessribe the
teachers’ professional identity as being subject-matter expeutagogical expert and
didactical expert. These terms were presented to the 80 partscgs a subject matter
expert is a teacher who bases his/her profession on subject knattdedge and skills;
a didactical expert is a teacher who bases his/her profession ome#gevand skills
regarding the planning, execution, and evaluation of teaching and learooeses; a
pedagogical expert is a teacher who bases his/her profession ondgmwated skills to
support students' social, emotional, and moral development. Result aidieskbwed
that most of the participants in this study saw themselvescashination of subject
matter experts, didactical experts and pedagogical expertsslgiict matter expertise
and didactical expertise appeared to be most and equally preseme ieachers'
perceptions; this was not particularly the case for pedagogipattese (Beijard et al.,
2000). In the study of Saban (2003) a questionnaire conducted with 381 elementary
preservice teachers. The participants agreed most with thesatgng “I believe that my
most important role as a classroom teacher is to facilgatéent’ learning” (98%)
which is defining teachers’ role as a “didactical expert’mifirly, they selected the
item saying “I believe that my most important role as asctasn teacher is to foster
students’ social, emotional and moral growth” (97%) which definesdleeof teacher
as a “pedagogical expert”. The item defining teachers’ roke“&aowledge expert” and

sating that teachers’ most important role is to dispense knowlealgeated less (78%).
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In addition, there was no significant difference between the rathgsle and female
participants.

In his study, Saban (2003) was also trying to figure out presermahdrs’
perception of instruction and students’ role in instruction and careercechoi
commitments. The results of his study revealed that 97% of theipanis perceived
the instruction with a constructivist item stating that studeatsnl more asking
questions than from listening to the teacher. The social construdtens stating that
students learn more through the active participation in cooperatik@nig@aactivities
were rated by 93% of the participants. The least rated itemtiveabehaviorist one
which states that students learn best through direct instruction (7A\6%8ysis did not
show any significant difference between the choices of male analdestudents. In
general, responders strongly agreed with all three instructiolealtations. With regard
to career choice commitments, most preservice teachers (73p6nhoed that they made
the right decision to enter elementary teaching. Again most opdhéeipants agreed
that teaching is a life long career (82%) and 89.5% of the pariisipaere looking
forward to meet with their first students. In general, most ofpiicipants had a
positive attitude about becoming classroom teacher. With respeentery Saban’s
(2003) study showed that female participants agreed significaotly than males that
choosing teaching as a profession was a right decision. About findauing
profession as a life long career and looking forward to meetfthstiistudents, female
participants again voted significantly more than the male paatits. Researcher used

three items to check elementary preservice teachers’ perception of stuolents’
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instruction. The item stating that students are like empty tankk by knowledge was
rated by 66% of the participants. The item defines students a® aetrticipants of

instruction who discover and construct was rated by 67% of the participants.

2.5 Reasons of Choosing Teaching as a Career
A number of studies are carried in different countries over tiév@ decades to
explore the motivation of those who decide to become teachers. As Br892) stated
in her study, reasons for choice can be many and varied:
“They might be economic in order to satisfy one's basic needs hrevac
a sense of security which are major concerns of most individuals.
Alternatively, choice can be based on reasons which emanate from a
feeling that work is a moral obligation, a responsibility one hasotoety
to be a contributing member, to do something that benefits humanity and to
repay society for all that it has provided for one. Still othesara might
be concerned with the need to enhance one's identity, self-worth, personal

growth and social contact” (p.185).

Myers and Neley (1990) pointed out that most education majors ingishey
choose to teach because they: have experience working with childvenrevearding
experience with former teacher; love children; want to makefareiifce have relatives
who taught.

Zimpher (1989), in his study, reported that people choose teaching as a

profession because they want to help students grow and learn (95%); think that teaching
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is a challenging profession (63%); feel that teaching is tlafling, that is an honorable
profession, are inspired by one of their favorite teachers, or likerdhiéng conditions
(45%).

The results of King's study (1993) revealed that African Amaristudents’
reasons to enter teacher education programs are: feel thataeyhe ability to work
with young people (83%); think that their abilities are well sutedeaching (78%);
think that they can contribute to the betterment of society (73%gvieelhat teaching
gives them the opportunity to be creative (66%); want to have the oppptimmiork
with diverse populations (56%); think that teaching is intellectually satis{i6gp).

Serow (1994) stated that preservice teachers who feel thatngashiheir
“calling” (a natural inclination and ability to teach) are mdkely to succeed than
others. The results of his study were showing that teaching pmiessattractive for
the reasons: like working with children (95%); want to help children §9i¥%pired by
their former teachers (73%); feel they can bring about social change (56%).

Most of the researches in literature pointed out that the reasorehdosing
teaching as a profession fall into three categories (Saban, 2003g Gdtegories were
defined by Kyriacou and Coulthard (2000) as:

(1) Altruistic reasons: these reasons deal with seeing teaakirgworthwhile
and important job, a desire to help children succeed, and a desire tsooetpy
improve.

(2) Intrinsic reasons: these reasons cover aspect of the iabyatself, such as

the activity of teaching children, an interest in using their subject matter lagayle
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expertise and a sense of calling for teaching.

(3) Extrinsic reasons: these reasons cover aspects of the job vehiait anherit
in work itself, such as long holidays, level of pay, and status.

Synder (1995) states that not surprisingly the reasons encouragingtsttale
choose teaching profession is changing over time. There are alkedndifferences
between the rankings of various reasons from country to country (Saban, 2003).

Existing literature indicated that most of the preserviceneachave altruistic or
intrinsic reasons for choosing the teaching profession (Yong, 1995; Saban, 2003;
Kyriacou et al., 2000, 2003; Akyeampong & Stephens, 2002; Su, 1997). Brown (1992)
pointed out that two main altruistic reasons for choosing teaching ‘desire to work
with children and adolescent” and “to be of service or to contributsaitiety/country”.
As Yong (1995) stated, the main intrinsic motives of teacher tiifaechoosing
teaching were “the honor in being a teacher” and perception thairtgas a “caring”
profession. However, “immediate employment after graduation” (@adtanotivation)
was the most rated reason by precervice teachers in CypruséB&siou, 1998).
Researches also pointed out that the reasons related with ssalemie the main
attraction for choosing teaching profession in Zimbabwe and Cameroon, (Y295).

In these countries, extrinsic reasons to choose teaching were atti@etive than
altruistic and intrinsic reasons.

Brown (1992) investigated reasons of choosing teaching profession otdamai
new graduates of teacher collages (N= 108). The researchdrthskguestions: “What

is the main reason why you chose to become a teacher?” and “What other reasons made
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you decide to become a teacher?” The responses to each questioanalymed
separately and coded according to the themes which emerged. @dieg,ccategories
were derived for main reasons. These were: (1) love of the teguiufggsion; (2) love
of and wanting to help children; (3) contribution to society/country; rifflience of
others; (5) opportunity for academic and personal development; (6) noadiHai¢d to
enter other profession; and (7) secure job. For “other” reasons,tdgoas were: (8)
vacation/working hours and (9) career status. The result of the dtodied that the
most rated reasons with a descending order were; love of and wemntietp children
(30.5%), contribution to society/country (25%), love of teaching profession (1,8mM%6)
other job/failed to enter other profession (12%), influence of others (Id@pdrtunity
for academic and personal development (6%), and secure job (4%). Theeawrs
were rated as: career status (5%) and vacation/working hours Bié#)n (1992) did
not categorize the reasons as altruistic, intrinsic and extriAdswever, according to the
definitions in literature, the most rated reasons in her study aleestic and intrinsic
ones as it is predicted in literature.

In a similar study, Yong (1995) indented to explain 133 elementary piaser
teachers’ main reasons of choosing teaching profession in Darus3&lamarticipants
were asked to answer two open-ended questions: “What is the maon rehg you
choose to become a teacher?” and “What other five reasons made ylautddi=come
a teacher?” By the analysis of responses, 14 main reasonsleveed. These reasons

were categorized as “extrinsic”, “intrinsic” and “altruistit/nder the extrinsic category,

the main reasons for choosing teaching were; no other choice (15%), influence of others
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(12%), good pay/salary (9%), secure job/better future (7%), and vaeair&inig hours

(4%). In total, extrinsic reasons were rated by 45% of the gaatiti Under the intrinsic
category, the preservice teachers’ two main reasons of chooswehing were

“ambition to become a teacher” (11%) and “opportunities for academaagenent”

(11%). The other reasons under this category were; challenging@%eh espectable
job (3%), and rule/discipline pupils (0.3%). In total, intrinsic reasons waed by 32%
of the preservice teachers. The reasons under the altruisgomgateere rated by 22%
of the participants. Differently from literature, Yong (1995) catempd “love of

working with children” not as intrinsic reason but as an “altruigtason”. As a result of
this, “like working with children” (10%) became the most importaaso® under this
category and rated as fifth reason in general. Other reasonsaltngistic category was;
contribution to society/country (6%), imparting of knowledge (5%) and siertd

teachers (1.2%). Result of the study was not supporting the genedanty in

literature. The motives of the participants were first extiri45%), second intrinsic
(32%) and third altruistic (22%).

The study of Su (1997) was carried with 148 (90 white, 58 minority) teache
candidates in USA. He asked preservice teacher to rate droa 14 selected reasons
for entering teaching and compared the minority and white studentspamspectives.
The results revealed that both groups of preservice teachers aygrte degree of
importance placed on each of the reasons. The most rated reasonstavée/e a

personally satisfying job", "to make a contribution to society", "tp letildren and/or

young adults", "to be of service to others", "like children and/or youth" and "to work in a

30



noble, moral and ethnical profession”. As it was derived from resltit®ugh most of
the minority and white students cited altruistic/intrinsic readongheir decisions to
enter teaching, there were some significant differences inghtey perspectives. While
the mainstream students choose to become teachers mainly foiorneddaltruistic
reasons, the minority students enter teaching with a keen awaddrtessinequalities
experienced by the poor and minorities. In this study, all the teaahdidates in the
program were also asked whether they thought they made the rightéc become a
teacher, the majority of them (78% of the white students and 88% ahitharity
students) said "yes," 21% of the white students and 12% of the mistuttgnts said
"not sure,” and 1% of the white students said "no." It seemed thataihpseservice
teachers in the study of Su (1997) had a positive attitude towards becoming teachers.
In the study of Saban (2003), 381 entry level elementary preservideetsa
participated. He applied a questionnaire with a list of 20 reasongartieipants were
asked to rate the 20 reasons based on a three-point Likert-scalet (bffuential at all,
2= partly in influential, and 3= most influential). These 20 reason® Wwasically
categorized as altruistic, intrinsic and extrinsic.
The altruistic reasons were; believing that teaching is r@@agrofession, contribute the
future society, help children learn and succeed in school, share my Hgewleth
children, make a difference in children’s lives, serve as a roldehfor children. The
intrinsic reasons included; feel of sense of calling for teacheaghing suits best to
her/his personality, strong desire to work with children, love of chldpesitive image

of teaching from past schooling experience. Finally, the extrinsic reasondswerae,
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good job security and a steady income, respected profession in sdoiedy,
holidays/summer vacations, assured employment after graduation, adoaistaghen
raising a family, other people’ encouragement to become a tedtlemost important
reasons which received the highest (50% and above) ratings wesnt‘'to contribute
to the future of society” (69%), “I want to help children learn ancteedt in school”
(69%), “I want to share my knowledge with children® (61%), “I beliévat teaching is
a sacred profession” (59%), “my employment as a teacher issdsafier graduation”
(57%) and “teaching offers good job security and a steady income” (s2an (2003)
emphasized that participants rated the altruistic reasons a&s important and the
extrinsic rewards as relatively more influential than therisic motives. In addition,
although the majority of the participants strongly disagreed iighstatement that:
“Teachers are paid quite well, "because of their limited ifgreconomic conditions,
most of them were also strongly concerned with getting a sgobrevith a steady
income immediately after graduation. The six reasons ratedasimportant by male
participants were also rated as most important by femaleiparits. However, analysis
revealed that female participants had more tendencies to plaeevailoe on "altruistic

and intrinsic reasons when it's compared to their male counterparts.
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CHAPTER I

METHOD OF THE STUDY

In this chapter, research design and procedure, research question, populdtion
sample selection, data collection instrument, and the data armalysegiure of the study

are represented.

3.1. Research Design and Procedure

This study intends to explore preservice secondary science andnelgme
science teacher’'s metaphorical images of their past educd&osntl ideal education
life, perception of teaching as a profession, and reasons of choosomjngeas a
profession The present study was conducted at the beginning of spring semexi@dof
—2005 academic year. The subjects were seniors of the elemeritarges biology,
chemistry and physics education departments who were ready tcberted he data of
the study was collected by utilizing the survey research technigies participants
filled out a questionnaire which has five different subsections; dexploig properties,
most representative past education life (MRPEL) metaphor imagest preferred ideal
education life (MPIEL) metaphor images, perception of teachirgpasfession, reasons

of choosing teaching as a profession.
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3.2 The Statement of the Main Problem

The purpose of this study is to understand how teacher candidates comptual
their images of school, teacher and student regarding their prevohusatien
experiences and ideal education image in their minds and to inveshga perception

of teaching as a profession and their reasons of choosing this profession.

3.2.1 Research Questions and Related Sub-problems
Based on the main problem, research questions and related sub-proleleass ar
follows:
1. Which metaphors represents most preservice elementary ancesdsacher’s
images of teachers in their past educational life?
2. Which metaphors preferred most preservice elementary and scteacker’s
images of ideal teacher?
3. What are preservice teachers’ perceptions of teaching as a profession?

4. What are preservice teachers’ reasons for choosing teaching as a profession?

Based on the first research question, the sub-problems to be answehesl |
study are as follows:

Sub-problem 1.1: Is there a significant difference between the most
representative past educational life metaphors of male and female pasigipant

Sub-problem 1.2: Is there a significant difference between preseeachers’

metaphorical images of past and preferred education life?

34



Sub-problem 1.3: Is there a significant difference between the most
representative past educational life metaphors of preservice secensce teachers’
and preservice elementary science teacher candidates?

Based on the second research question, the sub-problems to be answased in t
study are as follows:

Sub-problem 2.1: Is there a significant difference between the pnef&rred
past educational life metaphors of male and female participants?

Sub-problem 2.2: Is there a significant difference between the pneferred
past educational life metaphors of preservice secondary sciauteiteand elementary
preservice science teacher?

Based on the third research question, the sub-problems to be answerid in t
study are as follows:

Sub-problem 3.1: Is there a significant difference between malefeandle
participants perception of teaching as a profession?

Sub-problem 3.2: Is there a significant difference between presesgtondary
science teacher and preservice elementary science teactoaptiom of teaching as a
profession?

Sub-problem 3.3: Is there a significant difference between malefeandle
participants commitments of career choice?

Sub-problem 3.4: Is there a significant difference between presesgmndary
science teachers and preservice elementary science teachemnitments of career

choice?
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Sub-problem 3.5: Is there a significant difference between malefeandle
teacher candidate’s orientation towards instruction in terms of Déielgaviorist”,
“constructivist” or “social constructivist” ?

Sub-problem 3.6: Is there a significant difference between presesgtondary
science teachers and preservice elementary science teacheestation towards
instruction in terms of being “behaviorist”, “constructivist” or “social consiwvigtt?

Sub-problem 3.7: Is there a significant difference between malefeandle
candidate’s attitudes towards student’s role in instruction process?

Sub-problem 3.8: Is there a significant difference between presesgaondary
science teachers and preservice elementary science teattierdes towards student’s
role in instruction process?

Based on the fourth research question, the sub-problems to be answéiied in t
study are as follows:

Sub-problem 4.1: Is there a significant difference between malefeandle
participant’s reasons of choosing education as a profession in terfiadtrofstic”,
“intrinsic” or “external”?

Sub-problem 4.2: Is there a significant difference between presesgaondary
science teachers and preservice elementary science teaehsons of choosing

education as a profession in terms of “altruistic”, “intrinsic” or “exterpal”
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3.2.2 The Statement of the Statistical Hypothesis Associated with Sub-problems

The following null hypotheses are stated in order to assess thechlbmps. To
determine the significance of the sub-problems they are testeel significance level of
.05.

The null hypothesis of the sub-problem 1.1:

- Hop 1.1: There is no significant difference between the mean scothe of

most representative past educational life metaphors of male and femalpauaiic

The null hypothesis of the sub-problem 1.2:
- Ho 1.2: There is no significant difference between the mean scores of

preservice teachers’ metaphorical images of past and preferred education lif

The null hypothesis of the sub-problem 1.3:
- Hp 1.3 There is no significant difference between the mean scorés of t
most representative past educational life metaphors of preceegoadary science

teachers and preservice elementary science teacher.

The null hypothesis of the sub-problem 2.1:

- Ho 2.1 There is no significant difference between the mean scorés of t

most ideal representative educational life metaphors of male and fematgpaats.
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The null hypothesis of the sub-problem 2.2:
- Hp 2.2 There is no significant difference between the mean scorés of t
most representative ideal educational life metaphors of preseecomdary science

teachers and preservice elementary science teachers.

The null hypothesis of the sub-problem 3.1:
- Hp 3.1 There is no significant difference between the mean scoresl®f m

and female participants perception of teaching as a profession.

The null hypothesis of the sub-problem 3.2:
- Ho 3.2 There is no significant difference between the mean scores of
preservice secondary science teachers and preservice elensmigguge teachers

perception of teaching as a profession.

The null hypothesis of the sub-problem 3.3:
- Ho 3.3 There is no significant difference between the mean scoresl®f m

and female participants commitments of career choice.

The null hypothesis of the sub-problem 3.4:
- Ho 3.4 There is no significant difference between the mean scores of
preservice secondary science teachers and preservice elensmigguge teachers

commitments of career choice.
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The null hypothesis of the sub-problem 3.5:
- Ho 3.5 There is no significant difference between the mean scoresl®f m
and female teacher candidate’s orientation towards instructionrnrs tef being

“behaviorist”, “constructivist” or “social constructivist”.

The null hypothesis of the sub-problem 3.6:

- Ho 3.6 There is no significant difference between the mean scores of
preservice secondary science teachers and preservice elensmmge teachers
orientation towards instruction in terms of being “behaviorist”, “camsivist” or

“social constructivist”.

The null hypothesis of the sub-problem 3.7:
- Ho 3.7There is no significant difference between the mean scoredef ma

and female candidate’s attitudes towards student’s role in instruction process.

The null hypothesis of the sub-problem 3.8:
- Ho 3.8 There is no significant difference between the mean scores of
secondary science teacher candidates and elementary sciectoer teendidate’s

attitudes towards student’s role in instruction process.
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The null hypothesis of the sub-problem 4.1:
* Ho 4.1 There is no significant difference between the mean scorealefamd
female participant’s reasons of choosing education as a profession in terms of

LT

“altruistic”, “intrinsic” or “external”.

The null hypothesis of the sub-problem 4.2:

- Ho 4.2 There is no significant difference between the mean scores of
secondary science teacher candidates and elementary sciectoer teendidate’s
reasons of choosing education as a profession in terms of “altruisttdnsic” or

“external”.

3.3 Population and Sample Selection
The target population of the present study was the senior pressoigee

teachers in Turkey. Since data collection from all the presesgsmnce teachers in
Turkey had some difficulties in terms of financial and time tltons issues, the
accessible population was defined as “the seniors preservice sgcstidace (biology,
chemistry, physics) and preservice elementary science teachéescher education
programs of Gazi University (GU), Hacettepe University (Hahd Middle East
Technical University (METU) in Ankara.” Since Ankara is a cosmibg@ol city as

capital of Turkey, it is assumed that it would be a good representaft education

departments of Turkish universities. Therefore, the sample is cordide bear

sufficient heterogeneity in terms of the preservice science teachets prdfurkey.
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The total number of the participants from all universities was 4A&.sample
included 287 female and 153 male participants. Only one of the particphrit
indicate his/her gender. Dispersal of the sample according to unes(3able 3.1) and
departments (Table 3.2) were; 196 students from GU, 172 students fromndU,3
students from METU and 246 students from science education departmetuigé&iis
from biology education department, 95 students from chemistry educatiorinoepa
and 39 students from physics education department. Most of the studergradirate
of general high school (n=154), super lycee (n=135), Anatolia high school (ard5)
Anatolia teacher high school (n=63). The mothers of the participants mestly
elementary school graduates (n=217), secondary school graduate (n=749chogh
graduates (n=47), or not literate (n=54) while their fathers welementary school
graduates (n=138), high school graduates (n=106), university (n=77), and secondary

school graduate (n=69).

Table 3.1 Distribution of Preservice Science Teachers by the University

Universities | Number of Participants Per cent %
G.U. 196 44 4
H.U. 172 39,0
METU 73 16,6
TOTAL 441 100,0
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Table 3.2 Distribution of Preservice Science Teachers by Departments

Departments| Number of Participants Percent %
ESE 246 55,8
SSE

Biology 61 13,8
Physics 39 8,8
Chemistry 95 21,5

ESE = Elementary Science Education
SSE = Secondary Science Education

3.4 Data Collection Instrument

Data were collected through a “Perception of Teaching as asBimfeand
Reasons of Choosing Teaching as a Profession” questionnaire develofadbary
(2003-2004). This guestionnaire was used to analyze the secondary and aement
science teacher candidates’ perception of teaching as a profesgiomeasons of
choosing teaching as a profession. In order to use the instrument dartbet study
some adaptations was made like to pose the statements accordiegotmlary and
elementary science teacher and student profile. Questionnaire ohcfivée basic
sections. The first section was gathering data about demographectehiastics of
participants. The second and the third part included the same 12 metaphather

information about participant’s past and preferred education life images. The fatirth pa
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of the questionnaire was designed to explore participant’s perceptieacbing. Finally
the last part of the questionnaire included statements to expldi@gaent’'s reasons for
choosing teaching as a profession.

The first part included fixed-response questions to make a profdarttipants
by gathering demographic data. The information about gender, universitytnoepia
grade level, and secondary schooling of the participants were questioned in this section.

The second and third part of the questionnaire were designed to define
participant’s images of past and preferred education life. Trees®ss were composed
of the 12 metaphors concerning the images of students, school and tddnser.
metaphors were generated through the analysis of literature n,S&003) and
grouped as “teacher centered” and “student centered”. Grouping okttaphuars were
done according to relationship between teacher and student and the gdatation.
As Saban (2004) mentioned, while the teacher-centered perspectivesfocomse on
transmission of knowledge and delivering instruction, the student-cergerspective
focuses more on learning facilitation and active student involvementhelfionore,
teacher-centered metaphors have four conceptual categories andxesnpla
metaphors. One of these conceptual categories is defining thertaacti@ansmitter of
knowledge” who provides and transmit the knowledge for students who aigepass
knowledge recipients. Related metaphors of this concept are defaiciget as a jockey
and driver. The metaphor category defining teacher as “craftrpeissrepresented by
the “raw material — factory — manufacturer” metaphorical g this category teacher

is defined as highly skilled individual whose duty is to produce students as social useful
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products. In another category teacher is defined as a “repairer” and “doctor” metaphor
who is giving help to the students (who are intellectually and beh#yidketective)
was representative of this category. Also teacher is the on&mwawes what is corrector
not and his or her main task is to fix student’s errors and defieenin the fourth
category teacher is a “superior authority” figure like a “octander”, or “prison guard”
who is ruling the student (as compliant). There are also six stadetdred metaphors
in the questionnaire which are categorized in three different conlcepine of this
concept, teacher is a “nurturer” who nourishes the potential of stu@¥nisloping
organisms) in a loving environment. Exemplar metaphors of this cgtegothe
questionnaire are “parent” who are taking care of the children ardeéger” who are
meeting the needs of flowers. Another concept defines teacher“astartainer” who
uses acting and surprise during the instruction and make the comnamieasier for
student who are “conscious observant”. The “juggler” is an exemmgapior in this
category. In the category of “teacher as a cooperative leastadents are defined as
active participants and the teacher is the leader. Tourist gnedecach metaphors are
the exemplars of this category. All those metaphors were myessin a three-point
Likert-style which was considered the best option for systenfigiticging to capture the
respondents’ attitudes (Saban, 2004). The Likert-scale is one of thecamostonly
used attitude scale in literature. Although most research supgest five point Likert-
scale gathering the best responses, three- or four-point Likéetsso® also utilized as
legitimate survey procedures (Lewin & Akyeampong, 2002). Basicallya second and

third section participants were asked to categorize these 12 metaphors as; 1=not
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representative at all, 2= partly representative, 3=most repatisentegarding their past
education life and; 1= not preferred at all, 2= partly preferred,3ancthost preferred
regarding their image of ideal life.

The fourth section included items to profile the participant's corme poif
teaching as a profession. This section was composed of partd sititeperception of
professional identity (3 statements), career choice commitm@htstatements),
conception of teaching a as profession (1 statement) , orientatioasisomstruction (3
statements) and students (3 statements). Totally 14 itemgdexmsthis section. The
five-point Likert-scale used and participants were asked tohatelével of agreement
for each statement as; 1=strongly disagree, 2=disagree, 3=nagfiesx nor disagree,
4=agree, 5=strongly agree.

The fifth section of the questionnaire designed to explore the partits
reasons of choosing teaching as a profession. There were 20 statevhaiit were
categorized as extrinsic, intrinsic, altruistic and other readdrese categories were not
mentioned in the questionnaire to not the influence participant’s rafiigs part was
designed in five-point Likert style defining the participant’s agrent as; 1=strongly

disagree, 2=disagree, 3=neither agree nor disagree, 4=agree, 5=strorgly agre

3.5 Analysis of Data
Data of the current study were analyzed utilizing descriptivé iaferential

statistics. In order to address the research questions, desaaipdiveferential statistics
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were utilized. Based on the participant’s ratings on the scale odliiberent section’s of
questionnaire percentages, means, and standard deviations of each item were computed.
A series of inferential statistics was performed on the scores of eachlsubsc
evaluate statistical hypotheses of the sub-problems. Paired-samfdsts were
performed to figure out the differences between the mean scoreacber candidate’s
responses to the same metaphor as most representative and neosdoeefucation life
images at the .05 level of significance. Independent-samples st performed
whether there was a difference between the mean scores of andlefemale
participant’s ratings of metaphors regarding most representatidemost preferred
education life images at the .05 level of significance. To defiealifferences between
the participant’s responses, regarding their perception of teachimyoféession and
reasons for choosing teaching as a profession, in the base of gendeadmilg area,

one-way ANOVA was performed at the significance level of .05.

3.6 Assumptions and Limitations of the Study

In this section assumptions and the limitations of the present study are presented.

3.6.1 The Assumptions of the Study
P The sample size represents the population.
# The instrument was administered under standard conditions.
P The participants completed the instrument accurately and truthfully.

P The participants understand the concept of metaphors effectively.
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3.6.2 The Limitations of the Study
P Subjects of this study were limited to 441 senior teacher candidates.

P The concept of metaphor was new to participants.
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CHAPTER IV

RESULTS OF THE STUDY

The purpose of this study is to explore preservice secondary s¢laolmyy,
chemistry, and physics) and elementary science teacher’s rmhgireferred metaphor
images about school, student, and teachers concepts and to investigaterteption
of teaching as a profession and the main reasons of choosing tealanyaiession.
The results of the study are based on the quantitative data obtairtbd ligms in
questionnaire and these results are represented in different suisas, percentages
(%), meansX) and standard deviations (SD).

The first subsection includes the metaphors of preservice sceauets about
their previous and ideal educational life. The second subsection inchailegdrception
about teaching as a profession, and the third subsection includes tives reashoosing

teaching as a profession.

4.1 Metaphorical images of Preservice Science Teachers

Table 4.1 reports the most representative and the most preferraphoratal
images selected by participants regarding their past educdéoantl ideal education
life images of teacher, school and student. Table gives the informiat percentages,

means, and standard deviations.
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Table 4.1 ltem Means, Standard Deviations and Percentages of Respdbciems on

Metaphorical Images

Student- School- Teacher Male Female Total
(key aspects) % X (SD) % X (SD) % X (SD)
Teacher-centered metaphors

Raw material — factory manufactur: MR 33.3 2.11 (073)287 2.16 (062) 30.2 2.14 (06'
Criminal — prison — guard MR 7.4 1.41 (0.62)4.9 1.26 (0.54) 5.7 1.31(0.5
(external control & punishment) MP O 1.06 (0.23)1.4 1.04 (0.27) 0.9 1.05 (0.2
Soldier — Army — commander MR 159 1.83(0.67)12.2 1.64(0.68) 13.4 1.70 (0.6
(rules & absolute compliance MP 27 136(0.53) 3.1 1.20(0.47) 3.0 1.26 (0.5
Race horse — Hippodrome — JockeyMR 21.3  1.76 (0.78)23.5 1.89 (0.75) 22.7  1.85 (0.7
(exams & competition) MP 8.0 141(0.63) 3.1 1.26(0.50) 4.8 1.31(0.5
Passenger — Bus — Driver MR 14.8 1.65(0.72)12.4 1.61(0.69) 13.2 1.63 (0.7
(fixed-curriculum & standardization)MP 10.1  1.58 (0.66) 9.1 1.56 (0.65) 9.4 1.56 (0.6!
Patient — Hospital — Doctor MR 14.7 1.70(0.71) 9.1 1.60(0.65) 11.0 1.63 (0.6’
(diagnosing & eradicating MP 19.3 1.76 (0.75)11.3 1.67 (0.66) 14.0 1.70 (0.7
student errors)

Student-centered metaphors

Tourist — Island — Guide MR 24.7 1.82(0.80)26.4 2.00(0.72) 25.7 1.94 (0.7
(gu|ded discovery & exp|oration) MP 34.8 2.03 (081)436 2.3 (069) 40.5 2.21 (07t
Flower — Garden — Gardener MR 26.0 1.96(0.74)28.3 2.01(0.74) 27.4 1.99 (0.7
(meeting individual needs & interestMP  45.7  2.26 (0.76) 52.4 2.42 (0.66) 50.0 2.36 (0.7
Child — Family — Parent MR 32.2 2.07(0.75)25.6 2.02(0.69) 27.8 2.030.71
(a loving & nurturing learning MP 48.3 2.37(0.67)52.6 2.42(0.66) 51.0 2.40 (0.6
environment)

Audience — Circus — Entertainer MR 6.0 1.31(0.58) 2.1 1.20(0.45) 3.4 1.24 (0.5
(having fun & joy while learning) MP 2.7 1.26 (0.49) 3.9 1.33(0.54) 3.4 1.31 (0.5
Customer — Restaurant — Chef MR 53 1.37(0.58) 3.2 1.29(0.52) 3.9 1.32 (0.5
(receiving a quality education servicel®? 2.7 1.24(0.49) 3.1  1.27(0.51) 3.0 1.26 (0.5
Player — Team — Coach MR 35.8 2.16(0.72)24.9 2.06 (0.65) 28.6  2.09 (0.6
(active participation & cooperation) MP 51.7  2.37 (0.71)40.1  2.25(0.69) 44.0 2.29 (0.7!

MR= Most representative , MP= Most preferred, %spatage,X=mean, SD= standard deviation
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This table indicates that most frequently chosen metaphor as the mos
representative of past education life (MRPEL) were “raw rnate- factory —
manufacturer “ (30%) which is teacher-centered metaphor and netsréise education
process as developing social useful products. The least frequently chephor were
“Audience — Circus — Entertainer” (3%) which is a student-centerethphor and
represents the education as having fun and joy during learning.

The most frequently rated metaphor as the most preferred idealtiedulife
(MPIEL) image were “child — family — parent” (51%) as the@resent of a loving
nurturing learning environment and the least frequently rated one “wem@nal —
prison — guard” (0.9%) which defines the education with external contrdl a
punishment.

Results are showing that female participants selected botheteand student-
centered metaphors as MRPEL. However, altouht they had relatizey tendency to
vote for student-centered metaphors as the MRPEL, they voted highestdacher-
centered metaphor (raw material-factory-product) as the mesesentative (29%).
They remembered their school as factory, their teacher as mamafaand their selves
as raw material (29%). However, male participants rated argtadetered metaphor as
the most representative of their previous educational life by réeremg their school as
a team, their teacher as a coach and their selves as a(@BB8r The choices of male
and female participant’'s most representative metaphor imagesaveost opposite of
each other. While females remember their selves mostly passivall up to the teacher

as a raw material, males remember their selves mostly as an actereqblthe team.

50



The most preferred metaphors of the both gender was mainly studéertede
ones. The female participant’s most preferred metaphor weral “etffdmily — parent”
(53%) and the male participant’'s were voting most again for “playam — coach”
(52%) metaphor. So while loving and nurturing learning environment had aypfaori
female teacher candidates, male candidates firstly prefactect participation of their
students and cooperation. In general, participants rated mostly fetuthent centered
metaphors as the MRPEL and the MPIEL.

In overall, the first six MRPEL metaphors were mostly composedtudent
centered ones. These were raw material — factory — manufa(30ré6) which was a
teacher centered one and followed by player — team — coach (29%)—cfaimily —
parent (28%); flower — garden — gardener (27%); tourist — Islanide ¢26%) which
were all student centered, and finally race horse — hippodrome — (%% which
was again teacher centered.

The five metaphors out of first six MPIEL metaphors were saitte the most
representative ones and again only two of the metaphors are teachered ones.
These were: child — family — parent (51%); flower — garden — gard®0%); player —
team — coach (44%); tourist — island — guide (41%) which were stuclemisred and
raw material — factory — manufacturer (38%); patient — hospitidctor (14%) which
were teacher centered. The analysis of the metaphor choice efvpresteachers
showing that they selected both teacher and student centered metaphorgst
representative and most preferred but they selected mostly tldenstcentered

metaphors for both category.
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The total ranking of MRPEL metaphors among the teacher centetegphuoes
with a descending order were: raw material — factory — manu&at30%); race horse —
hippodrome — jockey (23%); soldier — army — commander (13%); passenger— bus
driver (13%); patient — hospital — doctor (11%); criminal — prison — g(6%. The
negative metaphors like army, prison were not selected so much.nBaes that
majority of students didn’t remember so much rules and absolute cangba external
control and punishment in their past educational life.

The MRPEL metaphors among the student centered metaphors with a
descending order were: player — team — coach (29%); child — fanpbrent (28%);
flower — garden — gardener (27%); tourist — Island — guide (26%jmast- restaurant
—chef (3.9%); audience — circus — entertainer (3.4%). In this catégorjeast rated
metaphors were the ones which present teacher’s role as plgessigdents by serving
or entertaining.

Teacher centered metaphors are not rated so high as the MPt&hhors. In
this category only the raw material — factory — manufact8&%) metaphor was rated
high obviously. The other metaphors like patient — hospital — doctor (14%§gnugEs —
bus — driver (9.4%); race horse — hippodrome — jockey (4.8%); soldier —-army
commander (3%); and criminal — prison — guard (0.9%) were poorly rdtedeTatings
indicated that teacher candidates are not preferring teacher centered nsetaphach.

The MPIEL student centered metaphors regarding the ideal educdifenal
image were: child — family — parent (51%); flower — garden deagser (50%); player —

team — coach (44.%); tourist — island — guide (41%); audience — circus — entertainer
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(3.4%); customer — restaurant —chef (3%). Basically, the studemregnhetaphors in
this category was preferred more compared to the teacherexbwiges. Interestingly,
the metaphors which defines teacher’s role as pleasing the stumersisrving or
entertaining is poorly rated as the most representative previeusmdtaphors. Almost
half of the participants want to be like parents to their studerieké good care of them
and satisfy their individual needs as gardeners meet the needs of flowers.

To address the sub-problems 1.1 and 2.1 independent-sargdésvas used to
figure out whether there was a the significant differences degtwnale and female
candidate’s choice of metaphors regarding their past and prefeluedtien life (H1.1
and . K 2.1). The results of this test confirmed that significant diffexrenexisted
between male and female participant’s ratings for two out ofesigher centered and
two out of six student centered metaphors (for each comparison p<0.005)hin bot
MRPEL and MPIEL metaphors. Table 4.2 reports the differences hetlveanetaphor
choices of male and female participants regarding their pastdaad education life
coded as most representative (MR) and most preferred (MP).

Through out teacher centered metaphors, recorded mean responses thaealed
regarding the MRPEL metaphors male teacher candidates del&rtminal — prison —
guard” and “soldier — army — commander” metaphors significantly rizaa their
female counterparts. Among student-centered metaphors as MRPEle fearticipants
selected “tourist — island — guide” metaphor significantly mora thair male peers,
while male participants rated “audience — circus — entertaimeetaphor more when

compared to their female counterparts. With regard of MPIEL, male participants
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preferred “criminal — prison — guard” and “race horse — hippodrome — jockey
metaphors (teacher centered) significantly more than theirlédepeers while female
participants selected the “tourist — island — guide” and “flowgarden — gardener”
(students centered) more than their male peers. In overall, rasailshowing that both
for past and preferred educational life, female participants hael t@odency to vote for

student centered metaphors.

Table 4.2 Gender Differences in Participant’s Past Education Metaphor Images.

Male (n=153) Female (n=287) ttest,p values

X SD X SD

Teacher-centered metaphors

Raw material — factory — manufactureMR  2.11 0.73 2.16 0.62 0.456
MP 2,26 0.76 2.16 0.70 0.211

Criminal — prison — guard MR 1.41 0.62 1.26 0.54 0.013*
MP  1.06 0.23 1.04 0.26 0.562
Soldier — Army — commander MR 1.83 0.67 1.64 0.68  0.005*
MP  1.36 0.53 1.20 0.47 0.003**
Race horse — Hippodrome — Jockey MR  1.76 0.78 1.89 0.75 0.073
MP 141 0.63 1.26 0.50 0.009**
Passenger — Bus — Driver MR  1.65 0.72 1.61 0.69 0.582
MP  1.58 0.66 1.56 0.65 0.753
Patient — Hospital — Doctor MR 1.70 0.71 1.60 0.65 0.146

MP  1.76 0.75 1.66 0.66 0.168

Student-centered metaphors

Tourist — Island — Guide MR 1.82 0.80 2.00 0.72  0.018*
MP  2.03 0.81 2.30 0.69  0.000**

Flower — Garden — Gardener MR 1.96 0.74 2.01 0.74 0.443
MP 2.26 0.76 2.42 0.66 0.022*

Child — Family — Parent MR  2.07 0.75 2.02 0.69 0.498

MP  2.37 0.67 2.42 0.67 0.429
Audience — Circus — Entertainer MR 1.31 0.58 1.20 0.45 0.036**
MP 1.26 0.49 1.33 0.54 0.166

Customer — Restaurant — Chef MR 1.37 0.58 1.29 0.52 0.153
MP 1.24 0.49 1.27 0.51 0.518
Player — Team — Coach MR 2.16 0.72 2.06 0.65 0.136

MP  2.37 0.71 2.25 0.69 0.082

MR= Most representative , MP= Most preferr&dmean, SD= standard deviation
** gignificant ( p< 0.05)
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To answer the sub-problem 1.2 paired-samples t-test was conducted to
investigate if there is a significant difference betweenheacandidate’s metaphorical
images of past and preferred education lifg 1F2). The results showed that although
selected metaphors in two category looked quite similar, signifitifferences existed
between participant’s ratings of these metaphors as the MRREMRIEL. Table 4.3
compares the participant’'s metaphorical images of their pasidaatl education life.
With regard to teacher centered metaphors participants believedhéhamages of
“guard” ,"commander”, “jockey” and “doctor” represented their teadhetheir past
education life more when it was compared with their self-imagéseir ideal education
life. Conversely, the images of “guide”, “gardener”, “parent”, “eiaieer” and “coach”
represented the teacher candidate’s teacher images in ideatieodkic life more
compared with their images of their teachers in their past edad#e. In general,
participants in this study believed that they would be more studergredraéind less
teacher centered than their previous teachers.

To evaluate the null hypothesis of sub-problems 1.3 and 2.2, ANOVA test wa
conducted. The results of the test showed that there was no cslyissignificant
difference between the most representative and most preferredtiecicdife
metaphors of secondary science teacher candidates and elemergacge seacher
candidates expect the “chef” metaphor. The elementary presscicee teachers rated
this metaphor significantly more than the secondary science teaha most preferred

metaphorical image.
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Table 4.3 Comparing the Metaphorical Images of Past and Ideal Education Life

Metaphors t-test,p values

X SD Past

Teacher-centered metaphors

Raw material — factory — manufacturer Past 2.15 0.66

Ideal 2.20 0.72 NS
Criminal — prison — guard Past 1.31 0.57

Ideal 1.05 0.26 0.000
Soldier — Army — commander Past 1.70 0.69

Ideal 1.26 0.50 0.000
Race horse — Hippodrome — Jockey  Past 1.85 0.76

Ideal 1.31 0.56 0.000
Passenger — Bus — Driver Past 1.63 0.70

Ideal 1.57 0.66 NS
Patient — Hospital — Doctor Past 1.63 0.67

Ideal 1.70 0.70 0.017

Student-centered metaphors

Tourist — Island — Guide Past 1.94 0.75

Ideal 2.21 0.74 0.000
Flower — Garden — Gardener Past 1.99 0.74

Ideal 2.36 0.70 0.000
Child — Family — Parent Past 2.04 0.71

Ideal 2.40 0.67 0.000
Audience — Circus — Entertainer Past 1.24 0.50

Ideal 1.30 0.52 0.032
Customer — Restaurant — Chef Past 1.32 0.54

Ideal 1.26 0.50 NS
Player — Team — Coach Past 2.09 0.68

Ideal 2.29 0.70 0.000

X=mean, SD= standard deviation, NS=not significant (p> 0.005)
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4.2 Perception of teaching as a profession
4.2.1. Perception of professional identity

In this section prospective teachers perception of selves wergeshdly three
different items in terms of 1) “the teacher as a knowledgeré&x 2) "the teacher as a
didactical expert”, 3) “the teacher as a pedagogical exp&®ijgard, Verloop &
Vermunt, 2000). As it was reported in Table 4.4, most of the participgreed that their
most important role as a teacher is to be a pedagogical éipédoistering student’s
social, emotional and moral growth (92%). This item was rated 94fnigles and 88%
by males. The second item they agreed on most were teachersf rtdeilitating
student’s learning as a didactical expert (89%). This itemratagl 91% by females and
87% by males. The participants agreed less with the item defieadhers role as a
knowledge expert. The item stating teacher's most important aeledispensing
knowledge were rated only by 35% of participants. This was the amy which was
rated more by male participants (36%) when compared to female participants.

Regarding the null hypothesis of the sub-problem 3.1 and 3.2 one-way ANOVA
was conducted. This test determined significant differences betmeée and female
participant’s perception of professional identity. Results were stypwhat female
participants agreed with the items regarding teacher’'s mla pedagogical (fostering
student’s social, emotional, and moral growth) and didactical expalitétary student’s
learning) more when compared to male participants. It is alsoteepior the results that
secondary science teachers agreed on role of teachers wasabenogvledge expert

(transferring knowledge) significantly more than elementary sciencledaea
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4.2.2. Career choice commitment

This section is investigating whether participants are sadisfind convinced
about choosing teaching as a career. The four different items qgu#stionnaire were
used to figure out the prospective teacher’s thinking about educatiolifetoag career
and their enthusiasm about starting to profession. Related results oftibe seeported
in Table 4.4. Regarding the null hypothesis of sub-problem 3.3, one-way ANOVA
reported significant difference between male and female candid¢at@mitments about
their career choice. The results have an interesting dispersaé tian half of the
participants think that they didn’t make the right decision by choosiaghing as a
profession, only 40% percent of the prospective teachers say thatdhlelychoose to be
a teacher again without any hesitation. This item was rated 45&rajes and 40% by
males and one-way ANOVA reported this result as a significaat Majority of the
participants think that teaching is a life long career for t(iérdo). This item was rated
81% by females and 69% by males and the difference between tleenagteof two
gender is significant. The majority of the participants (74%) lookergvard to meet
their first students. According to ANOVA results, female pgéints were significantly
more enthusiastic about this when compared to their male peersth@nB2% of the
preservice teachers wish to choose another area of teaching antbrofiys item
difference between male (30% ) and female (35% ) participahisce were not
significant. Overall results are showing that while male prdsmeteachers agreed more
to choose teaching as a profession again when compared to theie f@uaterparts,

female participants were more enthusiastic about meeting their firshtstzal also
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agreed more that teaching is a life long career when compareathle participants.
Without a gender difference, minority of the participants would lkkehoose another
area of teaching.

Regarding the null hypothesis of sub-problem 3.4, ANOVA results showed that
there is a significant difference between secondary scierahee candidates and
elementary science teacher candidate’s one of the commitmentareér choice.
Preservice elementary science teachers were signifiqg@d{4) more enthusiastic about

meeting with their first students.

4.2.3. Orientations towards instruction
In this section teacher candidate’s instruction orientations weag/zed in

terms of “behaviorist”, “constructivist” and “ social constructii€verall, results are
showing that most of the participants agree with constructivissacidl constructivist
instructional orientations. Constructivist statement saying thdests learn more from
asking questions than from listening to the teacher was rated by 9h&opHrticipants.
Social constructivist statement saying that students learn mioorgh active
participation in cooperative learning activities was selecte@3%y of the participants,
and behaviorist statement saying that students learn best throughrditeuction was
selected by 22% of the participants. To evaluate the null hypothesib-g@roblem 3.5,
one-way ANOVA was conducted and indicated that there was a sagrtifdifference
between the male and female participant’s ratings regardingadttial-constructivist

item which was stating that students learn more through activicipation in
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cooperative learning activities. This item was rated 86% bylésnand 77% by males
and the difference is statistically significant.

Related with the null hypothesis of the sub-problem 3.6, there was no
statistically significant difference between the secondagnese teacher candidates and
elementary science teacher candidate’s orientation towardscinstr in terms of being

“behaviorist”, “constructivist” or “social constructivist”.

4.2.4. Attitudes towards student’s role in instruction process

In this section teacher candidate’s thoughts were questioned aboututbesr
students in instruction process. With three different items tkidindes towards students
were tried to figure out. Basically items were again eelatith candidate’s orientation of
defining their roles as a knowledge experts or didactical expettghis time it was
analyzed by their definition of students. Results are showing taide candidates have
positive attitudes towards students role in instruction process. Magfricandidates
agree that “Students are active participants which discover andrumntheir own
knowledge” (79%). The participation rate of females for this iwesne 81.9% whereas
male’s were 74%. The ones who agree that “Students are like ¢amby which are
waiting to be filled with knowledge by teachers” were 29% outlofTals item was rated
equally by females and by males (23%). Only 8.2% of the participgnée that as a
teacher they can't do so much thing to improve the success of thetstwdso are
learning slow. This item was rated 5.5% by females and 12.5% bg.nMfaenswer the

sub-problem 3.7 ANOVA was used and results revealed that there were significant
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differences between male and female candidate’s ratings tired items regarding the
attitudes towards student’s role in instruction process. The feteather candidates
significantly agreed more that students were active partigpainthe instruction when
compared to their male counterparts and also they agreed lesstuthents were like
empty tanks and there were not so much things to improve late leatoohents when
compared to their male counterparts.
To evaluate the null hypothesis of sub-problem 3.8, ANOVA was conducted and

results showed that there is no significant difference betwemmdary science teacher
candidates and elementary science teacher candidate’s attdu@deds student’s role in

instruction process.
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Table 4.4. Perception of Teaching as a Profession

statements

strongly agree

%

X(SD) %

X(SD) %

Male Agree + Female Agree + Total Agree +

strongly agree strongly agree

X (SD)

Perception of professional identity

1.1 believe that my most important role as a 36-2
teacher is to dispense knowledge.

2. | believe that my most important role as a86.8
teacher is to facilitate learning.

3. | believe that my most important role as a88.1
teacher is to foster student’s social,

emotional ,and moral growth.

Career choice commitment

4. If | had to start all over, | would choose
to be a teacher again without any hesitation
5. I wish | would choose another area of
teaching.

6. For me, teaching is a life long career
choice.

7. | look forward to meet my first students 66.4
as a teacher.

Conception of teaching as a professior

8. | believe that teachings is a very difficult 75-0
job to do well.

311

35.6

68.8

Orientations towards instruction

9. | believe that students learn best through 23.1
direct instruction.

10. | believe that students learn more from 92.0
asking questions than from listening to the
teacher.

11. | believe that students learn more througty.0
active participation in cooperative learning
activities.

Attitudes towards student’s role in
instruction process

12. Students are like empty tanks which are
waiting to be filled with knowledge by
teachers.

13. Students are active participants which 74.4
discover and construct their own knowledg:

14. | believe that as a teacher | can't do so 12.5
much thing to improve the success of the
students who are learning slow.

39.7

2.79 (1.23) 34.2

4.11(1.04) 90.7

4.23(0.93) 93.7

3.03 (1.28) 44.6

2.89 (1.33) 30.0

3.66 (1.18) 81.4

3.66 (1.166) 77.7

3.39(1.25) 83.9

2.62 (1.06) 21.6

4.20 (0.71) 92.3

3.92(0.98) 85.7

2.71(1.29) 22.7

3.82(1.06) 81.9

2.08(1.02) 55

2.81 (1.1434.9

4.31 (0.95)89.2

4.40 (0.82)91.8

2,48 (1,07140.1

2.70 (1.29)31.8
4.09 (0.995.9

4.06 (0.993.6

4.28 (1.09)80.9

2.48 (1.07)22.3

4.26 (0.75)92.3

4.14 (0.81)82.8

2.37 (1.20)28.5

4.08 (1.02)9.4

1.76 (0.88.2

2.80 (1.17)

4.24 (0.98)

4.34 (0.87)

3.29 (1.24)

2.77(1.30)
3.94(1.07)*

3.92 (1.07)

4.15 (1.16)

2.53 (1.07)

4.24 (0.74)

4.06(0.88)*

2.49(1.24)*

3.99 (1.04)

1.88 (0.95)

%=percentageX=mean, SD= standard deviation
** = significant p<0.005 in comparing gender difference (ANOVA)
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4.3 Reasons of choosing teaching as a profession

Table 4.3 represents the most influencing reasons for teacher casdidat
choose teaching as a profession. These reasons are basically titodbdee different
group. These are extrinsic rewards like income, job security, suvmoations, other
people’s ideas, altruistic reasons like having positive influence oietgosharing
knowledge with students, being a role model for students, and intrinsicesdike
loving children, feeling a sense of calling for teaching. Othesoreawere falling into
teaching by mistake or not to know what else to do. Results showede#tdier
candidates mostly had altruistic reasons to choose teaching afesspn. All of the
altruistic reasons were rated over than 90%. The most rated &sonsewere stating
that teacher candidates want to contribute to future of the s¢8&%y) and they want
to share their knowledge with students (96%). Not surprisingly tated reason were
an extrinsic reason saying that teachers are paid quite4#)l The extrinsic reasons
which rated most were the one stating the long summer vocatiorsabfets (67%).
Both male and females students agree on this item almost avith gete. The most
rated intrinsic reason were love of children (84%). This itemrai&sl 87% by females
and 78% by males. The least rated intrinsic reason was sena#irgg tor teaching
(46%) which was rated 48% by females and 42.5% by males. Fallinteattbing by
mistake was the reason of 19% of the participants and only the 896 phtticipants
choused teaching because of not being sure about what else to do.

The most influential reasons in all categories with a descenddey were: 1) |

want to contribute to the future of society (96%); 2) | want to share my knowledge with
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children (96%); 3) | want to help children learn and succeed in so@6%); 4) |

want to make a difference in children’s lives (95%); 5) | belithet teaching is a
sacred profession (92%); 6) | want to serve as a role model foresh{91%); 7) | love
children (84%); 8) | have a strong desire to work with children (8@%6)eaching has
long holidays/summer vocations (67%); 10) Teaching is a highly resppobfession
in society(64%); 11) Teaching suits best to my personality (57%);Téaghing is
advantageous when raising a family (55%); 13) Teaching offers goa@goioity and a
steady income (50%); 14) My past schooling gave me positive imageaoiing

(48%); 15) | feel a sense of calling for teaching(46%); 16) Myleyment after
graduation is assured (42%); 17) Other people encourage me to becm@meher
(36%); 18) | fell into teaching by mistake (19.%); 19) | was not sunat else | wanted
to do (8%); 20) Teachers are paid quite well (3%).

In general, teacher candidates selected altruistic reasansrasmportant than
extrinsic rewards and intrinsic motives and also participardsl the extrinsic rewards
relatively more than the intrinsic motives. Regarding the sub-prodldmone-way
ANOVA revealed that there were significant differences betweale and female
participant’s reasons of choosing education as a profession in terfadtroistic”,
“intrinsic” or “external”’. Female participant’s tendency to véde all three categories
of reasons when compared to their male counterparts were cidlfistiore significant.
It seems that female teacher candidates have more influatitialstic reasons,
extrinsic rewards and intrinsic motives to choose the teaching as a profession.

To evaluate the null hypothesis of sub-problem 7.2, ANOVA test was applied
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and results showed that there is statistically significarfiéréifice between secondary
science teacher candidates and elementary science teachetatsisdieasons of

choosing education as a profession only in terms of extrinsic reasons.
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Table 4.5 Reasons for Choosing Teaching as a Profession

Male Agree + Female

strongly agree

strongly agree

Agree +

Total Agree +
strongly agree

% X (SD) % X (SD) % X (SD)
Extrinsic reasons
1. Teachers are paid quite well. 4.4 1.63 (0.89) 3.7 1.55(0.77) 3.9 1.58 (0.81)
2.Teaching offers good job security and
a steady income. 39.8 2.92(1.19) 55.6 3.22 (1.18)50.2 3.12 (1.19)
3. Teaching is a highly respected
profession in society. 61.1 3.50(1.13) 65.8 3.70 (1.04)64.2  3.63 (1.07)
4. Teaching has long holidays/summer
vocations. 67.4 3.55(1.23) 67.2 3.58 (1.11)67.3 3.57 (1.15)
5. My employment after graduation
is assured. 36.3 2.78(1.25) 45.2 3.04 (1.25)42.1  2.95 (1.26)
6. Teaching is advantageous when
raising a family. 40.6 3.07 (1.16) 62.1 3.48 (1.10)54.8 3.34 (1.13)
7. Other people encourage me to
become a teacher. 25,9 2.43(1.28) 41.5 2.83 (1.40)36.2  2.69 (1.37)
Altruistic reasons
8. | believe that teaching is a sacred
profession. 88.5 4.28 (0.96) 93.3 4.52 (0.79)91.6 4.44 (0.86)
9. | want to contribute to the future
of society 96.4  4.45(0.75) 95.9 4.65 (0.67)96.1 4.58 (0.70)
10. I want to help children learn and
succeed in society. 95.0 4.35(0.78) 95.9 4.59 (0.71)95.6 4.51 (0.74)
11. I want to share my knowledge with
children. 95.7 4.39(0.75) 96.3 4.58 (0.70)96.1 4.54 (0.72)
12. | want to make a difference in
children’s lives. 92.8 4.38(0.81) 959 4.57 (0.72)94.9 4.50 (0.76)
13. I want to serve as a role model for
children. 89.2 4.27 (0.95) 92.6 4.48 (0.79)91.4 4.41(0.86)
Intrinsic reasons
14. | feel a sense of calling for teaching42.5  3.28 (1.06) 48.3 3.41 (1.03)46.3 3.36 (1.04)
15.Teaching suits best to my personality 49.3.39 (1.09) 60.8 3.68 (0.986.9 3.58 (1.03)
16. | have a strong desire to work with 73.4  3.87 (0.89) 825 4.07 (0.889.4  4.00 (0.87)
children.
17. | love children. 77.7 3.98(0.87) 87.04.21 (0.80)83.8 4.13(0.83)
18. My past schooling gave me a positi6.8  3.22 (1.21) 48.7 3.28 (1.188.1 3.26 (1.17)
image of teaching.
Other reasons
19. | fell into teaching by mistake 215 2.27(1.30) 17.6 2.09 (1.21)19.0 2.15(1.24)
20. | was not sure what else | wanted t 10.8  1.89 (1.10) 6.8 1.74 (0.93)8.1 1.79 (0.99)

%=percentage X=mean, SD= standard deviation, ** = significant p<0.005 in comparing

gender difference (ANOVA)
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Table. 4.6 t-test Regarding Reasons for Choosing Teaching

reasons male female

X SD X SD t-test,p values
Extrinsicreasons 19.89 4.43 21.43 4.37 0.001
Altruistic reasons  26-13 4.10 27.44 3.70 0.001
Intrinsic reasons 17.75 4.07 18.70 3.71 0.019
Other reasons 4.16 2.02 3.82 1.68 0.073

X=mean, SD= standard deviation
** = significant p<0.005 in comparing gender difference (ANOVA)

4.4 Summary of the Results

» Preservice elementary and secondary science teachers rementiar past
education experiences both with teacher- and student-centered metaphors.

» Preservice elementary and secondary science teachers prefersdy student
centered metaphors as an image of ideal education life and rastdfan the
Child — Family — Parent metaphor.

» Most of the preservice teachers perceive their professional tidastibeing a
pedagogical expert by fostering student’s social, emotional, and mpanath
(92%).

» With regard to their career choice commitments, although lesshihlé of the
participants state that they would choose teaching again with outesitgtion,

most of them see teaching as a life long career. The mosie gbarticipants
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looking forward to meet their first students. Only the 32% of the dateli
teachers wish to choose another area of teaching.

Participants rated highest (92%) for the constructivist stateseying that
students learn more from asking questions than from listening tedbber of

the participants. Social constructivist statement saying thdests learn more
through active participation in cooperative learning activitiesra@sl as second
most item (83%), and behaviorist statement saying that studemts Deat
through direct instruction was rated least (22%).

Teacher candidates have positive attitudes towards students rolgtrirction
process. Majority of candidates agree that “Students are getitieipants which
discover and construct their own knowledge” (79%). Only 29% of the
participants think that students are like empty tanks which ateng# be filled

with knowledge by teachers. Only 8.2% of the participants agreadteteacher
they can't do so much thing to improve the success of the students &ho ar
learning slow.

Teacher candidate’s most important reasons to choose the professon w

altruistic reasons, later extrinsic rewards and finally intrinsic mstive
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CHAPTER V

DISCUSSION

The aim of the present study was to investigate preserviceeeiary and
secondary science teacher’s perception of their professions amhgeafschoosing
teaching as a profession with independent variables (gender and teadckang The
results of the study were presented in the previous chapter. Thus iohtdpter, the

findings are discussed under main headings.

5.1 Preservice Science Teacher’s Perception of Their Profession by Metaphors

As Mahlios and Maxon (1998) stated, preservice teachers have thelefireed
ideas about students and classroom and how their images of theneselazchers
relate to children, curriculum and teaching. These ideas are niaillignced by their
past educational histories as students (e.g., Bramald et al., 1995)eB#n, Mendelson
and Kron (2003) reported in their study that preservice teachersinsgdfes in turn
influences their teaching strategies and behavior in classroom.oSdefine the
preservice teachers’ perception of selves is a way of defihiig potential classroom
activities and indirectly to define the quality of education whicly thil give in next
years.

Inbar (1996) states that metaphors are one of the most potent devices to reflect
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people’s beliefs which are formed by their own reality. Reseesdilee Mahlios and
Maxon (1998), Inbar (1996), Saban (2003, 2004) pointed out in their studies that
metaphors are the powerful tools to analyze preservice teaateas’and beliefs about
their profession.

Present study provides an important data on secondary and elemer@acg s
teachers’ metaphorical images of their past and preferred @edudaes. This data
allows us to make interpretation about preservice teacher’s atelaseliefs about their
professional roles and how they perceive their future students androolas
environment. This information gives us clues about their potentialrotassactivities
and indirectly the quality of future education. It is also possibleddéave some
information about the current situation of Turkish education by utiliziegoarticipants’
data on most representative past education life metaphors.

According to the results of the study, preservice science anermiam teachers
remember their past education lives both with student- and teachiereze
metaphorical images. The four out of first six highest-rated EIRRmetaphors were
student-centered ones. Although female students voted highest forharteawtered
metaphor, both female and male participants have more tendency ¢b sabent-
centered metaphors as representative of their past educatiomhigeresult was not
supporting the results of Saban’s studies (2003, 2004) conducted with botheealry |
and exit level preservice elementary teachers in Turkey. Instodies, researcher
reported highly teacher-centered results as representativetiofpaaats’ past education

life. Saban (2003, 2004) interpreted his results as being Turkish education systems
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highly teacher-centered. However, when the metaphors choices ofpgatscin the
present study are analyzed, it is possible to say that prestraateers who experienced
the Turkish education system do not find it very teacher-centered.eVébine
remember their past educational life as being in a factory arhippodrome (teacher-
centered), many other remember it as being in a family, imdeigain an island or in a
team (student-centered). This result of the present study was uotezkpehen it is
compared with the results of Saban’s study (2003). It was expectedesudts will
support the Saban’s (2003, 2004) study which were realistic for the csittgation of
Turkish education system. The possible reason for this might bénéhpatticipants of
the present study were senior students. They already spenttahteasyears (or four)
in teacher education program and learned a lot about the theories. Bindgnokat
would be right, they might loose their objective way of thinking wthkey remember
their past experiences. However, this argument gets weak bexfatlmefact that, the
second study of Saban (2004) was also conducted with senior preseviceddagit
level) and the result was not similar to the present one. So, thblpasssons of this
difference point the need for further research about this subjectriisi context. On
the other hand, the results regarding the MRPEL metaphors of thenfpstsdy was
consistent with the results of Mahlios and Maxon (1998) carried obeituE. In their
study, researchers figured out that both elementary and secondawvipeeseachers
remembered their secondary school experience with a varietadfete and student-
centered metaphors as being in a family, or on a team (studeatethrdnd as being in

a crowd, in a factory or in a prison (teacher-centered). Even if the metaphors and are not
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exactly matches, students choice of remembering past educafehaith with student-
centered and teacher-centered were same. Besides, thadicgscof male and female
students’ MRPEL metaphor in the present study have to be taken imenacé/hile
female preservice teachers remembered their school as fathaiy teacher as
manufacturer and their selves as raw material, male presdaeachers remembered
their school as a team, their teacher as a coach and thes aslheeplayer. This result
was quite interesting because of the nature of these two metapactisy metaphor is
defining student in a very passive way and the teacher as highégsklowever, team
metaphor which defines the student as an active participant whinig lag his/her own
will and with the guidance of the teacher as a coach, was alheepposite of factory
metaphor.

Interestingly, the five metaphors out of first six highest-rifdEL metaphors
were same with the highest-rated MRPEL ones and again only twieoMPIEL
metaphors were teacher-centered ones. Also male participantsé dffoMRPEL and
MPIEL metaphors were same (Player-team-coach). This mighhrthat participants of
the present study prefer a similar type of future education to plasit educational
experience. This finding is not consistent with the study of Saban (2003,.2004)
However, participant’s preferences of metaphor were more focusedaahdMPIEL
metaphor was rated by a higher percentage compare to the MRBEIStEnt with the
studies of Saban (2003, 2004), Mahlios and Maxon (1998) and Martinez, Sauleda and
Huber (2000) the preservice teachers in the present study preferdeshtscentered

metaphors more than teacher-centered ones. This is good news because, as Martinez,
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Sauleda and Huber (2000) stated in their study that influence of metaphedsication
is immense and atmosphere in the classroom is related to ¢thertedavored education
metaphor. So, when today’s preservice teachers start teaching;ldlssnoom activities

will be student-centered.

5.2 Presevice Science Teachers’ Perception of Teaching as a Profession

As Kagan (1992) states in his study that teachers’ beliefsarél)stable and
resistant to change, and (2) that they reflect the nature ohsfridtion the teacher
provides the students. This argument emphasizes the importance oigati@stof
preservice teachers’ perception of their profession. As Beijardpdfe and Vermunt
(2000) stated in their study that teachers' perceptions of their afgsgional identity
affect their professional development as well as their alititywillingness to cope with
educational change and to implement innovations in their own teaching practice.

Present study was also investigating the topics like preseseieace teachers’
perception of their professional identity, instruction, students’ rolastruction and
their career choice commitments. The participants’ ideas abbthesle topics were
giving information about their perception of teaching as a professioyaréleg the
preservice science teachers’ perception of their professionaitydamisults’ of the
present study were consistent with some part of the literatutbel studies of Saban
(2003) and Beijard et al. (2000), the participants saw themselves@slanation of
subject matter experts, didactical experts and pedagogicatexpestudy of Beijard et

al. (2000) subject matter expertise and didactical expertise appeared to badnost a
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equally present in the teachers' perceptions; this was not pactihe case for
pedagogical expertise but its rating was still high. In the stidyaban (2003), more
that 95% of the participants agreed both with teachers’ didaetichpedagogical role.
The subject expert role of teacher was rated again high (78%ledsitwhen it is
compared with the other two roles. In both of these studies all ible=eof the teacher
was highly rated. However, in the present study, while almost rhare 8% of the
participants were rating for both pedagogical and didactical raieacher, only 35% of
them find the didactical expert role of teacher important. Theetiep of this role was
as important as participants’ strong choice of other two roleseTiesslts of the study
are quite important because changing teacher’ classroom behavignaetick requires
changing their conceptions of their roles in the classroom (TobinpRis, 1996).
Consistent with the study of Saban (2003), participants of the presdwptrated quite
high for the pedagogical and didactical role of teachers. In camsisith the study of
Saban (2003), the female participants of the present study rated pedhgouwl
didactical role of teacher more than male participants. Integhst secondary science
teachers agreed on role of teachers was being a knowledge ¢xpasferring
knowledge) significantly more than elementary science teachkesreason might be
that because they are going to teach specific subjects (biologmyisiry and physics)
and they think that it is necessary to know their subject good enough.

Regarding the career choice commitments of the participantseshé of the
present study has interesting findings. While more than half of ttieipants think that

it was not the right choice to choose teaching as a profession, majority of them think that
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teaching is a life long career (77%). This conflict sound like thagle a mistake which
they cannot change and have to live with rest of their lives. Thet style of the
university entrance exam in Turkey might be the reasons of thisctor®n the other
hand, majority of them look forward to meeting their first studentthe study of Saban
(2003), participants showed more positive commitments about their caremes.
More than 75% of the participants agreed on teaching being the ndha &fe long
career choice for them and they were enthusiastic about meeginditst students. In
general, it is difficult to make an interpretation about the diffee between the choices
of two genders. While male participants agreed significantlyermoth teaching being
the right career choice for them when compared with the fenzaididates, female
candidates agreed significantly more with teaching being &liig career for them. The
female participants were also more enthusiastic about meégigfitst students than
their female counterparts.

About instruction orientations, consistent with the study of Saban (2003)
majority of the participants (more than 80%) agreed on construcewidt social
constructivist theories of instruction. However, while the participantthe study of
Saban (2003) was rating still high for the behaviorist theory ofuictsbn (even it was
less voted than other two theories), the participants of the preseiyt reject the
behaviorist theory by voting only 22%. This is an important result, bedasisews that
the effort of teacher education programs to minimize the behavisiybt of the
instruction which dominated the field of education for the most of the qesury

(Holt-Reynolds, 2000) seems to work with the help of preservice teaatherare going
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to teach soon. Supporting their orientations of instruction, participanite atudy also

has a positive attitude towards the role of students in instruction.

5.3 Presevice Science Teachers’ Reasons of Choosing Teaching as a Profession
Existing literature on preservice teachers’ reasons of choosahihg as a
profession indicates different reasons. Although it is believed tbat of the teachers
have altruistic or intrinsic reasons for choosing the teaching grofesmany studies
(Yong, 1995; Saban, 2003; Kyriacou et al., 2000, 2003; Akyeampong & Stephens, 2002;
Su, 1997) in literature showed that main motives for choosing teacl@ngpaialways
altruistic or intrinsic. The reasons, encouraging students to chcad@ng profession
are changing over time (Synder, 1995) and from country to country (Saban, 2003).
In the case of present study, the participants strongly agreldhei altruistic
reasons. All the items stating an altruistic reasons was votere than 90%.
Traditionally, altruistic reasons were selected most and fotldweextrinsic and later
by intrinsic reasons in the present study. This result might bepiated like, job
satisfaction for school teachers tend to rest heavily on thetiaffeand interpersonal
rewards they derive from working with children and helping them tm |é8aban,
2003). On the other hand, as Hatch (1999) signaled vulnerability of teaepensding
on the relationship with students for their sense of professiondlnfigfit because he
claims that new teachers with the highest commitment to th@isakt and intrinsic
rewards of working with children may be at the most risk of leathegprofession (or

becoming burned-out) when they face the daily realities of teaching job.
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Consistent with the expectation, the salary was not a reasbondeecteaching as
a profession in Turkey differently from the case in Zimbabwe ande@aon (Yong,
1995). Not consistent with the case in Cyprus (Papanastasiou, 1998), less tbathkalf
participants of the present study believe that their employmeet gfaduation is
assured.

Similarly, consistent with the study of Saban (2003) and Su (1997), most
influential reasons out of all was the wish of contributing the socldnis result of the
study is hopeful, because it shows that preservice teachers wtieashl in near future
have an idealistic view of their roles in society.

For the participants of the present study, intrinsic reasons esseinfluential
than extrinsic reasons. Yong (1995), reports that teachers’ cailbdrewery much
improved if they are encouraged to focus on intrinsic rather thaim&gtaspects of the
job and they will be more committed to teaching if it provides tim@msatisfaction. It
has also been shown that fulfillment of altruistic intentions aloag not be totally

satisfying (Joseph & Green, 1986; cited in Yong, 1995).
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CHAPTER VI

CONCLUSION, IMPLICATIONS AND RECOMMENDATIONS

In an effort to inform teacher education practices, this studyoesglthe
preservice elementary and science teachers’ perception ofptioé&ssions and their
reasons of choosing teaching as a profession. For exploring the preseachers’
perception, metaphors used as a research tool. In this chapter etdrehdsmdings are
summarized and in the light of these findings some implicationgrémtice and further
research on the concern of preservice teachers’ perception ofptbé&ssions and

reasons of choosing teaching as a profession are put forward.

6.1 Conclusion

To figure out the preservice science teachers’ perception ofpiteéession, the
images they carry about their past educational life and idealagolal life was
analyzed by metaphorical images. The results revealed thatigemts of the present
study remembered their past education life both with teacher- adeénstcentered
metaphors. Regarding the metaphorical images that they carryaabimaal educational
life, results revealed that they preferred again both teachet- student-centered
metaphors but they voted significantly more for the student-centee¢abhors. The

analysis also indicated that, female preservice teachers prefer sonmt-strdered
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metaphors significantly more than their male counterparts.

According to the results, most of the participants defined theiregsimnal
identity as being pedagogical and didactical expert. The partisipare not so clear
about their career choice commitments. While less than half af theuld choose
teaching again with out hesitation, more than half of them wetiagsthat teaching is a
life long career for them. On the other hand majority of presenaaehers looking
forward to meet their first students. About their instructionalnbaiggons, participants of
the present study were mostly constructivist and social constaicfiViey rejected the
behavioral theory of instruction by voting significantly less than coasvist and social
constructivist theories.

Regarding preservice science teachers’ reasons of choosingnieaas a
profession, results of the present study showed that most of theépaarttchas altruistic
reasons (e.g. to contribute the future of society) to choose the jpyofeéSscondly they
had extrinsic reasons (e.g. long summer holidays) and thirdly themtnagic reasons

(e.g. love of children).

6.2 Implications

The analysis of literature showing that preservice teacheesthair well defined
ideas about students and classroom and how their images of theneeliesschers
relate to children, curriculum and teaching and these ideas hasmensm effect on
their performance (Bullough et al., 1992, Mahlios & Maxon, 1998). Teacher

education programs need to analyze the perceptions of their tedcdicatien students
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regarding their roles as professionals and develop strategiemhnce positive

perceptions. This study has the following implications:
P Teacher education programs need to define the prior perceptions phewver
comer preservice teacher regarding the education, teaching @essjamal role and
their reasons to choose teaching as a profession. The courses amdi¢cbkim has
to be arranged to built positive perception of teaching as a profeBgiconducting
the studies like the present one, the changes in their perceptions ttharitegcher
training can be monitored for feedbacks to the teacher educator.
P As also Haritos (2004) suggests teacher education program rouitepself-
awareness and reflection exercise that allow candidates tafydeeir teacher role
beliefs and perceptions regarding the challenges teachersftoe ¢lassroom and
explain the reasoning behind such beliefs .
B It is important for teacher educators to support the preservashdes for
developing positive and realistic teacher role beliefs. The useetafpimors during
teacher training programs may provide preservice teachers theseperception of
educational concepts better. Especially, the use of student-centetaghorical
images during courses may stimulate preservice teachers toabdil improve
possitive conceptions about teaching.
P Preservice teachers has to be provided with abounded number of claBstdom
experiences which allow them to apply newly learned theories andrustins
development and teaching in context, test their prior beliefs and tvaheir

teaching concerns with respect to realities of classroom. (Haritos, 2004).
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6.3 Recommendations
The recommendations to the researchers who would like to studyilar sim
subject are:
P To improve the analysis of the metaphorical images, open-ended questtbns
interview techniques has to be used.
P This study should be conducted both with freshmen and seniors to view the
difference between them. It would be also very meaningful to conducsatine
study with in-service teachers.
P The variation of the perceptions should be monitored across yealsrastarm
study.
# Effects of the variables, like past experiences or practaehing, on perception

of profession should be analyzed.

81



REFERENCES

Akyeampong, K., & Stephens, D., (2002). Exploring the backgrounds and shaping of
beginning student teachers in Ghana: toward greater contextualization of teacher

education. International Journal of Educational Developme&@R-274

Balci, A. (1999). Metaphorical images of school; school perceptions of students,

teachers, and parents from four selected schools (in Ankara). January, (thesis)

Beijard, D., Verloop, N., & Vermunt, J., 2000. Teachers’ perception of professional
identity: An exploratory study from a personal knowledge perspective. Teaching

and Teacher Education, ,1649-764

Ben-Peretz, M., Mendelson, N., & Kron, 2003. How teachers in different educational

context view their roles. Teaching and Teacher Educatip@/18290

Black, M., 1977. More about metaphor. Dialectica(34), 431-457.

BouJaoude, S., (2000).Conceptions of science teaching revealed by metaphors and by

answers to open-ended questions. Journal of Science Teacher EducafiG+11

186.

82



Bramald, R., Hardman, F., & Leat, D.(1995).Initial teacher trainees and their views of

teaching and learning. Teaching and Teacher Educatip@31431.

Brown, M. (1992). Caribbean first-year teachers’ reasons for choosing teaching as a

career. Journal of Education for Teaching(28 185-196

Bullough, R. V., Stokes, D. K., (1994). Analyzing personal teaching metaphors in
preservice teacher education as a means for encouraging professional

development. American Educational Research Journd931,224

Bullough, R.B. Jr. 1991. Exploring personal teaching metaphors in preservice teacher

education. Journal of Teacher Educatiorn(14243-51

Calderhead , J. ,&Robson, M.(1991).Images of teaching: Student teachers early

conceptions of classroom practice. Teaching and Teacher Educatie.7

Chiappe, D. L., Kennedy, J. M., Chiappe, P., (2003). Aptness is more important than

comprehensibility in preference for metaphors and similes. Poetis$ 3@8.

Clark, C. M. (1988). Asking the right questions about teacher preparation: Contributions

of research on teaching thinking. Educational Researchér-12.

83



Cochran-Smith, 2002. The Research Base for Teacher Education. Journal of Teacher

Education, 53283-285

Coallins, E. C., Green, J. L., (1990). Metaphors: the construction of a perspective. Theory

into Practice 291 —77.

Dooley, C., 1998. Teaching as a Two Way Street: Discontinuous Among Metaphors,

Images, and Classroom Realities. Journal of Teacher Educatiaro4®

Fisher and Grady, 1998. Teacher’s images of their schools and perceptions of their

work environments. School Effectiveness and School Improveme3849348

Forceville, C., 2002.The identification of target and source in pictorial metaphors.

Journal of Pragmatics 34-14.

Griffiths, M., Tann, S. (1992). Using reflective practice to link personal and public

theories, Journal of education for Teachind,1)8pp. 69-84.

Hatch, J.A.(1999). What preservice teachers can learn from studies of teachkrs’ wor

Teaching and Teacher Education,2l® —242.

Heidegger, M. (1971). Poetry, language, taught. New York: Harper & Row.

84



Inbar, D.,1996.The free educational prison: metaphors and images. Educational

Research, 287 —92.

Joram, E., & Gabriele, A. J.(1998). Preservice teachers 'prior beliefs: Tramgjorm

obstacles into opportunities. Teaching and Teacher Educatioh734-191.

Kagan, D. M. (1992). Implication of research on teacher belief. Educational

Psycholoqists, 27/65-90

Kyriacou, C., Kunc, R., Stephens, P., & Hultgren, A. (2003). Student teachers’
expectations of teaching as a career in England and Norway. Education

Review, 5%3), 255-262.

Kyriacou, C., & Coulthard, M. (2000). Undergraduates’ views of teaching as a career

choice. Journal of Education for Teaching(26117-126

Lakof, G., & Johnson, M. (1980). Metaphors we live by. Chicago: University of

Chicago Press.

Lewin and Akyeampong, 2002. From student teachers to newly qualified teachers in

Ghana: insights into becoming a teacher. International Journal of Educational

Development 22339-352.

85



Mahlios, M. & Maxson, M. (1998). Metaphors as structures for elementary and

secondary preservice Teachers’ thinking. International Journal of Educational

Research 2977-240

Marshall, H. H., (1990). Metaphors as an instructional tool in encouraging student

teacher reflection. Theory Into Practice(29128-132.

Martinez, M. Sauleda, N. & Huber, G. (2001). Metaphors as blueprints of thinking

about teaching and learning. Teaching and Teacher EducatjoA65/077

Ortony, A. (1990) Metaphor and Thought™(2dition). Cambridge: Cambridge

University Press

Oxford, R.L., Tomlinson, S., Barcelos, A., Harrington, C., Lavine, R.Z., Saleh, A.,
Longhini,A.,1998. Clashing metaphors about classroom teachers: toward a

systematic typology for the language teaching field. System 26,3 —50.

Myers, C.B. & Nelly, A.M. (1990). Professional knowledge and perception of beginning
teacher education students: Institutional and group comparison. Paper
presented at the annual meeting of the American Educational Research

Association, Boston, MA.

86



Pajares, F., (1992). Teachers’ beliefs and educational research: Cleaning up a mess

construct, Review of Educational Researcl{352307-332.

Papanastasiou,C., & Papanastasiou, E.(1998). What influences students to choose the

elementary education major: The case of Cyprus. Mediterranean Journal of

Educational Studies, 35 —45.

Pavio, A. & Walsh, M., (1993). “Psychological process in metaphor comparison and
memory.” In Ortony, A. (ed) Metaphor and Tought. New York: Cambridge

University Press. Pp. 307-328

Perry, C. & Cooper, M., (2001). Metaphors are good mirrors: reflecting on change for

teacher educators. Reflective Practiggl2-52.

Petrie, H.G.,1976. Metaphorical models of mastery.

Saban, A., 2003. A Turkish profile of prospective teachers and their views of

teaching. Teaching and Teacher Education3829-846

Saban, A., 2004. Prospective classroom teachers’ metaphorical images of selves and
comparing them to those they have of their elementary and cooperating

teachers. International Journal of Educational Developnm{@d), 6, 617-635

87



Salisbury-Glennon, J.D. ,& Stevens, R.J.(1999).Addressing preservice teachers

‘conceptions of motivation. Teaching and Teacher Educatioi415-752.

Searle, J.R., 1978. Literal Meaning. Erkentniss,203-224.

Serow, R., 1994. “Called to Teach: A study of highly motivated pre-service teachers”

The Journal of Research and Development in Educatiof®)285-71

Snyder, J.F., Doerr, A.S., & Pastor, A. M. (1995). Perception of preservice teachers: The
job market, why teaching, and alternatives to teaching. Office of Career
Services Division Of Student Affairs. Slippery Rock University, Slippery

Rock, PA

Su, Z.(1997).Teaching as a profession and as a career: Minority candidates’

perspectives. Teaching and Teacher Education325 —340.

Taylor. W., (1984). Metaphors of educational discourse. In William Taylor (Ed.),
Metaphors of education (Ed.), Metaphors of education (pp. 4-20). London:

Heinemann Education Books.

Tobin, K. & Tipins, D. (1996). Metaphors as seeds for conceptual change and

improvement of science teaching. Science Educatigr/ B0 730.

88



Yob, I. M 2000 Thinking constructively with metaphors. Transforming critical
thinking: Thinking constructively, New York: Teachers College Press. Collins

Living Learning Center Indiana University Bloomington, IN 47405 USA

Yong, B.C.S., (1995) Teacher trainees 'motives for entering into a teaching career in

Brunei Darussalam. Teaching and Teacher Educatiod741-280.

Zimpher, N. (1989). “The RATE Project: A profile of teacher education students”.

Journal of Teacher Education,(8p 27-30

89



