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Reviewer 1: 

Thank you for the opportunity to review the manuscript ”Developing Pre-Service Teachers' 

Professionalism Through Sharing and Receiving Experiences in The Kampus Mengajar Program”. 

The goal to improve teaching quality in Indonesia by developing preservice teachers’ field 

experience is very important and these efforts deserve to be investigated. I am suggesting a major 

revision, however, before the manuscript can be accepted for publication. 

Theoretical background 

The theoretical part describes the concept of teacher professionalism (i.e., three essences, 

independent/managerial), but never define explicitly how it is understood in this study. I suggest 

further elaborating the concept of teacher professionalism, the main concept of the study. 

Investigating the utility of the Kampus Mengajar Program in developing preservice teachers’ 

professionalism appears to be the main goal of the study. The specific research questions are 

lacking, however, and I am asking the authors to provide them at the end of the theoretical part. 

Given this goal, it was surprising that a strong summary of the specific activities, guidelines, or 

contents of this program was lacking from the introduction. The authors do describe the goals of 

the program (e.g., to improve the graduates soft and hard skills competences) but do not provide 

details about this specific programme. How structured was it for the preservice teachers? Was 

the method of implementation freely up to students and schools/supervisors/principals to decide? 

What concrete actions it required from the students and what from the supervisors or the school? 

How were they monitored? What specific modules or activities support the links between theory 

and practice? Was the improvement in preservice teachers’ literacy and numeracy skills a 

concrete goal of the program, what activities helped to achieve this goal, and how it was 

evaluated? 

Method 

The authors claim to use phenomenological approach, which I find problematic, however. I am 

wondering is this phenomenological analysis or basic thematic analysis? 

First, it is somewhat unclear what is the phenomenon of interest. Is it preservice teacher’s field 

experience and what it means to him or her? Yet, the data also includes data collected from 



supervisors and principals. How would this data help us understand the very personal lived 

experience of a preservice teacher? 

Second, an important part of data appears to be written replies to a list of questions sent via email 

to the participants. This information was obtained from all 15 participants, whereas only 7 

participants participated in interview via virtual meeting. It is unclear who were the participants 

in the interviews, presumably a combination of preservice teachers, supervisors and principals? 

Please provide this information. 

It seems unlikely to me that written replies to an email would produce data revealing the in-depth 

knowledge of the phenomenon (presumably the lived experience as a preservice teacher in a 

school) and what it means to a person. In my experience, written questions often are relatively 

short and superficial reports. At the very least, researchers should provide information on what 

the participants were asked and how long the answers were in written form. 

In sum, I am asking the authors to describe in more detail why they think this is a 

phenomenological study, what is the phenomenon they aim to study, and how different parts of 

the data contribute to the analysis and findings. Alternatively the authors could consider using, 

for instance, a traditional thematic analysis to identify the essential topics or themes forming the 

data. It seems to me that the findings have been reported following the style that is typical to 

thematic analyses rather than to a phenomenologial study. 

Results 

I fear that giving the names of the schools where preservice teachers taught risks the anonymity 

of the study participants. Protecting the identity of the participant is an important data protection 

principle, and therefore I would definitely leave out the names of the schools, as they do not 

affect the interpretation of the results in any way. 

I am also wondering, do the authors also teach the participants, as this might influence how the 

participating preservice teachers evaluate the program. Please specify your relationship with the 

preservice teachers. 

One subtheme ”successfully guiding students” could perhaps be ”building motivating and varied 

learning opportunities”, because it was mostly about planning teaching that was fun and 

motivating, and included new teaching methods. 

One subtheme ”best practices” raises the question of whether the quality of practices in the 

school were evaluated before allowing the students enter the field experience. How sure can one 

be that the school was using the best practices in the field? 

One subtheme ”soft skills develop” describes that the program has enabled the research 

participants to acquire many favourable attributes. I would recommend that the expression be 

softened, because it was the participants' own assessments of the development of their skills, not 

objectively verified increase in skills. 

Overall, I feel that the Results section does not meet the requirements of a phenomenological 

analysis as it fails to provide a in-depth knowledge of particicants’ experiences in the field and 

what is actually means for them. 

Discussion 

The discussion focuses on considering the program's contribution to the connections between 

theory and practice. The authors argue that ”this research explicitly reduces the gap between 

professional development’s theoretical and practical aspects” and ”professional experience 

provides opportunities for preservice teachers to harmonize ideas and theories that were learned 

at the university”. I fear that these are overstatements of the findings. None of the themes in 

Results section described how the educational concepts learned at the campuses turned into 



concrete actions or teaching in the field experiment or how the preservice teachers were 

reflecting the links between theory and practice. Instead of assuming, a stronger empirical 

evidence is needed to show that the gap between theory and practice was reduced.   

Instead, in my view, the findings are in line with the statements that ”program offered real and 

authentic experiences in guiding students, performing administrative tasks, helping their 

colleagues adapt to technology, and developing various academic tasks” and included ”learning 

at the workplace, where they understand the daily realities of school life.” 

Judging on the basis of the findings, it seems that the program gave participants much needed 

experience of school life and promoted  self-assessed soft skills but did not succeed well in 

fostering the ”hard core of teaching quality”, that is, the quality of classroom interaction. 

Alternatively, it is possible that the interview questions and resulting data did not require the 

participants to reflect these latter skills that are crucial for effective learning. I would like to see 

discussion about how the authors would improve and develop the program further.   

Minor: 

- Please specify what PLPG, PPG, and SMT (line 125) mean. 

- The manuscript states that all names were written using the codes R1-R15. Codes included P 

rather than R? 

- It would be helpful to be able to identify whether the participant providing a citation is a 

preservice teacher, supervisor or principal. 

- Language check is needed. 

 

Reviewer 2: 

The article deals with a very important topic of teacher education. It aims to reduce the gap 

between theory and practice in the professional training of primary teachers. The topis is quite 

original, being linked to the pedagogical research and methodology in a field that uses qualitative 

techniques such as semi structured interviews addressed to a small number of participants. 

The text is clear and easy to read, but it requires a more detailed specification of the teachers' 

opinions about their training and the representations of their profession. The conclusions are 

quite consistent with the arguments presented, because they underline the need to link theory and 

practice through the shared experience. 

I think that a deep comparison between this program and others initiatives may be more 

explanatory of the key challenges of teacher education.  

The data results can be shown better, differenciating the answers under every theme. 

 

Reviewer 3: 

I found some major methodological issues in this work. 

There is a fundamental methodological issue about the type of research authors claim to be 

applying. The authors claim that their research is qualitative “because it aims to provide a 

description and interpretation of social phenomena” (lines 292-293). Social phenomena may be 

approached with a qualitative or a quantitative research. The type of research is not based on the 

nature of the data, but on the approximation and the data researchers decide to collect as well as 

the consequent analyses they choose to apply. 

Please explain why you consider your data collection method to be a semi-structured interview 

and not an open-ended questionnaire. When the “second interview” as stated by the authors was 

missing, it seems to be a qualitative questionnaire. 



Authors also need to explain further their data analyses procedure: did you use any qualitative 

research software or similar method? 

Selection of participants is also not clear. Why and how did you select the stated sample? 

Furthermore, if the aim of the paper is to show the kampus mengajar program to be valuable as 

opposed to other instruction other pre-service teachers receive, the need for a control-group is 

clear. If this is not the aim of the paper it should be stated more clearly. 

In this sense authors mention in the discussion that “This research specifically highlighted the 

lack of relationship between the programs organized by the campus and the teacher’s field 

experience.” (lines 609-610). But the article shows only the kampus mengajar program, so that 

this kind of affirmations are difficult to maintain. 

Other observations about you article are stated below. 

Throughout the article authors state that teachers’ performance in Indonesia is very poor. 

However, they do not explain in what sense or how their lack of professionalism is shown. 

Please review your keywords and include more relevant ones for online search (e.g. Kampus 

mengajar program is too specific). 

Review language in: 

-Page 2 lines 59-60: unfinished sentence. 

-Page 4 line 162 

-Page 5 line 245: repeated word “first 

-Page 5 line 250: verb tenses 

-Review the use of italics for “kampus mengajar program” as it is not consistent throughout your 

work. 

-Try to avoid subjective an dcoloquial expressions such as “This is, therefore, a blessing for pre-

service teachers” (line 405). 

“real experienceincluding learning” (line 710) 

Explain what your credit system implies (1 credit is how many hours of students' work?). 

Explain sentence in page 2 line 70 "future leaders of the nation who are superior, moral, and 

ethical [19]." --> How are they superior? 

Be sure to provide DOI or other link to cited articles, as some are very difficult to find (e.g. 

[36]). 

Please specify all acronyms, as there are some that may not be known by all. 

Explain “complicated bureaucracy” as used in Page 4 line 175. 

Explain the term “partner schools” (page 4 line 190) 

The “Author’s Role” paragraph does not belong in the corpus of the paper. 

A table in the results section which summarizes the most relevant findings would help to gain an 

overview. 

Explain how the mentors are selected as you state that “Therefore, those selected were based on 

expertise and not just a matter of seniority [11]” (line 650). 

Revised version receive: 8 November 2022 
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Catatan Reviewer 3: 



It would have been helpful to receive a document that addresses the suggested changes and 

explains how they have been included in the new version of the manuscript. Please take this into 

account for further review processes. 

Various improvements, especially concerning the research background, are observed. 

Nevertheless, I still see an important issue concerning the research type. The type of research is 

not based on the nature of the data, but on the approximation and the data researchers decide to 

collect as well as the consequent analyses they choose to apply. To claim the use of a qualitative 

research because it helps to better understand human behavior is OK but not enough. That the 

research is qualitative or quantitative should be explained based on the kind of data collected and 

the analyses applied. 

Furthermore, the first so called interview is an open-ended questionnaire as there is no contact 

between interviewer and interviewed. Only in the second round of data collection it may be 

called interview. 

In your data analyses, explain how you addressed feasibility of your data. 

Please review language throughout the paper, as there are still errors to be found. 

I still do not understand the inclusion of the 2.5. paragraph about the authors' role. 
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Abstract: The low quality of teachers in Indonesia indicates that its current 

professional development programs are yet to obtain the ideal form. Therefore, this 

research aims to determine how the kampus mengajar (teaching campus) program can 

be used to improve the professionalism of pre-service teachers to bridge the gap 

between theory and practice. Semi-structured interviews were used to collect data from 

11 pre-service teachers, 2 supervisors, and 2 principals involved in the kampus 

mengajar program with 3 months of professional experience placements in elementary 

schools spread across various parts of Indonesia. The collected data were analyzed 

using interpretative phenomenological analysis. The results showed that although the 

kampus mengajar program experiences various challenges, it can be used by pre-

service teachers to enhance their professionalism through sharing and receiving 

experiences. Furthermore, this program can be an alternative model in improving the 

professionalism of pre-service teachers to bridge the gap between theory and practice. 

Keywords: Kampus mengajar, professional experience, pre-service teachers, sharing 

and receiving experience  

 

 

Introduction  

 

The low quality of in-service and pre-service teachers in Indonesia shows that 

its various professional development programs are yet to obtain an ideal form. The 

World Bank reports that this profession was awarded low test scores on aspects of 

subject matter, including knowledge, pedagogic skills, and general intelligence 
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(Chang et al., 2013). They are also unable to effectively control the students who 

have low motivation, dedication, and thinking independence, including immature 

emotions (Tanang & Abu, 2014). In Indonesia, various professional development 

programs and other forms of training have been carried out, although these have been 

considered ineffective in improving teacher professionalism (Jalal, 2009).  

One of the main problems related to teacher professionalism is the gap 

between instilling theoretical and practical knowledge in the classroom (Cheng et al., 

2010; Kwenda et al., 2017; Hudson et al., 2008). There is a disassociation between 

program components organized by universities and the actual needs of elementary 

schools (Zeichner, 2010, 2009). The gap between theoretical and practical knowledge 

also occurs because pre-service teachers are shaped by their personal experiences and 

opinions about this profession. According to Kertesz and Downing (2016), this tends 

to cause dissonance between universities and elementary schools. The lack of 

reciprocity results in discord between pre-service teachers' preparation with school 

expectations and requirements (Darling-Hammond, 2006). Meanwhile, Darling-

Hammond (2009) highlights the disparity between the programs organized by 

campuses regarding field experiences. Although these are incorporated into the 

curriculum, the time spent by both pre-service teachers and their supervisors is often 

not properly planned. Besides, they are often left to work independently without 

guidance or supervision from the university (Darling-Hammond, 2009; Valencia et 

al., 2010). 

Empirical evidence shows that field experience is an alternative in producing 

professionals (Loo et al., 2019; Sulistiyo et al., 2021; Le Cornu, 2016). It is an 

important opportunity for pre-service teachers to improve their skills (Adnyani, 2015; 

Ingvarson et al., 2014). This provides the best opportunity to learn and gain personal 

teaching efficacy after graduation (Gray et al., 2017). For pre-service teachers, 

centers were provided for professional learning in the workplace to understand the 

daily realities of school life. Professional experience creates opportunities to 

harmonize ideas and theories learned at the university. Field experience is a 

meaningful and practical teaching skill that is considered a basic need for pre-service 

teachers (Kennedy-clark et al., 2018). Deed et al. (2011) stated that professionalism 

requires balancing the time devoted to theoretical learning at the university and the 

workplace. It was further clarified that there needs to be a meaningful integration of 

the 2 experiences to enhance professional outcomes. Pre-service teachers are 

expected to develop a teaching philosophy involving the transfer of theoretical 

knowledge acquired at the university into an authentic learning context under real 

conditions. Teachers gain comprehensive and insightful constructive feedback from 

more experienced tutors who act as mentors (Genç, 2016; Zeichner, 2010). Therefore, 

pre-service teachers need more practical opportunities on their way to becoming 

professionals (Genç, 2016). 

The Merdeka Belajar-Kampus Merdeka (MBKM) or Freedom to Learn-

Independent Campus policy is one of the breakthroughs initiated by the Ministry of 

Education, Culture, Research, and Technology (Kemendikbudristek) in providing 
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field experience for pre-service teachers. This policy offers some form of autonomy 

to these institutions and freedom for students to select the desired program. It 

provides them with a broader learning experience and space to deepen their 

knowledge for 3 semesters, namely 2 (equivalent to 40 credits) off campus and 1 

(equivalent to 20 credits) in other study programs. This includes internships, practical 

work, teaching assistantships, entrepreneurship, student exchanges, and research 

(Qorib & Harfiani, 2021). Moreover, this program is expected to improve the 

graduates soft and hard skills competence to ensure that they are prepared for the 

dynamic needs and as future leaders of the nation who are superior, moral, and ethical 

(Suhartoyo et al., 2020). This policy grants students the freedom to think either 

individually or in groups, thereby producing superior, critical, creative, collaborative, 

and innovative graduates in the future. The Merdeka belajar program is expected to 

trigger their involvement to learn (Siregar et al., 2020). Besides, it aids college 

students in exploring their greatest potentials, including teachers, to independently 

improve the quality of learning (Dewobroto, 2020; Prayogo, 2020; Sherly et al., 

2021). For pre-service teachers, this program is expected to reduce the gap between 

the theoretical aspect learned on campus and the real needs of the school. It is 

assumed that there is a missing link between the courses offered by these universities 

and the actual needs of these users, therefore, graduates of the Teacher Training and 

Education Faculty are considered to be incompetent. Based on the research 

background, the problem is how the kampus mengajar program aids pre-service 

teachers to develop their professionalism, and its potential to bridge the gap between 

theory and practice are interesting aspects to be studied.  

 

 
Research questions 

 

How can pre-service teachers utilize the kampus mengajar program to 

enhance their professional experience? 

 

 
Research purposes  

 

 This research explores pre-service teachers' experiences in using the kampus 

mengajar program to enhance their professional experiences.  

 

 

Literature review 

 
The meaning of professionalism and teacher professional development policies in Indonesia  
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The concept of "professionalism" is used to represent individual competencies 

and expertise as well as the quality of the work discharged (Eggleston, 2018). It is 

based on 3 essences: using a specific scientific building, rendering services to others 

in the community, and possessing a self-regulated code of ethics to maintain high 

morale, quality, and ethical standards (Bair, 2016; Creasy, 2015; Heck & Ambrosetti, 

2018). Professionalism has been defined in different ways, from training to personnel 

development to more efficient and effective professional courses (Eickelmann & 

Drossel, 2020; Mukuna, 2013; Roberts, 2016).  

Leung (2012) categorized it into 2, independent and managerial. The first 

level or definition of this term, which is also called transformative professionalism 

(Evans & Homer, 2014), refers to how teachers view their practices, knowledge, 

beliefs, and skills as well as critical reflection on past teaching experiences as 

learners, their abilities, and future directives. The second definition is managerial 

professionalism which refers to what teachers expect as determined by official 

authorities such as the ministry of education. In other words, the first level of 

professional development is a bottom-up, personal, and self-initiative process, while 

the latter is top-down, institutional, and other people-oriented (Dehghan, 2020).  

Several preliminary studies have identified the teacher professional 

development principles as being effective and successful. According to Lessing & De 

Witt (2007), the 3 aspects include workshops, personal values and programs, and 

teaching approaches. Teacher professional development programs also need to enable 

them work with other colleagues to create organizations that support learning. They 

need to be given the opportunity to become practitioners, share knowledge and 

commitment, work with community members to implement coherent curricula and 

supportive systems for the students, as well as collaborate with them in ways that 

advance their understanding and skills. Teachers' professional development aims to 

improve their knowledge and skills through orientation, training, and support that 

enhance the quality of the teaching and learning process. It also focuses on core 

competencies such as improving their abilities, understanding the students, managing 

teaching skills and practice, knowledge of other disciplines, and appreciating this 

profession (Lessing & De Witt, 2007; Tanang & Abu, 2014). Preliminary research 

stated that professional development activities positively impact the teachers' beliefs 

and practices as well as students' performances in learning and educational reform in 

general (Tanang & Abu, 2014). These programs include relevant activities such as 

improved qualifications, updating tutors’ knowledge and understanding of the 

subjects taught, practicing teaching students from different backgrounds, developing 

practical competencies and skills, learning new teaching methodologies, adopting 

learning innovations and technologies, improving ethical professionalism, as well as 

acquiring knowledge and skills to anticipate societal changes.  

In Indonesia, professional development programs are carried out for both in-

service and pre-service teachers. Several of them have been implemented for in-

service teachers, such as PLPG, PPG, and SMT in remote areas. Furthermore, they 

need to participate in various independent programs to develop their professionalism, 
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such as MGMP. The Education Personnel Education Institution (LPTK) is the main 

initiative for pre-service English teachers in Indonesia, including those employed in 

state and private universities whose main role is to provide education and pedagogical 

training for those interested in teaching at both junior and senior high schools (Zein, 

2016). However, through professional teacher education, the government is trying to 

improve the academic system by increasing their qualifications and skills. 

Some research stated that the impact of teacher certification only improves 

their standard of living. Fahmi et al. (2011) concluded that it does not affect the 

students' achievement. Furthermore, Abbas (2013) stated that the teacher certification 

program slightly contributed to improving the quality of national education. Teachers 

in Indonesia did not significantly improve their quality and performed poorly even 

after completing the certification program and receiving a salary increase. Helping 

them update their knowledge and skills in dealing with certain changes and managing 

human resources is needed. Additionally, professional development aids in achieving 

better performance in the aforementioned matter (Tanang & Abu, 2014). The essence 

of professional development is centered on teacher learning and transforming their 

knowledge into practice for the benefit of the students (Avalos, 2011). Walter and 

Briggs (2012) reported that it is effective due to (a) the inclusion of concrete and 

classroom-based skills from outside the school, (b) teacher involvement in the 

selected fields to develop and carry out certain activities, (c) collaboration programs 

with peers, (d) providing opportunities for mentoring and coaching, (e) continuous 

efforts regularly, and (f) support for effective school leadership.  

 

 
Professional Development for Pre-service Teachers 

 

One of the effective programs provides field experience for pre-service 

teachers. This helps individuals become tutors by learning the needful about teaching 

with the support of a good mentor (Grossman & McDonald, 2008). University-based 

pre-service teacher education is in a state of transition from a training model that 

emphasizes skill acquisition and competency mastery to a practice-based type 

centered on participation, involvement, and reflection (Grossman & McDonald, 

2008). This practice-based shift brings to the fore the important role of cooperation in 

teacher preparation as primary mediators of field experience in pre-service teacher 

education (Hoffman et al., 2015). 

Professional experience is relevant, and pre-service teachers typically describe 

it as the most important aspect of their program (Standal et al., 2014), partly because 

they value the opportunity to be mentored by experienced tutors during their teaching 

practice (Crasborn & Hennissen, 2010). There is little doubt that effective mentoring 

is essential for the practical development of PST in the workplace (Loughran, 2013).  
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Kampus Mengajar Program in Developing Pre-Service Teacher Professionalism 

 

The kampus mengajar program as a subsidiary of the Merdeka Belajar-

Kampus Merdeka (MBKM) or Freedom to Learn-Independent Campus policy is one 

of the breakthroughs of the Ministry of Education, Culture, Research, and 

Technology (Kemendikbudristek) in terms of providing field experience for pre-

service teachers. This autonomous academic institution and complicated bureaucracy 

allow students to freely select the desired program (Directorate General of Higher 

Education, Ministry of Education, Culture, Research, and Technology, 2020). It is 

expected to improve the graduates' competence, both soft and hard skills, to be 

relevant to the changing needs and produce future superior and morally ethical 

leaders (Suhartoyo et al., 2020). This policy aids students to freely engage in critical 

thinking, thereby becoming creative, collaborative, and innovative. The kampus 

Merdeka program is expected to increase students' involvement in learning (Siregar et 

al., 2020; Widiyono et al., 2021). In accordance with this program, college students 

explore their greatest potentials, including teachers, to innovatively and 

independently improve the learning quality (Sherly et al., 2021). For pre-service 

teachers, it is expected to reduce the gap between the theories learnt on campus and 

the real needs of the field. Moreover, it is assumed that there is a missing link 

between the courses taught at these universities and the users’ needs, thereby 

producing incompetent graduates of the Teacher Training and Education Faculty.  

 
 

Weaknesses in the literature and the novelty of this research  

 

Some research has been carried out on the kampus mengajar program. Based 

on the acquired results, there are at least 3 trends related to this matter, such as 

response to policies, the organizers’ readiness, as well as its impact on students’ 

skills. The research on the first trend was carried out by Wahyuni & Anshori (2021), 

who examined the implementation of the Merdeka belajar policy at Medan State 

University. It was reported that the students are aware of the importance of learning 

discourse on independent campuses, although some do not agree with the program. 

This research stated that low student literacy and lack of stakeholders' involvement 

were due to low student literacy. Students also believed that this program made it 

more challenging to graduate as planned. Other studies stated that most universities, 

especially those in remote areas, have not been in a hurry to adopt the program, and 

the unique situation of each presents certain obstacles during its implementation, such 

as students who lack understanding of the policy (Budiharso & Tarman, 2020). 

The second trend was carried out by Yusuf (2021), who analyzed the 

relationship between the kampus mengajar program and university stakeholders' 

readiness. By adopting quantitative methods, the readiness of lecturers, students, and 

government support turned out to have a positive impact on the enacted policy. 

Anwar (2021), described the implementation of kampus mengajar program at 
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Muhammadiyah Elementary School 1 Padas. It was reported that in 2021 first, 

teaching activities first consist of face-to-face and online learning, including home 

visits. Second, technological adaptation assists teachers in adopting teaching media 

and materials in accordance with the curriculum. Third, the administration carried out 

by the students was to aid in the preparation of learning tools as administrative 

completeness. The implementation of the kampus mengajar program offers the 

necessary experience and empowerment as well as had a positive impact during the 

COVID-19 pandemic. Preliminary research stated that the kampus mengajar program 

triggers the students’ readiness because it focuses on active learning, concept 

mapping, and value clarification based on information and communication 

technology (Ige, 2019). This educational policy transformation is also in line with the 

academic theory and practice during the transition, stabilization, and growth potential 

periods (Strunc, 2020; Tarman & Chigisheva, 2017). Meanwhile, research on the 

third trend was carried out by Widiyono et al. (2021), and it was reported that the 

implementation of the Kampus Mengajar program has a positive impact on students, 

such as triggering their interest in learning, as well as integrated literacy and 

numeracy skills. They also enjoy certain benefits, including being able to provide 

direct teaching experience in order to develop interpersonal and leadership skills. 

Yohana et al. (2021) examined the factors that influence the entrepreneurship 

program in the Kampus Merdeka policy by using 5 universities as the research 

objects. It was reported that the campus policy factors, apprenticeship programs, and 

exploration of local potentials positively affect competency development, 

implementation, and entrepreneurial learning. 

A review of the previous studies shows that there is little or no interest in 

analyzing the professional experiences gained through Kampus mengajar program. 

This is because it had only been running for 1 year. Therefore, this research has the 

potential to develop an alternative model to develop the professionalism of pre-

service teachers.  

 

 

Methods 

 

Research Type  

 

A phenomenological approach was adopted to complete this research because 

it allows directly exploring the participants' experiences and perceptions of the 

phenomenon being studied. It also focuses on the embodiment of connections and the 

context in which people experience certain phenomena (Sohn et al., 2017). This 

approach also focuses on occurrences in natural settings (Creswell & Poth, 2016; 

Rudolph, 2018). The experiences of pre-service teachers in terms of engaging in 

kampus mengajar program to develop their professionalism was analyzed in this 
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research. Informed consent was given by the participants who were reminded that (1) 

their involvement was voluntary, (2) all data collected are de-identified when used to 

draft publications, and (3) they are not required to answer unwanted questions. 

Moreover, all their names were written using the code R1-R15 to ensure the 

confidentiality of their identities.  

 

 
Participants  

 

The participants consisted of 11 pre-service teachers, 2 principals, and 2 

supervisors, who were involved in kampus mengajar program for 3 months. They 

were determined by the purposive sampling techniques and fulfilled the following 

criteria 1) involved in the kampus mengajar program, 2) were science students (pre-

service teachers), 3) placement in elementary schools, 4) volunteered to participate in 

the research until it was completed. Meanwhile, 2 lecturers were assigned by the 

universities to supervise the pre-service teachers, and the principal heads the school 

where the students teach. Overall, the participants consisted of 13 women and 2 men.  

 

 
Research Procedure  

 

Before data collection, a letter of permission was requested from the 

university's vice-chancellor, where the students participated in the kampus mengajar 

program. Information was acquired through semi-structured interviews. A semi-

structured interview was held with the participants as recommended by Creswell & 

Poth (2016) in accordance with a phenomenological study. This did not only provide 

an opportunity for participants to share their experiences rather to gain more insight 

(Schwartz et al., 2021).  

Interviews were carried out based on certain guidelines, and it was performed 

once or twice with different participants. The first one was held by sending a list of 

questions through email to the participants, and they were given a maximum of 2 

weeks to complete the forms. Based on the allocated time, 13 of them responded on 

time, while the remaining 2 responded in the next 2 days after receiving confirmation. 

The answers obtained through email were re-transcripted, and the participants' 

answers were read in their entirety to get an overall idea. From this stage, answers 

which needed deepening were identified through virtual or zoom meetings. A total of 

7 identified participants stated their ability to hold a second interview. Each selected 

the time according to their desires, with the duration lasting for a minimum and 

maximum of 22 minutes and 56 minutes, respectively. Interestingly, each was 

recorded and transcribed verbatim afterward, besides member checking of transcripts 

was used to increase data reliability.  
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Data analysis technique  

 

An Interpretative Phenomenological Analysis (IPA) method was adopted to 

analyze and interpret the participants’ experiences in utilizing the kampus mengajar 

program to develop professional skills (Pietkiewicz & Smith, 2014). The stages of 

data review adapted from the analysis model (Smith & Shinebourne, 2012) is based 

on 4 steps. Each transcript was carefully read in the first phase, relevant quotes were 

selected and further extracted into a word document. The extracted quotes were 

grouped into micro themes and coded with certain colors in the second step. Certain 

themes were produced at this stage, and each was considered a "description of life 

experiences" (Creswell & Poth, 2016). Furthermore, in the third step, the micro 

themes were re-examined to produce new, larger one when both similar and different 

quotes for each emerging theme were connected. In most cases, these micro themes 

were converted to sub-themes. In the fourth step, the critical discussion took place 

among team members to confirm interpretations, identified, and sub-themes. 

 

 

Findings 

 

This research aims to explore the pre-service teachers’ experiences gained 

from the kampus mengajar program to enhance their professionalism. Data analysis 

produces 4 themes, such as sharing and receiving experiences, professional 

development ability, and program challenges. The data analysis results are shown in 

Table 1.  

Table 1. Data analysis results 

 
Theme  Sub-theme Number of Participants 

Sharing experience  Successfully guiding students 15 

Helping school administration 10 

Helping teachers adapt to technology 12 

Developing school programs 10 

Receiving experience Being trusted 12 

Getting the opportunity 11 

Best practices 7 

Professional skills 

develop 

Soft skills develop 12 

Trained skills 10 

Formation of attitude 10 

Program challenges  Time management 12 

Program socialization 12 

Coordination 15 

 
Sharing experience  
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This theme implies that while participating in the kampus mengajar program, 

pre-service teachers had the opportunity to share their experiences, skills, and 

knowledge with the schools where they taught. It was supported by 100% of 

participants, and it is divided into several sub-themes, including successfully guiding 

the students, helping the school administration and teachers adapt to technology, and 

developing school programs.  

 

 
Successfully guiding students 

 

Pre-service teachers' experience in successfully guiding students is an 

interesting one, particularly during the kampus mengajar program. This is manifested 

in the form of fun learning in class, to motivate the students and ensure they do not 

get bored easily, as well as accompanied by home visits. All participants (n=15) 

reported this event during the data collection process, as shown in the following 

comments.  

I taught citizenship education, namely how to practice Pancasila daily. They 

happily participated in learning (p2, 10 to 13). 

Similar comments were also conveyed by many other participants "I have 

succeeded in assisting students through the home visit program" (P4, 3 to 5). "I 

developed the subject matter from thematic books to be more creative and ensure the 

students are not easily bored and absorb the lessons more quickly" (p2, 88 to90). The 

pre-service teachers' abilities to accompany these learners are evidence of their 

successful experiences enhancing their professionalism. 

The valuable experience I gained during the kampus mengajar program was 

being able to provide varied learning where previously students studied with 

the teacher only with the lecture method, but now I use the learning method 

by inviting students to play roles directly (P2, 3-8). 

For P2, who was assigned to an elementary school in East Oku Regency, 

South Sumatra, adopted role-play learning, and it made the students happy because 

teachers at school rarely applied this method.  

 

 
Helping school administration 

 

The experience gained from helping school administration included setting 

exam questions, report cards, and supervising these activities. P5, a 7th-semester 

student, assigned to the State Elementary School 02 Sriwangi, stated that during the 

kampus mengajar program, they often engaged in helping school administration. "P5 

personally executed this activity because the existing teachers were not used to the 

use of technology, such as laptops". Based on the fact that none of them were 
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capable, P5 was forced to share the experiences gained and this made P5 to 

completely understand the duties. "P5 realized that the teacher's job was not only 

teaching" (P5).  

Similarly, P1 reported, as follows:  

My most valuable experience was when my colleagues and I helped the 

teacher council prepare for school exams, starting with typing the questions, 

making report cards, and participating in the supervisory activities (P1, 3 to 

6). 

Other participants also shared their experiences. 

Some also helped the administration by stamping books stored in the 

warehouse because the school does not yet have a library and assisting the 

teachers' needs (p1, 17 to 20). 

 

 
Helping teachers adapt to school technology 

 

During online learning implemented due to the COVID-19 pandemic, 

technological adaptation was a major problem faced by virtually all teachers. The 

sudden demand caused the majority not to have enough time to upgrade their ability 

to use technological devices in learning, as stated by one of the participants below: 

My friends and I held a workshop to introduce a "Canva" design application 

to facilitate teachers to create learning media, certificates, banners for school 

activities, or concept maps. Besides that, my friends and I also held a 

workshop on Google Workspace consisting of Google Classroom, Google 

Meetings, Google Forms, and Google Drive. This was based on the fact that 

initially, only a few of them were able to use Google Workspace to support 

distance learning (P4, 16 to 24).  

The story of P4 shows that majority of the teachers are not yet proficient in 

using technology to assist online learning. This is, therefore, a blessing for pre-

service teachers because they have the opportunity to share their experiences about 

the use of various platforms in online learning. "The program organized by P4 starts 

with adapting to zoom meetings, google meet, Microsoft Excel, and how to scan 

using a cellphone" (p1, 15 to 17). A similar story was also reported by P3, as follows: 

I discovered that the teachers used manual (handwritten) report cards, which 

was quite different from the surrounding schools that had switched to the 

automatic type with the help of Microsoft Excel and similar applications or 

programs. This prompted me to design automatic report cards using Microsoft 

Excel to help the school adapt to technology. They received positive 

responses from the teachers, students, and parents (P3, 7 to 12). 
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Developing school programs 

 

Pre-service teachers also shared certain experiences in developing school 

programs, such as making webinars, holding national day commemoration 

competitions, engaging in-home visits, and forming study groups. One of the 

participants stated that they engaged in-home visit programs because it was 

discovered that some students did not have the motivation to learn while studying 

from home.  

Home visit programs are for students who have no motivation to learn. They 

are guided and assisted until they become active in learning (P4, 9 to 12).  

Additionally, the formation of study groups is also needed during the 

pandemic because it aids students who have learning difficulties. "I create study 

groups for lower grade students and guide them in their reading guidance" (P5, 18 to 

20). Another participant explained as follows: 

Another valuable experience was when my friends and I made a national 

webinar with the theme "Improving Teacher Competence through Fun 

Learning and Dancing in the New Normal Era." My friends and I were very 

happy because there were many enthusiasts from school teachers who wanted 

to take participate, and in a short time, it was completed without any obstacles 

(P1, 7 to 11). 

 

 
Receiving experience  

 

The theme receiving experience simply means that during the kampus 

mengajar program, the participants acquired knowledge, and skills from the school, 

especially learning directly from their teachers. Likewise, in sharing experience, 

100% of participants also reported receiving experience while attending the kampus 

mengajar program. The sub-themes are being trusted, getting the appropriate 

opportunity, and best practices.  

 

 
Being trusted 

 

Most of the participants (n=12) enthusiastically shared how they were trusted 

by the school to carry out various activities, either in the form of hosting an event, 

contributing ideas for its development, or the provision of teaching materials. P1, a 

student assigned at the State Elementary School 1 Cahaya Mulya, was entrusted with 

hosting the graduation ceremony. "P1 felt more confident because she properly 

executed the task" (P1, 43 to 45). In line with the P1's story, a student assigned to a 

private elementary school in Central Bangka Regency, Bangka Belitung Province, 

stated that 
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The classroom teacher trusted them to provide teaching materials in ICT 

learning and help assess the students during practice. This experience gave me 

a clearer picture of tomorrow when I become a teacher in developing learning 

materials (P7, 24 to 29). 

 

 
Getting the opportunity 

 

Getting the opportunity during a kampus mengajar program enhances pre-

service teachers' professionalism. The participants shared many stories about 

accompanying the students during competitions, giving speeches in a series of events, 

especially in the Ramadhan month, aiding children with special needs, and 

contributing ideas for school development. P6 reported his experiences when he had 

the opportunity to assist students in various competitions and succeeded in leading 

them to win at the regency and provincial levels.  

At the end of the kampus mengajar program, I was happy because the 

students I mentored won the competition. Meanwhile, at the sub-district level, 

those who participated in the dance and weaving competition each won 3rd 

place. They were also invited at the regency level, and alhamdulillah the 

student who took part in the weaving competition, won 1st position while 

those that participated in dancing won 2nd place. All thanks to the teachers 

who cooperated, the students are able to participate in the weaving 

competition, besides, I am excited, touched, and proud (P6, 7 to 13). 

P5 reported that their trust in him when he attended various meetings to 

convey ideas made him feel valued.  

During the meeting, I was also allowed to express my opinion regarding any 

experience during my time at the school. I feel appreciated by the teachers 

irrespective of whether I am still a student (P5, 56 to 58). 

Similarly, P7 reported that accompanying students with special needs was a 

valuable opportunity for him to understand their learning characteristics. "The 

opportunity was given to me by the class teacher to accompany them directly. 

Therefore, I was privileged to understand how much students learn" (P7, 35 to 37). 

On another occasion, P6 also reported that "I was allowed to give a speech for 2 days 

at a short-term Islamic boarding school activity during the Ramadhan month. At first, 

I was embarrassed however, thank God I was able to deliver it properly” (P6, 40 to 

43).  

 

 
Best practices 
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The kampus mengajar program has provided best practices for pre-service 

teachers, such as carrying out learning, increasing students’ motivation, engaging in-

home visits, working selflessly, being a parent figure, teaching sincerely, giving 

rewards, not discriminating against them, and properly managing the school program. 

Interestingly, more than half of the participants recounted this experience (n=9). P3, a 

student, assigned to an Islamic private elementary school in West Bangka Regency, 

Bangka Belitung Province, told how she got best practices in managing character 

education and strengthening certain programs.  

I discovered an interesting thing about religious character education. The 

school is good at implementing this subject, and the parents really appreciate 

this, which also amazes me. This religious character is applied based on 

ahlussunah wal jama’ah (P3, 14 to 18). 

In contrast to P3, who gained several experiences in managing a school 

program, P4 (a student assigned to a state elementary school in Sleman Regency, 

Yogyakarta) tells how she obtained best practices from this learning activity.  

I gained experience from the teachers in terms of executing the learning 

process. Besides, I am aware of how the teachers continuously motivate the 

students by properly delivering the learning materials and communicating 

with them (P4, 43 to 47). 

A similar experience was also shared by P4 and P7. P4 witnessed how the 

teachers visited the students’ respective homes. “I came to understand how they are 

guided selflessly, regardless of their background.” Furthermore, “I also understood 

how to act as a second parent figure (P4, 78 to 82). P7’s story reinforces this 

subtheme, “I gained certain experiences from the classroom teacher about how to 

give attractive rewards and teach sincerely without discriminating” (P7 92 to 95).  

 

 
Professional skills develop  

 

The sharing and receiving experiences gained by pre-service teachers during 

the kampus mengajar program aided them to develop pedagogic, professional, 

personal, and social competencies needed to boost their professionalism. This theme 

is formed by 2 sub-themes as follows, soft and honed skills.  

 

 
Soft skills develop 

 

Soft skills are one of the important abilities that need to be embraced by 

prospective teachers in terms of carrying out their duties professionally. It aids in 

establishing communication, maintaining good relations with colleagues, students, 

and the surrounding community, and being inclusive and developing emotional 



15 
 

maturity, tolerance, and social sensitivity. The kampus mengajar program has 

enabled the research participants to acquire all these attributes. An interesting story 

was told by P8, a student assigned to one of the state elementary schools in Ogan 

Komering Ilir Regency, South Sumatra.  

I learned how to communicate with teachers from different religious 

backgrounds. In this school, the students were of 2 beliefs, Hinduism and 

Islam. Based on my observations, the majority of Islamic students often 

discriminated against those with different beliefs. I was forced to teach them 

how to tolerate one another. Therefore, I developed the habit of reading 

stories related to tolerance in the mornings (P8, 46 to 55).  

P2’s participation in the kampus mengajar program impacted "My 

communication, leadership, and self-confidence skills improved" (P2, 69 to 73). 

Similarly, P10 stated that "My personality was developed, especially in the aspect of 

discipline, and ensuring there is harmony among my peers, mentors, and students" 

(P10, 40 to 43). For P1, this program triggered some attributes. "My social sensitivity 

is getting higher because I often communicate with teachers, parents, and all the 

students" (P1, 53 to 56, P3, 59 to 60). Meanwhile, P8, a student assigned to the state 

elementary school in Ogan Komering Ilir Regency, South Sumatra, stated that 

schools outside Java give her concern about the existence of inequality in this 

country.  

Interacting with principals, teachers, and students made me realize how 

visible the gap is between these institutes and the elementary ones during my 

internship in Yogyakarta (P8, 3 to 6). 

 

 
Skills are more honed 

 

One advantage of field experience is that pre-service teachers have the 

opportunity to put their knowledge into practice, although this is not necessarily 

acquired while studying on campus, therefore, their skills are honed, as stated by P9.  

While following the kampus mengajar program, I felt happy to be able to 

teach in Elementary School. What my friends and I gained from it, was not 

obtained on campus (P9 4 to 11). 

The opportunity to instill knowledge in the real-world context tend to 

ultimately hone the skills of pre-service teachers, as reported by P2. 

The kampus mengajar program serves as a forum to practice my skills, gain 

experience, and turn it into an extraordinary lesson (P2, 138 to 141). 

 

 
Program challenges  
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Although the kampus mengajar program offers several benefits for pre-service 

teachers to enhance their professionalism, it is undeniable that it has numerous 

challenges that need to be overcome. All participants (n=15) shared this experience, 

besides, this theme is formed by 3 sub-themes, such as time management, program 

socialization, and coordination between organizers.  

 

 
Program socialization 

 

As a new initiative by the Ministry of Education and Culture (launched in 

early 2020), program socialization is a major problem in implementing kampus 

mengajar. Moreover, all participants complained about this issue (n=15). The lack of 

socialization caused this program not to run optimally. P11, a student from the 

Islamic Religious Education study program assigned to State Elementary School 99/I 

Benteng Bawah, stated that "Hopefully, the kampus mengajar needs to be socialized 

because many students still do not know about this program" (P11, 88 to 90). The 

other participants had similar experiences, as recounted by P2. 

Many students who participated in the kampus mengajar program are still not 

aware of the materials to be taught in elementary schools. Moreover, they do 

not know how to maximize their objectives (P2, 160 to 163). 

P5 stated a similar experience, as follows:  

The socialization of Kampus mengajar needs to be expanded, assuming it's 

possible because many students are still not aware of this program (P5, 76 to 

80).  

 

 
Coordination between organizers 

 

Lack of socialization has caused most of the parties involved in kampus 

mengajar not to have the same perception about this program. Therefore, there is a 

need for coordination between organizers. This challenge was also shared by all 

participants (n=15). P11 recounts her experience, as follows: 

Kampus mengajar should be socialized in schools that have been selected as 

partners to ensure there are no misunderstandings because many equate this 

program with internships and real work lectures (KKN). Meanwhile, 

whenever my friends and I, who are participants, do not come to class, as 

usual, one of the teachers says, "you need to teach?" even though this program 

focuses more on Literacy and Numeracy (P11, 92 to 98).  

Other participants also discussed the lack of coordination between the 

organizers, which resulted in the selection of schools that did not fulfill the criteria. 

Based on the interview held with P7, it was reported, as follows: 



17 
 

The selected schools really need to be observed to ascertain whether it 

deserves to be improved or assisted through student creativity, aspirations or 

attention of the organizers in terms of realizing program (P7, 114 to117).  

This is especially for students who initially participated could be 

converted/recognized but not at all hence many students were very depressed 

in joining this kampus mengajar (P11, 91-92). 

P11's experience shows that the idea or initiative made by the Ministry of 

Education, Culture, Research, and Technology regarding the recognition of kampus 

mengajar program and its division into course credits has not been fully understood 

by the host universities. 

 

 
Time management 

 

Time management is also one of the themes that were complained about by 

many participants, including being out of sync with the learning schedule at school, 

or the university, which is considered less specific, therefore, its utilization becomes 

ineffective. P1 reported that "I felt that the allotted time was inappropriate because 

when the school lesson was over, I had just been sent to the field, and this was 

regretted by many teachers" (P1, 83 to 85). This issue also occurred because the 

schedule for the assignment and that of the campus also coincided. This is 

burdensome for the participants because the majorities are undergraduates. "As a 

result, I missed a few courses on campus, and for college, I had to work hard because 

I have a huge responsibility" (P11, 83 to 85). The division of the kampus mengajar 

program schedule was also an obstacle for some participants, as explained by P8. 

There is a need for more detailed scheduling of the objectives to be achieved 

during the assignment, such as helping out with the teaching process, 

including administration and technological adaptation. Therefore, the 

intention of the Ministry of Education and Culture as the goal of the kampus 

mengajar program is carried out properly (P8, 83 to 86).  

 
 

Discussion 

 

The main findings of this research show that pre-service teachers benefit from 

the kampus mengajar program through sharing and receiving experiences to enhance 

their professionalism. They share by successfully guiding students helping school 

administrators and colleagues to adapt to technology and other activities. Meanwhile, 

receiving experience was obtained because pre-service teachers are trusted by the 

school and can get the best practices on various educational programs that have been 

theoretically studied on campus. This research resolves various concerns about the 
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professional development problem, especially with respect to the gap between 

theoretical and practical knowledge delivered in the classroom, as stated by Cheng et 

al. (2010) and Hudson et al. (2008). Meanwhile, Darling-Hammond (2009) 

specifically highlighted the lack of relationship between the programs organized by 

the campus and the teacher’s field experience. This research explicitly reduces the 

gap between professional development’s theoretical and practical aspects. 

The experience gained by pre-service teachers during their 3-month 

assignment is an important opportunity to improve the needed skills (Adnyani, 2015; 

Ingvarson et al., 2014). This centers on professional learning at the workplace, where 

they understand the daily realities of school life. Professional experience provides 

opportunities for pre-service teachers to harmonize ideas and theories that were 

learned at the university (Kennedy-clark et al., 2018). They are expected to develop a 

teaching philosophy by transferring the acquired theoretical knowledge into an 

authentic learning context under real conditions. This process gained comprehensive 

and insightful constructive feedback from more experienced teachers perceived as 

mentors (Genç, 2016;  Zeichner, 2010). Therefore, pre-service teachers need more 

practical opportunities to boost their professionalism (Genç, 2016).  

However, becoming a professional teacher requires balancing the time 

devoted to studying various theories learned at the university and learning in real-

world contexts. There is a need for the meaningful integration of these 2 experiences 

to improve prospective teachers’ learning and professional outcomes (Deed et al., 

2011). Interestingly, these sharing and receiving of experiences are also described by 

Brante (2011) regarding the need for a link between scientific theory and professional 

practice. It was referred to as a “dialectic between know-why and know-how, based 

on a shared platform of science and profession” (Brante, 2011). According to Brante, 

the meeting between practitioners and scientists is relevant for both parties because 

the model quality depends on being “developed, modified, and occasionally rejected 

by input from both parties, namely from a scientific or theoretical and professional or 

applied aspects.” In this research, practitioners mentor these teachers when they are 

given assignments. The kampus mengajar program offered real and authentic 

experiences in guiding students, performing administrative tasks, helping their 

colleagues adapt to technology, and developing various academic tasks. Furthermore, 

they also gain trust, opportunities, and best practices from their mentors in studying 

the18rofesssional world of learning. Scientists are played by field supervisors as well 

as the theories learnt on campus. All these processes are packaged in sharing and 

receiving experiences. It is assumed that the “picture of the subject matter is 

perceived as a shared perspective of basic causal mechanisms” (Brante, 2011).  

The sharing and receiving of experiences led to the developm”nt of 

professional competencies. In this research, it was reported that by participating in the 

kampus mengajar program, these teachers developed soft and honed skills 

components. These results reinforce previous findings (Kenny et al., 2014; Kertesz & 

Downing, 2016; Sim, 2010) stated that collaboration and partnerships between 

schools and universities tend to support pre-service teachers in terms of improving 
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their professionalism. During the placement process, their mentors play a vital role in 

guiding and boosting their growth (de Dios Martínez Agudo, 2016). In order for this 

process to be effective, these mentors are expected to possess good communication 

skills and clearly articulate each party’s roles. Therefore, those selected were based 

on expertise and not just a matter of seniority (Sulistiyo, 2015). 

Although the kampus mengajar program aids participants in developing their 

professional experience, it was admitted that it still left some managerial challenges, 

such as time management, program socialization, and coordination between 

organizers. Hasty time management causes pre-service teachers to find it difficult to 

reconcile their various activities at the school and on campus because it coincides. 

This is exacerbated by the socialization of the program, which is still not optimal. 

Pre-service teachers, mentors, principals, supervisors, and universities have different 

perceptions. Therefore, coordination between the ministry of education, culture, 

research, and technology (Kemendikbud-ristek) as the program’s host, universities-

supervisors, and schools needs to be improved. This condition also aligns with the 

various challenges encountered in previous field experiences. Valencia et al. (2010), 

and Hoffman et al. (2015), stated that the lack of coordination between the mentors at 

schools and supervisors at universities contributed to the substantive support of pre-

service teachers. 

Generally, these findings indicate the urgency of a stronger theoretical 

framework on the linkage between the Ministry of Education, universities, and 

schools as a whole to be more proactive and responsible in producing prospective 

professional teachers. This is also in line with the post-practical method paradigm 

where teachers are no longer considered as consumers of theory (Kumaravadivelu, 

2012), rather, they are perceived as constructors. The pattern is also relevant to recent 

studies that propose that professional development is a bottom-up process (Dehghan, 

2020). This implies that appropriate professional learning is realized through various 

“differentiated, and contextualized stages, related to practical, curious, collegial, and 

collaborative problems.” Furthermore, it represents an active process that shapes and 

promotes the teachers’ learning skills (Mockler, 2020). Dewey’s experiential theory 

creates meaningful experiences while engaging in the teaching profession (Schmidt, 

2010). This allows pre-service teachers to translate the basics of theoretical courses 

into practical learning activities in the classroom (Yeigh & Lynch, 2017). Theories 

learned in universities from reading and analyzing texts, lectures, tutorials, and 

discussions are also encountered through teaching practice in authentic settings to 

minimize the gap between this hypothesis and practice (Mudra, 2018). Contextual 

involvement of pre-service teachers is important. Burns (2009), and Richards & 

Farrell (2005), stated that “teacher learning is not perceived as translating knowledge 

and theory into practice rather as an effort to embrace new ones by participating in 

certain social contexts, activities, and processes. This is sometimes called 

“practitioner knowledge,” the primary source of practice and understanding for 

teachers.  
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Conclusion  

 

 

This research discovered that the kampus mengajar program is utilized by 

pre-service teachers to share and receive experiences. With this reciprocal process, all 

parties benefit from the process. Mentors and school teachers tend to upgrade their 

skills relating to managerial practice and classroom learning by sharing insights and 

theories. Conversely, pre-service teachers improve themselves because they have the 

opportunity to experience real school life and best practices, including learning from 

their mentors. In accordance with this kind of cycle, there tends to be a "contextual 

inter-relationship between theory and practice" in the professionalism program. Based 

on these findings, this model is expected to produce teachers who do not only master 

educational theories, rather, those that skillfully apply what they have learned. In fact, 

it also upgrades the experiences and skills of teachers who have been in school for a 

long while. For the organizers, both the Ministry of Education, Culture, Research, 

and Technology as well as universities, sharing and receiving experiences is 

developed into a curriculum modification model for pre-service teachers. 

This research has several limitations, first only pre-service teachers, mentors, 

principals, and supervisors involved in the kampus mengajar program were 

interviewed. The characteristics of the curriculum implemented in the elementary 

schools are different from those implemented in the next level, which led to the 

conclusion that this research tends not to be generalized. Furthermore, due to 

technical limitations, data collection was realized using a single technique, namely 

interviews. These created an opportunity for future studies to explore this problem 

from various perspectives. Subsequently, there is a need to ascertain how this kampus 

mengajar program is utilized by pre-service teachers to develop their professionalism 

by involving various participants and more diverse data collection techniques. It is 

also important to determine how Kampus mengajar alumni adapt to the demands of 

the real working-class world, such as the significant differences in the readiness of 

alumni and non-alumni teachers. 
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Article 1 

Developing Pre-Service Teachers' Professionalism Through 2 

Sharing and Receiving Experiences in The Kampus Mengajar 3 

Program 4 

 5 

Abstract: The low quality of teachers in Indonesia indicates that its current professional develop- 6 

ment programs are yet to obtain the ideal form. Therefore, this research aims to determine how 7 

the kampus mengajar (teaching campus) program can be used to improve the professionalism of 8 

pre-service teachers to bridge the gap between theory and practice. Semi-structured interviews 9 

were used to collect data from 11 pre-service teachers, 2 supervisors, and 2 principals involved in 10 

the kampus mengajar program with 3 months of professional experience placements in elementary 11 

schools spread across various parts of Indonesia.The collected data were analyzed using interpre- 12 

tative phenomenological analysis. The data collected were analyzed using the thematic data anal- 13 

ysis technique. The results showed that although the kampus mengajar program experiences vari- 14 

ous challenges, it can be used by pre-service teachers to enhance their professionalism through 15 

sharing and receiving experiences. Furthermore, this program can be an alternative model in im- 16 

proving the professionalism of pre-service teachers to bridge the gap between theory and prac- 17 

tice.The kampus mengajar program offered real and authentic experiences for pre-service teachers 18 

in guiding students, performing various administrative tasks, and learning in the workplace, 19 

hence, they have a better understanding of school life realities. 20 

Keywords: Kampus mengajar program; pre-service teachers; professional experience; sharing and 21 

receiving experience 22 

1. Introduction 23 

The low quality of in-service and pre-service teachers in Indonesia shows that its 24 

various professional development programs are yet to obtain an ideal form. The World 25 

Bank reports that this profession was awarded low test scores on aspects of subject mat- 26 

ter, including knowledge, pedagogic skills, and general intelligence [1]. They are also 27 

unable to effectively control the students who have low motivation, dedication, and 28 

thinking independence, including immature emotions [2]. In Indonesia, various profes- 29 

sional development programs and other forms of training have been carried out, alt- 30 

hough these have been considered ineffective in improving teacher professionalism [3].  31 

One of the main problems related to teacher professionalism is the gap between in- 32 

stilling theoretical and practical knowledge in the classroom [4][5]. There is a disassocia- 33 

tion between program components organized by universities and the actual needs of 34 

elementary schools [6]. The gap between theoretical and practical knowledge also occurs 35 

because pre-service teachers are shaped by their personal experiences and opinions 36 

about this profession. According to Kertesz and Downing [7], this tends to cause disso- 37 

nance between universities and elementary schools. The lack of reciprocity results in 38 

discord between pre-service teachers' preparation with school expectations and re- 39 

quirements [8]. Meanwhile, Darling-Hammond [9] highlights the disparity between the 40 

programs organized by campuses regarding field experiences. Although these are in- 41 

corporated into the curriculum, the time spent by both pre-service teachers and their 42 

supervisors is often not properly planned. Besides, they are often left to work inde- 43 

pendently without guidance or supervision from the university [9]. 44 

Empirical evidence shows that field experience is an alternative in producing pro- 45 

fessionals [10][11][12]. It is an important opportunity for pre-service teachers to improve 46 
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their skills [13]. This provides the best opportunity to learn and gain personal teaching 47 

efficacy after graduation [14]. For pre-service teachers, centers were provided for profes- 48 

sional learning in the workplace to understand the daily realities of school life. Profes- 49 

sional experience creates opportunities to harmonize ideas and theories learned at the 50 

university. Field experience is a meaningful and practical teaching skill that is consid- 51 

ered a basic need for pre-service teachers [15]. Deed et al. [16] stated that professional- 52 

ism requires balancing the time devoted to theoretical learning at the university and the 53 

workplace. It was further clarified that there needs to be a meaningful integration of the 54 

2 experiences to enhance professional outcomes. Pre-service teachers are expected to de- 55 

velop a teaching philosophy involving the transfer of theoretical knowledge acquired at 56 

the university into an authentic learning context under real conditions. Teachers gain 57 

comprehensive and insightful constructive feedback from more experienced tutors who 58 

act as mentors [17][6]. Therefore, pre-service teachers need more practical opportunities 59 

on their way to becoming professionals [17]. 60 

The Kampus Mengajar Program as a subsidiary of the Merdeka Belajar-Kampus 61 

Merdeka (MBKM) or Freedom to Learn-Independent Campus policy. The MBKM is one 62 

of the breakthroughs initiated by the Ministry of Education, Culture, Research, and 63 

Technology (Kemdikbudristek) in providing field experience for pre-service teachers. 64 

This policy offers some form of autonomy to these institutions and freedom for students 65 

to select the desired program. It provides them with a broader learning experience and 66 

space to deepen their knowledge for 3 semesters, namely 2 (equivalent to 40 credits) off 67 

campus and 1 (equivalent to 20 credits) in other study programs. This includes intern- 68 

ships, practical work, teaching assistantships, entrepreneurship, student exchanges, and 69 

research [18]. Moreover, this program is expected to improve the graduates soft and 70 

hard skills competence to ensure that they are prepared for the dynamic needs and as 71 

future leaders of the nation who are superior, moral, and ethical [19]. This policy grants 72 

students the freedom to think either individually or in groups, thereby producing supe- 73 

rior, critical, creative, collaborative, and innovative graduates in the future. The MBKM 74 

is expected to trigger their involvement to learn [20]. Besides, it aids college students in 75 

exploring their greatest potentials, including teachers, to independently improve the 76 

quality of learning [21]. For pre-service teachers, this program is expected to reduce the 77 

gap between the theoretical aspect learned on campus and the real needs of the school. It 78 

is assumed that there is a missing link between the courses offered by these universities 79 

and the actual needs of these users, therefore, graduates of the Teacher Training and 80 

Education Faculty are considered to be incompetent. Based on the research background, 81 

the problem is how the kampus mengajar program aids pre-service teachers to develop 82 

their professionalism, and its potential to bridge the gap between theory and practice are 83 

interesting aspects to be studied.  84 

2. Literature Review  85 

2.1. The meaning of professionalism and teacher professional development policies in Indonesia  86 

The concept of "professionalism" is used to represent individual competencies and 87 

expertise as well as the quality of the work discharged [22]. It is based on 3 essences: us- 88 

ing a specific scientific building, rendering services to others in the community, and pos- 89 

sessing a self-regulated code of ethics to maintain high morale, quality, and ethical 90 

standards [23][24][25]. Professionalism has been defined in different ways, from training 91 

to personnel development to more efficient and effective professional courses 92 

[26][27][28].  93 

Leung [29] categorized it into 2, independent and managerial. The first level or def- 94 

inition of this term, which is also called transformative professionalism [30], refers to 95 

how teachers view their practices, knowledge, beliefs, and skills as well as critical reflec- 96 

tion on past teaching experiences as learners, their abilities, and future directives. The 97 

second definition is managerial professionalism which refers to what teachers expect as 98 
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determined by official authorities such as the ministry of education. In other words, the 99 

first level of professional development is a bottom-up, personal, and self-initiative pro- 100 

cess, while the latter is top-down, institutional, and other people-oriented [31].  101 

These opinions showed that professionalism contains aspects of a person's exper- 102 

tise, skills, and abilities in specific jobs. It refers to the commitment in improving profes- 103 

sional skills and developing strategies for carrying out work [32]. In Indonesia, the pro- 104 

fessionalism of teachers is explained in Law No. 14 of 2005 concerning teachers and lec- 105 

turers, which defines it as a job that requires specific skills and a decent source of liveli- 106 

hood. According to the law, teachers must have four competencies for professional 107 

work, namely pedagogic, professional, social and personality. The teachers’ competence 108 

is a combination of knowledge and skills to perform effective learning and keep up with 109 

times [33].  110 

Several preliminary studies have identified the teacher professional development 111 

principles as being effective and successful. According to Lessing and De Witt [34], the 3 112 

aspects include workshops, personal values and programs, and teaching approaches. 113 

Teacher professional development programs also need to enable them work with other 114 

colleagues to create organizations that support learning. They need to be given the op- 115 

portunity to become practitioners, share knowledge and commitment, work with com- 116 

munity members to implement coherent curricula and supportive systems for the stu- 117 

dents, as well as collaborate with them in ways that advance their understanding and 118 

skills. Teachers' professional development aims to improve their knowledge and skills 119 

through orientation, training, and support that enhance the quality of the teaching and 120 

learning process. It also focuses on core competencies such as improving their abilities, 121 

understanding the students, managing teaching skills and practice, knowledge of other 122 

disciplines, and appreciating this profession [34][2]. Preliminary research stated that 123 

professional development activities positively impact the teachers' beliefs and practices 124 

as well as students' performances in learning and educational reform in general [2]. 125 

These programs include relevant activities such as improved qualifications, updating tu- 126 

tors’ knowledge and understanding of the subjects taught, practicing teaching students 127 

from different backgrounds, developing practical competencies and skills, learning new 128 

teaching methodologies, adopting learning innovations and technologies, improving 129 

ethical professionalism, as well as acquiring knowledge and skills to anticipate societal 130 

changes.  131 

In Indonesia, professional development programs are carried out for both in-service 132 

and pre-service teachers. Several of them have been implemented for in-service teachers, 133 

such as PLPG (Professional Education and Training for Teachers) PPG (Teacher Certifi- 134 

cation Program), and SM-3T (Education by Bachelors at Frontier, Outermost, and Un- 135 

derdeveloped areas) in remote areas. Furthermore, they need to participate in various 136 

independent programs to develop their professionalism, such as MGMP. The Education 137 

Personnel Education Institution (LPTK) is the main initiative for pre-service English 138 

teachers in Indonesia, including those employed in state and private universities whose 139 

main role is to provide education and pedagogical training for those interested in teach- 140 

ing at both junior and senior high schools [35]. However, through professional teacher 141 

education, the government is trying to improve the academic system by increasing their 142 

qualifications and skills. 143 

Some research stated that the impact of teacher certification only improves their 144 

standard of living. Abbas [36] stated that the teacher certification program slightly con- 145 

tributed to improving the quality of national education. Teachers in Indonesia did not 146 

significantly improve their quality and performed poorly even after completing the cer- 147 

tification program and receiving a salary increase. Helping them update their 148 

knowledge and skills in dealing with certain changes and managing human resources is 149 

needed. Additionally, professional development aids in achieving better performance in 150 

the aforementioned matter [2]. The essence of professional development is centered on 151 

teacher learning and transforming their knowledge into practice for the benefit of the 152 
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students [37]. Walter and Briggs [38] reported that it is effective due to (a) the inclusion 153 

of concrete and classroom-based skills from outside the school, (b) teacher involvement 154 

in the selected fields to develop and carry out certain activities, (c) collaboration pro- 155 

grams with peers, (d) providing opportunities for mentoring and coaching, (e) continu- 156 

ous efforts regularly, and (f) support for effective school leadership.  157 

2.2. Professional Development for Pre-service Teachers 158 

One of the effective programs provides field experience for pre-service teachers. 159 

This helps individuals become tutors by learning the needful about teaching with the 160 

support of a good mentor [39]. University-based pre-service teacher education is in a 161 

state of transition from a training model that emphasizes skill acquisition and competen- 162 

cy mastery to a practice-based type centered on participation, involvement, and reflec- 163 

tion [39]. This practice-based shift brings to the fore the important role of cooperation in 164 

teacher preparation as primary mediators of field experience in pre-service teacher edu- 165 

cation [40]. 166 

Professional experience is relevant, and pre-service teachers typically describe it as 167 

the most important aspect of their program [41], partly because they value the oppor- 168 

tunity to be mentored by experienced tutors during their teaching practice [42]. There is 169 

little doubt that effective mentoring is essential for the practical development of PST in 170 

the workplace [43].  171 

2.3. Kampus Mengajar Program in Developing Pre-Service Teacher Professionalism 172 

The kampus mengajar program as a subsidiary of the Merdeka Belajar-Kampus 173 

Merdeka (MBKM) or Freedom to Learn-Independent Campus policy is one of the break- 174 

throughs of the Ministry of Education, Culture, Research, and Technology (Kemdik- 175 

budristek) in terms of providing field experience for pre-service teachers. This autono- 176 

mous academic institution and complicated bureaucracy allow students to freely select 177 

the desired program. It is expected to improve the graduates' competence, both soft and 178 

hard skills, to be relevant to the changing needs and produce future superior and moral- 179 

ly ethical leaders [19]. This policy aids students to freely engage in critical thinking, 180 

thereby becoming creative, collaborative, and innovative. The kampus Merdeka pro- 181 

gram is expected to increase students' involvement in learning [20][44]. In accordance 182 

with this program, college students explore their greatest potentials, including teachers, 183 

to innovatively and independently improve the learning quality [21]. For pre-service 184 

teachers, it is expected to reduce the gap between the theories learnt on campus and the 185 

real needs of the field. Moreover, it is assumed that there is a missing link between the 186 

courses taught at these universities and the users’ needs, thereby producing incompetent 187 

graduates of the Teacher Training and Education Faculty.  188 

According to the main pocket book of kampus mengajar guidelines [45], its flow is 189 

divided into three, namely the pre-assignment, assignment, and final assignments. The 190 

pre-assignment flow which comprises of a) debriefing and b) coordination are activities 191 

carried out by students before partner schools. Meanwhile, the assignment flow is divid- 192 

ed into activities at the beginning, during, and at the end of the assignment. The begin- 193 

ning includes orientation, adaptation, observation, preparation, and consultation. At the 194 

orientation stage, students and the school introduce themselves, the group, and the per- 195 

son in charge. They also listen to the explanation from the school regarding its vision, 196 

mission, academic culture, school environment, as well as problems and challenges 197 

faced by the school. At the adaptation stage, students need to show an adaptive person- 198 

ality to be accepted by the school by being friendly, putting up feelings of appreciation, 199 

giving a sincere smile, paying attention to appearance and being willing to open them- 200 

selves to learn and teach others. At the observation stage, students, with assistance from 201 

the school, conduct a series of direct observation activities by identifying the school en- 202 

vironment, administration, organization, and the learning process. The preparation 203 
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stage is associated with the design of plans during kampus mengajar activities based on 204 

the results of observations. Finally, the consultation stage enables students to ask for ap- 205 

proval of the design plan activity with accompanying teachers and field supervisors. 206 

The assignment stage is divided into two major activities, namely teaching and non- 207 

teaching. Teaching activities carried out by students include the following steps: a) Iden- 208 

tify teaching materials according to student abilities and school needs. b) Design the 209 

teaching planning that will be implemented. c) Discuss the plans made with colleagues 210 

and the school. d) Reflect on learning activities conducted with colleagues and the 211 

school. e) Make daily and weekly reports by filling out a daily logbook in the MBKM 212 

(Independent Learning-Independent Campus) application. Non-teaching activities are 213 

carried out by students in the following steps: a) Identify personal abilities and school 214 

needs. b) Design the non-teaching activities that need to be implemented. c) Discuss the 215 

plans that have been made with colleagues and the school. d) Reflect on non-teaching 216 

activities that have been carried out with colleagues and the school. and e) Make daily 217 

and weekly reports by filling out a logbook in the MBKM application. The non-teaching 218 

activities that can be carried out by students include: a) Help the school to carry out ad- 219 

ministration of basic education related data b) Carry out extracurricular coaching activi- 220 

ties. c) Implement guidance and counselling services with teachers. d) Implement the 221 

services for children with special needs, and e) Assist the teacher in carrying out admin- 222 

istrative tasks [45]. 223 

The third stage enables the participants to carry out five activities, namely a) Com- 224 

plete a self-assessment, b) Request a peer assessment, c) Complete a peer assessment, d) 225 

Confirm filling in the assessment results carried out by the supervising teacher, and e) 226 

Compile the final activity report and upload it to the MBKM system according to the 227 

schedule [45]. 228 

2.4. Weaknesses in the literature and the novelty of this research  229 

Some research has been carried out on the kampus mengajar program. Based on the 230 

acquired results, there are at least 3 trends related to this matter, such as response to pol- 231 

icies, the organizers’ readiness, as well as its impact on students’ skills. The research on 232 

the first trend was carried out by Wahyuni and Anshori [46], who examined the imple- 233 

mentation of the Merdeka belajar policy at Medan State University. It was reported that 234 

the students are aware of the importance of learning discourse on independent campus- 235 

es, although some do not agree with the program. This research stated that low student 236 

literacy and lack of stakeholders' involvement were due to low student literacy. Students 237 

also believed that this program made it more challenging to graduate as planned. Other 238 

studies stated that most universities, especially those in remote areas, have not been in a 239 

hurry to adopt the program, and the unique situation of each presents certain obstacles 240 

during its implementation, such as students who lack understanding of the policy [47]. 241 

The second trend was carried out by Yusuf [48], who analyzed the relationship be- 242 

tween the kampus mengajar program and university stakeholders' readiness. By adopting 243 

quantitative methods, the readiness of lecturers, students, and government support 244 

turned out to have a positive impact on the enacted policy. Anwar [49] described the 245 

implementation of kampus mengajar program at Muhammadiyah Elementary School 1 246 

Padas. It was reported that in 2021 first, teaching activities first consist of face-to-face 247 

and online learning, including home visits. Second, technological adaptation assists 248 

teachers in adopting teaching media and materials in accordance with the curriculum. 249 

Third, the administration carried out by the students was to aid in the preparation of 250 

learning tools as administrative completeness. The implementation of the kampus 251 

mengajar program offers the necessary experience and empowerment as well as had a 252 

positive impact during the COVID-19 pandemic. Preliminary research stated that the 253 

kampus mengajar program triggers the students’ readiness because it focuses on active 254 

learning, concept mapping, and value clarification based on information and communi- 255 

cation technology [50]. This educational policy transformation is also in line with the ac- 256 



Educ. Sci. 2022, 12, x FOR PEER REVIEW 6 of 19 
 

ademic theory and practice during the transition, stabilization, and growth potential pe- 257 

riods [51][52]. Meanwhile, research on the third trend was carried out by Widiyono et al. 258 

[44], and it was reported that the implementation of the Kampus Mengajar program has a 259 

positive impact on students, such as triggering their interest in learning, as well as inte- 260 

grated literacy and numeracy skills. They also enjoy certain benefits, including being 261 

able to provide direct teaching experience in order to develop interpersonal and leader- 262 

ship skills. Yohana et al. [53] examined the factors that influence the entrepreneurship 263 

program in the Kampus Merdeka policy by using 5 universities as the research objects. It 264 

was reported that the campus policy factors, apprenticeship programs, and exploration 265 

of local potentials positively affect competency development, implementation, and en- 266 

trepreneurial learning. 267 

A review of the previous studies shows that there is little or no interest in analyzing 268 

the professional experiences gained through kampus mengajar program. This is because it 269 

had only been running for 1 year. Therefore, this research has the potential to develop an 270 

alternative model to develop the professionalism of pre-service teachers. Based on the 271 

theoretical framework, this research aims to explore: 1) what experiences are obtained 272 

by pre-service teachers during the kampus mengajar program to improve their profes- 273 

sional experience, and 2) how the program can be utilized. 274 

Author’s Role  275 

The six authors are lecturers in the faculty of teaching and education/Islamic educa- 276 

tion who are concerned with various issues of education, training, and development of 277 

pre-service teachers. The first and second authors initiated this research idea, while the 278 

third acted as the field supervisor of the kampus mengajar program. However, the three 279 

of them were not involved in guiding the students who were the participants in this re- 280 

search. The fourth, fifth, and sixth authors are senior lecturers who are often involved in 281 

various teacher training and professional development programs without experience in 282 

kampus mengajar programs. The first, second, and third authors were involved in plan- 283 

ning, collecting, analyzing data, and compiling this research. Meanwhile, the fourth and 284 

fifth authors played a significant role in reviewing, providing critical notes, and revising. 285 

All were actively involved in the research process and data analysis. The research moti- 286 

vation is based on the shift in the Indonesian Ministry of Education policy in providing a 287 

professional experience for pre-service teachers. The results are expected to provide an 288 

overview of the kampus mengajar program's potential in giving real experiences for pre- 289 

service teachers, thereby providing a better understanding of the life school's reality. 290 

3. Materials and Methods 291 

3.1. Research Type  292 

A phenomenological approach was adopted to complete this research because it al- 293 

lows directly exploring the participants' experiences and perceptions of the phenomenon 294 

being studied. It also focuses on the embodiment of connections and the context in 295 

which people experience certain phenomena [51]. This approach also focuses on occur- 296 

rences in natural settings [52][53]. The experiences of pre-service teachers in terms of en- 297 

gaging in kampus mengajar program to develop their professionalism was analyzed in 298 

this research.  299 

This is a qualitative research because it aims to provide a description and interpre- 300 

tation of social phenomena [54][55]. Informed consent was given by the participants who 301 

were reminded that: 1) their involvement was voluntary, 2) all data collected are de- 302 

identified when used to draft publications, and 3) they are not required to answer un- 303 

wanted questions. Moreover, all their names were written using the code P1-P15 to en- 304 

sure the confidentiality of their identities.  305 

3.2. Participants  306 
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The participants consisted of 11 pre-service teachers, 2 principals, and 2 supervi- 307 

sors, who were involved in kampus mengajar program for 3 months. They were deter- 308 

mined by the purposive sampling techniques and fulfilled the following criteria: 1) in- 309 

volved in the kampus mengajar program, 2) were science students (pre-service teachers), 310 

3) placement in elementary schools, 4) volunteered to participate in the research until it 311 

was completed. Meanwhile, 2 lecturers were assigned by the universities to supervise 312 

the pre-service teachers, and the principal heads the school where the students teach. 313 

Overall, the participants consisted of 13 women and 2 men. The participants from the 314 

pre-service teachers, field supervisors and school principals are in categories of P1-P11, 315 

P12-13, and P14-15. 316 

3.3. Research Procedure  317 

Before data collection, a letter of permission was requested from the university's 318 

vice-chancellor, where the students participated in the kampus mengajar program. In- 319 

formation was acquired through semi-structured interviews. A semi-structured inter- 320 

view was held with the participants as recommended by [56].in accordance with a phe- 321 

nomenological study This did not only provide an opportunity for participants to share 322 

their experiences rather to gain more insight [57].  323 

Interviews were carried out based on certain guidelines, and it was performed once 324 

or twice with different participants. The first one was held by sending a list of questions 325 

through email to the participants, and they were given a maximum of 2 weeks to com- 326 

plete the forms. Based on the allocated time, 13 of them responded on time, while the 327 

remaining 2 responded in the next 2 days after receiving confirmation. The answers ob- 328 

tained through email were re-transcripted, and the participants' answers were read in 329 

their entirety to get an overall idea. From this stage, answers which needed deepening 330 

were identified through virtual or zoom meetings. A total of 7 identified participants 331 

stated their ability to hold a second interview, consisting five pre-service teachers and 332 

two field supervisors. Each selected the time according to their desires, with the dura- 333 

tion lasting for a minimum and maximum of 22 minutes and 56 minutes, respectively. 334 

Interestingly, each was recorded and transcribed verbatim afterward, besides member 335 

checking of transcripts was used to increase data reliability.  336 

3.4. Data analysis technique  337 

An Interpretative Phenomenological Analysis (IPA) method was adopted to ana- 338 

lyze and interpret the participants’ experiences in utilizing the kampus mengajar pro- 339 

gram to develop professional skills [55]. The stages of data review adapted from the 340 

analysis model [56] is based on 4 steps. Each transcript was carefully read in the first 341 

phase, relevant quotes were selected and further extracted into a word document. The 342 

extracted quotes were grouped into micro themes and coded with certain colors in the 343 

second step. Certain themes were produced at this stage, and each was considered a "de- 344 

scription of life experiences" [52]. Furthermore, in the third step, the micro themes were 345 

re-examined to produce new, larger one when both similar and different quotes for each 346 

emerging theme were connected. In most cases, these micro themes were converted to 347 

sub-themes. In the fourth step, the critical discussion took place among team members to 348 

confirm interpretations, identified, and sub-themes. 349 

The thematic analysis technique for developing themes in the form of patterns was 350 

used to analyze the data collected [58] [59]. This process was conducted in two stages, 351 

the first opens the code of raw interview data [60] to identify instances when partici- 352 

pants described the use of kampus mengajar program to enhance teachers professional 353 

experience. The second is the analytic coding stage, which is conducted by connecting 354 

and solving various similar codes to obtain conclusions from the first stage (Robson & 355 

McCartan, 2016). Four important themes were found through this process, namely 1) 356 

sharing experiences supported by four sub-themes, such as building motivational and 357 
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varied learning opportunities, 2) receiving experiences supported by three sub-themes, 358 

3) developing professional abilities supported by 3 sub-themes, and 4) challenging pro- 359 

gram supported by three sub-themes.  360 

4. Results 361 

This research aims to explore the pre-service teachers’ experiences gained from the 362 

kampus mengajar program to enhance their professionalism. Data analysis produces 4 363 

themes, such as sharing and receiving experiences, professional development ability, 364 

and program challenges. The data analysis results are shown in Table 1.  365 

Table 1. Data analysis results 366 

Theme  Sub-theme Number of Partici-

pants 

Sharing experi-

ence  

Successfully guiding studentsBuild mo-

tivational and various learning opportu-

nities 

15 

Helping school administration 10 

Helping teachers adapt to technology 12 

Developing school programs 10 

Receiving experi-

ence 

Being trusted 12 

Getting the opportunity 11 

Best practicesObtaining real experiences 7 

Professional skills 

develop 

Soft skills developEnhance soft skills 12 

Trained skills 10 

Program challeng-

es  

Time management 12 

Program socialization 12 

Coordination 15 

 367 

4.1. Sharing experience  368 

This theme implies that while participating in the kampus mengajar program, pre- 369 

service teachers had the opportunity to share their experiences, skills, and knowledge 370 

with the schools where they taught. It was supported by 100% of participants, and it is 371 

divided into several sub-themes, including successfully guiding the students, helping 372 

the school administration and teachers adapt to technology, and developing school pro- 373 

grams.  374 

1. Successfully guiding studentsBuild motivational and various learning opportunities 375 

Pre-service teachers' experience in successfully guiding studentsbuild motivational 376 

and various learning opportunities is an interesting one, particularly during the kampus 377 

mengajar program. This is manifested in the form of fun learning in class, to motivate the 378 

students and ensure they do not get bored easily, as well as accompanied by home visits. 379 

All participants (n=15) reported this event during the data collection process, as shown 380 

in the following comments.  381 

I taught citizenship education, namely how to practice Pancasila daily. They happi- 382 

ly participated in learning (p2, 10 to 13). 383 

Similar comments were also conveyed by many other participants "I have succeed- 384 

ed in assisting students through the home visit program" (P4, 3 to 5). "I developed the 385 

subject matter from thematic books to be more creative and ensure the students are not 386 

easily bored and absorb the lessons more quickly" (p2, 88 to90). The pre-service teachers' 387 
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abilities to accompany these learners are evidence of their successful experiences en- 388 

hancing their professionalism. 389 

The valuable experience I gained during the kampus mengajar program was being 390 

able to provide varied learning where previously students studied with the teacher 391 

only with the lecture method, but now I use the learning method by inviting stu- 392 

dents to play roles directly (P2, 3-8). 393 

For P2who was assigned to an elementary school in East Oku Regency, South Su- 394 

matra, adopted role-play learning, and it made the students happy because teachers at 395 

school rarely applied this method.  396 

2. Helping school administration 397 

The experience gained from helping school administration included setting exam 398 

questions, report cards, and supervising these activities. P5, a 7th-semester student, as- 399 

signed to the State Elementary School 02 Sriwangi, stated that during the kampus 400 

mengajar program, they often engaged in helping school administration. "P5 personally 401 

executed this activity because the existing teachers were not used to the use of technolo- 402 

gy, such as laptops". Based on the fact that none of them were capable, P5 was forced to 403 

share the experiences gained and this made P5 to completely understand the duties. "P5 404 

realized that the teacher's job was not only teaching" (P5).  405 

Similarly, P1 reported, as follows:  406 

My most valuable experience was when my colleagues and I helped the teacher 407 

council prepare for school exams, starting with typing the questions, making report 408 

cards, and participating in the supervisory activities (P1, 3 to 6). 409 

Other participants also shared their experiences: 410 

Some also helped the administration by stamping books stored in the warehouse 411 

because the school does not yet have a library and assisting the teachers' needs (p2, 412 

17 to 20). 413 

3. Helping teachers adapt to school technology 414 

During online learning implemented due to the COVID-19 pandemic, technological 415 

adaptation was a major problem faced by virtually all teachers. The sudden demand 416 

caused the majority not to have enough time to upgrade their ability to use technological 417 

devices in learning, as stated by one of the participants below: 418 

My friends and I held a workshop to introduce a "Canva" design application to fa- 419 

cilitate teachers to create learning media, certificates, banners for school activities, 420 

or concept maps. Besides that, my friends and I also held a workshop on Google 421 

Workspace consisting of Google Classroom, Google Meetings, Google Forms, and 422 

Google Drive. This was based on the fact that initially, only a few of them were able 423 

to use Google Workspace to support distance learning (P4, 16 to 24).  424 

The story of P4 shows that majority of the teachers are not yet proficient in using 425 

technology to assist online learning. This is, therefore, a blessing for pre-service teachers 426 

because they have the opportunity to share their experiences about the use of various 427 

platforms in online learning. "The program organized by P4 starts with adapting to 428 

zoom meetings, google meet, Microsoft Excel, and how to scan using a cellphone" (p1, 15 429 

to 17). A similar story was also reported by P3, as follows: 430 

I discovered that the teachers used manual (handwritten) report cards, which was 431 

quite different from the surrounding schools that had switched to the automatic 432 

type with the help of Microsoft Excel and similar applications or programs. This 433 

prompted me to design automatic report cards using Microsoft Excel to help the 434 

school adapt to technology. They received positive responses from the teachers, 435 

students, and parents (P3, 7 to 12). 436 
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4. Developing school programs 437 

Pre-service teachers also shared certain experiences in developing school programs, 438 

such as making webinars, holding national day commemoration competitions, engaging 439 

in-home visits, and forming study groups. One of the participants stated that they en- 440 

gaged in-home visit programs because it was discovered that some students did not 441 

have the motivation to learn while studying from home.  442 

Home visit programs are for students who have no motivation to learn. They are 443 

guided and assisted until they become active in learning (P4, 9 to 12).  444 

Additionally, the formation of study groups is also needed during the pandemic 445 

because it aids students who have learning difficulties. "I create study groups for lower 446 

grade students and guide them in their reading guidance" (P5, 18 to 20). Another partic- 447 

ipant explained as follows: 448 

Another valuable experience was when my friends and I made a national webinar 449 

with the theme "Improving Teacher Competence through Fun Learning and Danc- 450 

ing in the New Normal Era." My friends and I were very happy because there were 451 

many enthusiasts from school teachers who wanted to take participate, and in a 452 

short time, it was completed without any obstacles (P1, 7 to 11). 453 

4.2. Receiving experience  454 

The theme receiving experience simply means that during the kampus mengajar pro- 455 

gram, the participants acquired knowledge, and skills from the school, especially learn- 456 

ing directly from their teachers. Likewise, in sharing experience, 100% of participants al- 457 

so reported receiving experience while attending the kampus mengajar program. The 458 

sub-themes are being trusted, getting the appropriate opportunity, and best prac- 459 

ticesgain real experience. 460 

1. Being trusted 461 

Most of the participants (n=12) enthusiastically shared how they were trusted by 462 

the school to carry out various activities, either in the form of hosting an event, contrib- 463 

uting ideas for its development, or the provision of teaching materials. P1, a student as- 464 

signed at the State Elementary School 1 Cahaya Mulya, was entrusted with hosting the 465 

graduation ceremony. "P1 felt more confident because she properly executed the task" 466 

(P1, 43 to 45). In line with the P1's story, a student assigned to a private elementary 467 

school in Central Bangka Regency, Bangka Belitung Province, stated that: 468 

The classroom teacher trusted them to provide teaching materials in ICT learning 469 

and help assess the students during practice. This experience gave me a clearer pic- 470 

ture of tomorrow when I become a teacher in developing learning materials (P7, 24 471 

to 29). 472 

2. Getting the opportunity 473 

Getting the opportunity during a kampus mengajar program enhances pre-service 474 

teachers' professionalism. The participants shared many stories about accompanying the 475 

students during competitions, giving speeches in a series of events, especially in the 476 

Ramadhan month, aiding children with special needs, and contributing ideas for school 477 

development. P6 reported his experiences when he had the opportunity to assist stu- 478 

dents in various competitions and succeeded in leading them to win at the regency and 479 

provincial levels.  480 

At the end of the kampus mengajar program, I was happy because the students I 481 

mentored won the competition. Meanwhile, at the sub-district level, those who par- 482 

ticipated in the dance and weaving competition each won 3rd place. They were also 483 

invited at the regency level, and alhamdulillah the student who took part in the 484 

weaving competition, won 1st position while those that participated in dancing 485 
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won 2nd place. All thanks to the teachers who cooperated, the students are able to 486 

participate in the weaving competition, besides, I am excited, touched, and proud 487 

(P6, 7 to 13). 488 

P5 reported that their trust in him when he attended various meetings to convey 489 

ideas made him feel valued.  490 

During the meeting, I was also allowed to express my opinion regarding any expe- 491 

rience during my time at the school. I feel appreciated by the teachers irrespective 492 

of whether I am still a student (P5, 56 to 58). 493 

Similarly, P7 reported that accompanying students with special needs was a valua- 494 

ble opportunity for him to understand their learning characteristics. "The opportunity 495 

was given to me by the class teacher to accompany them directly. Therefore, I was privi- 496 

leged to understand how much students learn" (P7, 35 to 37). On another occasion, P6 al- 497 

so reported that "I was allowed to give a speech for 2 days at a short-term Islamic board- 498 

ing school activity during the Ramadhan month. At first, I was embarrassed however, 499 

thank God I was able to deliver it properly” (P6, 40 to 43).  500 

3. Best practicesObtain real experiences  501 

The kampus mengajar program has provided best practices for pre-service teachers, 502 

such as carrying out learning, increasing students’ motivation, engaging in-home visits, 503 

working selflessly, being a parent figure, teaching sincerely, giving rewards, not dis- 504 

criminating against them, and properly managing the school program. Interestingly, 505 

more than half of the participants recounted this experience (n=9). P3, a student, as- 506 

signed to an Islamic private elementary school in West Bangka Regency, Bangka Beli- 507 

tung Province, told how she got best practices real experiences in managing character 508 

education and strengthening certain programs.  509 

I discovered an interesting thing about religious character education. The school is 510 

good at implementing this subject, and the parents really appreciate this, which al- 511 

so amazes me. This religious character is applied based on ahlussunah wal jama’ah 512 

(P3, 14 to 18). 513 

In contrast to P3, who gained several experiences in managing a school program, P4 514 

(a student assigned to a state elementary school in Sleman Regency, Yogyakarta) tells 515 

how she obtained best practices real experiences from this learning activity.  516 

I gained experience from the teachers in terms of executing the learning process. 517 

Besides, I am aware of how the teachers continuously motivate the students by 518 

properly delivering the learning materials and communicating with them (P4, 43 to 519 

47). 520 

A similar experience was also shared by P4 and P7. P4 witnessed how the teachers 521 

visited the students’ respective homes. “I came to understand how they are guided self- 522 

lessly, regardless of their background.” Furthermore, “I also understood how to act as a 523 

second parent figure (P4, 78 to 82). P7’s story reinforces this subtheme, “I gained certain 524 

experiences from the classroom teacher about how to give attractive rewards and teach 525 

sincerely without discriminating” (P7 92 to 95).  526 

4.3. Professional skills develop  527 

The sharing and receiving experiences gained by pre-service teachers during the 528 

kampus mengajar program aided them to develop pedagogic, professional, personal, 529 

and social competencies needed to boost their professionalism. This theme is formed by 530 

2 sub-themes as follows, soft and honed skills.  531 

1. Soft skills developEnhance soft skills 532 
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Soft skills are one of the important abilities that need to be embraced by prospective 533 

teachers in terms of carrying out their duties professionally. It aids in establishing com- 534 

munication, maintaining good relations with colleagues, students, and the surrounding 535 

community, and being inclusive and developing emotional maturity, tolerance, and so- 536 

cial sensitivity. The kampus mengajar program has enabled the research participants to 537 

acquire all these attributes. An interesting story was told by P8:, a student assigned to 538 

one of the state elementary schools in Ogan Komering Ilir Regency, South Sumatra.  539 

I learned how to communicate with teachers from different religious backgrounds. 540 

In this school, the students were of 2 beliefs, Hinduism and Islam. Based on my ob- 541 

servations, the majority of Islamic students often discriminated against those with 542 

different beliefs. I was forced to teach them how to tolerate one another. Therefore, 543 

I developed the habit of reading stories related to tolerance in the mornings (P8, 46 544 

to 55).  545 

P2’s participation in the kampus mengajar program impacted "My communication, 546 

leadership, and self-confidence skills improved" (P2, 69 to 73). Similarly, P10 stated that 547 

"My personality was developed, especially in the aspect of discipline, and ensuring there 548 

is harmony among my peers, mentors, and students" (P10, 40 to 43). For P1, this pro- 549 

gram triggered some attributes. "My social sensitivity is getting higher because I often 550 

communicate with teachers, parents, and all the students" (P1, 53 to 56, P3, 59 to 60). 551 

Meanwhile, P8, a student assigned to the state elementary school in Ogan Komering Ilir 552 

Regency, South Sumatra, stated that schools outside Java give her concern about the ex- 553 

istence of inequality in this country.  554 

Interacting with principals, teachers, and students made me realize how visible the 555 

gap is between these institutes and the elementary ones during my internship in 556 

Yogyakarta (P8, 3 to 6). 557 

2. Skills are more honed 558 

One advantage of field experience is that pre-service teachers have the opportunity 559 

to put their knowledge into practice, although this is not necessarily acquired while 560 

studying on campus, therefore, their skills are honed, as stated by P9.  561 

While following the kampus mengajar program, I felt happy to be able to teach in El- 562 

ementary School. What my friends and I gained from it, was not obtained on cam- 563 

pus (P9 4 to 11). 564 

The opportunity to instill knowledge in the real-world context tend to ultimately 565 

hone the skills of pre-service teachers, as reported by P2. 566 

The kampus mengajar program serves as a forum to practice my skills, gain experi- 567 

ence, and turn it into an extraordinary lesson (P2, 138 to 141). 568 

4.4. Program challenges  569 

Although the kampus mengajar program offers several benefits for pre-service teach- 570 

ers to enhance their professionalism, it is undeniable that it has numerous challenges 571 

that need to be overcome. All participants (n=15) shared this experience, besides, this 572 

theme is formed by 3 sub-themes, such as time management, program socialization, and 573 

coordination between organizers.  574 

1. Program socialization 575 

As a new initiative by the Ministry of Education and Culture (launched in early 576 

2020), program socialization is a major problem in implementing kampus mengajar. 577 

Moreover, all participants complained about this issue (n=15). The lack of socialization 578 

caused this program not to run optimally. P11, a student from the Islamic Religious Ed- 579 

ucation study program assigned to State Elementary School 99/I Benteng Bawah, stated 580 



Educ. Sci. 2022, 12, x FOR PEER REVIEW 13 of 19 
 

that "Hopefully, the kampus mengajar needs to be socialized because many students still 581 

do not know about this program" (P11, 88 to 90). The other participants had similar ex- 582 

periences, as recounted by P2. 583 

Many students who participated in the kampus mengajar program are still not aware 584 

of the materials to be taught in elementary schools. Moreover, they do not know 585 

how to maximize their objectives (P2, 160 to 163). 586 

P5 stated a similar experience, as follows:  587 

The socialization of kampus mengajar needs to be expanded, assuming it's possible 588 

because many students are still not aware of this program (P5, 76 to 80).  589 

2. Coordination between organizers 590 

Lack of socialization has caused most of the parties involved in kampus mengajar not 591 

to have the same perception about this program. Therefore, there is a need for coordina- 592 

tion between organizers. This challenge was also shared by all participants (n=15). P11 593 

recounts her experience, as follows: 594 

Kampus mengajar should be socialized in schools that have been selected as partners 595 

to ensure there are no misunderstandings because many equate this program with 596 

internships and real work lectures (KKN). Meanwhile, whenever my friends and I, 597 

who are participants, do not come to class, as usual, one of the teachers says, "you 598 

need to teach?" even though this program focuses more on Literacy and Numeracy 599 

(P11, 92 to 98).  600 

Other participants also discussed the lack of coordination between the organizers, 601 

which resulted in the selection of schools that did not fulfill the criteria. Based on the in- 602 

terview held with P7 and P12, it was reported, as follows: 603 

The selected schools really need to be observed to ascertain whether it deserves to 604 

be improved or assisted through student creativity, aspirations or attention of the 605 

organizers in terms of realizing program (P7, 114 to117).  606 

This is especially for students who initially participated could be convert- 607 

ed/recognized but not at all hence many students were very depressed in joining 608 

this kampus mengajar (P11, 91-92). 609 

The kampus mengajar program socialization needs to be re-expanded because indi- 610 

viduals, such as the schools where I was assigned to, are not aware of its existence 611 

(P12, 33-37).  612 

P12's experience shows that the idea or initiative made by the Ministry of Educa- 613 

tion, Culture, Research, and Technology regarding the recognition of kampus mengajar 614 

program and its division into course credits has not been fully understood by the host 615 

universities. 616 

3. Time management 617 

Time management is also one of the themes that were complained about by many 618 

participants, including being out of sync with the learning schedule at school, or the 619 

university, which is considered less specific, therefore, its utilization becomes ineffective. 620 

P1 reported that "I felt that the allotted time was inappropriate because when the school 621 

lesson was over, I had just been sent to the field, and this was regretted by many teach- 622 

ers" (P1, 83 to 85). This issue also occurred because the schedule for the assignment and 623 

that of the campus also coincided. This is burdensome for the participants because the 624 

majorities are undergraduates. "As a result, I missed a few courses on campus, and for 625 

college, I had to work hard because I have a huge responsibility" (P11, 83 to 85). The di- 626 

vision of the kampus mengajar program schedule was also an obstacle for some partici- 627 

pants, as explained by P14. 628 
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There is a need for more detailed scheduling of the objectives to be achieved during 629 

the assignment, such as helping out with the teaching process, including admin- 630 

istration and technological adaptation. Therefore, the intention of the Ministry of 631 

Education and Culture as the goal of the kampus mengajar program is carried out 632 

properly (P14, 83 to 86).  633 

4. Discussion 634 

The main findings of this research show that pre-service teachers benefit from the 635 

kampus mengajar program through sharing and receiving experiences to enhance their 636 

professionalism. They share by successfully guiding studentsbuilding motivational and 637 

varied learning opportunities, helping school administrators and colleagues to adapt to 638 

technology and other activities. Meanwhile, receiving experience was obtained because 639 

pre-service teachers are trusted by the school and can get the best practicesgaining real 640 

experience on various educational programs that have been theoretically studied on 641 

campus. This research resolves various concerns about the professional development 642 

problem, especially with respect to the gap between theoretical and practical knowledge 643 

delivered in the classroom, as stated by [4] and [57]. Meanwhile,specifically highlighted 644 

the lack of relationship between the programs organized by the campus and the teach- 645 

er’s field experience. This research explicitly reduces the gap between professional de- 646 

velopment’s theoretical and practical aspects.  647 

The experience gained by pre-service teachers during their 3-month assignment is 648 

an important opportunity to improve the needed skills. This centers on professional 649 

learning at the workplace, where they understand the daily realities of school life. Pro- 650 

fessional experience provides opportunities for pre-service teachers to harmonize ideas 651 

and theories that were learned at the university [15]. They are expected to develop a 652 

teaching philosophy by transferring the acquired theoretical knowledge into an authen- 653 

tic learning context under real conditions. This process gained comprehensive and in- 654 

sightful constructive feedback from more experienced teachers perceived as mentors 655 

[17][6]. Therefore, pre-service teachers need more practical opportunities to boost their 656 

professionalism [17].  657 

However, becoming a professional teacher requires balancing the time devoted to 658 

studying various theories learned at the university and learning in real-world contexts. 659 

There is a need for the meaningful integration of these 2 experiences to improve pro- 660 

spective teachers’ learning and professional outcomes [16]. Interestingly, these sharing 661 

and receiving of experiences are also described by Brante [61] regarding the need for a 662 

link between scientific theory and professional practice. It was referred to as a “dialectic 663 

between know-why and know-how, based on a shared platform of science and profes- 664 

sion”[61]. According to Brante, the meeting between practitioners and scientists is rele- 665 

vant for both parties because the model quality depends on being “developed, modified, 666 

and occasionally rejected by input from both parties, namely from a scientific or theoret- 667 

ical and professional or applied aspects.” In this research, practitioners mentor these 668 

teachers when they are given assignments. The kampus mengajar program offered real 669 

and authentic experiences in guiding students, performing administrative tasks, helping 670 

their colleagues adapt to technology, and developing various academic tasks. Further- 671 

more, they also gain trust, opportunities, and best practices from their mentors in study- 672 

ing the professsional world of learning. Scientists are played by field supervisors as well 673 

as the theories learnt on campus. All these processes are packaged in sharing and receiv- 674 

ing experiences. It is assumed that the “picture of the subject matter is perceived as a 675 

shared perspective of basic causal mechanisms” [61].  676 

The sharing and receiving of experiences led to the development of professional 677 

competencies. In this research, it was reported that by participating in the kampus 678 

mengajar program, these teachers developed soft and honed skills components. These re- 679 

sults reinforce previous findings [62][7][63] stated that collaboration and partnerships 680 

between schools and universities tend to support pre-service teachers in terms of im- 681 
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proving their professionalism. During the placement process, their mentors play a vital 682 

role in guiding and boosting their growth [64]. In order for this process to be effective, 683 

these mentors are expected to possess good communication skills and clearly articulate 684 

each party’s roles. Therefore, those selected were based on expertise and not just a mat- 685 

ter of seniority [11]. 686 

Although the kampus mengajar program aids participants in developing their pro- 687 

fessional experience, it was admitted that it still left some managerial challenges, such as 688 

time management, program socialization, and coordination between organizers. Hasty 689 

time management causes pre-service teachers to find it difficult to reconcile their various 690 

activities at the school and on campus because it coincides. This is exacerbated by the so- 691 

cialization of the program, which is still not optimal. Pre-service teachers, mentors, prin- 692 

cipals, supervisors, and universities have different perceptions. Therefore, coordination 693 

between the ministry of education, culture, research, and technology (Kemendikbud- 694 

ristek) as the program’s host, universities-supervisors, and schools needs to be im- 695 

proved. This condition also aligns with the various challenges encountered in previous 696 

field experiences. Hoffman et al. [65] stated that the lack of coordination between the 697 

mentors at schools and supervisors at universities contributed to the substantive support 698 

of pre-service teachers. 699 

Generally, these findings indicate the urgency of a stronger theoretical framework 700 

on the linkage between the Ministry of Education, universities, and schools as a whole to 701 

be more proactive and responsible in producing prospective professional teachers. This 702 

is also in line with the post-practical method paradigm where teachers are no longer 703 

considered as consumers of theory [66], rather, they are perceived as constructors. The 704 

pattern is also relevant to recent studies that propose that professional development is a 705 

bottom-up process [31]. This implies that appropriate professional learning is realized 706 

through various “differentiated, and contextualized stages, related to practical, curious, 707 

collegial, and collaborative problems.” Furthermore, it represents an active process that 708 

shapes and promotes the teachers’ learning skills [67]. Dewey’s experiential theory cre- 709 

ates meaningful experiences while engaging in the teaching profession [68]. This allows 710 

pre-service teachers to translate the basics of theoretical courses into practical learning 711 

activities in the classroom [69]. Theories learned in universities from reading and analyz- 712 

ing texts, lectures, tutorials, and discussions are also encountered through teaching prac- 713 

tice in authentic settings to minimize the gap between this hypothesis and practice [70]. 714 

Contextual involvement of pre-service teachers is important. Burns [71] stated that 715 

“teacher learning is not perceived as translating knowledge and theory into practice ra- 716 

ther as an effort to embrace new ones by participating in certain social contexts, activi- 717 

ties, and processes. This is sometimes called “practitioner knowledge,” the primary 718 

source of practice and understanding for teachers.  719 

In Indonesia, the time given for the field introduction program of previously exist- 720 

ing pre-service teachers in internships/practice field is only 1 month. This program is 721 

considered unable to provide authentic experiences to students due to the short assign- 722 

ment time, monotonous task dimensions, and inadequate supervision from university 723 

supervisors at the school. Meanwhile, programs to increase teachers professionalism in 724 

the form of Professional Education and Training through certification programs are also 725 

considered ineffective [72]. One of the alternatives to introducing pre-service teachers to 726 

a more challenging real-life school, diverse peer collaboration experience, varied pro- 727 

grams, and longer school assignments is by using the kampus mengajar technique.  728 

This research successfully revealed how kampus mengajar program provides real ex- 729 

periences to pre-service teachers through sharing to enhance their professionalism. The 730 

experience gained by teachers is used to guide students, perform school administrative 731 

tasks, assist colleagues in schools in adapting to technology, develop various academic 732 

tasks, and provide a workplace conducive for learning. However, this research was una- 733 

ble to reveal how kampus mengajar program can improve the hard core of pre-service 734 

teachers teaching quality because the focus was on the "assignment" stage [45]. The last 735 
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stage determined the quality through four important activities, namely complete the 736 

self-assessment, request and complete peer assessment, and confirm the completion pro- 737 

cess [45]. 738 

5. Conclusions 739 

This research discovered that the kampus mengajar program is utilized by pre- 740 

service teachers to share and receive experiences. With this reciprocal process, all parties 741 

benefit from the process. Mentors and school teachers tend to upgrade their skills relat- 742 

ing to managerial practice and classroom learning by sharing insights and theories. 743 

Conversely, pre-service teachers improve themselves because they have the opportunity 744 

to experience real school life and acquire real experiencebest practices,including learning 745 

from their mentors.In accordance with this kind of cycle, there tends to be a "contextual 746 

inter-relationship between theory and practice" in the professionalism program. Based 747 

on these findings, this model is expected to produce teachers who do not only master 748 

educational theories, rather, those that skillfully apply what they have learned. In fact, it 749 

also upgrades the experiences and skills of teachers who have been in school for a long 750 

while. For the organizers, both the Ministry of Education, Culture, Research, and Tech- 751 

nology as well as universities, sharing and receiving experiences is developed into a cur- 752 

riculum modification model for pre-service teachers. This research has several limita- 753 

tions, first only pre-service teachers, principals, and supervisors involved in the kampus 754 

mengajar program were interviewed. The characteristics of the curriculum implemented 755 

in the elementary schools are different from those implemented in the next level, which 756 

led to the conclusion that this research tends not to be generalized. Furthermore, due to 757 

technical limitations, data collection was realized using a single technique, namely inter- 758 

views. These created an opportunity for future studies to explore this problem from var- 759 

ious perspectives. Subsequently, there is a need to ascertain how this kampus mengajar 760 

program is utilized by pre-service teachers to develop their professionalism by involving 761 

various participants and more diverse data collection techniques. It is also important to 762 

determine how kampus mengajar alumni adapt to the demands of the real working- 763 

class world, such as the significant differences in the readiness of alumni and non- 764 

alumni teachers. 765 
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Article 1 

Developing Pre-Service Teachers' Professionalism Through 2 

Sharing and Receiving Experiences in The Kampus Mengajar 3 

Program 4 

 5 

Abstract: The low quality of teachers in Indonesia indicates that its current professional develop- 6 

ment programs are yet to obtain the ideal form. Therefore, this research aims to determine how 7 

the kampus mengajar (teaching campus) program can be used to improve the professionalism of 8 

pre-service teachers to bridge the gap between theory and practice.Semi-structured interviews 9 

Open interview questions were used to collect data from 11 pre-service teachers, 2 supervisors, 10 

and 2 principals involved in the kampus mengajar program with 3 months of professional experi- 11 

ence placements in elementary schools spread across various parts of Indonesia. The data collect- 12 

ed were analyzed using the thematic data analysis technique. The results showed that although 13 

the kampus mengajar program experiences various challenges, it can be used by pre-service teach- 14 

ers to enhance their professionalism through sharing and receiving experiences. The kampus 15 

mengajar program offered real and authentic experiences for pre-service teachers in guiding stu- 16 

dents, performing various administrative tasks, and learning in the workplace, hence, they have a 17 

better understanding of school life realities. 18 

Keywords:Kampus mengajar program Pre-service teachers; professional experience; qualitative 19 

studies, sharing and receiving experience 20 

1. Introduction 21 

The low quality of in-service and pre-service teachers in Indonesia shows that its 22 

various professional development programs are yet to obtain an ideal form. The World 23 

Bank reports that this profession was awarded low test scores on aspects of subject mat- 24 

ter, including knowledge, pedagogic skills, and general intelligence [1]. They are also 25 

unable to effectively control the students who have low motivation, dedication, and 26 

thinking independence, including immature emotions [2]. Ketrampilan mengajar guru 27 

tidak efektif dan kurang dihargai oleh siswa.Furthermore, motivation and dedication to 28 

teaching are low with immature emotions and inadequate thinking [2]. Teachers in In- 29 

donesia are considered to have failed in carrying out their role in maintaining and im- 30 

proving students’ learning abilities. As a result, student learning outcomes in Indonesia 31 

lags behind neighboring countries. According to the Ministry of Education statistics this 32 

inability is due to the teachers relatively low level of academic qualifications [3]. In In- 33 

donesia, various professional development programs and other forms of training have 34 

been carried out, although these have been considered ineffective in improving teacher 35 

professionalism [4].  36 

One of the main problems related to teacher professionalism is the gap between in- 37 

stilling theoretical and practical knowledge in the classroom [5][6]. There is a disassocia- 38 

tion between program components organized by universities and the actual needs of 39 

elementary schools [7]. The gap between theoretical and practical knowledge also occurs 40 

because pre-service teachers are shaped by their personal experiences and opinions 41 

about this profession. According to Kertesz and Downing [8], this tends to cause disso- 42 

nance between universities and elementary schools. The lack of reciprocity results in 43 

discord between pre-service teachers' preparation with school expectations and re- 44 

quirements [9]. Meanwhile, Darling-Hammond [10] highlights the disparity between the 45 

programs organized by campuses regarding field experiences. Although these are in- 46 
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corporated into the curriculum, the time spent by both pre-service teachers and their su- 47 

pervisors is often not properly planned. Besides, they are often left to work inde- 48 

pendently without guidance or supervision from the university [10]. 49 

Empirical evidence shows that field experience is an alternative in producing pro- 50 

fessionals [11][12][13]. It is an important opportunity for pre-service teachers to improve 51 

their skills [14]. This provides the best opportunity to learn and gain personal teaching 52 

efficacy after graduation [15]. For pre-service teachers, centers were provided for profes- 53 

sional learning in the workplace to understand the daily realities of school life. Profes- 54 

sional experience creates opportunities to harmonize ideas and theories learned at the 55 

university. Field experience is a meaningful and practical teaching skill that is consid- 56 

ered a basic need for pre-service teachers [16]. Deed et al. [17] stated that professional- 57 

ism requires balancing the time devoted to theoretical learning at the university and the 58 

workplace. It was further clarified that there needs to be a meaningful integration of the 59 

2 experiences to enhance professional outcomes. Pre-service teachers are expected to de- 60 

velop a teaching philosophy involving the transfer of theoretical knowledge acquired at 61 

the university into an authentic learning context under real conditions. Teachers gain 62 

comprehensive and insightful constructive feedback from more experienced tutors who 63 

act as mentors [18][7]. Therefore, pre-service teachers need more practical opportunities 64 

on their way to becoming professionals [18]. 65 

The Kampus Mengajar Program isasa subsidiary of the Merdeka Belajar-Kampus 66 

Merdeka (MBKM) or Freedom to Learn-Independent Campus policy. The MBKM is one 67 

of the breakthroughs initiated by the Ministry of Education, Culture, Research, and 68 

Technology (Kemdikbudristek) in providing field experience for pre-service teachers. 69 

This policy offers some form of autonomy to these institutions and freedom for students 70 

to select the desired program. It provides them with a broader learning experience and 71 

space to deepen their knowledge for 3 semesters, namely 2 (equivalent to 40 credits, 1 72 

credit equivalent to learning activities carried out by students for 50 minutes plus struc- 73 

tured independent assignments relevant to achievement indicators specified in the cur- 74 

riculum) off campus and 1 (equivalent to 20 credits) in other study programs. This in- 75 

cludes internships, practical work, teaching assistantships, entrepreneurship, student 76 

exchanges, and research [19]. Moreover, this program is expected to improve the gradu- 77 

ates soft and hard skills competence to ensure that they are prepared for the dynamic 78 

needs and as future leaders of the nation who are superior, moral, and ethical. An excel- 79 

lent leader is a someone with adequate skill and experience needed to solve various 80 

challenges in the future [20]. This policy grants students the freedom to think either in- 81 

dividually or in groups, thereby producing superior, critical, creative, collaborative, and 82 

innovative graduates in the future. The MBKM is expected to trigger their involvement 83 

to learn [21]. Besides, it aids college students in exploring their greatest potentials, in- 84 

cluding teachers, to independently improve the quality of learning [22]. For pre-service 85 

teachers, this program is expected to reduce the gap between the theoretical aspect 86 

learned on campus and the real needs of the school. It is assumed that there is a missing 87 

link between the courses offered by these universities and the actual needs of these us- 88 

ers, therefore, graduates of the Teacher Training and Education Faculty are considered 89 

to be incompetent. Based on the research background, the problem is how the kampus 90 

mengajar program aids pre-service teachers to develop their professionalism, and its po- 91 

tential to bridge the gap between theory and practice are interesting aspects to be stud- 92 

ied.  93 

2. Literature Review  94 

2.1. The meaning of professionalism and teacher professional development policies in Indonesia  95 

The concept of "professionalism" is used to represent individual competencies and 96 

expertise as well as the quality of the work discharged [23]. It is based on 3 essences: us- 97 

ing a specific scientific building, rendering services to others in the community, and pos- 98 
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sessing a self-regulated code of ethics to maintain high morale, quality, and ethical 99 

standards [24][25][26]. Professionalism has been defined in different ways, from training 100 

to personnel development to more efficient and effective professional courses 101 

[27][28][29].  102 

Leung [30] categorized it into 2, independent and managerial. The first level or def- 103 

inition of this term, which is also called transformative professionalism [31], refers to 104 

how teachers view their practices, knowledge, beliefs, and skills as well as critical reflec- 105 

tion on past teaching experiences as learners, their abilities, and future directives. The 106 

second definition is managerial professionalism which refers to what teachers expect as 107 

determined by official authorities such as the ministry of education. In other words, the 108 

first level of professional development is a bottom-up, personal, and self-initiative pro- 109 

cess, while the latter is top-down, institutional, and other people-oriented [32].  110 

These opinions showed that professionalism contains aspects of a person's exper- 111 

tise, skills, and abilities in specific jobs. It refers to the commitment in improving profes- 112 

sional skills and developing strategies for carrying out work [33]. In Indonesia, the pro- 113 

fessionalism of teachers is explained in Law No. 14 of 2005 concerning teachers and lec- 114 

turers, which defines it as a job that requires specific skills and a decent source of liveli- 115 

hood. According to the law, teachers must have four competencies for professional 116 

work, namely pedagogic, professional, social and personality. The teachers’ competence 117 

is a combination of knowledge and skills to perform effective learning and keep up with 118 

times [34].  119 

Several preliminary studies have identified the teacher professional development 120 

principles as being effective and successful. According to Lessing and De Witt [35], the 3 121 

aspects include workshops, personal values and programs, and teaching approaches. 122 

Teacher professional development programs also need to enable them work with other 123 

colleagues to create organizations that support learning. They need to be given the op- 124 

portunity to become practitioners, share knowledge and commitment, work with com- 125 

munity members to implement coherent curricula and supportive systems for the stu- 126 

dents, as well as collaborate with them in ways that advance their understanding and 127 

skills. Teachers' professional development aims to improve their knowledge and skills 128 

through orientation, training, and support that enhance the quality of the teaching and 129 

learning process. It also focuses on core competencies such as improving their abilities, 130 

understanding the students, managing teaching skills and practice, knowledge of other 131 

disciplines, and appreciating this profession [35][2]. Preliminary research stated that 132 

professional development activities positively impact the teachers' beliefs and practices 133 

as well as students' performances in learning and educational reform in general [2]. 134 

These programs include relevant activities such as improved qualifications, updating tu- 135 

tors’ knowledge and understanding of the subjects taught, practicing teaching students 136 

from different backgrounds, developing practical competencies and skills, learning new 137 

teaching methodologies, adopting learning innovations and technologies, improving 138 

ethical professionalism, as well as acquiring knowledge and skills to anticipate societal 139 

changes.  140 

In Indonesia, professional development programs are carried out for both in-service 141 

and pre-service teachers. Several of them have been implemented for in-service teachers, 142 

such as PLPG (Professional Education and Training for Teachers) PPG (Teacher Certifi- 143 

cation Program), and SM-3T (Education by Bachelors at Frontier, Outermost, and Un- 144 

derdeveloped areas) in remote areas. Furthermore, they need to participate in various 145 

independent programs to develop their professionalism, such as subject-teacher consul- 146 

tations (MGMP). The Education Personnel Education Institution (LPTK) is the main ini- 147 

tiative for pre-service English teachers in Indonesia, including those employed in state 148 

and private universities whose main role is to provide education and pedagogical train- 149 

ing for those interested in teaching at both junior and senior high schools [36]. However, 150 

through professional teacher education, the government is trying to improve the aca- 151 

demic system by increasing their qualifications and skills. 152 
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Some research stated that the impact of teacher certification only improves their 153 

standard of living. Abbas [37] stated that the teacher certification program slightly con- 154 

tributed to improving the quality of national education. Teachers in Indonesia did not 155 

significantly improve their quality and performed poorly even after completing the cer- 156 

tification program and receiving a salary increase. Helping them update their 157 

knowledge and skills in dealing with certain changes and managing human resources is 158 

needed. Additionally, professional development aids in achieving better performance in 159 

the aforementioned matter [2]. The essence of professional development is centered on 160 

teacher learning and transforming their knowledge into practice for the benefit of the 161 

students [38]. Walter and Briggs [39] reported that it is effective due to (a) the inclusion 162 

of concrete and classroom-based skills from outside the school, (b) teacher involvement 163 

in the selected fields to develop and carry out certain activities, (c) collaboration pro- 164 

grams with peers, (d) providing opportunities for mentoring and coaching, (e) continu- 165 

ous efforts regularly, and (f) support for effective school leadership.  166 

2.2. Professional Development for Pre-service Teachers 167 

One of the effective programs provides field experience for pre-service teachers. 168 

This helps individuals become tutors by learning the needful about teaching with the 169 

support of a good mentor [40]. University-based pre-service teacher education is in a 170 

state of transition from a training model that emphasizes skill acquisition and competen- 171 

cy mastery to a practice-based type centered on participation, involvement, and reflec- 172 

tion [40]. This practice-based shift brings to the fore the important role of cooperation in 173 

teacher preparation as primary mediators of field experience in pre-service teacher edu- 174 

cationThis transition places importance on professional experience for pre-service teach- 175 

ers through practical field tasks in schools. The success of this transition requires collab- 176 

oration between pre-service teachers education providers in tertiary universities and 177 

schools [41]. 178 

Professional experience is relevant, and pre-service teachers typically describe it as 179 

the most important aspect of their program [42], partly because they value the oppor- 180 

tunity to be mentored by experienced tutors during their teaching practice [43]. There is 181 

little doubt that effective mentoring is essential for the practical development of pre- 182 

service teachers in the workplace [44].  183 

2.3. Kampus Mengajar Program in Developing Pre-Service Teacher Professionalism 184 

The kampus mengajar program as a subsidiary of the Merdeka Belajar-Kampus 185 

Merdeka (MBKM) or Freedom to Learn-Independent Campus policy is one of the break- 186 

throughs of the Ministry of Education, Culture, Research, and Technology (Kemdik- 187 

budristek) in terms of providing field experience for pre-service teachers. This autono- 188 

mous academic institution and complicated bureaucracy allow students to freely select 189 

the desired program. Furthermore, through this program, lecturers are given the free- 190 

dom to develop their creativity and innovation in experience-based teaching, transform 191 

the curriculum according to regulations, and promote students to master various fields 192 

of knowledge useful for entering the world of work, without being limited by rigid and 193 

narrow administrative regulations. It is expected to improve the graduates' competence, 194 

both soft and hard skills, to be relevant to the changing needs and produce future supe- 195 

rior and morally ethical leaders [20]. This policy aids students to freely engage in critical 196 

thinking, thereby becoming creative, collaborative, and innovative. The kampus mengajar 197 

program is expected to increase students' involvement in learning [21][45]. In accordance 198 

with this program, college students explore their greatest potentials, including teachers, 199 

to innovatively and independently improve the learning quality [22]. For pre-service 200 

teachers, it is expected to reduce the gap between the theories learnt on campus and the 201 

real needs of the field. Moreover, it is assumed that there is a missing link between the 202 
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courses taught at these universities and the users’ needs, thereby producing incompetent 203 

graduates of the Teacher Training and Education Faculty.  204 

According to the main pocket book of kampus mengajar guidelines [46], its flow is 205 

divided into three, namely the pre-assignment, assignment, and final assignments. The 206 

pre-assignment flow which comprises of a) debriefing and b) coordination are activities 207 

carried out by students before partner schools. Partner Schools are those designated by 208 

the Ministry of Education and Culture to assign participants to teach campus programs. 209 

Meanwhile, the assignment flow is divided into activities at the beginning, during, and 210 

at the end of the assignment. The beginning includes orientation, adaptation, observa- 211 

tion, preparation, and consultation. At the orientation stage, students and the school in- 212 

troduce themselves, the group, and the person in charge. They also listen to the explana- 213 

tion from the school regarding its vision, mission, academic culture, school environment, 214 

as well as problems and challenges faced by the school. At the adaptation stage, students 215 

need to show an adaptive personality to be accepted by the school by being friendly, 216 

putting up feelings of appreciation, giving a sincere smile, paying attention to appear- 217 

ance and being willing to open themselves to learn and teach others. At the observation 218 

stage, students, with assistance from the school, conduct a series of direct observation 219 

activities by identifying the school environment, administration, organization, and the 220 

learning process. The preparation stage is associated with the design of plans during 221 

kampus mengajar activities based on the results of observations. Finally, the consultation 222 

stage enables students to ask for approval of the design plan activity with accompanying 223 

teachers and field supervisors. 224 

The assignment stage is divided into two major activities, namely teaching and non- 225 

teaching. Teaching activities carried out by students include the following steps: a) Iden- 226 

tify teaching materials according to student abilities and school needs. b) Design the 227 

teaching planning that will be implemented. c) Discuss the plans made with colleagues 228 

and the school. d) Reflect on learning activities conducted with colleagues and the 229 

school. e) Make daily and weekly reports by filling out a daily logbook in the MBKM 230 

(Independent Learning-Independent Campus) application. Non-teaching activities are 231 

carried out by students in the following steps: a) Identify personal abilities and school 232 

needs. b) Design the non-teaching activities that need to be implemented. c) Discuss the 233 

plans that have been made with colleagues and the school. d) Reflect on non-teaching 234 

activities that have been carried out with colleagues and the school. and e) Make daily 235 

and weekly reports by filling out a logbook in the MBKM application. The non-teaching 236 

activities that can be carried out by students include: a) Help the school to carry out ad- 237 

ministration of basic education related data b) Carry out extracurricular coaching activi- 238 

ties. c) Implement guidance and counselling services with teachers. d) Implement the 239 

services for children with special needs, and e) Assist the teacher in carrying out admin- 240 

istrative tasks [46]. The third stage enables the participants to carry out five activities, 241 

namely a) Complete a self-assessment, b) Request a peer assessment, c) Complete a peer 242 

assessment, d) Confirm filling in the assessment results carried out by the supervising 243 

teacher, and e) Compile the final activity report and upload it to the MBKM system ac- 244 

cording to the schedule [46]. 245 

2.4. Weaknesses in the literature and the novelty of this research  246 

Some research has been carried out on the kampus mengajar program. Based on the 247 

acquired results, there are at least 3 trends related to this matter, such as response to pol- 248 

icies, the organizers’ readiness, as well as its impact on students’ skills. The research on 249 

the first trend was carried out by Wahyuni and Anshori [47], who examined the imple- 250 

mentation of the merdeka belajar policy at Medan State University. It was reported that 251 

the students are aware of the importance of learning discourse on independent campus- 252 

es, although some do not agree with the program. This research stated that low student 253 

literacy and lack of stakeholders' involvement were due to low student literacy. Students 254 

also believed that this program made it more challenging to graduate as planned. Other 255 
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studies stated that most universities, especially those in remote areas, have not been in a 256 

hurry to adopt the program, and the unique situation of each presents certain obstacles 257 

during its implementation, such as students who lack understanding of the policy [48]. 258 

The second trend was carried out by Yusuf [49], who analyzed the relationship be- 259 

tween the kampus mengajar program and university stakeholders' readiness. By adopting 260 

quantitative methods, the readiness of lecturers, students, and government support 261 

turned out to have a positive impact on the enacted policy. Anwar [50] described the 262 

implementation of kampus mengajar program at Muhammadiyah Elementary School 1 263 

Padas. It was reported that in 2021 first, teaching activities first consist of face-to-face 264 

and online learning, including home visits. Second, technological adaptation assists 265 

teachers in adopting teaching media and materials in accordance with the curriculum. 266 

Third, the administration carried out by the students was to aid in the preparation of 267 

learning tools as administrative completeness. The implementation of the kampus 268 

mengajar program offers the necessary experience and empowerment as well as had a 269 

positive impact during the COVID-19 pandemic. The implementation of the kampus 270 

mengajar program, had a positive impact during the COVID-19 pandemic.Preliminary 271 

research stated that the kampus mengajar program triggers the students’ readiness be- 272 

cause it focuses on active learning, concept mapping, and value clarification based on in- 273 

formation and communication technology [51]. This educational policy transformation is 274 

also in line with the academic theory and practice during the transition, stabilization, 275 

and growth potential periods [52][53]. Meanwhile, research on the third trend was car- 276 

ried out by Widiyono et al. [45], and it was reported that the implementation of the Kam- 277 

pus Mengajar program has a positive impact on students, such as triggering their interest 278 

in learning, as well as integrated literacy and numeracy skills. They also enjoy certain 279 

benefits, including being able to provide direct teaching experience in order to develop 280 

interpersonal and leadership skills. Yohana et al. [54] examined the factors that influence 281 

the entrepreneurship program in the Kampus Merdeka policy by using 5 universities as 282 

the research objects. It was reported that the campus policy factors, apprenticeship pro- 283 

grams, and exploration of local potentials positively affect competency development, 284 

implementation, and entrepreneurial learning. 285 

A review of the previous studies shows that there is little or no interest in analyzing 286 

the professional experiences gained through kampus mengajar program. This is because it 287 

had only been running for 1 year. Therefore, this research has the potential to develop an 288 

alternative model to develop the professionalism of pre-service teachers. Based on the 289 

theoretical framework, this research aims to explore: 1) what experiences are obtained 290 

by pre-service teachers during the kampus mengajar program to improve their profes- 291 

sional experience, and 2) how the program can be utilized. 292 

2.5. Author’s Role  293 

The five authors are lecturers in the faculty of teaching and education/Islamic edu- 294 

cation who are concerned with various issues of education, training, and development of 295 

pre-service teachers. The first and second authors initiated this research idea, while the 296 

third acted as the field supervisor of the kampus mengajar program. However, the three 297 

of them were not involved in guiding the students who were the participants in this re- 298 

search. The fourth and fifth authors are senior lecturers who are often involved in vari- 299 

ous teacher training and professional development programs without experience in 300 

kampus mengajar programs. The first, second, and third authors were involved in plan- 301 

ning, collecting, analyzing data, and compiling this research. Meanwhile, the fourth and 302 

fifth authors played a significant role in reviewing, providing critical notes, and revising. 303 

All were actively involved in the research process and data analysis. The research moti- 304 

vation is based on the shift in the Indonesian Ministry of Education policy in providing a 305 

professional experience for pre-service teachers. The results are expected to provide an 306 

overview of the kampus mengajar program's potential in giving real experiences for pre- 307 

service teachers, thereby providing a better understanding of the life school's reality. 308 
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3. Materials and Methods 309 

3.1. Research Type  310 

The qualitative method was used to obtain detailed information about the complex 311 

phenomena of campus teaching programs and identify themes and theoretical structures 312 

that describe the process [57]. This method allows for proper understanding of human 313 

behavior better, with focus on naturally occurring phenomena and their complexity. It 314 

also allows for individuals to have in-depth understanding of these phenomena [58]. In- 315 

formed consent was given by the participants who were reminded that: 1) their in- 316 

volvement was voluntary, 2) all data collected are de-identified when used to draft pub- 317 

lications, and 3) they are not required to answer unwanted questions. Moreover, all their 318 

names were written using the code P1-P15 to ensure the confidentiality of their identi- 319 

ties.  320 

3.2. Participants  321 

The participants consisted of 11 pre-service teachers, 2 principals, and 2 supervi- 322 

sors, who were involved in kampus mengajar program for 3 months.The research partici- 323 

pants selected purposively from students who are members of the WA group a campus 324 

teaching program at a university in Yogyakarta. Out of a total of 55 students, 13 volun- 325 

tarily became participants, while 2 eventually withdrew. In the second stage, the 11 stu- 326 

dents were placed in five different schools with field supervisors. In the third step,  of 327 

the five field supervisors and five school principals where the students were deployed, 328 

only two each stated their voluntary wiliness to become participants. The rest were not 329 

interested due to tight schedules, which could prevent them from granting interviews 330 

according to a predetermined deadline. Smith et al. (2009) stated that a small sample size 331 

is acceptable because qualitative is an ideographic approach related to understanding 332 

certain phenomena. They were determined by the purposive sampling techniques and 333 

fulfilled the following criteria: 1) involved in the kampus mengajar program, 2) were sci- 334 

ence students (pre-service teachers), 3) placement in elementary schools, 4) volunteered 335 

to participate in the research until it was completed. Meanwhile, 2 lecturers were as- 336 

signed by the universities to supervise the pre-service teachers, and the principal heads 337 

the school where the students teach.Overall, the participants consisted of 13 women and 338 

2 men. The participants from the pre-service teachers, field supervisors and school prin- 339 

cipals are in categories of P1-P11, P12-13, and P14-15. 340 

3.3. Research Procedure  341 

Before data collection, a letter of permission was requested from the university's 342 

vice-chancellor, where the students participated in the kampus mengajar program. Inter- 343 

views with open-ended questions were carried out to obtain information from partici- 344 

pants for proper conveyance of experiences without being limited by the perspective of 345 

previous findings. Open-ended answers to questions allow participants to create options 346 

for responding. This did not only provide an opportunity for participants to share their 347 

experiences rather to gain more insight [60].  348 

Interviews were carried out based on certain guidelines, and it was performed once 349 

or twice with different participants. The first one was held by sending a list of questions 350 

through email to the participants, and they were given a maximum of 2 weeks to com- 351 

plete the forms. Based on the allocated time, 13 of them responded on time, while the 352 

remaining 2 responded in the next 2 days after receiving confirmation. The answers ob- 353 

tained through email were re-transcripted, and the participants' answers were read in 354 

their entirety to get an overall idea. From this stage, answers which needed deepening 355 

were identified through virtual or zoom meetings. A total of 7 identified participants 356 

stated their ability to hold a second interview, consisting five pre-service teachers and 357 

two field supervisors. Each selected the time according to their desires, with the dura- 358 
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tion lasting for a minimum and maximum of 22 minutes and 56 minutes, respectively. 359 

Interestingly, each was recorded and transcribed verbatim afterward, besides member 360 

checking of transcripts was used to increase data reliability.  361 

3.4. Data analysis technique  362 

The thematic analysis technique for developing themes in the form of patterns was 363 

used to analyze the data collected [61] [62]. This process was conducted in two stages, 364 

the first opens the code of raw interview data [63] to identify instances when partici- 365 

pants described the use of kampus mengajar program to enhance teachers professional 366 

experience. The second is the analytic coding stage, which is conducted by connecting 367 

and solving various similar codes to obtain conclusions from the first stage (Robson & 368 

McCartan, 2016). The data analysis process is manually organized, without the help of 369 

software. In developing the themes, the authors provided support using descriptive, lin- 370 

guistic, and conceptual comments. According to Yin (2011), field notes or memos are 371 

used to support all data analysis activities, which guides data reduction (extracting the 372 

essence), presentation (organizing meaning), and drawing conclusions (explaining find- 373 

ings) (Suter, 2012). Four important themes were found through this process, namely 1) 374 

sharing experiences supported by four sub-themes, such as building motivational and 375 

varied learning opportunities, 2) receiving experiences supported by three sub-themes, 376 

3) developing professional abilities supported by 3 sub-themes, and 4) challenging pro- 377 

gram supported by three sub-themes.  378 

4. Results 379 

This research aims to explore the pre-service teachers’ experiences gained from the 380 

kampus mengajar program to enhance their professionalism. Data analysis produces 4 381 

themes, such as sharing and receiving experiences, professional development ability, 382 

and program challenges. The data analysis results are shown in Table 1.  383 

Table 1. Data analysis results 384 

Theme  Sub-theme Number of Partici-

pants 

Sharing experi-

ence  

Build motivational and various learning 

opportunities 

15 

Helping school administration 10 

Helping teachers adapt to technology 12 

Developing school programs 10 

Receiving experi-

ence 

Being trusted 12 

Getting the opportunity 11 

Obtaining real experiences 7 

Professional skills 

develop 

Enhance soft skills 12 

Trained skills 10 

Program challeng-

es  

Time management 12 

Program socialization 12 

Coordination 15 

 385 

4.1. Sharing experience  386 

This theme implies that while participating in the kampus mengajar program, pre- 387 

service teachers had the opportunity to share their experiences, skills, and knowledge 388 

with the schools where they taught. It was supported by 100% of participants, and it is 389 

divided into several sub-themes, including successfully guiding the students, helping 390 
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the school administration and teachers adapt to technology, and developing school pro- 391 

grams.  392 

1. Build motivational and various learning opportunities 393 

Pre-service teachers' experience in successfully build motivational and various 394 

learning opportunities is an interesting one, particularly during the kampus mengajar 395 

program. This is manifested in the form of fun learning in class, to motivate the students 396 

and ensure they do not get bored easily, as well as accompanied by home visits. All par- 397 

ticipants (n=15) reported this event during the data collection process, as shown in the 398 

following comments.  399 

I taught citizenship education, namely how to practice Pancasila daily. They happi- 400 

ly participated in learning (p2, 10 to 13). 401 

Similar comments were also conveyed by many other participants "I have succeed- 402 

ed in assisting students through the home visit program" (P4, 3 to 5). "I developed the 403 

subject matter from thematic books to be more creative and ensure the students are not 404 

easily bored and absorb the lessons more quickly" (p2, 88 to90). The pre-service teachers' 405 

abilities to accompany these learners are evidence of their successful experiences en- 406 

hancing their professionalism. 407 

The valuable experience I gained during the kampus mengajar program was being 408 

able to provide varied learning where previously students studied with the teacher 409 

only with the lecture method, but now I use the learning method by inviting stu- 410 

dents to play roles directly (P2, 3-8). 411 

For P2 adopted role-play learning, and it made the students happy because teachers 412 

at school rarely applied this method.  413 

2. Helping school administration 414 

The experience gained from helping school administration included setting exam 415 

questions, report cards, and supervising these activities. P5 stated that during the kampus 416 

mengajar program, they often engaged in helping school administration. "P5 personally 417 

executed this activity because the existing teachers were not used to the use of technolo- 418 

gy, such as laptops". Based on the fact that none of them were capable, P5 was forced to 419 

share the experiences gained and this made P5 to completely understand the duties. "P5 420 

realized that the teacher's job was not only teaching" (P5).  421 

Similarly, P1 reported, as follows:  422 

My most valuable experience was when my colleagues and I helped the teacher 423 

council prepare for school exams, starting with typing the questions, making report 424 

cards, and participating in the supervisory activities (P1, 3 to 6). 425 

Other participants also shared their experiences: 426 

Some also helped the administration by stamping books stored in the warehouse 427 

because the school does not yet have a library and assisting the teachers' needs (p2, 428 

17 to 20). 429 

3. Helping teachers adapt to school technology 430 

During online learning implemented due to the COVID-19 pandemic, technological 431 

adaptation was a major problem faced by virtually all teachers. The sudden demand 432 

caused the majority not to have enough time to upgrade their ability to use technological 433 

devices in learning, as stated by one of the participants below: 434 

My friends and I held a workshop to introduce a "Canva" design application to fa- 435 

cilitate teachers to create learning media, certificates, banners for school activities, 436 

or concept maps. Besides that, my friends and I also held a workshop on Google 437 

Workspace consisting of Google Classroom, Google Meetings, Google Forms, and 438 
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Google Drive. This was based on the fact that initially, only a few of them were able 439 

to use Google Workspace to support distance learning (P4, 16 to 24).  440 

The story of P4 shows that majority of the teachers are not yet proficient in using 441 

technology to assist online learning. This is, therefore, a blessing for pre-service teachers 442 

because they have the opportunity to share their experiences about the use of various 443 

platforms in online learning.This condition provides an opportunity for pre-service 444 

teachers to share the strategies needed to access various platforms in online learning. 445 

"The program organized by P4 starts with adapting to zoom meetings, google meet, Mi- 446 

crosoft Excel, and how to scan using a cellphone" (p1, 15 to 17). A similar story was also 447 

reported by P3, as follows: 448 

I discovered that the teachers used manual (handwritten) report cards, which was 449 

quite different from the surrounding schools that had switched to the automatic 450 

type with the help of Microsoft Excel and similar applications or programs. This 451 

prompted me to design automatic report cards using Microsoft Excel to help the 452 

school adapt to technology. They received positive responses from the teachers, 453 

students, and parents (P3, 7 to 12). 454 

4. Developing school programs 455 

Pre-service teachers also shared certain experiences in developing school programs, 456 

such as making webinars, holding national day commemoration competitions, engaging 457 

in-home visits, and forming study groups. One of the participants stated that they en- 458 

gaged in-home visit programs because it was discovered that some students did not 459 

have the motivation to learn while studying from home.  460 

Home visit programs are for students who have no motivation to learn. They are 461 

guided and assisted until they become active in learning (P4, 9 to 12).  462 

Additionally, the formation of study groups is also needed during the pandemic 463 

because it aids students who have learning difficulties. "I create study groups for lower 464 

grade students and guide them in their reading guidance" (P5, 18 to 20). Another partic- 465 

ipant explained as follows: 466 

Another valuable experience was when my friends and I made a national webinar 467 

with the theme "Improving Teacher Competence through Fun Learning and Danc- 468 

ing in the New Normal Era." My friends and I were very happy because there were 469 

many enthusiasts from school teachers who wanted to take participate, and in a 470 

short time, it was completed without any obstacles (P1, 7 to 11). 471 

4.2. Receiving experience  472 

The theme receiving experience simply means that during the kampus mengajar pro- 473 

gram, the participants acquired knowledge, and skills from the school, especially learn- 474 

ing directly from their teachers. Likewise, in sharing experience, 100% of participants al- 475 

so reported receiving experience while attending the kampus mengajar program. The sub- 476 

themes are being trusted, getting the appropriate opportunity, and gain real experience. 477 

1. Being trusted 478 

Most of the participants (n=12) enthusiastically shared how they were trusted by 479 

the school to carry out various activities, either in the form of hosting an event, contrib- 480 

uting ideas for its development, or the provision of teaching materials. P1 was entrusted 481 

with hosting the graduation ceremony. "P1 felt more confident because she properly ex- 482 

ecuted the task" (P1, 43 to 45). In line with the P1's story stated that: 483 

The classroom teacher trusted them to provide teaching materials in ICT learning 484 

and help assess the students during practice. This experience gave me a clearer pic- 485 

ture of tomorrow when I become a teacher in developing learning materials (P7, 24 486 

to 29). 487 
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2. Getting the opportunity 488 

Getting the opportunity during a kampus mengajar program enhances pre-service 489 

teachers' professionalism. The participants shared many stories about accompanying the 490 

students during competitions, giving speeches in a series of events, especially in the 491 

Ramadhan month, aiding children with special needs, and contributing ideas for school 492 

development. P6 reported his experiences when he had the opportunity to assist stu- 493 

dents in various competitions and succeeded in leading them to win at the regency and 494 

provincial levels.  495 

At the end of the kampus mengajar program, I was happy because the students I 496 

mentored won the competition. Meanwhile, at the sub-district level, those who par- 497 

ticipated in the dance and weaving competition each won 3rd place. They were also 498 

invited at the regency level, and alhamdulillah the student who took part in the 499 

weaving competition, won 1st position while those that participated in dancing 500 

won 2nd place. All thanks to the teachers who cooperated, the students are able to 501 

participate in the weaving competition, besides, I am excited, touched, and proud 502 

(P6, 7 to 13). 503 

P5 reported that their trust in him when he attended various meetings to convey 504 

ideas made him feel valued.  505 

During the meeting, I was also allowed to express my opinion regarding any expe- 506 

rience during my time at the school. I feel appreciated by the teachers irrespective 507 

of whether I am still a student (P5, 56 to 58). 508 

Similarly, P7 reported that accompanying students with special needs was a valua- 509 

ble opportunity for him to understand their learning characteristics. "The opportunity 510 

was given to me by the class teacher to accompany them directly. Therefore, I was privi- 511 

leged to understand how much students learn" (P7, 35 to 37). On another occasion, P6 al- 512 

so reported that "I was allowed to give a speech for 2 days at a short-term Islamic board- 513 

ing school activity during the Ramadhan month. At first, I was embarrassed however, 514 

thank God I was able to deliver it properly” (P6, 40 to 43).  515 

3. Obtain real experiences  516 

The kampus mengajar program has provided best practices for pre-service teachers, 517 

such as carrying out learning, increasing students’ motivation, engaging in-home visits, 518 

working selflessly, being a parent figure, teaching sincerely, giving rewards, not dis- 519 

criminating against them, and properly managing the school program. Interestingly, 520 

more than half of the participants recounted this experience (n=9). P3 told how she got 521 

real experiences in managing character education and strengthening certain programs.  522 

I discovered an interesting thing about religious character education. The school is 523 

good at implementing this subject, and the parents really appreciate this, which al- 524 

so amazes me. This religious character is applied based on ahlussunah wal jama’ah 525 

(P3, 14 to 18). 526 

In contrast to P3, who gained several experiences in managing a school program, P4 527 

tells how she obtained  real experiences from this learning activity.  528 

I gained experience from the teachers in terms of executing the learning process. 529 

Besides, I am aware of how the teachers continuously motivate the students by 530 

properly delivering the learning materials and communicating with them (P4, 43 to 531 

47). 532 

A similar experience was also shared by P4 and P7. P4 witnessed how the teachers 533 

visited the students’ respective homes. “I came to understand how they are guided self- 534 

lessly, regardless of their background.” Furthermore, “I also understood how to act as a 535 

second parent figure (P4, 78 to 82). P7’s story reinforces this subtheme, “I gained certain 536 
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experiences from the classroom teacher about how to give attractive rewards and teach 537 

sincerely without discriminating” (P7 92 to 95).  538 

4.3. Professional skills develop  539 

The sharing and receiving experiences gained by pre-service teachers during the 540 

kampus mengajar program aided them to develop pedagogic, professional, personal, and 541 

social competencies needed to boost their professionalism. This theme is formed by 2 542 

sub-themes as follows, soft and honed skills.  543 

1. Enhance soft skills 544 

Soft skills are one of the important abilities that need to be embraced by prospective 545 

teachers in terms of carrying out their duties professionally. It aids in establishing com- 546 

munication, maintaining good relations with colleagues, students, and the surrounding 547 

community, and being inclusive and developing emotional maturity, tolerance, and so- 548 

cial sensitivity. The kampus mengajar program has enabled the research participants to 549 

acquire all these attributes. An interesting story was told by P8:  550 

I learned how to communicate with teachers from different religious backgrounds. 551 

In this school, the students were of 2 beliefs, Hinduism and Islam. Based on my ob- 552 

servations, the majority of Islamic students often discriminated against those with 553 

different beliefs. I was forced to teach them how to tolerate one another. Therefore, 554 

I developed the habit of reading stories related to tolerance in the mornings (P8, 46 555 

to 55).  556 

P2’s participation in the kampus mengajar program impacted "My communication, 557 

leadership, and self-confidence skills improved" (P2, 69 to 73). Similarly, P10 stated that 558 

"My personality was developed, especially in the aspect of discipline, and ensuring there 559 

is harmony among my peers, mentors, and students" (P10, 40 to 43). For P1, this pro- 560 

gram triggered some attributes. "My social sensitivity is getting higher because I often 561 

communicate with teachers, parents, and all the students" (P1, 53 to 56, P3, 59 to 60). 562 

Meanwhile, P8 stated that schools outside Java give her concern about the existence of 563 

inequality in this country.  564 

Interacting with principals, teachers, and students made me realize how visible the 565 

gap is between these institutes and the elementary ones during my internship in 566 

Yogyakarta (P8, 3 to 6). 567 

2. Skills are more honed 568 

One advantage of field experience is that pre-service teachers have the opportunity 569 

to put their knowledge into practice, although this is not necessarily acquired while 570 

studying on campus, therefore, their skills are honed, as stated by P9.  571 

While following the kampus mengajar program, I felt happy to be able to teach in El- 572 

ementary School. What my friends and I gained from it, was not obtained on cam- 573 

pus (P9 4 to 11). 574 

The opportunity to instill knowledge in the real-world context tend to ultimately 575 

hone the skills of pre-service teachers, as reported by P2. 576 

The kampus mengajar program serves as a forum to practice my skills, gain experi- 577 

ence, and turn it into an extraordinary lesson (P2, 138 to 141). 578 

4.4. Program challenges  579 

Although the kampus mengajar program offers several benefits for pre-service teach- 580 

ers to enhance their professionalism, it is undeniable that it has numerous challenges 581 

that need to be overcome. All participants (n=15) shared this experience, besides, this 582 
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theme is formed by 3 sub-themes, such as time management, program socialization, and 583 

coordination between organizers.  584 

1. Program socialization 585 

As a new initiative by the Ministry of Education and Culture (launched in early 586 

2020), program socialization is a major problem in implementing kampus mengajar. 587 

Moreover, all participants complained about this issue (n=15). The lack of socialization 588 

caused this program not to run optimally. P11 stated that "Hopefully, the kampus 589 

mengajar needs to be socialized because many students still do not know about this pro- 590 

gram" (P11, 88 to 90). The other participants had similar experiences, as recounted by P2. 591 

Many students who participated in the kampus mengajar program are still not aware 592 

of the materials to be taught in elementary schools. Moreover, they do not know 593 

how to maximize their objectives (P2, 160 to 163). 594 

P5 stated a similar experience, as follows:  595 

The socialization of kampus mengajar needs to be expanded, assuming it's possible 596 

because many students are still not aware of this program (P5, 76 to 80).  597 

2. Coordination between organizers 598 

Lack of socialization has caused most of the parties involved in kampus mengajar not 599 

to have the same perception about this program. Therefore, there is a need for coordina- 600 

tion between organizers. This challenge was also shared by all participants (n=15). P11 601 

recounts her experience, as follows: 602 

Kampus mengajar should be socialized in schools that have been selected as partners 603 

to ensure there are no misunderstandings because many equate this program with 604 

internships and real work lectures (KKN). Meanwhile, whenever my friends and I, 605 

who are participants, do not come to class, as usual, one of the teachers says, "you 606 

need to teach?" even though this program focuses more on Literacy and Numeracy 607 

(P11, 92 to 98).  608 

Other participants also discussed the lack of coordination between the organizers, 609 

which resulted in the selection of schools that did not fulfill the criteria. Based on the in- 610 

terview held with P7 and P12, it was reported, as follows: 611 

The selected schools really need to be observed to ascertain whether it deserves to 612 

be improved or assisted through student creativity, aspirations or attention of the 613 

organizers in terms of realizing program (P7, 114 to117).  614 

The kampus mengajar program socialization needs to be re-expanded because indi- 615 

viduals, such as the schools where I was assigned to, are not aware of its existence 616 

(P12, 33-37).  617 

P12's experience shows that the idea or initiative made by the Ministry of Educa- 618 

tion, Culture, Research, and Technology regarding the recognition of kampus mengajar 619 

program and its division into course credits has not been fully understood by the host 620 

universities. 621 

3. Time management 622 

Time management is also one of the themes that were complained about by many 623 

participants, including being out of sync with the learning schedule at school, or the 624 

university, which is considered less specific, therefore, its utilization becomes ineffective. 625 

P1 reported that "I felt that the allotted time was inappropriate because when the school 626 

lesson was over, I had just been sent to the field, and this was regretted by many teach- 627 

ers" (P1, 83 to 85). This issue also occurred because the schedule for the assignment and 628 

that of the campus also coincided. This is burdensome for the participants because the 629 

majorities are undergraduates. "As a result, I missed a few courses on campus, and for 630 
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college, I had to work hard because I have a huge responsibility" (P11, 83 to 85). The di- 631 

vision of the kampus mengajar program schedule was also an obstacle for some partici- 632 

pants, as explained by P14. 633 

There is a need for more detailed scheduling of the objectives to be achieved during 634 

the assignment, such as helping out with the teaching process, including admin- 635 

istration and technological adaptation. Therefore, the intention of the Ministry of 636 

Education and Culture as the goal of the kampus mengajar program is carried out 637 

properly (P14, 83 to 86).  638 

4. Discussion 639 

The main findings of this research show that pre-service teachers benefit from the 640 

kampus mengajar program through sharing and receiving experiences to enhance their 641 

professionalism. They share by successfully building motivational and varied learning 642 

opportunities, helping school administrators and colleagues to adapt to technology and 643 

other activities. Meanwhile, receiving experience was obtained because pre-service 644 

teachers are trusted by the school and gaining real experience on various educational 645 

programs that have been theoretically studied on campus.This research specifically 646 

highlighted the lack of relationship between the programs organized by the campus and 647 

the teacher’s field experience. This research explicitly reduces the gap between profes- 648 

sional development’s theoretical and practical aspects. In general, this research showed 649 

that the placement of pre-service teachers in schools has authentic and real experiences, 650 

with mutually benefit between schools and universities. 651 

The experience gained by pre-service teachers during their 3-month assignment is 652 

an important opportunity to improve the needed skills. This centers on professional 653 

learning at the workplace, where they understand the daily realities of school life. Pro- 654 

fessional experience provides opportunities for pre-service teachers to harmonize ideas 655 

and theories that were learned at the university [16]. They are expected to develop a 656 

teaching philosophy by transferring the acquired theoretical knowledge into an authen- 657 

tic learning context under real conditions. This process gained comprehensive and in- 658 

sightful constructive feedback from more experienced teachers perceived as mentors 659 

[18][7]. Therefore, pre-service teachers need more practical opportunities to boost their 660 

professionalism [18].  661 

However, becoming a professional teacher requires balancing the time devoted to 662 

studying various theories learned at the university and learning in real-world contexts. 663 

There is a need for the meaningful integration of these 2 experiences to improve pro- 664 

spective teachers’ learning and professional outcomes [17]. Interestingly, these sharing 665 

and receiving of experiences are also described by Brante [64] regarding the need for a 666 

link between scientific theory and professional practice. It was referred to as a “dialectic 667 

between know-why and know-how, based on a shared platform of science and profes- 668 

sion”[64]. According to Brante, the meeting between practitioners and scientists is rele- 669 

vant for both parties because the model quality depends on being “developed, modified, 670 

and occasionally rejected by input from both parties, namely from a scientific or theoret- 671 

ical and professional or applied aspects.” In this research, practitioners mentor these 672 

teachers when they are given assignments. The kampus mengajar program offered real 673 

and authentic experiences in guiding students, performing administrative tasks, helping 674 

their colleagues adapt to technology, and developing various academic tasks. Further- 675 

more, they also gain trust, opportunities, and best practices from their mentors in study- 676 

ing the professsional world of learning. Scientists are played by field supervisors as well 677 

as the theories learnt on campus. All these processes are packaged in sharing and receiv- 678 

ing experiences. It is assumed that the “picture of the subject matter is perceived as a 679 

shared perspective of basic causal mechanisms” [64].  680 

The sharing and receiving of experiences led to the development of professional 681 

competencies. In this research, it was reported that by participating in the kampus 682 
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mengajar program, these teachers developed soft and honed skills components. These re- 683 

sults reinforce previous findings [65][8][66] stated that collaboration and partnerships 684 

between schools and universities tend to support pre-service teachers in terms of im- 685 

proving their professionalism. During the placement process, their mentors play a vital 686 

role in guiding and boosting their growth [67]. In order for this process to be effective, 687 

these mentors are expected to possess good communication skills and clearly articulate 688 

each party’s roles. Therefore, those selected were based on expertise and not just a mat- 689 

ter of seniority [12]. In the campus teaching program, tutors is teachers appointed by the 690 

principal to assist participants during assignments at school. The tutors’ selection is 691 

based on their competence in terms of pedagogic, professional, social, personality, use of 692 

information technology in learning, and school management skills. 693 

Although the kampus mengajar program aids participants in developing their pro- 694 

fessional experience, it was admitted that it still left some managerial challenges, such as 695 

time management, program socialization, and coordination between organizers. Hasty 696 

time management causes pre-service teachers to find it difficult to reconcile their various 697 

activities at the school and on campus because it coincides. This is exacerbated by the so- 698 

cialization of the program, which is still not optimal. Pre-service teachers, mentors, prin- 699 

cipals, supervisors, and universities have different perceptions. Therefore, coordination 700 

between the ministry of education, culture, research, and technology (Kemendikbud- 701 

ristek) as the program’s host, universities-supervisors, and schools needs to be im- 702 

proved. This condition also aligns with the various challenges encountered in previous 703 

field experiences. Hoffman et al. [68] stated that the lack of coordination between the 704 

mentors at schools and supervisors at universities contributed to the substantive support 705 

of pre-service teachers. 706 

Generally, these findings indicate the urgency of a stronger theoretical framework 707 

on the linkage between the Ministry of Education, universities, and schools as a whole to 708 

be more proactive and responsible in producing prospective professional teachers. This 709 

is also in line with the post-practical method paradigm where teachers are no longer 710 

considered as consumers of theory [69], rather, they are perceived as constructors. The 711 

pattern is also relevant to recent studies that propose that professional development is a 712 

bottom-up process [32]. This implies that appropriate professional learning is realized 713 

through various “differentiated, and contextualized stages, related to practical, curious, 714 

collegial, and collaborative problems.” Furthermore, it represents an active process that 715 

shapes and promotes the teachers’ learning skills [70]. Dewey’s experiential theory cre- 716 

ates meaningful experiences while engaging in the teaching profession [71]. This allows 717 

pre-service teachers to translate the basics of theoretical courses into practical learning 718 

activities in the classroom [72]. Theories learned in universities from reading and analyz- 719 

ing texts, lectures, tutorials, and discussions are also encountered through teaching prac- 720 

tice in authentic settings to minimize the gap between this hypothesis and practice [73]. 721 

Contextual involvement of pre-service teachers is important. Burns [74] stated that 722 

“teacher learning is not perceived as translating knowledge and theory into practice ra- 723 

ther as an effort to embrace new ones by participating in certain social contexts, activi- 724 

ties, and processes. This is sometimes called “practitioner knowledge,” the primary 725 

source of practice and understanding for teachers.  726 

In Indonesia, the time given for the field introduction program of previously exist- 727 

ing pre-service teachers in internships/practice field is only 1 month. This program is 728 

considered unable to provide authentic experiences to students due to the short assign- 729 

ment time, monotonous task dimensions, and inadequate supervision from university 730 

supervisors at the school. Meanwhile, programs to increase teachers professionalism in 731 

the form of Professional Education and Training through certification programs are also 732 

considered ineffective [75]. One of the alternatives to introducing pre-service teachers to 733 

a more challenging real-life school, diverse peer collaboration experience, varied pro- 734 

grams, and longer school assignments is by using the kampus mengajar technique.  735 
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This research successfully revealed how kampus mengajar program provides real ex- 736 

periences to pre-service teachers through sharing to enhance their professionalism. The 737 

experience gained by teachers is used to guide students, perform school administrative 738 

tasks, assist colleagues in schools in adapting to technology, develop various academic 739 

tasks, and provide a workplace conducive for learning. However, this research was una- 740 

ble to reveal how kampus mengajar program can improve the hard core of pre-service 741 

teachers teaching quality because the focus was on the "assignment" stage [46]. The last 742 

stage determined the quality through four important activities, namely complete the 743 

self-assessment, request and complete peer assessment, and confirm the completion pro- 744 

cess [46]. 745 

5. Conclusions 746 

This research discovered that the kampus mengajar program is utilized by pre- 747 

service teachers to share and receive experiences. With this reciprocal process, all parties 748 

benefit from the process. Mentors and school teachers tend to upgrade their skills relat- 749 

ing to managerial practice and classroom learning by sharing insights and theories. 750 

Conversely, pre-service teachers improve themselves because they have the opportunity 751 

to experience real school life and acquire real experience including learning from their 752 

mentors. This research has several limitations, first only pre-service teachers, principals, 753 

and supervisors involved in the kampus mengajar program were interviewed. The charac- 754 

teristics of the curriculum implemented in the elementary schools are different from 755 

those implemented in the next level, which led to the conclusion that this research tends 756 

not to be generalized. Furthermore, due to technical limitations, data collection was real- 757 

ized using a single technique, namely interviews. Third, this research did not compare 758 

the effectiveness of the campus teaching program with those accepted by pre-service 759 

teachers in enhancing their professional experience. These created an opportunity for fu- 760 

ture studies to explore this problem from various perspectives. Subsequently, there is a 761 

need to ascertain how this kampus mengajar program is utilized by pre-service teachers to 762 

develop their professionalism by involving various participants and more diverse data 763 

collection techniques. Further research capable of comparing the effectiveness of campus 764 

teaching programs with other pre-existing ones are needed for the continuous evalua- 765 

tion of various programs from the Ministry of Education. It is also important to deter- 766 

mine how kampus mengajar alumni adapt to the demands of the real working-class 767 

world, such as the significant differences in the readiness of alumni and non-alumni 768 

teachers. 769 
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Article 1 

Developing Pre-Service Teachers' Professionalism Through 2 

Sharing and Receiving Experiences in The Kampus Mengajar 3 

Program 4 

 5 

Abstract: The low quality of teachers in Indonesia indicates that its current professional develop- 6 

ment programs are yet to obtain the ideal form. Therefore, this research aims to determine how 7 

the kampus mengajar (teaching campus) program can be used to improve the professionalism of 8 

pre-service teachers to bridge the gap between theory and practice. Open interview questions 9 

were used to collect data from 11 pre-service teachers, 2 supervisors, and 2 principals involved in 10 

the kampus mengajar program with 3 months of professional experience placements in elementary 11 

schools spread across various parts of Indonesia. The data collected were analyzed using the the- 12 

matic data analysis technique. The results showed that although the kampus mengajar program ex- 13 

periences various challenges, it can be used by pre-service teachers to enhance their professional- 14 

ism through sharing and receiving experiences. The kampus mengajar program offered real and au- 15 

thentic experiences for pre-service teachers in guiding students, performing various administra- 16 

tive tasks, and learning in the workplace, hence, they have a better understanding of school life re- 17 

alities. 18 

Keywords: Pre-service teachers; professional experience; qualitative studies, sharing and receiving 19 

experience 20 

1. Introduction 21 

The low quality of in-service and pre-service teachers in Indonesia shows that its 22 

various professional development programs are yet to obtain an ideal form. The World 23 

Bank reports that this profession was awarded low test scores on aspects of subject mat- 24 

ter, including knowledge, pedagogic skills, and general intelligence [1]. Furthermore, 25 

motivation and dedication to teaching are low with immature emotions and inadequate 26 

thinking [2]. Teachers in Indonesia are considered to have failed in carrying out their 27 

role in maintaining and improving students’ learning abilities. As a result, student learn- 28 

ing outcomes in Indonesia lags behind neighboring countries. According to the Ministry 29 

of Education statistics this inability is due to the teachers relatively low level of academ- 30 

ic qualifications [3]. In Indonesia, various professional development programs and other 31 

forms of training have been carried out, although these have been considered ineffective 32 

in improving teacher professionalism [4].  33 

One of the main problems related to teacher professionalism is the gap between in- 34 

stilling theoretical and practical knowledge in the classroom [5][6]. There is a disassocia- 35 

tion between program components organized by universities and the actual needs of 36 

elementary schools [7]. The gap between theoretical and practical knowledge also occurs 37 

because pre-service teachers are shaped by their personal experiences and opinions 38 

about this profession. According to Kertesz and Downing [8], this tends to cause disso- 39 

nance between universities and elementary schools. The lack of reciprocity results in 40 

discord between pre-service teachers' preparation with school expectations and re- 41 

quirements [9]. Meanwhile, Darling-Hammond [10] highlights the disparity between the 42 

programs organized by campuses regarding field experiences. Although these are in- 43 

corporated into the curriculum, the time spent by both pre-service teachers and their 44 

supervisors is often not properly planned. Besides, they are often left to work inde- 45 

pendently without guidance or supervision from the university [10]. 46 
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Empirical evidence shows that field experience is an alternative in producing pro- 47 

fessionals [11][12][13]. It is an important opportunity for pre-service teachers to improve 48 

their skills [14]. This provides the best opportunity to learn and gain personal teaching 49 

efficacy after graduation [15]. For pre-service teachers, centers were provided for profes- 50 

sional learning in the workplace to understand the daily realities of school life. Profes- 51 

sional experience creates opportunities to harmonize ideas and theories learned at the 52 

university. Field experience is a meaningful and practical teaching skill that is consid- 53 

ered a basic need for pre-service teachers [16]. Deed et al. [17] stated that professional- 54 

ism requires balancing the time devoted to theoretical learning at the university and the 55 

workplace. It was further clarified that there needs to be a meaningful integration of the 56 

2 experiences to enhance professional outcomes. Pre-service teachers are expected to de- 57 

velop a teaching philosophy involving the transfer of theoretical knowledge acquired at 58 

the university into an authentic learning context under real conditions. Teachers gain 59 

comprehensive and insightful constructive feedback from more experienced tutors who 60 

act as mentors [18][7]. Therefore, pre-service teachers need more practical opportunities 61 

on their way to becoming professionals [18]. 62 

The Kampus Mengajar Program isa subsidiary of the Merdeka Belajar-Kampus Merdeka 63 

(MBKM) or Freedom to Learn-Independent Campus policy. The MBKM is one of the 64 

breakthroughs initiated by the Ministry of Education, Culture, Research, and Technolo- 65 

gy (Kemdikbudristek) in providing field experience for pre-service teachers. This policy 66 

offers some form of autonomy to these institutions and freedom for students to select the 67 

desired program. It provides them with a broader learning experience and space to 68 

deepen their knowledge for 3 semesters, namely 2 (equivalent to 40 credits, 1 credit 69 

equivalent to learning activities carried out by students for 50 minutes plus structured 70 

independent assignments relevant to achievement indicators specified in the curricu- 71 

lum) off campus and 1 (equivalent to 20 credits) in other study programs. This includes 72 

internships, practical work, teaching assistantships, entrepreneurship, student exchang- 73 

es, and research [19]. Moreover, this program is expected to improve the graduates soft 74 

and hard skills competence to ensure that they are prepared for the dynamic needs and 75 

as future leaders of the nation who are superior, moral, and ethical. An excellent leader 76 

is a someone with adequate skill and experience needed to solve various challenges in 77 

the future [20]. This policy grants students the freedom to think either individually or in 78 

groups, thereby producing superior, critical, creative, collaborative, and innovative 79 

graduates in the future. The MBKM is expected to trigger their involvement to learn [21]. 80 

Besides, it aids college students in exploring their greatest potentials, including teachers, 81 

to independently improve the quality of learning [22]. For pre-service teachers, this pro- 82 

gram is expected to reduce the gap between the theoretical aspect learned on campus 83 

and the real needs of the school. It is assumed that there is a missing link between the 84 

courses offered by these universities and the actual needs of these users, therefore, grad- 85 

uates of the Teacher Training and Education Faculty are considered to be incompetent. 86 

Based on the research background, the problem is how the kampus mengajar program 87 

aids pre-service teachers to develop their professionalism, and its potential to bridge the 88 

gap between theory and practice are interesting aspects to be studied.  89 

2. Literature Review  90 

2.1. The meaning of professionalism and teacher professional development policies in Indonesia  91 

The concept of "professionalism" is used to represent individual competencies and 92 

expertise as well as the quality of the work discharged [23]. It is based on 3 essences: us- 93 

ing a specific scientific building, rendering services to others in the community, and pos- 94 

sessing a self-regulated code of ethics to maintain high morale, quality, and ethical 95 

standards [24][25][26]. Professionalism has been defined in different ways, from training 96 

to personnel development to more efficient and effective professional courses 97 

[27][28][29].  98 
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Leung [30] categorized it into 2, independent and managerial. The first level or def- 99 

inition of this term, which is also called transformative professionalism [31], refers to 100 

how teachers view their practices, knowledge, beliefs, and skills as well as critical reflec- 101 

tion on past teaching experiences as learners, their abilities, and future directives. The 102 

second definition is managerial professionalism which refers to what teachers expect as 103 

determined by official authorities such as the ministry of education. In other words, the 104 

first level of professional development is a bottom-up, personal, and self-initiative pro- 105 

cess, while the latter is top-down, institutional, and other people-oriented [32].  106 

These opinions showed that professionalism contains aspects of a person's exper- 107 

tise, skills, and abilities in specific jobs. It refers to the commitment in improving profes- 108 

sional skills and developing strategies for carrying out work [33]. In Indonesia, the pro- 109 

fessionalism of teachers is explained in Law No. 14 of 2005 concerning teachers and lec- 110 

turers, which defines it as a job that requires specific skills and a decent source of liveli- 111 

hood. According to the law, teachers must have four competencies for professional 112 

work, namely pedagogic, professional, social and personality. The teachers’ competence 113 

is a combination of knowledge and skills to perform effective learning and keep up with 114 

times [34].  115 

Several preliminary studies have identified the teacher professional development 116 

principles as being effective and successful. According to Lessing and De Witt [35], the 3 117 

aspects include workshops, personal values and programs, and teaching approaches. 118 

Teacher professional development programs also need to enable them work with other 119 

colleagues to create organizations that support learning. They need to be given the op- 120 

portunity to become practitioners, share knowledge and commitment, work with com- 121 

munity members to implement coherent curricula and supportive systems for the stu- 122 

dents, as well as collaborate with them in ways that advance their understanding and 123 

skills. Teachers' professional development aims to improve their knowledge and skills 124 

through orientation, training, and support that enhance the quality of the teaching and 125 

learning process. It also focuses on core competencies such as improving their abilities, 126 

understanding the students, managing teaching skills and practice, knowledge of other 127 

disciplines, and appreciating this profession [35][2]. Preliminary research stated that 128 

professional development activities positively impact the teachers' beliefs and practices 129 

as well as students' performances in learning and educational reform in general [2]. 130 

These programs include relevant activities such as improved qualifications, updating tu- 131 

tors’ knowledge and understanding of the subjects taught, practicing teaching students 132 

from different backgrounds, developing practical competencies and skills, learning new 133 

teaching methodologies, adopting learning innovations and technologies, improving 134 

ethical professionalism, as well as acquiring knowledge and skills to anticipate societal 135 

changes.  136 

In Indonesia, professional development programs are carried out for both in-service 137 

and pre-service teachers. Several of them have been implemented for in-service teachers, 138 

such as PLPG (Professional Education and Training for Teachers) PPG (Teacher Certifi- 139 

cation Program), and SM-3T (Education by Bachelors at Frontier, Outermost, and Un- 140 

derdeveloped areas) in remote areas. Furthermore, they need to participate in various 141 

independent programs to develop their professionalism, such as subject-teacher consul- 142 

tations (MGMP). The Education Personnel Education Institution (LPTK) is the main ini- 143 

tiative for pre-service English teachers in Indonesia, including those employed in state 144 

and private universities whose main role is to provide education and pedagogical train- 145 

ing for those interested in teaching at both junior and senior high schools [36]. However, 146 

through professional teacher education, the government is trying to improve the aca- 147 

demic system by increasing their qualifications and skills. 148 

Some research stated that the impact of teacher certification only improves their 149 

standard of living. Abbas [37] stated that the teacher certification program slightly con- 150 

tributed to improving the quality of national education. Teachers in Indonesia did not 151 

significantly improve their quality and performed poorly even after completing the cer- 152 
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tification program and receiving a salary increase. Helping them update their 153 

knowledge and skills in dealing with certain changes and managing human resources is 154 

needed. Additionally, professional development aids in achieving better performance in 155 

the aforementioned matter [2]. The essence of professional development is centered on 156 

teacher learning and transforming their knowledge into practice for the benefit of the 157 

students [38]. Walter and Briggs [39] reported that it is effective due to (a) the inclusion 158 

of concrete and classroom-based skills from outside the school, (b) teacher involvement 159 

in the selected fields to develop and carry out certain activities, (c) collaboration pro- 160 

grams with peers, (d) providing opportunities for mentoring and coaching, (e) continu- 161 

ous efforts regularly, and (f) support for effective school leadership.  162 

2.2. Professional Development for Pre-service Teachers 163 

One of the effective programs provides field experience for pre-service teachers. 164 

This helps individuals become tutors by learning the needful about teaching with the 165 

support of a good mentor [40]. University-based pre-service teacher education is in a 166 

state of transition from a training model that emphasizes skill acquisition and competen- 167 

cy mastery to a practice-based type centered on participation, involvement, and reflec- 168 

tion [40]. This transition places importance on professional experience for pre-service 169 

teachers through practical field tasks in schools. The success of this transition requires 170 

collaboration between pre-service teachers education providers in tertiary universities 171 

and schools [41]. 172 

Professional experience is relevant, and pre-service teachers typically describe it as 173 

the most important aspect of their program [42], partly because they value the oppor- 174 

tunity to be mentored by experienced tutors during their teaching practice [43]. There is 175 

little doubt that effective mentoring is essential for the practical development of pre- 176 

service teachers in the workplace [44].  177 

2.3. Kampus Mengajar Program in Developing Pre-Service Teacher Professionalism 178 

The kampus mengajar program as a subsidiary of the Merdeka Belajar-Kampus 179 

Merdeka (MBKM) or Freedom to Learn-Independent Campus policy is one of the break- 180 

throughs of the Ministry of Education, Culture, Research, and Technology (Kemdik- 181 

budristek) in terms of providing field experience for pre-service teachers. This autono- 182 

mous academic institution and complicated bureaucracy allow students to freely select 183 

the desired program. Furthermore, through this program, lecturers are given the free- 184 

dom to develop their creativity and innovation in experience-based teaching, transform 185 

the curriculum according to regulations, and promote students to master various fields 186 

of knowledge useful for entering the world of work, without being limited by rigid and 187 

narrow administrative regulations. It is expected to improve the graduates' competence, 188 

both soft and hard skills, to be relevant to the changing needs and produce future supe- 189 

rior and morally ethical leaders [20]. This policy aids students to freely engage in critical 190 

thinking, thereby becoming creative, collaborative, and innovative. The kampus mengajar 191 

program is expected to increase students' involvement in learning [21][45]. In accordance 192 

with this program, college students explore their greatest potentials, including teachers, 193 

to innovatively and independently improve the learning quality [22]. For pre-service 194 

teachers, it is expected to reduce the gap between the theories learnt on campus and the 195 

real needs of the field. Moreover, it is assumed that there is a missing link between the 196 

courses taught at these universities and the users’ needs, thereby producing incompetent 197 

graduates of the Teacher Training and Education Faculty.  198 

According to the main pocket book of kampus mengajar guidelines [46], its flow is 199 

divided into three, namely the pre-assignment, assignment, and final assignments. The 200 

pre-assignment flow which comprises of a) debriefing and b) coordination are activities 201 

carried out by students before partner schools. Partner Schools are those designated by 202 

the Ministry of Education and Culture to assign participants to teach campus programs. 203 
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Meanwhile, the assignment flow is divided into activities at the beginning, during, and 204 

at the end of the assignment. The beginning includes orientation, adaptation, observa- 205 

tion, preparation, and consultation. At the orientation stage, students and the school in- 206 

troduce themselves, the group, and the person in charge. They also listen to the explana- 207 

tion from the school regarding its vision, mission, academic culture, school environment, 208 

as well as problems and challenges faced by the school. At the adaptation stage, students 209 

need to show an adaptive personality to be accepted by the school by being friendly, 210 

putting up feelings of appreciation, giving a sincere smile, paying attention to appear- 211 

ance and being willing to open themselves to learn and teach others. At the observation 212 

stage, students, with assistance from the school, conduct a series of direct observation 213 

activities by identifying the school environment, administration, organization, and the 214 

learning process. The preparation stage is associated with the design of plans during 215 

kampus mengajar activities based on the results of observations. Finally, the consultation 216 

stage enables students to ask for approval of the design plan activity with accompanying 217 

teachers and field supervisors. 218 

The assignment stage is divided into two major activities, namely teaching and non- 219 

teaching. Teaching activities carried out by students include the following steps: a) Iden- 220 

tify teaching materials according to student abilities and school needs. b) Design the 221 

teaching planning that will be implemented. c) Discuss the plans made with colleagues 222 

and the school. d) Reflect on learning activities conducted with colleagues and the 223 

school. e) Make daily and weekly reports by filling out a daily logbook in the MBKM 224 

(Independent Learning-Independent Campus) application. Non-teaching activities are 225 

carried out by students in the following steps: a) Identify personal abilities and school 226 

needs. b) Design the non-teaching activities that need to be implemented. c) Discuss the 227 

plans that have been made with colleagues and the school. d) Reflect on non-teaching 228 

activities that have been carried out with colleagues and the school. and e) Make daily 229 

and weekly reports by filling out a logbook in the MBKM application. The non-teaching 230 

activities that can be carried out by students include: a) Help the school to carry out ad- 231 

ministration of basic education related data b) Carry out extracurricular coaching activi- 232 

ties. c) Implement guidance and counselling services with teachers. d) Implement the 233 

services for children with special needs, and e) Assist the teacher in carrying out admin- 234 

istrative tasks [46]. The third stage enables the participants to carry out five activities, 235 

namely a) Complete a self-assessment, b) Request a peer assessment, c) Complete a peer 236 

assessment, d) Confirm filling in the assessment results carried out by the supervising 237 

teacher, and e) Compile the final activity report and upload it to the MBKM system ac- 238 

cording to the schedule [46]. 239 

2.4. Weaknesses in the literature and the novelty of this research  240 

Some research has been carried out on the kampus mengajar program. Based on the 241 

acquired results, there are at least 3 trends related to this matter, such as response to pol- 242 

icies, the organizers’ readiness, as well as its impact on students’ skills. The research on 243 

the first trend was carried out by Wahyuni and Anshori [47], who examined the imple- 244 

mentation of the merdeka belajar policy at Medan State University. It was reported that 245 

the students are aware of the importance of learning discourse on independent campus- 246 

es, although some do not agree with the program. This research stated that low student 247 

literacy and lack of stakeholders' involvement were due to low student literacy. Students 248 

also believed that this program made it more challenging to graduate as planned. Other 249 

studies stated that most universities, especially those in remote areas, have not been in a 250 

hurry to adopt the program, and the unique situation of each presents certain obstacles 251 

during its implementation, such as students who lack understanding of the policy [48]. 252 

The second trend was carried out by Yusuf [49], who analyzed the relationship be- 253 

tween the kampus mengajar program and university stakeholders' readiness. By adopting 254 

quantitative methods, the readiness of lecturers, students, and government support 255 

turned out to have a positive impact on the enacted policy. Anwar [50] described the 256 
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implementation of kampus mengajar program at Muhammadiyah Elementary School 1 257 

Padas. It was reported that in 2021 first, teaching activities  consist of face-to-face and 258 

online learning, including home visits. Second, technological adaptation assists teachers 259 

in adopting teaching media and materials in accordance with the curriculum. Third, the 260 

administration carried out by the students was to aid in the preparation of learning tools 261 

as administrative completeness.  The implementation of the kampus mengajar program, 262 

had a positive impact during the COVID-19 pandemic.Preliminary research stated that 263 

the kampus mengajar program triggers the students’ readiness because it focuses on active 264 

learning, concept mapping, and value clarification based on information and communi- 265 

cation technology [51]. This educational policy transformation is also in line with the ac- 266 

ademic theory and practice during the transition, stabilization, and growth potential pe- 267 

riods [52][53]. Meanwhile, research on the third trend was carried out by Widiyono et al. 268 

[45], and it was reported that the implementation of the Kampus Mengajar program has a 269 

positive impact on students, such as triggering their interest in learning, as well as inte- 270 

grated literacy and numeracy skills. They also enjoy certain benefits, including being 271 

able to provide direct teaching experience in order to develop interpersonal and leader- 272 

ship skills. Yohana et al. [54] examined the factors that influence the entrepreneurship 273 

program in the Kampus Merdeka policy by using 5 universities as the research objects. It 274 

was reported that the campus policy factors, apprenticeship programs, and exploration 275 

of local potentials positively affect competency development, implementation, and en- 276 

trepreneurial learning. 277 

A review of the previous studies shows that there is little or no interest in analyzing 278 

the professional experiences gained through kampus mengajar program. This is because it 279 

had only been running for 1 year. Therefore, this research has the potential to develop an 280 

alternative model to develop the professionalism of pre-service teachers. Based on the 281 

theoretical framework, this research aims to explore: 1) what experiences are obtained 282 

by pre-service teachers during the kampus mengajar program to improve their profes- 283 

sional experience, and 2) how the program can be utilized. 284 

2.5. Author’s Role  285 

The five authors are lecturers in the faculty of teaching and education/Islamic education who are 286 

concerned with various issues of education, training, and development of pre-service teachers. 287 

The first and second authors initiated this research idea, while the third acted as the field 288 

supervisor of the kampus mengajar program. However, the three of them were not involved in 289 

guiding the students who were the participants in this research. The fourth and fifth authors are 290 

senior lecturers who are often involved in various teacher training and professional development 291 

programs without experience in kampus mengajar programs. The first, second, and third authors 292 

were involved in planning, collecting, analyzing data, and compiling this research. Meanwhile, 293 

the fourth and fifth authors played a significant role in reviewing, providing critical notes, and 294 

revising. All were actively involved in the research process and data analysis. The research 295 

motivation is based on the shift in the Indonesian Ministry of Education policy in providing a 296 

professional experience for pre-service teachers. The results are expected to provide an overview of 297 

the kampus mengajar program's potential in giving real experiences for pre-service teachers, 298 

thereby providing a better understanding of the life school's reality. 299 

3. Materials and Methods 300 

3.1. Research Type  301 

The qualitative method was used to obtain detailed information about the complex 302 

phenomena of campus teaching programs and identify themes and theoretical structures 303 

that describe the process [55]. This method allows for proper understanding of human 304 

behavior better, with focus on naturally occurring phenomena and their complexity. It 305 

also allows for individuals to have in-depth understanding of these phenomena [56]. 306 

Descriptive data in the form of email conversations and open-ended questionnaire in- 307 



Educ. Sci. 2022, 12, x FOR PEER REVIEW 7 of 20 
 

terviews with participants were used to conduct this research. These data were then ana- 308 

lyzed using one of the qualitative data analysis techniques, namely thematic analysis. In- 309 

formed consent was given by the participants who were reminded that: 1) their in- 310 

volvement was voluntary, 2) all data collected are de-identified when used to draft pub- 311 

lications, and 3) they are not required to answer unwanted questions. Moreover, all their 312 

names were written using the code P1-P15 to ensure the confidentiality of their identi- 313 

ties.  314 

3.2. Participants  315 

The research participants selected purposively from students who are members of 316 

the WA group a campus teaching program at a university in Yogyakarta. Out of a total 317 

of 55 students, 13 voluntarily became participants, while 2 eventually withdrew. In the 318 

second stage, the 11 students were placed in five different schools with field supervisors. 319 

In the third step,  of the five field supervisors and five school principals where the stu- 320 

dents were deployed, only two each stated their voluntary wiliness to become partici- 321 

pants. The rest were not interested due to tight schedules, which could prevent them 322 

from granting interviews according to a predetermined deadline. Smith et al. (2009) stat- 323 

ed that a small sample size is acceptable because qualitative is an ideographic approach 324 

related to understanding certain phenomena. They were determined by the purposive 325 

sampling techniques and fulfilled the following criteria: 1) involved in the kampus 326 

mengajar program, 2) were science students (pre-service teachers), 3) placement in ele- 327 

mentary schools, 4) volunteered to participate in the research until it was completed. 328 

Overall, the participants consisted of 13 women and 2 men. The participants from the 329 

pre-service teachers, field supervisors and school principals are in categories of P1-P11, 330 

P12-13, and P14-15. 331 

3.3. Research Procedure  332 

Before data collection, a letter of permission was requested from the university's 333 

vice-chancellor, where the students participated in the kampus mengajar program. Data 334 

collection was conducted in two stages. The first stage was through email conversations, 335 

a technique rarely used to , generate rich data when carried out appropriately in qualita- 336 

tive research [57][57][58][59]. The first one was held by sending a list of questions 337 

through email to the participants, and they were given a maximum of 2 weeks to com- 338 

plete the forms. Based on the allocated time, 13 of them responded on time, while the 339 

remaining 2 responded in the next 2 days after receiving confirmation. The answers ob- 340 

tained through email were re-transcripted, and the participants' answers were read in 341 

their entirety to get an overall idea. In the second stage, in-depth answers were collected 342 

from participants through virtual live interviews using zoom meetings. A total of 7 iden- 343 

tified participants stated their ability to hold a second interview, consisting five pre- 344 

service teachers and two field supervisors. Interviews with open-ended questions were 345 

carried out to obtain information from participants for proper conveyance of experiences 346 

without being limited by the perspective of previous findings. Open-ended answers to 347 

questions allow participants to create options for responding. This did not only provide 348 

an opportunity for participants to share their experiences rather to gain more insight 349 

[60].  350 

Interviews were carried out based on certain guidelines, and it was performed once 351 

or twice with different participants. Each selected the time according to their desires, 352 

with the duration lasting for a minimum and maximum of 22 minutes and 56 minutes, 353 

respectively. Interestingly, each was recorded and transcribed verbatim afterward. Data 354 

validity were ensured by comparing the findings of the first, second, and third authors, 355 

as well as the reviews of the fourth and fifth. The three authors mentioned earlier ana- 356 

lyzed the raw data by creating categories through themes and identifying patterns in a 357 

similar way.  358 
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3.4. Data analysis technique  359 

The thematic analysis technique for developing themes in the form of patterns was 360 

used to analyze the data collected [61] [62]. This process was conducted in two stages, 361 

the first opens the code of raw interview data [63] to identify instances when partici- 362 

pants described the use of kampus mengajar program to enhance teachers professional 363 

experience. The second is the analytic coding stage, which is conducted by connecting 364 

and solving various similar codes to obtain conclusions from the first stage [63]. The da- 365 

ta analysis process is manually organized, without the help of software. In developing 366 

the themes, the authors provided support using descriptive, linguistic, and conceptual 367 

comments. According to Yin [64], field notes or memos are used to support all data 368 

analysis activities, which guides data reduction (extracting the essence), presentation 369 

(organizing meaning), and drawing conclusions (explaining findings) [65]. Four im- 370 

portant themes were found through this process, namely 1) sharing experiences sup- 371 

ported by four sub-themes, such as building motivational and varied learning opportu- 372 

nities, 2) receiving experiences supported by three sub-themes, 3) developing profes- 373 

sional abilities supported by 3 sub-themes, and 4) challenging program supported by 374 

three sub-themes.  375 

4. Results 376 

This research aims to explore the pre-service teachers’ experiences gained from the 377 

kampus mengajar program to enhance their professionalism. Data analysis produces 4 378 

themes, such as sharing and receiving experiences, professional development ability, 379 

and program challenges. The data analysis results are shown in Table 1.  380 

Table 1. Data analysis results 381 

Theme  Sub-theme Number of Partici-

pants 

Sharing experi-

ence  

Build motivational and various learning 

opportunities 

15 

Helping school administration 10 

Helping teachers adapt to technology 12 

Developing school programs 10 

Receiving experi-

ence 

Being trusted 12 

Getting the opportunity 11 

Obtaining real experiences 7 

Professional skills 

develop 

Enhance soft skills 12 

Trained skills 10 

Program challeng-

es  

Time management 12 

Program socialization 12 

Coordination 15 

 382 

4.1. Sharing experience  383 

This theme implies that while participating in the kampus mengajar program, pre- 384 

service teachers had the opportunity to share their experiences, skills, and knowledge 385 

with the schools where they taught. It was supported by 100% of participants, and it is 386 

divided into several sub-themes, including successfully guiding the students, helping 387 

the school administration and teachers adapt to technology, and developing school pro- 388 

grams.  389 

1. Build motivational and various learning opportunities 390 
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Pre-service teachers' experience in successfully build motivational and various 391 

learning opportunities is an interesting one, particularly during the kampus mengajar 392 

program. This is manifested in the form of fun learning in class, to motivate the students 393 

and ensure they do not get bored easily, as well as accompanied by home visits. All par- 394 

ticipants (n=15) reported this event during the data collection process, as shown in the 395 

following comments.  396 

I taught citizenship education, namely how to practice Pancasila daily. They happi- 397 

ly participated in learning (p2, 10 to 13). 398 

Similar comments were also conveyed by many other participants "I have succeed- 399 

ed in assisting students through the home visit program" (P4, 3 to 5). "I developed the 400 

subject matter from thematic books to be more creative and ensure the students are not 401 

easily bored and absorb the lessons more quickly" (p2, 88 to90). The pre-service teachers' 402 

abilities to accompany these learners are evidence of their successful experiences en- 403 

hancing their professionalism. 404 

The valuable experience I gained during the kampus mengajar program was being 405 

able to provide varied learning where previously students studied with the teacher 406 

only with the lecture method, but now I use the learning method by inviting stu- 407 

dents to play roles directly (P2, 3-8). 408 

For P2 adopted role-play learning, and it made the students happy because teachers 409 

at school rarely applied this method.  410 

2. Helping school administration 411 

The experience gained from helping school administration included setting exam 412 

questions, report cards, and supervising these activities. P5 stated that during the kampus 413 

mengajar program, they often engaged in helping school administration. "P5 personally 414 

executed this activity because the existing teachers were not used to the use of technolo- 415 

gy, such as laptops". Based on the fact that none of them were capable, P5 was forced to 416 

share the experiences gained and this made P5 to completely understand the duties. "P5 417 

realized that the teacher's job was not only teaching" (P5).  418 

Similarly, P1 reported, as follows:  419 

My most valuable experience was when my colleagues and I helped the teacher 420 

council prepare for school exams, starting with typing the questions, making report 421 

cards, and participating in the supervisory activities (P1, 3 to 6). 422 

Other participants also shared their experiences: 423 

Some also helped the administration by stamping books stored in the warehouse 424 

because the school does not yet have a library and assisting the teachers' needs (p2, 425 

17 to 20). 426 

3. Helping teachers adapt to school technology 427 

During online learning implemented due to the COVID-19 pandemic, technological 428 

adaptation was a major problem faced by virtually all teachers. The sudden demand 429 

caused the majority not to have enough time to upgrade their ability to use technological 430 

devices in learning, as stated by one of the participants below: 431 

My friends and I held a workshop to introduce a "Canva" design application to fa- 432 

cilitate teachers to create learning media, certificates, banners for school activities, 433 

or concept maps. Besides that, my friends and I also held a workshop on Google 434 

Workspace consisting of Google Classroom, Google Meetings, Google Forms, and 435 

Google Drive. This was based on the fact that initially, only a few of them were able 436 

to use Google Workspace to support distance learning (P4, 16 to 24).  437 

The story of P4 shows that majority of the teachers are not yet proficient in using 438 

technology to assist online learning. This condition provides an opportunity for pre- 439 
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service teachers to share the strategies needed to access various platforms in online 440 

learning. "The program organized by P4 starts with adapting to zoom meetings, google 441 

meet, Microsoft Excel, and how to scan using a cellphone" (p1, 15 to 17). A similar story 442 

was also reported by P3, as follows: 443 

I discovered that the teachers used manual (handwritten) report cards, which was 444 

quite different from the surrounding schools that had switched to the automatic 445 

type with the help of Microsoft Excel and similar applications or programs. This 446 

prompted me to design automatic report cards using Microsoft Excel to help the 447 

school adapt to technology. They received positive responses from the teachers, 448 

students, and parents (P3, 7 to 12). 449 

4. Developing school programs 450 

Pre-service teachers also shared certain experiences in developing school programs, 451 

such as making webinars, holding national day commemoration competitions, engaging 452 

in-home visits, and forming study groups. One of the participants stated that they en- 453 

gaged in-home visit programs because it was discovered that some students did not 454 

have the motivation to learn while studying from home.  455 

Home visit programs are for students who have no motivation to learn. They are 456 

guided and assisted until they become active in learning (P4, 9 to 12).  457 

Additionally, the formation of study groups is also needed during the pandemic 458 

because it aids students who have learning difficulties. "I create study groups for lower 459 

grade students and guide them in their reading guidance" (P5, 18 to 20). Another partic- 460 

ipant explained as follows: 461 

Another valuable experience was when my friends and I made a national webinar 462 

with the theme "Improving Teacher Competence through Fun Learning and Danc- 463 

ing in the New Normal Era." My friends and I were very happy because there were 464 

many enthusiasts from school teachers who wanted to take participate, and in a 465 

short time, it was completed without any obstacles (P1, 7 to 11). 466 

4.2. Receiving experience  467 

The theme receiving experience simply means that during the kampus mengajar pro- 468 

gram, the participants acquired knowledge, and skills from the school, especially learn- 469 

ing directly from their teachers. Likewise, in sharing experience, 100% of participants al- 470 

so reported receiving experience while attending the kampus mengajar program. The sub- 471 

themes are being trusted, getting the appropriate opportunity, and gain real experience. 472 

1. Being trusted 473 

Most of the participants (n=12) enthusiastically shared how they were trusted by 474 

the school to carry out various activities, either in the form of hosting an event, contrib- 475 

uting ideas for its development, or the provision of teaching materials. P1 was entrusted 476 

with hosting the graduation ceremony. "P1 felt more confident because she properly ex- 477 

ecuted the task" (P1, 43 to 45). In line with the P1's story stated that: 478 

The classroom teacher trusted them to provide teaching materials in ICT learning 479 

and help assess the students during practice. This experience gave me a clearer pic- 480 

ture of tomorrow when I become a teacher in developing learning materials (P7, 24 481 

to 29). 482 

2. Getting the opportunity 483 

Getting the opportunity during a kampus mengajar program enhances pre-service 484 

teachers' professionalism. The participants shared many stories about accompanying the 485 

students during competitions, giving speeches in a series of events, especially in the 486 

Ramadhan month, aiding children with special needs, and contributing ideas for school 487 
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development. P6 reported his experiences when he had the opportunity to assist stu- 488 

dents in various competitions and succeeded in leading them to win at the regency and 489 

provincial levels.  490 

At the end of the kampus mengajar program, I was happy because the students I 491 

mentored won the competition. Meanwhile, at the sub-district level, those who par- 492 

ticipated in the dance and weaving competition each won 3rd place. They were also 493 

invited at the regency level, and alhamdulillah the student who took part in the 494 

weaving competition, won 1st position while those that participated in dancing 495 

won 2nd place. All thanks to the teachers who cooperated, the students are able to 496 

participate in the weaving competition, besides, I am excited, touched, and proud 497 

(P6, 7 to 13). 498 

P5 reported that their trust in him when he attended various meetings to convey 499 

ideas made him feel valued.  500 

During the meeting, I was also allowed to express my opinion regarding any expe- 501 

rience during my time at the school. I feel appreciated by the teachers irrespective 502 

of whether I am still a student (P5, 56 to 58). 503 

Similarly, P7 reported that accompanying students with special needs was a valua- 504 

ble opportunity for him to understand their learning characteristics. "The opportunity 505 

was given to me by the class teacher to accompany them directly. Therefore, I was privi- 506 

leged to understand how much students learn" (P7, 35 to 37). On another occasion, P6 al- 507 

so reported that "I was allowed to give a speech for 2 days at a short-term Islamic board- 508 

ing school activity during the Ramadhan month. At first, I was embarrassed however, 509 

thank God I was able to deliver it properly” (P6, 40 to 43).  510 

3. Obtain real experiences  511 

The kampus mengajar program has provided best practices for pre-service teachers, 512 

such as carrying out learning, increasing students’ motivation, engaging in-home visits, 513 

working selflessly, being a parent figure, teaching sincerely, giving rewards, not dis- 514 

criminating against them, and properly managing the school program. Interestingly, 515 

more than half of the participants recounted this experience (n=9). P3 told how she got 516 

real experiences in managing character education and strengthening certain programs.  517 

I discovered an interesting thing about religious character education. The school is 518 

good at implementing this subject, and the parents really appreciate this, which al- 519 

so amazes me. This religious character is applied based on ahlussunah wal jama’ah 520 

(P3, 14 to 18). 521 

In contrast to P3, who gained several experiences in managing a school program, P4 522 

tells how she obtained  real experiences from this learning activity.  523 

I gained experience from the teachers in terms of executing the learning process. 524 

Besides, I am aware of how the teachers continuously motivate the students by 525 

properly delivering the learning materials and communicating with them (P4, 43 to 526 

47). 527 

A similar experience was also shared by P4 and P7. P4 witnessed how the teachers 528 

visited the students’ respective homes. “I came to understand how they are guided self- 529 

lessly, regardless of their background.” Furthermore, “I also understood how to act as a 530 

second parent figure (P4, 78 to 82). P7’s story reinforces this subtheme, “I gained certain 531 

experiences from the classroom teacher about how to give attractive rewards and teach 532 

sincerely without discriminating” (P7 92 to 95).  533 

4.3. Professional skills develop  534 
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The sharing and receiving experiences gained by pre-service teachers during the 535 

kampus mengajar program aided them to develop pedagogic, professional, personal, and 536 

social competencies needed to boost their professionalism. This theme is formed by 2 537 

sub-themes as follows, soft and honed skills.  538 

1. Enhance soft skills 539 

Soft skills are one of the important abilities that need to be embraced by prospective 540 

teachers in terms of carrying out their duties professionally. It aids in establishing com- 541 

munication, maintaining good relations with colleagues, students, and the surrounding 542 

community, and being inclusive and developing emotional maturity, tolerance, and so- 543 

cial sensitivity. The kampus mengajar program has enabled the research participants to 544 

acquire all these attributes. An interesting story was told by P8:  545 

I learned how to communicate with teachers from different religious backgrounds. 546 

In this school, the students were of 2 beliefs, Hinduism and Islam. Based on my ob- 547 

servations, the majority of Islamic students often discriminated against those with 548 

different beliefs. I was forced to teach them how to tolerate one another. Therefore, 549 

I developed the habit of reading stories related to tolerance in the mornings (P8, 46 550 

to 55).  551 

P2’s participation in the kampus mengajar program impacted "My communication, 552 

leadership, and self-confidence skills improved" (P2, 69 to 73). Similarly, P10 stated that 553 

"My personality was developed, especially in the aspect of discipline, and ensuring there 554 

is harmony among my peers, mentors, and students" (P10, 40 to 43). For P1, this pro- 555 

gram triggered some attributes. "My social sensitivity is getting higher because I often 556 

communicate with teachers, parents, and all the students" (P1, 53 to 56, P3, 59 to 60). 557 

Meanwhile, P8 stated that schools outside Java give her concern about the existence of 558 

inequality in this country.  559 

Interacting with principals, teachers, and students made me realize how visible the 560 

gap is between these institutes and the elementary ones during my internship in 561 

Yogyakarta (P8, 3 to 6). 562 

2. Skills are more honed 563 

One advantage of field experience is that pre-service teachers have the opportunity 564 

to put their knowledge into practice, although this is not necessarily acquired while 565 

studying on campus, therefore, their skills are honed, as stated by P9.  566 

While following the kampus mengajar program, I felt happy to be able to teach in El- 567 

ementary School. What my friends and I gained from it, was not obtained on cam- 568 

pus (P9 4 to 11). 569 

The opportunity to instill knowledge in the real-world context tend to ultimately 570 

hone the skills of pre-service teachers, as reported by P2. 571 

The kampus mengajar program serves as a forum to practice my skills, gain experi- 572 

ence, and turn it into an extraordinary lesson (P2, 138 to 141). 573 

4.4. Program challenges  574 

Although the kampus mengajar program offers several benefits for pre-service teach- 575 

ers to enhance their professionalism, it is undeniable that it has numerous challenges 576 

that need to be overcome. All participants (n=15) shared this experience, besides, this 577 

theme is formed by 3 sub-themes, such as time management, program socialization, and 578 

coordination between organizers.  579 

1. Program socialization 580 

As a new initiative by the Ministry of Education and Culture (launched in early 581 

2020), program socialization is a major problem in implementing kampus mengajar. 582 
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Moreover, all participants complained about this issue (n=15). The lack of socialization 583 

caused this program not to run optimally. P11 stated that "Hopefully, the kampus 584 

mengajar needs to be socialized because many students still do not know about this pro- 585 

gram" (P11, 88 to 90). The other participants had similar experiences, as recounted by P2. 586 

Many students who participated in the kampus mengajar program are still not aware 587 

of the materials to be taught in elementary schools. Moreover, they do not know 588 

how to maximize their objectives (P2, 160 to 163). 589 

P5 stated a similar experience, as follows:  590 

The socialization of kampus mengajar needs to be expanded, assuming it's possible 591 

because many students are still not aware of this program (P5, 76 to 80).  592 

2. Coordination between organizers 593 

Lack of socialization has caused most of the parties involved in kampus mengajar not 594 

to have the same perception about this program. Therefore, there is a need for coordina- 595 

tion between organizers. This challenge was also shared by all participants (n=15). P11 596 

recounts her experience, as follows: 597 

Kampus mengajar should be socialized in schools that have been selected as partners 598 

to ensure there are no misunderstandings because many equate this program with 599 

internships and real work lectures (KKN). Meanwhile, whenever my friends and I, 600 

who are participants, do not come to class, as usual, one of the teachers says, "you 601 

need to teach?" even though this program focuses more on Literacy and Numeracy 602 

(P11, 92 to 98).  603 

Other participants also discussed the lack of coordination between the organizers, 604 

which resulted in the selection of schools that did not fulfill the criteria. Based on the in- 605 

terview held with P7 and P12, it was reported, as follows: 606 

The selected schools really need to be observed to ascertain whether it deserves to 607 

be improved or assisted through student creativity, aspirations or attention of the 608 

organizers in terms of realizing program (P7, 114 to117).  609 

The kampus mengajar program socialization needs to be re-expanded because indi- 610 

viduals, such as the schools where I was assigned to, are not aware of its existence 611 

(P12, 33-37).  612 

P12's experience shows that the idea or initiative made by the Ministry of Educa- 613 

tion, Culture, Research, and Technology regarding the recognition of kampus mengajar 614 

program and its division into course credits has not been fully understood by the host 615 

universities. 616 

3. Time management 617 

Time management is also one of the themes that were complained about by many 618 

participants, including being out of sync with the learning schedule at school, or the 619 

university, which is considered less specific, therefore, its utilization becomes ineffective. 620 

P1 reported that "I felt that the allotted time was inappropriate because when the school 621 

lesson was over, I had just been sent to the field, and this was regretted by many teach- 622 

ers" (P1, 83 to 85). This issue also occurred because the schedule for the assignment and 623 

that of the campus also coincided. This is burdensome for the participants because the 624 

majorities are undergraduates. "As a result, I missed a few courses on campus, and for 625 

college, I had to work hard because I have a huge responsibility" (P11, 83 to 85). The di- 626 

vision of the kampus mengajar program schedule was also an obstacle for some partici- 627 

pants, as explained by P14. 628 

There is a need for more detailed scheduling of the objectives to be achieved during 629 

the assignment, such as helping out with the teaching process, including admin- 630 
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istration and technological adaptation. Therefore, the intention of the Ministry of 631 

Education and Culture as the goal of the kampus mengajar program is carried out 632 

properly (P14, 83 to 86).  633 

4. Discussion 634 

The main findings of this research show that pre-service teachers benefit from the 635 

kampus mengajar program through sharing and receiving experiences to enhance their 636 

professionalism. They share by successfully building motivational and varied learning 637 

opportunities, helping school administrators and colleagues to adapt to technology and 638 

other activities. Meanwhile, receiving experience was obtained because pre-service 639 

teachers are trusted by the school and gaining real experience on various educational 640 

programs that have been theoretically studied on campus. In general, this research 641 

showed that the placement of pre-service teachers in schools has authentic and real ex- 642 

periences, with mutually benefit between schools and universities. 643 

The experience gained by pre-service teachers during their 3-month assignment is 644 

an important opportunity to improve the needed skills. This centers on professional 645 

learning at the workplace, where they understand the daily realities of school life. Pro- 646 

fessional experience provides opportunities for pre-service teachers to harmonize ideas 647 

and theories that were learned at the university [16]. They are expected to develop a 648 

teaching philosophy by transferring the acquired theoretical knowledge into an authen- 649 

tic learning context under real conditions. This process gained comprehensive and in- 650 

sightful constructive feedback from more experienced teachers perceived as mentors 651 

[18][7]. Therefore, pre-service teachers need more practical opportunities to boost their 652 

professionalism [18].  653 

However, becoming a professional teacher requires balancing the time devoted to 654 

studying various theories learned at the university and learning in real-world contexts. 655 

There is a need for the meaningful integration of these 2 experiences to improve pro- 656 

spective teachers’ learning and professional outcomes [17]. Interestingly, these sharing 657 

and receiving of experiences are also described by Brante [66] regarding the need for a 658 

link between scientific theory and professional practice. It was referred to as a “dialectic 659 

between know-why and know-how, based on a shared platform of science and profes- 660 

sion”[66]. According to Brante, the meeting between practitioners and scientists is rele- 661 

vant for both parties because the model quality depends on being “developed, modified, 662 

and occasionally rejected by input from both parties, namely from a scientific or theoret- 663 

ical and professional or applied aspects.” In this research, practitioners mentor these 664 

teachers when they are given assignments. The kampus mengajar program offered real 665 

and authentic experiences in guiding students, performing administrative tasks, helping 666 

their colleagues adapt to technology, and developing various academic tasks. Further- 667 

more, they also gain trust, opportunities, and best practices from their mentors in study- 668 

ing the professsional world of learning. Scientists are played by field supervisors as well 669 

as the theories learnt on campus. All these processes are packaged in sharing and receiv- 670 

ing experiences. It is assumed that the “picture of the subject matter is perceived as a 671 

shared perspective of basic causal mechanisms” [66].  672 

The sharing and receiving of experiences led to the development of professional 673 

competencies. In this research, it was reported that by participating in the kampus 674 

mengajar program, these teachers developed soft and honed skills components. These re- 675 

sults reinforce previous findings [67][8][68] stated that collaboration and partnerships 676 

between schools and universities tend to support pre-service teachers in terms of im- 677 

proving their professionalism. During the placement process, their mentors play a vital 678 

role in guiding and boosting their growth [69]. In order for this process to be effective, 679 

these mentors are expected to possess good communication skills and clearly articulate 680 

each party’s roles. Therefore, those selected were based on expertise and not just a mat- 681 

ter of seniority [12]. In the campus teaching program, tutors is teachers appointed by the 682 

principal to assist participants during assignments at school. The tutors’ selection is 683 
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based on their competence in terms of pedagogic, professional, social, personality, use of 684 

information technology in learning, and school management skills. 685 

Although the kampus mengajar program aids participants in developing their pro- 686 

fessional experience, it was admitted that it still left some managerial challenges, such as 687 

time management, program socialization, and coordination between organizers. Hasty 688 

time management causes pre-service teachers to find it difficult to reconcile their various 689 

activities at the school and on campus because it coincides. This is exacerbated by the so- 690 

cialization of the program, which is still not optimal. Pre-service teachers, mentors, prin- 691 

cipals, supervisors, and universities have different perceptions. Therefore, coordination 692 

between the ministry of education, culture, research, and technology (Kemendikbud- 693 

ristek) as the program’s host, universities-supervisors, and schools needs to be im- 694 

proved. This condition also aligns with the various challenges encountered in previous 695 

field experiences. Hoffman et al. [41] stated that the lack of coordination between the 696 

mentors at schools and supervisors at universities contributed to the substantive support 697 

of pre-service teachers. 698 

Generally, these findings indicate the urgency of a stronger theoretical framework 699 

on the linkage between the Ministry of Education, universities, and schools as a whole to 700 

be more proactive and responsible in producing prospective professional teachers. This 701 

is also in line with the post-practical method paradigm where teachers are no longer 702 

considered as consumers of theory [70], rather, they are perceived as constructors. The 703 

pattern is also relevant to recent studies that propose that professional development is a 704 

bottom-up process [32]. This implies that appropriate professional learning is realized 705 

through various “differentiated, and contextualized stages, related to practical, curious, 706 

collegial, and collaborative problems.” Furthermore, it represents an active process that 707 

shapes and promotes the teachers’ learning skills [71]. Dewey’s experiential theory cre- 708 

ates meaningful experiences while engaging in the teaching profession [72]. This allows 709 

pre-service teachers to translate the basics of theoretical courses into practical learning 710 

activities in the classroom [73]. Theories learned in universities from reading and analyz- 711 

ing texts, lectures, tutorials, and discussions are also encountered through teaching prac- 712 

tice in authentic settings to minimize the gap between this hypothesis and practice [74]. 713 

Contextual involvement of pre-service teachers is important. Burns [75] stated that 714 

“teacher learning is not perceived as translating knowledge and theory into practice ra- 715 

ther as an effort to embrace new ones by participating in certain social contexts, activi- 716 

ties, and processes. This is sometimes called “practitioner knowledge,” the primary 717 

source of practice and understanding for teachers.  718 

In Indonesia, the time given for the field introduction program of previously exist- 719 

ing pre-service teachers in internships/practice field is only 1 month. This program is 720 

considered unable to provide authentic experiences to students due to the short assign- 721 

ment time, monotonous task dimensions, and inadequate supervision from university 722 

supervisors at the school. Meanwhile, programs to increase teachers professionalism in 723 

the form of Professional Education and Training through certification programs are also 724 

considered ineffective [76]. One of the alternatives to introducing pre-service teachers to 725 

a more challenging real-life school, diverse peer collaboration experience, varied pro- 726 

grams, and longer school assignments is by using the kampus mengajar technique.  727 

This research successfully revealed how kampus mengajar program provides real ex- 728 

periences to pre-service teachers through sharing to enhance their professionalism. The 729 

experience gained by teachers is used to guide students, perform school administrative 730 

tasks, assist colleagues in schools in adapting to technology, develop various academic 731 

tasks, and provide a workplace conducive for learning. However, this research was una- 732 

ble to reveal how kampus mengajar program can improve the hard core of pre-service 733 

teachers teaching quality because the focus was on the "assignment" stage [46]. The last 734 

stage determined the quality through four important activities, namely complete the 735 

self-assessment, request and complete peer assessment, and confirm the completion pro- 736 

cess [46]. 737 
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5. Conclusions 738 

This research discovered that the kampus mengajar program is utilized by pre- 739 

service teachers to share and receive experiences. With this reciprocal process, all parties 740 

benefit from the process. Mentors and school teachers tend to upgrade their skills relat- 741 

ing to managerial practice and classroom learning by sharing insights and theories. 742 

Conversely, pre-service teachers improve themselves because they have the opportunity 743 

to experience real school life and acquire real experience including learning from their 744 

mentors. This research has several limitations, first only pre-service teachers, principals, 745 

and supervisors involved in the kampus mengajar program were interviewed. The charac- 746 

teristics of the curriculum implemented in the elementary schools are different from 747 

those implemented in the next level, which led to the conclusion that this research tends 748 

not to be generalized. Furthermore, due to technical limitations, data collection was real- 749 

ized using a single technique, namely interviews. Third, this research did not compare 750 

the effectiveness of the campus teaching program with those accepted by pre-service 751 

teachers in enhancing their professional experience. These created an opportunity for fu- 752 

ture studies to explore this problem from various perspectives. Subsequently, there is a 753 

need to ascertain how this kampus mengajar program is utilized by pre-service teachers to 754 

develop their professionalism by involving various participants and more diverse data 755 

collection techniques. Further research capable of comparing the effectiveness of campus 756 

teaching programs with other pre-existing ones are needed for the continuous evalua- 757 

tion of various programs from the Ministry of Education. It is also important to deter- 758 

mine how kampus mengajar alumni adapt to the demands of the real working-class 759 

world, such as the significant differences in the readiness of alumni and non-alumni 760 

teachers. 761 
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