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MESLEGININ iLK YILLARINDAKI iNGILiZCE OGRETMENLERININ
YASADIKLARI ZORLUKLARA VE DESTEGE iHTiYAC DUYDUKLARI

KONULARA iLiSKiN GORUSLERI
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Damisman: Prof.Dr.Ilknur KECiK

Bu calisma, mesleginin ilk yillarindaki Ingilizce 6gretmenlerinin yasadiklar1 sorunlart

ve destege ihtiya¢ duyduklar alanlar belirlemeyi amaglamaistir.

Hem niteliksel hem de niceliksel arastirma yontemlerinin kullanildigi ¢aligmada, veriler
yar1 yapilandirilmis miilakatlar, sinif ici gdzlemler ve odakli miilakatlar, giinliikler ve
anketler yoluyla toplanmistir. Calismanin katilimcilari, en fazla 4 yillik 6gretmenlik
tecriibesine sahip, ilk ve ortadgretim diizeyinde egitim veren devlet okullarinda gbrev
yapan 104 ingilizce 6gretmenidir. Vaka incelemelerine ise, ilk yilin1 ¢calisan 7 Ingilizce
ogretmeni katilmigtir. Cesitli veri toplama kaynaklarindan elde edilen niteliksel bilgiler,
bir tiimevarim analiz yontemi olan ‘Constant Comparison’ (Glaser and Strauss, 1967)
yontemi kullamilarak analiz edilmistir. Anket verileri ise betimsel olarak analiz

edilerek, frekanslar ve yiizdeler iizerinden ifade edilmistir.



S6z konusu arastirma, mesleginin ilk yillarindaki Ingilizce 6gretmenlerinin yasadiklari
zorluklara ve destege ihtiya¢ duyduklari konulara iliskin 6nemli bilgiler ortaya
koymustur. Calismadan elde edilen bulgulara gore, mesleginin ilk yillarindaki Ingilizce
ogretmenleri, sinif yonetimi, dil 6gretimi ve 6grenimi siiregleri ve karsilagtiklar1 cesitli
mesleki destek bicimleriyle ilgili birbiriyle etkilesim halinde olan bir takim zorluklarla
karsilagmaktadirlar ve yukarida sozii edilen konulara iliskin pedagojik destege ihtiyag
duymaktadirlar. Elde edilen bulgular, hizmet 6ncesi ve hizmeti¢i 6gretmen egitimi

konular1 acisindan tartisiimis ve bu bulgular 15181nda ¢esitli 6neriler sunulmustur.

Anahtar Kelimeler: Mesleginin ilk yillarindaki Ogretmenler, yabanci dil olarak

Ingilizce, yabanci dil 6gretmeni yetistirme, zorluklar
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ABSTRACT

NOVICE EFL TEACHERS’ PERCEIVED CHALLENGES AND SUPPORT

NEEDS IN THEIR JOURNEY TO BECOME EFFECTIVE TEACHERS

Pinar SALI
Ingiliz Dili Egitim Anabilim Dal1
Anadolu Universitesi Egitim Bilimleri Enstitiisii, 2008
Danisman: Prof.Dr.Ilknur KECIK

The present study aimed to describe the challenges as perceived by novice EFL teachers
teaching in public primary and secondary schools and to identify their needs in relation

to foreign language pedagogy and forms of professional assistance and guidance.

Both qualitative and quantitative research methodologies were used in the present study.
For a rich, vivid and elaborate description of the research issues under investigation, a
variety of research instruments were employed in a triangulative manner. The data
sources of the present study included semi-structured interviews, diary entries written
by teachers throughout a school term, video-recorded classroom observations and
stimulated recall interviews, and questionnaires used to gather a larger group of novice
EFL teachers’ perspectives. The participants of the present study were 104 novice EFL
teachers who had a maximum of 4 years of teaching experience. The case study; on the

other hand, were seven first year EFL teachers.

It was a demanding task to analyse the voluminous qualitative data coming from a

variety of sources. In order to sort these data into more manageable and meaningful

iii



units, constant comparison method (Glaser and Strauss, 1967) was used, which was a
blend of inductive category coding involving a simultaneous comparison of all events
observed and coded in the data. Data from the questionnaire were described and

presented in the form of percentages.

The present study yielded important information as to the novice EFL teachers’
challenges and support needs in their initial years of teaching. As the results seemed to
suggest, the novice EFL teachers started out their pedagogical journey in the midst of a
myriad of competing and interacting difficulties in relation to classroom management,
foreign language teaching and learning, and forms of professional support that were
available to them. The results were discussed in relation to pre-service and in-service

teacher education.

Key words: Novice teachers, English as a foreign language, language teacher

education, challenge
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I. INTRODUCTION

I. 1. Background to the study

New beginnings are sometimes frustrating, sometimes heartening, provoking, or
sometimes promising. However, as it seems, for the novice teachers below, their
beginning implies something frustrating and disappointing rather than something
promising. What appears to be common in their sentiments is that the novice EFL
teachers’ experiences of initial years of teaching are intertwined with a bit of
frustration, a pinch of disappointment, and a heap of tensions and complexities. As

highlighted by several novice EFL teachers:

‘Teaching? ... It isn’t like what I have expected. What we have learned in the
university is how to teach English to a group of ideal students in ideal language
classrooms ... but what we have learned is too different from the reality so I feel
now a sort of disillusionment and disappointment. For example, to teach irregular
verbs, we need a table of irregular verbs ... but at school where I teach we don’t
have such a material so I asked my students to make a table of the irregular verbs.
Is this OK? Maybe yes. We will learn through difficulties, but anyway it wasn’t like
what I expected’

A six-month novice teacher of English as a foreign language (EFL

hereafter) teacher working in a public secondary school



‘I have never and ever expected language teaching to be that difficult .... I have a
bunch of difficulties—I don’t really know where to begin: lack of administrative
guidance and support, colleague pressure, low levels of L2 proficiency, lack of
language teaching materials, lack of knowledge of the institutional responsibilities
and rituals, lack of knowledge of the school culture, writing and implementing
lesson plans, clashes between what I would like to do and what I have to do, fears of
making errors in front of the class, feelings of disappointment and so on. I
experience all the disadvantages of being a new teacher ...’

A six-month novice EFL teacher working in a public primary school

“...When I was a student, I looked up to my teachers but now when I look at my
students I don’t feel such a thing. They are not respectful ... They don’t approach
me in the way I approach my teachers so, to speak frankly, I feel a bit disappointed
...[also] I do not still feel confident about classroom discipline although I am now

better at it than I was before ...

A one-year novice EFL teacher teaching in a public primary school

As also widely recognised and documented in the research literature, initial years of
teaching has often been marked with frustrations, confusions, challenges,
complexities, and tensions (Veenman, 1984; Loughran et al., 2001; Farrell, 2003;
Farrell, 2006; Liston et al., 2006). A plethora of labels has been used in the
literature to depict the complexities of initial years of teaching: Praxis shock,
practice shock, sink-or-swim experience, reality shock, transition shock. Why do

these initial years of teaching come as a shock or as a matter of life and death in a



teacher’s career? Presumably, the answer lies in the fact that ‘student teacher’
suddenly becomes °‘the teacher of students’ and starts off his/her challenging

journey with the full and demanding responsibilities of teaching.

According to Ryan et al. (1980), this period of shock in initial years of teaching
seems to spring from such areas of difficulty as personal life adjustment, teachers'
expectations and perceptions of teaching, the strains of daily interactions, and the
teaching assignment itself. What they have concluded is that these difficulties
dramatically indulge the novice teacher in intense strain, fatigue, depression and

that, for many novice teachers, the solution is to quit teaching.

What might then be the difficulties that seem to haunt and daunt novice teachers?
Research in the educational literature has sought answers to this question.
Veenman (1984), in his analysis of eighty-three international empirical studies,
provided a comprehensive list of areas of difficulty as perceived by beginning
elementary and secondary teachers in their journey of becoming teachers. In his
analysis, he identified and rank ordered the most serious problems according to
their importance. The problems reported by the novice teachers were as follows:
classroom discipline, motivating students, dealing with individual differences,
assessing students' work, relations with parents, organisation of class work,
insufficient materials and supplies, dealing with problems of individual students,
heavy teaching load resulting in insufficient preparation time, relations with
colleagues, planning of lessons and school days, effective use of different teaching

methods, awareness of school policies and rules, determining learning level of



students, knowledge of subject matter, burden of clerical work, relations with
principals/administrators, inadequate school equipment, dealing with slow learners,
dealing with students of different cultures and deprived backgrounds, effective use
of textbooks and curriculum guides, lack of spare time, inadequate guidance and

support, large class size.

Dowding (1998), in his study of teachers in their initial years of teaching, reached
similar findings and indicated that classroom management, curriculum planning,
large class numbers, meeting the needs of students in their classes and motivating

the students were frequently reported problems by beginning teachers.

Similarly, the study by Lang (1999) yielded important information with regard to
common problems experienced by newly qualified teachers in New Zealand. What
the study revealed was that these newly qualified teachers suffer from such
difficulties as tiredness, stress on personal and family relationships, balancing their
work and domestic responsibilities, general lack of access to support structures and

resources within their schools.

McCormack and Thomas’ study (2003) seems to corroborate the findings of the
above-mentioned studies. The study sought to understand the induction experiences
of a group of beginning teachers within a New South Wales context in terms of the
teaching processes and the school socialisation aspects. The difficulties associated
with the teaching process itself were classroom management, the poor literacy and

numeracy skills of students, lack of resources to promote student learning, being



required to teach unfamiliar content outside specialisation, no relief for training and
development, programming to meet all students needs, lack of support from dealing
with parents, large amount of paperwork required due to possible litigation. At the
level of school socialisation process were expressed such difficulties: lack of support
from principals and school executive, lack of formal supervision, unclear school
expectations for attainment of their teaching certification, teaching positions in
isolated country areas, being given lower or more difficult classes, negative attitude
and work ethics from older long-term staff, lack of communication between staff,
faculties and school executive, negative public perception of teachers, lack of
support from executive to try new things and teaching styles, dealing with school

politics and staff room power struggles.

Although much has been written on novice teachers' experiences of initial years of
teaching in the educational literature, little space has been allocated to the given
issue in the field of English language teaching (ELT henceforth) and language
teacher education. Freeman and Richards (1996, p. 8) draw attention to a similar
issue by saying that, 'Even as language teacher education puts its faith in the
practicum to convey the realities of the classroom, we realise how little we know
about the actual understandings that new teachers glean from [their] first experiences
in front of the class." Likewise, Ferguson and Donno (2003), in their study in which
they have evaluated one-month pre-service training courses, state that relatively little
is known as to how beginning EFL teachers construe their careers, what happens to
them, and what support they receive in their first post. It seems that the knowledge

of these understandings and views might offer valuable information for the



improvement of pre-service and in-service foreign language teacher education

programmes.

Though few, there are studies in the field of ELT, which attempt to reveal novice
EFL or ESL teachers’ experiences in their initial years of teaching. All these are

case studies conducted with a small group of novice teachers.

Numrich’s study (1996) is illustrative of one of the few attempts to identify EFL
teachers’ experiences in their first year of teaching. What the study revealed was
that the novice teachers’ first-year teaching experiences were laden with self-
discovery, reflection, and challenges in relation to classroom pedagogy. These
challenges were ‘managing class time’, ‘giving clear instructions’, ‘responding to
students’ various needs’, ‘teaching grammar effectively’, assessing students’

learning’, and ‘focusing on students rather than on self’.

The study by Richards and Pennington (1998) aimed to understand second language
teachers' entry into teaching. In their study, they set off to understand how five
novice teachers of English as a second language (ESL henceforth) in Hong Kong
secondary schools coped with their first year of teaching, the types of adjustments
they had to make in order to deal with the complexities of classroom life, and the
extent to which they were able to apply the principles and practices that they had
been offered in their teacher preparation programme. The study generated

information about the difficulties experienced by these novice EFL teachers. These



were the heavy teaching and non-teaching workload, large class sizes, the students'

low English proficiency and general lack of learner discipline.

Farrell’s case studies (2003; 2006) provided further insights into novice EFL
teachers’ experiences in their first years of teaching. In one of these studies (2003),
he delved into a first year teacher’s experiences and attempted to identify the
challenges that might obscure mentorship and novice teachers’ socialisation
experiences. Increased teaching load, outside-class responsibilities such as
counselling students under his care and preparing extra curricular activities, the
marking of examination papers, teaching lower proficiency students, lack of
collegial communication and collaboration, lack of mentor support were the
challenges that the novice teacher had to deal with. In his other case study, Farrell
(2006) identified some other additional challenges experienced by the same novice
teacher, along with his responses to all those challenges. The teacher reported to be
experiencing dilemmas as to how he was expected to teach in contrast to how he
would like to teach and how to find a balance between what he believed his learners
needed in educational content and the department’s syllabus. In addition, lack of
support from the school administration and colleagues posed problems for the

novice teacher.

Watkins’ small-case research (2007) was another study of novice EFL teachers’
experiences in their initial years of teaching. More specifically, he sought to
understand how well initial teacher training programmes, such as the CELTA

(Certificate in ELT to Adults) course prepared teachers for their first years of



teaching and what things were most likely to influence their development. The
study revealed important information as to the things that shape teacher
development, the areas that the teachers reported a need to develop in order to better
cope with their first year of teaching and how the CELTA course affected their
teaching. Peer observation and feedback, workshops (although few of the novice
teachers encountered with these tools of teacher development), self-reflection and
various books of ELT were being used by the novice teachers to facilitate their
professional development. Moreover, ‘Teaching young learners’ and ‘finding the
right material’ were the two areas that most of the teachers reported a need to

develop in their teaching.

Apart from being scarce in number, most of the studies mentioned above were dealt
with novice EFL or ESL teachers’ experiences in some other settings of English
language teaching and learning. Within the context of the present study, Korukcu
(1996) conducted the only study of novice EFL teachers. In her study, she aimed to
investigate a group of pre-service and beginning EFL teachers’ perspectives of their
problems in terms of foreign language instruction. The beginning teachers were
teaching in Basic English departments of universities and were asked to reflect on
the problems that they were experiencing, while pre-service teachers were asked to
indicate the potential areas of problems that they might experience when they
become full-time EFL teachers. The study revealed that the problems stated by
novice and pre-service teachers were concerned with such issues as teaching
methods, classroom management, lesson planning, and motivating learners.

Although this study constituted one of the few attempts of understanding novice



EFL teachers’ problems, it; however, was conducted in a very particular context,
basic English departments of Turkish universities, which seems to be highly

different from the language classes in primary and secondary schools in Turkey.

L.2. Purpose of the study and research questions

Sparked off by all the information mentioned in the previous lines and by the
relative scarcity of research on novice teachers' experiences in their initial years of
teaching in the field of language teacher education, the present study aims to unearth
one of the aspects of these experiences and attempts to describe the difficulties as
perceived by novice EFL teachers teaching in public primary and secondary schools
and to identify their needs in relation to foreign language pedagogy and forms of
professional assistance and guidance. The study seeks answers to the following
questions:

1. What challenges do novice EFL teachers in public primary and secondary
schools report to be experiencing in their initial years of teaching?

a. What challenges do they report to be experiencing in relation to foreign

language pedagogy?

b. What challenges do they report to be experiencing in relation to forms of

professional assistance that are available to them?

2. What are the perceived support needs of novice EFL teachers teaching in public
primary and secondary schools?

a. What are their perceived needs in relation to foreign language pedagogy?

b. What are their perceived needs in relation to forms of professional assistance?



Within the scope of the present study, a novice EFL teacher was defined as a teacher
with a maximum of four years of teaching. Any difficulty that novice EFL teachers
reported to be interfering with their instructional decisions and practices was
considered to be a challenge (The word is interchangeably used with such other

words as difficulty and problem).

I. 3. The significance of the study

It is well-documented in the literature that first years of teaching are of critical
importance in any teacher's career in the sense that these years have a deep impact
on the future professional attitudes and practices of a teacher, teacher effectiveness,
job satisfaction, career length and so on (Farrell, 2003; Loughran et al., 2001;
McCormack and Thomas, 2003; Moir and Gless, 2000). These being the case,
initial years of teaching seem to be an important phase to invest efforts in their
development as teachers. As Moir and Gless (2001) note, 'Ideally, an investment in
teacher quality starts at the earliest stages of a teacher's career and continues
throughout a professional lifetime'. Rolley (2001) touches upon a similar issue and
points out that it is the initial years of teaching in which the issue of quality teaching
can be tackled with in the most practical and fundamental way to ensure teacher
retention and to provide the novice teacher with immediate feedback about his/her
teaching practices. Thus, it seems to be of significance to document the difficulties
and support needs of the novice EFL teacher in such a sensitive, critical, and risky
period. Through this documentation, we-as teacher educators-will better deal with

such questions as what to invest, how to invest, how much to invest in our quest of
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increasing language teacher quality and will be able to offer suggestions for turning
the demands and risks of this phase of teacher development into more fruitful

learning experiences for the novice EFL teacher.

Moreover, the challenges faced by the novice EFL teacher might not only hinder
his/her attempts of creativity, experimentation, and innovation but also might
obstruct his/her professional development and hence pedagogical actualisation as a
language teacher. All these will in turn negatively influence the quality of language
teaching. It seems that we are not alone in this insight. As Loughran et al. (2001,
p.7) illustrate ... the difficulties of beginning to teach can create a situation whereby
student teachers' ideals and hopes for teaching may be repressed ... The enriched
understanding of the difficulties and the support needs of novice EFL teachers
therefore seems to be of critical importance to be able to create growth-nurturing

contexts for our new forces .

As teacher educators, we also do our best to help our student teachers to become
good and successful teachers of English, and, with our best intentions and wishes,
set these novice teachers off to a journey with a baggage of knowledge of language
teaching. However, once our students graduate, there is no systematic and formal
follow up of their development as language teachers. We, as those who trained
them, do not seek answers to such critical questions as what they go through in their
journey of becoming language teachers, whether their journey is an enjoyable one or
whether it is a bit dull and full of complexities, challenges, and tensions. Manuel

(2003), in his study of retention and attrition of early career teachers in New South
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Wales, draws attention to a similar issue by using the example of Janus, the
mythological Roman sun deity who, with his two faces, guarded the entrances and

the exits as the guardian of gateways. As he puts it,

As educators, we surely in one sense embody the

ancient Janus-like responsibility of overseeing the
educational 'entrances and exits' of all of those who
make the life-altering decision to be a teacher. While
we are certainly watching over the entrances into the
teaching profession, we perhaps need more vigilantly
and urgently to take notice of the exits (p. 149).

The present study is thus, in a sense, in pursuit of taking notice of the exits from the
door of pre-service language teacher education by attempting to answer the above-
mentioned crucial questions. These questions are crucial in the sense that the answers
of these questions will generate important insights that might serve as a base for

reconsidering and restructuring foreign language teacher education in Turkey in terms

of its content and practices.
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II. LITERATURE REVIEW

I1. 1. Introduction

This chapter presented an account of the following review of literature
concerning the present study. The first section considered some issues in relation to
foreign language teacher education in Turkey, with a focus upon both pre-service
teacher education and in-service teacher education. The next section reviewed
research studies in the field of education about novice teachers’ initial year teaching
experiences, and the final section research conducted on EFL/ESL teachers’

experiences in their first years of teaching.

II. 2. Foreign Language Teacher Education in Turkey

IL 2. 1. Pre-service language teacher education

Before proceeding into issues regarding pre-service language teacher
education, it seems to be necessary to give a brief account into teacher education in
general in order to be able to get a comprehensive view of the overall structure of

pre-service language teacher education in Turkey.

Teacher education in Turkey witnessed some major changes and developments
throughout its history. One of these major changes took place in 1973 with the

acceptance of the ‘Basic Law for National Education” (Milli Egitim Temel Kanunu)
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(Giirsimsek, 1997; Cakiroglu and Cakiroglu, 2003). Before the given law came into
effect, primary school teachers were educated in boarding schools called as ‘teacher
schools’ (6gretmen okullar1)). These were secondary schools, offering six-year
education, from the sixth grade to the 12th. In light of the ‘Basic Law for National
Education’, teacher schools were then restructured as two-year education institutes
(egitim enstitiileri). The impetus behind this act of restructuring was that all
teachers needed to be trained in higher education institutions. Those who graduated
from these institutes were appointed as primary school teachers in elementary
schools. Subject-matter teachers for secondary schools; on the other hand, were

trained in education institutes, providing three years of education.

The second major change in teacher education occurred in 1981, with the
establishment of the Higher Education Council and with the introduction of a
unified system of higher education (Giirsimsek, 1997; Cakiroglu and Cakiroglu,
2003; Deniz and Sahin, 2006). (The Higher Education Council is responsible for
managing activities of higher education institutions in Turkey such as planning,
organization, governance, instruction, and research since then). Teacher education
institutions such as colleges, institutes and faculties, initially operating under the
Ministry of National Education (MNE hereafter) and universities, were thus all
unified and changed into faculties of education offering four-year teacher education
programmes (Tercanlioglu, 2004) (Prospective secondary school teachers then
began to receive four years of education, and primary school teachers two years.).
From 1981 on, universities- hence the Higher Education Council (HEC)-took over
the task of training all teachers across the country, which was an important step

stone in teacher education in Turkey (Aydin and Tercan, 2005). Another important
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turning point in the Turkish teacher education was the decision made in 1989 that
prospective teachers of all levels, be it primary or secondary, must complete four-
year teacher education programmes. All higher institutions of teacher education
then started to provide four-year B.A. programmes as faculties of education from

1989-1990 academic year.

In 1997, some other developments took place in the Turkish teacher education. One
of these was the establishment of the National Committee of Teacher Education
(Ogretmen Yetistirme Tiirk Milli Komitesi). It consisted of members from the
faculties of education and the Higher Education Council (HEC). The main
objectives of the committee were to set- and implement- national standards for pre-
service teacher education, to facilitate faculty-school cooperation, to develop control
mechanisms to ensure the quality teacher training and thus to contribute to the
quality of pre-service teacher education. Another important development in 1997
was that teacher education programmes were restructured as a consequence of the
cooperation between the World Bank and the HEC. The purpose was to bring
standardisation to the varied curricula of teacher education programmes in all
subject areas (Seferoglu, 2004). Along with this standardisation in the curricula of
teacher education, teaching practice component was developed as well and teaching
practice opportunities were considerably substantiated. However, these
standardised teacher education programmes received considerable criticism that
they trained ‘teaching technicians’ rather than training ‘teachers’. (Duman et al.,

2005)
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The most recent development in the Turkish teacher education occurred at the
beginning of 2007, and the teacher education programmes once underwent a
revision. What triggered this revision was, in large part, the increasing debate over
the efficiency of current teacher education programmes to train knowledgeable and
skilful teachers compatible with the demands of the rapidly growing and changing
world. Changes made by the MNE in the primary school curriculum in 2004 and
concerns over the standardisation of teacher education programmes in comply with
the demands of European Higher Education Area (Turkey has been a member of it
since 2003) were among the other incentives that prompted the process of revision.
The major changes made in the teacher education programmes were thus as follows

(YOK, 2007):

1. 50% of the programmes consisted of subject matter-specific courses, whereas
30% of them were composed of educational courses on teaching formation. Twenty
percent of the programmes were allocated to courses on liberal arts such as
mythology, history, and so on. These percentages varied across different subject

matter areas.

2. The faculties of education were allowed flexibility-to a certain extent-to decide

upon their courses. In addition, the number of elective courses was increased.

3. The prospective teachers were offered opportunities to practice teaching in rural
areas, in integrated classrooms, and in YIBOs (Yatili IIkogretim Bolge Okullari, i.e.

Boarding Schools of Primary Education).

4. The number of courses on liberal arts was increased considerably.
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5. The teacher education programmes were designed in such a way that they largely

concurred with those in the European Union countries.

6. One of the objectives of the revised programmes was to train teachers capable of
problem solving and of teaching their learners how to learn, rather than technician

teachers.

Despite these reform efforts, the pre-service teacher education is an issue of ongoing
debate and criticism in Turkey. At the very heart of these criticisms lie issues in

relation to the quality of teacher education programmes.

One of the criticisms is concerned with the instable and unsteady policies of teacher
education. This instability thus results in inconsistent and unsystematic practices of
teacher education which in turn might hinder the development of teachers as well-

equipped and qualified professionals (Duman et al., 2005).

The knowledge base of teacher education programmes is another issue of constant
debate. More specifically, the debate revolves around the question of how relevant
the knowledge base of teacher education programmes is to the practices in real
teaching contexts. According to Cakiroglu and Cakiroglu (2003), the issues covered
and emphasised in teacher education programmes, for the most part, do not match
with the realities of schools in Turkey. They also draw attention to the results of
some research studies indicating teachers’ dissatisfaction with teacher education
programmes in terms of their inadequacy to ease the process of learning to teach and
of the irrelevancy of the courses to what they face in schools. They further their

criticisms over the content of teacher education programmes in Turkey and
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comment on the tendency to use the Western knowledge base and teacher education
traditions regardless of a myriad of situation- and culture-dependent variables that

are likely to govern and shape Turkish education system and teacher education.

The pre-service English teacher education programmes were also reconsidered and
restructured as a part of all the educational reforms mentioned in the previous lines.
Currently, there are 27 ELT departments at the education faculties of the public
universities, and 6 of the private universities. The ELT programmes aim to train

teachers of English for both primary and secondary schools.

From 1983 onwards, ELT programmes in Turkey too have considerably changed in
terms of their content. The first ELT programmes were not standardised, and each
ELT programme differed from each other in terms of its content and practices.
However, due to a growing concern for the imbalanced distribution of the
coursework in the curriculum (There was not much emphasis on language teaching
methodologies and teaching practice.), the lack of collaboration between the
faculties of education and the MINE, the extension of basic education to 8 years, and
the introduction of foreign language learning into the primary school curriculum, the
ELT programmes were restructured and redesigned in 1997 (Simsek and Yildirim,
2001). Some new courses were added to the curriculum such as research skills,
teaching English to young learners, Methods in ELT, language acquisition, and so
on. The given courses were then introduced earlier into the programme (In the
previous curriculum, ELT-specific courses were introduced in the third year of the
ELT programme). The amount of teaching practice was also increased as well as

the total course credits.
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Another revision in the ELT programmes took place at the end of 2007. Some
additional modifications were made in the programmes in terms of their content and
total credit hours. These were not very radical changes; however, there seems to be
a considerable amount of time to see how the latest programme will function and
whether it is capable of addressing the needs of the prospective teachers and the
current education system (See Appendix XVI for the redesigned ELT programmes

in 1997 and 2007).

Nevertheless, teacher education programmes have always met with criticisms as to
the way they prepare prospective teachers. Of particular concern in these criticisms
is that teacher education programmes do not adequately prepare student teachers for
a number of complexities and tensions of classroom life (Crandhall, 2000; Farrell,

2006; Johnson, 1996; Loughran et al., 2001).

Similar criticisms are made against foreign language teacher education programmes.
As Johnson (1996) acknowledges, ‘L2 teacher education programmes are often
criticised for presenting particular kinds of knowledge in ways that do not resemble
how teachers actually use their knowledge in real classrooms (p.765).” She also
adds that theoretical knowledge is what is mostly emphasised in L2 teacher
education programmes and that particularly novice teachers experience difficulties
in putting this knowledge into practice and thus dealing with problems that might
occur in their classrooms. She goes on pointing out that theoretical knowledge
imposed upon trainees, in fact, has little to do with these problems which are the
manifestations of authentic, real life situations caused by an intricate web of social,

cultural, and economical factors.
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Johnson seems not to be alone in her insight. Crandhall (2000) draws attention to a
similar drawback of language teacher education programmes and states that there
are considerable doubts over whether language teacher education programmes are

able to prepare teachers adequately for the realities of the classroom.

These criticisms bring about an important question to ask: To what extent-and how-
can teacher education programmes duplicate the realities and problems of daily
classroom practices? According to Veenman (1984), this is not much plausible. As
he asserts, ‘It is unjustified to think that teacher education could anticipate all the
future problematic situations of beginning teachers, not to say stimulate these
situations.” (p. 167). Loughran et al. (2001, p.17) raise a similar point and say that,
‘...this is one of the dilemmas of teacher preparation. Issues and likely concerns are
able to be highlighted but not fully addressed as teacher preparation cannot

duplicate the reality of the actual world of beginning teaching.’

It may be true that it is not always fair to put the blame on teacher education
programmes whenever and wherever new teachers are challenged by daily problems
and dilemmas of the teaching profession. Presumably, what teacher education
programmes can do is to involve pre-service teachers as much as possible in
contexts and situations similar to real teaching contexts and to situations in which
they may find themselves when they become full-teachers. This may be achieved
by varying student teachers’ field teaching experiences and by engaging them in

analyses of problematic classroom situations.
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Whilst all the above are the important issues in pre-service teacher education, what
about the in-service education and training (INSET) in Turkey? In what follows,

this question will be tackled with.

IL 2. 2. In-service language teacher education

Before moving on to issues regarding in-service language teacher
education in Turkey, let us focus on a brief history of INSET and INSET practices

in general.

‘The Bureau of On-the-job Teacher Training’, established in 1960, was the first
institution to provide teachers of all levels (pre-school, primary, and secondary) with
in-service education. In 1975, this bureau was extended and replaced by ‘The
Department of In-Service Training’ due to an increasing demand for in-service
education and the inadequacy of the bureau to meet these demands. Since then, the
given department is in charge of all the issues relating to in-service training of all
teachers and is supervised by the MNE. In addition, in 1993, the provincial

administrations were allowed to provide in-service teacher education activities.

The major task of the Department of In-service Training is to train nearly 700.000
teachers and other staff working in the central and provincial organisations of
education all over Turkey (MEB, 2007). More specifically, the department aims to:
¢ induct novice teachers into the teaching profession,
e provide a common ground for the perception and interpretation of the aims

and the principles of the Turkish National Education,
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e compensate for the possible deficiencies of pre-service teacher training and
thus to contribute to the development of teachers in terms of their
professional competencies,

e empower teachers with knowledge and skills as required by the innovations
and developments in the field of education,

e develop teachers’ understanding of professional competence and take the
best advantage of it,

e increase teachers’ self-confidence and motivation,

e carry out complementary training to enable horizontal and upper transfers of
those who have taken different trainings,

¢ make sense of the Turkish National Education policy as a whole,

e cnable coherence in implementing the basic principles and techniques of
education,

e support the development of the education system.

In order to achieve the above aims, the Department of In-Service Training prepares
and implements annual in-service training plans centrally (and Provincial
Directorates of National Education locally) and carries out the following activities:

¢ Pedagogical formation training

® Promotion training for those to be assigned to higher positions

e Teaching orientation programmes for novice teachers

e Computer training programmes

¢ Training of formator teachers

e Foreign language learning programmes for teachers
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e Central and local courses and seminars for teaching and administrative staff

¢ International affairs and foreign in-service training activities

e Graduate programmes on public administration

e Carrying out projects supported by the World Bank and the European Union

e TODAIE (Public Administration Institute for Turkey and the Middle East)
graduate programme on Education Management

¢ Training programmes for those with hearing and mental disabilities

¢ Exchange training programmes

Moreover, in-service training is compulsory for all teachers, school administrators,

and the other MNE staff.

However, it seems that INSET in Turkey is not without its problems. One of these
problems is the way INSET is conceived and hence implemented. It appears that in-
service training of teachers is construed as a one-time practice rather than a life-long
and never-ending process of professional learning and development and is
implemented inconsistently and unsystematically. In a similar vein, Daloglu (2004)
raises criticisms against INSET practices and states that, ‘In Turkey, the common
understanding and practices of in-service teacher development is a series of
topically unrelated workshops over the course of an academic year. While attending
such events is compulsory for teachers in some schools, it is optional in others...’

(p. 677)
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Another problem in INSET programmes is concerned with the quantity of the
activities provided by the Department of Teacher Training. The programmes are
often criticised on the grounds that a small amount of teachers are able to access to
the INSET activities and that this access remains to be limited. As Yalin (2001)
points out, more than 500.000 personnel, including teachers, work at the central and
local institutions of the MNE and only 100.000 of them are provided with in-service
training. He concludes that, this being the case, the INSET activities are

undoubtedly inadequate in terms of their quantity.

As with the problem of quantity in INSET, the quality of the INSET programmes is
another issue of sustained criticism. One of the criticisms raised against the quality
of the INSET in Turkey is concerned with its efficiency, that is, whether or not it
successfully contributes to fruitful teacher learning experiences. Unal’s study
(2001) seems to be note-worthy and indicates that INSET programmes might not
achieve a change in teachers’ knowledge and practices. In his study, Unal aimed to
delve into a group of teachers’ views of INSET programmes. What the teachers
reported was that the INSET activities did not much contribute to their knowledge
of the subject matter that they were teaching, their familiarisation with the

educational technology, and learner success and achievement in their classes.

Another criticism in relation to INSET programmes is that teachers, as those who
are one of the key interlocutors in INSET processes, do not have any role in
planning objectives and practices of these processes. In other words, no needs

analyses are carried out in planning INSET activities. Various departments of the
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MNE initiate the INSET programmes in an ‘a priori’ and top-down manner. This is
the most common practice in Turkey to launch any INSET activity. Within such a
picture then, it seems to be inevitable that the planned activities do not address
teachers’ immediate needs and interests, as also evidenced by Yalin’s study (2001).
In his study, Yalin aimed to reveal a group of teachers’ and school administrators’
perspectives of 15 different INSET activities. According to what nearly half of the
teachers reported, the activities that they were involved in did not correspond to
their needs and interests. Some of the teachers and administrators also noted that
they were never asked whether the content of the activities matched with their
immediate needs. Nonetheless, in order for INSET activities to lead to more fruitful
teacher learning experiences, they need to address teachers’ immediate needs and
interests. Daloglu’s study (2004) provides support for this view. In this study, an
in-service professional development programme was designed in response to the
needs of English language teachers at a private primary school in Ankara, Turkey.
The programme aimed to establish a materials bank and thus to improve the quality
of teaching materials, which was identified as a need both by the teachers and their
learners. What the study suggested was that INSET programmes and activities
might result in greater benefit for teacher development if they were nested in
teachers’ and learners’ immediate needs and if teachers were actively involved in

the design of such programmes and activities.

With regard to in-service language teacher education in Turkey, EFL teachers’

opportunities seem to be limited. A look at 2007 annual programme of the INSET

activities (MEB, 2007) indicates that only a small amount of the INSET activities

25



are ELT-specific, which are mainly about ELT methodology. There are also some
other activities that are available to EFL teachers. They are not ELT-specific, but
cover general issues of education such as teaching methods and techniques, material
design, assessment and evaluation, classroom management, school-based

professional development, problem-solving techniques, and so on.

As mentioned in the previous lines, the training of novice teachers is one of the
important INSET activities carried out by the Department of In-service Training. In

the following section, this issue will be explained in detail.

IL 2. 2. 1. Training of novice teachers as an INSET practice

Training of novice teachers on a regular and systematic basis is
relatively a new phenomenon in Turkey. It was in 1995 when a one-year
programme of in-service training (which may be called as the ‘teaching orientation

programme’) for novice teachers was put into practice.

The purpose of the programme is mainly to induct novice teachers into the
profession of teaching and thus to help them grow as autonomous and real

practitioners. All the teaching orientation activities are carried out by the MNE.

All throughout their first year of teaching, novice teachers are in a teaching

orientation status. Being assigned to their work places, they start teaching and

receive their teaching orientation training at the same time. At the end of the
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training programme, they are tested on a wide range of issues in which they are
trained, and those who succeed in the exams are no longer in their teaching

orientation status and become permanent teachers.

The programme consists of three successive components: the basic education,
preparatory education, and practical education. The basic education lasts
approximately 60 teaching hours and covers issues in relation to the rules and
regulations of civil services. Novice teachers are provided with the following

courses in this component of the programme:

e Atatiirk’s Principles

¢ History of Turkish Revolution I

e Turkish Civil Law

® Main Principles in Turkish Law

¢ Rights and Responsibilities

¢ Fundamental Institutions of the Turkish Republic
¢ The Executive

¢ Governmental Structure

e Laws of Civil Services

® Procedures in Formal Correspondences and Filing
¢ Protection of the Governmental Goods and Economic Measures
e Public Relations

¢ Confidentiality and its significance

¢ National Security
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o Communication

e Turkish Grammar

The basic education is immediately followed by the preparatory education in which
novice teachers take courses on the organisation of the MNE, organisations of
schools, school rules, and regulations, and responsibilities of a teacher. The

preparatory education lasts 120 teaching hours.

The practical education offers novice teachers with a 220-hour teaching programme.
In this part of their education, novice teachers are required to practice teaching at
schools which they are appointed to. School administrators and mentors are those
who are in charge of training novice teachers at schools. Mentor teachers are
assigned and selected by the school administration among experienced and
successful teachers. They guide and support novice all throughout their teaching
orientation training. The mentor and the novice teacher are to be in the same subject

matter.

The mentor teacher is required to prepare a training programme for the novice
teacher which also needs to be approved by the department of the relevant subject
matter and the school administration. The aim of this programme is to help the
novice teacher get a comprehensive view of how to plan lessons on a daily and
yearly basis. The mentor teacher also guides and evaluates novice teachers, and
prepares reports of their development to be presented to the school administration.
At the end of the programme, novice teachers are evaluated out of 100 in terms of

their general teacher qualities, discipline, diligence, cooperativeness,
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trustworthiness, and knowledge of subject matter. The school administration also

has a key role in the training of the novice teacher.

Although these are the required processes and practices in mentoring novice
teachers, the reality seems to be quite different. In most of the schools within the
context of the present study, novice teachers are generally left to their own devices
with little or no support from their mentors due to either shortage of teachers at
schools or teachers’ heavy teaching schedules, or both. It is also a common practice
that novice teachers are assigned mentors whose subject matters are different from
theirs. The resulting picture is thus-inevitably-novice teachers trying to learn how to
teach by ‘ordeal by fire’. The picture seems to get more complicated with the lack
of support and guidance by school administrators. Akbaba (2002) touches upon a
similar issue and states that support and guidance provided by school administrators
are inadequate to help novice teachers develop as effective practitioners and are
rather inspection-oriented. Sahan (2002) raises further criticisms against
professional support structures that are available to novice teachers and points to the
inadequacy of them in providing novice teachers with fruitful learning experiences.
She maintains that novice teachers are deprived of professional support and

guidance and have difficulty in accessing to their experienced colleagues.

Recently, a new component has also been included in teaching orientation
programmes: ‘Seminars to orient novice teachers to their teaching contexts’. More
specifically, these seminars aim to help novice teachers get to know the social and
cultural structure of their teaching contexts, establish, and maintain rapport with

people around them.
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II. 3. Research on novice teachers’ difficulties and needs in their initial

years of teaching: Insights from the field of education

There is a great deal of research in the field of education on novice teachers’
entry into teaching, more specifically on novice teachers’ experiences of initial years
of teaching. Although these studies deal with novice teachers’ general experiences
of initial years of teaching and although, at first glimpse, they might somehow seem
to be irrelevant to the reader for the purposes of the present study, they appear to
illuminate our understanding on novice teachers’ difficulties and needs in their first
years of teaching. Thus, these studies (despite the fact that they do not specifically

deal with these given issues) were also included in this part.

Bullough’s case study (1989) was one of those studies that attempted to explore
novice teachers’ experiences of initial years of teaching. In his case study, he
followed Kerrie, a beginning teacher, throughout two-school years and sought to
understand her experiences as a beginning teacher. Kerrie was a first-year teacher.
She was 29 years old. She was a graduate of secondary teacher education
programme. Upon graduation, she was assigned to a secondary school in Salt Lake
City, Utah, the U.S.A. and was in charge of seventh-grade classes. She was teaching
English, social studies, and reading. Bullough collected his data by means of
interviews and weekly observations followed by reflective interviews to elicit
Kerrie’s views of her own practices as a teacher. He also interviewed the school
principal and four randomly selected learners from Kerrie’s classes to make better

sense of classroom events and how Kerrie was perceived by the learners. The
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analysis pointed to the existence of a myriad of difficulties in Kerrie’s first years of
teaching. One of these difficulties was concerned with classroom discipline which
seemed to be the most perplexing issue for Kerrie. As she noted, she felt startled by
the presence of learners who were highly different from what she experienced before
in her practicum. It was highly difficult for her to get some of her learners on-task
and thus to establish classroom control. Motivating learners was another issue that
challenged her. According to what she noted, there were a significant number of
learners for whom school meant little or nothing. Dealing with individual learner
differences, particularly how to deal with low-ability learners, assessing learner work
(She was particularly concerned about fairness when assessing learner work), and
developing relationships with parents were other difficulties that persisted all
throughout the study. While Kerrie was struggling with those difficulties, she
unfortunately did not have anybody around to count on. Lack of support from her
colleagues and her mentor teacher were some other issues that worried her. She was
also worried about the teacher evaluation system, because she seemed to feel that she

did not get any benefit from the evaluations made by the school principals.

Calderhead and Shorrock (1997) also carried out a case study in which they tracked
the development of a group of student teachers into their initial years of teaching.
The aims of the study were to understand how student teachers think about teaching,
learning, subject matter, themselves and the process of becoming a teacher before the
start of their training courses, to track the changes in the students teachers’ thinking,
to identify what features might facilitate or impede their development, and to

understand how a study of these changes may help understand the processes of
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professional development. The participants were a sample of 20 student primary
teachers from two different training courses at the same institution which was a
college of higher education in the south-west of England. One of the courses was a
conventional year long post-graduate education (PGCE) course in primary education,
preparing class teachers for the 4-11 age range. The other was a two-year articled
teacher course, preparing the student teachers for teaching the 4-11 age range and
involving 80 percent of course time being spent in schools. The PCGE students
were followed through into the first year of their school-based course, whereas the
articled teachers through the full two years. All of the participants were graduates
with first degrees in such subjects as arts, languages, sciences, humanities, home
economics, and psychology. Semi-structured interviews were the primary tool of
data collection, supplemented with a questionnaire and a rating scale at the end of
the first year. Stimulated recall interviews were also held with the student teachers’
pupils and mentors. What the results revealed was that both the PGCE students and
the articled teachers, when they became full teachers, were coping with a number of
difficulties such as planning their work, getting to know the children, little mentor
support, high levels of stress, and so on. They reported to be living with teaching 24

hours a day and to be spending lots of time in preparation and record keeping.

Lang’s study (1999) was one of the other research studies which aimed to investigate
the experiences of novice teachers in their initial years of teaching. In particular, she
aimed to identify the points in initial years of teaching at which the beginning
teachers felt they got beyond the survival stage, the things that helped them survive

and the issues that they felt they needed to learn in their pre-service teacher
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education programmes. The participants of the study were seven primary school
teachers in New Zealand. They all graduated from teacher education programmes
and were in their first year of teaching. A survey was used to collect data, consisting
of three open-ended questions. Except one of the seven teachers, all reported that
things began getting easier for them in the second half of the school year, but they
were also found to have been coping with a range of difficulties such as health
problems, learners with behaviour problems, long hours of work, low levels of
energy, and so on. Among the most commonly mentioned factors that helped these
teachers survive their first year of teaching were collaborative instructional planning,
support from their mentor teachers, keeping up to date with planning, marking and
administrative tasks. The teachers also mentioned a range of areas that they would
have liked to be covered in their teacher education programmes. These can be listed
as follows: better reading/language training; realistic time-management; how to deal
with learners with behaviour problems; more practical teaching experience; creative
use of classroom activities; more curriculum ideas; practical ideas, activities,
materials to be used in the first days at school; ideas for how to deal with learner
parents, how to set up classes effectively, how to deal with the curriculum; long-term
instructional planning; how to deal with intelligent learners, and teaching oral

language.

Similarly, Goddard and Foster (2001) centred attention on one of the important
aspects of beginning teaching: the phenomenon of beginning teachers leaving the
profession. More specifically, they attempted to investigate beginning teaching

experiences from the perspective of the beginning teachers themselves. They also
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aimed to understand whether beginning teachers consider their teacher education
programmes to be adequate preparation for the realities of teaching. In order to
address these issues, a collective case study design was adopted. This allowed the
researchers to focus on contextual realities of the schools and on multiple realities as
represented by idiosyncratic experiences of the research participants. The study was
carried out in Canada. Nine beginning teachers participated in the study. All were
in their first five years of practice and were graduates of teacher education
programmes. Five of the teachers were teaching at the elementary school level,
whereas the four others in the high school. Data were collected by means of
interviews, as well as of relevant government, school, and school district documents.
The interviews were conducted face-to-face or via e-mail and were semi-structured.
They were all transcribed and returned to each interviewee for member check before
the data analysis. Data were then sought for emergent themes and categories. The
analysis revealed that the neophyte teachers, as called in the study, tended to move
through six themes or phases as they develop as teachers. These were as follows:
The existence of a significant other affecting the neophyte teachers’ future practices
(such as experienced colleagues, school administrators), approaching the gate of the
profession, identifying the challenges of the profession, recognising the imbalance
between professional and personal life and feelings of unpreparedness for classroom
teaching, a period of disillusionment and blaming the teacher education programmes
about their inadequacies to prepare them for the realities of teaching. Along with
these findings, the study revealed information as to the challenges that the neophyte
teachers experienced. These were classroom discipline, motivating learners, dealing

with individual learner differences, assessing learner work, relationships with
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parents, the organisation of class work, inadequate teaching materials, and dealing

with the problems of individual learners.

Like Goddard and Foster, in her study, Manuel (2003) dealt with retention and
attrition of early career teachers in Australia. Her study was a part of larger research
which aimed to track a small group of beginning teachers (N=6) through the first five
years of their teaching career. The teachers began teaching in ‘hard-to-staff” schools.
They were all graduates of teacher education programmes. Data were obtained by
means of interviews, journals kept by the teachers, and questionnaires. The analysis
seemed to indicate that the teachers suffered mainly from disorganised
administration, poor classroom management, learner indiscipline, violence from
learners, lack of formal or informal collegial support, the absence of formal
induction procedures at system, school, or subject department level, disillusionment

with the system, sheer workload, high level of stress and thus health problems.

McCormack and Thomas (2003) reached similar findings in their study of beginning
teachers in Australia. The study sought to understand the induction experiences of a
sample of beginning teachers in terms of the teaching processes and the school
socialisation aspects. The participants (N=248) were graduates of primary,
secondary and early childhood education. The participants were teaching in primary
and secondary schools varying in size, ethnicity, and location (city and rural
schools). Data were collected via questionnaires and focus-group semi-structured
interviews which sought information on the format and the perceived value of the

induction programmes, levels of teaching satisfaction, concerns in relation to
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survival, tensions and conflicts experienced and professional support provided. The
questionnaire data were analysed by SPSS. Data from the interviews and the open-
ended section of the questionnaires were sought for common themes across the
groups. The participants’ responses to the questionnaire revealed that the most
common form of induction encountered was informal collegial support, followed by
induction by the school administration. Formal link to a mentor and attendance to
formal induction sessions appeared to be forms of professional support encountered
by a small group of teachers. When asked to evaluate the induction support, the
teachers ranked it in the moderate range, and informal collegial support was the most
highly valued form of support. With regard to the levels of satisfaction, the teachers
provided with support by their colleagues and school administration reported very
high to high levels of satisfaction, whereas those complaining over lack of support in
the areas of programming and dealing with learners’ individual needs perceived
moderate to very low levels of satisfaction. The study also provided insights into the
issues which seemed to challenge and discourage the beginning teachers. In relation
to teaching, the most commonly mentioned areas were concerned with classroom
management. The teachers complained mostly over disruptive learner behaviour and
inconsistent school management procedures to cope with this challenge. This lack of
support with management seemed to lead to feelings of isolation on the part of the
teachers. There were also some other challenges associated with teaching processes.
These were the poor literacy and numeracy skills of learners, lack of resources to
promote student learning, having to teach unfamiliar content outside specialisation,
no relief for training and development, programming to meet all learners’ needs, lack

of support from parents or dealing with parents, large amount of paperwork required
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due to possible litigation. At the level of school socialisation process, such concerns
were expressed: lack of support from principals and school executive, lack of formal
supervision, unclear school expectations for attainment of their teaching
certification, teaching positions in isolated country areas, being given lower or more
difficult classes, negative attitude and work ethics from older long-term staff, lack of
communication between staff, faculties and school executive, negative public
perception of teachers, lack of support from executive to try new things and teaching

styles, dealing with school politics and staff room power struggles.

Though few, there are also studies in the field of education which specifically focus
on novice teachers’ needs of support and difficulties, being one of the important

aspects of initial-year teaching experiences.

One of the most comprehensive research studies on the difficulties of initial years of
teaching was carried out by Veenman (1984). He analysed 83 international
empirical studies conducted from 1960 to the present. Of these eighty-three studies,
55 were from the United States, 7 from West Germany, 6 from the United Kingdom,
5 from the Netherlands, 4 form Australia, 2 from Canada, 2 from Austria, 1 from
Switzerland, and one from Finland. Most of these studies employed questionnaires
which were mostly in the form of rating scales. A few of the studies also used
interviews to enrich the data from the questionnaires. In order to identify the most
serious problems experienced by beginning elementary and secondary teachers,
Veenman made a list of areas of difficulty most frequently reported in the 83

studies. Selecting the 15 most serious difficulties mentioned in these studies, he
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classified and rank ordered them according to their importance. The difficulties
reported by beginning teachers were as follows: classroom discipline, motivating
students, dealing with individual differences, assessing students' work, relations
with parents, organisation of class work, insufficient materials and supplies, dealing
with problems of individual students, heavy teaching load resulting in insufficient
preparation time, relations with colleagues, planning of lessons and school days,
effective use of different teaching methods, awareness of school policies and rules,
determining learning level of students, knowledge of subject matter, burden of
clerical work, relations with principals/administrators, inadequate school equipment,
dealing with slow learners, dealing with students of different cultures and deprived
backgrounds, effective use of textbooks and curriculum guides, lack of spare time,

inadequate guidance and support, large class size.

In her study, Wong Yuen-Fun (1999) focussed both on novice teachers’ difficulties
and needs of support. The purpose of her study was to gain an in-depth
understanding of beginning teachers’ concerns and problems, to identify existing
assistance and support strategies that were available to them, to gather their
perspectives on possible solutions to their concerns, and to understand whether
induction activities were meeting their instructional and personal needs. To this
end, a two-phase study was designed. In the first phase of the study, beginning
teachers’ concerns and problems were investigated by means of questionnaires and
interviews. The participants of the study were 120 teachers at primary and
secondary schools in Singapore. In the second phase of the study, a survey, The

Beginning Teacher Induction Questionnaire, was administered to 207 first-year
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beginning teachers. This phase of the study produced both quantitative and
qualitative data and revealed problems of beginning teaching similar to those
identified by Veenman (1984). According to the results, the commonly cited
problems of the beginning teachers were: classroom discipline, motivating
unmotivated students, dealing with learner differences, work overload,
administrative paperwork, pressures to fulfil high performance requirements, role
complexity, lack of opportunities for independent decision-making, lack of access to
role models, the inadequacy of support and feedback from their superiors in terms of
their abilities, accomplishments, and their growth as teachers. In terms of the
solutions to their difficulties, they mentioned five categories of support that might
alleviate their concerns. These were personal support (i.e. well-structured
mentoring schemes, collegial support, leadership that is more accepting, supportive,
and assertive), workload assignment support (that is, concessions in workload, on-
going professional development, feedback and evaluation (i.e. more time, empathy
and allowance for mistakes, more autonomy and transparency in the teacher
evaluation), and teachers’ network support. The beginning teachers also mentioned
what else their teacher education programmes could have done to better prepare
them for a smooth transition into teaching. What they suggested was more guidance
on how to translate theory into practice, more focus on real world of teaching, an
extended period of practicum, and content between the faculty, practitioners and
beginning teachers. In relation to the forms of professional support available to the
beginning teachers, formal sharing experiences ranked the highest. This was
immediately followed by observations by Principals and Heads of Department.

Information on teacher roles and responsibilities, concessions in workload and fewer
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outside classroom responsibilities were the least experienced forms of support. The
beginning teachers were also asked to rate the usefulness of various forms of
professional support. Concessions in workload and the allocation of fewer tasks

were the most highly valued forms of assistance.

Likewise, Meister and Melnick’s study (2003) seemed to generate important
information as to the novice teachers’ challenges and needs in their initial years of
teaching. More specifically, it aimed to identify first and second year teachers’
concerns in such areas as classroom management, time management, communication
with parents, and academic preparation. A total of 273 novice teachers participated
in the study. The teachers were teaching either in rural, suburban or urban school
districts. Sixty percent of the sample were elementary teachers, 13% were middle
school teachers, and 27% high school. Survey research methodology was used in the
study. The participants were asked to respond to the Internet survey both with close-
and open-ended items. The results appeared to reveal that novice teachers were in
need of direct experience in schools and continued support in such areas as
classroom discipline, time management, and communication skills. Also, although
these areas were focused on their teacher education programmes, most of the novice
teachers also tended to feel less confident of their knowledge and skills when they
entered into the profession. Time-management seemed to be another area in which
most of the novice teachers were experiencing difficulty. Most of the teachers in the
study reported that they were sometimes overwhelmed by the workload.
Relationships with parents were another problematic issue for the novice teachers in

that most of them did not regularly communicate with parents, as they reported.
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Finally, some of the teachers tended to think that their student teaching experiences
did not prepare them well for their first years of teaching and that there needed to be
more content-based courses and more emphasis on how to use multiple assessment

methods.

A more recent study of novice teachers’ difficulties in the field of education was
conducted by Toren and Iliyan (2008). In their study, they sought to identify the
problems of beginning teachers in Arab schools in Israel. One hundred and seventy-
two beginning Arab teachers were the participants of the study. They were teaching
at secondary schools and were from a variety of subject matters such as languages,
science, early childhood education, and special education. These teachers were
either the graduates of Arab and Jewish teacher education institutes or trying to
receive teacher certification. At the time of the study, they were participating in an
internship programme. Five mentor teachers from the internship programme and
five advisors of the beginning teachers also took part in the study. The research
instruments included an open-ended questionnaire and semi-structured interviews
held with the beginning teachers, mentors, and advisors. Data were analysed by
means of content analysis, and chi-square test was used to examine the differences in
the reported difficulties across areas of subject matter. Although the study brought
up a variety of complex cultural issues as influential in the beginning teachers’
challenges in the Arab schools in Israel, it seemed that the reported difficulties were
similar to those found in the previous studies of beginning teachers’ problems. What
the results revealed was that the beginning teachers’ problems revolved around four

major issues, which were didactic and disciplinary knowledge, the school culture and
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the organisational climate of the school, teaching load, and dealing with individual
differences in the classroom. The problems reported by the beginning teachers in
relation to didactic and disciplinary knowledge were student evaluation, providing
classroom discipline, use of teaching strategies, and the preparation of instructional
materials. Dealing with pupils, parents, governmental systems and older colleagues
were the problems articulated by the beginning teachers with regard to the school
culture and the organisational climate of the school. Excessive amount of time and
effort needed for preparing learning materials, lesson plans, checking tests, and
completing paperwork were the problems specific to work load. Dealing with
individual learner differences in the classroom was the other area of challenge for the

beginning teachers.

An overall look into the results of the research studies mentioned above seem to
indicate that novice teachers face with a number of difficulties in relation to
classroom management (particularly in relation to classroom discipline, dealing with
individual learner differences, planning their work, etc.) and various forms of
professional support and guidance such as administrative, collegial or mentor

support.

Having reviewed the relevant research in the field of education, let us now shift the

focus to the studies conducted in the field of ELT to explore novice EFL teachers’

entry into teaching.
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II. 4. Research on novice EFL teachers’ difficulties and needs in their initial

years of teaching: Insights from the field of ELT

As mentioned in the previous lines, novice teachers’ initial years of teaching
experiences have attracted considerable attention in the field of education. Though
few, there seems to be attempts in the field of ELT to investigate novice EFL
teachers’ entry into teaching. Numrich’s study (1996) was one of these earliest
attempts to investigate novice EFL teachers’ first year teaching experiences. In her
study, she attempted to identify the various experiences of novice EFL teachers in
their first semester of teaching. The participants of the study were 26 novice ESL
teachers attending a master’s degree programme in Teaching English to Speakers of
Other Languages (TESOL henceforth) in the U.S. and had less than 6 months of
teaching experience. They were all the native speaking teachers. As a requirement
of the programme, the novice teachers were taking a two-section practicum course
in which, in pairs, they were to teach their own classes of adult learners in a
community English programme for 4 hours a week. Data were gathered by means
of personal language learning histories and 20 diary entries written by each teacher
throughout their 10-week practicum course. The analysis of data revealed that, the
teachers, rather than their learners’ needs or learning, were preoccupied with their
own teaching experiences. Most of their concerns revolved around such issues as
‘making the classroom a safe, comfortable environment’, ‘controlling when students
talk’, ‘being creative and varied in teaching’, ‘experiencing teaching individually’,
‘clarifying the value of a textbook’. The teachers’ own L2 learning experiences

seemed to be influential on their teaching practices, also. As they noted in their
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diaries and personal language learning histories, the novice teachers tried to carry
over to their teaching such positive learning experiences as ‘integrating culture into
language classes’ and ‘giving students a need to communicate’, whereas they
rejected ‘error correction’ and ‘grammar teaching’. Unexpected discoveries about
effective teaching were another theme that emerged in the data. The most
frequently mentioned unexpected discoveries were ‘Positive learning takes place
outside the classroom’ and ‘Students want error correction on pronunciation and
grammar’. The novice teachers also appeared to feel frustrated about a few issues in
teaching. These were ‘managing class time’, ‘giving clear instructions’, ‘responding
to students’ various needs’, ‘teaching grammar effectively’, assessing students’

learning’, and ‘focusing on students rather than on self’.

Like that of Numrich, Richards and Pennington (1998) aimed to unravel novice ESL
teachers' experiences in their first year of teaching. More specifically, in their study,
they set off to understand how five novice ESL teachers in Hong Kong secondary
schools survived in their first year of teaching, the types of adjustments that they
had to make in order to deal with the difficulties, and the extent to which they were
able to draw on the knowledge that they had been offered in their teacher
preparation programme. The study was carried out in Hong Kong secondary
schools. The participants of the study were 5 ESL teachers in their first year of
teaching. They all completed a three-year full-time undergraduate degree (the BA
TESL) entirely taught in English and had been assigned as full-time teachers. Data
were collected by means of a belief-system-questionnaire, a first year teacher

questionnaire administered at the beginning and end of the study, biweekly
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reflection sheets completed by each teacher, classroom observations, and the
monthly meetings with the teachers. The results seemed to indicate that the
teachers, due to a concern for establishing their classroom roles and authority and
covering the syllabus efficiently and thoroughly, tended to give up many of the
principles and practices considered to be central to language teaching and learning.
More specifically, they shifted their focus away from the principles and practices of
communicative language teaching to a view of language as the learning of content,
with an emphasis on vocabulary and grammar. They also seemed to adopt a
teacher-centred approach in which the learner participation and initiation was
restricted. The study generated important information as to the difficulties
experienced by these novice EFL teachers as well. These were the heavy teaching
and non-teaching workload, large class sizes, the students' low English proficiency

and general lack of discipline.

Farrell (2003) focused on one important aspect of initial years of teaching
experiences, that of mentorship and attempted to identify the challenges that might
obscure mentorship and novice teachers’ socialisation experiences.  More
specifically, he dealt with the influence of collegial support that one beginning EFL
teacher experienced in his first year of teaching. The study was conducted at a
neighbourhood secondary school in Singapore. The teacher, Wee Jin (a
pseudonym) had a BA degree in English language and was attending a 1-year
programme, the Post-Graduate Diploma in Education, in order to be assigned as
secondary school teacher. This programme offered students a 10-month training in

which they took teaching practice and theory classes. The study took an
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interpretative approach to the research issues under scrutiny and sought to unravel a
teacher’s experiences of first year of teaching from the stance of the individual
teacher. It thus used qualitative methodologies rather than those of quantitative.
Data were collected by means of field notes and written-up log, 6 hours of
classroom observation and post-observation conferences, semi-structured interviews
with the teacher and the school principal, and diary entries regularly written by the
beginning teacher. The analysis of data revealed important information in relation
to the reality shock that Wee Jin experienced as a beginning EFL teacher, the
support that he got from his colleagues and the school administration, and the
phases that he went through in his first year of teaching. Wee Jin’s first reality
shock was concerned with his teaching load which increased considerably when he
began teaching. He also had many other outside-class responsibilities such as
counselling students under his care and preparing extra curricular activities. Heavy
teaching load and these extra responsibilities led him to feel tired and overwhelmed.
In addition, he had trouble in marking examination papers and teaching lower
proficiency students. It appeared to pose a great problem for him to write exam
papers for levels that he was not teaching and to grade papers of other school
subjects. The resulting picture was that he had to read and grade a heap of exam
papers. Another difficulty for him was to deal with lower proficiency students who
had discipline problems as well. With regard to the professional support that Wee
Jin experienced, it seemed that his school exhibited a culture of individualism. In
other words, there was a lack of communication and collaboration between teachers.
As Wee Jin noted, he did not have any opportunities for peer observation and there

were cliques at his school. This appeared to make it hard for him and the other
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novice teachers to adjust in their first year. Although he did not receive adequate
support from his colleagues, he got positive support from the school administration.
The positive support from the school administration was the only form of mentoring
that he experienced. Although he was assigned to a formal mentor, he could not
receive adequate support and guidance from him. He saw his mentor only once
during his first year. In light of all this information, the researcher concluded that
there are two important agents playing a role in the successful socialisation of
language teachers: the school where the teacher begins teaching and the novice
teacher him/herself. He argued that the collaboration of these two agents might
ensure a supportive professional context for novice teachers to develop successfully

in their initial years of teaching.

In another study, Farrell (2006) further elaborated on Wee Jin’s experiences and
identified the challenges that he faced in his first years of teaching and his responses
to these challenges. The study took an interpretative approach to data collection and
analysis and used qualitative methodologies. Data were collected by means of the
researcher’s field notes and written-up log, classroom observations and post-
observation conferences, semi-structured interviews with Wee Jin and the school
principal, diary entries regularly written by the teacher and regular e-mail messages.
Data were analysed inductively, and the emergent themes and patterns were formed
by means of analytic induction. The context of the study was a Singaporean
neighbourhood secondary school. Wee Jin, at the time of the study, was attending a
one-year post graduate diploma programme to be certified as a secondary school

teacher. The analysis of data revealed that Wee Jin faced a number of difficulties
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during his first year as a teacher. One of his major difficulties was the clash
between how he was expected to teach in contrast to how he would like to teach.
According to Wee Jin, it was the learner-centred approach that would best facilitate
student learning. However, when he began to teach, he realised how it would be
difficult to take this approach, because it was the teacher-centred approach
prevailing at his school where learner-centred approaches were associated with bad
teaching, more specifically, with the teacher’s inadequacy of classroom
management skills. As he also noted, this teacher-centred approach was in conflict
with what he had learned in the teacher education programme. Although these
conflicts seemed to remain unresolved at the end of his first year, he tried hard to
reconcile learner-centred and teacher-centred approaches, and, as he noted, he
incorporated learner-centred activities into his classes whenever he could, and he
shaped his practices according to his learners’ perceptions of a good English lesson.
Another major challenge that Wee Jin faced with was the course content to be
covered in English classes. The problem seemed to arise from the conflict between
what he wanted to teach in his classes and what the head of the department required
him to teach. To be more specific, he was experiencing a dilemma as to how to find
a balance between what he believed his learners needed in educational content and
the department’s syllabus. This seemed to lead to another complication for Wee Jin,
however. As he mentioned in his diary, the inflexibility of the syllabus limited his
opportunities for trying out new teaching ideas in his classes. In order to resolve
these tensions, Wee Jin decided to listen to his learners’ needs and did not give up
bringing in extra materials to supplement the course books. A third major difficulty

that Wee Jin experienced was dealt with the professional relationships that he
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formed with his colleagues and the school administration. As he wrote in his diary,
the school where he was teaching exhibited a culture of individualism, and he was
left alone throughout the year. He also mentioned that he was having greater
difficulty in understanding the general culture of the school and the English
Department. The tensions in relation to his professional relationships appeared to
remain unresolved throughout his first year, presumably due to his unwillingness for

seeking help or the culture of individualism existing in the school.

Watkins (2007) centred attention on a rather different aspect in beginning EFL
teachers’ experiences. In his small-case research study, he sought to understand
how well initial teacher training programmes, such as the CELTA (Certificate in
ELT to Adults) course prepare teachers for their first years of teaching and what
things are most likely to influence their development. Eight novice teachers
participated in the study. All of them had previously completed a Cambridge
CELTA course. Interviews were held at intervals with the teachers throughout their
first twelve months of teaching. The study generated information as to the things
that shape teacher development, the areas that the teachers reported a need to
develop in order to better cope with their first year of teaching and how the CELTA
course affected their teaching. What the results seemed to reveal was that peer
observation and feedback, workshops (although few of the novice teachers
encountered with these tools of teacher development), and various books of ELT
might facilitate professional development. Most of the novice teachers also noted
that, rather than seeking help from senior teachers, they prefer to share their

thoughts and experiences with other novice teachers. They also reported to be using
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reflection as a tool for development and seemed to consider that the CELTA course
prepared them well for a cycle of planning, teaching, and reflecting. Another strand
of findings was concerned with the needs of the novice teachers. ‘Teaching young
learners’ and ‘finding the right material’ were the two areas that most of the teachers
reported a need to develop in their teaching. With regard to the influence of the
CELTA course, all of the novice teachers tended to think that the general
methodology they used remained the same. Moreover, it seemed that there was not

much evidence of trying out new techniques following the CELTA course.

The only study of novice EFL teachers within the context of the present study was
carried out by Korukc¢u (1996). In her study, she (1996) sought to identify a group
of beginning and pre-service EFL teachers’ perspectives of their problems in terms
of foreign language instruction. Ninety-five participants took part in the study.
Twenty-eight of these were beginning teachers working in Basic English
departments of eight universities in Turkey. Sixty-seven of the participants were
fourth year students at ELT departments. Data were gathered by means of
questionnaires consisting of items in relation to classroom management, teaching
skills and classroom techniques, competency in certain teaching methods, potential
areas of problems as perceived by pre-service teachers when they become real
teachers, practice teaching, and opinions on induction programmes. Data were
analysed by means of SPSS and described in the form of means, standard
deviations, frequencies, and percentages. The analysis revealed that, when
classroom management is concerned, the beginning teachers seemed to be

experiencing difficulties in giving oral or written feedback, arranging teacher talking
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time and organising pair and group work. In relation to such areas as asking
questions, using technical equipment, arranging waiting time and motivating
students, they reported to be having less difficulty. In relation to teaching skills and
classroom techniques, the beginning teachers reported to be having difficulty in
‘teaching different sub-skills of reading, teaching learners how to make inferences
from a reading text and how to do contextual guessing, designing speaking tasks,
teaching spelling/punctuation, teaching how to link sentences in writing, finding
authentic materials to teach grammar, helping learners retain vocabulary, preparing
exams for different skills, choosing appropriate games and activities, and arranging
lesson time in advance’. When it comes to the issue of competency in certain
classroom skills and techniques, the beginning teachers seemed to have little
confidence in teaching translation and in testing. The study also generated
information as to the areas that the beginning teachers thought they were in need of
further training. The most frequently mentioned of these were as follows in
descending order: Teaching methods, classroom management, lesson planning,
motivating learners, teaching vocabulary, error correction, learning strategies,
teaching reading, material design, testing, regulations of school, teaching writing,
use of game and activities, giving feedback, giving instructions, timing, teaching

speaking, and teaching listening.

As the results of the studies mentioned above appear to indicate, novice EFL
teachers deal with a number of challenges in relation to classroom management (i.e.
classroom discipline, motivating learners, and so on), foreign language teaching and

learning (low learner proficiency of English, using teaching methods and materials,
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etc.) and professional support structures available to them (i.e. lack of

administrative, collegial and mentor support).

In light of all the information gleaning from the research studies on novice teachers’
challenges both in the field of education and ELT, the present study focused on
novice EFL teachers’ difficulties and support needs in relation to two major areas:
foreign language pedagogy and forms of professional support and guidance.
Challenges in relation to ‘foreign language pedagogy’ were examined under three
different sub-themes as ‘challenges in relation to classroom management’,
‘challenges in relation to foreign language teaching and learning’ and ‘challenges in

relation to the context of teaching’.
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III. METHODOLOGY

III1. 1. Introduction

This chapter provided an account into the data collection and analysis
procedures. It first started with information on participants and the context of the
present study. Subsequent to the detailed presentation of the data collection
procedures, the chapter ended up with the procedures followed in the analysis of the

data.

The present study, as mentioned earlier, was in pursuit of understanding

e the challenges faced by novice EFL teachers in their initial years of teaching,
e novice EFL teachers’ support needs in terms of foreign language pedagogy

and forms of professional support.

In order to address the above issues, both qualitative and quantitative research
methodologies were adopted. The present study might be attributed as quantitative
in the sense that a survey was conducted with the intention of describing a large

group of EFL teachers’ perspectives.

On the other hand, although a larger scale focus on the research issue would be

insightful, a need was also felt to listen to the idiosyncratic and unique voices

concerning the research issues under scrutiny. This need triggered the researcher to
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adopt a qualitative research methodology as well because only qualitative
methodology would help to ‘learn at first hand about the social world the researcher
is investigating by means of involvement and participation in that world through a
focus upon what individual actors say and do’, as Hitchcock and Hughes (1995, p.
12) state. The present study was thus qualitative in that small, in-depth case studies
were carried out. The figure below displays the methodological framework of the

present study.

QUALITATIVE _ —— QUANTITATIVE
cases large-scale
idiosyncratic and unique voices a larger group of EFL teachers’ perspectives
_ ——

Figure 1. Methodological framework of the present study

IIL. 2. Participants

The participants of the present study were 104 novice EFL teachers who had a

maximum of 4 years of teaching experience. The teachers were teaching English at

primary and secondary schools in Bursa and Eskisehir. Their ages ranged between

54




22 and 28. Ninety-eight of the teachers were female, six of them male. Most of the
teachers (N=90) were teaching at public primary schools and a small number of
them at secondary schools. Seven of the 104 novice EFL teachers took part in the

case studies.

The participants were selected by means of convenience sampling method, in which
research participants are selected on the basis of their willingness and availability to

be studied (Creswell, 2005).

The below tables provide the overall profile of the participants in terms of their

teaching experience, the type of the schools where they teach and the undergraduate

programmes that they have completed.

Table 1. Participant profile- Years of teaching experience (N=104)

Years of teaching experience No of teachers
1 year (0-12 months) 35
2 years (13-24 months) 50
3 years (25-36 months) 13
4 years (37-49 months) 6
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Table 2. Participant profile-Undergraduate programmes that the participants have

completed (N=104)

Department No of teachers
English Language Teaching 87
English Literature 12
DELT (Distance ELT Programme) 3
Linguistics 1
Translation and Interpreting Studies 1

As mentioned earlier, the present study consisted of two different, but
complementary levels. On rather a macro level, a large group of novice EFL
teachers (N=104) was given questionnaires. On a micro-level, case studies were
conducted with seven novice EFL teachers. The collection of data started in fall
term and lasted until the end of spring term, 2005-2006 academic year. It began
with the exploratory fieldwork and proceeded with the administration of the

questionnaires.

Following the formal correspondences for the list of novice EFL teachers and for
permission of research, the researcher took the preliminary steps into the research
context, contacted with a few teachers teaching in primary and secondary schools in
Bursa and Eskisehir and asked them whether they would like to be a participant of
the case studies. The teachers were informed in detail on the purpose, significance,

and requirements of the study such as diary keeping (throughout the fall term), a few
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classroom observations, and interviews. It was emphasised that classroom
observations did not aim for any evaluation of teaching and learning performance
and that the participants’ names and the schools where they were teaching would not
be mentioned in the study. Some of the teachers — due to their tight schedule of
teaching and some other personal issues- did not want to be a part of such a study.
A few (N=13) agreed to participate, and the exploratory work thus started in the fall
term with these teachers selected on the basis of their willingness to take part in the
present study. However, as the study proceeded, some of the teachers stated that
they would like to withdraw from the study due to their heavy teaching load or to
some other personal issues. Their decisions were respected immediately, and the
case studies were conducted with the rest of the teachers (N=7). In the following
table is given the profile of case study participants in terms of the type of the
schools in which they are teaching, the undergraduate programmes that they have

completed, and their appointment date to teaching:
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Table 3. Participant profile-Case studies

Participants* | The type of school the | Appointment The undergraduate
teacher is teaching in | date to teaching | programme the teacher
has completed
1. Bahar Primary, Eskisehir Fb. 2005 Trakya University,
ELT Department
2. Yagmur Primary, Eskisehir Fb. 2005 Anadolu  University,
ELT Department
3. Sema Vocational High Fb. 2005 Uludag University,
school, Bursa ELT Department
4. Eyliil Primary, Bursa Sept. 2005 Uludag University,
ELT Department
5. Ahmet Primary, Bursa Sept. 2005 Uludag University,
ELT Department
6. Elif Primary, Bursa Sept. 2005 Uludag University,
ELT Department
7. Perisu Primary, Bursa Sept. 2005 Anadolu  University,
ELT Department

*All the participant names are pseudonyms.

As can be seen in the above table, all of the case study participants were the
graduates of ELT departments and took a four-year of teacher education programme
which offered student teachers courses on language skills, ELT methodology,
English literature, general educational principles and teaching practice. The
teaching practice starts off in the first year of the programme with the course
‘School Experience I’ in which student teachers observe classes of any subject
matter in primary schools and write reflective observation reports (However, slight
changes have been made in teacher education programmes recently, and this course
has now been omitted from the programme). Pre-service teachers are offered
practicum experiences in the fourth year of the programme: School Experience II.
It is this very component of the practicum in which student teachers are provided
with opportunities of teaching practice all throughout two school terms. In the first

term, they observe English classes in either primary or secondary schools, prepare
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joint lessons plans with their peers, and engage in teaching practices. Similarly, in
the second term, they involve in both classroom observations and teaching practice,

with an increased amount of practice opportunities.

All of the teachers had a heavy teaching load. The following table presents an

account of the participants’ total hours of teaching and the classes that they were

teaching.
Table 4. Case study participants’ teaching schedule
Participants | Total hours of teaching Classes taught
1. Bahar 26 4" 5"/ 6" graders
2. Yagmur* 28 4™ and 5™ graders / 6™, 77, 8™ graders
3. Sema** 17 9™ and 11™ graders
4. Byliil 31 5™ graders / 67, 7", 8" graders
5. Ahmet 23 7h 8h graders
6. Elif 29 5 graders / 6™ 7™ g™h graders
7. Perisu 28 4™ and 5" graders / 6", 7", 8" graders

*16 hours of Yagmur’s all classes were English, 10 of them Turkish, and 2 of them
Music.
**2 hours of Sema’s classes were German.

Except one teacher, Yagmur, all of the teachers had mentor teachers from their own
field, that is, either from ELT, or from other fields. Sema’s and Bahar’s mentor
teachers were experienced EFL teachers. Yagmur was not assigned a mentor due to
a shortage of teachers at her school. The other participants had mentor teachers

from some other subject matters such as Fine Arts and Turkish other than English.
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All of the teachers who took part in the case studies were also in their first year of
teaching and were attending the teaching orientation programme for novice teachers.
They were attending some courses on basic rules, regulations and procedures
involved in the teaching profession and were tested regularly on these given issues
(For a sample from the first-year teacher pack, please see Appendix XIV). Only one
of the participants, Ahmet, was not attending teaching orientation programme, as he
was working on a contract. Within the context of the present study, due to a
shortage of EFL teachers across the country, it is a usual practice to assign those
teacher candidates who have failed in the KPSS exam (or who could not take the
exam for some reasons) as ‘a teacher working on a contract’ (KPSS is a formal test
all teacher candidates have to take in order to be assigned as in-service teachers).
Teachers starting to work on a contract are not included in teaching orientation

programmes. Ahmet was one of those teachers.

All of the case study participants were teaching at ‘hard to teach schools’ with poor

physical conditions. The schools, as the case study participants frequently noted in

the diaries and in the interviews, were deprived of instructional materials and

technological equipment and had large class sizes as well.

IIL. 3. Context of the study

The present study was carried out in public primary and secondary schools in

Turkey. Public primary and secondary schools were chosen as the setting for the
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present study, because most of the graduates of the ELT Departments are assigned

to public schools to teach English.

The Turkish Education System offers 8 years of primary education for children
between the ages of 6 and 14, which is mandatory. There are both public and
private primary schools. Public schools are free of charge, while private schools are
not. Although private schools offer the same basic curriculum as public schools,
they offer extra-curricular activities typically including more classes of English as
well as swimming, more sports and better facilities in general. At the end of 8th
grade, students take an exam which places them in different secondary schools
according to their scores. It tests the students' skills in Turkish, Mathematics,
Natural Sciences, and Social Sciences. English as a subject matter is not included in

this exam.

English as a foreign language is first introduced in the fourth grade of the primary
school education. The fourth and fifth grade students are provided with two hours
of English classes within a school week. The amount of English classes is increased

to four hours per week in the sixth, seventh and the eighth grades.

4 years of secondary education are also provided in public and vocational high
schools. There are different kinds of high schools in the Turkish education system
including: Public High Schools, the standard type; Anatolian High Schools with
more class hours of a selected foreign language (English, German or French);

Science High Schools with a focus on science education; Vocational High Schools
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which helps students specialise on a certain type of profession. Previously, some
secondary schools have had an additional 1 year of English preparatory classes such
as Anatolian High schools; however, this system has now been abandoned. English
is now taught within four years of secondary education, rather than within an

intensive one-year preparatory programme.

II1. 4. Data collection tools

In order to address the research questions posed in the study, there seemed to be
a need to use a variety of research tools in a triangulative manner for a rich, vivid

and elaborate description of the research issues under scrutiny.

The data sources of the present study included the following:
a.  Semi-structured interviews
b.  Diary entries written by teachers
c.  Video-recorded classroom observations and stimulated recall interviews

d.  Questionnaires

III1. 4. 1. Semi-structured interviews

Interviews, as Cohen and Manion state (1998), provide researchers with

more in-depth information than other methods of data collection and might act as a

complementary research tool to be used with other data collection instruments

within a research setting. In the present study, interviews were thus held for
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purposes of triangulation and of eliciting rich, vivid, elaborate insights into the

participants’ perspectives.

The interviews were of semi-structured type and started off with a few
predetermined questions, but there was also some space for flexibility and freedom
of expression (See Appendix VII for the interview questions). The interviewees

were informed as to the purpose of the interview, how long it might last.

Interviews were audio-recorded and held in Turkish. Notes were also taken during
and after the interviews for further reference in the data analysis process. Interviews

lasted between 45 and 60 minutes. The interviews were transcribed fully.

The teachers were also given the transcriptions to check whether the content of the
transcriptions matched with the information that they provided during the

interviews.

III. 4. 2. Diaries

The diaries provided the researcher with first-hand accounts into the
research participant's day-to-day actions, experiences, and beliefs (Bogdan and
Biklen, 1998; Cohen and Manion, 1998). The participants kept their diaries
throughout the fall term in 2005-2006 academic year. They were given notebooks
and were asked to record the positive and negative aspects of that teaching day, how

those influenced them and anything they would like to share (See Appendix I for
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sample diary entries written by the teachers). These prompts provided the
participants with a clear and neat framework to keep their diaries. They also

enabled the researcher with a structure to better make sense of and analyse the data.

The participants were also given a few samples of diaries written by foreign
language teachers and were informed in detail as to how they should keep their

diaries. They were given feedback on a regular basis to clarify their points.

III. 4. 3. Video-recorded classroom observations and stimulated

recall interviews

Classroom observations were held, with a purpose of probing deeply into
the difficulties experienced by the participants at foreign language classroom level.
These observations were then used for purposes of stimulated recall interviews. The
teachers were asked to stop the recording and retrospectively comment on their
lessons in terms of the difficulties they were experiencing. A copy of their video-

recordings was also given to the teachers.

With regard to stimulated recall interviews, they were held with a purpose of
probing deeply into the difficulties experienced by the participants in relation to
foreign language pedagogy. The teachers were asked to watch their lessons, stop
the recording at a point in which they thought they were experiencing a difficulty

and comment on it. The interviews were transcribed fully, and the teachers were
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given the transcriptions to check whether the transcriptions matched with the

information given by them.

11I1. 4. 4. Questionnaire

The questionnaire in the present study was used to gather large-scale
information about novice EFL teachers’ perspectives of their difficulties, what types

of support were available to them and what their support needs were.

The detailed review of literature seemed to indicate that there was no questionnaire
that might be used to gather data on both perceived difficulties and support needs of
novice EFL teachers. The information to design the questionnaire then came from
the preliminary semi-structured interviews held with novice EFL teachers, diary
entries written by them and from a few questionnaires used in several studies on
beginning EFL teachers’ perceived problems and support needs (Korukcu, 1996;
International British Council Survey on Newly Qualified Teachers ‘ELTA NQTs
Questionnaire’, 2005, unpublished) and from a detailed review of literature on

beginning teachers problems, support needs, and induction experiences.

After the questionnaire items were developed on the basis of all this information, in
order to ensure its content validity, the questionnaire was given to sixteen judges,
who were experts in the field of education or foreign language education. A form
for expert view was prepared, and each expert was then sent this form, along with a

letter of information about the purpose of the study, about the instrument itself, and

65



how he or she were expected to examine the questionnaire items. They were asked
to state whether the questionnaire item should be retained as it was, whether it
should be omitted, or whether its wording should be changed if it would be retained.

Some space was also left under each questionnaire item for any further suggestions.

Of all these 16 experts, 12 of them returned the instrument with feedback which
covered a wide range of issues regarding the format and content of the
questionnaire. All this feedback was summed up, and the questionnaire was revised
for a further step of expert view. In this second step, the revised questionnaire was
given to 5 experts in the fields of education and foreign language education. The

questionnaire was once more revised in the light of their feedback.

The questionnaires were also field-tested before its actual administration with a few
participants who would not be a part of the actual study (N=12). This piloting
process provided useful information on the relevance and clarity of the

questionnaire items and the amount of time required to answer the questions.

The questionnaire was administered to 104 novice EFL teachers in Bursa and
Eskisehir. Some of the questionnaires were self-administered by the researcher, and
some of them were posted. The teachers teaching at schools in the city centre were
given the questionnaires in person by the researcher. Those in the surrounding
towns were teaching at hard-to-reach schools. Thus, these teachers (N=62) were
sent the questionnaires by post. In the envelopes were included a questionnaire, a

cover letter addressed to each teacher (See Appendix III), and another stamped
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envelop with the researcher’s work address which the teachers would use to send
back the completed questionnaire. As an incentive for the respondents, small gifts
were also put into the envelopes. The teachers were given two-week time to fill out
the questionnaires, and the response rate was 80%. However, there were still a few
teachers who did not send their questionnaires. New posting packets were thus
prepared, and follow-up letters were sent to these teachers to remind them that they
were sent a questionnaire to complete and return (See Appendix IV). More than
10% of these teachers who were sent follow-up letters returned the questionnaires.
There were still few teachers who did not respond to the follow-up letter. However,
since this constituted a small portion of the sample population and since it was
thought that data saturation was reached, these teachers were not sent a third letter.

A total of 104 questionnaires were obtained.

II1. 5. Data Analysis

IIL. 5. 1. Analysis of the diary entries and interviews

The diary entries were analysed by means of constant comparison method
(Glaser and Strauss, 1967), a blend of inductive category coding with a
simultaneous comparison of all events observed and coded in the data. What this
implies is that as data are documented and identified, it is also subjected to a
constant comparison across previously formed categories. Data are thus

continuously refined throughout the analysis process which opens up possibilities
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for the emergence and discovery of new dimensions and relationships within the

data (LeCompte and Preissle, 1993).

The total number of diary entries written by these teachers was 113. In order to sort
these entries into more manageable and meaningful units, it was first read
thoroughly and then divided into communication units. In the present study, a
communication unit was considered as either a word, a phrase, a full sentence, a
paragraph, or a set of paragraphs about a single topic. The total number of the
communication units was 1133. Below are given a few samples of diary entries

divided into communication units:

‘[Miifredattan geriyim. 2 haftalik bir acigim var. Ve bugiin de istedigim yere

gelemedim. Konular ¢ok yavas ilerliyor. |

[Bu swifta swmav sonuclart pek de umurlarinda degildi ogrencilerimin
cogunun.]  [Dersi kitaptan islemeye calistim.] [Ama zamamin ders saatinin bir

boliimii bazi ogrencilere sinif ici kurallart hatirlatmakla gecti...]’

In the first extract above, the statement, ‘[Miifredattan geriyim. 2 haftalik bir
acigim var. Ve bugiin de istedigim yere gelemedim. Konular ¢ok yavas ilerliyor. ]’
was regarded as one communication unit and labelled as a challenge in the area of
classroom management. As for the second extract, the utterance, ‘[Bu sinifta sinav
sonuclart pek de umurlarinda degildi 6grencilerimin ¢ogunun.]” was counted as

another communication unit and identified as a difficulty. The statement, ‘[Dersi
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kitaptan islemeye calistim.]” was considered as another communication unit and as
‘teaching techniques used’. [Ama zamanin- ders saatinin bir bolimii bazi
ogrencilere sinif i¢i kurallar1 hatirlatmakla gecti...]” was given multiple codes. It
was identified as both a classroom management-related difficulty and a solution to

deal with the difficulty.

Table 5. Number of the diaries analysed, total number of the diary entries, and

total number of the communication units

Number of diaries analysed 7
Total number of diary entries 113
Total number of communication units 1133

After the diary entries were broken down into meaningful and manageable units, all
the data were read thoroughly once more, and a preliminary list of codes was
created in light of the conceptual framework of the present study, research
questions, and the prompts given to the teachers to keep their diaries. As a next
step, similar communication units were brought together and given labels by the
help of the provisional start list of codes. The codes were constantly compared and
contrasted against each other, and those showing similar characteristics were
grouped under categories which were further developed through a comparison of
communication units with each other. In addition, there were a few instances within
the data which were not of direct relevance to the research questions posed in the

present study. However, these instances were coded and categorised, since they

69



seemed to relate to key variables that would help thoroughly understand research

issues under scrutiny.

For purposes of validation and verification of analyses, an independent researcher
was asked to analyse a certain amount of interview and diary data and form her own
categories from it. The co-rater was an experienced teacher trainer and a researcher
in the field of E LT and was informed as to the purpose and the research questions
of the present study before she began the analysis. As for the interview data, the co-
rater was given the transcripts of the four of the first interviews and two of the
stimulated recall interviews. She was then asked to form her categories from those
data. With regard to the diaries, she was given 30% of the data from each diary.
The entries given to the co-rater were chosen from the beginning, middle, and last
pages of each diary. In order to achieve consistency on the communication units, a
small amount of data were first analysed by the two researchers independently.
These individual analyses were then compared and discussed. Having reached a
consensus on communication units, the rest of data were divided into
communication units by the researcher and the co-rater individually. A similar
procedure was followed for the identification of emergent themes and categories in

the diaries.
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In order to calculate inter-rater reliability, the following formula (Miles and

Huberman, 1994, p. 64) was used:

number of agreements
Reliability = --------=-===remmmmmmm -
total number of agreements + disagreements

84% agreement was achieved between the researcher herself and the co-rater in the

analysis of diaries.

As with the analysis of the diary entries, the analysis of interview data started out by
means of constant comparison method, and on the basis of the conceptual
framework, the research questions posed in the present study, and the themes and
sub-themes emerged in the diaries, the transcripts of the first interviews were first
read thoroughly and sought for emergent themes and categories. By means of
constant backs and forths within the data, the final categories were formed. With
these final categories, the transcripts of the stimulated recall interviews were
examined carefully and thoroughly and coded. Then all of the categories emerged

within the whole data (i.e. diaries and interviews) were integrated and finalised.

80% agreement rate was achieved between the researcher and the co-rated in the

analysis of the semi-structured interviews, and 85% in the stimulated recall

interviews.
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IIL. 5. 2. Analysis of the questionnaires

The data coming from the questionnaires were analysed descriptively. For

each questionnaire item, frequencies were calculated out of the total number of

participants (N=104) and described in the form of percentages.
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IV. RESULTS AND DISCUSSION

IV. 1. Introduction

This chapter was dedicated to the report of the quantitative and qualitative

findings flowing from the present study.

The chapter was divided into two major sections in light of the research questions
posed in the present study. The first section was dealt with the question of what
novice EFL teachers’ perceived challenges were in relation to foreign language
pedagogy and forms of professional support available to them. The second section
considered the answers of the other main research question in relation to novice EFL
teachers’ pedagogical and professional support needs. This presentation was

accompanied by some extracts from the interviews and diaries in the case studies.

IV. 2. What challenges do novice EFL teachers report to be experiencing in

their initial years of teaching?

The analysis of the questionnaires and the interviews as well as the diaries
revealed that the novice EFL teachers were faced with a number of challenges
interfering with their instructional decisions and practices. In what follows, these
challenges were dealt with under two general headings: Challenges in relation to
foreign language pedagogy and challenges in relation to forms of professional

support that were available to novice EFL teachers.
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IV. 2. 1. Challenges in relation to foreign language pedagogy

As mentioned in the previous chapter, one of the sections of the
questionnaire asked the participants to tick the difficulties that they thought they
were experiencing (See Appendix XVII for the percentages of the all challenges
mentioned in the questionnaire.). This section of the questionnaire aimed to reveal
the novice EFL teachers’ difficulties in relation to classroom management, foreign
language teaching and learning, and the context of teaching. The analysis of the
diaries and interviews unveiled a number of challenges that could be classified
under headings similar to those in the questionnaire. The cross-case analysis also
revealed another general heading which could be labelled as ‘education system-
related’ difficulties. All the challenges mentioned in the questionnaires and in the
case studies in relation to foreign language pedagogy were then grouped and

reported under the following main headings:

CHALLENGES IN RELATION TO FOREIGN LANGUAGE

PEDAGOGY
1 | 1
CLASSROOM LANGUAGE TEACHING CONTEXT OF
MANAGEMENT- AND LEARNING- TEACHING-RELATED
RELATED RELATED

Figure 2. Challenges in relation to foreign language pedagogy
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Let us now detail into all the challenges reported by the novice EFL teachers,
starting with classroom-management related difficulties mentioned in the

questionnaires and in the case studies.

IV. 2. 1. 1. Challenges in relation to classroom management

According to the items in the questionnaires and the information flowing

from the interviews and diaries, the challenges in relation to classroom management

were classified broadly under the following themes, as displayed in the following

figure:
CHALLENGES IN RELATION TO CLASSROOM
MANAGEMENT
Providing and Instructional Managing Setting Dealing with
maintaining planning lessons teacher roles individual
classroom learner
discipline differences

Figure 3. Challenges in relation to classroom management

Before elaborating on each theme individually, let us focus on the overall results in

relation to classroom management obtained from the questionnaires.
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As shown in Table 6, ‘Providing and maintaining classroom discipline’ was the
most frequently mentioned difficulty (54, 81%) in relation to classroom
management. ‘Dealing with individual learner differences in the classroom’ ranked
the second highest of all the items in this part of the questionnaire (48, 08%). This
was followed by, in descending order, ‘Photocopying the activities I have prepared’,
‘Gathering and maintaining learner interest’, ‘Finding appropriate learning
activities’, ‘Carrying out language learning activities in the classroom’, ‘Making
lesson plans’, ‘Developing classroom materials’, ‘Managing learner participation’,
‘Making instant decisions in case of problems’, ‘Adapting classroom materials’,
‘Not knowing which teacher roles I am to assume in the classroom’, ‘Giving
learners clear instructions’, ‘Using lesson time effectively’, ‘Setting clear lesson
objectives’, ‘Correcting learner errors’, ‘Making transitions within the lesson’, ‘Not
knowing learners well’, ‘Establishing a positive classroom atmosphere’, ‘Managing
and maintaining classroom interaction’, ‘Using/adjusting my voice’, ‘Using the
board appropriately’, ‘Using my body language appropriately’, ‘Beginning the
lesson’, ‘Managing how much I am to talk in the classroom’, and ‘Ending the

lesson’.

76



Table 6. Challenges in relation to classroom management: questionnaire results

N=104
+* - kk
Challenges in relation to classroom management n Y n | %
Providing and maintaining classroom discipline 57 | 54,81 | 47|45,19
Dealing with individual learner differences in the classroom 50 | 48,08 | 54|51,92
Photocopying the activities [ have prepared 41 | 39,42 | 63|60,58
Gathering and maintaining learner interest 41 | 39,42 | 63]60,58
Finding appropriate learning activities 40 | 38,46 | 64|61,54
Carrying out classroom activities 36 | 34,62 | 68]65,38
Making lesson plans 32 130,77 | 72(69,23
Developing teaching materials 30 | 28,85 | 74|71,15
Managing learner participation 26 | 25,00 | 78]75,00
Making instant decisions in case of problems 26 | 25,00 | 78]75,00
Adapting teaching materials 25 | 24,04 | 79|75,96
Not knowing which teacher roles I am to assume in the classroom | 24 | 23,08 | 80|76,92
Giving learners clear instructions 23 | 22,12 | 81|77,88
Using lesson time effectively 17 | 16,35 | 87|83,65
Setting clear lesson objectives 17 | 16,35 | 87|83,65
Correcting learner errors 16 | 15,38 | 88|84,62
Making transitions within the lesson 15 | 14,42 | 89|85,58
Not knowing learners well 13 | 12,50 | 91|87,50
Establishing a positive classroom atmosphere 13 | 12,50 | 91|87,50
Managing and maintaining classroom interaction 13 | 12,50 | 91|87,50
Using/adjusting my voice 11 | 10,58 | 93|89,42
Using the board appropriately 10 | 9,62 | 94/90,38
Using my body language appropriately 8 | 7,69 | 96|92,31
Beginning the lesson 7 6,73 97193,27
Managing how much I am to talk in the classroom 5 | 481 99195,19
Ending the lesson 2 | 1,92 |102|98,08
* 4:  The number of the participants who ticked the related questionnaire item
*#%* - The number of the participants who did not tick the related questionnaire

item
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IV. 2. 1. 1. 1. Providing and maintaining classroom discipline

‘Providing and maintaining classroom discipline’ was a difficulty that
ranked the highest of all the other items in relation to classroom management in the
questionnaire. Nearly more than half of the novice teachers (See Table 6), reported
it to be a difficulty. The analysis of the diaries and interviews also revealed that
‘Providing and maintaining classroom discipline’ remained to be an area of problem
for all of the case study participants (N=7), casting light on different aspects of
classroom discipline that were particularly troubling to them. According to what
emerged in the case studies, the following challenges appeared to haunt some of the
novice EFL teachers when it comes to providing and maintaining classroom
discipline: Disruptive learner behaviour, dealing with disruptive learner behaviour,
class time spent on maintaining classroom discipline, and not being able to establish

rapport with learners.

IV. 2. 1. 1. 1. 1. Disruptive learner behaviour

Although disruptive learner behaviour as a challenge did not take
place in the questionnaire, it was one of the recurrent issues mentioned in the case
studies. All of the seven case study participants complained over it and reported it
as a difficulty for themselves in either the diaries or interviews, or both. As noted
by the teachers, ‘Disruptive learner behaviour’ was generally either in the form of
bullying, excessive talk, talking out of turn, being noisy, being out of seat without

good cause, bad language, disobedience, learner cliques in the classroom, lack of
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learner interest in the lesson, behaviour problems, or disrespect to the teacher. The
extract from Sema’s diary appeared to be illustrative of some of these forms of

disruptive learner behaviour.

‘And up to now, I have had really hard time with 11x. You know they are teenies.
It’s very difficult dealing with these ladies. They talk too much during the classes,
don’t do their responsibilities, and moreover have lack of politeness.’

(Sema/D/Entry 7b)

In her diary, Bahar complained over some of her learners’ talking out of turn. As

she wrote:

‘What annoys me most is learners talk out of their turns. Although I repeatedly
warn them, they go on doing the same thing. I hope they will soon learn how to talk

in the classroom.” (Bahar/D/Entry 1)

For Perisu, ‘Disruptive learner behaviour’ appeared to be annoying, too. She talked

about an instance of it in her first interview:

‘...Noise, chatting, nonsense talks, teasing-I mean-1 am trying hard to calm them

down-I can’t concentrate on what I'm doing and neither can some of the learners

who are busy with the activity...” (Perisu/l1/pp.26-27)
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Eyliil’s complaints were not much different from those of the other participants. It
seemed that she was having difficulty particularly with disruptive learner behaviour

in the seventh and eighth grades. She noted the following in her first interview:

‘...they can’t stand still in the classroom ...with the 8" graders, it even gets worse
...they are noisy and hyperactive. They would just like to let their energy out...’

(EyLil/I1/p10)

Elif’s greatest difficulty, as she remarked in her stimulated recall interview, was

disruptive learner behaviour, more specifically, excessive talk during the lessons:

‘It is my greatest difficulty-1 mean-the moment I turn my back to write something on

the board-I can’t see what they are doing-so they begin chatting ...” (Elif/SRI/p15)

Yagmur seemed to suffer from disruptive learner behaviour as well. She
commented on an instance of disruptive learner behaviour and complained over

learner disobedience in her stimulated recall interview as follows:

‘Look please. He doesn’t pay attention to what I am saying. I told him to change
his seat. ‘Miss, I'm okay here.’ he says if I don’t get him wrong ...this is really a
though situation-1 mean-when you tell a learner to do something and when s/he

doesn’t do it..." (Yagmur/SRI/pl1)
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Similar to Yagmur, Ahmet appeared to feel helpless against disruptive learner

behaviour He was questioning his authority as a teacher. As he expressed:

‘...they don’t care my warnings at all...my warnings don’t work any longer...so I'm
feeling inadequate, because I can’t do anything. If I'm the teacher here...and if
there are classroom rules, everyone should obey them...but they don’t pay attention

to me, so I feel inadequate.” (Ahmet/SRI/pp.32-34)

Disruptive learner behaviour, as it seemed, showed up in those teachers’ classes as a
nuisance leading them to carry out ineffective lessons and spoiling the flow of the
lesson. As the analysis revealed, it also became the main criterion by which some of
the novice EFL teachers made their pedagogical decisions. For example, disruptive
learner behaviour was pushing some of the novice teachers to give up planning or
doing communicative activities such as games, because the learners were getting
more and more disruptive, turning the class upside down. It also seemed to be
evident in the data why disruptive learner behaviour created quite a stir in these
novice teachers’ classrooms. It was presumably linked to the way they deal with
disruptive learner behaviour, which was another difficulty reported by the novice

teachers.

IV.2.1.1. 1. 2. Dealing with disruptive learner behaviour

How were the novice teachers dealing with disruptive learner

behaviour then? All of the case study participants, as it seemed, were experiencing
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difficulty in dealing with disruptive learner behaviour and brought up this issue
either in their diaries or in the interviews, or both. What they specifically mentioned
was that they could not pre-empt learner misbehaviour, were using ineffective ways

to deal with it or did not know how to overcome it.

Sema was one of the novice teachers who seemed to be having difficulty in dealing
with disruptive learner behaviour. She wrote in her diary what she once did in

response to disruptive learner behaviour:

“...Of course, as a teacher I'm sure that I'll meet these kind of students everywhere.
Again I [can’t control] myself well and use unpopular dealing methods (‘shouting at

them to warn for being silent is just an example)...’ (Sema/D/Entry 7b)

In her diary, Eyliil questioned herself and the way she dealt with disruptive learner

behaviour:

“...1It is the only thing these learners understand: Physical punishment. Sometimes,
the school administrators come into classes and hit the learners who then stop
talking. What kinds of learners are they?... And since I can’t do such a thing,
teaching English in some classes is not much different from torture! Is it only the
guilt of mine -1 mean-is it me who can’t really discipline them? ...” (Eyliil/D/Entry

10b-c)
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‘Dealing with disruptive learner behaviour’ appeared to be a difficulty for Perisu as
well. In her first interview, she reported an instance of learner misbehaviour and the
way she dealt with it. One of the eight-grade learners was disturbing her and the
other learners in the classroom, distracting their attention. She then lost her patience

and told him to go out immediately. The rest of the story was as follows:

““...Go out!’, I told him, ‘You can’t disturb anyone. You distract my attention and
your friends’ as well. If you aren’t interested in the lesson ...go out!” ‘I won’t’, he
said, ‘Why the hell am I going out?’...He kept saying, ‘I won’t’. I told again, ‘You
will! You do spoil the lesson’ ... What you do is just spoil the flow of the lesson.
You interrupt me ... He thought a bit about all those and then left the class angrily.
But what would I have done if he hadn’t left the class? 1 still don’t know the
answer. I don’t really. What if he hadn’t left the class and had insisted on staying
in the class. I don’t really know what I would-1 would have done. Probably, 1
would have got my notebook I recorded the learner grades in. It really frightens

them...” (Perisu/l1/pp. 27-30)

Ahmet seemed not to know how to deal with some types of disruptive learner

behaviour in his classes:

‘I really don’t know how to deal with those learners who keep wandering during the

lesson. This has come to be a sort of their habit. They cause me to lose my

concentration...When I ask, ‘Why do you keep wandering around?’, they somehow
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come up with an excuse-err-what am I saying? I don’t know how to deal with those

learners...” (Ahmet/SRIl/pp3-4)

Later in the interview, he also lamented over how he could not develop strategies to

deal with disruptive learner behaviour.

‘Do you see? I am letting them talk, because they don’t pay attention at all-err-
‘Look! Listen! Do this, do that!’ or any comments-they don’t work...I was using
different strategies before. I was saying, ‘you will make sentences with these words
till the end of the lesson or so ...but s/he doesn’t do it. For example, I was giving
plusses and minuses to those learners who kept chatting. I said that I would lower
their grades. It didn’t work, either. I then gave up-1 mean-I think I couldn’t develop

a strategy to deal with such behaviour.” (Ahmet/SRI/pp.12-14)

In his diary, Ahmet also cited an instance in which he considered he ineffectively

dealt with disruptive learner behaviour. He reflected on the incidence as follows:

‘In the second lesson, I quarrelled with one of the learners, and he lost his interest
in the lesson. I talked with him after the lesson. I shouldn’t have done so even if 1

was feeling demoralised and demotivated.” (Ahmet/D/Entry 15a)

Elif seemed to suffer from the same difficulty and, like Ahmet, was sometimes

confronting with her learners although this was something that she tried hard to

avoid.
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‘I am trying hard not to confront with the learners, but sometimes-inevitably-I do
get angry with them. Sometimes I stop the lesson and sit down. They don’t even pay
the slightest attention to the lesson. I sit on my chair. I never utter even a word.

They ask me questions, and I ignore them ..." (Elif/l1/p63)

Yagmur appeared to feel a bit desperate about how to deal with disruptive learner

behaviour. In her stimulated recall interview, she talked about the difficulty:

“...You can’t imagine how it is difficult-1 mean-you can’t get the learner to do what
you ask him/her to do. What can I do? I ask misbehaving learners either to stand
up still or go out of the classroom ...but this is a reward for them, not a punishment.
It is what they actually want- to go out of the classroom...I mean I really don’t know
at all what to do. 1 still keep thinking of different ways, ‘Should I do this or that? or

‘If s/he misbehaves, should I tell this or that?’..." (Yagmur/SRIl/pp.12-13)

The above quotations seem to indicate that the novice teachers feel a bit desperate,
helpless, and unsure about the way they approach and handle disruptive learner
behaviour in their classes. The feelings of helplessness and uncertainty seem to be
doubled with the feelings of self-doubt and inefficacy as they fail in providing and
maintaining discipline. What is also evident in the teachers’ sentiments is that either
they give up reacting to the discipline problem or, if they are to deal with it, they
rely on such forms of punishment as hitting or giving lower marks to disruptive
learners. Presumably, the novice teachers consider all these strategies to be the most

practical and easiest way to pre-empt disruptive behaviour and thus to maintain
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classroom discipline. However, it seems that these strategies get in their practices
and are far from being deterrent for the learners in that some of the teachers reported

how they lost their class time to provide discipline in their classrooms.

IV. 2. 1. 1. 1. 3. Class time spent on maintaining classroom

discipline

Disruptive learner behaviour, presumably coupled with ineffective
ways to deal with it, appeared to cause some of the novice EFL teachers to
experience another difficulty: They had to spend a considerable amount of their
class time to resolve the complications in relation to classroom discipline. Five of

the novice teachers raised this issue as a difficulty in their diaries or interviews.

Eyliil was one of the teachers who complained over spending her class time on

dealing with classroom discipline. She wrote in her diary:

‘In my classes, rather than teaching English, I try to teach them how to behave

themselves.’ (Eyliil/D/Entry 9b)

Elif expressed similar sentiments in her stimulated recall interview:

‘...They never open their books. They either quarrel with each other or are busy

with some other things...I spend the first 10 minutes of the class to calm them

down.’ (Elif/SRI/pl)
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Likewise, Ahmet complained over how his class time was wasted because of

disruptive learners:

‘Today I spent a considerable amount of my class time on reminding some of the

disruptive learners the classroom rules.” (Ahmet/D/Entry 1b)

In her first interview, Perisu commented on how disruptive learners were spoiling

the flow of the lesson and how she lost some of her class time.

‘We can’t carry out the lesson itself. At least 10 minutes-a learner may be having a
problem with another learner in the classroom. Sometimes it lasts throughout the
whole lesson. Suddenly there-children at this school are aggressive ...they suddenly
hit each other. So the lesson is interrupted ...you have to deal with the problem. So

a 10 minute-class time is wasted.” (Perisu/ll/pp.43-44)

Although at first sight wasted class time is a difficulty triggered by disruptive
learner behaviour, it might again be linked to the way these novice teachers deal
with learner misbehaviour. There is great likelihood that if these teachers should
develop careful strategies in managing learner discipline, they will be able to make
the most of their class time and will devote their pedagogical energy to instructional
delivery rather than utilising it to resolve conflicts in relation to classroom

discipline.
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IV. 2. 1. 1. 1. 4. Not being able to establish rapport with learners

Although ‘Establishing a positive classroom atmosphere’ was not
considered to be a problem by a great majority of the questionnaire respondents, the
in-depth case studies seemed to reveal some intriguing instances in which
establishing a positive classroom atmosphere might pose problems for the novice
EFL teachers. As revealed in the case studies, it was particularly ‘not being able to
establish rapport with learners’ that appeared to trouble some of the novice EFL
teachers. Two of the novice teachers in the case studies, as they reported, were
having difficulty in establishing good relationships with their learners. Ahmet was
one of those teachers. In one of his diary entries, when questioning his skills and
practices as a teacher, he also mentioned how he failed to develop good

relationships with his learners:

‘This week was monotonous-1 think-both for me and for the learners...I keep
thinking I cannot teach properly and I cannot break the ice between myself and the

students and cannot reach a compromise with them.” (Ahmet/D/Entry 19a)

This difficulty once showed up in his stimulated recall interview as he was
reflecting on a few learners who were not interested in the lesson at all. He
appeared to link learner disinterest to the lack of rapport between himself and the

learners. As he remarked:
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‘There were a few students who were indifferent to the lesson from the very
beginning of the class. I think-err- it has something to do with the relationship
between us- I mean there are those who would not like to establish any relationship

with me and so they cannot concentrate on the lesson.” (Ahmet/SRI/p.2)

When asked to give some details into the nature of this relationship, he went on to

explain that he was just a passer-by for some of his learners:

‘I mean-for some, I'm just someone passing by the classroom. There is not any other
relationship between us. So they don’t know me and behave as they would like to.”

(Ahmet/SRI/pp.2-3)

Sema was one of the other teachers who complained over her lack of rapport with
the learners. It seemed that she was trying hard to overcome this difficulty. She

wrote the following in her diary:

‘It was a hectic day...Towards the end of the school day I saw a group of my
learners waiting for me outside the classroom. We discussed and talked for a total
of 2.5 hours. Those are the popular girls in the classroom, but they are
problematic. Anyway I thought this might be a great opportunity to earn them.
There is lack of rapport in our classroom...so anyway we did brainstorming,
developed projects, assigned tasks and made promises. I hope all these will work or

I will have cancer®. ’ (Sema/D/28a)
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These two teachers also reported to be having difficulties with dealing disruptive
learner behaviour successfully in their classrooms (See the section ‘Dealing with
disruptive learner behaviour successfully’.). The lack of rapport with the learners
might be one of the other reasons for their failure in providing classroom discipline.
As these teachers cannot achieve good relationships with their learners, they are

probably having difficulty in dealing with learners’ disruptive behaviours.

IV. 2. 1. 1. 2. Dealing with individual learner differences

‘Dealing with individual learner differences’ was another area of
difficulty for the novice teachers, as revealed both in the questionnaires and in the
interviews and diaries. According to the questionnaire results, ‘dealing with
individual learner differences’ was one of the frequently mentioned difficulties (48,
08% of the novice teachers mentioned it as a difficulty) in relation to classroom
management. A few of the novice EFL teachers also reported ‘not knowing learners
well’ to be a challenge for themselves (See Table 6). The very same issue was
brought up in the interviews and diaries which shed further light on how not
knowing their learners posed problems for some of the novice EFL teachers (for 3
of the case study participants). As revealed in these participants’ diaries and
interviews, what was particularly challenging for them was that they did not know
their learners thoroughly in terms of their academic strengths and weaknesses and
their lives outside the school. This lack of knowledge was then negatively affecting

their classroom practices.
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Sema was one of those novice teachers who seemed to suffer from her lack of

knowledge of learners. In her diary, she recounted the following incidence:

‘A few weeks ago, a crisis broke out in 10x where there is a student from
Azerbaijan. He can’t speak Turkish well, but I didn’t know this at that moment. [
asked him a question. He didn’t answer it. [ waited for a 3 or 4 minutes, but he was
Jjust standing still. I can’t bear a student who doesn’t answer my questions. 1'd like
them to give me an answer. It doesn’t matter if it’s correct or not. And I scolded
him because I didn’t know him. Afterwards, he told me he can’t speak Turkish well.
1 did regret for what I did...and this crisis indicated to me that knowing learners is
very important in teaching. 1 should see their classroom teachers more often.’

(Sema/D/Entry18)

Perisu was another teacher who complained over not knowing her learners well. It
seemed that this lack of knowledge prevented her from performing her caring roles
successfully and hence dealing with individual learner differences effectively. As

she expressed in her stimulated recall interview:

‘...in my classes, there are orphans, but I have just learned this. Next year the first
thing to do is to first get to know my students-I1 mean their family background...It’s
so important. 1 just didn’t think about it, because I didn’t know them in terms of
their cognitive abilities and special needs...for example, there may be times I have
sent some of my students away when they really need me. Actually, I did so.

There’s a girl in one of my fourth-grade classes. She’s much older than her peers I
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think. She came to this school in the second term, but I didn’t pay attention to her.
Her academic skills were poor...she was complaining about her friends, but I didn’t

listen to her.” (Perisu/SRl/pp.41-43)

Later in the interview, Perisu maintained that one day she accidentally learned that

her mother had died. She seemed to be feeling guilty for what happened:

‘Perhaps, she needed me, but I didn’t feel this at all. I didn’t know her. I then said
to myself, ‘I should first try to get to know students who have such problems.’

(Perisu/SRI/p.44)

‘Not knowing her learners well’ was a problematic issue for Elif, too and led her to
deal with disruptive learner behaviour ineffectively, as she mentioned in her
stimulated recall interview. Like Perisu, she appeared to be regretful for what

happened:

‘There were a few complaints about some of my students...I'm their classroom
teacher, so I felt I should do something about it...and I asked them to see me in the
teachers’ room...I just wanted to scare them...there was another teacher with me.
He’s the chairman of the disciplinary committee. He had just thought they did
something bad to me, so he hit them...I was just startled and was still trying to ask
what happened. The students then started crying. I just didn’t know them...I really
didn’t know if they may be misbehaving or not...actually they hadn’t done something

too bad. 1did feel regretful...Next time, I never and ever judge my students without
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knowing them thoroughly. I did so, but then I did feel embarrassed...’

(Elif/11/pp.30-33)

’

As indicated in these novice teachers’ interviews and diaries, their lack of
knowledge of the learners (i.e. in terms of their abilities and problems in their
private lives) doubles their difficulties with addressing their learners’ needs
successfully, dealing with disruptive behaviour effectively, establishing rapport with
their learners, and setting their classroom roles (See Perisu’s extract in the following
section.). Lack of communication with learner parents may account for why these
teachers do not know the learners thoroughly. Also, as seems to be evident in the
data, none of these teachers have made efforts to get to know their learners better
(Only Sema asked the learners in one of her classes-she was the classroom teacher
of that class- to write their autobiographies; however, she did not do the same thing
in her other classes.). For example, they might have asked the learners to provide
brief written information about themselves and their families or might have given
them tests to gain insights into their linguistic and cognitive abilities. This

information would in turn have been one of the points of departure for them to

manage their instructional practices.

IV. 2. 1. 1. 3. Setting teacher roles

Setting their classroom roles was one of the other pressing problems for

the novice EFL teachers. According to the results coming out of the questionnaires,

nearly 1/5 of the novice teachers (23, 08% of them) seemed not to know which
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teacher roles they should assume in the classroom. A very similar issue emerged in
the interviews and diaries. In particular, what some of the novice EFL teachers
noted was that they were not able to become the teacher they would like to be.
There were also several teachers saying that they were experiencing a conflict in
relation to their classroom roles. In other words, they seemed not to decide yet

which teacher roles they should assume in their classrooms.

One of the problems of the novice EFL teachers with setting their classroom roles
was that they were not able to become the teacher that they would like to be. All of
the novice teachers in the case studies seemed to be having a dilemma between the
idealised teacher that they would like to be and the teacher that they had to be. The
idealised teacher in their ideals was humanistic, tolerant, understanding, caring,
humorous, and friendly. However, this ideal teacher image appeared to be in sharp
contrast to what they had to be: A strict, serious, and an authoritarian teacher. As
they emphasised in their diaries and interviews, there were times that they tried to
become like that idealised teacher; however, they were then running the risk of
losing their authority in the classroom. Moreover, due to the contrast between the
teachers, they would like to be and the teachers that they had to be, they were

sinking into the feelings of sadness, demotivation, and unhappiness.

Ahmet appeared to be resentful of his not being able to become the teacher that he
would like to be. He would like to be a constructive and humorous teacher, but, as
it seemed, the more he was constructive and humorous, the more he was losing his

authority in the classroom. As he noted:
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‘I cannot say my lessons are fruitful. That’s because I can’t be the teacher I'd like
to be...I mean I'd like to be more constructive-and humorous as well, but I can’t
achieve this without losing my authority. This makes me feel demotivated and

unhappy.’ (Ahmet/D/Entryl9b)

Eyliil would like to be a tolerant, friendly and an authoritarian teacher at the same
time; however, she could not. She was only able to play the tolerant and humanistic

teacher, but this was adding to her problems with classroom discipline. She noted:

‘I do sometimes think I can’t keep my distance from the students. I can’t say, ‘No’
to them. I don’t want to hurt any of them, but the more I'm well-intentioned, the
more they’re getting disruptive. I'd like to try something new next term. I'd still
like to be a teacher as a friend, but they are just children and may turn my
friendliness into misbehaviour. I'm gonna be more authoritarian and distant. It is
hard to be a teacher as a friend and teacher as an authority figure at the same time.

I hope I'm gonna achieve this as I gain more experience.’ (Eyliil/D/Entry5)

Sema had to play the strict teacher in order to provide order and discipline in her
classrooms, but she was then moving away from the picture of the ideal teacher that
she painted in her mind. When watching herself, she criticised herself for being a

too serious teacher:

“...I'd like to carry out fun and enjoyable lessons. I'd really like such lessons, but

they keep chatting and when they do so, I feel sad...and I get out of patience if this
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prevents learning in the classroom...What I'd like is that we laugh and enjoy
ourselves during the classes, but when I see myself like that-I mean I feel too sad.’

(Sema/SRI/pp.93-94)

Like Sema, Yagmur reported that she had to be an authoritarian teacher and that, for
the sake of providing order and discipline in her classrooms; she quitted being a

tolerant and caring teacher. She said:

‘We have to be authoritarian particularly with the 8™ graders. Initially, I was a
very smiling, tolerant, sympathetic, and caring teacher-err-but this negatively
affected me and my lessons-I1 mean-err they came to think we don’t do anything in
the lessons. They told me, ‘We do love English classes because we do nothing.” 1
felt too sad...they behaved badly. They even fought with each other, probably that’s

because I don’t say anything...” (Yagmur/SRI/pp.6-7)

What we can infer from these teachers’ remarks is that their concern for providing
classroom discipline and for establishing their authority considerably moves them
away from their ideal teacher images. Nevertheless, it appears that the more they
walk away from this image, the more they are emotionally disturbed, because the
teacher template into which they mould themselves does not match with the teacher

in their ideals.

As mentioned earlier, nearly 1/5 of the questionnaire respondents reported that they

did not know which roles they are to assume in the classroom. A similar difficulty
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emerged in several of the interviews. As these novice teachers (2 of them)
remarked, they were not yet able to decide whether to become a teacher as controller

or teacher as a guide.

Yagmur, as mentioned in the preceding section, had to play the authoritarian teacher
to prevent disruptive learner behaviour. There were however times when she was
having ebbs and flows in relation to her classroom roles. These ebbs and flows
were most likely to be provoked by her misperception that she should strictly stick
to one of the teacher roles and then go along with that role. She expressed her

conflict as follows:

‘What I'm sometimes having is a role crisis. That’s my problem-I mean I still can’t
find my way. When my students think of me, they can’t say. ‘She’s angry.’, ‘She’s
tender.’, or ‘She can tolerate everything.” I am continually changing in the
classroom. There’s a teacher role-it’s authoritarian teacher-I mean teacher as a
controller. 1 think it’s something like that...I feel I should choose one of the teacher
roles and I have to assume it in the classroom. 1 feel I'm inconsistent.’

(Yagmur/SRIl/pp.10-11)

Perisu was undecided about whether to become a teacher as controller or teacher as
a guide. Her indecision was mainly because of the fact that she did not know her

learners thoroughly, as she herself noted:

97



‘I can’t decide if I should be a teacher as a controller or teacher as a guide. If I
become a teacher as a guide, can the students get what I'm teaching? It’s probably
because I don’t know learners well. What are they capable of doing? What should

I teach them and how much? I don’t know all those...’ (Perisu/SRIl/p. 70)

The conflicts that the teachers have in relation to their classroom roles might be
explained on the basis of their lack of awareness of various teacher roles to be
assumed in a classroom or their inadequate knowledge of the teaching contexts and
learner characteristics, as being two important variables for teachers to take into

account in establishing classroom roles.

IV. 2. 1. 1. 4. Instructional planning

Instructional planning appeared to be another area of challenge for
some of the novice EFL teachers according to the results of the questionnaires and
the case studies. As indicated in the questionnaires, the novice EFL teachers faced
with challenges in a few important aspects of instructional planning such as copying
the activities that they have prepared, finding appropriate learning activities,
developing and adapting teaching materials, making lesson plans and setting clear

lesson objectives (See Table 6).

The data from the case studies revealed additional and intriguing insights into how

instructional planning might pose problems for novice teachers. In particular, the
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case study participants (Four of the novice teachers) mentioned that they were

experiencing difficulties in making explicit lesson plans.

Sema was one of the teachers who had difficulty in making explicit lesson plans.
The source of the difficulty, in fact, was that she did not want to make lesson plans.

As she reflected in her diary:

“...I don’t have the habit of making lesson plans. Everything gets harder for me-as
someone bad at time-management. [ have to confess that & I have never made a
lesson plan throughout my 10-month teaching experience and I am not still doing it.
How come do I feel such confidence and courage as if I had fourty-year teaching
experience? In my classes, I somehow make my way even if I stumble-just because
of not making plans. But I now realise that there are some things that don’t actually
go well. Say, for example, I'm in the class and there is an appropriate and relevant
activity to the subject of that day, but I don’t have it with me. ‘Zeynep, please go to
the teacher’s room and bring in that or this book.” We have it then. ‘Asli, please
make 50 copies of this activity.” I think it’s not cool at all ...I do know the solution
is making lesson plans. Why don’t I do it then? Because I think it’s just a waste of
time ... I really don’t know! How will I get used to making lesson plans? It’s really
hard for me. If I could start it, I know I will go on, but I can’t & Heeeelp!’

(Sema/D/Entry 22c)

Like Sema, Ahmet reported that he did not want to make lesson plans although he

would like to be planned and orderly in his teaching. He was writing lesson plans,
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as he noted in his stimulated recall interview, but they were just in the format
required by inspectors. In these plans were included structures to be taught, a few
examples of those structures and homework to be given to learners and so on. Such
a format was not what he needed-and what he would like to follow in planning his

lessons. As he added:

‘...There is nothing else included in those plans, so they are not okay with me. They
are ready-made. I'd like to make my own plans. I'd like something like an
agenda...but I don’t-don’t do it...You can say, ‘Why don’t you do so then? Go for
it. It is a matter of motivation I think, but I just don’t want to do it.’

(Ahmet/SRI/pp.72-74)

Yagmur did not want to make lesson plans, either. As she remarked in her
stimulated recall interview, she was able to carry out her lessons effectively even if
she did not make detailed lesson plans. She seemed to think that the plans that she
wrote in her practicum and the ones that she had to write at her school were not

much necessary. As she remarked:

‘Even if I have planned my teaching within five minutes, I can carry out good
lessons- I mean- everything-It then occurs to me that I wrote all those plans
unnecessarily [She means the ones that she made in her practicum] ... even the ones
that I have to make here. I mean-1 can-normally-remember what I'll do, which
method I'll be using or which examples I'll be giving-1 mean I wrote all those pages

of plans unnecessarily. Maybe they were useful, because I owe my creativity and
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flexibility to those plans. But anyway I made myself believe that there is no need for

keeping writing plans-err-I mean-for being strict.” (Yagmur/SRI/pp. 42-44)

However, it seemed that her difficulty arose largely from the way they were
required to make lesson plans in public schools. In public schools within the
context of the present study, teachers have to use a certain format of lesson plans
and make their plans accordingly. According to this format, they plan their teaching
on weekly, monthly, and yearly basis. It was presumably this aspect of lesson plans

discouraging Yagmur to write plans. She noted:

“...In the plans that they ask us to do, say, for example, what I'll be doing in the first
lesson hour, in the second hour-probably that’s why I can’t manage class time-1
mean I don’t write my plans like that-I mean-like I’ll be doing this for five minutes.
I’ll be doing that for 10 minutes...but it seems to me-err-1 get bored.-I1 mean I don’t

want to do it. I don’t want to restrict myself...” (Yagmur/SRI/pp.47-48)

Yagmur’s remarks also revealed another source of her difficulty with making plans.
The lesson plans that she got used to making in her teacher education programme

did not match with those that she was required to make when she began teaching.

‘...In the plans that I have to make now-I mean-there are lots of irrelevant points,
but what they ask us to do-err-it is something that I never get-1 never get why and
something that I don’t see any value in. So, I don’t want to do something that 1

don’t see any value in- I mean-there is no need for making them...there are big
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differences between the plans that I was making in my teacher training programme-
err-...the ones I am doing now...We were giving introductory information, writing
down the methods, techniques, the duration of the lesson. That’s okay. We were
writing these down, but they say [She means the school administration] I shouldn’t
include the example sentences in my plans. They are actually the ones that I need to
write down, because it is difficult to make up sentences in the class. You know it is

difficult to decide if a sentence is grammatical or not.” (Yagmur/SRIl/pp.45-46)

It appeared that Perisu’s difficulty with making lesson plans was particularly
concerned with her using ready-made lesson plans that she downloaded from the
internet, rather than tailoring them to the learners’ needs and existing knowledge
(Those plans were the ones recommended by the MNE). She seemed to think that it
was all just because of her lack of knowledge of how to plan her instruction. She
regretted that she should have planned her teaching properly. In her stimulated

recall interview, she remarked as follows:

‘It was just because of my lack of knowledge (She did not know her teaching context
and her learners well). I just downloaded the annual plans in the internet, but they
are too idealistic and inappropriate to my learners’ proficiency level. Our school-1
mean-the learners are low proficient ... I need to prepare my plans from the very

beginning in the next term.’ (Perisu/SRIl/pp.52-53)

All these teachers’ sentiments seem to indicate that they are not much aware of how

to make their lesson plans as required in public schools. This lack of awareness
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might be explained on the basis of the differences between the format and content of
the lesson plans that these novice teachers are familiar with and those that are used
in public schools. As mentioned earlier in this section, in public schools, teachers
are to follow a standardised lesson plan format and plan and implement their
teaching activities according to these standard plans. However, none of the teachers
above is familiar with this format of instructional planning (See Appendix XIII for

the lesson plan formats required by the MNE.).

Furthermore-and interestingly enough, what appears to be evident in the above
extracts is that, although these teachers are at the very beginning of their
pedagogical journeys and are rather inexperienced, they tend to devalue
instructional planning which is one of the key tasks of effective teaching and which
is presumably an indispensable guide for themselves as novice teachers. Unlike
experienced teachers, novice teachers may need to make explicit lesson plans,
because they are not yet equipped with the shields of internalised knowledge and
experience that they may rely on to carry out their lessons effectively. The novice
teachers in the present study also tended to be rather unwilling and demotivated to
make lesson plans. Their unwillingness and demotivation might be linked to the
overall pedagogical and affective burden of being a full-time teacher. Presumably,
these novice teachers view instructional planning as something to be sacrificed in

order to lessen the tasks and responsibilities of becoming a full teacher.

Moreover, it is very likely that lack of instructional planning is one of the reasons

for why some of the novice teachers in the present study cannot successfully deal
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with disruptive learner behaviour. Undoubtedly, a careful planning of instruction
will bring an order and a structure to these novice teachers’ lessons and will in turn

contribute to their efforts to prevent learner misbehaviour.

However, the novice EFL teachers’ unwillingness and demotivation for making
lesson plans appeared to throw them into another array of difficulties in relation to

some particular aspects of lesson management.

IV. 2. 1. 1. 5. Managing lessons

Lesson management was another problematic issue for the novice EFL
teachers, as revealed both in the questionnaires and in the interviews and diaries.
According to what the questionnaire results indicated, the novice EFL teachers were
experiencing difficulties in managing their lessons, particularly in: gathering and
maintaining learner interest, carrying out classroom activities, managing learner
participation, making instant decisions in case of problems, giving learners clear
instructions, correcting learner errors, making transitions within the lesson,
establishing a positive classroom atmosphere, managing and maintaining classroom
interaction, using/adjusting their voice, using the board appropriately, using their
body language appropriately, beginning the lesson, managing how much they are to

talk in the classroom, and ending the lesson (See Table 6).

The case studies offered us additional information which seemed to support the

questionnaire results. Lesson management emerged in the novice EFL teachers’
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interviews and diaries as an area of problem. More specifically, the teachers
reported to be having difficulty with the following: catching up with the syllabus,
managing class time, gathering and maintaining learner interest, making transitions
within the lesson, managing learner participation in classroom activities, checking
learner work, managing teacher talk, using body language effectively, eliciting
learner responses, managing classroom interaction, using the board appropriately.
As the data suggested, these difficulties caused the novice teachers to carry out

ineffective lessons.

IV. 2. 1. 1. 5. 1. Catching up with the syllabus

‘Catching up with the syllabus’ was one of the other issues that did
not take place in the questionnaire, but that was brought up in the case studies. As
some of the case study participants (Four of the novice EFL teachers mentioned it as
a difficulty) mentioned, they were continually feeling frustrated due to the volume
of the syllabus that they were to cover, and their frustration was being coupled when

they saw that they were lagging behind the syllabus.

Yagmur appeared to be experiencing such a frustration. As she echoed in her diary:

‘I can’t keep up with the syllabus. I am two-week behind it. I couldn’t make it

again-1I couldn’t do what I planned to do. 1 think it is because the learners couldn’t

concentrate. Despite this, I tried to teach this-that-these-those at the same lesson.
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It didn’t work I think. I knew that it wouldn’t, but it was all because of the fear of

lagging behind the syllabus ..." (Yagmur/D/Entry 9)

Like Yagmur, Sema was not able to catch up with the syllabus. As she mentioned,
this was mainly because of her concern for ensuring student learning. She did not
want to move on to a new topic before ensuring that the learners had learned
previous items thoroughly. This was a deliberate choice of hers, but it caused her to

experience some other complications.

‘I don’t catch up with the syllabus-I've got such a problem-I haven’t taught a
second thing before the first one has been learned thoroughly. The other teachers
are now teaching Unit 10. They’re gonna cover all the syllabus soon, but I ‘m still
teaching Unit 7...1 really don’t know if they are wrong or right, but ... I'm then
having difficulty. You know-you refer to present when talking about be going to, but

the students don’t know present ..." (Sema/SRIl/p4; 9-11)

As the data suggested, the concern with catching up with the syllabus caused the
novice teachers to diverge from teaching practices that they considered appropriate.
For example, Yagmur, due to her overriding concern for catching up with the
syllabus, attempted to teach two things at a time; however, it did not work. Sema
was using deductive teaching techniques (i.e. grammar-translation) not to lag behind
the syllabus, as she seemed to think that these techniques were more practical and

timesaving.
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Some of the novice teachers’ difficulty with catching up with the syllabus might be
linked to the lack of instructional planning in their practices. To illustrate, 3 of the
teachers who mentioned their difficulty with keeping up with the syllabus were also
having difficulty with planning their instruction. Another reason might be that these
teachers have not yet developed an awareness of how they, as teachers, and the
students will interact with the syllabus, because it is the first time they have
encountered with what they have to teach, with the full responsibilities of being a
teacher. Ineffective use of class time may also account for why these novice

teachers have difficulty in keeping up with the syllabus.

IV. 2. 1. 1. 5. 2. Managing class time

As revealed in the questionnaire data, ineffective use of class time
was an area of difficulty for nearly 1/6 of the novice EFL teachers. Four of the
novice teachers in the case studies brought up the same difficulty. In particular,
they complained over not being able to manage class time effectively due to
disruptive learner behaviour, lack of learner proficiency, and lack of instructional
planning. For instance, Yagmur, as she noted in her diary, was not able to use class
time effectively. Poor lesson planning and low levels of learner proficiency

appeared to add to her difficulty with using class time effectively.

‘I don’t think it was an effective lesson. Maybe it is because I couldn’t plan the

lesson well. My students-they are low proficient...so I have to teach from the very

beginning and I'm not able to use class time effectively.’ (Yagmur/D/Entry9)
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Ahmet was not able to manage class time effectively, either. His difficulty seemed
to be provoked by disruptive learner behaviour and his indecision as to how to deal

with it.

‘It’s important to manage class time efficiently. It’s really...I can’t do it ...because
of disruptive behaviour. I can’t decide if I should deal with the problem or not, so

the class time just flows away ..." (Ahmet/SRI/p.108)

The above extracts appear to indicate that ineffective management of class time was
triggered by some other difficulties such as disruptive learner behaviour, lack of
instructional planning, and low levels of learner proficiency. Disruptive learner
behaviour seemed to occupy some of the novice teachers in such way that, rather
than delivering instruction, they were spending a certain amount of their class time
on providing discipline and order in their classrooms. Similarly, low levels of
learner proficiency caused some of the novice teachers to devote most of their class

time to revising previously taught items instead of presenting new language items.

IV. 2. 1. 1. 5. 3. Making transitions within the lesson

Making transitions within the lesson was one of the pressing issues
for some of the novice EFL teachers, as indicated in the questionnaire data (See
Table 6) and in the case studies (Two of the novice EFL teachers reported it to be
difficulty). What was particularly challenging in making transitions was to provide

the transitions appropriately within the different components of a lesson (such as
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beginning and closing the lesson) and within different classroom activities. One of
the novice teachers in the case studies expressed her difficulty with making

transitions within her lessons, as in the following:

‘Look. I'm jumping from one thing to another. How come! I say, ‘your homework
is...” Then I immediately stop and go on with something different...and I then go
back to homework...sometimes the students don’t get what I'm teaching and I have
to teach and teach it again because I keep jumping from one thing to  another...’

(Sema/SRI/pp.86-87)

As also unveiled in the above quotation, ineffectiveness of transitions within a
lesson can create an inviting context for disorder, confusion, and chaos in a
classroom. It might be that some of the novice teachers’ difficulty with making
transitions is due to lack of instructional planning or poor lesson planning. This
appears to be evident in Sema’s and Ahmet’s cases. These two teachers, as they
mentioned, tended not to make detailed lesson plans. Ineffective management of
class time and the pressure that some of the novice teachers feel to catch up with the
syllabus might be the other reasons for why they are having difficulty with making

transitions within the different parts of a lesson.

IV. 2. 1. 1. 5. 4. Managing learner participation

In relation to lesson management, managing learner participation was

another challenge that some of the novice EFL teachers reported to be facing with.
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According to the questionnaire results, approximately 1/5 of the novice EFL
teachers considered it a challenge in their classroom practices. The same difficulty
was brought up by three of the novice teachers in the case studies. According to
what they stated, they were particularly having difficulty in monitoring learner
participation during the classroom activities or deciding whom to nominate or not to
nominate. Sema; for example, was nominating the weak learners just to involve
them in the activities and to encourage them; however, not only she was spending a
certain amount of her class time on waiting for them to give an answer, but also
those learners were losing face in the classroom. Ahmet; on the other hand, was
sometimes not able to notice the learners raising their hands to be involved in
classroom activities. He was then not able to maintain classroom interaction
smoothly and effectively. Perisu’s difficulty was to organise and control learner

participation during classroom activities. As she remarked:

‘Here I think the student needs a clue to answer my question. I could have helped
her, but I can’t. I wait for the student to give an answer...but there are always a few
students telling the answer before that student gives it. I mean it’s difficult to
provide classroom control.  That student is then getting more confused.’

(Perisu/SRI/pp.13-14)

It is probable that some of the novice EFL teachers’ difficulty in managing learner
participation is due to their lack of knowledge of how they can best initiate and
sustain classroom interaction. This seems to be evident in Sema’s and Ahmet’s

cases. For instance, in order to involve them in classroom activities, Sema
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nominates weak learners who may not contribute to classroom interaction and
effective implementation of classroom activities. Ahmet; on the other hand, seems
not to nominate learners who can successfully aid in the initiation and maintenance

of classroom interaction.

IV. 2. 1. 1. 5. 5. Checking learner work

‘Checking learner work’ was a challenge brought up by two of the
case study participants. What was particularly difficult for these teachers was to
check the learners’ homework due to large class sizes and insufficient class time.
To illustrate, as she noted, it was extremely hard for Perisu to check her learners’
homework particularly in the 4™ and 5™ grade classes, because she had only two
hours of English classes per week and did not have any extra time to be able to
check learner work. She was sometimes checking learner homework during the
class, but she was then spending too much of her class time. In order to overcome
this problem, she assigned a few learners in her classrooms for homework check;

however, these learners were only able to tell who did or did not do their homework.

Sema seemed to be experiencing a similar problem. It was a hard task for her to

check the learners’ homework, since she had large classes. She told:

‘As our classes are too crowded (app.50 students) it’s really hard to check who did

or not do their homework. So 5-6 students in each class are in charge of this

duty...” (Sema/D/Entry2)
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In actuality, Sema and Perisu were trying hard to overcome their difficulty with
checking learner work. Perisu; for instance, was either checking them during the
breaks or when the students were busy with noting the things on the board. Sema
assigned a few learners in her classrooms to check whether the learners were doing
their homework or not. Yet, they were still having difficulty with the task of
homework check due to a few contextual (i.e. large class sizes) and curricular

constraints (i.e. time allocated to English in the curriculum).

IV. 2. 1. 1. 5. 6. Gathering and maintaining learner interest

Gathering and maintaining learner interest was another distressing
issue for some of the novice EFL teachers. As the questionnaire data indicated,
nearly half of the novice EFL teachers considered it to be a challenge (See Table 6).
The very same difficulty was mentioned by three of the novice teachers in the case
studies. It seemed that the teachers were trying hard to gather and maintain learner

interest.

Ahmet was one of those teachers who had difficulty in gathering and maintaining

his learners’ interest. He seemed to be annoyed by lack of his learners’ interest in

the lesson.

‘I am having problems with gathering learners’ attention-and maintaining their

interest- from the first moments of the lesson. I'm too much distracted by those who
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keep wandering around during the lesson. I really don’t like this...’

(Ahmet/SRI/pp.4-5)

In her stimulated recall interview, Elif complained over how it was difficult for her
to give a start to the lesson and gather learner interest particularly at the beginning
of the lessons. As she mentioned, she had never found her learners ready for the

class:

‘At the very beginning of the lesson, it is really difficult to find the learners ready for
the lesson and to get their attention. I have never seen them ready so far ...They
never open their course books, they quarrel with each other, or they are interested
in something different. Never — I mean-I do spend the first 10 minutes of the lesson

on calming them down...” (ELif/SRI/p1)

The teachers’ challenge with gathering and maintaining their learners’ interest might
be explained on the basis of lack of learner interest in the lesson which seemed to be
one of the manifestations of disruptive learner behaviour. Presumably, at the very
heart of this problem lay the learners’ lack of interest in English as a subject matter.
The given difficulty might also be attributed to the way the novice teachers use
teaching techniques and materials. Ineffective use of instructional techniques and
materials or not using a variety of teaching techniques and materials may account
for why gathering and maintaining learner interest shows up as a challenge in some

of the novice teachers’ classrooms. Lack of instructional planning might be one of
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the other factors adding to these teachers’ difficulty with gathering and maintaining

learner interest.

IV. 2. 1. 1. 5. 7. Using body language effectively

According to what the questionnaires and in the qualitative data
revealed, some of the novice EFL teachers were having difficulty using their body
language effectively (See Table 6 for the questionnaire results). As unveiled in the
case studies, the teachers (Two of them mentioned it as a difficulty) complained
over not being able to use their body language in such a way that would display a
self-confident and assertive teacher manner. Sema; for example, reported that she
did not know how to use her body language when she first began teaching, since she
was feeling anxious and was unsure of herself as a teacher. Ahmet was not
contented with the way he was using his body language. He voiced his concerns as

follows:

‘I didn’t like this-1 mean my hand in my pocket. This is something antipathetic to
the students I think. I'm folding my arms like that. I'm joining my hands all the time.
I don’t like these either. The students may think-how can I tell it-I'm unsure of

myself.” (Ahmet/SRI/p.15)

As also pronounced by Ahmet, a teacher’s ineffective use of body language may

signal to learners that the teacher is lack of self-confidence and is not assertive
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enough. This might then shake his/her authority in the classroom, leading to

challenges in relation to providing and maintaining classroom discipline.

IV. 2. 1. 1. 5. 8. Using the board appropriately

This was the other difficulty reported by a small number of the
novice EFL teachers in the questionnaires (See Table 6). The same difficulty was
mentioned by two of the novice teachers in the interviews. According to what they
stated, they were not able to use the blackboard economically and orderly. Sema

expressed her difficulty in using the board appropriately as in the following:

‘I can’t use the board economically...then I can’t find any space on the board to

write some other things and squeeze them. It really looks bad.” (Sema/SRI/p.63)

Using the board neatly and legibly are important in the sense that it may add to a
well-established and structured lesson. In addition, the blackboard is one of the
important tools to display linguistic input in the classroom. However, a few of the
novice teachers in the present study seem not to achieve to use the board effectively.
Their difficulty with board use may be linked to the fact that they do not plan their

classroom practices beforehand.
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IV. 2. 1. 2. Challenges in relation to foreign language teaching and

learning

Along with the difficulties in relation to classroom management, it
appeared that the novice teachers had to deal with a myriad of some other
difficulties when it comes to foreign language and learning. These difficulties were
reported and discussed in light of the following sub-themes, as they appeared in the
questionnaires and in the qualitative data which further illuminated our
understanding of the challenges faced by the novice EFL teachers in relation to

processes of language teaching and learning.
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Figure 4.*Challenges in relation to foreign language teaching and learning
Before proceeding into the report of the all challenges under the sub-themes above,

let us first give an account into the overall questionnaire results in relation to the

novice EFL teachers’ challenges with foreign language learning and teaching.
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When the difficulties in relation to foreign language teaching and learning are
concerned, ‘Low English proficiency of learners’ ranked the first highest of all items
(91, 35%), as indicated in Table 7. ‘Inadequacy of language teaching course books’
was the second most frequently reported difficulty (88, 46%). Another most
frequently mentioned difficulty was ‘Using English as classroom language’ (80,
77%), followed by ‘Teaching speaking skills’ (65, 38%). The following difficulties
were also mentioned in the descending order: ‘Teaching listening skills’, ‘“Teaching
writing skills’, ‘Putting my theoretical knowledge into practice’, ‘Using
communicative language teaching methods’, ‘Developing positive learner attitudes
towards English’, ‘Teaching reading skills’, ‘Not knowing what learners expect of
learning English’, ‘Questioning in English’, ‘Curricular constraints’, ‘Teaching
vocabulary’, ‘Determining learning level of learners’, ‘Lack of my knowledge of
how to teach English’, ‘Teaching grammar’, ‘Grading exams’, ‘Lack of my
knowledge of language skills’, ‘Preparing exams’, ‘Lack of my knowledge of
English grammar and vocabulary’, ‘Assessing learner performance’, and ‘Presenting

new language items’.
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Table 7. Challenges in relation to foreign language teaching and learning: questionnaire

results
N=104
+ % - kk
Challenges in relation to foreign language teaching and
learning n Yo n Yo
Low English proficiency of learners 95 191,35 9| 8,65
Inadequacy of language teaching course books 92 88,46 | 12| 11,54
Using English as classroom language 84 | 80,77 | 20| 19,23
Teaching speaking skills 68 | 65,38 | 36| 34,62
Teaching listening skills 44 142,31 | 60| 57,69
Teaching writing skills 44 142,31 | 60| 57,69
Putting my theoretical knowledge into practice 37 135,58 | 67| 64,42
Using communicative language teaching methods 32 130,77 | 72| 69,23
Developing positive learner attitudes towards English 29 127,88 75| 72,12
Teaching reading skills 28 126,92 | 76| 73,08
Not knowing what learners expect of learning English 25 124,04| 79| 75,96
Questioning in English 22 (21,15 82| 78,85
Not being able to provide extra curricular activities 22 (21,15 82| 78,85
Teaching vocabulary 21 120,19| 83] 79,81
Determining learning level of learners 20 (19,23 | 84| 80,77
Lack of my knowledge of how to teach English 20 | 19,23 | 84| 80,77
Teaching grammar 18 | 17,31 | 86| 82,69
Grading exams 10 | 9,62 | 94| 90,38
Lack of my knowledge of language skills 10 | 9,62 | 94| 90,38
Preparing exams 10 | 9,62 | 94] 90,38
Lack of my knowledge of English grammar and vocabulary | 8 | 7,69 | 96| 92,31
Assessing learner performance 4 | 3,85 |100]| 96,15
Presenting new language items 3 ] 2,88 |101] 97,12

* 4+:  The number of the participants who ticked the related questionnaire item

*% -: The number of the participants who did not tick the related questionnaire item

Having reported the overall questionnaire results, let us now detail into each

individual sub-theme and its related difficulties.

119



IV. 2. 1. 2. 1. Lack of language learner proficiency

‘Lack of language learner proficiency’ was one of the issues that
seemed to plague a great majority of the novice teachers, as indicated in the

questionnaires and in the qualitative data.

‘Low English proficiency of learners’ was the most frequently mentioned difficulty
by the questionnaire respondents (Nearly all of them considered it to be a difficulty)
(See Table 7). The very same issue was brought about by all of the case study
participants in the interviews and diary entries, providing us with some further
insights into how learners’ lack of English proficiency as a challenge impacted on
the novice teachers’ practices and how it led to some other difficulties in their

classrooms.

Yagmur was one of the teachers who expressed her sentiments in relation to poor

language proficiency of her learners and how this difficulty influenced her practices:

‘...my learners’ language proficiency is low, so every time I present a new language

item, I have to first revise the previous ones. That’s why I cannot use my class time

effectively.’ (Yagmur/D/Entry 9)

Eyliil’s problem was not much different from that of Yagmur. What she pointed out

in her diary was that she was not able to cover all the items in the syllabus, as she
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was spending some time in reviewing the basic structures in English. The below

extract seems to reflect her difficulty with low levels of learner proficiency:

‘...the major problem is that they [She means the eight grade learners] do not know
even the most basic forms and structures in English although they are 8" graders
...I then review the basic items in English they should have already learned so far
and lastly I teach the things in the syllabus-if I have any time to do so of course.’

(Eyliil/Diary/Entry 3b)

Similarly, Elif complained over her learners’ lack of proficiency in English and how
it interfered with her teaching practices. It seemed that due to their lack of English
proficiency, the learners were not able to do such simple activities in English as
writing simple sentences or even telling their names, and since they were incapable
of doing all those things, they were losing their interest in the lesson. Elif was then
inclined to give up what she aimed to do. The below extract illustrates her difficulty

with low proficient learners and the way she deals with it:

‘I’d like to have them [She means the students| write down sentences in English, but
they cannot. I ask them to tell their names. They can’t. How far can I go back in
the syllabus? They should have learned all those stuff before. So, I assume that
they already know all those. If I don’t do so-1 mean there are lot of things that 1
should cover...then I ask them to read aloud , they can’t...so I don’t want to be too
much insistent on what I'm doing and I just don’t want to lose time or the students

are getting inattentive. (Elif/l1/pp.7-8)
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Learners’ lack of proficiency of English appeared to bring about some other
complications for the novice teachers as well, as they noted in their diaries and
interviews. One of these was the lack of learner achievement in English. Since the
learners had low levels of English proficiency, they were getting lower grades in the
exams or they could not understand or learn what they had been taught. However,
this seemed to result in a further complication for the teachers: It was difficult for
them to observe the impact of their teaching on student learning. Some of the
novice teachers, for example, were worried that they could not achieve the desired
learning outcomes although they tried hard. Another complication was that the
learners were not able to understand classroom language in English, which resulted

in some of the teachers’ using Turkish as medium of instruction.

Lack of learner proficiency in English is, in fact, a typical problem of language
learning and teaching contexts in Turkey, so, perhaps, it is not much surprising to
find out that it ranked the highest of all the questionnaire items and was mentioned
by all of the case study participants. It then might be speculated that lack of learner
proficiency in English is a challenge for any teacher of English regardless of
whether they are novice or experienced. Nevertheless, there is great likelihood that
this difficulty will be perceived and lived by novice EFL teachers more differently
than experienced teachers, as novice teachers’ existing knowledge of teaching and
the teaching contexts may not suffice yet to deal with such a difficulty. In other
words, novice teachers may not yet know what they should do with these types of
learners unlike experienced teachers who, through accumulated practice and

internalised knowledge, will be able to better deal with low proficient learners. Yet,
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in order to ease their possible troubles in relation to learner proficiency and its
complications, novice EFL teachers might attempt to gain a preliminary
understanding of their learners’ linguistic background through simple tasks at the
very beginning of their school days. For example, the novice teachers in the present
study could have given simple activities to their learners in order to get an overall
idea of their language proficiency and could have planned their practices
accordingly. However, this seemed to be evident in none of the teachers’ practices
except one teacher, Perisu, who asked her learners to write simple sentences to
introduce themselves. It might well be argued that such efforts alone would be
insufficient to take the full picture of learner proficiency; nevertheless, it is very
likely that they would provide teachers with hints as to what challenges and

prospects are awaiting for them ahead in relation to language learner proficiency.

Lack of learners’ English proficiency was not the only pressing problem for the
novice EFL teachers. Lack of learners’ proficiency of Turkish seemed to add to
some of the novice teachers’ troubles with the learners’ English proficiency. What
some of the case study participants (4 of them touched upon it.) reported was that
they had to not only deal with their learners’ lack of English proficiency but also
struggled with their low proficiency of Turkish. As they mentioned, they were then
deprived of one of the bases that they could build L2 knowledge on while teaching

it.
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Eyliil was one of the teachers who were worried about her learners’ lack of Turkish
proficiency. What she noted in her diary illuminates our understanding on how the

learners’ lack of proficiency in Turkish was acting as a constraint for her.

‘.1 first teach them Turkish-1 mean what a verb or noun is. I then review the basic
items in English they should have already learned so far and lastly I teach the things

in the syllabus-if I have any time to do so of course.”  (Eyliil/D/Entry 3b)

In her first interview, Eyliil also recounted an incidence in relation to her difficulty
with the learners’ low levels of Turkish proficiency. She seemed to be struck by the
fact that the learners were not aware of some of the basic structures in Turkish. She

was teaching adjectives to her eighth graders that day.

‘We were studying adjectives that day. I had them read a text and taught unknown
words and said, ‘Now underline the adjectives and tell me what they are.” Anyway I
taught the words with their Turkish equivalents. One of the students raised his hand
and asked if talk could be an adjective. I said, ‘Talk is konusmak’. He replied,
‘Isn’t it okay then?’ I once said, ‘Talk is konusmak.” He insisted,’Isn’t it right?’
and I asked, ‘Talk is an adjective?’-by the way I was using Turkish to explain all
those-‘Isn’t it so?’, he said. ‘No, it isn’t.’, I said and asked, ‘What is konusmak in
Turkish?’ ‘Is it a noun?’, he asked. I then came to understand that I should first

teach them Turkish.” (Eyliil/l1/pp.12)
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Lack of her learners’ proficiency in Turkish was a concern for Perisu as well. Like
Eyliil, she preferred to review the basic points in Turkish grammar before she taught

language items in English. As she commented in her stimulated recall interview:

‘Before 1 teach language items in English, [ review their equivalents in
Turkish...this is explicit grammar instruction, but their Turkish is poor indeed, so I
need to make up for it first. For example, I once asked in this class, ‘What is simdiki
zaman in Turkish?’ Only few learners could answer my question...so as their
Turkish is poor, they have difficulty in making sense of English.” (Perisu/M2/pp.15-

16)

The novice teachers’ remarks above appear to illustrate how lack of learner
proficiency in Turkish may constrain their teaching practices and may lead to some
additional challenges for them. For example, it seemed to affect Eyliil in such a way
that she was having difficulty covering the items in the syllabus, because she was
first struggling to teach the basic forms in Turkish and English. In Elif’s case, it
was evident that it resulted in lack of learner interest. According to what she
pointed out, the learners were getting demotivated and disinterested, as they were
not able to understand what they had been taught due to their lack of Turkish and
English proficiency. Perisu had to first review items in Turkish before teaching
those in English; otherwise, her students were experiencing difficulty in learning

English.
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The teachers’ above sentiments raise an important question to ask, also: Do they
really need to switch to Turkish to teach and clarify issues in English? What seems
to be obvious in these teachers’ practices is that they are inclined to teach English
grammar explicitly and use grammatical terminology to explicate its structures.
Given the fact that their learners are not competent and proficient in English and
Turkish, these teachers’ practices might be questioned in relation to the way they
teach grammar. Such a concern seems to be evident in Perisu’s above remark as
well. As she was reporting her difficulty with low levels of learner proficiency in
Turkish and what she was doing in response to it, she also reflected on the way she
taught English grammar, telling that it was explicit and form-focussed. However,
this is not to say that explicit instruction on L2 grammar is something that should be
avoided in language classrooms. The question here is whether it is appropriate to
rely on form-focussed instruction with such low proficient learners. There is great
likelihood that these teachers consider such explicit teaching to be a practical tool to

provide L2 instruction.

IV. 2. 1. 2. 2. Lack of learner motivation and interest

‘Lack of learner motivation and interest’ appeared to be another
pressing issue for some of the novice EFL teachers, as indicated both in the
questionnaires and in the case studies. According to the questionnaire results,
nearly 1/4 of the novice EFL teachers were having difficulty in developing positive
learner attitudes towards English. The interviews and diaries in the case studies

provided us with additional information about what was particularly distressing for
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some of the novice EFL teachers when it comes to learner motivation and interest.
As revealed in the case studies, a few novice teachers seemed to be suffering from

low levels of learner motivation for learning and lack of learner interest in English.

‘Lack of learner motivation for learning’ was one of these difficulties that seemed to
challenge some of the novice teachers. 4 of the novice teachers in the case studies
appeared to construe it as a challenge. What these teachers pointed out was that
most of their learners did not invest any effort in their own learning and did not feel

obliged to fulfil their tasks and responsibilities.

Eyliil was one of the teachers who seemed to be startled with low levels of
motivation for learning. What she remarked was that most of her learners did not
intend to learn anything and had little motivation to do so. She then cited an

incidence that she considered noteworthy:

“...by the way something interesting happened a few days ago...I don’t now
remember the student’s name-whatever it is-the other students asked me if he would
be dismissed from the school ...’Maybe, I don’t know.’, I replied...Guess what they
told me? ‘I wish I were dismissed from the school too!’ This is the way they are!’

(Eyliil/SRI/pp.31-32)

The students’ reaction seemed to cause her to lose her temper. As she went on:
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‘I do-I really lose my patience. I utter things I shouldn’t, but they do deserve it |
think-anyway I told, ‘Why come are you here then? You don’t have your course
books and even your notebooks with you. Why are you coming to school then?

...Don’t come to school please! Don’t disturb us!” (Eyliil/SRl/pp.32-33)

Bahar lamented over a similar difficulty with her learners. She appeared to feel

helpless a little and expressed her concerns as follows:

‘They aren’t interested in any lesson...they don’t study...You keep trying, trying and
trying, but when you see they don’t do anything for themselves, you begin to feel

helpless...” (Bahar/SRIl/pp.11-13)

Like Eyliil and Bahar, Perisu seemed to be troubled by her learners’ low motivation

levels. According to what she told, her learners were unwilling to learn and lazy.

‘They - for example I correct their mistakes and when I have a look at their
notebooks the following week, I can’t see the corrected forms in their notebooks. 1
mean they are lazy...I correct their mistakes, but they-1 feel demotivated then. I
devote my time to them, but they don’t pay the slightest attention. It was indeed a

great problem for me.’ (Perisu/SRI/pp.6-7)

What seem to prevail in these teachers’ remarks are the feelings of anger,

impatience, demotivation and despair aroused by low levels of learner motivation.

Eyliil’s affective response to the difficulty, for example, is a kind of shock and
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anger. Bahar and Perisu appear to be feeling desperation and demotivation. It also
seems that these feelings triggered by lack of learner motivation act as a constraint
upon these teachers’ pedagogical practices. For instance, the way Eyliil responds to
the given problem is likely to provide evidence for this assumption. She, rather than
attempting to earn her learners, tends to confront with them, which may complicate

matters further.

‘Lack of learner motivation for learning’ was not the only difficulty that upset the
novice EFL teachers. The picture seemed to be getting more complex by the
presence of learners with lack of interest in English. Six of the novice teachers in

the case studies reported it as a challenge for themselves.

What was particularly troubling to Perisu was her learners’ perception of English as
a subject matter. As she noted in her stimulated recall interview, in the eyes of her
learners, English was by no means different from such a subject matter as, say,
Religious and Moral Education in the curriculum and was not of any significance

for their development as learners. Below she commented:

‘Learners should first feel a need to learn English. For the students at this school,
English is just a subject matter ...They are not aware of its significance. Perhaps,
in inner-city schools, the situation is different. Learner parents may speak it, so
learners may see a value in it...but the students here never take time to ask

themselves if they will ever need English...” (Perisu/SRIl/pp.33-34)
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For Ahmet, lack of his learners’ interest in English was an unsettling issue, too. It
was unsettling in the sense that he was blaming himself for what was happening. In

his stimulated recall interview, he sincerely reflected on the issue:

‘There is something wrong here-I mean...I do feel there is-there is a problem here.
Is it only me who is feeling like that?...err-1 mean-the class-they don’t care about
English. It is important-1 mean-that they are motivated to learn English, but I think
a part of guilt is mine, because I cannot motivate them. But isn’t it important that
they are interested in English? What is wrong-I don’t know to what extent they need

English...maybe they don’t need it, so they aren’t motivated.’ (Ahmet/SRI/pp.48-50)

In Elif’s classes, lack of learner interest in English came out as a constraint
impinging upon what she was doing and what she would like to do as a language

teacher. As she noted in her first interview:

“...Say, for example, we have made an English corner-1 did actually. I was putting
Jjokes, stories on a board, but they were not interested at all. I once had them read
stories, but they didn’t care. What was going to happen in the end? That was the
only thing they kept thinking about. I asked them to buy dictionaries. Most of them
did buy them. I monitored for the first two weeks if they brought the dictionaries
with them ... but now they don’t because they don’t care.. If I told them to bring

them to the classroom, they would, but only for once or twice.” (Elif/11/25-27)

She brought up a similar issue in her stimulated recall interview:
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‘A lesson like English-1 mean for the student it means nothing-1 mean it’s not
Mathematics, it’s not Science, History or Geography, so they are indifferent to
English. It doesn’t matter for them if they can speak it or not. ‘What am I gonna do

with it?’, they say.” (ELif/SRIl/pp.54-55)

Like Elif, Yagmur was resentful of lack of her learners’ interest in English which
seemed to be getting in the way of what she was doing in her classrooms. She

expressed her sentiments as in the below:

‘Songs, for example. I brought the latest songs to my 8" grade classes-err-just for
the sake of authenticity, but they hadn’t heard them before. They aren’t interested

at all. They don’t want to learn them...” (Yagmur/SRI/p.28)

Lack of learner interest in English emerges in some of these teachers’ classes as
something which is likely to hinder their attempts of creativity and initiation. These
teachers’ difficulty with the given issue might be related to the way they enact their
classroom practices and to what they specifically do to stimulate and maintain
learner interest in English. Ahmet’s remark above provides support to this view.
He assumes responsibility for the problem and criticises himself for not being able
to increase their motivation for English. In actuality, lack of learner interest in
English is one of the problems in the Turkish education system, and perhaps the
source of the difficulty should be sought beyond the teachers themselves. For
instance, it seems to be evident in the data that parental attitudes towards English are

one of the factors adding up to some of the teachers’ difficulty (This was also
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mentioned as a difficulty by some of the teachers and elaborated on in the following
sections). Another source of the difficulty might be that the teachers are teaching at
schools with learners coming from deprived backgrounds, and English implies
nothing to them (Again, all of the novice teachers brought up this issue as a

difficulty, as touched upon in the following sections.).

According to some of the novice teachers, their learners were not only unwilling to
learn, but also had lack of awareness on their own learning and unfamiliar with

some of the language learning and teaching techniques and materials.

IV. 2. 1. 2. 3. Lack of learner awareness of learning

‘Lack of learner awareness of learning’ was another area of challenge
that was borne out only in the qualitative data, but that was not included in the
questionnaire. In particular, what some of the novice teachers complained over was
that their learners did not have any awareness on their own learning and that they

were unfamiliar with CLT techniques.

Three of the novice teachers who took part in the case studies seemed to be
suffering from the learners’ lack of awareness on their own learning. According to
what they noted, their learners did not have any awareness of what and they were

learning and why.
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Ahmet, as he was reflecting on his lesson in the stimulated recall interview,
commented on how his learners were unaware of what they had been learning, and
due to such a lack of awareness, what he was teaching had little impact on the
learners. In that lesson, he was teaching either and too. As he noted:

‘.. Err-I think the students-I mean-they don’t ask themselves, ‘Did I really learn
something today? What did we do today in our classes?’ They don’t have such
questions in their minds. I mean this is a kind of lack of learner awareness. Maybe
they remember they went to Istanbul and we talked about it in that lesson, but what
did they learn? They probably don’t remember anything about either and too’

(Ahmet/SRI/pp.84-85)

Elif touched upon a similar difficulty in her stimulated recall interview and
complained over how the learners were unaware of some of her practices. For
instance, she was circling the forms and structures that she wrote on the board to
highlight them, but, as she told, the learners did not have the slightest idea of why

she was doing so. She expressed her sentiments:

‘I am circling things on the board just to highlight them-I mean perhaps it helps
them [the students] while they are studying, but they don’t care at all. I am very
sure of this. They just ask, ‘Miss, shall we underline the other sentences?’ They
don’t care why-1 mean-they are not aware why I'm doing so...they don’t even

bother to look at their notebooks.’ (Elif/SRIl/pp.49-50)
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As seems to be obvious in the above extracts, the learners had difficulty in making
sense out of their teachers’ practices due to their lack of awareness on what they
were learning and why. There is great likelihood that this was a difficulty provoked
by some other difficulties such as such as lack of learner motivation for learning and
lack of L2 learner proficiency. Yet, it also seems that the novice teachers did not
make efforts to raise their learners’ meta-cognitive awareness which may contribute

to fruitful learning and teaching experiences.

Moreover, according to some of the novice teachers, the use of CLT techniques and
materials was one of the other classroom practices that their learners had difficulty
in making sense of. As these teachers mentioned (4 of the novice EFL teachers in
the case studies brought it up as a challenge.), their learners were unfamiliar with
the CLT techniques and materials. This was something distressing for the novice
EFL teachers in the sense that, according to what they reported, it brought them to
the edge of avoiding such activities and materials although they would like to inject
them into their classroom practices (This was another difficulty mentioned by
novice the teachers. It was discussed in the following sections). Games, songs,
group work, inductive grammar teaching, and visual materials such as flashcards,
pictures were among the CLT techniques and materials that the novice teachers

attempted to use in these classrooms.

Yagmur was one of the novice teachers who seemed to be annoyed by her learners’

lack of familiarity with the CLT techniques and materials. In her diary, she

recounted one of her experiences in her 5 grade classes:
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‘Today I taught months to them. I made a chart of seasons ... but I didn’t show it to
them. First, I told each month aloud and repeated them several times. Only after
did I ask them to repeat each month, I showed them the chart. They did like it...but
they were distracted and began asking if I drew the pictures by myself ...I was only
able to silence them by putting the chart aside. This is my biggest problem in using
visual materials. Since they aren’t used to such materials, they tend to think they
are just game-like things or so. They think the class is over and it is now game

time.” (Yagmur/D/Entry 11)

Yagmur was experiencing the same problem in her upper classes. In her first
interview, she talked about the way her learners reacted to the visual materials that

she was using.

‘They [the learners] were unfair to me...they; for example, made fun of the
flashcards that I was using...they didn’t like them much. They weren’t interested in
the lessons at all, because the use of such materials was just a waste of time for
them. No one did the things that I asked him or her to do. That was the hardest

part for me.’ (Yagmur/I1/pp.12-13)

Perisu’s learners were not much different from those of Yagmur. As Perisu reported

in her stimulated recall interview, she preferred to use the techniques of deductive

teaching rather than those of inductive, which are one of the key techniques in the
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CLT. The learners’ unfamiliarity with such techniques seemed to divert her course

to deductive teaching techniques. As she commented:

‘Unfortunately-maybe because of what they are used to doing in classes of other
subject matters, the learners are used to be given the explicit rules- ‘Yes, semicolon
now. Use this in that way if bla bla bla. They’d like something explicit. They’d like

the rule.” (Perisu/SRI/pp.62-63)

Ahmet expressed similar sentiments in relation to his learners’ unfamiliarity with
the CLT techniques and materials. He was particularly annoyed by his learners’
disinterest in games, as one of the CLT techniques. He was attributing this

disinterest to the learners’ unfamiliarity with such techniques.

‘They aren’t interested even in games. Games are fun, aren’t they? And you learn
by fun, don’t you? But I see here that they don’t. They don’t care for fun. I think
they aren’t aware that they can learn through fun and enjoyable activities...’

(Ahmet/I1/p.11)

As the extracts above indicated, in these novice teachers’ classes, the learners’
unfamiliarity with the CLT techniques and materials emerged as something
impeding their classroom practices and triggering a set of other problems. For
instance, in Yagmur’s and Ahmet’s classes, it resulted in lack of learner attention
and interest. Perisu; on the other hand, seemed to give up doing what she

considered to be right. As she remarked, rather than using inductive teaching
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techniques to present language items, she relied on deductive techniques of
grammar teaching with which her learners were more familiar. What was worse;
however, it seemed that learners’ unfamiliarity with the CLT techniques and
materials was one of the justifications that the novice teachers made to give up using
such activities and materials in their classrooms. This issue was focussed on in the

following section.

IV. 2. 1. 2. 4. Using teaching techniques and materials

‘Using teaching techniques and materials’ appeared as another area of
challenge both in the questionnaires and in the qualitative data. According to the
questionnaire results, when it comes to using teaching techniques and materials, the
novice EFL teachers were having difficulties particularly with teaching language
forms and skills (i.e. teaching grammar and vocabulary, teaching reading, writing,
listening, speaking), with using CLT techniques and materials (i.e. using
communicative language methods, using English as classroom language,
questioning in English), assessing and evaluating learners (i.e. determining learning
level of learners, grading exams, preparing exams, and assessing learner
performance), providing extra-curricular activities, and with presenting new
language items (See Table 7). The interviews and diaries offered us additional
information that seemed to further illuminate our understanding of some of these

challenges.
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As the questionnaire results indicated, ‘Using English as classroom language’
‘Using communicative language teaching methods’, and ‘Questioning in English’
were the problematic issues for some of the novice EFL teachers (See Table 7). The
interviews and diaries shed further light on how the use of CLT techniques and
materials posed problems for the novice EFL teachers. In particular, the novice
teachers complained over either not being able to use CLT techniques and materials
(i.e. games, group work, production activities, using English as classroom language,
flashcards, pictures, and so on) or not being able to use them effectively when they
attempted to do so. These were due to their learners’ unfamiliarity with such
techniques and materials, disruptive learner behaviour, low levels of learner
proficiency and motivation, large class sizes and so on. Six novice EFL teachers

reported to be having difficulty with using CLT techniques and materials.

Perisu was one of the teachers who complained over how she was not able to
include CLT techniques in her classroom practices as often as she would like to,

because, as she said, her pupils were getting disruptive. As she remarked:

‘I now see that games, songs are really helpful particularly in the 4" and 5"
graders. I try to use them, but I cannot often because they’re time-consuming...l
mean they’re difficult to implement in the classroom-I mean-to monitor
pupils...when we do such activities, they all stand up and start talking. I see they do
like such things, but they interrupt the lesson and I cannot fulfil my objectives ...I try
to go on with another activity, but a few pupils go on singing the song I have taught

them...” (Perisu/l1/pp.7-10)
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Elif was another teacher who seemed to be having difficulties using the CLT
techniques in her classes, because, as she mentioned, her learners were reluctant to

make efforts to learn through such techniques.

‘I’d sometimes like to do something different in my classes and I ask myself if they
can learn, say, through games, but whenever I do such activities, I see that I'm
moving away from what I'd like to do actually-1 mean my aim is to teach English,
but theirs aren’t. They’d just like fun or they don’t make any efforts to produce
something. They just don’t care-1 mean they are lack of creativity.” (Elif/SRIl/pp-

20-21)

Similarly, Ahmet was worried that he was not able to use the CLT techniques in his
classrooms. According to him, this was due to lack of his learners’ interest in such

activities:

‘When I try to involve them in games ...they aren’t interested ...there are even a few
pupils who don’t want to play games. They just don’t care...so they get demotivated
and so do 1. Everything then turns upside down at that moment and I begin to use

grammar-translation techniques...” (Ahmet/11/42-44)

Sema was not able to include the CLT techniques in her classroom practices. As

she noted, large class sizes were what prevented her from using such techniques.
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‘Classes are crowded, so this affects the types of the activities that you are using.
Rather than the CLT techniques, you have to use those of the grammar-translation

because they, you think, are time-saving and practical.’ (Sema/SRI/p.98)

Yagmur’s particular concern was that she could not use classroom language in
English. As she said, although she would like to use English as classroom language,

it was impossible for her to do so due to low levels of learner proficiency in English.

“...I had to use Turkish then. It was hard for me-I mean-to get over the students’
complaints. They kept telling they didn’t understand anything. They even said,

‘You can’t teach well...” (Yagmur/l1/p.12)

Later in the interview, she recalled and recounted what happened in one of her first

classes:

‘I’d like to use English in my classes ...but it is impossible-it is really...As soon as |
stepped into the classroom, I began to use English...but the students stared at me

with sullen faces. They don’t understand anything...that was really hard for me...’

(Yagmur/I1/p.54-56)

As seems to be evident in the above extracts, the novice teachers justify their
departure from the CLT techniques and materials-and their ineffective use of these
techniques and materials-on the basis of some other difficulties such as large class

sizes, lack of learner proficiency and motivation, disruptive learner behaviour,
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learners’ unfamiliarity with the CLT techniques and materials, and so on. All these
might well be reasons-or justifications-for such a departure; nevertheless, it might
also be questioned how these teachers implement CLT techniques in their classes
and what they do to make them more appealing to their learners. Also, some of the
teachers’ difficulty with the use of the CLT techniques and materials could be
explained on the basis of their unwillingness for instructional planning rather than
large class sizes, lack of learner proficiency, learner motivation, learners’
unfamiliarity with the CLT techniques and materials. Perhaps, with a careful
planning of activities, these novice teachers will be able to make the most of CLT

activities and materials.

Furthermore, these novice EFL teachers’ sentiments seem to reveal that they
experience a tension between what they would like to do as language teachers and
what they have to do due to several constraints (i.e. lack of learner motivation, large
class sizes, learners’ unfamiliarity with CLT techniques, etc.). For example,
although they would like to include CLT techniques and materials in their classroom
practices and see a pedagogical value in such activities-and although they make
efforts in using such activities in their classrooms, they, as they mention, either have
to abandon them totally or do not prefer to use them as often as they like. The
resulting picture is thus a conflict between what they consider right and what they
are to do within the world of constraints. Presumably, in essence, this is a conflict
between the novice teachers’ knowledge and the realities of the practice, because in
teacher education programmes within the context of the present study, the use of

CLT techniques and materials is one of the issues that is emphasised. However,

141



interestingly enough, despite the inner conflict that they experience between what
they like to do and what they have to do, some of the novice teachers’ pedagogical
stance is to divert their courses to grammar-translation techniques which they
believe are easier to implement, rather than developing strategies to inject CLT

techniques and materials into their classrooms.

It was not only the use of CLT techniques and materials to which the novice EFL
teachers allocated little space in their pedagogical agendas, but also the teaching of
language skills, as revealed in the case studies. What was particularly troubling for
some of the novice teachers (Four of the novice teachers reported it to be a
difficulty), as they mentioned was that they were not able to provide speaking,
listening, reading, and writing activities in their classes. Moreover, one of the
novice teachers, as she noted, was having difficulty with tailoring speaking and
writing activities to her learners’ proficiency level and making them interesting to

her learners.

In her stimulated recall interview, Elif voiced her concern for not being able to teach
speaking skills due to lack of her learners’ proficiency in English and disruptive
learner behaviour. These were however leading her to abandon speaking activities

totally.

‘As well for speaking...the students keep saying, ‘May I speak Turkish?’, so we have

to prefer explicit teaching-anyway I was sometimes doing speaking activities but-I

mean because they were getting noisier and naughtier and the lesson was being
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wasted, 1 gave it up then. Games, say, for example, are fun, memorable, and
enjoyable for learners and I was feeling they were learning something through
games, but they are just interested in fun, not in what they are learning. Then I am
feeling it’s just a waste of time...if I had extra time, I could do [speaking] ...’

(Elif/SRI/pp.68-69)

Perisu reported a similar difficulty; however, she was particularly concerned with
large class sizes and her learners’ low English proficiency when it comes to teaching

speaking.

‘We can’t do speaking in classes with 30 students...To do speaking activities, the
students need to have a certain level of English proficiency, they have to know a
certain amount of vocabulary...we can’t do speaking with learners who haven’t
heard of English or who have poor knowledge of English vocabulary and grammar.’

(Perisu/l1/pp.41-42)

Yagmur’s difficulty was a bit different from that of Eyliil, Elif and Perisu. What
appeared to worry her was how to tailor speaking and writing activities to her

learners’ proficiency level. She said:

‘I think I know well how to plan speaking and writing activities...but I can’t make

them interesting-or I mean I can’t make them appropriate to my students’ level of

proficiency, so they come to be boring...what kind of a lesson plan should I make

143



with learners of low English proficiency? That’s the hardest part to me...’

(Yagmur/SRIl/pp.116-117)

‘Not being able to teach speaking skills’ was not the only concern of some of the
novice EFL teachers. ‘Not being able to teach listening skills’ was also reported to

be a problem by some of the teachers.

Sema was one of the novice teachers who were not able to teach listening in her
classes due to the inadequacy of instructional materials at her school. As she

reported:

‘We can’t do listening, which is a problem...we have a huge tape-recorder and two
big loudspeakers, but the teacher of Music uses it. If I should get it- but it is
something she needs. Maybe we can buy a tape-recorder. Yes, we should go for it.

I hope we’ll do something about it soon..." (Sema/ll/pp. 10; 11-12)

Elif raised similar concerns. She was not able to do listening activities either
because, as she told, it was not likely for her learners to understand what native
speakers were saying. Her school was also lack of such materials as televisions and

tape-recorders. She mentioned:

‘If I should ever do listening, but they don’t get what I'm saying. Let alone a native

speaker. We have neither a tape-recorder nor a television...” (Elif/SRI/p.63)
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Perisu’s sentiment was that she was not able to include listening in her classroom
practices due to curricular constraints. In other words, she did not have sufficient

class time to do listening activities. She expressed her sentiments as follows:

I haven’t been able to do listening yet. It’s a matter of time. It’s not enough.’

(Perisu/l1/p.42)

With regard to teaching reading and writing, the same very same problem seemed to
exist. To illustrate, one of the novice teachers remarked that she was not able to do

reading and writing activities in her classrooms:

“...Take; for example, writing. I did try it. I asked them to write letters or so, but
they can’t go beyond ‘My name’s ..." you have to take care of all of them at the
same time. I mean they say, ‘I'd like to write this or that. [ looked it up in the
dictionary’ or ‘I couldn’t do it, miss!” When you are busy with one student, others
keep asking questions, so you can’t do anything. I ask them to write them down at
home, but they can’t.” As well for reading, most of them don’t bring their
dictionaries with them, so they don’t understand the words, and they get

demotivated.” (Elif/SRI/pp.67-68)

As seems to be clear in these extracts, some of the novice teachers lament over not
being able to teach language skills in their classrooms. Curricular constraints (i.e.
not having extra class time), learners’ unfamiliarity with the CLT techniques,

disruptive learner behaviour, lack of learner proficiency in English, large class sizes,
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inadequacy of school materials appear to add to their difficulty with teaching
language skills. They also show up as justifications for not including reading,
speaking, writing, and listening activities in their pedagogical practices. The
emerging picture is thus a more grammar-based and form-focussed instruction with
little variety in their classrooms in terms of teaching techniques and materials that

they were using.

When it comes to using teaching techniques and materials, adding variety to their
classes seemed to be area of difficulty that seemed to disturb some of the novice
EFL teachers. According to the questionnaire results, not being able to provide
extra-curricular activities was a challenge for a few of the novice teachers (See
Table 7). Similarly, ‘Not being able to add variety to their classes’ emerged as a
difficulty in some of the novice teachers’ interviews or diaries or both (5 of the
novice teachers in the case studies reported it as a difficulty). In particular, these
teachers expressed their discontention with their practices in that they were not able
to draw on a variety of language teaching techniques and materials or were not able

to provide their learners with supplementary materials.

Ahmet; for example, seemed to be annoyed by the fact that he was not using a

variety of techniques and materials in his classes. As he noted in his diary:

‘This week was monotonous both for me and the students, because I do try hard to

keep the students on-task. 1 feel inadequate and annoyed...perhaps this is
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because...I don’t use a variety of teaching techniques and materials in my classes.’

(Ahmet/D/Entryl9a)

Perisu expressed her sentiments for not being able to provide her learners with
supplementary learning materials. This was due to the fact that she was not able to

photocopy the worksheets that she prepared. Below is what she remarked:

‘I couldn’t give worksheets to the students this term...because I couldn’t photocopy
them. [The photocopy machine] was getting out of order the first term. They [the
school administration] gave us a sharp scolding. I didn’t collect money from the
students for the worksheets. I objected to it. I said, ‘...I'm a teacher. I can’t get
money from the students.’” ...but the school administration is right, too because they
don’t get any appropriation...but the next term, from the very beginning, I'll get

money from the students and I won’t show any tolerance...” (Perisu/SRIl/pp.49-51)

Like Perisu, Yagmur was not able to provide her learners with extra learning
materials due to the lack of photocopy facilities at her school. In her first interview,

she mentioned:

‘You can’t photocopy anything as a teacher. Only the school principal and his
assistant can do it. If they are busy, I can do it I think...but no. Only they should do
it. So I can’t provide extra materials...In my first school days, 1 was preparing
extra materials to hand out to the students, but we didn’t have such a problem.

They then set up such a rule perhaps because we did so much photocopying. I can’t
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afford it ...the school should pay for it, but it doesn’t...so I can’t give extra
materials in my classes...I write things on the board or we study the workbook. [
don’t use any supplementary materials because they don’t photocopy them.’

(Yagmur/I1/pp.45-49)

Her problem seemed to exacerbate in the following days, because the photocopy

machine was broken down. As she wrote in her diary:

‘Afterwards I wrote example sentences on the board and we did the exercises in the
course book. By the way, the photocopy machine is out of order so I can’t provide
extra materials. I really did several times, but since it cost too much and just for

reproach, I gave up doing so.” (Yagmur/D/Entry 17a)

In her stimulated recall interview, Sema reflected on the way she presented the topic
of nationalities. She taught it explicitly without using any other techniques and

materials, which she considered a problem in her teaching. As she reflected:

‘...Just teach it quickly and go on with another item, because I mean-I don’t have
enough time. You teach like that and they write it 10 times. Do they really learn? [
mean-it’s just traditional, but sometimes we do what we once criticise-1 don’t have
lots of alternatives. Well, I can bring pictures, flags into the classroom or maps to
show the locations of the countries...but this way at least isn’t time
consuming...also I don’t make lesson plans, so I can’t see the alternative routes...so

I carry out dull lessons like this’ (Sema/SRI/pp.65-66)
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Elif was the other novice teacher who complained over the variety issue. She
questioned the way she delivered instruction in her classes and mentioned her

difficulty as follows.

‘...maybe such a lesson doesn’t attract the learners’ attention, but how else can I
teach? If we play games, the class turns upside down. If I do listening, they don’t
get what I'm saying, let alone a native speaker. We don’t have televisions and tape-
recorders...such a lesson may not be appealing to learners, but there is no
alternative...maybe the learners would like to see something concrete, but I am
telling, ‘In present tense we use am, is, are.’ So it just flies away...show a flashcard
or have them watch TV or use an overhead projector...they may like such things...’

(Elif/SRI/63-66)

The teachers’ sentiments above appear to reflect that inadequacy of school materials
(i.e. lack of photocopy facilities), learners’ low level of English proficiency,
disruptive learner behaviour, and insufficient class time for English come to be the
novice teachers’ justifications for not being able to use a variety of teaching
techniques and materials in their classrooms. It also seems that as they do not inject
variety into their practices, the learners are getting more disruptive and demotivated
(particularly in Ahmet’s and Elif’s cases). The resulting picture is therefore a
vicious circle of difficulties triggering each other. In addition, all of the novice
teachers seem to feel helpless against this vicious circle, and, interestingly enough,

rather than looking for alternative ways to provide variety in their classes, they are

149



inclined to submit themselves to the constraints. For instance, three of the teachers
(Perisu, Elif and Yagmur) do not provide their learners with extra learning and
teaching materials due to inadequacy of instructional materials at their schools.
Sema prefers using form-focussed instruction at the expense of variety in order to
save more class time. Ahmet, although he sees a pedagogical value in using a
variety of techniques and materials, does not make efforts in incorporating it into

their practices.

IV. 2. 1. 2. 5. Teacher knowledge of language and teaching

As revealed both in the questionnaires, interviews and diaries, some of
the novice EFL teachers seemed to be unsettled about their knowledge of
vocabulary and grammar, about their speaking skills in English and about their
knowledge of how to teach English. According to the results of the questionnaires,
lack of their knowledge of how to teach English, language skills and English
grammar and vocabulary seemed to pose problems for some of the novice EFL
teachers (See Table 7). Similar difficulties were articulated in the diaries and
interviews. What the teachers specifically pronounced was that they were not
equipped with adequate knowledge of English grammar and vocabulary and were

not much confident of their own speaking skills in English.

Three case study participants voiced their concerns in relation to their poor speaking

skills in English.
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Yagmur was one of the teachers who seemed to be suffering from her own poor

speaking skills in English. As she remarked in her first interview:

‘...We are still having difficulty expressing ourselves fluently in English-by the way
I have a few friends. They are native speakers-they are aware of this, too...Another
friend of mine is a Romanian. English is her second language, but she speaks it
very well. She speaks it fluently. I said to her-I mean-‘I just finished secondary
school’, she said. You see! She just completed secondary school and could speak
English like that! Teachers of English can’t speak as fluent as her. I mean I can’t

speak like that.” (Yagmur/I1/pp.132-133)

Similarly, Sema was worried about her speaking skills in English. As she told in her
first interview, she was feeling that she was not much competent in speaking
English. What was worse, as it seemed, this was interfering with her classroom
practices. For instance, although teaching English in an integrated way (with an
equal emphasis on grammar, speaking, writing, and so on) was one of her teaching
ideals, she was having difficulty reaching out this ideal because, as she mentioned,

she was not a fluent speaker of English:

‘...it is what we call integrated teaching-1 mean there is grammar, speaking, writing
in it...it is my humble ideal ... when I was wandering around in the class, I sing
English songs or I utter a few things in English or make explanations in English.
Just to expose them to it, but it’s not enough because I'm not much strong in

speaking English. Everybody has his own English-I mean there is Sema’s English
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or Pnar’s English...I'm not competent enough in speaking, but I try to do my best

as much as I can.” (Sema/ll/pp.9-11)

Later in the interview, she raised similar concerns unveiling her trouble with her
poor speaking skills. She recounted the following incidence, and later in the
interview, she used the metaphor ‘scar’ to depict the trouble with her own speaking

skills.

“...this year I went abroad. I met a Danish boy who was much younger than me.
He was 15 years old; I think and was speaking better than me. I then regretted that
1 told I was a teacher of English. Believe me it is really a great trouble because you
have difficulty in expressing yourself...speaking-it a scar of mine.” (Sema/lI1/p.30;

p. 33)

Eyliil used the same metaphor as Sema to portray her difficulty with speaking

English.

‘Speaking is like a bleeding scar in Turkey I think...to be honest, I don’t have much
confidence in my speaking skills. I can’t say I can speak English accurately and

fluently. This is the case with me unfortunately.” (Eyliil/l1/p.41)

What all the above sentiments appear to unveil is that some of the novice EFL

teachers are not confident of their communicative competence in English. This lack

of confidence becomes more salient particularly in two of the teachers’ sentiments
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(Sema and Eyliil). They use the metaphor ‘scar’ to portray their feelings of
inefficacy. What is more, one of these teachers’ poor speaking skills-Sema-seems
to intervene with her teaching practices. As Sema remarks, she is not able to
provide her learners with ample input in English, as she feels she is not much
communicatively competent in it. Furthermore, as mentioned previously, some of
the novice EFL teachers have lamented over not being able to use the CLT
techniques and English as classroom language and over not being able to teach
speaking in their classrooms. They have justified their preferences on the grounds
that the learners have low levels of English proficiency or unfamiliar with the CLT
techniques. In actuality, having poor speaking skills in English might be the
underlying reason for why some of the novice EFL teachers do not use the CLT
techniques and English as classroom language and do not include speaking activities
in their teaching practices. It is also a bit unsettling to find out that some of the
novice EFL teachers feel weak in one of the key components of language
competence. Given that they are the only providers of language input in EFL
classrooms, their communicative competence gains greater significance. However,
a language teacher with poor communicative skills inevitably brings about a
question as to the quantity and quality of the input that s/he provides in his/her

classrooms.

These teachers were not only daunted by the fact that they had poor speaking skills,
but they were, as it seemed, also distressed by their knowledge of English grammar
and vocabulary. There were particularly two teachers (Yagmur and Eyliil) who

appeared to be unsure of their knowledge of English grammar and vocabulary.
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Yagmur, before her appointment to her current school, was teaching English in a
private course where she first began to question her knowledge of English grammar.

She commented:

‘Err - I saw that my grammar was awful. When? Immediately after I began
teaching in a private course for the university entrance exam. There-I mean-we had
to deal with some details in English grammar, but I now see that I better use some
structures...err-I, for example, I didn’t use such forms as ‘I don’t know what to do’.
‘I don’t know what you're saying.” I couldn’t make such sentences...’

(Yagmur/ll/pl31; 133)

Adding that grammar and translation classes should be substantiated in teacher
education programmes, she cited an incidence that she experienced in one of her

classes.

“...in translation classes, we are taught translation techniques but first grammar
should be focused on because it is what we will be teaching. Of course, I don’t
mean teaching English is merely teaching its grammar, but-err-...I made up the
following sentence-it’s too simple-‘He went to school by a car’. One of my students

’

rejected, ‘Miss, you can’t use ‘a’.” ‘Why?’ I asked. ‘It is because you can’t put a
determiner between by and a vehicle.” ‘Oops, sorry’, I told, ‘it just slipped my
notice.’ I felt too embarrassed. I really didn’t know it. It was maybe my fault, but

...we didn’t study English grammar thoroughly. I think grammar should be given

all throughout the programme...” (Yagmur/I1/pp.135-136)
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She also seemed to think that she did not have in-depth knowledge of English
vocabulary and, according to her, that was the reason for why she was not fluent in

English. As she reflected:

‘...why aren’t we fluent in using English? It is because our vocabulary knowledge

is limited.” (Yagmur/lI1/p.136)

Eyliil too complained over her difficulty with English grammar and vocabulary. As
she mentioned, there were moments in the classroom when she was having hard
time to explain grammatical rules and words due to her lack of knowledge of some
English forms and vocabulary. What was particularly distressing for her was that
her students were challenging her knowledge and authority as a language teacher.

As she noted in her stimulated recall interview:

‘...they [the students] ask me a grammatical rule. What should I say about it?
Probably, ‘That’s the rule.” What else can I tell? You can’t tell-you can’t tell, ‘I
know it.” You are a teacher. They expect you to know everything...They sometimes
ask a word. I say, ‘I don’t know. I really don’t. Shall I lie to you? Shall I make it

up?’  They then keep telling, ‘Aren’t you a teacher of English?’

(Eyliil/SRI/pp.22-23)

It seems to be evident in the teachers’ extracts that their lack of knowledge of

English grammar and vocabulary causes quite a stir in their pedagogical and

affective worlds. To illustrate, Eyliil appears to have difficulty in elaborating and
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substantiating input opportunities. Yagmur, for example, provides her learners with
inaccurate L2 input. All these then turn out to be face-threatening acts for the

novice teachers and challenge their authority and knowledge as language teachers.

There were also few questionnaire respondents (n=8) who seemed to think that they
did not have adequate knowledge of English grammar and vocabulary. Ten of the
questionnaire respondents were not contented with their knowledge of language
skills, and nearly 1/5 of the novice EFL teachers (n=20) tended to think that their

knowledge of how to teach English was limited.

Nevertheless, it seems to be interesting that these novice teachers, though few, tend
to consider their knowledge of language and language teaching to be inadequate, as
they get training on these areas in their teacher education programmes. Such a
tendency might be explained on the grounds that these teachers are not yet able to
internalise the knowledge that they have accumulated in their teacher education
programmes. Another explanation might be that they are not able to fit in their
pedagogical and linguistic knowledge yet with the real task of teaching and the real
contexts of teaching. As they fail in doing so, they may think that their current

knowledge falls short.
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IV. 2. 1. 2. 6. Dealing with individual learner differences

‘Dealing with individual learner differences’ was an area of difficulty
that was mentioned under the theme ‘classroom management-related difficulties’.
There were also some other difficulties mentioned by the novice teachers in the
questionnaires and in the case studies in relation to individual learner differences;
however, it seemed that those were the difficulties that were more likely to interfere
with language teaching and learning processes rather than classroom management-
related tasks. Therefore, they were dealt with under the theme ‘foreign language
learning and teaching-related difficulties. As revealed by the questionnaire results,
one of some of the novice EFL teachers’ problems in dealing with individual learner
differences was that they did not know what the learners expected of learning
English (Nearly 1/5 of the novice EFL teachers reported this to be their difficulty.)
(See Table 7). The case studies helped us gain further insights into the novice EFL
teachers’ particular difficulties in dealing with individual learner differences in their

classrooms.

One of these difficulties was ‘dealing with learners with poor cognitive/academic
skills’ as articulated by some of the novice EFL teachers. Their challenge was, as it
seemed, doubled with a few inclusion learners in their classrooms. The inclusion of
learners with special needs in regular classes is a recent issue in Turkish education
system. The purpose is to integrate children having various disabilities (i.e. hearing
impairment) or learning difficulties with children without any special needs. These

children are placed in age-appropriate and regular classes and are provided with
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support to participate in all aspects of school activities. However, this issue seemed
to be a source of difficulty for some of the novice EFL teachers. (Three of the
novice teachers had inclusion learners in their classes.) For example, inclusion
learners came as a shock to one of the teachers. When she started teaching, as she
said, she felt a great disappointment because she had never expected to have such

learners. As she remarked:

‘Just imagine a school where inclusion learners-err-learners with learning
difficulties are in the same class...I was really disappointed by their academic
[skills], which were very low. They have difficulty comprehending- even they have
difficulty understanding something in Turkish-writing something in Turkish. I write
a few things on the board. It takes them half an hour to note those down. I haven’t

encountered such learners before...” (Yagmur/I1/ pp. 18-23)

She raised similar concerns in her stimulated recall interview and talked about two
of her learners. One of them was an inclusion learner and the other one had learning

difficulties and behaviour problems. As she voiced her concerns:

‘...that learner, x [anonymous]. He is a learner with learning difficulties ...He is an
inclusion learner. What is more, he can’t write down what he has just heard. He
can’t read. On the board-1 mean-for example, he can write the letter ‘a’ as a circle
and 1 beside it...err-he doesn’t have the slightest idea of his courses. What he’d just
like to do is to chat with his friends...so I'm trying to monitor continually what he’s

doing-1 mean he should know I won’t let him to do so because he asks irrelevant
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questions or complains about his friends...look, here is another learner [She talks
about a female learner]. She isn’t an inclusion learner, but...a too sad situation-
err-she’s weird indeed...she overreacts and has learning difficulties...I can’t
appropriately respond to their questions because all they ask is nonsense. During
the classes, I'm trying to calm them down telling, ’Please stop jerking around. Let’s
start the lesson. You disturb your friends.” I know that’s not an appropriate thing
to do, but I don’t know what else to do about these learners. I really don’t know

what to do..." (Yagmur/SRI/pp. 1-2)

Perisu had a few inclusion learners in her classes, too. She seemed to be worried
that she could not deal with these learners individually due to constraints on time.

She reflected as follows:

‘x — He’s an inclusion learner. I mean-they-the other students don’t know he’s an
inclusion learner —err-he’s rather a slow learner...if he would like to participate in
classroom activities, I let him because the other students may realise he’s a slow
learner. But then I lose time. For such inclusion learners-I mean they should
attend different classes...but because of constraints on time-just 2 hours per week.
He is such a learner that needs special care-I1 mean he should be dealt with
individually. I should evaluate what he can and can’t learn. I should plan what I
should and shouldn’t teach him, which is difficult...but next year we’ll send such

learners to the Centre of Guidance and Research...’” (Perisu/SRI/pp.9-11)
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They were not only inclusion learners that these novice teachers had to struggle
with. There were also a few bright and smart learners in their classrooms, which
added to their challenge with inclusion learners or learners with poor cognitive
skills. The resulting picture was then that there were huge gaps between the learners
in terms of their cognitive and academic abilities. Therefore, the teachers were
having difficulty with establishing a balance between these two groups of learners.

As Yagmur expressed her disappointment:

‘Just imagine. In a classroom with inclusion learners, there are several bright ones.
They learn very fast, but there are others who can’t even write. There’s such an

imbalance...I've never thought I'll have such learners...” (Yagmur/I1/ pp. 18-23)

Bahar appeared to be having hard time in dealing with the differences between her

learners in terms of their cognitive abilities. She told:

‘...these 2 or 3 students-they speak out of their turn. They talk and so do I, and what
we have a commotion in the classroom. I keep telling them, ‘Let me finish first and
be silent.” Sometimes I ask them to correct their peers’ mistakes, but they can’t help
themselves-1 mean there are huge gaps in the classroom indeed. On the one hand,
there are few students with low cognitive abilities and; on the other hand, very
smart ones with high English proficiency. It’s difficult to find a balance between

them.’ (Bahar/SRI/p.16)
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These teachers, as they pointed out, were trying hard to find a balance between slow
and fast learners. Perisu; for example, was giving extra tasks to fast ones to busy
them, whereas Bahar had to continually warn the bright learners to calm them down
or was allowing for a certain degree of freedom to express themselves. Yagmur
seemed to feel helpless and startled by the fact that she had to teach in mixed-ability
classes. Presumably, at the very heart of the problem lies the fact these teachers, in
their teacher education programmes, did not get training on learners with special
needs and how to cope with them. Even Yagmur remarked that she had never heard
the term ‘inclusion learner’ before. What is more, she had never expected that she
would have such learners. Additionally, it seems that these teachers have not yet
been able to develop strategies to cope successfully with those kinds of learners.
Yagmur, for instance, appears to be helpless -and discontented with the way she
deals with the problem as well- and not to know what else she needs to do in order
to cope with them effectively. Perisu is aware of the problem; however, she prefers
not to deal with it because, as she says, she does not have ample time to do so.
Bahar; on the other hand, tends to use strategies that may only have short-term

effects on learner behaviours.

‘Not being able to address learner interests and needs’ was the other area of
difficulty that some of the novice EFL teachers reported in their interviews and
diaries (Four of the novice teachers mentioned it). In particular, the teachers
complained that they were not able to provide their learners with individualised
instruction and were not able to meet their demands although they would like to do

SO.
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As shown in the below extract, Ahmet seemed to be feeling a deep sadness and

anger, as he was thinking that he was unable to address his learners’ interests:

‘I can’t tell I'm going through a good and successful term. For example, I can’t
meet the demands of some of my students who I think are good at English. This is
really distressing and sad. They like to play games, but I don’t do such things. I get
angry with myself, but I sometimes feel so helpless that I have difficulty doing

activities like games.” (Ahmet/D/Entryl9c)

Similarly, Perisu was feeling regretful for not being able to pay individual attention
to her learners; however, the large number of learners and limited class time

appeared to act as constraints upon her possible attempts of doing so.

‘I do sometimes feel regretful after the lessons and tell myself, ‘The student was
going to talk or wanted to do this or that, but I couldn’t give him the chance to do
so.” They would like to tell me something private, but I can’t allow any time for
them. I mean I have 200 students...30 students per a 45-minute lesson. Suppose
that each would utter 10 times-they talk even more than that-that makes 300

utterances. I mean it’s impossible to deal with all of them...” (Perisu/SRIl/pp.32-33)

For Bahar, it was demanding and troubling to respond to all her students’ needs and

interests. Large number of learners in her classes doubled her demand, as she

mentioned:
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‘I was just thinking, ‘If I teach like that, they can easily get it’ or ‘If I do this or that,
they learn it.” Then you see that each student is unique in terms of his or her
psychology, his or her family backgrounds, and their capacities. There are different
types of learner intelligences. It’s really hard to address to all students. If the

classes are crowded, it gets even harder...” (Bahar/l1/pp.31-32)

As unveiled in these teachers’ sentiments above, they are unable to follow one of the
basic premises of foreign language pedagogy, which is addressing learner interests
and needs. As the teachers fail to do so, it seems that they are indulged in feelings
of regret, guilt and sadness. Moreover, the given difficulty appears to be closely
tied to some other difficulties mentioned by the teachers such as large class sizes,
not using a variety of teaching techniques and materials, poor instructional planning,
and time allocated to English in the curriculum. Of all these difficulties, large class
sizes and time allocated to English in the curriculum; for example, are pointed out
by two of the teachers as justifications for not addressing their learners’ needs and
interests. Poor instructional planning-or lack of instructional planning (This seems
to be evident in Ahmet’s, Perisu’s and Sema’s case, because they have difficulty in
planning their lessons)-might be one of the underlying reasons for why some of the
novice teachers have difficulty in responding to their learners’ needs and interests.
Similarly, not using a variety of teaching techniques and materials might add to

these teachers’ difficulty with addressing learner needs and interests.
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IV. 2. 1. 2. 7. Putting theory into practice

‘Putting theory into practice’ seemed to be another disturbing issue for
the novice EFL teachers. According to the questionnaire results (See Table 7),
nearly 1/3 of the novice teachers reported to be facing with challenges in putting
their theoretical knowledge into practice. All of the novice EFL teachers in the case
studies mentioned the same difficulty. What appeared to challenge these novice
teachers was that they were not able to match their theoretical knowledge with the
realities of the classroom practice. They all too raised criticisms against their
teacher education programmes. Their major criticism was being exposed to
idealised language learning and teaching situations.
Bahar had difficulty in bridging her theoretical knowledge with classroom practice.

She voiced her concern as in the following:

‘You do many activities in the university...but they don’t reflect the normal
classroom atmosphere...you come to understand the reality in your teaching
practice. Once you are alone with your own classrooms, you see that. You know
you have the knowledge, but in practice, it’s much different. Particularly, issues
like classroom management and discipline or ways of responding to misbehaviour
are little focussed on. Practice opportunities are limited as well in those areas.

That’s why teachers are having difficulties...’ (Bahar/SRIl/pp.27-28)

Perisu’s concern was not much different from that of Bahar. She told:
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‘In our teaching education programme, we focussed on perfect teaching practices.
Say, for example, we were told, ‘...use audio-visual materials.” Okay, but what will
we do in contexts where we can’t use those things? This was exactly what

challenged us.” (Perisu/ll/p. 42)

Ahmet; on the other hand, was feeling desperate, because his knowledge of a good
language classroom was in clash with his current teaching context, and he was not
able to put this knowledge into practice successfully although he tried hard to do so.

The below extract seemed to mirror his difficulty:

‘It’s hard to say all these, but it’s too much desperate-1 mean because we don’t have
what we have expected...there you think you will have a bright, lively
classroom...but here it’s not like that. I haven’t yet been able to achieve that lively
atmosphere... it doesn’t matter however I try but when I see I fail, I'm fed up with

what I'm doing...” (Ahmet/11/pp.41-42)

The novice teachers above are the graduates of different teacher education
programmes; however, their concerns seem to bear similarities. They all complain
that they cannot achieve to match their knowledge with classroom practice, and
according to them, the major source of their difficulty is their teacher education
programmes which have created in their minds ideal images of language learning
and teaching. However, it might well be argued that these teachers’ challenge with
bridging theory with practice is linked to a set of constraints in their teaching

contexts (For instance, some of the teachers cannot use English as classroom
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language, because their learners’ English proficiency is too low.) rather than what
they have been exposed to and imposed upon in their teacher training programmes.
Perhaps, the only criticism to raise against teacher education programmes in Turkey
might be that student teachers are rather placed in easy-to-teach schools for their
teaching practices. When they; however, graduate and become full teachers, they
are appointed to hard-to-teach schools with poor physical conditions. The mismatch
between their field teaching experiences and full-time teaching experiences might

be what disappoints the novice teachers.

IV. 2. 1. 2. 2. 8. Language teaching materials

In relation to language teaching materials, the novice EFL teachers
seemed to be suffering particularly from the inadequacy of language teaching course
books that they were to use in their classrooms. According to the questionnaire
results, it was one of the most frequently mentioned difficulties (Most of the novice
teachers considered it to be a difficulty, as indicated in Table 7). The same
difficulty emerged in the qualitative data offering insights into why language
teaching course books were considered inadequate by the novice teachers. As some
of the novice EFL teachers reported, the course books were not adequate in terms of
their layout and content. They did not involve the learners in authentic encounters
with English and were too far from being appropriate to the learners’ proficiency
level (They were above the learners’ proficiency level as they stated). They did not
have such supplementary materials as the teachers’ books and listening cassettes or

CDs.
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Elif described the course books as lacking in terms of the supplementary materials
that they should provide. They did not have any listening cassettes, for example.

As she remarked:

‘The course books do not have any listening cassettes. There are listening sections,

but the teacher herself is supposed to read aloud dialogues or texts...” (Elif/l1/p.12)

Perisu seemed to be worried about the way language items were graded in the

course books. She mentioned:

‘For example, the 5t graders learn ‘I can’t carry the table, because it’s too heavy’
before they learn simple present tense. Is it too necessary? Which item should
come first? ...How else can it be graded? I don’t know who designs these books,

but it sounds illogical to me.” (Perisu/SRIl/pp.71-72)

According to Nunan (1998, p. 181), ‘Course books can relieve the overburdened, as
well as under-prepared, teacher of a great deal of stress, time and additional work.’
However, the qualitative data in the present study seemed to suggest the reverse,
because the novice EFL teachers were deprived of an important instructional tool
that would govern their pedagogical decisions and practices and thus that would
facilitate their teaching. However, despite their drawbacks, some of the novice
teachers went on using these course books. The picture was getting more
complicated in these teachers’ classes, since they were not using supplementary

materials to cover up the deficiencies of the course books. Perhaps, the novice
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teachers’ difficulty with the course books was related with the way they were using
them, as they did not attempt to tailor these course books to their own and the

learners’ immediate needs and interests.

IV. 2. 1. 2.9. Learner parents

‘Relations with learner parents’ were an area of challenge that was
mentioned in the questionnaire. However, the qualitative data provided us with
some important and detailed information in relation to the novice EFL teachers’
difficulties with learner parents. According to what some of the case study
participants complained, the learners’ parents were not helping their children with

English and had negative attitudes towards English as a subject matter.

As two of the case study participants expressed their sentiments, the learners did not
have anybody to scaffold and guide their learning outside the school. Therefore,
what they had taught was not going beyond the school, which resulted in little

student learning. As illustrated in Perisu’s remark below:

‘I’'ve got some problems with the students’ parents...I do believe I teach well and
the students seem to get what I've taught, but...they don’t have any one to help them
at their homes, so they forget too easily. The parents don’t help their children ...’

(Perisu/l1/p.12)
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The economic and educational background of learner parents might account for why
they were not interested in their children’s learning. Most of the novice teachers in
the present study were teaching at schools in rural and neglected areas where low-
income families with poor educational backgrounds were living, so the questions
what their children learned and to what extent they learned may occupy little space
in the parents’ concerns. Another explanation might be that, unlike some other
school subjects such as Turkish, Maths, Science, etc., English is a subject where
learner parents may not have any knowledge. Thus, it can be impossible for them to

help their children with English if they do not speak it.

‘Parental attitudes towards English as a subject matter’ was the other difficulty
emerged in the qualitative data in relation to learner parents. Two of the case study
participants reported it to be a challenge. What they particularly mentioned was that
some of the learner parents had negative attitudes towards English as a subject
matter and tended to devalue it. Ahmet complained over the issue in his stimulated

recall interview:

‘Learner parents here just don’t care about English...I don’t remember any parents
who have come up telling, ‘My child likes to learn English. I'd really like him to do
so. It’s gonna help him or her a lot in the future’. They don’t have the slightest idea
of it. They think, ‘S/he should now learn Turkish and Mathematics. Then we’ll take
care of English. We may send him/her to a course...they only care about grades.

English means nothing to them.” (Ahmet/SRI/50-51)
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Yagmur’s complaint was similar to that of Ahmet. In one of her classes, she had a
learner who was highly motivated to learn English. However, the learner’s parents

did not want her to learn it. She noted the following:

‘Her parents frown at her just because she likes to learn English. Her older brother
keeps telling her, ‘What come are you doing? Study Maths and Turkish instead of
English...I was just startled, but I told the student, ‘Don’t care about them. You
study English. I did so and 1 have become a teacher of English.’

(Yagmur/SRIl/pp.90-93)

Lack of parents’ interest in English as a subject matter appeared to startle and
disappoint these novice teachers, as what they were teaching, that is, English was
underestimated and undervalued by learner parents. Perhaps, the parents’ lack of
interest in English has something to do with their economic or educational
background. As mentioned previously, the learners of the novice EFL teachers
come from families with low economic status and little education. Hence, English
may not be a concern of such families at all. There is also great likelihood that the
parents, when compared to some other school subjects such as Maths, Turkish,
Geography, History, Science, etc. do not construe English as a subject vital to their
children’s academic development. Moreover, such lack of parental interest in
English may be one of the explanations for learners’ lack of interest in English as a

subject matter.
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IV. 2. 1. 3. Challenges in relation to the context of teaching

Challenges in relation to the context of teaching covered a few general
issues about the physical features of the schools in which the teachers were
teaching, relationships with parents, teaching load, and opportunities for
professional development as well as some other issues such as administrative and
collegial support. The challenges in relation to those general issues mentioned
above were dealt with in the following section, while the difficulties with regard to
administrative and collegial support were handled in detail under Section IV. 2. 2.
together with the information gleaning from the qualitative data in order to answer
the research question about the challenges in relation to forms of professional

support that were available to the novice EFL teachers.

In the questionnaires, ‘Inadequacy of teaching materials at school’” was the leading
difficulty mentioned by the teachers (59, 62%) when it comes to difficulties in
relation to the context of teaching. ‘Inadequacy of professional development
opportunities’ was the other most frequently pronounced difficulty (55, 77%).
‘Large class sizes’ was the third item that ranked highest of all the other items,
followed by ‘Relations with parents’, ‘Responsibilities other than English language
teaching (e.g. Organising social activities at school, Teaching German, Teaching
Turkish)’, ‘Heavy teaching load’, ‘Inadequacy of support and guidance from school
administration’, ‘Inadequacy of collegial support’, and ‘Inadequacy of my

knowledge of school policies and rules’.
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Table 8. Challenges in relation to the context of teaching: questionnaire results

N=104

+* - k%

Challenges in relation to the context of teaching n| % |n| %
Inadequacy of teaching materials at school 62 |59,62|42]40,38
Inadequacy of professional development opportunities 58 |55,77|46|44,23
Large class sizes 48 146,15|56(53,85
Relations with parents 45 143,27(59(56,73
Outside-class responsibilities 31 (29,81|73|70,19
Heavy teaching load 23 122,12|81|77,88
Inadequacy of support and guidance from school administration | 23 |22,12|81| 77,88
Inadequacy of collegial support 22 |21,15|82|78,85
Inadequacy of my knowledge of school policies and rules 15 |14,42]89 85,58

* 4:  The number of the participants who ticked the related questionnaire item

*% -+ The number of the participants who did not tick the related questionnaire

item

The interviews and diaries provided us with similar and additional information

about the novice EFL teachers’ challenges when it comes to the context of teaching.

These challenges were large class sizes, inadequacy of school materials /equipment,

expectations and attitudes of the school administration of language teaching, heavy

teaching load, learners coming from deprived backgrounds, and time allocated to

English in the curriculum.

IV. 2.1.3. 1. Large class sizes

‘Large class sizes’ were one of the frequently mentioned difficulties, as

revealed in the questionnaires (See Table 8). The same difficulty emerged in three
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of the novice teachers’ interviews or diaries which shed further insights into how

large class sizes interfered with their practices.

Perisu was teaching in classrooms of 30-35 learners. However, this was in contrast
to her ideal class size. According to her, in an ideal language classroom, there

should be 15 learners or so. She remarked:

‘We were taught, ‘In your classes, manage seating plans in the form of a horseshoe,
do group work or speaking activities and so on’, but all these are impossible in

classes of 30 students. A seating plan like that is impossible.” (Perisu/l1/p.41)

Sema mentioned a similar difficulty with large class sizes. Her classes consisted of

at least 40 learners. As she told:

“...in classes of 40 students-classes are too crowded, so this affects the type of the
activities you're doing. Well, what are you doing then? Rather than communicative
techniques, you're using grammar-based ones because you think they are the most

practical and easiest ones to teach...” (Sema/SRI/p.98)

As the qualitative data suggested, in some of the novice EFL teachers’ pedagogical
universe, large class sizes emerged as a difficulty triggering some other
complications.  For instance, the teachers tended to use grammar-translation
techniques and activities rather than communicative ones, as they were thinking that

the communicative language teaching activities were more difficult to implement
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and monitor in large classes. Large class sizes also appeared to be the justification
for not being able to provide individualised instruction and care for the learners with

differing needs and interests.

IV. 2. 1. 3. 2. Inadequacy of school materials /equipment

According to the questionnaire results, this was one of the most
frequently mentioned challenges by the novice EFL teachers (More than half of
them considered it to be a difficulty. See Table 8). The same issue was brought up
by six of the novice teachers in the interviews and diaries. In particular, these
teachers described their schools as lacking in various instructional materials such as
televisions, tape recorders, computers, overhead projectors, photocopy machines,

and so on.

Sema seemed to be suffering from the inadequacy of instructional materials at her
school. She needed boards to display learner projects and assignments and believed
that displaying them on a board in the classroom would motivate her students and
would increase their chances of peripheral learning. However, there was not such a

material at her school. As the below extract from her diary illustrated:

‘Yeah. A new problem arose again. No days without problems. Am I too
pessimistic or is the teaching job hard? I'd told you that we stuck some posters on
the walls of the classroom with ninth grade students. Today my students informed

me about the posters. One of the assistants of the headmaster came into the class

174



and told the students not to stick stuff like that on the walls because they deform
them. As soon as I heard it 1 felt so demoralised and helpless. Those posters are
the ones that the students did themselves. They are their products and very helpful
to the learning process. On the other hand, he (the administrator) was right. The
posters may damage the walls. But we don’t have panels on which we can put our

posters, projects on the walls.” (Sema/D/Entry 6a)

Ahmet did not provide his learners with supplementary learning materials such as

work sheets, because he was not able to copy them at his school. He complained:

‘I can’t give my students extra learning materials, because you can’t photocopy
what you’ve prepared. They think we are wasting too much paper [He means the
school administration]. It’s just a concern for being economic...I can’t afford the
extra materials either, so I don’t give extra materials to them. Then I have to use

the course book...” (Ahmet/SRI/pp.89-90)

As with large class sizes, it appeared that inadequacy of school materials and
equipment became an excuse for the novice teachers to give up what they intended
to do (i.e. doing listening activities) or what they kept doing. For instance, most of
the case study participants mentioned that they gave up providing the learners with
extra learning materials because of the lack of photocopy facilities at their schools.
Some of them, as they told, were not doing listening activities since there were not

any tape recorders or computers that they may use to do so. They were then having
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difficulties in teaching language skills, adding variety to their classes, and

addressing their learners’ needs and interests.

IV. 2. 1. 3. 3. Heavy teaching load

‘Heavy teaching load’ appeared to be one of the other troubling issues
for some of the novice EFL teachers, as shown in both the questionnaire and
qualitative data (See Table 8 for the questionnaire results and Table 4 for the case
study participants’ schedules of teaching). According to what the qualitative data
indicated, heavy teaching load increased the pedagogical and emotional burden of
the novice teachers who were already overwhelmed with the tasks and
responsibilities of being a full-time teacher. What is more, few of the novice
teachers in the case studies had been given Turkish (Yagmur) and German (Sema)

classes to teach, along with English classes.

Eyliil’s remarks below were illustrative of how heavy teaching load was a pressing
issue for the novice EFL teachers. She seemed to be feeling demotivated and

overwhelmed cognitively:

‘Yesterday I had 8 teaching hours-without any break. I'm teaching 8 hours three
days in a week and I'm torn apart at the end of those days. Yesterday I got too tired
that I made a mistake-It’s not something important-1 immediately corrected it, but it
shouldn’t be like that. I think such a teaching schedule-1 mean I lose my motivation

and I feel my teaching deficiency decreases...” (Eyliil/D/Entry9)
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According to the regulations in relation to newly qualified teachers (See Appendix
XIV), newly qualified teachers should not be given any teaching responsibilities.
They are to observe their mentor teachers’ classes and attend teaching-orientation
courses. However, as the present study indicates, this remains as a written practice
only, due to a shortage of teachers of English in Turkey, newly qualified teachers of
English are immediately assigned their classes and start teaching with a tight
schedule. The emerging picture is then, as the present study suggests, exhausted

novice EFL teachers with little motivation and enthusiasm for teaching.

IV. 2. 1. 3. 4. Expectations and attitudes of the school

administration of language teaching

This was an issue raised by two of the novice EFL teachers in the
interviews. According to what they told, their school administration was not much
interested in what they were doing in their classrooms as teachers of English and did
not place a value in English as a school subject. The way their school
administration approached to English appeared to discourage and demotivate Elif

and Perisu. As Perisu remarked in her first interview:

‘The school administration doesn’t care about what we are doing in 40-45 minute-
class time...They tell me, ‘You just teach them how to say hello. That’s enough for
them...” Their concern is just if the students are being misbehaving or not or they

don’t get low marks in English.” (Perisu/l1/pp.51-54)
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As in the Perisu’s case, Elif’s school administration seemed to devalue English as a

school subject. She complained:

‘When English is concerned, they say, ‘Don’t care Elif. What if do you teach like
that? What if don’t they come to your classes? Don’t care!” There’s such an

attitude here.’ (Elif/SRI/p. 22)

Within the context of the present study, although there is a high demand for learning
and speaking English, as a school subject, it is devalued by learner parents and
learners themselves. This attitude is presumably related with the education system
itself, as learners are not tested on English in the exams that they are to take to enter
secondary schools and universities. However, it seems to be interesting to find out
that the school administrations may have such an attitude. This appeared to

discourage and demotivate the novice EFL teachers.

IV. 2. 1. 3. 5. Learners coming from deprived backgrounds

This was a challenge that all of the novice teachers brought up in the
case studies. In particular, what the teachers reported was that most of their learners
were coming from middle or lower class families and were children of uneducated
parents. As it seemed, this was interfering with the novice teachers’ practices. For
example, it was one of the underlying reasons of disruptive learner behaviour and
thus caused the novice teachers to have trouble with providing and maintaining

discipline in their classrooms. Some of the novice teachers; on the other hand,
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mentioned their learners’ low economic status as one of the justifications for not
being able to provide extra classroom materials, because they would not like to
collect money from their learners. According to some of the novice teachers, it was

also one of the factors that negatively impacted upon learner achievement.

Sema was one of the teachers who seemed to feel unsettled by the fact that her
learners were coming from low-income families. In her diary, she cited an
intriguing incidence. It was intriguing in the sense that it seemed to indicate how
her learners’ low economic status interfered with what she would like to do as a
teacher. As she wrote in her diary, she needed boards to display the projects and
materials made by the learners, but she could not find any at school. She then
sought the help of the school administration. The school principal advised her to
collect money from the students. The learners’ low economic status appeared to
double her difficulty and throw her away into the feelings of helplessness. As she

noted in the diary:

‘We don’t have any boards. We will collect money from the learners again. We
already do so for the photocopies. This is a very difficult situation. How will we
survive with our learners?  They are coming from low income families.’

(Sema/D/Entryl6)

Perisu’s learners were coming from uneducated families, as she noted in her diary.

This had a negative influence on learner behaviour. She expressed:
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‘I spend a certain amount of my class time on moral education, because they aren’t
given such training in their families. They aren’t aware of rules of good manners
and they are rude. Unfortunately, I'm too much aware that they won’t make

anything. I don’t have such a hope.’ (Perisu/D/7b)

According to Bahar, there was a cause-and-effect relationship between the learners’
family background and their disruptive behaviours as well as their academic

achievement. As she commented in her stimulated recall interview:

‘These two students...during the lesson they keep on teasing each other. They are
fighting. They are chatting...maybe all these are because of their families...One of
those has a stepmother. Such things affect students...you can easily identify
students having problems with their families. These problems inevitably affect their
behaviour or successes at school...such students spoil the flow of the lesson, too.’

(Bahar/SRl/pp. 5-7)

Ahmet touched upon a similar issue in his stimulated recall interview and linked
disruptive learner behaviour to his learners’ tendencies towards violence that was

taught to them by their families. As he said:

‘The students are inclined to violence...Violence-it's something ordinary for
them...something chronic. It’s something imposed on them-probably by their
families...because of those kinds of learner tendencies, I; for example, issued

disciplinary penalties to three students in one of my classes...they fought fiercely
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with each other during the lesson...they were also cursing each other...’

(Ahmet/SRI/pp.56-58)

The learners with deprived backgrounds were a problematic issue for Yagmur as
well, because they were being disruptive and thus annoying for both her and the

other students. She commented on the issue as in the following:

‘If the student hasn’t learned anything in his family and doesn’t know what respect
is, he not only annoys the teacher but also disturbs the other students. A too-too

helpless situation indeed.’ (Yagmur/SRI/p.14)

As unveiled in these teachers’ sentiments, learners’ family background and the way
they are brought up in their families seem to be one of the unsettling issues for the
novice teachers. It is unsettling in the sense that it adds to their difficulties with
classroom management and learner achievement. For example, as some of the
novice teachers point out, the learners with deprived backgrounds tend to display
disruptive behaviour in the classroom and have low levels of academic success. In
addition to these, some other difficulties such as lack of learner interest in English as
a subject matter and learners’ poor academic skills might be explained on the basis

of learners’ family background.
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IV. 2. 1. 3. 6. Time allocated to English in the curriculum

This was a challenge emerged only in the qualitative data. Two of the
novice EFL teachers in the case studies mentioned it as a challenge and reported
how it was interfering with their practices. At primary level, the 4™ and 5™ grade
learners were offered 2 hours of English classes per week, whereas 6th, 7th, and 8"
graders 4 hours within a week. At vocational secondary schools, there were 3 hours

of English classes.

Sema was teaching at a vocational secondary school that offered learners 3 hours of
English classes per week. This was inadequate according to her, as she was then

having difficulty catching up with syllabus.

‘3 hours within a week. For example, with 9x, we did five extra classes because it’s
not enough. Or I can’t catch up with the syllabus. I've got such a problem.

(Sema/SRI/p.19)

Perhaps, shortage of English language teachers and poor physical conditions at most
of the schools are among the reasons for why English as a subject matter occupies
little space in the curriculum. However, this system-wide drawback appears to
influence negatively some of the novice EFL teachers’ practices, as it doubles their
pressure of having to catch up with the syllabus, increasing their anxiety. This
difficulty also appears to be hindering their initiation and creativity. For instance, it

is being one of the excuses of not being able to deal with learners individually and
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not being able to do what they would like to do as language teachers such as using a

variety of materials and techniques and addressing learners’ needs and interests.

IV. 2. 2. Challenges in relation to forms of professional support

Apart from a number of pedagogical challenges, the novice EFL teachers
reported to be facing with a set of some other difficulties with regard to various
forms of professional support that were available to them, as unveiled both in the
questionnaires and in the case studies. All these difficulties were reported and
discussed under the following themes in light of the information coming from the

questionnaires, interviews, and diaries.

CHALLENGES IN RELATION TO FORMS OF

PROFESSIONAL SUPPORT
SCHOOL COLLEAGUE- MENTOR TEACHING
ADMINISTRATION- RELATED TEACHER- ORIENTATION
RELATED RELATED COURSES-

RELATED

Figure 5.Challenges in relation to professional support structures
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IV. 2. 2. 1. School-administration related

‘Lack of support from the school administration’” was an issue that
appeared to haunt some of the novice EFL teachers, as revealed in the questionnaire
and qualitative data. According to the questionnaire results, nearly 1/5 of the novice
EFL teachers seemed to be suffering from lack of support from their school
administration. The interviews and diaries in some of the case studies uncovered
the novice EFL teachers’ particular difficulties with the way they were supported by
the school administrators. According to what some of the novice teachers
mentioned, their efforts were not being appreciated by the school administration,
they were not encouraged for professional development, they were given extra work
outside teaching, and they were not being helped in times of difficulty. What one of
the teachers expressed in her diary seemed to be interesting. She asked the vice -
principal of the school for a board to hang onto the walls of the classrooms in order
to display learner projects and some other visual materials. However, she got

disappointed, because she could not get the support that she would like to.

‘...1 first went to the vice-principal to solve this ‘panel’ problem. He said that there
might be one in the store. I immediately asked the school servant to look for the
panel in the store, but he couldn’t find it. I then rushed to the principal’s room and
asked her for advice how we could overcome this problem. (She writes in a
sarcastic manner here) She was very helpful! Thanks a lot! She said, ‘You can
collect money from the students, or you can do it yourself.” ...So we don’t have

panels. We will once collect money from the students, which is very sad. How will
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we (She means the students and herself) survive? Most of the students are children
of families with restricted income. Let’s wait and see. We will find a way. I wish

we had someone to support us in our efforts ® ’ (Sema/D/Entry5)

Another teacher had a wide range of responsibilities from teaching Turkish,
administrative work to planning social activities at school. What she reported in her
diary illustrated how these responsibilities were interfering with her primary

responsibility — teaching English. She sadly questioned what had happened:

‘We did pair-work in the first lesson. The students asked each other the questions
of a reading passage and answered them. The second lesson-I couldn’t make it
unfortunately. DEAR principal (She emphasises it by capital letters) asked me to
see him and we prepared a list of activities for November 10™. (This is the date
when Atatiirk passed away.) ... Then the bell rang. The students had already
turned the classroom upside down. A missing lesson again. Should I put the blame
on the students? Only after a long time-after Bayram Holiday will I be able to

check their answers..." (Yagmur/D/Entry4)

As the data in the present study seemed to suggest, the novice EFL teachers were
not able to receive support, confirmation and feedback from the school
administration as to their practices. They were not encouraged or scaffolded either
in their efforts of initiation and experimentation. Lack of confirmation, feedback,
and support from the school administration was then resulting in feelings of

loneliness, disappointment, and demotivation on the part of the novice teachers.
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The significance of support and feedback from school administrators appears to be
undisputable for any teacher. However, such support and feedback gains greater
significance for novice teachers, as those who are naive and vulnerable both
emotionally and pedagogically and who need to be scaffolded more in their growth
as effective teachers. It is thus a bit disheartening to find out that some of the
novice EFL teachers in the present study are deprived of such a support and
guidance in their professional journey. On the other hand, there is also the
possibility that these novice teachers’ difficulties with the school administration
might be linked to their lack of awareness of how and when to ask for support from

the school administration or to their reluctance for seeking ways of doing so.

IV. 2. 2. 2. Colleague-related

‘Lack of support from the school administration’ was not the only
challenge with which the novice EFL teachers had to struggle. Some of them were
also suffering from lack of collegial support and cooperation. As indicated in the
questionnaires, approximately 1/5 of the novice EFL teachers seemed to consider
‘lack of collegial support’ to be a challenge. The case studies generated a similar

finding, revealing collegial support as an area of difficulty.

Sema was one of the case study participants who seemed to be continually disturbed

by lack of cooperation among the teachers at her school. This indulged her into

feelings of loneliness, as she lamented:
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‘I'm sad, I don’t take it personal, but it’s my first term in teaching and there’s no
cooperation among teachers of English and having such a loneliness, I have to

struggle with 11x 6 hours a week...’ (Sema/D/Entryl0c)

Similarly, Elif seemed to be experiencing a sort of pedagogical loneliness, as her

colleagues did not welcome her efforts of initiation and experimentation.

‘I say [She means the other teachers of English], ‘Let’s give the students different
tasks, assignments. They tell me, ‘Don’t care Elif! They don’t write anything at all.
Just ask them to introduce their families. It’ll be okay, but ...I'd just like something
different...they then tell me, ‘Do whatever you like’...they seem to appreciate

whatever I do even if it’s right or wrong.’ (Elif/SRI/pp. 56)

According to the questionnaire results, support and help from colleagues was one of
the forms of professional support that more than half of the novice teachers reported
to encounter (See Table 9). Nevertheless, in the qualitative data, lack of collegial
support and collaboration emerged as one of the distressing issues for some of the
novice EFL teachers (n=3). These teachers were particularly worried that they
could not corroborate effectively with their colleagues and receive confirmation and
feedback for their efforts, as also illustrated in Elif’s remarks above. The lack of
collegial support and cooperation, doubled with the lack of support and guidance
form the school administration, appeared to augment their feelings of loneliness,

discouragement, and demotivation.
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It seems obvious that colleagues are one of the important interlocutors in novice
teachers’ workplace learning. They may play an important role in these teachers’
professional lives, modelling appropriate and effective teaching practices.
However, presumably, due to a shortage of teachers and teachers’ tight schedules of
teaching at Turkish schools, novice teachers’ opportunities for collegial support and
collaboration may be hindered, as signalled in the case studies. While these are
likely to be the underlying reasons for some of the novice teachers’ difficulty with
their colleagues (i.e. shortage of teachers and tight teaching schedules), another
reason for their difficulty might be, as it may be the case in lack of support from the
school administration, their not knowing yet how to make the most of the collegial

support and help or their reluctance of seeking professional assistance.

IV. 2. 2. 3. Mentor teacher-related

Both the questionnaire and qualitative data seemed to reveal that
mentoring system in Turkey did not function properly. According to the regulations
about training newly qualified teachers, each novice teacher, upon his/her
appointment to full-time teaching, is assigned a mentor teacher from his/her subject-
matter area, and the novice teacher, under the guidance of this mentor teacher, is
involved in teaching practice and is not given classes to teach. Nevertheless, this
again appears to be a written practice only, and the reality runs contrary to the
regulations. Within the context of the present study, the common practice in on-the-
job training of newly qualified teachers is either to leave them to their own devices

without any mentors or to assign them to teachers of subject-matter areas other than
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their own particularly in subject areas where there is shortage of teachers (English is
one of these areas). The results of the present study provide evidence for this
common practice. According to the questionnaire results, ‘being assigned a formal
mentor teacher’ was one of the least experienced forms of professional support. The
interviews and diaries offered additional insights into how mentoring system was
working, or was not working, at Turkish public schools. The analysis of the
qualitative data revealed that the novice EFL teachers were not either assigned a
mentor teacher, and even if they were, the mentor teacher was not from the field of
ELT. The only novice teacher with a mentor from the field of ELT was Sema, but

she did not get adequate support and guidance from her.

In one of her diary entries, Sema wrote the following. Upon a problem with the
school administration, she felt so unhappy and called her mentor teacher. However,

she was worried that she could not see her mentor often:

‘I called my mentor teacher. I'm crying for sure. She told me to calm down and
added that she would deal with the issue. I felt a bit all right. She was the head of
the English department last year. She is one of the youngest teachers in the
department, but she is influential. She is the only teacher who understands me in
the English department. But unfortunately, I don’t see her often this semester. So I

feel lonelier.” (Sema/D/Entry 10c)

Elif had a mentor teacher, but the teacher was not a teacher of English:
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‘I was assigned a mentor teacher, but she’s not from our field. Only a teacher of my
own field can understand me thoroughly...How can a teacher make sense of English
classes if s/he can’t speak English at all...so I'm trying to find my way by trial-and
error, but I lose time. Anyway, I hope it’ll be okay next year.” (Elif/SRIl/pp.101-

102)

Besides school administrators and colleagues, mentor teachers are one of the other
important actors in novice teachers’ workplace learning. Perhaps, they play a more
important role than those two parties do, because they may act as a bridge between
the novice teacher and the school administration and colleagues. Nonetheless, a
majority of the novice EFL teachers in the present study are deprived of such a
bridge over their troubled waters. The resulting picture is then, as seems to be
evident in the case studies, increased feelings of loneliness and isolation and teacher

learning experiences not much fruitful for teacher development.

IV. 2. 2. 4. Teaching orientation courses-related

With regard to teaching orientation programmes, the novice EFL teachers
in the case studies raised a few criticisms against the courses that were offered as a
part of these programmes. What they reported was that they did not much benefit
from these courses, as they did not address their immediate needs and interests and

hence did not contribute to their development as teachers.
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Elif was one of the novice EFL teachers who seemed to be discontented with

teaching orientation courses. She remarked:

‘In teaching orientation courses they talk about rules, regulations and laws. There’s
nothing relevant to English teaching. Sometimes experienced teachers talk about
their memories and experiences. They’re useful, but those rules and regulations-
they’re awful...there’s no such things as ‘What would you do in that situation or
which method would you use?’...I took the exam, but I then forgot all those rules

and regulations.’ (Elif/11/67-70)

Yagmur similarly seemed to be feeling disappointed by the teaching orientation

courses. She told:

‘In those courses, they gave us information about the organisational structure of
schools...about laws and stuff like that and procedures we have to follow-there was
too much detail, but they didn’t talk about the things waiting for us [She means the
challenges in teaching]...the courses were just about 657. I do think so. They
didn’t pay any individual attention to us ...those courses weren’t fruitful much...’

(Yagmur/SRIl/pp.131-134).

It is presumably impossible-and perhaps a too idealised and difficult practice to
implement-to pay individual attention to each novice teacher in those courses, as
Yagmur would like to. On the other hand, the knowledge of laws, rules, and

regulations about the teaching profession seems to be essential in order for novice
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teachers to gain a deeper understanding of their teaching contexts, their rights, and
responsibilities as teachers. Probably, the problem in essence is with the content of
these courses which, in large part, place emphasis on bureaucratic and formal
aspects of the teaching profession. These courses can be reconsidered and
restructured in such a way that would address novice teachers’ immediate needs and

interests with regard to daily strains of classroom teaching.

IV. 3. What are the perceived support needs of novice EFL teachers

teaching in public primary and secondary schools?

The answers to this research question were obtained from the two different
sections of the questionnaire (i.e. Section III and Section IV) and the interviews as
well as the diaries. In what follows, the novice EFL teachers’ support needs were
mentioned on the basis of the two sub-research questions about foreign language

pedagogy and forms of professional support that were available to them.

IV. 3. 1. Novice EFL teachers’ perceived needs in relation to foreign

language pedagogy

The novice EFL teachers reported a few areas in which they needed further
training and guidance in relation to foreign language pedagogy both in the
questionnaires and in the interviews. These were presented in the following sections

with specific reference to the results from the questionnaires and the case studies.
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According to the questionnaire results, ‘Teaching English to unmotivated learners’
was the issue that most of the teachers (85, 58%) reported a need for further support
and guidance. This was immediately followed by ‘Teaching English in classes of
learners of low proficiency’, which ranked the second highest of all items in that
part of the questionnaire (77, 88%). More than half of the teachers (59, 62%) also
reported a need for support when ‘Teaching speaking skills’ was concerned.
‘Teaching English in large classes’ (55, 77%) and ‘Providing and maintaining
classroom discipline’ (51, 92%) were the other most frequently mentioned issues
that the teachers needed support and guidance. As also indicated in Table 8, these
were followed by, in descending order, ‘Teaching English at schools with
inadequate teaching materials’, ‘Developing and adapting teaching materials’,
‘Teaching English in mixed-ability classes’, ‘Teaching listening skills’, ‘Developing
my own speaking skills in English’, ‘Teaching writing skills’, ‘Teaching reading

skills’, ‘Making lesson plans’, ‘Teaching vocabulary’, and ‘Teaching grammar’.
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Table 9. Novice EFL teachers’ support needs: questionnaire results

N=104
+* -
NEEDS OF SUPPORT n % | n %

Teaching English to unmotivated learners 89 | 85,58 | 15 | 14,42
Teaching English in classes of learners of low proficiency 81| 77,88 | 23 | 22,12
Teaching speaking skills 62 | 59,62 | 42 | 40,38
Teaching English in large classes 58 | 55,77 | 46 | 44,23
Providing and maintaining classroom discipline 54 | 51,92 | 50 | 48,08
Teaching English at schools with inadequate teaching materials | 48 | 46,15 | 56 | 53,85
Developing and adapting teaching materials 48 | 46,15 | 56 | 53,85
Teaching English in mixed-ability classes 48 | 46,15 | 56 | 53,85
Teaching listening skills 40 | 38,46 | 64 | 61,54
Developing my own speaking skills in English 35 133,65 | 69 | 66,35
Teaching writing skills 35133,65| 69 | 66,35
Teaching reading skills 231 22,12 | 81 | 77,88
Making lesson plans 23122,12 | 81 | 77,88
Teaching vocabulary 211 20,19 | 83 | 79,81
Teaching grammar 10| 9,62 | 94 | 90,38

* 4:  The number of the participants who ticked the related questionnaire item

*% -+ The number of the participants who did not tick the related questionnaire

item

The novice EFL teachers in the case studies brought up several issues as their need of
support, which were similar to those reported in the questionnaires. These issues were
grouped and discussed under the following sub-themes: Teacher knowledge of
language, dealing with individual learner differences, providing and maintaining

classroom discipline, and others.
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IV. 3. 1. 1. Teacher knowledge of language

Some of the novice EFL teachers in the case studies reported their need
for additional training and guidance in order to improve their knowledge of English
grammar and to develop and sharpen their speaking and writing skills in English.
These novice teachers were also the ones who seemed not to be much confident in
their linguistic and communicative skills. What they suggested was that in pre-
service teacher training, more emphasis was needed in those aspects of language
competence (i.e. grammar, speaking, and writing). They also recommended that in
in-service teacher training, they should be provided with opportunities for practice
in grammar, speaking, and writing in English. The questionnaires produced similar
results, showing that developing their speaking skills in English was an area of
additional focus and practice for nearly one third of the novice EFL teachers (See

Table 7).

It appears to be quite a bit interesting that some of the novice EFL teachers need
additional training to develop their linguistic and communicative skills given that
they have taken a number of classes such as English grammar, writing, and speaking
in English in their teacher education programmes. Despite this, they seem not to be
feeling confident and adequate in terms of their own linguistic and communicative
skills in English. It is; therefore, disheartening to find out that some of the novice
EFL teachers feel insecure and inadequate about the subject matter that they are to
teach. The teachers link their inadequacy and insecurity to their teacher education

programmes; nonetheless, it may not always be fair to put the blame on teacher
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education whenever a problem arises as to teachers’ knowledge of their subject
matter. It might well be argued that s/he is also the teacher him/herself who should

assume accountability for his/her own development.

IV. 3. 1. 2. Dealing with individual learner differences

This was another area in which some of the novice EFL teachers
mentioned their need for guidance and assistance. In particular, what these novice
teachers told was that they needed to be shown a number of ways as to how to teach
English to young learners and adolescences and how to teach English to learners
with low levels of English proficiency. They also reported that they needed
additional training on child and adolescence psychology so that they could better
deal with issues in relation to classroom discipline, motivating learners, addressing
learner needs and interests. Elif was one of the novice teachers who were in need of
assistance and guidance in motivating learners with little or no motivation for

learning languages. As she told:

‘How can we teach English to learners with little or no motivation to learn it? A
course like that may be helpful...because the students don’t pay attention to English.
It doesn’t matter if they learn it or not...What are the practical ways to teach

English to those kinds of learners? That kind of training I mean.’ (Elif/11/pp.73-74)

Furthermore, the questionnaires generated similar findings and indicated that

‘Teaching English to unmotivated learners’ was the most frequently mentioned area
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of support by the novice EFL teachers (See Table 9). This was immediately
followed by ‘Teaching English in classes of learners of low proficiency’. These
responses of the novice EFL teachers appear to mirror in what kind of a teaching
context that they find themselves. Learners with little or no motivation for learning
English and with low levels of proficiency are common to most of the language
classrooms in public primary and secondary schools. Especially the picture gets
more complicated at schools where most of the novice teachers in the present study
are teaching. These schools are in deprived and isolated rural areas, so the learners
mostly come from deprived backgrounds, have little or no motivation for learning
and poor academic skills. The teachers’ challenge doubles with low levels of
English proficiency and motivation for learning English. Therefore, it is not much
surprising to find out why ‘Teaching English to unmotivated learners’ and
‘Teaching English in classes of learners of low proficiency’ were most frequently
reported by the novice EFL teachers as areas that they were in need of support and

guidance.

IV. 3. 1. 3. Providing and maintaining classroom discipline

Both in the questionnaires (See Table 9) and in the qualitative data,
providing and maintaining classroom discipline came up as an issue that most of the
novice EFL teachers seemed to be in need of support and guidance. More
specifically, as unfolded in some of the interviews, the novice teachers needed to be

assisted in how to provide classroom discipline in adolescence classrooms, how to
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deal with disruptive learner behaviour, how to provide discipline in classrooms with

learners coming from deprived backgrounds.

‘What really annoy me are problems during the class. For example, a quarrel
between two students does affect the whole lesson. What can we do at those
moments? ... feel the class time is wasted. Do they behave like that just to waste
class time? But I can’t ignore the problem...so the whole lesson time just flows
away, and the lesson is being interrupted ...training on these issues might be

useful.” (Perisu/ll/pp.73-75)

As widely documented in literature both in the field of general education and ELT,
classroom discipline remains as a troublesome issue for novice teachers irrespective
of their subject matter and the type of the school at which they are teaching
(Bullough, 1989; Goddard and Foster, 2001; Koruk¢u, 1996; McCormack and
Thomas, 2003; Richards and Pennington, 1998; Veenman, 1984). A majority of the
novice EFL teachers in the present study is by no means different. Classroom
discipline, and how to provide it as well, seems to be one of their major concerns
when classroom management is concerned. In actuality, in their teacher education
programmes, these teachers receive training on classroom management and are
involved in field teaching experiences; however, there is great likelihood that their
current knowledge falls short in dealing successfully with classroom discipline. In
addition, most of the novice teachers in this study teach English at schools which
seem to carry a great potential for disruptive learner behaviour, because the learners

come from deprived backgrounds, are generally inclined towards violence and
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display behaviour problems. Within such a picture then, providing and maintaining
classroom discipline emerges as an area in which some of the novice EFL teachers

need further assistance and training.

IV. 3. 1. 4. Others

There were some other miscellaneous issues brought up by some of the
novice EFL teachers in their interviews as areas that they were in need of guidance
and support. One of the novice teachers; for example, reported that a series of
seminars, courses, and conferences on new developments in the field of ELT would
keep novice teachers up-to-date, refreshing their pedagogical knowledge and
showing them ways for alleviating their troubles. Two of the teachers, as they
noted, needed to be shown ways for how to teach at schools with poor physical
conditions. One of the novice EFL teachers mentioned that she needed guidance

and further training in dealing with situations involving instant decision-making.

In addition to all these, according to the questionnaire results (See Table 9),
‘Teaching speaking skills’ and ‘Teaching English in large classes’ were the issues
that more than half of the novice EFL teachers reported to be in need of guidance.
The novice teachers’ need for guidance in these areas is presumably related with
their teaching contexts and their lack of familiarity with these contexts. Their
unfamiliarity is probably because of the tendency in the teacher education
programmes to send student teachers to rather-easy-to-teach schools for teaching

practice. However, when student teachers become full-teachers; however, they are
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generally appointed to hard-to-teach schools. ‘Teaching English at schools with
inadequate teaching materials’ was another area in which nearly half of the novice
EFL teachers would like to be guided. There is great likelihood that, as with
teaching English in large classes and teaching speaking, such a need of some of the
novice EFL teachers is related to their unfamiliarity with teaching contexts without
adequate instructional materials. Similarly, nearly half of the novice EFL teachers
seemed to think that they needed help and guidance in ‘Developing and adapting
teaching materials’ and in ‘Teaching English in mixed-ability classes’.
Surprisingly, some of the novice teachers mentioned developing and adapting
teaching materials as an area of support need. This is surprising in that they
received training on material evaluation and adaptation. Perhaps, the reason is their
not knowing how to tailor instructional materials (such as course books) according
to their teaching contexts with poor physical conditions and with learners with low
levels of motivation and proficiency. As to teaching English in mixed-ability
classes, some of the novice EFL teachers reported in their interviews that there were
huge gaps between the learners in terms of their cognitive and linguistic abilities.
Several of them even had inclusion learners in their classrooms. Therefore, they
were falling hard times in bridging between these two different groups. It is
probably this task in which the novice teachers needed support. They have not; for
example, got training on how to teach English to learners with special needs such as
inclusion learners or learners with moderate learning difficulties. ‘Teaching
listening skills’, ‘Teaching writing skills’, and ‘Teaching reading’ were considered
by some of the novice EFL teachers as areas in which they needed support.

Probably, their particular concern was that they did not know how to teach listening
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and writing at schools with inadequate teaching materials and with learners of low
English proficiency. ‘Making lesson plans’ was another area of support mentioned
by some of the novice EFL teachers probably because of the way that they were
supposed to make lesson plans in their schools. As the results flowing from the case
studies indicated, some of the novice EFL teachers were not yet able to get used to
the format and content of the lesson plans that they were required to follow, as it did
not match with the way they used to make lesson plans in their teacher education
programmes. ‘Teaching vocabulary’ and ‘Teaching grammar’ were the areas
mentioned by a small number of novice EFL teachers, ‘Teaching grammar’ being

the least frequently mentioned one.

IV. 3. 2. Novice EFL teachers’ perceived needs in relation to forms of

professional support that are available to them

The analysis of both the questionnaires and case studies revealed that the
novice EFL teachers needed more support and guidance from their school
administrators, mentor teachers and colleagues, who seemed to be the key agents in

scaffolding novice teachers’ professional development.

The fourth part of the questionnaire provided us with information about the novice
EFL teachers’ professional support needs and included items that covered a range of
issues in relation to formal (i.e. mentoring novice teachers; courses, seminars and
materials for novice teachers, etc.) and informal means of professional support (i.e.

collegial help and support). In this part of the questionnaire, the participants were
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asked to state what forms of professional support they encountered in their first
years of teaching. The analysis of the teachers’ responses indicated that ‘attending
formal meetings held at school’ was the most frequently reported type of
professional support that the novice EFL teachers encountered in their initial years
of teaching, as indicated in Table 11 (60, 58%). ‘Collegial support and help’ was
another form of professional support that was frequently reported by the participants
(60, 58%). ‘Conferences/seminars/courses held for novice teachers’ was another
form of professional support that was frequently reported by the teachers (59, 62%).

‘Being informed about school rules and policies’ ranked the fourth highest of all
types of professional support. The frequency of the other types of professional
support reported was, in descending order, as follows: ‘Being observed by an
experienced EFL teacher’(28, 85%), ‘Being assigned a formal mentor from the field
of ELT” (25, 96%), ‘Preparing joint lesson plans with the other EFL teachers’
(25%), ‘Being informed about the curriculum of foreign language education’ (25%),
‘Being given fewer outside-class responsibilities’ (20, 19%), ‘Using materials
specifically written for novice teachers’ (19, 23%) (These materials were in the form
of a file that included such issues as rules, regulations and procedures to be followed
in relation to the teaching profession, the content of basic and preparatory training
courses that the all novice teachers had to attend, and so on.) (See Appendix XIV
for a sample from that first-year teacher file.), ‘Observing the classes of experienced
teachers at their school (14, 42%), and ‘Being given fewer classes to teach’ (5,

77%).
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Table 10. Forms of professional support received: questionnaire results

N=104
+* — ®%

FORMS OF PROFESSIONAL SUPPORT RECEIVED n % n %
I attended formal meetings held at school. 63 | 60,58 | 41 | 39,42
I got collegial support and help. 63 | 60,58 | 41 | 39,42
I attended conferences/seminars/courses for novice teachers. | 62 | 59,62 | 42 | 40,38
I was informed about school policies and rules. 45 143,27 | 59| 56,73
My classes were observed by an experienced EFL teacher. 30 | 28,85 | 74 | 71,15
I was assigned a formal mentor from my own field. 27 12596 | 77 | 74,04
I prepared joint lesson plans with the other EFL teachers. 26 | 25,00 | 78 | 75,00
I was informed about foreign language curriculum. 26 | 25,00 | 78 | 75,00
I was given fewer outside-class responsibilities. 21 | 20,19 | 83 79,81
I drew on materials written for novice teachers. 20 | 19,23 | 84 | 80,77
I observed classes of experienced teachers at my school. 15 | 14,42 | 89 | 85,58
I was given fewer classes to teach. 6 | 577 | 98|94,23

* 4:  The number of the participants who ticked the related questionnaire item

*% -+ The number of the participants who did not tick the related questionnaire

item

In terms of their needs in relation to various forms of professional support, some of
the novice EFL teachers in the case studies remarked that they needed additional
training on how schools function as institutions and on what rules, regulations, and
procedures they had to follow. Perisu was one of these teachers. As she
pronounced in her first interview, there was still a lot that she had to learn about the

bureaucratic aspects of the teaching profession such as school rules and regulations:

‘They tell me, ‘You shouldn’t have done it like that. You should do it like this. You
should document or prepare a report of whatever you're doing. You should have
the school administration sign it. We do learn all those by ourselves. I need to ask

what I should do or shouldn’t do. If I don’t, I cannot learn. There are lots of things
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I should’ve done, but I didn’t do. I learn all those afterwards...for example I'm the
head of the book club at school. I have to hold a school club meeting, but what am 1
supposed to do at that meeting? What should I emphasise? How will I report what 1
have done? I'm really unaware of all those things. Training about those issues

would be really helpful.” (Perisu/l1/pp.60-61)

In fact, all newly qualified teachers are trained on the above-mentioned issues in
their teacher orientation programmes; however, as the present study suggests, these
programmes appear not to contribute much to novice teachers’ knowledge of rights,
responsibilities, rules, and regulations involved in the teaching profession. Some of
the novice teachers; for instance, reported in their interviews that they did not get
much benefit out of their orientation courses. In particular, they complained that
what they had learned was not memorable and just flew away, because they were
supposed to memorise all those rules and regulations without making a full sense of

how they may contribute to their knowledge of schooling and teaching profession.

Additionally, according to the questionnaire results (See Table 10), such forms of
professional support as ‘Being observed by experienced EFL teachers’, ‘Being
assigned a formal mentor’, ‘Preparing joint lesson plans with the other EFL
teachers’, ‘Being informed about the foreign language curriculum’, ‘Being given
fewer outside-class responsibilities’, ‘Being provided with materials written for
novice teachers’, ‘Observing the classes of experienced teachers’ and ‘Being given
fewer classes to teach’ were less frequently mentioned by the novice EFL teachers.

‘Being given fewer classes to teach’ seemed to be the rarest form of professional
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support experienced by novice EFL teachers. What might be inferred from these
results is that the novice EFL teachers were deprived of opportunities for collegial
support and collaboration. Similarly, mentor support and guidance appeared to be
lacking in their experiences. These were also the issues brought up by several
novice teachers in the case studies. Furthermore, they were given outside class
responsibilities presumably adding to their challenges with being a full-time class
teacher (such as organising all social activities at their school, playground duty, etc.
as revealed in the case studies). They were not provided with materials specifically
written for novice teachers expect for the first-year teacher pack (See Appendix
XIV). However, in this pack were not included any issues that may help novice
teachers with the daily strains and concerns of classroom practice. Most of them
were not informed about the foreign language curriculum, and very few of them

were given fewer classes to teach.

What can be deduced from all these results is that the novice EFL teachers’
opportunities for peer support and collaboration are limited and that most of them do
not have mentor support and guidance. Thus, it appears that peer support and
collaboration as well as mentor support and guidance should be made an important
aspect of these teachers’ pedagogical experiences in their initial years of teaching.
They seem to be in need of supplementary written materials that might show them a
range ways to alleviate their pedagogical concerns and troubles. Besides, as it
seems, their teaching load should be lessened, since they already bear the emotional

burden of being a full-time teacher for the first time. This emotional burden coupled
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with heavy teaching load might cause them to feel overwhelmed, bringing them

closer to the edge of burnout.

IV. 4. A brief summary of the results

An overall look into the all difficulties mentioned in the questionnaires
seemed to indicate that ‘Low English proficiency of learners’ was the most
problematic issue for a great majority of the novice teachers (91,35% of them
reported it as a difficulty). ‘Inadequacy of language teaching course books’
appeared to constitute another problematic area for most of the teachers. It ranked
the second highest of all the items in the second part of the questionnaire (88, 46%).
‘Using English as classroom language’ remained another major problem for many
of the teachers. It was the third most frequently mentioned difficulty (80, 77%).
‘Inadequacy of teaching materials at school’ was one of the other frequently
mentioned difficulties by the teachers (59, 62%). ‘Inadequacy of professional
development opportunities’, ‘Providing and maintaining classroom discipline’,
‘Dealing with individual learner differences in the classroom’ appeared to pose

problems for more than half of the teachers, as shown in the below table.
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Table 11. The most frequently mentioned challenges: Overall

(N=104)

CHALLENGES (Overall) n %
Low English proficiency of learners 95 91,35
Inadequacy of language teaching course books 92 88,46
Using English as classroom language 84 80,77
Inadequacy of teaching materials at school 62 59,62
Inadequacy of professional development opportunities 58 55,77
Providing and maintaining classroom discipline 57 54,81
Dealing with individual learner differences in the classroom 50 48,08

All of these challenges reported in the questionnaires were also brought up in the
teachers’ diaries and interviews which further illuminated our understanding on how
they were interfering with the novice EFL teachers’ instructional decisions and

practices.

With regard to the issues that the novice EFL teachers were in need of support and
guidance, the questionnaire data revealed that teaching English to unmotivated
learners, teaching English in classes of learners with low levels of proficiency,
teaching speaking skills, teaching English in large classes, providing and
maintaining classroom discipline were the areas that most of the novice EFL
teachers needed to be supported and guided. The case studies provided us with both
similar and additional information as to the novice EFL teachers’ needs. According
to what some of the case study participants reported, they needed additional training
and guidance in order to develop their own linguistic and communicative skills, to
better deal with individual learner differences such as learner proficiency, age, and

motivation and disruptive learner behaviour, school rules and regulations, and so on.
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V. CONCLUSION

V. 1. Introduction

This chapter was devoted to a brief summary of the present study, including
major findings coming out of the study, to the implications, limitations, and
suggestions for further research. The chapter ended up with a few concluding

remarks.

V. 2. A summary of the study

The present study aimed to unearth the difficulties of initial years of teaching as
perceived by novice EFL teachers teaching in public primary and secondary schools
and to identify their needs in relation to foreign language pedagogy and various

forms of professional support. It sought to answer the following research questions:

1. What challenges do novice EFL teachers in public primary and secondary
schools report to be experiencing in their initial years of teaching?
a. What challenges do they report to be experiencing in relation to foreign
language pedagogy?
b. What challenges do they report to be experiencing in relation to forms of

professional assistance that are available to them?
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2. What are the perceived support needs of novice EFL teachers teaching in public
primary and secondary schools?
a. What are their perceived needs in relation to foreign language pedagogy?

b. What are their perceived needs in relation to forms of professional assistance?

In order to address the above questions, both qualitative and quantitative research
methodologies were used. The present study was quantitative in the sense that a
questionnaire was administered to a larger group of EFL teachers’ perspectives and
that the emerging data were quantitatively represented and analysed. On the other
hand, although the survey methodology would help us gain important insights into
the research issues under scrutiny, a need was also felt to listen to the idiosyncratic
and unique teacher voices. Thus, a qualitative research methodology was also
utilised in the present study, and small, in-depth case studies were carried out in
order to be able to learn at first hand about the participants’ experiences as they

were felt and lived by them.

In the present study, for a rich, vivid and elaborate description of the research issues
under investigation, a variety of research instruments were employed in a
triangulative manner. The data sources of the present study included semi-
structured interviews, diary entries written by teachers throughout a school term,
video-recorded classroom observations and stimulated recall interviews as well as

questionnaires used to gather a larger group of novice EFL teachers’ perspectives.
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The present study was carried out in public primary and secondary schools in
Turkey. The participants consisted of 104 novice EFL teachers who had a
maximum of 4 years of teaching experience (See Table 1, Table 2, Table 3, and
Table 4 for detailed information on participants’ profiles.). The teachers were
teaching English at primary and secondary schools in Bursa and Eskisehir and were
selected by means of convenience sampling method (Creswell, 2005). A great
majority of the teachers were graduates of the ELT departments, whereas a small
number of them graduated from such departments as English Literature, DELT
(Distance ELT Programme), Linguistics, and Translation and Interpretation Studies.
The case study participants, who were selected on the basis of their willingness to
take part in the present study, were seven novice EFL teachers in their first year of
teaching. They were all graduates of the ELT departments. Six of these teachers

were teaching in primary schools and one of them in a vocational secondary school.

It was a demanding task to analyse the voluminous qualitative data coming from a
variety of sources. In order to sort these data into more manageable and meaningful
units, constant comparison method (Glaser and Strauss, 1967) was used, which was
a blend of inductive category coding involving a simultaneous comparison of all

events observed and coded in the data.

The present study yielded important information as to the novice EFL teachers’
difficulties and support needs in their initial years of teaching. As the results
seemed to suggest, the novice EFL teachers started out their pedagogical journey in

the midst of a myriad of difficulties. On the one hand, they had to deal with a
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number of difficulties in relation to foreign language pedagogy, more specifically, in

relation to classroom management and foreign language teaching and learning.

When it comes to classroom management, classroom discipline appeared to be one
of the incessant problems of the novice EFL teachers, as revealed by the results of
the questionnaires and the case studies. ‘Providing and maintaining classroom
discipline’ ranked the highest of all the other classroom management-related
questionnaire items, and the case studies cast further light on the novice teachers’
specific difficulties with classroom discipline. One of these difficulties was
disruptive learner behaviour, which was either in the form of excessive talk,
behaviour problems, noise, speaking out of turn, disobedience and disrespect to the
teacher, lack of interest in the lesson, and so on. As the data also suggested, such
disruptive learner behaviour caused some of the teachers to rely on grammar-
oriented, teacher-centred classroom activities rather than those of communicative
and learner-centred, as with the latter, they were better able to deal with disruptive
learner behaviour. Disruptive learner behaviour was not the only troubling issue
with regard to providing and maintaining classroom discipline. Dealing with it
effectively was another area of difficulty for some of the novice EFL teachers.
According to what they stated in their diaries and interviews, they were not able to
deal with disruptive learner behaviour effectively. Thus, disruptive learner
behaviour coupled with the ineffective ways to deal with it was further complicating
matters for the novice teachers, because these two difficulties were acting as
constraints upon their carrying out effective lessons. As they were not able to carry

out fruitful lessons, they were indulged in feelings of inefficacy, demotivation,
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unhappiness, and so on. Some of them, as they remarked, also had to spend a
certain amount of their class time on providing and maintaining classroom
discipline, which was another challenge that they reported to be experiencing. Not
being able to establish rapport with their learners was the other unsettling issue for a
few of the case study participants. These results seem to corroborate those of the
previous research about novice teachers’ experiences in their initial years of
teaching (Bullough, 1989; Goddard and Foster, 2001; Manuel, 2003; McCormack
and Thomas, 2003; Richards and Pennington, 1998; Toren and Iliyan, 2008; Wong

Yuen-Fun, 1999; Veenman, 1984).

‘Dealing with individual learner differences’ was likely to be another area of
problem for most of the novice EFL teachers, as indicated in the questionnaire data
and in the interviews and diaries. This was an item that ranked the second highest
of all the other questionnaire items in relation to classroom management. The
interviews and the diaries revealed additional information about what was
particularly challenging for the novice teachers when dealing with individual learner
differences: ‘Not knowing learners well’. As some of the novice teachers voiced
their concerns, they did not know their learners thoroughly in terms of their abilities
and problems in their private lives. These teachers’ lack of knowledge of their
learners, in turn, appeared to be adding up to their difficulties with addressing their
learners’ needs, dealing with disruptive behaviour effectively, establishing rapport
with their learners, and setting their classroom roles. These results seem to support
those of some other research studies indicating ‘dealing with individual learner

differences’ as one of the areas of challenge for novice teachers in their first years of
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teaching (Bullough, 1989; Calderhead and Shorrock, 1997; Goddard and Foster,

2001; Toren and Iliyan, 2008; Wong Yuen-Fun, 1999; Veenman, 1984).

On the other hand, the novice EFL teachers were fighting with a range of challenges
brought up by the unique context of the present study and the unique nature of the
novice teachers’ subject matter. These challenges were concerned specifically with
foreign language teaching and learning processes and the context of teaching which
the novice EFL teachers found themselves in. Of all the foreign language learning
and teaching-related difficulties, the most frequently mentioned one was ‘Low
English proficiency of learners. All of the case study participants and a great
majority of the questionnaire respondents reported it to be a challenge (It also
ranked the highest of all the other questionnaire items in relation to the difficulties.).
As also revealed in the case studies, low levels of learner proficiency in English
provoked a series of other problems for the novice teachers such as low levels of
learner achievement in English, little impact of their teaching on student learning
and having to use Turkish in their classes as the medium of instruction. When it
comes to foreign language learning and teaching, ‘Inadequacy of language teaching
course books’ was one of the other troubling issues for the most of the novice EFL
teachers, as indicated by the questionnaire results. A very similar issue emerged in
the interviews and diaries. According to the novice teachers in the case studies, the
course books that they were to use were poorly designed in terms of their layout and
content. They were far from involving learners in authentic encounters with
English. The linguistic items in those course books were also graded in such a way

that was inappropriate to learners’ proficiency level. They did not provide any
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listening activities and materials. Neither did a teacher’s book. Within such a
picture then, it seemed that the novice EFL teachers were deprived of one of the
important instructional materials that might assist them in their pedagogical
decisions and practices. ‘Using English as classroom language’ was another area of
difficulty according to the results of the questionnaires and case studies. In
particular, what was problematic for the novice EFL teachers was that they were not
able to use English as the medium of instruction due to their learners’ low levels of
English proficiency. Moreover, the novice EFL teachers appeared to be coming up
against challenges in teaching speaking skills. As unearthed in the diaries and
interviews, their particular difficulty was not being able to teach speaking although

they would like to do so.

In addition to all these, the novice EFL teachers appeared to be facing a few
constraints in relation to the physical conditions of the schools at which they were
teaching. ‘Inadequacy of teaching materials at schools’ was one of those
constraints, as indicated both in the questionnaires and in the case studies. As the
case study participants reported, their schools were inadequate in terms of such
technological equipments as computers, televisions, tape-recorders, and so on, and
they were not able to do any photocopying at their schools (According to the
questionnaire results, photocopying activities was one of the frequently mentioned
difficulties as well.). However, this difficulty seemed to be interfering with the
novice teachers’ practices in such a way that they did not provide their learners with
supplementary learning materials or did not do any listening activities in their

classrooms.
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Along with all those pedagogical difficulties mentioned above, the novice EFL
teachers seemed to be coming up against some challenges in relation to the forms of
professional support that were available to them and appeared to be deprived of
fruitful induction experiences. As the results of the questionnaires and case studies
indicated, quite a few of the novice teachers were suffering from the inadequacy of
professional development opportunities, lack of support from the school
administration and from their mentors (or lack of a formally assigned mentor), lack
of collaboration with their colleagues (particularly with the experienced ones), tight
teaching schedules, outside-class responsibilities (such as teaching German or
Turkish classes, administrative work, etc.), and from the inadequacy of teaching
orientation programmes. These results seem to be in line with those found in
previous research on novice teachers’ induction experiences in their initial years of
teaching (Bullough, 1989; Calderhead and Shorrock, 1997; Farrell, 2003, 2006;
Goddard and Foster, 2001; Manuel, 2003, McCormack and Thomas, 2003;
Numrich, 1996; Richards and Pennington, 1998; Toren and Iliyan, 2008; Wong

Yuen-Fun, 1999; Veenman, 1984).

With regard to the issues that the novice EFL teachers were in need of support and
guidance, the questionnaire data revealed that teaching English to unmotivated
learners, teaching English in classes of learners with low levels of proficiency,
teaching speaking skills, teaching English in large classes, providing and
maintaining classroom discipline were the areas that most of the novice EFL
teachers needed to be supported and guided. The case studies provided us with both

similar and additional information as to the novice EFL teachers’ needs. According
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to what some of the case study participants reported, they needed additional training
and guidance in order to develop their own linguistic and communicative skills, to
better deal with individual learner differences such as learner proficiency, age, and

motivation and disruptive learner behaviour, school rules and regulations, and so on.

V. 3. Conclusion

What can be inferred from all the results obtained in the present study?
According to Doyle, (1986), teaching involves two major tasks that are organised
around the following issues: learning and order. Learning is served by the
instructional function of teachers, and order by the managerial function (p.395).
The novice EFL teachers in the present study have difficulty with these major tasks
of teaching and they, as it seems, are not able to fulfil their instructional and

managerial functions successfully within the confines of a myriad of challenges.

As it also seems, the novice EFL teachers, in their initial years of teaching, have to
deal with a web of interacting and competing difficulties. To put it differently, the
difficulties operate in such a way that they trigger each other, resulting in a chain
reaction of difficulties. For example, as the information from the case studies
suggests, some of the teachers who are faced with challenges in instructional
planning seem to be experiencing difficulties in such aspects of lesson management
as managing class time, catching up with the syllabus or in addressing learner
interests and needs successfully. Similarly, the difficulties in relation to providing

and maintaining classroom discipline or learners’ English proficiency appear to be

216



provoking some other ones in using learner-centred and communicative classroom
activities, as some of the novice teachers report their difficulty with employing such
techniques in their classrooms due to disruptive learner behaviour or lack of their

learners’ English proficiency.

The novice EFL teachers not only struggle with all those overwhelming and
competing difficulties, to make matters worse, they also seem not to find themselves
in supportive contexts where they can grow successfully as professionals. This is a
situation in contrast to what literature acknowledges: Support for teachers in their
initial years might be very important in helping them survive through the challenges
and tensions in the first years of teaching (Johnson, 1996; Veenman, 1984). As the
questionnaire results indicate, more than half of the novice EFL teachers complain
that they are not provided with adequate professional development opportunities.
Being given fewer classes to teach and fewer outside-class responsibilities, being
assigned a formal mentor, and professional activities such as collaborative teaching
and observation are forms of professional support that the novice teachers report to
be experiencing less frequently. As revealed in the case studies, lack of support
from the school administration and lack of collegial support are other distressing
issues for some of the novice teachers when it comes to professional support.
Although the questionnaire results reveal collegial support and help as one of the
forms of professional support that more than half of the novice teachers report to be
experiencing, some of the case study participants state the reverse and seem to be
working at schools where a culture of individualism rules over rather than a

collaborative one.
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Teaching orientation programmes, as one of the important means for inducting and
socialising novice teachers into the profession of teaching, are not without problems.
As unveiled in the case studies, particularly the courses provided in the basic and
preparatory components of these programmes do not address novice EFL teachers’
professional immediate needs and interests, because they place emphasis mainly on
bureaucratic aspects of the teaching profession such as rights and responsibilities of
civil servants, the organisation of the MNE, organisations of schools, school rules
and regulations, and responsibilities of a teacher, rather than on issues concerning
classroom pedagogy. Nevertheless, this is not to say that there is no need to focus
upon those aspects of the teaching profession in teaching orientation programmes.
Any teacher, be it a novice or experienced, may need such knowledge that would
greatly contribute to their understanding of how schools as organisations work and
what their tasks and responsibilities are as teachers. The point is that the content of
the courses in teaching orientation programmes might be reconsidered, because, as
the present study suggests, these courses fall short in addressing novice teachers’

immediate needs and interests.

Mentoring, as one of the other important catalysts of fruitful first year teaching
experiences, is not without its problems either, as it appears to be handled on an ad
hoc basis. To illustrate, being assigned a formal mentor is one of the less
experienced forms of professional support, according to the questionnaire results.
The case studies have revealed a similar finding and indicated that some of the
novice teachers were not assigned a mentor at all. There were several novice

teachers with mentors; however, they, as they complained, did not receive adequate
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support and guidance. It appears to be a bit disheartening to find out that the novice
EFL teachers lack mentor support and guidance, because research indicates that
mentor teachers, as significant others, have a crucial role to play in fruitful
socialisation experiences and that having a mentor may positively contribute to
novice teachers’ views of teaching and their teaching contexts (Carter and Francis,

2001; Lang, 1999; McCormack et al., 2006; Molner, 2004, Rots et al., 2007).

Moreover, the present study has yielded intriguing information as to the novice
teachers’ stances towards the difficulties. While there are some instances in the
qualitative data showing that the novice teachers push hard against some of the
challenges that they are faced with, there are also some others revealing that the
teachers tend to accommodate to the difficulties and prefer to give up doing what
they would like to do or what they consider to be appropriate. For instance, some of
the teachers do not provide their learners with extra learning materials due to the
lack of photocopy facilities at their schools. There are also some other novice
teachers who give up using CLT techniques and materials because of the fact that
their learners are getting disruptive or they are unfamiliar with the use of such
techniques and materials. Such tendencies of the novice teachers might be
explained on the basis of ‘internalised adjustment’, which is one of the social
strategies developed by Lacey (1977) to explain conformity to institutional norms.
It seems that the novice teachers sometimes use this strategy and prefer to conform
to the realities of their teaching contexts for the sake of creating safe pedagogical
spaces for themselves. Thus, most of the novice teachers tend to quit many of the

principles that are crucial to successful language learning and teaching experiences
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(i.e. communicative methodologies, learner-centred approaches, and so on) rather
than including these principles in their instructional decisions and practices. What is
more, such difficulties as disruptive learner behaviour, lack of school materials and
equipment, the learners’ unfamiliarity with the CLT, lack of learner proficiency in
English, having to catch up with the syllabus, heavy teaching load, large class sizes,
lack of learner motivation, time allocated to English in the curriculum appear to
become the major criteria that the novice EFL teachers rely on to make their
instructional decisions. To illustrate, a few of the novice teachers in the case studies
report to be using grammar-translation techniques and teaching grammatical forms

deductively to be able to catch up with the syllabus and hence to save time.

Interestingly enough, when we closely look at some of the difficulties that the
novice EFL teachers report to be experiencing and their support needs, we can
easily see that they revolve around such areas as classroom management, ELT
methodology on which these teachers receive intensive training. This breeds a few
questions to ponder over. Is there a possibility that initial teacher education has
little impact on initiating change in teachers’ behaviours? According to Knowles
(1995), there may be. What he asserts is that pre-service teacher education and
teaching practice experiences may have little effect on pre-service and novice
teachers’ beliefs and practices. Zeichner and Gore (1990), in their analysis of
research on teacher socialisation, conclude that pre-service teacher education
programmes may not be much powerful in terms of their impact on student teachers’
future practices. Flores (2001) has reached similar conclusions in her study,

indicating that initial teacher education may have little effect in shaping new
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teachers’ learning experiences. Or might it be that teacher education programmes
inadequately prepare prospective teachers for the realities of the teaching
profession? As documented in the literature (Crandhall, 2000; Farrell, 2006;
Johnson, 1996; Loughran et al., 2001), teacher education programmes are
sometimes criticised on the grounds that they do not prepare pre-service teachers
adequately for the real task of teaching, and the reality shock that many of the
novice teachers experience is linked to this under-preparation. This might be one of
the possible explanations for novice teachers’ challenges in their initial years of
teaching; however, it would be naive-and implausible as well- to think that teacher
education programmes are mainly responsible for those challenges. Presumably, the
problem with teacher education programmes is, as Bullough (1989) once stated, that
the schools and teacher education programmes sometimes place emphasis on
different set of values and practices from each other. According to Bullough, this
may confuse novice teachers about what constitutes appropriate practice, and
consequently, they are swept away by a flood of insistent problems. Another reason
is probably concerned with what novice teachers can do or cannot do within a world
of constraints, i.e. with their abilities to deal with problematic classroom situations.
Veenman (1984) touches upon a similar issue and asserts that the process of
becoming a teacher involves the interplay between individuals’ needs, capabilities,

intentions, and institutional constraints.

Another interesting result of the present study is that the novice EFL teachers appear

not to have adequate knowledge of teaching contexts in which they may find

themselves although they are involved in teaching practice experiences. This seems
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to be evident both in the case studies and in the questionnaires. According to what
most of the teachers report, ‘Teaching English to unmotivated learners’ and
‘Teaching English in classes of learners of low L2 proficiency’ are the two most
frequently mentioned issues that they are in need of support. In the case studies,
some of the teachers remark that they have not expected at all that they would have
to deal with unmotivated or low proficient learners or that they would teach at
schools with poor physical conditions. This is probably due to the fact that the
teacher trainees are placed in relatively easy-to-teach schools for their teaching
practices unlike hard-to-teach schools where they are appointed to when they start

teaching.

Furthermore, it might well be argued that the difficulties reported by the novice
teachers in the present study are a concern for any language teacher whether s/he is
experienced or inexperienced. However, these difficulties may not only influence
novice teachers negatively who are not yet equipped with the shields of knowledge
and skills to successfully struggle with the challenges of initial years of teaching.
They may also discourage their motivation for experimentation and innovation,
sometimes causing them to accommodate to the requirements and realities of their
teaching context easily in order to create safe pedagogical spaces for themselves.
The present study provides evidence for such a discouragement and demotivation.
What is worse, those difficulties may also cause some novice EFL teachers to quit
teaching, as also acknowledged by Senior (2006, p. 57): ‘Traumatic initial teaching
experiences, in which they find themselves teaching in stressful situations without

the support that they need, can turn some novices off language teaching for good.’
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To conclude, the novice EFL teachers had to deal with a myriad of challenges in
their initial years of teaching. In actuality, most of these challenges mentioned by
the teachers seemed to reflect the features of typical ELT classes and hard-to-teach
schools in Turkey: Low levels of learner proficiency, large class sizes, inadequacy
of language teaching course books and school materials, and so on. Most of the
novice EFL teachers start their pedagogical journey in such hard-to-teach schools
and classrooms. However, as the present study suggests, the novice EFL teachers
tend to be rather vulnerable and naive against the challenges with which they are
faced in their schools and classrooms and seem to be accommodating to the
constraints of their teaching contexts too readily. Perhaps, what needs to be done is
to develop novice teachers’ reflective and critical thinking skills and to equip them
with the knowledge of various strategies that would help them survive through the
dilemmas and challenges in their initial teaching experiences. This would probably
help us, as teacher educators, better deal with their vulnerability and prevent their
adjustment to institutional constraints and norms. Engaging teacher trainees both in
easy-to-teach and hard-to-teach schools for their field experiences might also
prepare them, in advance, for what they are likely to experience when they become
full teachers, by contributing to their knowledge of how to respond to the demands

of different instructional contexts.

Furthermore, the novice EFL teachers appear not to be provided with adequate
professional support which will guide and assist them in their journey of becoming
effective professionals. For example, as mentioned in the previous lines, teaching

orientation programmes do not address novice EFL teachers’ professional
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immediate needs and interests. Therefore, there seems to be a need to reconsider the
content and practices of these orientation programmes. Mentoring system seems not
to be functioning properly, either, and it needs to be handled on a more consistent
and systematic basis to better help novice teachers survive through a range of

challenges in their initial years of teaching.

V. 4. Implications

The results of the present study have important implications for both pre-
service language teacher education and in-service teacher education within the

context of the present study.

V. 4. 1. Implications for pre-service language teacher education

The present study seems to unveil what novice EFL teachers go through
when they first start off their journey of becoming language teachers. This
knowledge can be a point of departure for reflecting ourselves as teacher educators.
We, in our teaching education programmes, provide student teachers with a map of
road which they can follow in their journeys of learning teaching, but it seems that
we sometimes portray the road itself as straight, with no curves and cliffs.
Presumably, we should sensitise our student teachers to the possibility that, in their
journey of becoming language teachers, they may sometimes feel lost, find
themselves in a slippery, winding, and rough road, and we should show them how
they could survive in such a road. How can we achieve this then? Involving them

in analyses of case studies of novice and experienced teachers may be one of the
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ways to promote their awareness on difficult classroom situations. Pre-service
teachers may be asked to analyse problematic classroom situations embedded in
these cases as well as how teachers in the cases deal with those situations. They
may also be asked to reflect on what they would be doing if they were the teachers
in the problematic situations. Although it may be a hard task to find appropriate
cases for such analyses and although such a case methodology does not involve pre-
service teachers in authentic teaching practices, it may yet contribute to prospective
teachers’ knowledge of teaching in a number of valuable ways. According to
Kleinfeld (1990), such a case methodology may provide pre-service teachers with
models of how to think professionally about problems and increase their repertoire
of educational strategies by showing them how expert teachers approach to the
problems. She maintains that through concrete cases, they may learn how to use
theoretical concepts to illuminate a practical problem and how to spot the larger

issues implicit in what might seem to be a minor classroom decision.

Varying novice teachers’ field teaching experiences might be another way to
sensitise them to possible problems in classroom teaching. Generally, for their
teaching practice experiences, student teachers are sent to relatively ‘easy to teach
schools’ unlike to ‘difficult to teach schools’ where they are usually assigned to
when they become full teachers. We may then design student teachers’ practicum
experiences in such a way that would involve them in a variety of teaching contexts
(i.e. contexts with good and poor conditions) and may encourage them to reflect on
the realities of these contexts. This would in turn contribute to the novice EFL
teachers’ knowledge of teaching contexts. Moreover, a formal and systematic

follow-up scheme might be developed to take notice of the exits from the door of
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pre-service language teacher education and to support and guide novice EFL
teachers, although, for the present, the reality of the Turkish education system would
not allow for such a framework due to a range of practical reasons such as large
number of student teachers and lack of available resources such as finance and

materials.

V. 4. 2. Implications for in-service teacher education

What the present study reveals is that the novice EFL teachers do not find
themselves in supportive contexts where their professional development can be
fostered successfully. This information has a word to say to school administrators
and policy makers and points to a need for creating fruitful, systematic and
structured induction, socialization experiences for novice teachers. Professional
support structures need to be reconsidered, particularly that of mentoring which
seems not to be properly and consistently implemented within the context of the
present study. Similarly, the content and the practices of the teaching orientation
programmes need careful reflection and reconsideration in that they seem to fall
behind addressing novice teachers’ needs and interests. As in the pre-service
teacher education, in these programmes, novice teachers can be engaged in analyses
of problematic classroom situations and encouraged to reflect on the possible
reasons of these problems as well as on a number of ways to resolve them. Besides,
as an alternative to these programmes, school-based teacher development schemes
might be designed in which the school administrators, colleagues, and mentor

teachers work collaboratively to help novice teachers survive through their
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complexities, tensions, challenges in initial years of teaching. This would likely to
increase novice teachers’ opportunities for ‘communities of practice’, which flourish
when people sharing common interests in some subjects or problems collaborate
over a period of time to share ideas, find solutions, and build innovations (Lave and

Wenger, 1991).

In addition, as unfolded in the present study, the novice teachers are vulnerable and
naive not only pedagogically but also emotionally. Therefore, along with
pedagogical scaffolding, novice teachers might be provided with affective
scaffolding that would likely aid in the development of their self-efficacy,
motivation and professional identity. Such scaffolding can be in the form of
systematic confirmation and constructive feedback as to novice teachers’ classroom
practices and their values at schools. Again, school administrators, colleagues, and
mentor teachers appear to be key agents in this task, as the providers of such
affective scaffolding, along with pedagogical scaffolding (Farrell, 2003; Farrell,

2006).

V. 5. Limitations of the study

The present study focussed on novice EFL teachers’ perspectives of their
difficulties and support needs in their initial years of teaching and employed both
qualitative and quantitative research methodologies to scrutinise the given issues. It
was quantitative in the sense that it utilised questionnaires to gather a larger group

of participants’ perspectives (N=104). On the other hand, it was qualitative in that
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small and in-depth case studies were conducted with seven novice EFL teachers to
gain elaborate insights into the research issues under investigation. The use of these
two different, yet complementary research methodologies enriched and verified the
information obtained through different sources; however, the present study centred
attention on a relatively small sample of novice EFL teachers. It might then be
argued that differing insights could have been obtained with a larger group of
participants. No claims can be made as to the generalisability of the results from the
case studies due to the small number of participants and to the idiosyncratic nature

of first year teaching experiences.

V. 6. Suggestions for further research

The purpose of the present study was to identify and describe the difficulties
and support needs novice EFL teachers teaching at public primary and secondary
schools. The present study; nevertheless, did not focus on the relationship between
these difficulties and teachers’ previous language learning experiences, types of the
schools where they were teaching, amount of teaching experience, the teacher
education programmes that they graduated from, and teacher characteristics, since
these were not within the scope of the present study. Further studies can then be
conducted on these issues by means of a case methodology in order to make better
sense of the underlying reasons for novice EFL teachers’ difficulties. In the present
study, the focus was upon novice EFL teachers’ difficulties, as one of the important
aspects in initial years of teaching experiences. However, not all initial years of

teaching experiences need to be knitted with difficulties, challenges, conflicts and so
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on. There might well be successful first year teaching experiences, so further case
studies can be carried out on successful entries into the teaching profession so as to
provide prospective teachers with a range of models and practices of effective first
year teaching experiences. Moreover, some other studies may capitalise on
comparisons of both novice and experienced EFL teachers’ difficulties and needs in
order to better understand the challenges that novice teachers are faced with and to
see how novice and experienced teachers deal with various difficulties of classroom

practice.

V. 7. Final remarks

The title of the present study used the metaphor ‘journey’ to portray novice EFL.
teachers’ first years of teaching experiences. It seems that, and perhaps not
surprisingly, the journey of novice EFL teachers is not an enjoyable, nice one. It is
rather a journey of frustrations, complications, dilemmas and instabilities. As the
present study unravels, these teachers are born into teaching contexts where they
have to combat with a myriad of challenges and where they are provided with little,
if any, pedagogical and affective support. This appears to be a bit disheartening
given the fact that teaching contexts (i.e. learners themselves, the ecology of the
classroom, colleagues, and institutional features of schools) may have an important
role to play in moulding teachers’ beliefs, knowledge and classroom practices
(Flores, 2001; Sharkey, 2004; Zeichner and Gore, 1990). The results of the present
study provide support for this line of thought. As suggested in the case studies,

some of the novice EFL teachers, rather than manipulating the challenges, they were
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being manipulated by them. To exemplify, there were a few teachers who gave up
providing their learners with supplementary learning materials due to the fact that
they could not photocopy them. Some other teachers did not do any listening
activities, justifying their practices on the grounds that their schools lacked
technological materials such as tape-recorders, computers, and televisions. To sum
up, it seemed that the novice EFL teachers’ induction experiences were of a ‘sink or
swim’ type, which was likely to hinder their initiation, creativity, and
experimentation. As Feinman-Nemser (2001) once acknowledged, ‘Sink or swim
induction encourages novices to stick to whatever practices enable them to survive

whether or not they represent best practice in that situation.” (p. 1014).

There seems to be no doubt that they are teacher education programmes, school
administrators, mentors, and policy makers that are mainly responsible for the task
of turning novice teachers’ probable disadvantages in their initial years of teaching
into advantages. Part of the task is probably to train prospective teachers in such a
way that they are equipped with essential knowledge and skills to reflect on and
tolerate a range of unexpected and problematic classroom situations. Another part
of the task is to create for novice teachers territories of professional learning that
will help them actualise their pedagogical selves and that will nurture their growth
as effective teachers. There is great likelihood that all these would eventually lead

to a better journey of becoming a teacher.
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Appendix 1

Sample diary entries written by the participants
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Appendix I1

Questionnaire —Form for expert view

MESLEGININ iLK YILLARINDAKI iNGILiZCE OGRETMENLERi ANKETI

UZMAN GORUSU FORMU

Merhaba,

Bu anket mesleklerinin ilk yillarmdaki Ingilizce 6gretmenlerinin ihtiyaclarini ve
yasadiklar1 zorluklari anlamak iizere hazirlanmistir. Sozkonusu anket 4 boliimden
olusmaktadir. Ilk boliim, aragtirma katihmcilarinin kisisel bilgileriyle ilgili maddeler
icermektedir. Ikinci boliim, mesleklerinin ilk yillarindaki Ingilizce 6gretmenlerinin
ihtiyaclarin1 ve yasadiklar1 zorluklar1 anlamaya yonelik maddelerden olusmaktadir.
Uciincii boliimde, Ingilizce 6gretmenlerinin ne tiir destek formlariyla karsilastiklarin
anlamay1 amaglayan maddeler bulunmaktadir. Dérdiincii boliimde ise, dgretmenlerin
dil egitimi konusunda yardima ihtiyag¢ duyduklar alanlar1 tespit etmeye yoOnelik
maddeler yer almaktadir.

Anketimizde, anketlerde siklikla kullanilan bir gegerlik yontemi olan kapsam gecerligi
caligmasinin yapilabilmesi amaciyla uzman goriisiine ihtiya¢ duyulmaktadir. Bu
sebeple sizden, anketimizdeki maddeleri degerlendirip, goriis ve Onerilerinizi
belirtmeniz rica edilmektedir.

Katkiniz i¢in simdiden ¢ok tesekkiirler, iyi ¢calismalar.

Aras. Gor. Pinar SALI
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Merhaba,

Bu anketin amact, mesleklerinin ilk yullarnindaki siz Ingilizce ogretmenlerinin ihtiyaglarin ve yasadiklart zorhuklan anlamaya galigmalktr. Anket, 4 bilimden olugmaktadir. 1lk
bolimde kisisel bilgilerinizle ilgili maddeler yer almaktadir. Ikinci bslimde, kargilagtigimz sorunlarm neler oldugunu anlamaya yonelik maddeler bulunmaktadir. Ugiinct balim,
goreve bagladiktan sonra, ne tiir destek formlan aldizimz: anlamaya yonelik maddeler icermektedir. Dordiincti bolim ise dil 5gretimi konusunda yardima ihtiyag duydugunuza
digiindiigiiniiz alanlan tespit etmeyi amaglamaktadir. Anketin doldurulmas: yaklasik olarak 15-20 dakika kadar siirmektedir. Toplanan veriler araghrmact tarafindan gizli
tutulacak, aragtirmanin amaci diginda higbir gekilde kullanilmayacalktir. : .

Yagadiguuz sorunlann goziimlenmesine ve ihtiyaglarimizin giderilmesine yonelik Snerilerin sunulabilmesi adima biiyik &nem tagidigina inandigimiz anketimizi samimiyetle
cevaplandirmazini diler, katkimz igin gok tesekltir ederiz. :

Aras. Gor. Pmar SALL Tel: 022233505 80/3520
Anadolu Oniversitesi, Egitim Fakiiltesi e-posta: psali@anadolu.edu.tr
Ingiliz Dili Egitimi

Eskisehir

—

Kisisel Bilgiler

Ogréetmenlik tecriibeniz: ....
Mezun oldugunuz iiniversite/bslim: .............
Su anda gérev yaptifimz okul; ..
BE-mail adresiniz: .

1. Asagida belirtilen noktalarin hangisinde/hangilerinde “zorluk yasadifiuzs [

Bu madde ] ) .
diigtintiyorsunuz? Liitfen (x) isareti koyarak belirtiniz. - oldugu gibi Bu maddede ifade - Bu madde
(Birden fazla segenek isaretleyebilirsiniz,) 4 ) kalmali. dedisikligi yapiimali . gikartilmali.
1. Ingilizce’nin nasil 6gretilecegi konusunda az bilgi sahibi olma o ) ) )

az bilgi sahibi-olmasi

3 Bir Ing. 6gretmeninin Ingilizce kelime bilgisinin az olmas [a}

4. Ingilizee gramer gretimi ) o

5. Ingilizce kelime 6pretimi o

2. Bir Ing. 8retmeninin Ingiliz dili grameri konusunda . o _ ﬁ T J
[
L
L
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Appendix III

Postal questionnaires — Welcome letter

Umarim iyisinizdir. Ben, Anadolu Universitesi Egitim Fakiiltesi Ingiliz Dili Egitimi
Anabilim Dali’'nda Aragtirma Gorevlisi olarak calismaktayim ve mesleginin ilk
yillarindaki siz Ingilizce 6gretmenlerinin ihtiyaclarina ve yasadiklar1 zorluklara iliskin

bir doktora tezi hazirlamaktayim.

Size gondermis oldugum zarfin igerisinde, yasadigimiz zorluklart ve ihtiyaglarinizi tespit
etmek amaciyla gelistirmis oldugum bir anket bulacaksinmiz. Sizden istedigim,
yasadigimiz sorunlarin ¢odziimlenmesine ve ihtiyaclarimizin giderilmesine yonelik
Onerilerin sunulabilmesi adina bilyiik 6nem tasiyan bu anketi cevaplandirmaniz. Zarfin
icinde ayrica, iizerinde adresimin yazili oldugu pullu, sar1 renkte bir zarf daha
goreceksiniz. Cevaplamis oldugunuz anketinizi bu zarfi kullanarak, 16 Nisan 2006

tarihine kadar bana geri génderirseniz ¢ok sevinirim.

Anketi cevaplamak amaciyla zaman ayirdigimiz icin simdiden ¢ok tesekkiir eder ve
goriis ve Onerilerinizin ¢alismam icin ¢cok degerli oldugunu belirtmek isterim. Simdilik

hoscakalin, iyi ¢calismalar...

Aras. GOr. Pinar SALI

Anadolu Universitesi, Egitim Fakiiltesi
Ingiliz Dili Egitimi Anabilim Dali

Is tel: 0 222 335 05 80 / Dah. 3520
Cep tel: 0 532 557 96 69
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Appendix IV

Postal questionnaires — Follow-up letter

Gecen haftalarda size mesleginin ilk yillarindaki Ingilizce ogretmenleriyle ilgili bir
anket ve bu anketi bana gonderebilmeniz i¢in {izerinde adresimin yazili oldugu pullu bir
zarf gondermistim. Anketin elinize ulagsmamis olabilecegi diisiincesiyle, size tekrar
pullu bir zarf ve bir anket daha gonderiyorum. Anketi ........................ tarihine
kadar doldurup, bana gonderebilirseniz ¢ok sevinirim. Anketi cevaplamak amaciyla
zaman ayirdiginiz i¢in simdiden cok tesekkiir eder ve goriis ve Onerilerinizin ¢alismam

icin cok degerli oldugunu belirtmek isterim. lyi caligmalar ...

Arag Gor. Pmar SALI
Anadolu Universitesi Egitim Fakiiltesi
Ingiliz Dili Egitimi Anabilim Dali Eskisehir

E-mail adresi: psali@anadolu.edu.tr

Is tel: 0 222 335 05 80 / 3520

Cep tel: 0 532 557 96 69
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Appendix V

Questionnaire (Turkish)
Saym 6gretmen,

Bu anketin amaci, mesleklerinin ilk yillarindaki siz ingilizce 6gretmenlerinin ihtiyaclarmm ve
yasadiklar1 zorluklar1 anlamaya cahsmaktir. Anket, dort boliimden olusmaktadir. ilk béliimde
kisisel bilgilerinizle ilgili maddeler yer almaktadir. Ikinci boliimde, karsilastigimz zorluklarmn
neler oldugunu anlamaya yonelik maddeler bulunmaktadir. Uciincii boliim, dil egitimi konusunda
yardima ihtiya¢ duydugunuzu diisiindiigiiniiz alanlar tespit etmeyi amaclamaktadir. Dérdiincii
boliim ise goreve basladiktan sonra, ne tiir destek bicimleriyle karsilastiZimz1 anlamaya yonelik
maddeler icermektedir. Anketi doldurma siiresi yaklasik olarak 15-20 dakika kadardir. Toplanan
veriler arastirmaci tarafindan gizli tutulacak, arastirmamin amaci disinda hicbir sekilde
kullanilmayacaktir.

Yasadigimiz zorluklarin ve ihtiyaclarmmzin giderilmesine yonelik onerilerin sunulabilmesi adina
biiyiikk 6nem tasiyan bu anketi samimiyetle cevaplandirmamz diler, katkimz icin ¢ok tesekkiir
ederim.

Aras. Gor. Pmar SALI

Anadolu Universitesi, Egitim Fakiiltesi

Ingiliz Dili Egitimi Anabilim Dah

Eskisehir
1. Kisisel Bilgiler

Yasiniz:

Cinsiyetiniz: O Kadin O Erkek

Ogretmenlik tecriibeniz: ......... yil ........ ay

Ogretmenlik yaptigimz okul tiirli: 0 flkggretim 0 Meslek Lisesi
O Genel Lise O Anadolu Lisesi

IL. Asagida belirtilen konulardan hangileri sizin icin bir zorluk olusturmaktadir? Liitfen (v)
isareti koyarak belirtiniz. (Birden fazla secenek isaretleyebilirsiniz.)

1. Sinif yonetimine iliskin yasadigim zorluklar

-Ders plant hazirlamak............ooioiiiiii et ettt st sttt

-Dersin amaglarini anlagilir, acik sekilde belirlemek......... ...

-Anlatacagim konuya uygun aktiviteler bulmak...........ccccooviriiiiiiiiiiiiee e

-Buldugum aktiviteleri sinifta uygulamak amaciyla ¢ogaltmak...............cooooiiiiiiiiiiiiiii i

~Materyal GEIISHITIIEK. .. . ..coouiiiiiiiiitieie ettt et st bt et s be bttt e b ebt e b ee b enee

-Materyal uyarlamak........ ..o

SDEISE DASIAMAK. ....ccuviiiiiiiiii ettt ettt ettt e e st e e st e e be et e e b e e et b e e e st e eenaeeesaeerbeensbaennteeaneenn
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~Dersi SONIANAIIINAK. . ...vviiiiiiiei ettt e et ae e e et e e e e eteeeeeeaseseeeeareseeenneeeeennaeeeeanes

-Derste etkinlikler arasi gegisleri Yapmak. . ... .. .cociiiiiiiiiiiiiiiieie e

-Ders zamanini verimli bir sekilde Kullanmak..............ccoueieiiiiiiiiiiiiiieeiiieeceeccee ettt erae e e eeveeeavaeearee e

-Ogrenci yanlislaring dizeltmek................cooiiiiiiiie e e

-Buldugum aktiviteleri sinifta uygulamaki........ ..o

-Derste ne kadar konusacagimi ayarlamak.........c.ccoeuereriienieiinenenineseee et e

-Ses tonuMU AYArIAMAK .. .....cooiiiiiiiiiiiiie e s

-Viicut dilimi etkili bir bigimde Kullanmak...........cc.ccoooiiiiiiiiiiiiiiee e e

-Sinuf disiplinini saglamak ve SUrdiirmek ............ccccooviiiiiiiiiiiiiiiiee e

-Tahtayr uygun bir sekilde Kullanmak ...........cccccueiuiriiniiiniiniiienieee et

~OBrenCileri tANIMAMAK. ............o.vrveeeeieeeeeeeeeeeeeeeeee e ses e ee s sesaesessesesseeesaesessesessesessessssesessssessenessenasseneeeas

-Sinifta bireysel farkliliklars €le almak.........ccocooiiiiiiiiiiiii e e

-Ogrencinin ilgisini saglamak Ve SUIAUIMEK...........ovveveiviivrieiiiiieie et se s

-Smif icerisinde hangi 6gretmen rollerini (kontrolér, rehber gibi) benimseyecegimi bilmemek...................

-Derste bir sorun ¢iktiginda, soruna iligkin aninda karar verip uygulamak................coooiiiiiinnnnne.

-S1mf i¢i etkilesimi kurgulamak ve SUTAUIMEK ..........coouviiiiiiiiiiiiiiccce e

-Ogrencilerin derse Kattlimint SASIAMAK ............co.ovocuevieevereeieeeeeeeeeieeeeseeeeseeeeeesss s s s es e es s seseeas

-Olumlu bir 6grenme Ortami Yaratmak.........cooceeieriuieiiiieiieieeete ettt sttt s ettt e eisesaeesbeenreene

-Verdigim yonergelerin 6grenciler tarafindan anlagilmasini saglamak..............cooooiiiiiiiiiiiiin.

II. Dil 6@retimi ve 6grenimi siireclerine iliskin yasadigim zorluklar

-Ogretecegim yeni KONUIATT SUNMAK ..........o.c.covrvrveeerieeeeeieeiesseeeeeesseeses et esssse e seess e sessessenasssnes s sensnennen

-Ogrencilerin anlattigim konular1 anlayip anlamadiklarini  saptamak.................c.c.cceeeuueeinneeeennnennn,

-Sinifta iletisimsel dil 6gretme yontemlerini kullanmak............co..oooi i

-Okuma becerilerini OFTEIMEK ........cccueiieiiiiiiiiiiit ettt ettt ettt ettt se et e eat e eateseeeseeeaees

-Konusma becerilerini GZIEUMEK ...........ccceereeiieiieiiiiieteiete ettt et e e et e s tebeetesatenbeesseesbasseenseesseensesseeens

-Yazma becerilerini OZretmek. ... .....o.oiu i

-Dinleme becerilerini OZretmek.............oiiiiiiii e s

-Ingilizce KElIMEIEri OFIEUMEK ............coeeeveieeiereeceeeeeee e seesesse e see s esasae s s sessess s s ensnaeen

-Ingilizce dilbilgisi Kurallaring GEIEtMEK. . ...........eiueeei e e e e e

-Ogrencilere Ingilizce SOrUlar YONEIMEK .............c.couevervevereeeereeeeceeieeeeseeeeeeeeesesee s saeeeseessee e ereneennae s senan

-Simif dili olarak Ingilizee'yi KUllanmak............c.oovevreeieceeeieeeeceeeeeee e e e sesse e es s

-Ogrenci performansini deSerlendirmek ...............ccouevervieueieeeeeeeeeeeeeeeeeenee s eeseeesaes e s s ee e aesenees s seneeeas
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-S1nav SOrulart NAZITIAMAK ............oooiiuiiiiiiiic ettt et eaae e et e e ettt e e e e e e e ete e e e eenan e e nnnes

O
-Saviart deBerlendirMeEk. ........coc.eiiiiiiiiii ettt st ettt he bt e st sb s O
-Lisans egitimim siiresince Ingiliz dili 6gretimine iliskin almis oldugum bilgilerimin sinirl olmasi............ 0
-Lisans egitimim siiresince Ingiliz diline iliskin almis oldugum bilgilerin (gramer, kelime bilgisi gibi)
R 110 D0 ) 031 ) O PP O
-Lisans egitiminde edinmis oldugum bilgileri uygulamak...........cccvieoeeriiririenieniineiieneseeieee e 0
-Ogrencilerin Ingilizce diizeylerinin dii§iik OIMAST...............oieieiriieieieseeieie ettt nses 0
-Ogrencilerin Ingilizce dersinden neler bekledigini bilmemek.....................cceevueiiiieiiiieeiiiiiieeieeene, O
-Ingilizce dersine yonelik olumlu 6grenci tutumlart geliStIrmek...........ooevrvvrvveeuereereeeeseeeeseseesereeseneeseneenes 0
-Siif i¢i uygulamalarda miifredat digina ¢ikmak..........cccoooiiiiiiiiiiiiiiic 0
-Ingilizce ders Kitaplarinin yetersiz OLMASI ............ceveueveeuruereeeeeeeseeeesesessesessesessesessssessessssessssssssssessessssessesenes O
III. Bulundugum ortama iliskin yasadigim zorluklar
-Okulumda &gretme materyallerinin (Tepegdz, bilgisayar, Ingilizce kaynaklar gibi) yetersiz olmast......... 0
-Kendi uzmanlik alanim digindaKi SOrumIUIUKIAL.............cceeiiiiiiiieiiiciie ettt e evbe e vee e 0
-Ders yiKIerimin fazla OlMASL. . ....cc.coiuiiiiiiiiiiiieeee ettt st st ettt et st 0
-Siniflarin kalabalik OImast..........o.iuiiin i e O
SVEHIETIE TISKILET ... teiiiiciieeiie ettt ettt ettt e e e e e e ab e e s abe e s s e esabeaesseesssaessseeesbeesseeensseessseesseesnnns 0
-Mesleki gelisim firsatlarinin az OlMaST..........ueniiiiiiieiin ettt ettt e s et e neen 0
-Okul idaresine iligkin bilgilerimin sinirlt 0Imast..........cccooiui i O
-Okul idaresince bana verilen destegin yetersiz OlMAasI.............o.iuiuieiiiiiiiiiiiiiiieeieeea, O
-Okulumda 6gretmenler arasindaki mesleki dayanismanin yetersiz olmast .................ouieiviinneneninnene O

-(Eklemek istediginiz baska seyler varsa liitfen belirtiniz.)

II1. Asagidakilerden hangileri destege ihtiya¢c duydugunuz konular arasindadir? Liitfen (v') isareti
koyarak belirtiniz. (Birden fazla secenek isaretleyebilirsiniz.)

-Siuf disiplinini saglamak ve SUrdirmek..........cooooveiiiiriiiiiii e

-Okuma becerilering OFIEMEK . ......ccueruuiitiiriiriiitieiieit ettt ettt e st sb ettt s et eat e ebe e see e be et ene

-Konugma becerilerini OFIetmeEk. ...........coueiiiiiiiiiiiiieeeieee ettt st

-Dinleme becerilerini OSIEtMEK........c...oouiiiiiiiiiiii ettt ettt

-Yazma becerilerini OZIEtMEK. ........cceivueriiiiiiiiiiei ettt b e st sae s

-Ingilizce dilbilgisi Kurallaring GEIEtMEK...........coovvvveuieeeueceereeeeeeeeseeeeeesee e sesseses et eses s seeee s sesassenes

oo |o|o|o|g
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-Ingilizce Kelimeleri GETEIMEK............ovvvveeeeeereceeeeeeeeee e seeeeeee e see s ss s see s esaeses s ensnens 0
-Ingiliz yasam tarzi ve Kltirinii OFZIEtMEK...........ooovevvurvrerieeseeeeeeeeeeeeeses e ses e se e sressnans O
-Materyal gelistirmek ve uyarlamak..........ccocooeririrerininineee ettt s e 0
-Ders plant hazirlamak ........c..eoeeiiiiiiiiiii ettt eas 0
-Ogretim materyalleri acisindan yetersiz olan okullarda Ingilizce dgretmek..........cccovevveverveveeveereeeann O
-Kalabalik simflarda Ingilizce GEIEtMEK..........c..cuovuvvieeeeeeceeeeeeeeeeee e eese e seas 0
-Ingilizce diizeyi diisiik olan siniflarda Ingilizce GEretmek............c.evevevveereerreeeeieeeeeeeeeeeeeeeeee e, 0O
-Ingilizce 6grenmeye ilgisi olmayan 6grencilere Ingilizce GFretmek...........ccoceeveeverververeeeeeeeeceeeeereeerannn. 0
-Farkh yetenekteki 6grencilerden olusan siniflarda Ingilizce 6gretmek.............ccevveveveevereeveeeecreeesieeea. 0
-Ingilizce konusma becerilerimi ElStIMEK. . ...........covvveveverreereceeeseeeeseeiesee e seeeeeeseseesessessessesesseesessee s 0O
-(Eklemek istediginiz baska seyler varsa liitfen belirtiniz.)

IV. Asagidaki ‘mesleki destek’ bicimlerinden hangileriyle karsilastimz? Liitfen (v') isareti koyarak
belirtiniz. (Birden fazla secenek isaretleyebilirsiniz.)

-Ogretmenler arasinda bilgi/tecriibe paylasimini saglamak icin yapilan resmi toplantilara katildim. ........ O
-Kendi alanimdan daha deneyimli bir 6gretmen derslerimi gozlemledi..........coceeveriieiinieninieniinieinenene O
-Okulumdaki daha deneyimli 6gretmenlerin derslerini gozlemledim ............ccccocevieiiiiiniinccinincinece 0
-Kendi alanimdan daha deneyimli bir 6gretmen bana rehberlik etti................ooooeiiiiiiii 0
-Okul idaresine iligkin bilgilendirildim...........cccceviiiiiiiiiiiiiiiiice e 0
-Okulumdaki diger 6gretmenlerin onerileri ve yardimlaring aldim..........occoeeererinieiinieenniiececeeceeeen 0
-Yabanci dil 6gretimi miifredatina iliskin bilgilendirildim............ccccooiiiiiiiiiiiie e O
-Ders YUKUM @Z tUEULAUL .. .. ..eiiiiiiiiieiiees ettt ettt ettt st et sbe bbbt s sbebeenes 0
-Uzmanlik alanim disindaki sorumluluklarim az tutuldu. ... 0
-Goreve yeni baslayan 6gretmenler i¢in hazirlanmis yazili materyallerden yararlandim..........c.cccocceeeennennee. O
-Goreve yeni baslayan ogretmenler i¢in diizenlenen konferanslar/ seminerler/kurslara katildim................. 0
-Diger Ingilizce 6gretmenleriyle ortak ders planlart hazirladim..............co.covuereereevevesreneceeeeeseseeseesesseeienans 0

-(Eklemek istediginiz baska seyler varsa liitfen belirtiniz.)
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Appendix VI

Questionnaire (English)

Dear Teacher,

This questionnaire is designed to find out your difficulties and support needs as novice teachers.
The questionnaire consists of four parts. In the first part, you are asked to provide some personal
information such your age, the type of school in which you are working. In the second and third
parts of the questionnaire are included items that aim top reveal your difficulties and support
needs. The final part of the questionnaire aims to find out the types of professional support that
are available to you. It takes 15-20 minutes to complete the questionnaire. Your personal
information will be kept confidential all throughout the study.

Thank you in advance for your sincere answers and cooperation.
Research Assistant Pmar SALI
Anadolu University, Faculty of Education
ELT Department
Eskisehir
1. Personal Information
Age:
Gender: [J Female 0 Male
Teaching experience: ......... year(s) ........ month(s)

The university and department that you graduated from: ..........ccccocevevevenencninenenennnns

The type of school in which you are currently teaching: o Primary O Vocational High School
o High School O Anatolian High School

I1. Which of the following do you think is a difficulty for you? Please (v') tick the item if you think
that it is a difficulty for you (You can tick more than one item).

1. Difficulties in relation to classroom management

- MaKing I8SSON PIANS. ....o.vuinitit i e e s e O
- Setting clear I8SSON OBJECTIVES ......uiiieiniiiiei e e e 0
- Finding appropriate clasSroOm aCtIVILIES .......ccererveriiriieienieteterteste ettt sttt sae st sae e sbe e ebeeeeas 0
- Photocopying the activities [ have prepared...........c..cooiiiiii i O
- Developing classroom MAaterialS. .. .....o.eueueir ettt et et ettt ettt 0
- Adapting classroOm MALETIALS. .. ...uuut ettt ettt e e et O
- Beginning the lesson..............ooooi e | ]
S Ending the I8SSOMN. .. ... O

255




- Making transitions Within the 1€SSOM. .........o.iuiiiii i e

- Using lesson time effectively..........o.uoii i

- COITeCHNE ICATNET EITOTS. ... eu et ittt ettt e ettt et et et e e

- Carrying out classroom activities in the classroom..............oooiiiiiiiii

- Managing how much I am to talk in the classroom..............coooiiiiiiiiii i e

- Using/adjusting MY VOICE. .. ..c.ouuittititi e e

- Using my body language appropriately............cocoiiiiiiiiiiiiiiiiiii e

- Providing and maintaining classroom diSCIPINE. ........cccoouirviirierieniiinieiirie ettt

- Using the board appropriately............coooiuiiiiiiiii s

- Not Knowing 1€arners Well.........o.uuiuiiititi e

- Dealing with individual learner differences in the classroom.................co.iiiiiiiiiineinereeeee

- Gathering and maintaining l€arner INTEIeSt. . ... ......oouiueiiitit ittt

O

- Not knowing which teacher roles I am to assume in the classroom. ..........c.ccoeeveneninerrenineneeneneenens

|

- Making instant decisions in case of Problems. .. ........ccouiiiiititiiiti i

- Managing and maintaining classroom interaction. ..............oeveveeeiineitiineneetenent e eineeeene

- Managing learner partiCipation.............oere ettt et et e

- Establishing a positive classroom atmoOSPhere. ...........o.iiuiiiit it

[ I I

- Giving learners Clear INSIIUCTIONS . ... ...ttt ettt e et

O

II. Difficulties in relation to language teaching and learning

- Presenting new 1anguage (teImS. .. ..c.vvu ittt e

- Determining learning level of 16arners. ... ......o.oiiitiiiiit i

- Using communicative language teaching methods..................oo

- Teaching reading SKIlIS......cc.oouiriiiriiiiiei ettt et sttt st sttt s st ebe e

- Teaching SPeaking SKILLS.........couiiieriiiiiiie ettt st s et st

- Teaching Writing SKIlIS.......o.oniein i e

- Teaching LStening SKillS...........ouiitiit ittt e st see s

- TeaChing VOCADUIATY........coitiiiiiiiieie ettt ettt ettt et st ettt et eneeenrene

- TEACKING GIAIMIMAL. .. ...ttt ettt ettt e e e e et e e et e ettt ettt e et et et e e neeeeaeaen

- Questioning in English.... ..o e

- Using English as classroom [anguage. ...........o.ovuiiuiiiiiii e

- Assessing learner PerformanCe. ... .. ..o..euu ittt e e

= Preparing @XamIS. .. .o uuini it ettt s
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= Grading EXaAIMIS. .. oevvniiiie it | []
- Lack of my knowledge of how to teach English............c..o O
- Lack of my knowledge of English grammar and vocabulary...................oooiiiiii i, O
- Putting my theoretical knowledge into PractiCe...........o.oouiiiiuiiiitii i O
- Low English proficiency of 1€arners ..............ouooiiiiiiiiiiieiceete ettt O
- Not knowing what learners expect of learning English...............c.ooiii, 0
- Developing positive learner attitudes towards English.............c.cooiiiiiiiiiiiiiiie 0
- Not being able to provide extra curricular activities in language classes..............cocvevuiieniieiniinnn. 0
- Inadequacy of language teaching coursEbOOKS. .........ouitiuiiiiiti e O
II1. Difficulties in relation to the context of teaching

- Inadequacy of teaching materials at SChOOL......... ... i O
- Responsibilities other than English Language Teaching............ccecevrievienieneiienenenenienesenenenieeieeees 0
- Heavy teaching Load .. ....cooooiiiiii ettt et O
S LArZE ClaASS SIZES ..ottt e O
- Relations With PATEIILS .......coiiiriiiiiiei ettt ettt sttt st ebe sttt ebe bt e e ebtebesasnbeebeense e enbens 0
- Inadequacy of professional development OPPOItUNILIES. ..........euutueiriiiiiieenieseeieeite et O
- Inadequacy of my knowledge of school policies and rules...............ooouiiiiiiiiiiiiii e O
- Inadequacy of support and guidance from school administration ................c..coeiiiiiiiiiiiinanenn.. O
- Inadequacy of collegial SUPPOTT .......cvuiueintitt ettt ettt O
= Others (Please SPECITY.). . ..ttt e e

III. In which of the following areas do you think you need support? Please (v)) tick the item if you
think that it is an area that you are in need of support. (You can tick more than one item.)

- Providing and maintaining classroom diSCIpline............oueueiuiiuiniiiiiii i,

- Teaching reading SKIlIS..........couiiiiiiiiieiee ettt sttt et eaees O

- Teaching speaking SKills.............cooooiiiiiiiiii e | []

- Teaching LStenIng SKILIS.....c...ooueiiiiriiiiiiiet ettt eb e s e sae e e saee e O
- Teaching WITtNG SKILLS.....c..eoiiiiiiiiie ettt ettt ettt e e e O
- TEACHING IAIMIMAL.......eeuiiuieteititit ettt et et ettt e bt ea e ebe s bt e bt et eb e et ea b et esbesaebe st esbesbenbesbenbebesbesueseenes 0
- Teaching VOCADULATY......cc.eiiiiiiiiiie ettt ettt ettt O
- Developing and adapting teaching materials...........coo.eeieriiiiiiiiiieiiie e O

- Making lesson plans..............oooiiiiiiiiiiiiiii s | []
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- Teaching English at schools with inadequate teaching materials..................ccooeiiiiiiiiininnin | [
- Teaching English in large Classes...............ooiiiiiiiiiiiiiiiiiiii e | []
- Teaching English in classes of learners of low L2 proficiency.............c.cccooviiiiiiiiiiiiiiiiininnn.. 0
- Teaching English to unmotivated I€arners. .. .. ......o.etitinintitin it 0
- Teaching English in mixed ability Classes.........cccueiviiriiiiiiniiiiiiiie ettt 0
- Developing my own speaking skills in English. ........cccocouiiiiininininiinicncec e 0
- Others (P1ease SPECIEY.). .. ...uuiin i

IV. Which of the following forms of professional support have you encountered? Please (v') tick
the item if you think that it is a form of professional support you have encountered. (You can tick
more than one item.)

- T attended formal meetings held at SChOOL.......... ..ottt O
- My classes were observed by an experienced EFL teacher..............coooiiiiiiiiiiiiiiiiiiinn 0
- I observed classes of experienced teachers at My SCHOOL..........ccueciririieninirenine e 0
- I was assigned a formal mentor from my own field................oo 0
- I was informed about school policies and TUIES..........c..eeireririeiiitenieieieeret e 0
- I got collegial SUPPOIt anNd HEIP......cccueeiuiiiiiiiiiiiie ettt s O
- I was informed about the curriculum of foreign language education................c.cooeviieiiiininen.. 0
- Twas given fewer classes t0 teaCh. ... ... ..iuitiiiiit it e e 0
- I was given fewer responsibilities other than my subject field..................o..c 0
- I drew on materials written fOr NOVICE tEACHETS. ......c.cieeiririieiieieeeiritct ettt 0
- T attended conferences/seminars/courses held for novice teachers..........co.ccceeeverenerenenineceerncieeene 0
- I prepared joint lesson plans with the other EFL teachers..........coccoieviiiiiiiiiiiiiniinieccee e 0
= Others (Plase SPECITY.).c.uuteueiiiiie ittt ettt ettt et ettt sttt st e bbbt et ebeesaeesbeeseeeaeeaeas
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10.

11.

12.

13.

14.

Appendix VII

Interview Questions (1% interview) (Turkish version)

Hangi lisans programindan mezun oldunuz?

Ne kadar siiredir ingilizce 6gretmenligi yapiyorsunuz?

Ingilizce 6gretmeni olmaya nasil karar verdiniz?

Dil 6gretimi ve 6grenimi iizerine genel diisiinceleriniz neler?

Ogretmenlik beklediginiz gibi miymig? Goreve baslamadan onceki
beklentileriniz neydi?

Bugiine kadar yasadiginiz zorluklar var m1? Varsa bu zorluklar neler?

Bu zorluklar 6gretme performansiniza yansiyor mu? Eger Oyleyse, nasil
yansiyor?

Lisans egitimizin mesleginizin ilk yillar1 icin sizi ne derece hazirladigini
diisiiniiyorsunuz?

Size Ingilizce 6gretmeni yetistiren bir lisans programi hazirlama imkan1 verilse,
nasil bir program hazirlardiniz?

Lisans egitiminde Ogrendiklerinizle su anda gorev yaptiginiz okulun sartlari
birbiriyle uyusuyor mu?

Okuldaki ilk giiniiniiz nasildi?

Size mesleginin ilk yillarindaki Ingilizce ogretmenlerini destekleyecek bir
program hazirlama imkan verilse bu nasil bir program olurdu?

Mesleki acidan yardima/destege ihtiya¢ duydugunuz konular var mi1? Varsa,
bunlar neler?

Meslekteki ilk yillarmizi ii¢ kelimeyle 6zetleyecek olsaniz, bunlar ne olurdu?

Neden?
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Appendix VIII

Interview Questions (1% interview) (English version)

1. Which ELT department did you graduate from?

2. How long have you been teaching?

3. How did you decide to become a teacher of English?

4. What are your views of language learning and teaching?

5. Has teaching been what you expected? Why?/Why not? What did you expect
before entering?

6. What challenges have you experienced as a new / novice language teacher?

7. Do you think these challenges affect your teaching? If so, in what ways?

8.  How far do you think your pre-service education prepare you for full-time
teaching?

9. Is there a distinction between the expectations of pre-service education and the
expectations of the school you are working now? In other words, did your pre-service
classes match with what the school system / school told you to do?

10. If you would be given the chance to design the foreign language teacher training
programme at a college, what would you include / exclude?

12. How was your first school day?

11. How are you being assisted as a novice teacher? Do you receive any kind of
professional support? If you do, what are they?

12. If you could plan a first year teacher programme of professional support, how
would it look like?

13. Are there any aspects of your teaching in which you need support?
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14. With 3 words, how do you describe your first years of teaching as a new /novice

language teacher? And why?
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Appendix IX

Diary prompts (Turkish)

e Bugiin smiflarmizda ya da simif disinda olumlu ve/veya olumsuz olarak

adlandirabileceginiz seyler yasadiniz m1? Yasadinizsa bunlar nelerdi?

e  Bu yasadiklariniz kendinizi nasil hissetmenize yol act1?

Diary prompts (English)

e  Were there any positive aspects in your teaching today? If so, what were they?

How did you feel in relation to those aspects?

* Were there any negative aspects in your teaching today? If so, what were they?

How did you feel in relation to those aspects?
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Appendix X
Consent form for the participants of case studies

Dear Teacher,

You have been asked to participate in a research study investigating novice EFL teachers’
experiences and difficulties in their initial years of teaching. Your contribution to the research
will take the form of

® two interviews
e 4 lesson-hour video-recorded classroom observations
e diary keeping

All interviews will be tape-recorded and transcribed. Your own interview transcriptions will be
given back to you to check it over.

Video-recorded classroom observations will be used solely for purposes of stimulated recall
interviews in which you will watch various segments of the video-recordings and comment on
them. These video-recordings will not in any way be used for purposes of learner and teacher
evaluation. A copy of these recordings will be given to you if you wish.

You are also asked to keep the diary throughout the fall term, 2005-2006 academic year.
The findings of this research will be written up as feedback for you, for policy makers and for
other organisations interested in our work. The written work may include quotations from the
interviews and diaries, but your names and where you teach will never be mentioned.

Your contribution to this research is immensely valuable. However, if, at any point during the
course of the project, you wish to withdraw from the study, we will respect your decision
immediately.

Confirmation and consent

I confirm that I have freely agreed to participate in the research study, ‘Novice EFL teachers’
perceived challenges and their support needs in their journey of becoming language teachers’. I
have been briefed on what this involves and I agree to the use of the findings as described

above. I understand that the material is protected by a code of professional ethics.

Participant signature:

Name:

Date:

I confirm that we agree to keep the undertakings in this contract.

Researcher signature:

Name:

Date:
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Appendix XI

Consent form for the use of transcribed interview

I (name of interviewee), having
discussed and understood the above project with Pinar SALI, have now received an
anonymous transcript of the interview.

Please tick if you agree.

I agree that the transcript is an accurate record of the interview. r
I agree to the use of the transcribed interview by Piar Sali for her PhD r
dissertation.

I understand that the researcher will not intentionally reveal my identity to r

anyone and will do her best to ensure that my identity is not revealed to
anyone unintentionally.

I agree that at the end of the research project the transcribed interview may be ||~
archived for potential future research use.

I understand that I have a right to withdraw my consent to any of these uses at any time,

which I may do by notifying Pinar SALI.

Signed (Interviewee)

Date
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Appendix XII

List of novice teachers’ challenges and support needs emerged in qualitative data

1. CP: Challenges in relation to classroom pedagogy

Challenges in relation to classroom management (CP:CM)

Dealing with individual learner differences

Not knowing learners’ well

Providing classroom discipline

Disruptive learner behaviour

Dealing with disruptive learner behaviour successfully

Not being able to establish rapport with learners

Class time spent on maintaining classroom discipline

Setting teacher roles

Instructional planning

Making explicit lesson plans

Managing lessons

Making transitions within the lesson

Managing class time

Managing learner participation

Gathering learner interest

Not being able to use the board appropriately

Using body language effectively

Catching up with the syllabus

Checking learner work

Challenges in relation to language teaching and learning (CP: LTL)

Lack of language learner proficiency

Learner motivation and interest

Learner awareness of learning

Dealing with individual learner differences

Using teaching techniques and materials

Teacher knowledge of language and teaching

Putting theory into practice

Language teaching materials

Learner parents

Challenges in relation to the context of teaching (CP: COT)

Large class sizes

Inadequacy of school materials /equipment

Heavy teaching load

Expectations and attitudes of the school administration towards English

Learners coming from deprived backgrounds

Time allocated to English in the curriculum

2. OPS: Challenges in relation to professional support structures

School-administration related challenges (CPS: SA)

Lack of support from school administration

Colleague-related challenges (CPS: C)

Lack of collegial support and collaboration
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Mentor teacher-related challenges (CPS: MT)

Lack of mentor support

Teaching orientation-related challenges (CPS: TO)

Teaching orientation courses not addressing to novice EFL teachers' needs

B. SN: SUPPORT NEEDS

1. Support needs in relation to foreign language pedagogy

Language knowledge (Teacher’s own knowledge)

Dealing with individual learner differences

Providing and maintaining classroom discipline

Others

2. Support needs in relation to forms of professional support

266



Formats of the lesson plans required by the MNE.

BOLUM 1:

Appendix XIII

\§ Dersin adi

Sunf

Unitenin AdiNo

Konu

Onerilen Stire

BOLUM II:

Ogrenci Kazanimlan/
Hedef ve Davraniglar

Unite Kavramlari ve Sembolleri/
Davranig Oriintiist

Guvenlik Onlemleri (Varsa)

Ogrelme-Ogrenme-Yontem ve Teknikleri

Kullamlan Egitim Teknolojileri-
Arag, Geregler ve Kaynakga

*Ogretmen
*QOgrenci
Ogretme-Ogrenme Etkinlikleri:
v Dikkati Cekme
¥ Giidiilleme
v Gozden Gegirme
¥ Derse Gegis
¥ Bireysel Ogrenme Etkinlikleri
(Odey, deney, problem gozme vb.)
¥~ Grupla Ogrenme Etkinlikleri
(Proje, gezi, gbzlem vb.)
v Ozel
! BOLUM 111
; 9l<;ma-De§arlendinna:

Bireysel 6grenme

etkinliklerine yonelik Olgme-

Degerlendirme

| ¥ Grupla ogrenme etkinliklerine

! yénelik Olgme-

Degerlendirme

s Ogrenme gigligl olan
osgrenciler ve ileri diizeyde
égrenme hizinda olan
sgrenciler igin ek Olgme-
Degerlendirme etkinlikleri

Dersin Digier Derslerle Tligkisi

I BOLUM IV
Plamn Uygulanmasmna
Tligkin Agiklamalar
Ders/Simf Ogretmeni Uypundur..././....
imza
Adi Soyads
Okul Madiri
AGIKLAMALAR
1 Ornek ders planimin igerigi aym kelmak kosulu ile bigimsel olarak degigtirilebilir

2. Bu ders plam, d@retmeni ilgili ders programun

3. Bu plan dersin kapsams, ofrenci Gzellikler,

yapilabilir.

4 Bu ders plan ilk6gretim 1-5 sim

plan olarak yapihr

da ver alan birbiri ile ilgili kazanimlar, bedef ve hedef davranslar dikkate
alinarak aynt ders igin bir ginde iglenchilecek ders saatinden daha fazla ders saali igin yapilabilic
okulun ve gevrenin zellikleri dikkate alnarak her ders igin ayr ayn

flar ile okui Snoesi egitim kurumlarinda her bir ders igin ayn ayn olmak kaydiyla giinliile
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Samples from the first year teacher file prepared for novice teachers

Appendix XIV

ADAY OGRETMEN

ADI SOYADI:

G(")RE_VLi QLDU(”;U OKUL:

.............
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ICINDEKILER

¥ lstiklal Margi
»  Atatiirk’tin Genglige Hitabesi
> Atatik’tin Ofretmenlere Hitabt
»  Ofretmen Yemini
»  Ogretmen Marst
> Atatiirk Portresi
1.BOLUM
KANUNLAR
Tiirkiye Cumhuriyeti Anayasasi 2
657  Sayili Devlet Memurlan Kanunu 3
430  Sayili Tevhidi Tedrisat Kanunu s A9
1739 Sayil Milli Egitim Temel Kanunu 40
3797  Sayih Milli Egitim Bakanhiinm Tegkilat ve Gorevleri Hakkimda Kanun 47
222 Sayih flktgretim ve Egitim Kanunu 59
4306  Sayli Tlkdgretim Ve Egitim Kanunu, Milli Egitim Temel Kanunu, Girakhk Ve Mesleki Egitim Kanunu,
Milli Egitim Bakanhgimn Teskilat Ve Grevleri Hakkinda Kanun {le 24.03.1988 Tarihli ve
3418 Sayil: Kanunda Degisiklik Yapilmas: Ve Bazi Kagit Ve 1§lemierden Egmme Katki Pay1
Alinmas: Hakkinda Kanun i
4605 Sayili Egitime Katki Pay1 Alinmasi Hakkinida Kanuna gegici Madde Eklenme51 Hakkinda Kanun...
© 1702 SayiliIlk Ve Orta Tedrisat Muallimlerinin Terfi Ve Tecziyeleri Hakkinda Kanun
439  Sayili Milli Bgitim Bakanligina Bagli Yiiksek Ve Orta Dereceli Okullar Ogretmenleri {le Ilkbgrenm
Okulu Ogretmenlerinin Haftalik Ders Saatleri fle Ek Ders Ucretleri Hakkinda Kanun —......... v 13
Milli Egitim Bakanligi Ogretmen Ve Yoneticilerinin Ders Ve Ek Ders Saatlerine {liskin Esaslarm
Yiiriirlife Konulmasi Hakkinda Kararg 75
..5816  Sayili Atatiirk Aleyhine Islenen Suglar Hakkmda Kanun 83
2893  Sayili Tiirk Bayragi Kanunu : 84
4483  Sayih Memurlar Ve Diger Kamu Gorevlilerinin Yargilanmasi Hakkinda Kanun .......ccoceeeeeessereeresessens 85
3628  Sayili Mal Bildiriminde Bulmulmas: Riigvet ve Yolsuzluklarla Miicadele Kanunu ...........cocovriuercrrices 88
4688  Sayili Kamu Gorevlileri Sendikalan Kanunu . 92
5442  Sayili Il Idaresi Kanum . 102
442  Sayih K6y Kanunu 111
6245  Sayili Harcirah Kanunu B ke
© 7201  Sayih Tebligat Kanunu 131
5434  Sayili Tiirkiye Cumhuriyeti Emekli Sandigi Kanunu 137
3071  Sayil Dilekge Haklann Kullamlmasina Dair Kanun 3 147
4207  Sayih Tittiin Mamullerinin Zararlaninm Onlenmesine Dair Kanun 148
4357  Sayih 1lksgretim Oretmenlerinin Terfi, Taltif Ve Cezalandirmalaring Dair Kanun ........eoeeecmcccricnncees 149
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2. BOLUM

TUZUK VE YONETMELIKLER
Milli Egitim Bakanligt Aday Memurlarmin Yetistirilmelerine iliskin Yonetmelik 153
Milli Egitim Bakanhg1 Adaylik Egitim Programi 161
Milli Egitim Bakanligi Aday Memurlarinin Yetistirilmesine Yonelik "Temel Egitim Programi”.. . 162

Milli Egitim Bakanhg Aday Memurlarinin Yetigtirilmesine Yonelik Hazirlayict Egitim Program . . 166

Milli Egitim Bakanhg Aday Memurlariun Yetistirilmesine Yonelik Uygulamal Egitim Programi .. . 170
Milli Egitim Miudtrlikleri Yonetmeligi .. 177
Milli Egitim Bakanhg; [lk6gretim Kurumlari Yénetmeligi 184
Milli Egitim Bakanh Ortadgretim Kurumlari Simf Gegme Yonetmeligi e 220
Milli Egitim Bakanlig: Ortadgretim Kurumlari Oduil Ve Disiplin Yonetmeligi 228
Milli Egitim Bakanhgina Bagli Egitim Kurumlari Oretmenlerinin Atama ve Yer Degistirme Y6netmeligi ......... 239
Millf Egitim Bakanhgina Bagh Okul Ve Kurumlarin Ynetici Ve Ogretmenlerinin norm

Kadrolarma iligkin Yénetmelik D B3
Asli Devlet Memurluguna Atananlarin Yemin Merasimi Yonetmeligi Zne 203
Kamu Kurum Ve Kuruluslarinda Calisan Personelin Kilik ve Kiyafetine Dair Yonetmelik ......oocoooroieniiicinniirns 264
Devlet Memurlar) Tedavi Yardumt ve Cenaze Giderleri Ynetmeligi 267
Memurlarin Hastalik Raporlarim Verecek Hekim Ve Resmi Saghk Kurullari Hakkinda Yonetmelik ......cocoevienee. 275
Tedavi Yardimt Beyar lerinin Diizenlenmesinde Uyulmasi Gereken Hususl 5 276
Milli Egitim Bakanhig1 Izin Yonergesi 277
Devlet Memurlarinin Sikayet Ve Miiracaatlan Hakkinda Y8netmelik 287
Devlet Memurlari Sicil YonetmeliZi POVTII R L
Olumsuz Sicillerin Duyurulmas 293
Disiplin Kurullar: ve Disiplin Amirleri Hakkinda Ybnetmellk s 294
Milli Egitim Bakanligi Sicil Amirleri Yonetmeligi. z : 298
Milli Egitim Bakanligi Sicil Amirleri Yénetmeliginde Degwlkhk Yapllmasma Dair Yonetmelik... sty 2O
Milli Egitim Bakanligi Disiplin Amirleri Yonetmeligi 309
Milli Egitim Bakanlig1 Disiplin Amirleri Yonetmeliginde Degisiklik Yapilmasma Dair Yénetmelik ............ ......... 309
Milli Egitim Bakanli Resmi Yazigmalar Mevzuat Bilteni 319
Desimal Dosya Anahtari 332
Milli Egitim Bakanhg1 Ariv Hizmetleri Yonergesi ........... e s S 344
Milli Egitim Bakanligi Koruyucu Giivenlik Ozel Talimat ; 357
Kamu Binalarinin Yangindan Korunmasi Hakkinda Yénetmelik 363
Bakanlik, Miistesarlik, Miistakil Bagkanlik ve Genel Mudiirlik, Hikiimet Konag, Universite, Hastane,
Huzurevi,Ofrenci Sayisi 200°den Fazla Okul, Yurt, Fabrika, Onemli Tesisler lle Umuma Agik Kamu

Binalarinda Bulundurulmas: Zorunlu Arag, Gereg Ve Malzeme Listesi . 374
Temizlik Rehberi 376
Egitim-Ogretim Calismalarinin Planlt Yriitiilmesine {ligkin Yonerge . 392
Ders Planlari Konulu Genelg 396
Turk Bayrag Tiiziigi < 399
Eskimis, Solmus, Yirtilmis ve Kullanilamayacak Duruma Gelmig Bayraklarin Yok Edilmesi Usul ve Esasla.nm
gosterir Yonetmelik 406
Milli Egitim Bakanligi Kurumlarinda Sézlesmeli veya Ek Ders Gorevi fle Gorevlendirilecek Uzman ve -

Usta Oreticiler Hakkinda Yonetmelikte Degisiklik Yapilmasma Dair Y6netmelik. . 407
Milli Egitim Bakanlig1 Rehberlik Ve Psikolojik Danigma Hizmetleri Yonetmeligi 408
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Tiiziik ve Yonetmelikler 153

MiLLI EGITIM BAKANLIGI ADAY MEMURLARININ
YETISTIRILMELERINE ILISKIN YONETMELIK

T. Dergisinde Yayim:30.1.195
Says1:2423

L BOLUM
Amag, Kapsam, Dayanak ve Tammlar

Amag

Madde 1- Bu ydnetmeligin amacy, Milli Egitim Bakanhig merkez ve tagra tegkilatindaki gbrevlere aday olarak atanan
Devlet memurlaninn yetigtirilmeleri ve asli w_lga_gg;_‘gﬂmeleriik ilgili esas ve usulleri dilzenlemektir.

Kapsam Y.

Madde 2- Bu yenetmelik, Milli Egitim Bakanlig: merkez ve tasra tegkilatina aday memir olarak atananlar hakkinda
uygulamr.

Dayanak

Madde 3- Bu yonetmelik, 21.02.1983 giin ve 83/6061 sayili Bakanlar Kurulu Karan ile yiiriirliige konulan “Aday
Memurlarin Yetigtirilmelerine Iligkin Genel Yi 1ik"in 33. Maddest: larak hazirlanmigtir.

Tammlar

Madde 4- Bu yonetmelikte gegen,

“Bakanlik”: Milli Egitim Bakanhiginy, :
“Merkez Tegkilatr”; Bakanliga dogrudan bagh, kurul, ana hizmet birimleri, damgma ve denetim birimleri ile yardime
birimleri, H

“Tagra Teskilati”: Bakanhgin merkez ve yurtdist tegkilatt disinda kalan okul ve kurumlar,

“Aday Memur”: Bu Yonetmelikle belirlenen temel, hazirlayici ve uy 1t egitimlere tabi tutulmak iizere Bakanhk
merkez ve tagra teskilatindaki gorevlere ilk defa Devlet Memuru olarak atananlan,

“Asli Memur”; Adaylik stiresi iginde temel, hazirlayicr ve uygulamal egitimlerin hepsinde basarihi olan ve bu siire

sonunda olumlu-sieikal yhg kaldinlanlari, See ik s e
‘Adayhk Epitimi-Aday memurlarin yetigtirilmesi' amaciyla diizenleneh temel, Bazirdayier Ve _uygula iti

devrelerini Tgine alir, -

. “Temel Egitim”; Aday memurlara Devlet-memurlarinin ortak dzellik ve nitelikleriyle ilgili konularda verilen egitimi,
“Hazirlayici Egitim”: Aday memurlara atandiklari hizmet simiflar: ve gorevleriyle ilgili olarak verilen efitim,
~Uygulamal: Egitim”: Aday memurlara atandiklan hizmet simifi ve gorevleriyle ilgili olarak yaptirilan staji,

“Smav”; Temel ve hazrlayier efitim dénemleri sonunda yapilacak degerlendirmeler igin, aday memurlanin bilgi
seviyelerini dlgme iglemini,
*Degerlendirme”: Temel ve hazirlayict egitim donemleri sonunda yapilacak sinavlar ile uygulamali egitim sonundaki
bilgi ve beceri seviyesini 8lgme islemini,
/Rehber Or ”: Aday i yetistirmeék iizere gdrevlendirilen Sgretmeni,
< “Rehber Egitici”: Aday memuru yetigtirme porevi verilen egiticiyi,/
_ «yyI": Bu Ytnetmelik ile belirlenen egitimlerde toplam bir takvim yih esasima gore gegen sitreyi,
“{gretim Yili”: Ofretimin basladi1 tarihten itibaren bunu takibeden 8gretim yilinn baglamasina kadar gegen stireyi,
“flgili Birim": Memurun gorevli bulundugu il milli egitim midirligd veya merkez teskilat1 biinyesinde adaylik
istermlerinin yoritilddgl birimi,
ifade eder.

IL BOLUM
Genel lkeler, Kurullar ve Komisyonlar

Egitim Tle Tigili Genel ilkeler

Madde 5- Aday memurlanin;

a) Turkiye Cumburiyeti Anayasasina, Atatirk {lke ve Iokilaplanna, Anayasa’da ifadesini bulan Tirk Milliyetgiligine
sadakatla bagh kalacak, Tiirkiye Cumhuriyeti Kanunlannt milletin hizmetinde, tarafsizlik ve esitlik ilkelerine bagh kalarak
uygulayacak, yurt ve vatandeg sevgisiyle dolu, giler yiizlil, yol g8sterici, vatandaglara daima yardimel, disiplinli ve bilgili
memur olacak gekilde yetigtirilmeleri, -

b) Hizmetin gerektirdigi bilgi ve becerileri kazanarek zaman ve kaynak israfina meydan vermeden hizmetlerin en
verimli sekilde yerine getirilmesini saglayacak y6nde yetistirilmeleri, e

¢) Adayhk egitimlerinin birbirini takip eden bir swa iginde ve &fretim seviyeleri dikkate almarak diizenlenip
ylrittiilmesi,

d) Asli memurluga atanabilmeleri igin adaylik egitim} {niin her d ini bagan ile i olmalar,

€) Temel ve hazirlayict cgitimlerinin Merkezi Egfitim Yonetme Kurulunca belirlenecek egitim merkezlerinde,
uygulamal: egitimlerinin ise atandiklan olal ve kurumda yapilmasi,

esastir.

Merkezi Egitim Yonetme Kurulunun Kurulugu

Madde 6- Bakanlik merkez teskilatinda mistesar veya gbreviendirecefi Mistesar Yardimeismm bagkanlifinda;
Personel Genel Midiirii, Hizmetigi Egitim Dairesi Bagkan: ile Miistesarca gorevlendirilecek yeteri kadar $grelim dairesi
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Tiizitk ve Yonetmelikler 154
amirinden olmak iizere Merkezi Egitim Yénetme Kurulu kurulur. Bu jurulun sekreterya igleri Hizmetigi Egitim Dairesi
Baskanliginca yOriitiilir.

Merkezi Egitim Yonetme Kurulunun Gorevieri

Madde - Merkezi Egitim Y8netme Kurulunun gérevleri sunlardir:

a) Teme! ve hazulayict egitim'programlanm ve programlarin uygulanmasinda gerekli arag ve geregleri ve smav
sorulanmin konulara gére airlik derecelerini belirlemek, stnav cesidine gore sorulan hazirlatmek, egitim yerlerine
dagitilmastm saglamak,

b) Egitici personelin niteliklerini befirlemel,

¢) Her bir egitim ve bunlarla ilgili smavlann pr lar ger inde yapil ve yilriitilmesi igin gerekli tedbirleri

almak,

d) Egitim yaplacak yerleri planlamak ve belirlemek,

€) Diger kurum ve kuruluglarla gerekli her tiirlii igbirligini saglamak,

f) Egitim faaliyetlerini denetlemek veya denetlenmesini saglamak,

h) Her bir egitim devresinin siiresini ayri ayri belirlemek,

1) Egitim faaliyetlerinin en etkin ve verimli bir gekilde yiiriitilmesi bakimmndan ilgili birimler arasinda gerekli i
boliigiimiint yapmak,

j) Bakanlik merkez teskilati birimlerinin aday memurlann yetistirilmelerine iliskin esas ve usuller konusundaki
tekliflerini degerlendirerek sonuglandirmak

Egitim ve Smay Yiiriitme Komisyonunun Kurulusu

Madde 8- Egitim ve smav islemlerini yiirlitmek fizere merkez ve tagra teskilatinda egitim ve smay ylritme
komisyonlar: kuruhur.

Bu komisyonlar;

) Merkez tegkilatinda, Hizmetigi Fgitim Dairesi Bagkam baskanliginda; merkezi egitim yonetme kurulunu olusturen
birimlerin her birinden en az gube middrll diizeyinde gérevlendirilecek tyelerden olugur. Bu komisyonun sckreterya islerini
Hizmetigi Egitim Dairesi Bagkanligmca yuritdlir, 3 i

b) Tasra tegkilatinde, 11 milli egitim midiiriniin bask liginda; ilkogreti isleri kurulu baskans, il milli egitim
miidiiriniin teklifi tizerine Vali tarafindan gorevlendirilecek bir il milli egitim miidir yardimeist veya sube mitdiird ile okul
Sncesi egitim, ilkBEretim, ortadgretim, bzel Bgretim ve yaygn egitim kurumlanm temsilen kendi aralanndan segecekleri birer
iiyeden olusur, Komisyonun sekreteryasint bagkan tespit eder.

Egitim ve Sinav Yiiriitme Komisyonunun Gorevleri

Madde 9- Egitim ve Swnav Yiriitme Komisybnunun gorevleri gunlardir;

a) Merkezi Egiitim Y6netme Kurulunun gorevleri ve bu kurulca alinan kararlar dogrultusunda egitim ve smavlarla ilgili
her tiirlil is ve iglemleri yiiritmek, - : :

b) Stmav sonuglarini aday memurlara teblig etmek, ilgili birimlere gndermek,

¢) Swnav sonuglarina yapilacak itirazlan inceley I sonuca baglamak

11 BOLUM
Temel ve Hazmirlayie: Egitim

Temel Egitimin Tlkeleri

‘Madde 10- Temel egitimle ilgili ilkeler sunlardir;

a) Temel egitimin hedefi, aday memurlara Deviet memurlarnin ortak dzellikleriyle ilgili temel bilgileri vermektir.

b) Temel egitim her smif ve kadrodald-memura ortak bir program iginde ve aday memurlarin dgrenim durumlan
dikkate alinarak uygulamr, 7 3

¢) Temel egitimin sfiresi wplam\;SO saatlik programdan asag: olmamak fizere on glinden az iki aydan ¢ok olamaz,

d) Temel egitim igin ayrilan sireye donem'senunda yapilan sinav siireleri dahildir,

€) Temel egitim, Merkezi Egitim Yonetme Kurulunca belirtilen tarihte baglar.

Temel Egitim Programi ;

‘Madde 11- Teme) egitim programi aday memurlarin atandiklan girev ve grenim durumlen dilkkate alinarak agagidaki
konular gergevesinde hazirlanir. : - .

1) Atatiirk Tlkeleri,

2) T.C. Anayasast,

3) Genel olarak Devlet teskilats,

4) Devlet Memurlan Kanunu,

5) Yazigma kurallan ve dosyalama usulleri,

6) Devlet malim koruma ve tasarruf tedbirlerd,

7) Halkla iligkiler,

8) Gizlilik ve gizliligin nemi,

9) Inkalap tarihi,

10) Milli gitvenlik bilgileri,

11) Tiirkge- dilbilgisi kurallan.

Temel Egitim Programinin Uygulanmasi

Madde 12- Temel egitim program: egitim ve sinav yiiritme komisyonlan sorumlulugunda uygulanir. Bu uygulama
sonunda aday memurlarn basar! seviyelerini tespit etmek amaciyla 16. Maddede belirtilen ilke ve yontemler gergevesinde
temel egitim smavi yapilir.
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Tiizik ve Yonetmelikler 155
Haznrlayier Egitimin {lkeleri
Madde 13- Hazirlayic: egitimin ilkeleri gunlardir;
2) Hazirlayicr egitimin hedefi, aday memurlarn isgal ettikleri kadro ve gorevieri dikkate alinarak bu gérevierin
yiiriitiilmesi igin gerekli bilgi ve becerileri kazandimak ve gbrevlerine uyumlarins saglamakir,
b) Hazrlayic: egitim silresi toplarh 110 sa'éﬂikprogramdan agaf1 olmamak {izere bir aydan az, ti¢ aydan gok olamaz,
©) Hezrlayic eitim igin aynilan stireye ddnem sonunda yapylan sinav stireleri dahildir,
d) Hazirlayici egitim, temel egitimin bitiminden sonra baglar.
Hazirlayic1 Egitim Program:
Madde 14- Hazirlayict egitim program: aday memurlann kadro ve gorevleri dikkate almarak esagidaki konular
gergevesinde hazirlanr.
1) Bakanlik Tegkilatinin;
‘) Tamtdmasi, . b) Gorevleri,
¢) Teskilaty, - d) Igili mevzuaty,
¢€) Diger kurumlarla iliskileri,
2) Aday memurun gorevleriyle ilgili konular,
3) Merkezi Egitim Yonetme Kurulunun uygun gérecegi diger konular.
Hazirlayier Egitim Programinin Uygulanmast
Medde 15- Hezirlayici egitim programi efitim ve sinav yiriitme komisyonlannin sorumlulugunda uygulamr, Bu
uygulama sonunda aday memurlari bagan seviyelerini tespit etmek amaciyla 16. Maddede belirtilen ilke ve yontemler
gergevesinde hazirlayier egitim sinavi yapilir.

IV.BOLUM
Swmavlar
Swavlarla Hlgili 1ike ve Yontemler
Madde 16- Temel ve hazirlayici egitim dénemleri sonunda yapilacak sinavlarla ilgili ilke ve ydntemler sunlardir;

a) Sinavlar test, uzun cevaph veya uygulamah gekilde yapilhir, uygun goriilen smav gegitlerinden biri veya birkag:
birden kullanilabilir,

b) Sinav snceden duyurulan yer, giin ve saate yapilir.

¢} Sinav sorulari, salon bagkan: tarafindan yoklama yapilip, sinava katilmayanlarin tutanakla tespit edilmesinden ve
sinav kurallannn adaylara agiklanmasindan sonra dagitilir.

d) Smavlarda standart kagit kullamlmasi zorunludur.

€) Sinavlarda smavin baglayisim, alagint ve bitimini, kullanilan kagitlann ve sinava giren adaylana sayisim ve her

adayin kullandig kagit adedini gosteren bir tutanzk dizenlenir. Bu tutanaklar salon bagkan: ve en az iki gézell tarafindan
imzalanir, % ; . 7 =

f) Egitim ddnemlerinin stireleri dikkate alnarak, egitim sonunda yapilacak smavlara hazirlamak amaciyla temel ve
hazirlayic: egitim stireleri iginde ara sinavlan yapilabilir.

Snay Sorularimn Hazirlanmas: ve Uygulanmasi

Madde 17- Temel ve hazirlayici egitim sinav sorulan, merkezi egitim ybnetme kurulu tarafindan; aday memurlarin
kadro ve gorevleri dikkate alinarak egitim programlannda her konu igin tespit edilecek zamanlarla orantili olacak gekilde her
hizmet sinifi igin ayn ayn ve sinavda sorulacak sorularn en az iig kati olmak tizere hazirlathnilarak, egitim ve smav yiiritme
komisyonlarina iletilir.

Sorvlacak simav sorulari, hazirlanmus bulunan bu sorular arasindan konularin egitim programlarindaki agirliklan
dikkate ahnarak, her konu igin ayr ayn olmak tizere kur’a usulil ile ve adaylar arasindan segilecek en az {ig kisi huzurunda
cfitim ve smav yirlitme komisyonu tarafindan tespit edilerek uygulanir. Smaviann test usuliiyle yapilmas: halinde soru
tespitinde sorulann fic kat olarak hazirlanmast ve kur’a ile belirlenmesi ysntemi uygulanmaz,

Temel ve Hazirlayic Egitimin Degerlendirilmesi

Madde 18- Temel ve hazulayict egitim sonunda yapilan smnaviarda smav kafitlan 100 tam puan iizerinden
degerlendirilir. Bu degerlendirmede 60 ve daha yukan puan alanlar basank sayihirlar. Baganisiz sayilan aday memurlarin sinav
kaptiari komisyonca en geg bir giin sonra bir defa daha okunarak degerlendirmeye ahmur. Buguklu puanlar bir Gst tam puana

Smav Sonuglarinin Bildirilmesi X = : £

Madde 19- Smav sonuglar, simavlerm yapildig giindl izleyen iki giin iginde ilan edilir. Baganisiz adaylara sonuglar
aynica yazili olarak teblig edilir, .

itiraz

Madde 20- Aday memurlardan sinav sonueunda basanisiz olanlar sinav sonuglarin kendilerine tebligini takibeden iki
gtin iginde dilekge ile efitim ve sinav yiiriitme komisyonu bagkanliBina itiraz edebilirler, x

,  Egitim ve smav yliriitme komisyonu bu sekilde yaptlan itirazlan on giin iginde inceler ve karara baglar. Sonug itiraz
yapana yaz ile duyurulur, Siavlera itiraz edenler, itirazlan sonuglanincaya kadar bir sonraki adayhik egitimine devam ederler.
N alaeal iricatur it A

P bagarih ol karar verilenlerin basansiz olduldart egitimleri bir defaya mahsus olmak iizere
tekrarlattinlir.
Itiraz: inceleyen komisyonun verdigi karar kesindir.  ~ i k
Aynea, kendi yerine bask snava sokanlar hakkinda Cumhuriyet Saveilifina sug duyurusunda bulunulur,
Smaviara Katilmama
Madde 21- Belge ile ispat miimkiin zorlayic: sebepler diginda lara katil lar bagansiz sayilir.

Zorlayiel sebeplerle sinava katilmadiklannt belgeleyenlerin sinavlan bu 8ziirlerinin kalkis 21 tarihi takip eden ilk hafla
iginde yapihr,
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Simavlan Gegersiz Sayilacaklar

Madde 22~ Aday memurlann adaylik egitim savian asafidaki durumlarda gegersiz sayilir:

a) Kopya gekmeye tegebbls etmek, kopya gekmek veya kopya vermek,

b) Sinav diizenine aykrt davransta bulunmak,

¢) Kendi yerine bagkasini sinava sokmak. .

Bu durumlan bir tutanakla belirleperek (a) ve © fikrasi kapsamuna girenler hakkinda 657 sayilh Devlet Memurlart
Kanununun 56 ve 37. Maddeleri; (b) fikrast kapsamna girenler hakkanda ise egitim ve smav yiiriitme komisyonunca verilecek
Karar dogrultusunda iglem yapilir.

Smay Belgelerinin Saklanmast

Madde 23- Sinavlarla ilgili evraklar 2 yil, yargi yoluna bagvurulmast halinde dava sonuna kadar saklanir.

j . V.BOLOM .
"Uygulamali Eitim
Uygulamah Egitimle iigili fike ve Yontemler
i Madde 24- Uygulamalt epitimle ilgili ilke ve ybntemler sunlardir:
I a) Uygulamali egitimin hedefi, aday memurlara hazirlayict egitim doneminde verilen teorik bilgileri ve isgal ettikleri
kadro ve gorevleri ile ilgili diger bilgi ve iglemleri ve Kazandinilan becerileri uygulamak suretiyle tecritbe kazandirmaktir.
| ) Uygulamals egitim hazirlayic: giitifden sonra merkezi egitim ydnetme kurulunca belirtilen tarihte baslar.
e}liygulamals epitim siiresi toplam 220 saatlik programdan agag1 ‘olmamak iizere iki aydan az beg aydan gok olamaz.
| day Sgretmenlerin uygulamaliegitim yerlerinin belirlenmesinde, kendi branginda rehber sgretmenlik yeterligini
! tagtyan Bfi az bir Sgretmenin ve brang: ile ilgili ders arag gereci vb. Imkantarin bulunmas gerekli sart olarak aramir.
i ¢) Uygulamals egitime tab tutulan dgretmenler;
e@ﬁﬁmﬂ bulunduklari okulda yapilan Sgretmenler kurulu toplantilan ile goreviendirildikleri her ticlit kurs, seminer,
| konft 've diger egitsel etkinliklere katilmak zorundadurlar. £
i Bagmsiz nbbet gorevi {istlenemezler, ancak ntbetgi bfretmenin yaninda, galisma programini aksatmamak sart) ile
yardunti olarak nobet ghrevi yaparlar ve nobet strasinda Ogretmeni olmayan smiflann derslerine girerler.
i Rehber dgretmen. nezaretinde derse girer, miistekil ders veremezler.
| ygulamah Egitim Programlarn
| Madde 25- Aday memurlarin uygul h egitim p lar merkezi eBitim yonetme kurulu tarafindan belirlenen
ilkeler gergevesinde egitim ve smay yiiriitme komisyonlarinin. sor da adayn goreviendi ilecegi birimin zelligi
dikkate alinarak asafda belirtilen konularda hazirlanir.
1) Yazigma ve dosyalama kurallars,
2) Sorumlulufuna verilen arag ve geregleri kullanma ve bakimint yapma,
3) Gorevi ile ilgili mevziat bilme ve kurallanna uyma,
4) Iy ligkileri, s :
5) Cevre iligkileri,
6) Ast, st iligkileri,
7) Insan iliskileri,
_8) Gizlilik dereceleri, yazisma ve gizlilik dereceli evrakun saklanmast,
9) Grevi ile ilgili gbzlem, arastrma ve incelemeler,
10) Gtivenlik ve koruma tedbirler,
11) Uygulamada tarafsizhl,
12) Zamamn ve kaynaklarin verimli sekilde kullamlmasi,
13) ligili diger konular,
Aday dEretmenlerin uyg lamal: egitim programlart yukarida belirtilenlerle ‘birlikte, agagidaki konulan da kapsar:
1) Yillik plan,
2) Onite plany,
3) Gimnliik ders plani,
4) Dersin iglenmesi igin gerekli arag, geregler, ; :
5) Atblye dgretiminde direncilerin yapacaklar ig ve uygulamalara iligkin temrin resimleri ve projeler, :
6) Okulun bulundufu gevrenin ve bu gevredeki gesitli “kuruluslann egitim faaliyetleri ders amaglarinin
gergeklestirilmesi ydnil den incel i ile ilgili hususlar,

7) Inceleme gezilerinin planlanmast, uyg { ve degerlendirilmesi,

8) Bir kusim ders ve uygulamalari.endistride yapan okullarda, Ggrencilerin izlenmesi, degerlendirilmesi,

9) Smifve danis gr fik galigmalan

10) Ogretmenler kurulunun grevleri v kurulun sekreterlik hizmetleri,

11) Ofrenci rehberlik hizmetleri,

12) Atdlye ve laboratuarlarin y8 netimine iliskin konular,

13) Olgme ve degerlendirme araglanmin hazulanmast, uygulanmasi ve gelistirilmesi,

14) Okulun genel igleyisi ile ilgili yénetmelikler] : -

15) Oknlun ybnetimi ile ilgili uygulamalar,

Uygulamah Egitimin Yaptinlmast

Madde 26-Uygolamali egitim, belirl ygulamali egitim  programlan dogr da aday memurun
gorevlendirilecegi okul veya Kkurum amirinin sorumiulugunda yapilir,

Rehber Egitici ve Rehber Ogretmenlerin Segimi

; Madde 27- Uygulamah egitim yapacak personelin goreviendirildigi birim amirleri tarafindan; yeterli girev ve meslek

teeriibesine sahip, hizmete yatlan ve bagarili personel arasindan, i
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;) Aday tgretmenlerin yetigtirilmesi amacyla rehber 6gretmen,
b) Ogretmenler disindaki aday memurlarin yetistirilmesi amaciyla rehber egitici gorevlendirilir.
Rehber Egitici ve Rehber Ofretmenlerin Gorevleri
Madde 28- Rehber egitici ve rehber 6retmenlerin aday memurlanin yetigtirilmedeki gbrevleri gunlardir:
a) Okul veya kurum amirinin emirleri dogrultusunda aday memurun uygulamah egitim programinda gbsterilen
faaliyetlerin gergeklesmesi igin gerekli tedbirleri almak,

b) Aday memurun uygulamali egitim programlarma uygun clarak yefismiesi igin izleme, yoneltme ve rehberlikie
bulunmak,

¢) Periyodik olarak aday memur hakkindaki goriiglerini raporlar halinde birim amirine sunmak. Bu raporlarda aday
memur hakkinda;

1) Eksiklerini tamamlamaya ve yetistirilmesine ybnellk Gneriler,

2) Degerlendiri iliskint lar,

belirtmek,

3) Varsa bu hususlara iligkin belgeleri ibraz etmek.

d) Uygulamali egitim stiresi sonunda aday memurun adaylinin kaldimlip kaldinlmayacafma iliskin gbrilging, sicil
amirlerince dikkate alinmak {izere nygulamal egitim degerlendirme belgesindeki niteliklere uygun olarak belirtmek

Rehber eitici ve rehber dgretmenler bu gorevlerin yerine getirilmesinde okul veya kurum amirine karst sorumludurlar.

Uygulamah Egitimin DeZerlendirilmesi

Madde 29- aday memur uygulamal: egitim dénemi sonunda sicil amirlerince (Ek-1)de gsterilen uygulamali egitim
degerlendirme belgesi ile ve asagidaki genel dzelliklere gore toplam 100 puan tizerinden deerlendirilir.

a) Genel nitelikler (10 puan)

b) Disiplin (15 puan)

c) Cahgkanhk (15 puan)

d) Isbirligi (5 puan)

) Glivenirlik (5 puan)

) Meslek Bilgisi (50 puan)

V1. BOLUM
Adayhgm Kaldiriimas

Uygulamah Egitim Degerlendirme Belgesinin Doldurulmasi

Madde 30- Adayhgin kaldinlmas: igin, uygulamal egitim sonunda, (Ek-1)'deki uygulamali egitim degerlendirme
belgesi: -

a) Birinci sicil amirince bu belgedeki deerlendirmeye esas her bir nitelige, i
: b) Ikinci sicil amirince yine bu belgedeki degerlmdlrmeye ‘esas mteh.klenn loplam puaniarmin gbsten]dlgl genel
dzellikler,

Ayn ayr puan verilerek doldurulur.

Degerlendirmede kesirli puan verilemez.

Uygulamall egitim sonunda doldurulan uygulamali egitim degerlendirme belgesine gore, birinci ve ikinci sicil
amirlerinin bu belge ve fizerinde ayn ayri verecekleri toplam puanlarimn aritmetik ortalamasiun 60 ve daha yukari olmast
‘durumunda, aday memur uygulamal: egitimde de basanli sayilir.

Belgelendirme

Madde 31- Uygulamali egitim deferlendirme belgesine gore, sicil amirlerince verilen puanlarn aritmetik
ortalamasimin, adayhgin kaldinlmas: igin gerekli ofan 60 puanmn altinda yada degerlendirmeye esas her bir nitelige verilen
puantanin verilebilecek en fazla puamin yans: veya yansmdan deha az olmasi durumunda, az -puan vermeyi gerektiren
sebeplerin belge ile ispath zorunludur,

Aday Memur lle Birlikte Cahsma Siiresi

Madde 32- Uygulamali egitim degerlendirme belgesini dolduracak sicil amirlerinin, degerlendirmeye esas nitelikler
¢ergevesinden aday memuru izleme, denetleme, yoneltme ve rehberlikte bul lar1 ve bu belgeyi doldurabilmeleri i;i.n aday
memur ile en az alt ay birlikte ¢galigmalan zorunludur.

Ancak sicil amirlerinin gorev degisikligi, istifa ve emekhllk gibi sebeplerle gdrevlerinden aynilmalan dolayisiyla aday
memur ile birlikte alti aydan az alismalan durumunda d dirme belgesi, aday memurun meveut sicil amirleri tarafindan
rehber egitici veya rehber bgretmenlerin, varsa 6nceki sicil amirlerinin yazih goriigleri de alinarak doldurulur.

Memur ile iki aydan az olmamak {izere birlikte galisan sicil amirlerinden, 6lim ve gorevine son verilme digindaki
esitli sebeplerle gdrevlerinden aynlanlar aday memur hakkandaki yazili gbrilglerini varsa belgeleri ile birlikte kendi yerlerine
atananlara birakmak zorundadirlar.

Adayhigm Kaldinlmas: Tekiifi

Madde 33- Aday memurlardan uygulamal; egitim degerlendirmesi sonunda baganli oldugu anlagilanlarin adayllklannm
kaldirilmas: teklifi, degerlendirme belgesi ile birlikte adayhn kaldinlmas: gereken tarihten bir ay dnce; 8gretmenler ve sicil
dosyalan valilikte tutulan personel agisindan il milli egitimi mudorlugindeki; sicil dosyalan Bakanlikta tutulan personel

dan ise merkez tegkilatindaki adaylik islemlerini yliriten birimde bulundurulacak sekilde gbnderilir.

Adayhiin Kaldirilmasi

Madde 34- flgili birimler 33, Maddede belintilen sireler iginde kendilerine intikal eden belgelerl inceleyerek usul ve
iglem eksikligi bulunmayanlar (Ek-2) formla makamin onayina sunarlar,

Usul ve islem eksikligi bulunanlanin bu eksiklikleri en kisa siirede tamamlattinhr.

Asgari adaylik siiresinde baganih olanlar i¢in alinacak onaylarda bu siirenin bittigi tarih; asgari adayhik donemi icinde
basanli olamamalan nedeni ile adaylik siireleri uzatilanlardan basanli olanlar hakkinda alinacak adaylik kaldirma onayinda ise
baganlt olduklan egitim programunin bittigi tarih esas alinacaktir.
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Adayhg kaldirilan persenelle ilgili onaylarin birer Brnegi, sicil dosyalannda muhafaza edilmek tizere ilgili birimlere ve
Tebligler Dergisinde yaymmlanmak tizere Yayimlar Dairesi BagkanhBina gonderilir.

Adaylik islemlerinin Takibi 3

Madde 35- Adaylik islemlerini yiiriten birimler, islemlerin ybnetmelikte belirtilen siirelerde yapilip yapiimadigim takip
eder ve zamaninda yapilmast igin gerekli tedbirleri alir.

Adaylik Siiresinin Uzatilmass

Madde 36- Aday memurlar adaylik eitiminin herhangi bir devresinde baganh olmadikca bir st egitim devresine
alinmazlar. Bu efitim devrelerinin herhangi birinde basansiz olanlare, vasansiz olduklan egitim devresi bir defadan fazla
olmamak {izere tekrarlattirilir. :

Bu tekrarlamalar sonucunda toplam adaylik stiresi hi(:bir sekilde iki yih gegemez.

Adayhgm lamal egitim d inde baganh olamayanlann bu egitimlerini baska sicil amirleri maiyetinde
tekrarlamalarina karar verilebilir,
VIL BOLUM
Cesitli Hilkitmler
Adaylik Siiresi

Madde 37- Aday olarak atanmis olan memurlarin adaylik stiresi bir yildan az, iki yildan gok olamaz. Bu Yonetmelikle
belirlenen haller disinda adayhk siresi igerisinde aday memurlarn highir sekilde gorev yerleri degistirilemez.

Eksik Egitimin Tamamlattirilmas:

Madde 38- Belge ile ispali miimkiin zorlayici sebeplerle ders saati olarak belirlenen her programin 1/5 ‘ine devam
edemeyenlerin eksik egitimleri, egitim programt biltiinligd iginde t lattinihir,

Belirlenecck Hizmet Alanlarindaki Aday Ofretmenler

Madde 39- Ogretmen politikasinin en etkin ve verimli olarak hayata gegirilebilmesi bakimindan, Personel Genel
Midirligintin teklifi, Merkezi Egitim Yénetme Kuruluun uygun goriisi ve Bakan onayi ile gerekli goriilen hizmet

lanlanindaki aday 6gr lerin adaylik egitimleri rehber dgretmen gbzetiminde milstakil derse girerek tamamlattinlir.

Bununla ilgili esas ve usuller ile gerekli diger dizenlemeler Bakanlik kadrolarma ilk defa Ogretmen olarak

atanacaklarla ilgili yliritiilen iglemler sirasimda Merkezi Egitim Yonetme kurulunca sonuglandirilir.

Askerlik Durumu

Madde 40- Aday memurlann adaylik siiresi iginde silah altina almmalari durumunda terhislerinden sonra goreve
baslamalarini miiteakip durumlarina uygun eitim programina dahil edilecek kalan egitimleri 38. Madded belirtilen sartlard
tamamlattirilir. ;

Adayhik Iginde Gareve Son Verme

Mudde 41- Uzatma sireleri dahil adayhk egitimin her devr‘ﬁinder_ basarisiz olanlann;. disiplin cezas: vermeyi

gerektirecek veya memuriyele bagdasmayacak durumlary tespit edilenlerin 657 sayil Devlet Memurlan Kanunu’nun 56 ve 57.
Maddelerine gre adaylik egitimlerini stirdiirditkleri yerlerdeki sicil amirlerinin teklifi tizerine atamaya yetkili amirin onayi ile
memuriyetle iligkileri kesilir.

Tekrar Memuriyete Alinma

Madde 42- Temel egitim, hazirlayici egitim ve uygulamali efitim devrelerinin her birinde bagansiz olan ve bu sebeple
gorevierine son verilen aday memurlar (g yil gegmedikge tekrar Deviet memurluguna alinmazlar. Saglik sebebiyle kurumlari
ile iligkileri kesilenler igin bu sart aranmaz. Ug yillik stiresini tespitinde Bagbak Devlet Personel Bagkanliginda tutulan
kayitlar esas alinir.

Sunf Degistirenlerin Adayhifii

Madde 43- Diger hizmet siuflarindan birinde adayhpm kaldinlmiy iken Egitim ve Ogretim Hizmetleri Siufina

B olarak OFr lik meslegi agisindan uygulamal eitime tabi tutulurlar. Bu eitim sonunda baganli

olamadiklan anlasilanlar diger hizmet sinflarmdaki durumlarina uygun gorevlere kazamlmg hak aylik d leri ile atanirlar.

Egitim Programlarinin Hazirlanmas:

Madde 44- Bu Yonetmelige pore hazirlanacak ofan efitim programlan bu yénetmeligin yiiriirlige girdizi terihten

baglayarak en geg 3 ay iginde hazirlanir,

Bildirme Islemi

Madde 45- Gorevlerine son verilen aday memurlar, gbreverine son vermeyi gerektiren sebepler de belirtilecek
Hizmetigi Egitim Dairesi Bagkanliginca en geg bir ay iginde Bagbakanlk Devlet Personel Bagkanlifina bildirir.

Hiikiim Bulunmayan Haller

Madde 46- Bu Yonetmelikte htkiim bulunmayan hallerde “Aday Memurlarnin Yetigtirilmesine Iliskin Genel
Yénetmelik” hiikiimleri uygulanir.

Gegici Madde “1- Bu Yonetmeligin ylirirlige girdigi farihte adaylk egitimlerine baglanmig olan aday ‘memurlar
hakkanda, bu Yénetmeligin yurtrliie girdigi tarihten dnce yilriirlilkte bulunan ilgili mevzuat hikiimleri uygulanir

VIIL BOLUM
Yiiriirliik Hiikiimleri

Kaldirilan Hitkiimler

Madde 47- Bu Yénetmeligin yiirtirlige girdigi tarihten itibaren Milli Egitim Bakanli®: Merkez ve Tagra Teskilat:
personelinin adayliklan ile ilgili ydnetmelik yonerge ve genelgeler yiiriirltikten kalkar,

Yiiriirliik

Madde 43- Bu Yonetmelik yayimi tarihinde yiiriirlige girer.

Yiiriitme

Madde 49- Bu Yonetmeligi Milli Egitim Bakam yiiriitiir,
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UYGULAMALI EGITIM DEGERLENDIRME BELGES] . =

Aday Memurun ON YOZO

A Adi Soyath

B. Kuruma

C Birimi

D. Kadro Unvam Ve Gorevi
E Dogum Yil Ve Yeri

F. BabaAdi

G. Kurum Sicil No

H. Ogrenim Durumu

1. {Ik Goreve Baglama Tarihi 1. Adaylik Suresi

FOTOGRAF

2. Adayhk Stiresi Iginde Diger Egitimlerde Aldi Puan
A Temel Egitim :
B. Hazirlayicr Egitim

3. Degerlendirme Nitelikleri
Puan Agirhn Ve Dafihmi 1. Sicil Amiri 2. Sicil Amiri
A. Genel Nitelikler 10
A Kilik Kiyafetine Ozeni 1
B. Nezaketi Ve Hoggarilaga 2
C Afir Baghiligs Ve Vakan 1
D. Ciddiyeti : 2
E Kigisel Cikarlarina Digktin Olmayist 1
E Uy dald T 131 Ve Hakkaniyeti 2
G Malzeme Ve Zamam Yerinde Kullanmast 1

-

(SRR TR AT

B. Disiplin Kurallarina Uyma Durumu
A Kanun, Yonetmelik Ve Emirlere Uymas
B. Gorevlerim Tamt Ve Zamaninda Yapmasi
G Uslerine Kargi Tavir Ve Hareketi i
D. Mesai Arkadaslanna Kargi Tavir Ve Harcketi
E ltaati

C. Calishkanlifi
A Gbrev Yapmada Heves Ve Gayreti
B. Aragtirma Ve Inceleme YeteneSi
C. Fiziki Yogunluga Dayamikhlif1

D. Zihinsel Yogunluga Dayaniklihg:

-

WRNLwG

D. i3 Birligi Yapma Durumu
A Gurup I¢i Uyumu
B. Gunip Galismasma Yatkinligi

w W ;n

E Glivenirlilifi ve sadakati
A. Dirisligi
B. Dedi-Kodu Yapma Alkanhif Olmamasi

e SR

f. Meslek Bilgisi 50
= ( Mesleki bilgiye iligkin genel ozellikler Merkezi Egitim Yonetme Kurulunca simf ve gorevierine gore ait niteliklerini
aynilarak ayn ayri belirlenir.) R s

Toplam Puan, 2. Sicil Amirinin Toplam Puant Uygulamals Egitim Notu
L.Sicil Amirinin Toplam Puant

Sicil Amirlerinin 1. Sicil Amiri 2.8iCH Amiri

Adi Ve Soyad:

Gorev Unvan

Kurumu

Dagzenlendigi Tarh

Imza Ve Mohor Tasdik olunur
Yetkili Amirin
Ad: ve Soyadt
imza Miihiir-Tarih
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Tiiziik ve Yonetmelikler 160

ACIKLAMALAR: s

Degerlendirme belgesindeki biitlin bilgiler milrekkepli kalemle silintisiz ve kazintisiz ofarak doldurulacaktir.

Bu belge iki niisha tanzim edilerek bir niishast memurun sicil dosyasina konacak, dier niisha ise aday memura
verilecekfir,

Nitelikler kismy, adaymn uygulamali egitim yaptg: birimdeki birinci ve ikini sicil amirlerince doldurulacaktir,

Her nitelifiin toplam puami karyisinda yazilmstir. Nitelige verilecek puan, amirlerce o nitelifin kriterlerine gtre
takdir
edilerck kendilerine ait siituna yazlmak suretiyle nitelik puam bulunacakar.

Uygulamali egitim notu birinci sicil amiri ile ikinci sicil amirinin aday memura verdikleri toplam puanlarin
aritmetik
ortalamalan alinmak suretiyle bulunacaktir.

Birinci ve ikinci sicil amirinin aday memura vérdikleri toplam puan ile uygulamal egitim notu hem rakam, hem
de :
yaz ile yamlacaktir,

Degerlendirme belgesinin Ifi biliminde yer alan "Adayltk Siiresi” nde memurlarin tabi tutulduklar: adaylik
egitim
siiresinin 1. veya 2. yil oldufu belirtilecektir.

ADAYLIK KALDIRMA TOPLU ONAY FORMU

Adaylizy Kaldirilacak Personelin Adaylik Teklif Yazisinin Uygulamali
E : : Egitim Notu
SwaNo | A Soyads Basan Unvaru Gorev Yeri | Gorev Baglama Tarihi Tarih Saym
Yukarida belirtilen ( ) personelin adayhiginin kaldirilarak 657 sayili Devlet Memurlart

Kanununun 58, maddesi uyarinca asli Deviet memurlufuna atanmalann: milsaadelerinize arz ederim.

Adi Soyads
Unvam,
‘mmsc .

OLUR *

Adi Soyadi Unvani,
Imzast ve Tarih
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Appendix XV

English Language Teacher Education Curriculum: 1997 Reform

COURSES - 1°T YEAR

1" TERM 2" TERM
English Grammar I English Grammar II
Speaking | Speaking 11
Reading | Reading 11
Writing [ Writing 11

Turkish I: Writing

Turkish I: Speaking

Atatiirk’s Principles and History of Revolution I

Atatiirk’s Principles and History of Revolution II

Introduction to Teaching

School Experience [

Elective
2"’ YEAR
3* TERM 4™ TERM
Advanced Reading [ Advanced Writing I1

Introduction to English Literature I

Introduction to English Literature II

Language Acquisition

Approaches and Methods in ELT

Computer

Introduction to Linguistics I

Turkish Phonetics and Morphology

Turkish Syntax and Semantics

Human Development and Learning

Instructional Planning and Evaluation

380 YEAR

sTH TERM

6 I TERM

Introduction to Linguistics II

Research Skills

Analysis and Teaching of Short Stories

Teaching English to Young Learners

English-Turkish Translation

Analysis and Teaching of Novels

ELT Methodology I

ELT Methodology II

Instructional Technology and Material Development

Classroom Management

4™ YEAR

7™M TERM

8™ TERM

English Language Testing and Evaluation

Turkish-English Translation

Analysis and Teaching of English Drama

Analysis and Teaching of English Poetry

Material Evaluation and Adaptation

Psychological Counselling

Coursebook Evaluation

Teaching Practice

School Experience 11

Total Credits: 143
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Appendix XVI

Current English Language Teacher Education Curriculum (2007)

COURSES - 1°T YEAR

1T TERM

2" TERM

Contextual Grammar I

Contextual Grammar II

Advanced Reading and Writing |

Advanced Reading and Writing 11

Listening and Pronunciation I

Listening and Pronunciation II

Oral Communication Skills I

Oral Communication Skills IT

Turkish I: Writing

Lexical Competence

Computer |

Turkish II: Speaking

Effective Communication

Computer 11

Introduction to Education

Educational Psychology

2"” YEAR

3"’ TERM 4™ TERM
English Literature [ English Literature 11
Linguistics [ Linguistics II
Approaches to ELT [ Approaches to ELT II
English-Turkish Translation Language Acquisition
Oral Expression and Public Speaking Research Methodology
History of Turkish Education ELT Methodology I

Teaching Principles and Methods

Instructional Technology and Material Design

3*” YEAR
5" TERM 6" TERM
Teaching English to Young Learners I Teaching English to Young Learners I
ELT Methodology I1 Turkish-English Translation

Teaching Language Skills I

Teaching Language Skills II

Literature and Language Teaching [

Literature and Language Teaching II

Second Foreign Language I

Second Foreign Language II

Drama

Assessment and Evaluation

Classroom Management

Practices in Social Services

4™ YEAR

7T TERM

8™ TERM

ELT Materials Adaptation and Development

English Language Testing and Evaluation

Second Foreign Language 111

Comparative Education

Atatiirk’s Principles and History of Revolution I

Atatiirk’s Principles and History of Revolution II

Psychological Counselling

Turkish Education and School Administration

School Experience

Teaching Practice

Special Education

Elective 11

Elective 1

Elective II1

Total Credits: 159
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Appendix XVII

Frequency of the all difficulties reported by the novice teachers

N=104

4% - k%

Challenges in relation to classroom management n 9 | n | %
Providing and maintaining classroom discipline 57 |54,81| 47|45,19
Dealing with individual learner differences in the classroom 50 |48,08| 54|51,92
Photocopying the activities [ have prepared 41 139,42| 63]60,58
Gathering and maintaining learner interest 41 139,42| 63]60,58
Finding appropriate learning activities 40 |38,46| 64|61,54
Carrying out language learning activities in the classroom 36 [34,62| 68]|65,38
Making lesson plans 32 130,77| 72]69,23
Developing teaching materials 30 [28,85| 74|71,15
Managing learner participation 26 25,00 78|75,00
Making instant decisions in case of problems 26 25,00 78|75,00
Adapting teaching materials 25 [24,04| 79|75,96
Not knowing which teacher roles I am to assume in the classroom | 24 |23,08| 80|76,92
Giving learners clear instructions 23 122,12| 81|77,88
Using lesson time effectively 17 |16,35| 87|83,65
Setting clear lesson objectives 17 |16,35| 87|83,65
Correcting learner errors 16 |15,38| 88|84,62
Making transitions within the lesson 15 |14,42| 89|85,58
Not knowing learners well 13 112,50| 91 87,50
Establishing a positive classroom atmosphere 13 112,50| 91|87,50
Managing and maintaining classroom interaction 13 [12,50| 91]87,50
Using/adjusting my voice 11 |10,58| 93|89,42
Using the board appropriately 10 | 9,62 | 94]90,38
Using my body language appropriately 8 | 7,60 | 96/92,31
Beginning the lesson 7 16,73 | 97(93,27
Managing how much I am to talk in the classroom 5 | 4,81 99/95,19
Ending the lesson 2 11,92 [102]98,08

Challenges in relation to foreign language teaching n % | n Y0
Low English proficiency of learners 95 |91,35| 9| 8,65
Inadequacy of language teaching course books 92 |88,46| 12|11,54
Using English as classroom language 84 |80,77| 20|19,23
Teaching speaking skills 68 |65,38| 36|34,62
Teaching listening skills 44 142,31 60|57,69
Teaching writing skills 44 142,31| 60|57,69
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Putting my theoretical knowledge into practice 37 135,58| 67|64,42
Using communicative language teaching methods 32 130,77| 72]69,23
Developing positive learner attitudes towards English 29 |27,88| 75|72,12
Teaching reading skills 28 126,92 76|73,08
Not knowing what learners expect of learning English 25 [24,04| 79|75,96
Questioning in English 22 |21,15| 82|78,85
Not being able to provide extra curricular activities 22 |21,15| 82|78,85
Teaching vocabulary 21 120,19| 83|79,81
Determining learning level of learners 20 |119,23| 84|80,77
Lack of my knowledge of how to teach English 20 19,23 8480,77
Teaching grammar 18 |17,31| 86|82,69
Grading exams 10 | 9,62 | 94190,38
Lack of my knowledge of language skills 10 | 9,62 | 94/90,38
Preparing exams 10 | 9,62 | 94190,38
Lack of my knowledge of English grammar and vocabulary 8 | 7,60 | 96/92,31
Assessing learner performance 4 | 3,85 |100]96,15
Presenting new language items 3 12,88 ]101]|97,12
Challenges in relation to the context of teaching n % | n | %
Inadequacy of teaching materials at school 62 |59,62| 4240,38
Inadequacy of professional development opportunities 58 |55,77| 46(44,23
Large class sizes 48 |46,15| 5653,85
Relations with parents 45 143,27 59(56,73
Outside-class responsibilities 31 129,81| 73(70,19
Heavy teaching load 23 |122,12| 81|77,88
Inadequacy of support and guidance from school administration 23 122,12| 81|77,88
Inadequacy of collegial support 22 |21,15| 82|78,85
Inadequacy of my knowledge of school policies and rules 15 |14,42| 89|85,58

* 4 : The rate of the questionnaire items that were ticked by the participants

*% - . The rate of the questionnaire items that were not ticked by the participants
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