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ABSTRACT

BEGINNING EARLY CHILDHOOD EDUCATION TEACHERS’ CAREER
PERCEPTIONS, EXPECTATIONS, CONCERNS AND THEIR EXPERIENCES IN
PUBLIC SCHOOLS

Akdag, Zeynep
Ph.D., Department of Elementary Education
Supervisor : Assist. Prof. Dr. Cigdem Haser
December 2012, 238 pages

The aim of this study was to scrutinize perceptions, expectations and concerns of
pre-service early childhood education (ECE) teachers before they start their careers
and their challenges in their first year as they became beginning teachers. This study
also focused on documenting public school contexts where beginning teachers have
been either supported and given the opportunity to develop as successful teachers or
discouraged and left alone with the challenges in their first year of teaching.

In order to investigate this phenomenon, 16 pre-service early childhood education
teachers studying at the same teacher education program were interviewed about
their perceptions, expectations and concerns on their future profession immediately
before their graduation. Participating teachers started to teach in public schools at
different cities after their graduation. They were interviewed at the end of the first
and the second semester they taught about their experiences and difficulties, and

positive aspects of working in public schools.

Moustakas’s phenomenological analysis was utilized to analyze data from interviews
in which beginning teachers reflected on their experiences in teacher education

program and of being new teachers in public school context in Turkey. Findings have
iv



revealed that pre-service teachers were aware of many difficulties in public schools
and ready to contend with those difficulties, yet some of the challenges they faced
were beyond their initial anticipation. All those challenges were originated from
teacher education program, Ministry of National Education’s system itself, and local
condition where beginning teachers were appointed. Suggestions for teacher
education programs, Ministry of National Education, and administrators were

proposed.

Keywords: Beginning teachers, early childhood education, first year of teaching,

public school context in Turkey
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GOREVE YENI BASLAYAN OKULONCESI OGRETMENLERININ KARIYER
ALGILARI, BEKLENTILERI, KAYGILARI VE DEVLET OKULLARINDAKI
DENEYIMLERI

Akdag, Zeynep
Doktora, Ilkdgretim Boliimii
Tez yoneticisi: Yrd. Dog. Dr. Cigdem Haser
Aralik, 2012, 238 sayfa

Bu calismanin amaci 68retmen adaylarinin 6gretmenlik meslegine baglamadan
onceki algilarini, beklentilerini ve kaygilarini, ardindan da devlet okullarinda géreve
basladiklarinda yasadiklar1 deneyimlerini incelemektir. Bu galisma ayni zamanda
yeni 6gretmenlere karsilastiklar: sorunlarla kendi baslarina kalmamalari ig¢in sunulan
destekleri ve gelecekte basarili bir O6gretmen olmalari i¢in sunulan firsatlar

arastirmaktadir.

Bu olguyu aragtirmak i¢in ayni 6gretmen egitim programindan mezun olmak iizere
bulunan 16 6gretmen adayi ile gelecekteki mesleklerine yonelik algilari, beklentileri
ve endiseleri hakkinda derinlemesine goriisme yapilmistir. Ik caligmaya katilan
ogretmenler Tiirkiye’nin ¢esitli illerindeki devlet okullarinda 6gretmenlik yapmaya
baglamistit. Bu 16 6gretmen ile tekrar iletisime gecilmis ve devlet okullarinda
caligmaya basladiktan sonra yasadiklar1 deneyimler Uzerine 6gretmenlik mesleginde

birinci ve ikinci donemlerini tamamladiktan sonra gériisme yapilmistir.

Verileri analiz etmek ig¢in Moustakas’in olgubilimsel yaklagimi benimsenmistir.

Vi



Veriler 6gretmenlerin §gretmen egitim programi ve devlet okullarindaki yasantilar
hakkinda aktardiklarina dayanmaktadir. Arastirmanin bulgular1 gostermistir ki
O0gretmen adaylar1 devlet okullarinda karsilagabilecekleri pek ¢ok zorlugun farkinda
olup bunlar1 kabullenmis durumdadirlar. Fakat bazi zorluklar onlarin beklentilerinin
cok otesinde ¢ikmistir. Ogretmenlerin karsilastiklari zorluklar &gretmen egitim
programindan, Milli Egitim Bakanligi’nin sisteminden ve ogretmenlerin atandiklari
yerlerdeki yerel kosullardan kaynaklanmaktadir. Bu ¢alismanin sonucunda 6gretmen
egitimi programlari, Milli Egitim Bakanlhi§i ve okul yoneticileri icin oOneriler

gelistirilmistir.

Anahtar Kelimeler: Goreve yeni baslayan Ogretmenler, okuldncesi egitim,

ogretmenligin ilk yili, Tiirkiye’deki devlet okullar
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CHAPTER 1

INTRODUCTION

Every year many schools welcome beginning teachers who realize that teaching
profession is demanding indeed. Some of them would feel overwhelmed and first
year would be their last year in the teaching profession (Roehrig, Pressley, & Talotta,
2002). This study addressed the perceptions, expectations and concerns of pre-
service early childhood education (ECE) teachers before they started their careers
and their challenges in their first year as they became beginning teachers. This study
specifically focused on documenting public school contexts where pre-service
teachers have been either supported and given the opportunity to develop as
successful teachers or discouraged and left alone with the challenges in their first
year of teaching. A phenomenological approach was utilized as the analyzed data of
the interviews came exclusively from the reflections of beginning teachers, based on
their own experiences in teacher education program and being new teachers in public

school context in Turkey.

Learning to teach is a slow and difficult process of learning complex tasks such as
classroom management, curriculum implementation, instructional strategy
development, accurate assessment of student performance, and student monitoring.
Therefore, beginning teachers need time and support to develop the necessary
knowledge and skills in order to deal with these tasks. Unfortunately, many
beginning teachers also have to manage disadvantaged working conditions and lack
of quality training in their first years and they leave the teaching profession within
five years when the conditions become overwhelming. They report that they have not
received much guidance about what and how to teach and struggled on their own

each day to balance both content and materials (Johnson, Birkeland, Kardos,
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Kaufman, Liu, & Peske, 2001).

Teaching profession is reported to be exceptional in that it requires the same
responsibility and expertise with the twenty-five year experienced teachers (Lortie,
1975). Beginning teachers have difficulties in improving students' lives, setting
control in class and making students behave in accordance with their expectations,
having professional autonomy, motivating students to learn, and finding time to
accomplish personal and professional task (Kennedy, Cruickshank, & Myers, 1976).
Veenman’s (1984) synthesis of 91 studies about first-year challenges of beginning
teachers all over the world categorized the 24 distinct challenges highlighted the
most. The top five problems faced by the beginning teachers of those studies were:
classroom discipline, motivating students, dealing with individual differences,
assessing student’s work, and relations with parents. According to Veenman’s (1984)
findings, beginning teachers realized that their problems were beyond their

anticipation immediately after entering the teaching profession.

In addition to teaching their classes, beginning teachers struggle to learn to teach and
learn to deal with challenges that they face in their first year of teaching (Roehrig,
Pressley, & Talotta, 2002). As such, first-year of teaching is considered as the
greatest challenge in many teachers' careers. Beginning teachers are required to adapt
their understanding of curriculum, child development, and learning into their
teaching practice. When they first enter the teaching profession, they do not get help
or supervision by experienced teachers any longer since they have to learn standing
on their own feet. All these responsibilities result in insecurity in the first year of
teaching and they experience fear and stress while socializing into school culture and
handling problems in the classroom. Thus, they start to feel inadequacy to deal with
individual differences, motivating students, classroom management, assessing
students’ learning, workloads, insufficient preparation time, relationships with
colleagues and parents, and awareness of school policies (Fottland, 2004). Moreover,
the first-year of teaching has key role for beginning teachers since they are prone to
grasp the first strategies that work and carry on them throughout their careers. For

this reason, they need more support and guidance early in the teaching in order to
2



develop professionally (Brock & Grady, 1998).

Studies have shown that teachers’ problems in their first-year teaching are numerous.
Some of these problems could be traced back to the teacher education programs and
their perceptions, expectations, and concerns about their future career at the end of
their studies in the teacher education programs. These perceptions, expectations, and

concerns are likely to shape their first-year experiences.

1.1 Motivation for and the Purpose of the Study

As a graduate assistant and an undergraduate student advisor at Middle East
Technical University (METU), | had many opportunities to observe and interact with
pre-service teachers, and had the chance to listen to their expectations and
experiences in public school contexts as well as their concerns of teacher education
program and the teaching profession. This led me to think about whether there was a
discrepancy between pre-service teachers’ perceptions, expectations, and concerns
and their experiences in public schools. My decision of investigating what challenges
pre-service teachers encountered and the frequency and the severity of these
difficulties were the starting point for this dissertation. My informal observations of
pre-service teachers showed that although pre-service teachers criticized their teacher
education program in several perspectives, they were still satisfied with the education
they had in their teacher education program. Their satisfaction mostly concentrated
on theory and criticism concentrated on insufficient practical knowledge. They had
four practicum courses lasting for 15 weeks in a semester and they spent one whole
day in early childhood education institutions during the practicum courses. Pre-
service ECE teachers were more than non-participant observers in their practicum
classes as most pre-service content area teachers would be. They interacted with
children, teachers, administrators, and even parents. They witnessed both effective
and ineffective practices and shared their experiences with me over the years. These
experiences sometimes resulted in decreased motivation and enthusiasm among the
pre-service teachers. Therefore, this study implemented long term design to follow
pre-service teachers' transition to being college students to beginning teachers. Early

3



education has gained importance in Turkey due to attempt to involve it into
compulsory education. The Ministry of National Education (MONE) prioritized
opening or increasing the number of ECE classes in public schools at the time of the
study and employed a great number of ECE teachers. As a result, most of the
graduates of ECE programs, including the ones | communicated, had the opportunity
to work in public schools. This also meant that these beginning teachers were placed
in an educational system in which teacher induction policies were not much
implemented and beginning teacher support was rare, a case previously investigated
for elementary mathematics teachers (Haser, 2010). Therefore, the study focused on
a group of beginning ECE teachers working in public schools in different regions and

provinces of Turkey.

Studies investigating beginning ECE teachers' challenges in their first-year of
teaching are rare and there is not any known study examining beginning ECE
teachers’ challenges in Turkish public schools. There are two main purposes of this
study. First, as the study focused on public schools, it reflected beginning teachers’
problems originated from MONE’s structure, organization, curriculum, and
administration. Thus, this study has provided some practical information for policy
makers and teacher education programs to improve beginning teachers’ first-year of
teaching. Additionally, a major motivation for this study was to provide information
for pre-service teachers and let them know about the challenges they might face in
their first-year in public schools so that they would be able to prepare better or

develop more realistic expectations.

Phenomenological approach might be considered as a better approach to depict both
pre-service teachers' and beginning teachers' experiences in teacher education and
public school contexts as it illuminates the phenomena through how actors in a
situation perceived it. Moustakas (1994) summarized features of phenomenological
analysis as “focusing on the wholeness of experience instead of merely on its objects
or parts, searching for meanings and essences of experiences rather than
measurements and explanations, obtaining descriptions of experience through

informal and formal interviews, understanding human behavior, formulating
4



questions and problems that reflect the interest, involvement, and personal
commitment of the researcher, viewing experience and behavior as an integrated and
indispensable parts of whole” (p.21). Phenomenological research investigates the
issues through the experiences and perspectives of the participants through the
information and perceptions gathered by interviews, observations, and discussions, in
an inductive way. Phenomenological approach addresses a paradigm of personal
understanding and subjectivity, and emphasizes the significance of personal
viewpoint and interpretation. Therefore, it is a powerful tool for understanding
individuals’ subjective experiences and gaining insights into their motivations and
actions. In this way, individuals are likely to have opportunities to express their
experiences more in depth (Van Manen, 1990). As the senior students were the ones
who mostly finished their course work and close to become teachers, they were
selected as participants for this study at the end of their studies in the teacher
education program. Then, follow up studies were conducted to address these
beginning teachers’ experiences in their first-year of teaching in public schools in
depth.

1.2 Significance of the Study

In addition to contributing to the body of research on beginning teachers, the present
study was conducted based on several significant arguments due to both its design
and research questions. The following discussion presents the significance of the
study.

The information gathered from beginning teachers have been considered as critical
for several stakeholders as it highlights recruitment, preparation, support, and
retainment of highly qualified teachers who are trained to address the educational
needs of all students (D'Aniello, 2008). In this sense, this study have explored the
experiences of beginning teachers in the field of early childhood education and
documented their challenges as well as accomplishments and capabilities. The
information presented in this study provided a solid base for teacher education

programs in reviewing and renewing the program experiences in order to enhance
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their graduates’ knowledge and skills which would help them in the early years of

their profession.

The present study has also provided real life cases for teacher education programs to
be discussed by the preservice teachers. The challenges presented in this study and
beginning teachers’ ways of dealing with challenges may provide pre-service
teachers with a repertoire of possible experiences they may have once they start
teaching as beginning teachers and help them develop rational expectations of
children, classrooms, schools, and parents. Beginning teachers’ experiences also
documented the demands of the teaching profession and how beginning teachers may
or may not manage these demands within the systemic limitations. Literature have
addressed that failing to meet the demands of the teaching profession generally have
accompanied with the feelings of depression and helplessness for beginning teachers.
Their perceptions of themselves as teachers have likely to be affected negatively due
to ineffective effort to create peaceful classroom environment for teaching and
learning (Achinstein, 2006; Evans, 1997; Gold, 1996; Huberman, 1992; Ingersoll,
2001; Roehrig, Pressley & Talotta, 2002; Stokking et al, 2003; Veenman, 1984).
Therefore, providing preservice ECE teachers with the real cases of challenges and
demands of teaching to young children may help them in planning their resources

and possible practices for future teaching.

Turkish beginning teachers have been reported to lack systemic support in the form
of induction programs or mentoring. Even though the public school system had an
induction and mentorship program for the first-year teachers, they may be assigned
mentors from other fields or who would not “mentor” beginning teachers’ first-year.
Moreover, beginning teachers in the induction period have been assumed to have the
same responsibility with more experienced teachers and teach in the classrooms
although they were supposed to observe an experienced teacher (Haser, 2010).
Therefore, the findings of this study may be useful to documenting the ineffective
mentoring and induction process for beginning early childhood education teachers in
MONE and provide the Ministry with fundamental principles of induction and

mentoring programs.



The present study have focused both on negative and positive experiences of
beginning teachers, although majority of the studies merely concentrated on
beginning teachers' problems. Turkish public schools suffer from several problems
such as improper infrastructure, material shortage, lack of teachers, and strict
bureaucracy, yet they still offer several opportunities and better work conditions,
payment, and job security for many teachers. Beginning teachers were not only asked
about their problems rather, they were asked to reflect their experiences which
included positive instances as well as problems and challenges. Documenting the
positive experiences will provide pre-service teachers, teacher education practices,
and the MONE with the indications of effective practices and the success of certain

policies.

A small number of studies which Veenman (1984) summarized in his meta analysis
implemented face to face interviews. Most of the studies rather used questionnaires
in which beginning teachers were asked to rate a series of possible problems that
they had encountered in their teaching practice in their first-year of teaching. On the
other hand, the current study involved a series of in-depth interviews with each
participant and gave them opportunity to reflect what they had experienced in their
first year of teaching. In doing so, the current study have provided a broad range of

opinions about potential challenges of beginning teachers.

Strengths of this study come from the long-term design it employed since this study
was carried out in three phases lasting over a year. Long-term studies of a
phenomenon provide researchers the problem factors and the long-term outcomes for
the individuals and groups of individuals. The information gathered through long-
term studies is important for planning early interventions to prevent the development
of problems. These studies help researchers to address the change within individuals,
present descriptive knowledge over time, and elucidate the direction of
consequences. The most important characteristics of long-term studies is that they
focus not only a single moment in time, but also sequences of events (Anstey &
Hofer, 2004). The present study gave voice to pre-service teachers to reflect on their

experiences upon on being an ECE teacher and evaluate the teacher education
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program, the public school context, and the national curriculum. It followed pre-
service teachers when they became in-service teachers and sought their experiences
and attempted to reflect the connection between teacher education program and their
challenges in their first-year of teaching. In this sense, the study also tracked the
positive and negative experiences the participating beginning teachers had
throughout their first-year in teaching, so that the extent of teacher education

program’s experiences was revealed.

Long-term studies has also some disadvantages and preceding one is dropout or
attrition referring the fact that individuals who are less motivated or having health
problems will be more likely to discontinue in the study. In addition, long-term
studies are cumbersome, costly, and time consuming; therefore, researchers need to
establish whether the effort and cost involved in conducting a long-term study is
justified by an improved understanding (Dabholkar, Shepherd, & Thorpe, 2000). This
study was supported by university fund project and there was strong rapport between
the researcher and participants as she had been their academic advisor for four years.
Therefore, carrying out this study was not overwhelming for the researcher. Besides,
dropout did not happen in this study except for Study I in which researcher did not
include nine beginning teachers who did not work in public schools or who were not

teaching.

Finally, there are not sufficient number of studies on the beginning teachers’
experiences in Turkey despite the importance of understanding their experiences for
teacher education programs and inservice teacher training programs. My review of
the theses in Higher Education Council’s database revealed that there are limited
studies on the beginning ECE teachers’ experiences in their first-year of teaching.
The thesis study on the beginning biology teachers’ problems in their first years of
teaching and their strategies to overcome these problems, how these experiences
affected their professional careers, attitudes towards the profession, and professional
identities by Gergin (2010) is one of the examples studying beginning teachers.
Another study on the beginning teachers aimed to investigate adaptation challenges

of novice teachers in the induction period and factors influencing their adaptation,
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and also assessed pre-service and in-service training in terms of preparing them for
induction period (Ozturk, 2008). Sar1 (2011) investigated beginning primary
education teachers' problems faced in their first years of teaching. Sali (2008) aimed
to describe beginning English language teachers' challenges in public primary and
secondary schools and identify their professional needs when they first enter teaching
profession. Aysal (2007) examined factors effecting professional development of
elementary beginning teachers in their first five years of teaching. The situation is not
different in national and international databases. Based on the literature review upon
beginning teachers in Turkey, there are limited studies on the experiences of
beginning teachers and none of the studies accessed was about beginning ECE
teachers. Memduhoglu (2008) reviewed beginning teachers’ socialization process in
the Turkish Education System. He addressed that functionalist approach is embraced
in Turkey for the adapting teachers in their new profession. Yet, functionalist
approach is criticized for being standardized for all newly employed individuals and
restricted to certain periods of time. Another study was carried out to reveal primary
schools beginning teachers’ own perceptions about their managerial competencies
(Demirtas & Yildirim, 2010). As it is going to be explained in detail, the first year of
teaching is considered as an induction year in public schools and beginning teachers
are offered two preparatory courses in this period. Kartal (2005) investigated the
effectiveness of basic and preparative education on the organizational socialization of
new teachers. He suggested that new teachers needed to learn their personal rights
the most, therefore preparatory courses would be more effective if they are
redesigned to inform beginning teachers on MONE’s complicated legislation and
organization. The mentioned studies have revealed the needs of beginning teachers in
public schools in Turkey; however, they did not focus on ECE teachers. Thus, it was
necessary to conduct a study on pre-service ECE teachers’ expectations from their

profession and their experience in first-year of teaching.

1.3 Research Questions

This qualitative study employs a phenomenological approach in which the researcher

attempted to describe the meaning of the lived experiences of a phenomenon, being a
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beginning ECE teacher in Turkish public schools, for several beginning ECE
teachers (Creswell, 2007). It started when pre-service teachers complete their course
work and earn their degree and continues through the first and second semester in
teaching. Precisely, this study was organized around the following research

questions:

1. What are the perceptions, expectations and concerns of beginning early

childhood education teachers before they start their profession?

2. What are the experiences of beginning early childhood education teachers

during their first-year teaching in public schools?

a. What are the problems of beginning teachers during their first year

teaching?
b. What is the origin of their problems?

c. What are the positive experiences of beginning teachers during their

first year teaching?

3. How do beginning teachers cope with the problems during their first-year

teaching?

In order to investigate the research questions, sixteen pre-service ECE teachers were
interviewed three times: Once before pre-service teachers entered the teaching
profession and two times after they started to teach in public schools. The
experiences covered but were not limited to the pre-service teachers’ perceptions and
expectations of teaching profession including public perception; difficulties of being
an ECE teacher; classroom management; teacher education program; and physical,
educational, and administrative conditions in public schools. The interviews were
audio-recorded, transcribed, and analyzed through the qualitative data analysis
techniques. The findings of this study may help to improve teacher education
programs to educate teachers better to lessen their challenges in their first-year of
teaching. Besides, it comprehensively documented how beginning teachers have
survived in their first-year in public schools contexts.
10



1.4 Definition of Key Terms

Beginning teachers: In general, beginning teachers are defined as teachers having
less than three years of teaching experience (Tankersley, 2009). The term addressed
teachers who have just entered in teaching profession in this study. Additionally, new
teachers, first-year teachers, and novice teachers were used interchangeably

throughout the study.

Early childhood education: The term addresses the education of 36-72 months age
children in Turkish public schools (MONE, 2006). This study solely included public

school teachers and employed the same definition for early childhood education.

Public Schools: An elementary school or independent pre-school supported by public
funds and providing free education for children in Turkey.

Pre-service Early Childhood Education Teachers: Pre-service teachers are the senior
students in the Early Childhood Education Program in the Department of Elementary
Education in the Faculty of Education at Middle East Technical University (METU).
They have completed their courses and close to graduation. These teachers were

trained to educate 0-6 year old children in public and private schools.

The following definitions are adapted from Longman Dictionary and they refer

beginning teachers’ thought about their profession.

Perception: The way one thinks about something and one’s idea of what it is like.

Concern: A feeling of worry about something important.

Expectation: What one thinks or hopes will happen.

11



CHAPTER 2

LITERATURE

In this section, studies from the literature and the theoretical perspective of the study
are presented. Specifically, theoretical frameworks explaining being a beginning
teacher, what beginning teachers experience in their first years of teaching all over
the world, being a beginning teacher in Turkish national curriculum context, and the

factors affecting their positive and negative experiences are discussed.

2.1 Theoretical Framework

Several theories are core to the development of the present study; thus, they are
discussed here to offer deeper insight about beginning teachers’ first year
experiences, in order to have a better understanding of their problems and needs
during this period. Understanding beginning teachers’ expectations about teaching

life before starting to teach will also be discussed according to these theories.

Cooper (1990) introduces four alternative conceptual frameworks which explain the
first-years of teaching. All these frameworks are explicitly different from each other.
Even conflicts emerge from time to time among four frameworks to examine how
new teachers are supposed to be supported. Additionally, each one of them has its
own advantages and disadvantages to support new teachers. Cooper’s (1990)
investigation not only focuses on meanings, ideas, and beliefs but also suggestions

for practice.

In Cooper’s (1990) the idiosyncratic survival-response framework in which
beginning teachers with limited experience, high anxiety, and confusion are faced

with the first teaching assignment, determine their need and solution individually. In

12



this sense, this model is response-oriented and the design, implementation, and
evaluation of the support within this framework are not clearly defined. Besides, this
model generally reflects non-integrated components and actions. Building support
system on new teachers’ need may result in superficial assistance model instead of
coherent and long term positive help on beginning teachers’ professional
development. The reason is the fact that new teachers are not capable of facing the
responsibility of determining need and solution since they have the tendency to
reflect their needs as directed symptoms rather than issues or problems. This
framework is criticized as being inappropriate to support new teachers in forming a
clear sense of professional self.

The technical instrumental framework is based on a positivist or empiricist tradition
and addresses the pivotal role of technical skills, marked performance, and
observable teacher behaviors. This model is rooted in previous studies which
scrutinized correlation between teacher behavior and student achievement. Those
studies have revealed several prescriptions for supporting new teachers. This
framework advocates that teaching performance is combination of clearly specified
and sequenced behaviors. Teachers are considered as technician and supporting new
teachers requires only technical training. In order to reach broad and generic
applicability among different situations and contexts, ambiguity is not acceptable
within this framework. Contrary to ‘survival-responsive’ framework, ‘technical-
instrumental’ framework clearly represents structure of support system. This
framework first welcomes new teachers’ expressed needs, then blend these needs
with previous research. After that, it tries to find a way to translate them into
technically precise behavior such as clearly ordered process of instruction. In this
way, the framework functions as a checklist to evaluate teacher’s performance.
Moreover, it is appropriate to standardize curriculum and instruction throughout

school districts of countries in this framework.

The complex intellectual framework, which is based on the constructivist
epistemology tradition, emphasizes human cognition, deliberation, and principled

action. This framework is similar to the previous one but the technical proficiency is
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not only dimension in this framework as it is in the ‘technical instrumental’
framework, since ‘complex intellectual’ framework includes both technical skills and
how to apply those skills in an appropriate way. Reflection is an essence for this
conceptual framework which enables new teachers to examine their teaching practice
in a systematic and structured way. This examination also includes learner
characteristics, curricula, instructional materials, and school and classroom contexts.
It also aims to prepare beginning teachers to understand underlying assumptions and
coherence which helps them to judge where and when theoretical knowledge is
necessary to implement. Technical skills cannot help teachers if they do not know
how to observe, rule, and react in unforeseen situation. This framework further tries
to examine common problems of novice teachers and possible engagement of those
problems into a current support system. In doing so, special skills, interests, and
strengths that novice teachers have may help to cover their struggles in first years of
teaching. As such, this framework provides more systematic and structured model for

new teachers as it does not emphasize supporting teachers in isolation.

Finally, the conceptually eclectic, concerns oriented framework does not categorize
teachers as technician or artisan rather it draws attention to a sequence of concerns
experienced by teachers. As such, support programs grounded on this framework are
designed considering the sequenced concerns and start with an emphasis on survival
tips and followed by recommendation for reflective relation to new teachers’ needs.
Main criticism for this framework is that, not all teachers pass through same concern
stages. Moreover, this framework is highly originated from theory and it fails to offer
clear and coherent implication for practice. It may jeopardize beginning teachers’

sense of what it means to be a teacher or to teach.

Knowles’ (1980) self-directed learning theory is parallel with Cooper’s (1990) first
theoretical framework, the ‘idiosyncratic survival-response’ framework. Knowles
claims that all people have potential skills for lifelong learning; thus, they are
required to gain their knowledge in the context. Knowles (1975) defined self-directed
learning through the processes of “diagnosing their learning needs, formulating

learning goals, identifying human and material resources for learning, choosing and
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implementing appropriate learning strategies, and evaluating learning outcomes” (p.
18). Knowles prioritized three core elements in his theory. First, he emphasized that
people learn better when they involved in learning process instead of waiting to be
taught by teacher. Their motivation increases to learn as long as they are aware of
their purpose. Besides, they became more capable of using what they learn in a long
run. Second, people have tendency to develop responsibility for their lives to be more
self-directed. Lastly, current educational trends enforce learners to be more initiative
in their own learning process in order to protect them experiencing anxiety,
frustration, and failure (Knowles 1975). According to his theory, new teachers should
initiate a plan and organize their own learning to become successful, rather than wait
for someone to teach them. Similarly, Dewey (1933) defined reflective thinking as
“active, persistent and careful consideration of a belief or supposed form of
knowledge in the light of the grounds that support it and the further conclusions to
which it tends” (p. 9). Dewey’s reflecting thinking as being characterized adopting
into new circumstances. Changing conditions require people to learn as new events
or situations triggers new skills that they need to acquire. In this sense, self-directed
learning takes place when certain situation stimulates reflection and exploration
(Merriam, Caffarella, & Baumgartner, 2006). Learners effectively participate in
reflective thinking process by controlling what they know, what they need to know,
and how they balance these two movements during learning operation. Reflective
thinking focuses on making estimation upon experiences; thus, it plays a role in
problem solving activities. In this sense, reflection may help beginning teachers to
close the gap between their teacher education program and real classroom
environments. Beginning teachers do not start a teaching life as ready to implement
their knowledge that they gained from the teacher education programs. Reflective
thinking leads teachers to investigate their beliefs, examine their assessment styles,

and adjust everyday practices of classroom (Mayes-King, 2004).

Another theory parallel to Cooper’s (1990) first framework is Fuller’s (1969) three-
stage model of teacher concerns theory addressing concern with self, with task, and

with impact. Based on this theory, teaching practice improves in a predictable
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sequence as teachers acquire experience. Initially, their primary concern is self-
oriented and focuses on being successful as a teacher. The sequence is followed by
the task stage and the teacher becomes more concerned about instructional
techniques and students’ achievement. Although teachers are still concerned about
themselves, they begin to investigate alternative teaching strategies in tasks related
with teaching. After solving their concerns about themselves and tasks, teachers
move to the last stage in which they are concerned about their influence upon
students. In this stage, teachers become concerned about educating students as
functional members of the society (Smith, 2000). They are concerned with their self-
efficiency and suspect their proficiency to control classes, their content knowledge,
and meeting the needs of students, parents, and administrators. More precisely,
teachers improve in sequence and their concerns move to task concerns about
handling large class size, planning instructions, and overcoming work load. Finally,
in the impact concern stage, teachers become concerned with motivating students
and meeting their individual needs (Ghait & Shaaban, 1999). However, Conway and
Clark (2003) declare that focusing only on concern while investigating the first year
of teaching may lead to a distorted picture since a concern based research biases and
restricts our understanding of teacher development. As such, there is a need to focus
on both positive and negative aspects of pre-service and beginning teachers’

experiences and their anticipations about teaching.

Teachers’ concerns lessen as they gain experience (Ghait & Shaaban, 1999).
However, concern-focused studies are generally cross sectional and concentrated on
comparing the concerns among teachers at different experience levels. Longitudinal
studies with long intervals among data collection with the same group of teachers are
assumed to capture more subtle changes of teacher concerns within and across years
(Conway & Clark, 2003).

The current study was carried out in three phases in over a year to reflect beginning
teachers’ journey in teaching profession through being a pre-service teacher to in-
service teacher. As such, Fuller’s (1969) stage model fits the present study the best

since both this study and stage based theories focused on certain period of time.
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Besides, the combination of Cooper’s (1990) four frameworks, self-directed learning
theory, reflective thinking theory, and teacher concerns theory result in a more
powerful and accurate examination of both teacher education programs and first year
experiences of teachers. These frameworks are grounded on long-term observation of
new teachers’ struggle in teaching profession. Each one has their own benefits and
deficits thus, contradiction appears among selected frameworks. For instance, one of
the frameworks encourage beginning teachers to take initiatives to compete with
problems emerging in their first year of teaching, yet another one provides set of
procedure to support them. Both giving voice to new teachers to reflect their needs
for more practical solutions and deeper insights, thoughts and theoretical
assumptions are consideration of this study. As such, all these frameworks were
chosen as a focusing lens to comprehend supporting system for new teachers. As
Cooper states (1990), theoretical frameworks provide initial direction, modification,
and clarification to make us critical to judge previously developed support models.
Frameworks are indispensable part of setting appropriate standards to assess
effectiveness of induction programs. More precisely, they function as illuminating

guides through which understanding ideas on this topic.

2.2 Teaching Profession and Beginning Teachers

While deciding on teaching as a future profession, people consider whether their
personality characteristics fit the essential personal features to be successful teachers,
whether teaching offers proper rewards in terms of values and challenges, and
whether practical issues; such as the financial side, are advantageous (Anthony &
Ord, 2008). In the broadest sense, teachers should have an understanding about child
development and the learning process, organizing content and connecting related
content areas, and using several materials and resources when teaching their content.
Additionally, they also should have an understanding about decision making in the
classroom, collaborate with their colleagues, the parents, and principals. Moreover,
they have to provide realistic opportunities to each student to be successful both at
school and in life, and teach students to be productive, and to contribute to the

economic growth of the society. In order to responsibly raise the next generation,
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they must meet all these criteria (Wiesman, Coover, & Knight, 1999). Beginning
teachers are also expected to commit to the profession and have the same knowledge

and skills with experienced teachers (Roehrig, Pressley & Talotta, 2002).

How people are attracted to teaching could be explained under five themes (Lortie,
1975): (1) the interpersonal theme-the desire to work with young people; (2) the
service theme-the feeling of valuable service of special moral worth; (3) the
continuation theme- staying at school because of having attachment to the school and
interest for subject matter; (4) the material benefits theme-the wealth, prestige, and
job security; and (5) the time compatibility theme-the attraction of working schedules
and working hours. People’s decision on attempting to teach professionally is
multifaceted and complex. Lortie (1975) classified occupation rewards into three
types: extrinsic, ancillary, and intrinsic rewards. The first reward basically related to
environmental features of profession since they exist independently of the individual
who occupies that profession such as income, status in society, and power over
others. Ancillary rewards are originated from the nature of the profession such as the
work schedule of teaching. Intrinsic rewards refer to teachers’ enjoyment of their
work and the structure of teaching rewards. Teaching as a profession is mainly
motivated by intrinsic rewards rather than extrinsic rewards; thus, teachers are not
just motivated with more money. Teacher satisfaction is beyond advancement and
extrinsic rewards. Teachers measure their satisfaction in moments or instances of
involvement with students (Quagliga, Marion, & Mclntre, 2001). Similarly, Siera and
Siera (2011) identified three main sources of motivation for pre-service teachers as
the desire to develop children, making a difference, personal fulfillment, and

convenience of teaching.

Lehman (2000) claims that although the idealism and enthusiasm of the first-year
teachers are very high, the reality of teaching life reduces their enthusiasm about
working in the field. The nature of the teaching profession is indeed demanding due
to the responsibility of raising future generations (Krecic & Grmek, 2005). Then, the
attractors initially motivating the beginning teachers became insufficient to retain

teachers within the teaching profession when they are left alone in a classroom.
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Beginning teachers suddenly realize that the reality of the classroom does not meet
their expectations (Gold, 1996; Stokking, Leenders, Jong, & Tartwijk, 2003). As a
result of being the only person who has to deal with full teaching workload, many
beginning teachers report frustration, anxiety, stress, self-doubt, sense of
incompetence, classroom management problems, lack of support, pressure, low
confidence, concerns, and challenges since they have to deal with the teaching load
and the other responsibilities in school (Achinstein, 2006; Evans, 1997; Gold, 1996;
Huberman, 1992; Ingersoll, 2001; Stokking et al, 2003; Veenman, 1984). In this
regard, the transition from the teacher training period to the first teaching job could
be a dramatic and traumatic process. This transition is often referred as the ‘reality
shock’, which addresses the breakdown of the idealism developed during the teacher
education programs by the unkind and offensive reality of classroom daily routine
(Veenman, 1984). Veenman further argued that reality shock was not a temporary
stage that would disappear easily. In fact, the reality shock would address the process
of internalization of the complex reality of classroom life, especially in the first years
of actual teaching. Huberman (1992) called the first year of teaching as a ‘sink or
swim’ scenario. Both the notions of “reality shock™ and “sink or swim” imply that
the first year of teaching is extremely difficult for the beginning teachers. It takes
several months for teachers to properly deal with a classroom and to understand that
first year of teaching is more demanding than what they anticipated before (Roehrig,
Pressley, & Talotta, 2002). For this reason, most of the first-year teachers lose their
idealism, ambition, enthusiasm, and they even decide to quit the teaching profession
(Delgado, 1999).

Veenman’s (1984) study is considered as a good starting point to understand
beginning teachers’ challenges in their first-years of teaching. He summarized the
large body of literature involving studies from all over the world. A common point of
studies focusing on the initial survival stage of beginning teachers is to reflect their
practical problems and find solutions to those problems. Veenman (1984) reviewed
research from the United States, Europe, Australia, and Canada. Then, he identified

24 perceived problems of beginning teachers and the most frequent problems were
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classroom management, motivating students, dealing with individual differences,
assessing students' work, relation with parents, insufficient materials, heavy
workload, and relation with colleagues. Ganser (1999) examined the relevance of
Veenman’s (1984) study after 15 years and classified three main problems
experienced by beginning teachers as the not having spare time, loaded clerical work,
and extensive workload resulting in insufficient preparation time. As stated by
Veenman (1984), although the first year experiences would vary for each individual,
most of the problems faced by the beginning teachers seemed to be quite universal.
However, his review did not include any study about challenges of beginning ECE
teachers rather; all of the studies had focused on elementary and secondary teachers’

problems.

The first-year of teaching is a crucial career stage in which beginning teachers are
trying to build and re-build their professional values, aims, and practices that
compose their professional identity. In this sense, beginning teachers are most
vulnerable in their first-year of teaching if they are not in a supportive environment
(Smethem, 2007). Therefore, it is important to investigate beginning teachers’ first
year experiences in order to have a better understanding of their problems and needs
during this fragile period (Latimer, 2009). Understanding beginning teachers’
expectations about the teaching life also provides an insight into their problems
(Smith, 2000).

The reason of reality shock, which is a collection of major problems of beginning
teachers, can be explained in three ways: extremely idealistic expectations,
demanding working conditions, and insufficient preparation to profession (Lindgren,
2005; Stokking et al, 2003). Their unrealistic expectations include setting friendly
rapport with their students, getting respect of parents, and gaining appreciation of
administrators and colleagues. Moreover, they are expected to design peaceful,
comfortable and supportive classrooms, and have endless energy to meet every
demand in their classrooms. However, these unrealistic expectations do not match
the real conditions such as chaotic classes, indifferent parental behavior, and highly

critical assessment from administrators (McCann, 2001). Their positive expectations
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are diminished when they begin to struggle meeting the demands of the teaching
profession such as discipline problems, relations with parents, motivating students,
meeting diverse learning needs of students, insufficient teaching materials, and
support. All these components result in frustration to accomplish tasks, failure to
maintain the teaching atmosphere in classroom, and inability to communicate with
parents for the favor of their children (Britt, 1997; Gordon & Maxey, 2000;
Veenman, 1984).

Being an early childhood education (ECE) teacher is quite different from being a
primary or secondary school teacher, since it both includes curricular and child care
tasks. More clearly, “education” and ‘“care” of young children cannot be
distinguished strictly in ECE classrooms. In contrast to their counterparts in upper
grades, ECE teachers care for the overall physical, emotional, social, and cognitive
needs of young children including warmth, nurture, feeding, and cleaning (Brostrom,
2006). Therefore, becoming an early child educator is not an easy task and requires
gaining a variety of skills to work with children, such as knowledge on child
development and appropriate expectations for the ages of the children (Bredekamp &
Copple, 1997). These characteristics of ECE bring difficulties for beginning ECE

teachers in addition to the ones mentioned above.

Teaching occurs in both complex material and ideological context. Beginning
teachers are required to engage in this complex organization and physical
environment successfully (Calderhead & Shorrock, 1997; Fottland, 2004). As such,
adaptation is another vital issue for the professional life as many teachers quit the
teaching profession within their first five years (Anthony & Ord, 2008; Ingersoll,
2001; Lindgren (2005); Nemser, 2003). Being a teacher in not just composed of
teaching young children, rather it requires communicating with wide range of people.
These communications necessitate several manner and several skills. In general, pre-
service teachers are expected to have positive relationships with several groups of
people and ready to set a positive relationship with other stakeholders in the

educational system.
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School is a social system with complex interrelated relationships and teachers are
viewed as a member of groups instead of an isolated individual. Each group is
interdependent in the larger context of schools including administrators, students, and
parents. The balance of this interactive social system is maintained by organizational
composition, rules and routines, informal behavioral patterns, standards of
performance, and organizational ideologies (Hawley & Rosenholtz, 1984).
Beginning teachers also struggle to handle the enculturation process or socialization
into the professional culture of teaching as well as teaching tasks. Enculturation
process involves interaction among employees and the community in which the
employee is a member. This interaction helps community members to learn value
system, norms, and expected behavioral pattern (Balci, 2000).The adjustment process
refers to learning the ropes which means helping new teachers fit into the existing
system. The early years of teaching are times for coping, adjustment, and survival,
which depend largely on the working conditions and culture of schools. If they are
not sufficiently supported, they may blame students, parents, or administrators to
ease their difficulties and feel some comfort (Nemser, 2003). While beginning
teachers enter into schools, another form of shock emerges due to disagreements with
colleagues, administrators, and policies since they often come to schools with almost
no knowledge of school organizations and politics. New teachers’ beliefs and
behaviors may contradict with existing rules and regulations. They face power issues,
conflicts of interests, and negotiation. They also should know how to interpret,
navigate, and change the organizational context in which they work (Achinstein,
2006).

There is a strong relationship between teachers, satisfaction on work environment,
and their motivation. Teachers who are not satisfied with their work environment
experience burnout because of feeling uncomfortable in the work environment,
feeling of being observed and tension, having conflict, being in a stressful
environment, and working without peace (Cemaloglu & Erdemoglu-Sahin, 2007).
Work environments with negativity and hostility are associated with emotional

exhaustion and even health problems. Therefore, setting positive interpersonal
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relationships and empowering employee should be taken into account at workplaces
while planning managerial procedures (Helkavaara, Saastamoinen & Lahelma,
2011). Therefore, beginning teachers need to be supported when they are struggling
to adjust their new profession (Quagliga, Marion, & Mclintre, 2001). Teacher attrition
Is reported to be high in the U.S. and European countries due to limited
empowerment within the profession, lack of support, classroom management
problems, job dissatisfaction, and pursuit of better jobs (Everton et al, 2007; Sumsin,
2002; Saban, 2002). Attracting and keeping good teachers require schools to provide
better work environments that support professional development and treat teachers
with respect (Jalango & Heider, 2006). Luckily, despite the massive difficulty of
surviving in the school contexts and the frustration in the first-year of teaching, Britt
(1983) asserts that beginning teachers still want to continue the teaching profession

due to love of teaching children and observing their development.

2.2.1 Teacher Education Program and Beginning Teachers in Turkey

Teacher education programs help pre-service teachers to understand what it means to
be a teacher since students generally enter programs with incomplete and
unarticulated initial visions of teaching (LePage, Nielsen, & Fearn, 2008). In order to
prevent frustration caused by insufficient preparation, there is a need for building a
satisfactory relationship between theory and practice. The gap between theory and
practice during teacher education influences beginning teachers the most in their first
years. This is due to the widely claimed insufficient preparedness of beginning
teachers for the teaching practice or that they are not able to sufficiently implement
academic knowledge to the practice. In this context, beginning teachers think that
their professional knowledge and skills increase in their early years of teaching rather
than in their teacher education programs (Maandag Denium, Hofman, & Buitink,
2007; San, 1999). Even though beginning teachers have sufficient training in the
teacher education programs, their training frequently contradicts with the classroom
reality. These conflicts increase feelings of being insufficient for helping students
with their needs, managing the classroom, and understanding culture of school

(Stanulis, Fallona & Pearson, 2002). However, there are certain phases of teaching
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that beginning teachers can only learn in schools and classrooms. Beginning teachers
must start teaching with the knowledge of engaging a specific group of students and
arranging specific curricula to their needs and abilities (Stanulis, Fallona & Pearson,
2002). However, they lack a clear comprehension of the learner characteristics of
students, their ways of thinking about specific topics, their problems while learning a
specific content since their repertoire of strategies for handling class environment is
limited (Feiman-Nemser & Parker, 1990).

It is assumed in Turkey that the Faculties of Education and Ministry of National
Education work in harmony. However, these two institutions do not collaborate much
and there seems to be a discrepancy in their strategies. Hence, beginning teachers
experience conflicts between what they have learned in teacher education programs
and the school environment (Yalginkaya, 2002). Both pre-service and beginning
teachers view themselves insufficient in content area knowledge. This situation
brings the question of quality issues in teacher education programs. Pre-service and
beginning teachers address insufficient training in Faculties of Education including
lack of practice, focus on theory-based education, incompetent instructors, and
insufficient or unnecessary courses (Gomleksiz, Kan, Bicer, & Yetkiner, 2010). On
the other hand, there are disadvantages of focusing on practice in teacher education
programs such as losing the depth of educational context of teacher education
(Maandag et al, 2007).

It is ideal to educate teachers to become competent in class as well as capable of
understanding what they are doing, why they are doing it, and how they change their
practice to better address the context or circumstances. However, there is a tension
between the requirements and focus of universities and schools. While the former
focuses on understanding theory, the latter focuses on practice and performance. It
seems that university education does not meet the needs of schools since beginning
teachers experience a difficult adjustment process when they leave the academic
world and enter the real world of the teaching (Moffett, John, & Isken, 2002).
Preparedness and commitment to profession cannot ensure that beginning teachers

would be successful in the classroom since teaching has an unpredictable nature. A
24



supportive workplace should reduce this uncertainty; so that, it can increase
beginning teachers' chances for success and satisfaction. Working conditions are
multidimensional for teachers including school facilities, bureaucracy,
administrators’ competence, and existence of opportunities for beginning teachers’
professional development. Factors such as an extreme teaching load, unsupportive
administrators, or lack of certain school facilities can limit effective teaching and
make it difficult for teachers to reach the intrinsic rewards (Johnson & Birkeland,
2003).

In Turkey, educational policies heavily rely on each cabinet’s priority politics, hence
a long standing and salient educational system has not been established
(Kuglikahmet, 2007). Recently, several Faculties of Education have been established
without solving infrastructure problems and instructor shortages. As such, the quality
of the university education offered for the ECE teachers is also questionable.
Faculties of Education in Turkey have the highest student-instructor ratio among the
other faculties (Ustiiner, 2004). Moreover, the establishment of new ECE programs
in new universities without qualified and sufficient number of faculty members
becomes a problem for ECE teacher education. Lack of instructors is an important
problem in the ECE teacher education programs since the program consists of a
variety of courses but there is not sufficient number of instructors to offer these
courses (Kicukahmet, 2007). The teaching profession is characterized with sudden
entry as immediately after graduation beginning teachers have the same
responsibility with the experienced teachers (Lehman, 2000). The distance between
student desks to teacher desk seem to be short in physical world, yet it would be the
longest psychological distance that beginning teachers have traveled in such a brief
time (Cruickshank & Callahan, 1983). It is crucial to make a smooth transition from
being a student to being a capable teacher in order to reduce the problems of the first
year of teaching. Considering the lack of sufficient number and quality of faculty
members in the ECE field, beginning ECE teachers seem to miss opportunities to get
well-prepared for teaching in Turkish schools.
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Ministry of National Education (MONE) is the chief employer for teachers in
Turkey, yet teacher education programs do not include any course explaining the
structure of MONE and how it works. MONE governs approximately 60 thousands
schools, 659 thousands teachers, and 14 million students (MONE, 2009b). It offers
several promotion opportunities and its legislation is quite complex to be managed.
Therefore, there must be courses related to MONE rules and regulations in teacher
education programs, in order to prepare beginning teachers for official
correspondence, legislation, promotion opportunities, and to be aware of their rights
(ACEV, 2002a). Even if pre-service teachers are aware of complexities of paper work
and bureaucracy in public schools, the actual situation is even worse than their
expectations. Thus, there is an urgent need to provide a course about administrative
process including paper works and bureaucracy in public schools (Goémleksiz et al,
2010). Despite the fact that beginning teachers criticized most the lack of necessary
connections to real life due to passive teaching and learning methods (Yalginkaya,
2002). Still, teacher education program lessened four practicum courses to three. It
might not be meaningful to require first year pre-service teachers to have practicum,
yet it would make more sense to change time of practicum course instead of revoking

it completely.

2.2.2 Being a Novice Teacher in Turkish Public Schools

The regulations for employment of teachers by the Ministry of National Education
(MONE) in Turkey were reorganized in 1999 due to increasing number of graduates
from Faculties of Education. MONE conducts a standardized test called as Public
Personnel Selection (PPS) examination to appoint teachers. It is assumed that PPS
was developed to improve the quality of teacher education programs, standardize the
disorganized job offering requirements for MONE, and ensure a manageable way of
comparing pre-service teachers’ performance since the test consists of multiple-
choice items. Thus, standardized testing significantly affects the employment of
teachers in the public schools and pre-service teachers' future social and educational
life to a great extent (Bastiirk, 2007).
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Public Personnel Selection examination is prepared and implemented by the Student
Selection and Placement Center and a certain score is required to be a teacher in
Turkish public schools. The PPS examination can only be taken once in a year, it
consists of three components, and it is considered as a final step in pre-service
teachers’ career. The first component, the general knowledge and skills part, is
designed to measure the general capabilities of pre-service teachers in basic skills of
Turkish language and mathematics. In the second component, general cultural
knowledge including Principles of Kemal Ataturk, geography of Turkey, civics,
popular topics, and Turkish culture is measured. The third component is about the
knowledge of educational sciences and it measures pedagogical background of pre-
service teachers in principles of teaching and learning, curriculum and instruction,

and counseling (Bastiirk, 2007).

The hiring policy of MONE brings problems for pre-service teachers before they
enter the teaching profession in Turkey. Many pre-service teachers report feelings of
pressure of PPS examination in their senior year. They express that examination
pressure negatively affected their psychology as well as their academic success,

financial situation, and social life (Giindogdu, Cimen, & Turan, 2008).

Most of the problems beginning teachers encounter such as classroom management
is considered as universal (Veenman, 1984). Additional problems due to cultural,
regional, historical, and economical conditions emerge in the Turkish context
especially for early childhood education teachers. Although there has been a recent
emphasis on the early childhood education in Turkey, the tradition of early childhood
education is not long (Oktay, 1999). When the Turkish Republic was established in
1923, only compulsory primary education gained priority, thus until the 90s there
was no significant move for the establishment of ECE (Ustiiner, 2004). After 90s,
there has been increasing attention to ECE in Turkey since neurobiological,
educational, and socio-economical research have presented evidence that quality
ECE can have a major impact on children’s long-term cognitive, social, and

emotional development ( Gammage, 2006; OECD, 2006).
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Since Turkey does not have a long tradition of ECE, it has the lowest ECE schooling
rate among the European countries (Yildirim, 2008). Low schooling rate might be a
result of low financial investment in the education system. The public education
expenditure per primary school student in Turkey was $718 in 1994 and $869 in
2003, the average in OECD countries was $5450 in 2003 (OECD, 2006). Public
schools are facing financial problems even to meet their basic needs. Especially, in
deprived regions in eastern parts of Turkey, teachers cannot focus on increasing the
quality of education before meeting their basic physical and material needs (ACEV,
2002b). Beginning ECE teachers are likely to have difficulties in their first year due
to the substantial regional differences between eastern and western parts of Turkey.
Most of the children in eastern part are bilingual and their mothers do not speak in
Turkish. Therefore, there is an increasing need for programs considering target
population’s characteristics rather than sole and similar program for all population in
Turkey (ACEV, 2002b). MONE hired more teachers for this region in 2009.
Although no teacher was hired in western cities of Turkey such as Aydin, izmir and
Antalya, 100 teachers were hired in Sanliurfa, 67 teachers in Sirnak, 64 in Diyarbakir
and 52 in Mardin, some of the cities in eastern Turkey (MONE, 2009a). However, it
is worthy to note that teacher education programs do not include any course about
regional differences and ECE curriculum was not prepared considering those regions
where most of the parents are indifferent and uneducated. Therefore, teachers are not
able to pay attention individually to each parent. Moreover, schools’ monetary
expectations from parents prevent establishing healthy parent involvement to create

supportive environment for children’s development (ACEYV, 2002b).

Gomleksiz et al (2010) categorized beginning teachers’ problems in remote areas as
social, environmental, administrative, structural problems in school, and problems
originated from teacher education programs. Social problems include cultural
differences, language differences, adaptation to new environment, financial
problems, and lack of respect to teachers. Environmental problems include
transportation, accommodation, climate, communication, lack of health service, and

lack of running water and electricity. Administrative problems cover both insufficient

28



administrative education in teacher education programs and insufficient in-service
training in schools. Besides, lack of effective communication with MONE local
office, bureaucratic barriers, and the difficulty of administrative paper works are
among the administrative problems. Structural problems in schools result from
insufficient materials and environmental conditions. Finally, beginning teachers
experience problems due to inadequate teacher education program experiences for
which they complain about theory based education, insufficient courses, and

instructors, and eventually lack of content area knowledge.

Gol-Guven (2009) has investigated the quality of early childhood classrooms in
Turkey. Although sample size was quite small to generalize, her findings provided
valuable information on the quality of public school classrooms. Except for
independent preschools, most public preschool classes were not built considering the
3 to 6 years old children’s needs, interest and development. More clearly, elementary
classes were just redesigned for preschool children. For this reason, both structural
quality including space, lighting, safety, materials, and process quality including
interaction, parent involvement, and educational activities were poor.
Communication between teacher and children was authoritarian because of
overcrowded classroom. This type of interaction resulted in a passive role for
students in activities directed by teachers and limited interaction among students
under teacher supervision. Unawareness of pre-service teachers about the school
structure and environment mentioned above also caused some problems for

beginning teachers (Kuglikahmet, 2007).

Considering that classroom management is one of the biggest problems of beginning
teachers, large class size may affect their teaching practice severely (Fottland, 2004,
Pigge & Marso, 1997; Wyatt & White, 2007). The increase in class size decreases
child-teacher interaction as it limits the capacity of teachers to deal with behavioral
problems (Essa, 2003). The teacher-child ratio is nearly 1:25 in Turkish preschools
(MONE, 2009b). National Association for the Education of Young Children
(NAEYC) recommends the appropriate ratio as 1:15 with one adult, or up to 25 when

a second adult is in the classroom (Bredekamp & Copple, 1997). Beginning teachers
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prefer to being closer to the students and being open to interactions and discussions.
Nevertheless, larger class size prevents maintaining daily procedures, distributing
materials, supervising students’ independent work, and the development of
meaningful relationship between the teacher and the children, hence, pushes
beginning teachers to become more strict (Unal & Unal, 2009). Considering the fact
that teachers are responsible for creating a secure and nurturing classroom
environment for young children, the problems of beginning teachers in class affects

the future quality of education (Lundeen, 2004).

Beginning teachers tend to develop a hesitation in communicating with their
administrators because they do not know their personal rights. This excessive
hesitation reduces the quality of the relationship between school administrators and
beginning teachers (Cemaloglu, 2002; Erdemir, 2007). Additionally, beginning
teachers should be well-informed about the problems of education system in Turkey
(Ozel, 2008).

Kartal (2008) addressed that administrators voluntarily inform novice teachers about
the physical and social environment of the school, but this is not an official
responsibility. Administrators do not always guide novice teachers about more
nuanced dynamics such as specific teachers’ roles, informal relationships among
colleagues and parents, potential conflicts that might emerge in school, and possible
solutions for conflicts and novice teachers need to socialize with other teachers on
their own effort. Administrators do not generally make job descriptions clear for
novice teachers in the enculturation process. Teachers are not provided prior
knowledge about their students and only come to know them through teaching. In
addition, teachers have to explore physical conditions and materials by trial and

error.

The first year of teaching is also the period that beginning teachers start to employ

certain professional rules, attitudes and standards that will help them their teaching

practice through their teaching career. Beginning teachers have considerable

theoretical knowledge about teaching and learning in their first years, but less
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experience in practice (Saban, 2002), which could be considered as the most
important dimension of the teacher education program (ACEV, 2002a).

2.2.3 Mentoring Programs

Supporting beginning teachers is critical to retain them in the teaching profession.
The first year of teaching is considered an induction period and a mentor teacher is
assigned to each novice teacher to provide support and to lessen the newcomer’s fear
and anxiety. A beneficial mentoring process should be built upon sincerity and
confidentiality. Mentoring is more effective when the mentor is an experienced,
caring, and committed person who is genuinely interested in supporting beginning
teachers by being a role model (McGee, 2001). Beginning teachers need to work
with diverse groups of children with several interests, backgrounds, and abilities. In
this sense, support for new teachers must encourage relationships with colleagues as
well as personal development. Beginning teachers’ professional development should
include effective mentoring and teaching collaboration, where beginning teachers
work together as a team with experienced teachers in their first year (Lundeen,
2004).

Mentorship and mentoring programs have been more emphasized recently. Even the
support of a mentor during the first year of employment for beginning teachers is
becoming compulsory. Effective mentoring programs should take into account the
fact that needs of beginning teachers change over time and their needs are based on
changing circumstances. For instance, first-year teaching experience is different in
private and public schools and in elementary and secondary schools (Ganser, 1999).
Mentoring programs must identify beginning teachers’ needs related to practical
issues and in instructional and non-instructional contexts. In order to empower
beginning teachers, mentoring programs should include development of personal
strength, defined rationales and goals, continuous year-long support, collaboration,
and efforts to increase the beginning teachers' knowledge and practice. Furthermore,
beginning teachers should be allowed to take risks to develop creative teaching ideas
and be motivated to control their professional growth through participatory
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professionalization programs. Giving voice to beginning teachers enables them to be
dignified, and equipped to be a more committed professional who has an effective
influence on children (Runyan, 1991). The mentor is not supposed to solve problems,
but rather should encourage beginning teachers to come to their own decisions; that
Is, mentors should serve as catalysts for improvement. Therefore, a constant dialog
between mentor and mentee is crucial, as it is beneficial for a mentee to be
challenged by a mentor. Through this process, beginning teachers progress in their

profession (Lucas, 2001).

The mentoring process would be facilitated if the beginning teachers are aware of the
goals and expectations. Mentoring has not only desirable effects on professional
development, but it also positively influences personal development of teachers as
long as it is well-organized (Lindgren, 2005). New teachers approach their mentor as
sympathetic colleagues with whom they can share their doubts and frustrations.
Working with mentor decreases new teachers’ stress since mentors do not only
supervise them but also help teachers to feel more productive and competent
(Moffett, John, & Isken, 2002).

First year of teaching is also the induction period for beginning teachers in Turkey.
Administrators are responsible for guiding beginning teachers and they appoint
mentors with considerable experience in the beginning teacher’s field. MONE (1995)
documents claim that mentor teachers prepare guiding program to evaluate annual
plan, daily plan, and teaching practice of beginning teachers. At the end of the
guiding program, the mentor teacher writes a report about the novice teacher. If the
administrator approves the report, then the beginning teacher officially completes the
induction program. Although the written documents of MONE claims that the
induction of beginning teachers proceed as mentioned, induction program and
mentoring process do not work properly in practice. It is treated as an obligation and
beginning teachers and their mentors rarely meet. Mentor teachers do not observe
beginning teachers’ practice and do not discuss it. Administrators do not provide
effective guidance as well. As a result, ineffective mentoring of first-year teachers

leaves them on their own (Akbaba, 2002; Haser, 2009).
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2.3 Summary

In this part, the literature review section will be concluded with a summary on the
selected theoretical frameworks, nature of teaching profession, what the motivation
teachers find to teach, difficulty of teaching in the first year, Veenman’s remarkable
study about beginning teachers, beginning ECE teachers, adaptation, attrition and
support in first years of teaching. In the light of all these topics the essence was to
explain what beginning teachers experience in their first years of teaching all over
the world and being a beginning teacher in Turkish national curriculum context.

Besides, the factors affecting their positive and negative experiences are discussed.

The current study combined Cooper’s (1990) four frameworks, Knowles’ (1980)
self-directed learning theory, and Fuller’s (1969) three-stage model of teacher
concerns theory. These frameworks have been used to reflect holistic picture of both
teacher education programs and first year experiences of teachers. Cooper’s (1990)
work both emphasizes meanings, ideas, and beliefs as well as practical implication
for teaching. In other words, this framework put previous studies together to reach a
prescribed teachers’ behavior, technical skills, and performance. Still, Cooper argued
that beginning teachers should be encouraged to take initiatives to determine their
needs and solutions individually. Similarly, Knowles (1980) advocates that all people
have potential skills for specifying their learning needs, defining learning goals,
identifying necessary resources for learning, choosing appropriate learning strategies,
and reviewing results. Parallel with Dewey’s (1933) reflecting thinking theory
Knowles pointed out that people learn better when they involved in learning process
instead of waiting to be taught. Fuller’s (1969) three-stage theory focuses on
teachers’ concerns. Based on this theory, teachers pass through predictable sequence
since their concern moves next level as they acquire experience. Precisely, teachers’
concern is self-oriented at first and they question their ability to be successful in
teaching. In the next step they start to concern about task and instructional
techniques. In the following stage teachers concentrate on more societal concern.
Then, they become concerned about their influence on students and educating

students as functional members of the society.
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Teaching profession have been motivating people with several opportunities ranging
through financial rewards to satisfaction on raising new generation. When teachers
enter teaching profession it does not take long to understand that teaching profession
is demanding indeed. Immediately after starting to teach beginning teachers become
well aware that they need to equip with new skills to handle all requirement of
students, parents, schools and society. Their problems in first year of teaching
concentrated around disappointment, stress, anxiety, bewilderment with children,
getting confused in class, lack of support, classroom management problems,
pressure, low self confidence, and self efficacy. All these problems pointed out
importance of teacher education program as insufficient preparation result in failure
to design peaceful, comfortable and supportive classrooms. Beginning teachers’
positive expectations are broken down when they feel unsuccessful to meet the
demands of teaching profession such as classroom management, motivating students,
and handling curriculum requirements. Beginning teachers’ struggles do not always
happen in class they also make an effort to adapt school culture as school is
considered a social system with complex interrelated relationships. Each school has

their own organizational harmony, code of rules, ethics and behavior.

It is assumed that beginning teachers’ problems are universal. Yet, teachers
experience additional problems specific to Turkish national curriculum context. In
Turkey educational alteration happens in a short time before solving infrastructure
problems. For instance, government does not require high standards to establish
Faculties of Education. Several Faculties of Education suffer from instructor shortage
and structural insufficiencies. This situation decreases the chance of getting well-
prepared for teaching in Turkish schools. Moreover, the distance between teacher
education program and MONE sharpen with the lack of courses about MONE’s
complex legislation and operation. Beginning teachers have difficulty to seek
promotion opportunities, official correspondence, and personal rights in public

schools.

Beginning teachers’ problems begins before they enter public schools as MONE hire

teachers according to their score on Public Personnel Selection (PPS) examination.
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PPS was developed to compare pre-service teachers’ performance in a standardized
way as it is a multiple-choice examination. In order to find position in public schools
all pre-service teachers have to take this examination and get high score which makes
pressure on them. Thus, the examination anxiety negatively affected their physical
and psychological health as well as their social and financial situation.

Teacher education programs have a considerable responsibility to make a smooth
transition from being a pre-service teacher to being an inservice teacher to reduce the
problems of the first year of teaching. The gap between theory and practice is also
matter in Turkey. Beginning teachers’ main criticism about teacher education
program is limited connection with real classroom requisites and what they learned
in the program. The situation is even getting worse when beginning teachers are
appointed to remote areas due to substantial regional differences between eastern and
western parts of Turkey. Turkish educational system does not consider regional
differences and needs of target population living in that regions. Besides, remote
areas suffer from several social, environmental, cultural and structural drawbacks. As
such, beginning teachers have additional difficulties both in school environment and

social life.

In the first year of teaching beginning teachers need mentorship and guidance to
employ what they have learned in teacher education program. The first year of
teaching is accepted as an induction period to support new teachers and lessen their
anxiety. It is supposed to assign an experienced, concerned, and committed mentor
who is being a model to new teachers. However, mentoring process does not help
beginning teachers to reduce their fear and anxiety as it is not taken into
consideration and treated as formality. In general mentoring process is operated only
on paper which leaves beginning teachers on their own and solves their problems

with trial and error

35



CHAPTER 3

METHODOLOGY

The purpose of this study was to investigate pre-service early childhood education
(ECE) teachers’ expectations before entering teaching profession and their
experiences in their first-year of teaching in public school context. This chapter
presents the method of the research study. Specifically, it addresses research
questions, research method, procedures, data analysis, and how the quality of the

research is ensured.

3.1 Research Questions

This qualitative study employed a phenomenological approach in which the
researcher attempted to describe the meaning of the lived experiences of a
phenomenon for several individuals (Creswell, 2007). In order to investigate pre-
service early childhood education (ECE) teachers’ perceptions, expectations and
concerns before entering teaching profession and their experiences in their first-year
of teaching in public school contexts, first, the meaning of and the expectations for
their future profession before they began teaching were sought by interviews
conducted at the end of the teacher education program. Then, positive and negative
experiences they faced during their first-year teaching were investigated through
interviews conducted at the end of the first semester and the second semester they
taught. All these experiences covered a wide range of areas including teacher
education program, physical, educational, and administrative conditions in public

schools, and curricular requirements of public schools.

All of the interviews were audio-recorded and transcribed for coding. Only three of

the Study Il interviews were not conducted in face-to-face settings and participants
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provided written answers for interview questions. Data were analyzed through the
qualitative data analysis techniques in light of the selected theoretical framework.
The findings addressed teacher education programs’ strengths and weaknesses in
educating early childhood education teachers for their profession as well as the
problems in teaching contexts that beginning teachers experienced especially in
public school settings. More specially, this study attempted to answer the following

questions:

1. What are the perceptions, expectations and concerns of beginning early

childhood education teachers before they start?

2. What are the experiences of beginning early childhood education teachers

during their first-year teaching in public schools?

a. What are problems of beginning teachers during their first year

teaching?
b. What is the origin of their problems?

c. What are positive experiences of beginning teachers during their first
year teaching?

3. How do beginning teachers cope with the problems during their first-year

teaching?

3.2 Research Method

Phenomenology is the study of life world (lebenswelt), defined as “...what we know
best, what is always taken for granted in all human life, always familiar to us in its
typology through experience” (Husserl 1970, pp. 123-124). It is considered as a
theoretical approach based on a phenomenological concept of experience as well as a
research methodology. In this sense, phenomenology is an approach to conceptualize
and study experience, with consistent philosophical foundations (Giorgi 2009). It is a
broad, comprehensive, and diverse field that cannot easily be placed under certain

common ground, yet it overtly addresses the lived experiences (Mooij, 2010). It
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might scrutinize anything that can be experienced through the consciousness of an
object, a person, or a complex state of affairs. Thus, it does not apply objective
analysis excluding the people who experienced. Rather, it focuses on how things are

experienced by them (Giorgi 2009).

Phenomenological study describes ‘...the meaning for several individuals of their
lived experiences of a concept or a phenomenon’ (Creswell, 2007, p.57). In
phenomenological studies, the question emerges from an intense interest in particular
problem or topic. It seeks to reveal comprehensive description and meaning of
human experience with full essence rather than seeking prediction or causal
relationship (Moustakas, 1994). Phenomenological research aims to reduce
individual experiences with a phenomenon to a description of the universal base (van
Manen, 1990). Various experiences might be considered as phenomenon such as

grief, anger, or insomnia (Moustakas, 1994).

There are two main approaches to phenomenology: Hermeneutic phenomenology
(van Manen, 1990) and transcendental phenomenology (Moustakas, 1994).
Hermeneutic phenomenology is heavily based on interpretation of what constitutes
the nature of lived experiences by maintaining a strong relation to the subject of
research and balancing parts in the whole (van Manen, 1990). On the other hand,
transcendental phenomenology is focused on description of the experiences of
participants instead of interpretation. Disciplined, organized, and systematic efforts
are needed in order to distinguish prejudgments from the phenomenon being
investigated. The researcher needs to set aside preconceptions, beliefs, and
knowledge of the phenomenon being studied and be completely open, receptive, and
naive in listening and hearing participants’ description of phenomenon (Moustakas,
1994). The current study employed Moustakas’ transcendental approach and aimed
to document beginning ECE teachers’ description of the phenomenon, the lived
experiences of being a beginning ECE teacher in Turkish public schools without
interpreting these experiences through the beliefs and preconceptions of the

researcher.
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The phenomenological study presented a comprehensive in-depth picture of the lived
experiences of being a pre-service and first-year ECE teacher. Specifically, it
documented pre-service ECE teachers’ expectations from their future career which
they developed through their teacher education program experiences, immediately
before entering the teaching profession. Then, it continued to document the
experiences in their first year of teaching, and how they handled the complexities of
real classrooms and schools. In this sense, it was pivotal to fully understand
participants’ perspectives and the changes they went through. The contexts that the
phenomena investigated were the ECE program at a public university in Ankara from
which the beginning ECE teachers graduated and the public schools that these
teachers worked in their first-year of teaching. The researcher took part to collect
data, evaluate expectation and experiences of the participants, and depict the whole
picture of these expectations and experiences. It was expected that the findings of
this study would provide feedback to teacher educators and policy makers in their
efforts to improve teacher education programs and beginning teacher support

policies, to the limited extend possible.

People's behavior can only be understood in the context of their lives (Patton, 2002;
Smith, 1983). Interviewing allows us to see their behavior in context and provides
access to understand their actions (Seidman, 1991). In-depth interviews with open-
ended questions best fit phenomenological approach since the primary goal is to
explore participants' responses and reconstruct their experiences of the phenomena.
The purpose of in-depth interview is not to get answers and test or evaluate
hypothesis. Rather, the goal is to understand the experiences of other people and the
meaning they make of those experiences (Seidman, 1991). Having one-shot
interview does not provide a profound exploration on the topic (Mishler, 1986). The
current study employed a series of three interviews as data collection method. The
first interview was conducted with pre-service teachers at the end of their studies in
the teacher education program. In the first interview, participants were asked about
their perceptions of and expectations from the profession of teaching young children.

As the topic of interest in the present study was pre-service teachers’ experiences,
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they were asked to reconstruct their experiences in the practice schools, teacher
education program, and society. In this sense, the first interview provided a context

for the following two interviews.

The second interview aimed to reveal experiences of beginning teachers in the
national curriculum context in public schools. They were asked to explain their
experiences in the public school contexts they worked and reconstruct as much
details as possible. In the second interview they were not supposed to express their
expectations rather, they were expected to share what they were actually
experiencing in the class, the school, and with the system. In the third interview,
participants spent more time in the national curriculum context and made more sense
of their experiences. While they were making more sense of with their current
experiences, they were also considering and comparing to their past experiences.
Beside, the last interview focused on interaction between beginning teachers'
educational background and their teaching experiences in public schools. In this
regard, the current study established a bridge between being pre-service teachers and

being in-service teachers.

3.2.1 Research Site
3.2.1.1 Teacher education program

The study was conducted in the Department of Elementary Education in the Faculty
of Education at Middle East Technical University (METU) in Ankara, Turkey.
METU is a technology-oriented public university and the language of instruction is
English. The Department of Elementary Education offers B.S. degrees in three
undergraduate programs: Elementary Mathematics Education, Elementary Science
Education, and Early Childhood Education (ECE). The primary goal of the
Department of Elementary Education is to train teachers who have positive attitudes
towards teaching and have necessary professional skills for their field. All three
programs are four-year programs that aim “to develop teachers with a sound

understanding of how children learn” who are “confident in using technology;
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capable in problem-solving; attentive to human rights, democracy, and ethics”
(METU, 2009). The programs in the department emphasize critical thinking,
personal reflection, and professional development of pre-service teachers (METU,
2009). The department had only two faculty members working in the field of ECE
when the participants of this study were studying in the ECE program.

The ECE program focuses on educating early childhood education teachers with a
good self- image, an outgoing personality, a sense of humor, and an interest in
helping children achieve a positive image of their own (METU, 2009). There is a
practice room designed as an ECE setting for teaching activities of drama, art, and
project work. The ECE program had required four semesters of teaching practice
courses at the second, fifth, seventh, and eighth semesters when participant of this

study were studying.

Teacher education programs in Turkey recruit pre-service teachers through a multiple
choice centralized Students Selection Examination (SSE) which is held only once a
year. High school graduates are required to take this examination in order to attend a
university. Candidates who take the examination receive their examination score and
rank the programs they want to study based on their scores. Teacher education

programs recruit their students in this system as well.

All over the country, Faculties of Education have the least number of academic staff
among all faculties, thus student-instructor ratio is the highest in Education Faculties.
Student- instructor ratio is 1 to 129.4 in Faculties of Education, 1 to 39.8 in Faculties
of Art and Science, and 1 to 88.7 in Faculties of Economic and Administrative
Science (Ustiiner, 2004). This also addresses that practice courses are not
appropriately conducted because of instructor shortage. Considering the fact that
ECE department is relatively new in Turkey, even the biggest universities are likely

to suffer from instructor shortage.

ECE teacher education program consists of 25% general knowledge courses

(probability and statistic, Turkish, computer application, basic science), 21% general
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teaching courses, and 54% field courses (Ki¢ukahmet, 2007). Precisely, there are 28
field courses such as special needs, visual arts, creativity, and parent involvement.
These courses are very different from each other and require specialization which
might not be taught by instructors who do not have experience in educating young
children. Especially, the music, computer use in ECE, and special education courses

suffer from instructor shortage.

Even if ECE programs employ sufficient number of instructor, problem still exists
since most of the instructors do not have ECE background. Only 14% of instructors
were graduates of the ECE programs, 32% graduated from child development and
education program, and 39% graduated from varying programs out of 152 ECE
teacher educators (ACEV, 2005). Moreover, instructors generally do not have
teaching experience in public schools since graduate students start their studies
immediately after their graduation and they cannot get teaching experience in

schools.

3.2.1.2 Ministry of National Education and Public Schools

There has been a growing increase in early education in Turkey since the 90’s
(Ustiiner, 2004). Governments have tried to stimulate public attention with television
programs and seminars, and projects were carried out in order to extent the ECE to a
wider society rather than children living in metropolis and having working mother.
Both MONE and non-governmental organizations conducted several campaigns to
increase schooling rate for ECE and raise public awareness. Yet schooling rate has
been still around 33% as the lowest among all of the European countries (UNICEF,
2009). Inclusion of early childhood education into compulsory education was
initiated in 35 pilot districts in 2009 and more ECE teachers were hired by the
government. This policy increased the opportunities for the new graduates of ECE
programs to be hired by the Ministry of National Education (MONE) compared to
the other branch teachers, because the numbers of graduates of Faculties of
Education outnumber the MONE quota for teachers in public schools (Ustiiner,
2004).
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The Ministry of National Education has two types of schools for ECE: independent
ECE schools and elementary ECE classes. The former schools are built specifically
for ECE and the latter are under the administration of the elementary schools
consisting of grades 1-8. MONE have designed a few projects of school buildings
and built same buildings in all cities for independent schools. Generally they consist
of 4-5 classes, a separate lunch hall, play hall, and garden, and give education to 36-
72 mounts age children. They have either all-day or half-day classes. In independent
schools, toilets are in the classroom or next to the classroom, which provides safety
for children. Moreover, most of the independent schools employ security staff; thus,
entrance in school is under control. On the other hand, elementary school classes,
which were not originally designed considering the 3 to 6 years old children’s needs,
interests, and development, have been redesigned for preschool children in
elementary schools. For this reason, ECE classes in elementary schools are poor in
terms of structural quality including space, lighting, safety, and materials, which in

turn are likely to affect the quality of educational activities in ECE classes.

The present study included only beginning ECE teachers working in public schools,
therefore, it is helpful to explain the ECE curriculum in schools. The ECE teacher
handbook of MONE curriculum was changed in 2006 by the committee consisting of
international specialists, instructors from ECE departments, teachers, and ECE policy
makers. This restructuring has been made on the light of contemporary ECE program
approach and psychological theories by considering 36-72 months children’s needs.
The new program aims to support 36-72 months age children's psycho-motor, social-
emotional, language, and cognitive development. Beside, improving their self-care
skills and making them ready for elementary schools are also the goals of the
program. All of the goals in the ECE program are parallel with the goals of the
elementary education. The program asserts that children learn best when they are
actively involved in activities, especially through play. Moreover, the program
emphasizes a constructivist approach and it encourages children to construct their
own knowledge (MONE, 2006). MONE curriculum was changed once more in 2012.

It was not a fundamental change and basic principals remained same. It was
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improved version of 2006 curriculum based on the feedback from teachers and

experts in the field of early education.

Teachers are required to prepare daily and annual plans based on the objectives and
goals stressed in the MONE curriculum. Then, they carry out classroom activities
according to those plans. Teachers are advised to alter the objectives and goals of
their activities by considering each child’s needs considering the children-centered
nature of the program. In other words, program provides flexibility for teachers
during the implementation. Previous ECE programs included units and teachers used
to teach same subject in an order. The present program includes only goals and
objectives instead of units. The purpose is to make children gain a predetermined
behavior rather than teach a particular subject. In this sense, teachers would choose
anything as a topic as long as children gain the specified behaviors (MONE, 2006).

3.2.2 Participants

The study was conducted in three phases. In Study I, the pre-service teachers were
interviewed after they graduated from the ECE program. The participants were
contacted again at the end of their first semester of teaching and those who were
employed in public schools participated in Study Il. The beginning teachers who
participated both in Study | and Study Il were contacted once more after their second
semester of teaching and they all agreed to participate in Study Ill. The detailed

recruitment processes of the participants for each study are described below.

3.2.3 Study |

At the beginning of Study I, a total of 25 female pre-service early childhood
education female teachers who were studying at the same early childhood education
(ECE) program in Turkey participated. All of the pre-service ECE teachers were in
their 8th semester of their studies in the ECE program. Participants’ field experience
in the 2nd semester took place one day each week and based on observations of in-
service teachers in school setting. However, it is not possible for pre-service teachers

to only observe the teacher in ECE setting since ECE classes are not strictly
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structured and pre-service teachers cannot remain non-participant observer because
of children’s interest. Therefore, it may be assumed that the participants have
engaged in teaching life earlier than pre-service teachers in subject area teaching
programs. Participants also had field experiences in their 5th, 7th, and 8th semesters;
each lasted for one day per week. They carried on field experience in private schools
at the first three practicum courses and they gained experience in public schools at
the last practicum course. All of the practice schools were located in Ankara and
served middle and high income level parents. Considering the nature of the field
experiences, pre-service teachers participated in Study | had no experience with
children and parents from low income level and rural area. Some of the participants
were attending Test Preparation Centers (TPC) in order to prepare for Public

Personnel Selection Exam (PPSE) to be hired in public schools at the time of Study I.

3.2.4 Study Il and Study 111

The researcher was the academic advisor for this group for four years during their
undergraduate studies, thus she was able to contact all of the Study I participants in
the middle of their first semester of teaching and gathered information of where they
were working. Due to the unexpected hiring policy of MONE, many ECE teachers
were hired in 2009 and 19 out of 25 Study | participants began to work in public
schools. Four of the Study | participants started working in private schools, and two
participants chose not to become an ECE teacher working at schools, but started a
Master’s program. These participants were not included in Study II. Two participants
in public schools were removed from the Study Il participants since they were
appointed as administrators and they did not have a class to teach. Finally, the
researcher could not reach one of the participants as she changed her phone number
and e-mail address. Thus, Study Il was conducted with 16 beginning ECE teachers
working in public schools. Study Il employed those 16 beginning teachers who
participated in Study Il after they completed the second semester of teaching. Table |
represented more detailed information about participants. In this study only three
participants graduated from vocational high schools for girls. Rest of them graduated

from Anatolian Teacher High Schools.
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Table 3.1. Participants’ Information

Score Position Local Elementary/Independent Class Size Working Student  School Fee
on District School Hours Age
PPSE
81 P1 Temporary First center  Both schools are 10 then 14 Whole Day 4-5 100 Lira
to then Independent
Permanent province First school had 3 classes
Second school had 4 classes
75 P2 Permanent Remote Elementary, 1 class 12 8am-3pm 6 10 Lira (not
regularly)
79.7 P3 Permanent Remote Independent, 3 classes 20 Whole day 6 110
67.5 P4 Temporary Close to Elementary 7 8am-12pm 5-6 5 Lira (not
center regularly)
66 P5 Temporary Close to Independent, 8 classes (6 At first 24 Afternoon 3-4
center whole day, 2 half day) then decrease Whole
to 16 day:130
Second term Half
14 students Day:75
58 P6 Temporary Remote Elementary, 4 classes At first 5 8am-12pm 5 1-5 Lira
then teaching (not
increased 20-  Afternoon regularly)

25

administrative
tasks
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Table 3.1 continued

74

70

57.5

57

63
69.9

77

65

P7

P8

P9

P10

P11

P12
P13

P14

P15
P16

Temporary

Temporary

Temporary
Temporary
Temporary

Temporary
Temporary

Permanent

Temporary
Permanent

Close to
center
Close to
center

Remote
Center
Close to
center
Center
Remote

Center

Center
Remote

Elementary, 1 class

Elementary, 1 class

Independent, 5 classes
Elementary, 4 classes
Elementary, 2 classes

Elementary, 1 class
Elementary, 1 class

Elementary, 3 classes

Elementary
Independent, 7 classes

15

First
semester 9
Second
semester 7
15

25
20

18
25

16
23

27 (160 in
total)

11:45pm to
3:45pm
8:30am-1:30
pm

8am-12pm

12:30pm-
16:45pm
10am-3pm

9am-1:30pm
11:50pm-
16:30pm
12.40pm-
17.40pm
Afternoon
Whole day

5-6
4-5-6

40 Lira

No fee

5 Lira (not
regularly)
85 Lira
20 Lira

No fee
No fee

35 Lira

10 Lira
100 lira




3.2.5 Data Collection

Data collection for this study was composed of three phases. In Study I, pre-service
teachers’ positive and negative expectations before they started their profession were
sought. Study Il focused on positive and negative experiences of beginning teachers
after teaching for one semester and how they coped with problems when they have
experienced. The aim of Study 111 was similar to Study Il as it focused on the positive
and negative experiences and their coping strategies after completing the first year in
teaching. Data collection procedures in these phases are explained in detail below.
Considering the fact that this study only recruited beginning teachers working in
public schools, it also investigated issues included in ECE program implemented in

public schools such as preparing daily plans, assessment, and parent involvement.

3.2.5.1 Study |

The first interview took place immediately before participants’ graduation. This
interview protocol was designed based on the related literature. Then, two instructors
at the ECE program, an ECE teacher working in public schools, and a graduate
student without work experience investigated the relevance of the questions. Study |
interview questions were redesigned based on their feedback. Pilot interview was
conducted with another graduate student who did not have any work experience to
test the clarity of questions. After developing the interview protocol, the researcher
carried out interviews to document pre-service teachers’ expectations of their future
profession. Participants were also asked about their career plans and expected work
conditions. The interview protocol had 24 main questions. Probing questions were
also asked to explore emerging issues during the interviews. Interviews lasted
approximately 60 minutes. The Study | interview protocol is presented in the
Appendix A and sample questions are represented in Table 2 below:
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Table 3.2. Sample Questions for Study |

Where do you plan to work when you graduate?

Career plan ]

What kind of teacher do you want to be?

How do you plan to deal with disabled children if you have one in
Work - your class?
condition

How do you plan to set your relationships with other colleagues

) What is your expectation on school’s physical environment?
Expectation . . ] o
What is your expectation on educational materials in school?

3.2.5.2 Study 11

The second study was conducted after participants’ first semester of teaching to
explore their concerns about being a novice teacher and what they experienced in
their first semester of teaching. Study Il interview protocol was developed by
reviewing and enhancing the Study | interview protocol based on the related
literature. Two instructors in ECE program, a teacher who had seven years of work
experience in public schools, and an administrator who had eight years of work
experience in public schools investigated interview questions for appropriateness.
The researcher conducted pilot interviews with three beginning teachers working in
public schools in Aksaray, a province center. All three teachers were graduated from
ECE programs of different universities and had no teaching experience when they
started to work in public schools. After little change on the questions in the interview
protocol based on the pilot interviews, the researcher started to collect data for Study
Il. Participating teachers were working at different cities, thus, the researcher
traveled to 10 different cities in Turkey to collect data. She could not go two of the
most distant cities due to scheduling problems. Therefore, three participants in those
cities provided written responses for the interview questions. Although the remaining
three participants did not answer interview questions during a face-to-face interview,
they provided sufficient information about their first semester experiences. The

interview contained 46 main questions. Sub-questions and probing questions were
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also asked to explore the emerging issues during the interview. Interviews were
completed approximately in 90 minutes. The main interview questions in the Study 11
interview protocol are given in the Appendix B and sample questions are represented
in Table 3 and Table 4 for both Study Il and Study 11 below:

Table 3.3 Sample Questions for Study 11

Do you think you had sufficient theoretical and practical

Teacher knowledge in the teacher education program?
education _ _
program Do you have any suggestions to make teacher education program

more effective?

What did you feel when you first appointed to this school?

Work condition  How did you handle children coming from differing socio-
economical background?

Do you have mentor teacher? How does mentoring process

work?

Support ] )
What could have been done to lessen your problems in your first
year of teaching?

3.2.5.3 Study 111

Study Il was conducted at the end of the first year of teaching of the participating
beginning teachers in order to clarify how their perceptions, satisfactions, and views
of practice of their profession have changed at the end of their first year of teaching.
Interview protocol for Study 111 was a combination of Study | and Study Il protocols.
Two instructors from ECE program and one instructor from Elementary Mathematics
Education program conducting similar studies investigated Study Il's protocol and
made minor changes for the Study I1lI's interview protocol. In Study I11 the researcher
was able to reach all of the participants and conduct face to face interview. She
traveled to eight different cities and to several surrounding towns to conduct face to
face interviews with 12 participants. Four participants were interviewed in Ankara

during their visit. Table 4 represented sample questions for Study I11.
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Table 3. 4 Sample Questions for Study 111

What preparation did you have before entering your class?
Teaching practice How did you establish classroom management in your class?
Did you encounter some problems?
How was your relation with director in your first year of
teaching?
Work condition Did you feel pressure on you in your first year of teaching?
Where did it come from?

Do you think you will work as an ECE teacher for long times?

] Does it make you happy? What motivates you to continue as a
Career pursuit teacher?

Was your definition of good teacher changed after this year?

3.2.6 Data analysis

The phenomenological analysis process developed by Moustakas (1994) was used in
this study to analyze the data. Data for phenomenological study consist of long and
in-depth interviews involving an informal and interactive process. Accordingly, the
audio-recorded interviews in this study were transcribed verbatim and written
responses of three participants in Study | were reviewed for completeness before the
phenomenological analysis. The analysis started with highlighting significant
statements that provided an understanding of how participants experienced the
phenomenon, which were expectations of pre-service teachers before entering
teaching profession and being a beginning ECE teacher in public schools. Then,
relevant statements were determined through the horizonalizing process. After that,
the meaning or meaning units were listed from the horizonalized statements. Next,
the researcher removed overlapping and repetitive statements so that clusters and
themes (such as public perception, relationship with colleagues, work status, and
school conditions) appeared. Textural descriptions of the experience was formed

using clustered themes, and meanings and essence of the expectations of pre-service
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teachers before entering teaching profession and being a beginning ECE teacher in
public schools were constructed (Moustakas, 1994). Data analysis process was

monitored by a researcher in the field of teacher education program.

The researcher also included Creswell's (2007) suggestions to analyze the data. First
of all, organized files were created for easier analysis procedure. The researcher read
all the texts, made margin notes, and formed initial codes while highlighting the
significant statements of participants’ experiences with the phenomena. The literature
on Turkish public ECE school contexts revealed limited codes for the analysis.
Research on the beginning teachers’ problems abroad, such as Veenman’s (1984)
review, provided more global codes (such as classroom management, relationships
with parents and assessment) for the analysis. However, since the present research
have addressed a particular educational context with a national curriculum and two
types of ECE public schools, data analysis process has revealed codes emerged from
the contextual issues (such as independent schools and elementary schools).
Therefore, the horizonalizing process employed a combination of pre-determined
codes and emerging codes in order to determine relevant statements. Data were
analyzed through examining the data, categorizing the sets of data, grouping the sets
into similar dimensions, and naming them, while extracting the meaning units. Then,
themes were established. More precisely, detailed textural descriptions of the
phenomenon (expectations of pre-service teachers before entering teaching
profession and being a beginning ECE teacher in public schools) and the setting
(teacher education program, independent and elementary public schools, and the

centralized system in Turkey) were the core elements in this study.

3.2.6.1 Coding

In order to provide dependability, a coding procedure was carried out in this study.
First of all, the researcher coded three participants' interview. Those three
participants were chosen to represent several views of participants as one of them
expressed her first year of teaching was amazing, one of them expressed that she had
terrible experiences in her first-year of teaching, the last one expressed rather neutral
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experiences. After coding these three participants' interview data, the researcher
discussed the initial codes with a researcher experienced in qualitative

methodologies.

The researcher also asked a doctoral candidate in the Department of Elementary
Education at METU to code the data as a second coder. Then, the rest of the data
were coded based on initial codes with some room for modification. Reporting the
inter-rater agreement might not be enough to reflect process of training the coder and
the coding process. Precisely and straightly explained coding procedure can ensure
the quality of the reliability of research (De Wever, Schellens, Valcke, & Van Keer,

2006). Therefore, the coding process of the both coders is explained here in detail.

The researcher briefly summarized ECE teacher education program and ECE setting
in public schools to the second coder. She did not share initial codes with the second
coder. Rather, they studied on the pilot study interviews. The second coder openly
coded the first pilot interview. Then, they compared their codes to see the
commonalities and differences between their codes. The agreement on codes were
quite low, which was about 51% as calculated by Holsti’s (1969) method which is
described in detail in the Trustworthiness section. Low agreement mainly stemmed
from using different names for the same codes. After discussing the meaning of the
codes, agreement level increased to 80% in the coding of the second interview.
Finally, in the coding of the third interview, they reached almost a total agreement.
After that, the researcher and the second coder started to code all data separately and

the inter-rater reliability ended with a total agreement for all the coded data.

The unit of analysis determines how the overall discussion is to be broken down into
manageable items for follow-up coding procedure according to the analysis
categories. The choice for the unit of analysis plays an important role on the accuracy
of the coding and to what extent data reflect the true content (Hearnshaw, 2000).
Different studies choose different units of analysis depending on their contexts. The
unit of analysis in a study might be units of meaning, a complete message,
combination of meaning and message, sentences, or whole discussion in some
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studies (De Wever, Schellens, Valcke, & Van Keer, 2006). Similarly, Merriam (1998)
stated that a unit of data is any meaningful piece of data which gives the smallest
component of information. In this study, participants' responses to the interview
questions were examined, and a sentence, couple of sentences, or whole paragraph
was found to be meaningful pieces among the data. Therefore, a chunk consisting of

meaningful expressions was selected as the unit of analysis.

3.2.6.2 Trustworthiness

Validity and reliability are the core elements to be considered first while conducting a
research. Although validity and reliability play pivotal roles in both qualitative and
quantitative studies, they are different concepts in two different research traditions.
Merrriam (1998) argued that regardless of the research type, validity and reliability
would deal with careful attention to the study's conceptualization and the way in
which the data were collected, analyzed, interpreted, and the findings were presented.
However, there is no consensus on using quantitative research terminology such as
reliability and validity in qualitative research. When quantitative researchers speak of
research validity and reliability, they are usually referring to distinguished concepts;
however, these terms are not treated separately in qualitative studies. Instead, the
terms credibility, transferability, and trustworthiness include both reliability and
validity. Quantitative research’s quality is mostly determined by reliability and
validity, whereas quality in qualitative research depends on the ability and efforts of
the researcher (Golafshani, 2003). In qualitative research reality is not single,
objective, and fixed waiting to be discovered. Rather it is holistic, multidimensional,
and ever-changing in its nature. In this sense, qualitative research focus on people's
construction of reality since the primary instrument of data collection and analysis is
human beings. When reality is viewed in this manner, internal validity becomes
strength of qualitative research and in order to ensure credibility, a researcher should
use triangulation, member checks, peer examination, and participatory research, and

address researcher's bias (Merriam, 1998).
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The extent to which the resulting descriptions or relationships are valid in qualitative
studies depends largely on four criteria namely objectivity, reliability, replicability,
and systematic coherence (Rourke, Anderson, Garrison, & Archer, 2000). The
assumption underlying the search for objectivity is simple. The way we perceive and
understand the world of empirical reality is depended on us (Kirk & Miller, 1986). In
other words, objectivity refers that a truth or independent reality exists outside of any
investigation or observation and researchers try to uncover this reality without
influencing it in any way. However, the process of investigation itself would affect
what is being investigated especially in the social sciences. In this sense, a realistic
aim for the researchers is to remain impartial to the result of the study, acknowledge
their own preconceptions and reflect them as unbiased as possible (Smith, 1983). In
short, objectivity refers to the extent to which categorization of sections of transcripts
is subject to influence by the coders in the context of qualitative analysis and the
primary test of objectivity in qualitative studies is inter-rater reliability, defined as the
extent to which different coders come to the same coding decisions on same content
(Rourke et al. 2000).

One of the assumptions underlying reliability is that there is a single reality and it
will yield the same result with repeated study (Merriam, 1998). Researcher’s position
within the group being studied, participants selection and information about them,
data gathering, and the social context in which data gathered should be explained in
detail. Therefore, the researcher enables readers to understand methods and its
effectiveness thoroughly (Shenton, 2004). The researchers’ position, audit trail, and
triangulation are strategies to establish credibility. Bogdan and Biklen (2007) do not
suggest use of the term “triangulation” since it results in more confusion than it is
assumed to clarify. They suggest explaining the use of different data collection
techniques, different data collectors, or different data sources in detail rather than
imprecise and abstract term triangulation. Considering that terms such as reliability,
validity, and triangulation have several approaches in the qualitative research
paradigm, the quality of the research in this study was described by adopting Bogdan

and Biklen’s suggestion.

55



The present study employed Holsti’s (1969) coefficient of reliability in order to
measure percentage agreement among the two coders as it is recommended more.

The formula is given below:
PA=2A/(nA+nB)

where “PA stands for percentage agreement. A is the number of agreements between
two coders, and nA and nB are the number of units coded by coders A and B,
respectively. This measure ranges from .00 (no agreement) to 1.00 (perfect
agreement)” (Neuendorf, 2002 p.149)

As it was explained in the coding section in detail, first, codes were discussed with a
researcher experienced in qualitative research and conducting similar studies in order
to ensure the reliability. All interviews were initially coded individually by the
researcher. Then, the second coder and the researcher worked on the pilot interviews.
When they reached a reasonable consensus on the codes and coded chunks as
calculated by Holsti’s (1969) formula, they started to code the actual data. Finally,

they came together and compared their codings and they reached a total consensus.

Another strategy to validate result of qualitative study is replicability. It refers to
recording the exact methods, rules, and procedures so that another researcher can do
the same thing and draw the same conclusion. Providing the materials for such
replication will enable readers to understand and evaluate what has been done.
Replicability is not only applied to see whether research measures are reliable.
Rather, it is an entire reasoning process used in producing conclusions. Further
research would be able to duplicate the data and follow the process to reach previous
conclusions. Replication is only possible by reporting the study in sufficient detail so
that researchers can evaluate the procedures followed and methods used (King,
Keohane, & Verba, 1996; Merriam, 1998). Researchers are required to provide
sufficient detailed description of the research context to enable readers to compare it
with their research and transfer findings and conclusion to other situations (Shenton,

2004). Parallel with Shenton's (2004) suggestions for transferability, research

56



context, recruitment of participants, the data collection methods, and the time period
of the study were discussed in detail. In so doing, researcher aimed to provide
detailed information about the process to enable other researchers to repeat the

current study.

Researcher brings a unique perspective to the qualitative research. In this sense,
researcher should ensure as possible as that the findings are the result of the
experiences and ideas of the informants instead of preferences of the researcher; that
is, confirmability for reducing researcher biases. There are a number of strategies for
enhancing confirmability. The researcher should document the procedures for
checking and rechecking the data throughout the study (Shenton, 2004). Ensuring
replicability and confirmability is similar in this study since researcher explained
underlying reason for choosing particular methodology, provided detailed
methodological description, and discussed its strengths as well as weaknesses. After
providing detailed methodological information, the next step is the audit trail which
IS a transparent description of the research steps taken from the start of a research
project to the development and reporting of findings. These records are used for
examining the data collection and analysis procedures and making judgments about
the potential for bias or defect in design (Shenton, 2004). The present study
employed audit trail for ensuring the confirmability. A researcher from Elementary
Education Department monitored the research findings step by step and authenticated
the findings of study. Finally, in order to maintain the trustworthiness of this study,
data were collected over an extended period of time: Before the beginning of
teaching, middle of first year of teaching, and the end of the first year of teaching.
Other strategies to ensure trustworthiness were debriefing sessions with the
supervisor and thesis committee members; peer scrutiny in international conferences;
and member checks during interviews restating or summarizing participants'
responds as the researcher sent transcripts to participants in order to allow them
critically analyze the transcripts and comment on them. None of the participants
disaffirmed that the transcripts did not reflect their views, feelings, and experiences.

Researcher had a strong rapport with the participants since she had been their
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academic advisor through their undergraduate education in the ECE program. In
order to comfort all of the participants during the interviews, researcher ensured the
confidentiality with consent forms of ethics committee. She also indicated that she
was interested in their ideas and there were no correct answers for the interview
questions. The participants were interviewed in their homes or where they felt

comfortable in talking about their experiences.

Another strategy to increase trustworthiness of present study was to employ inter-
coder agreement to decrease the amount of inferences that the researcher made.
Beside, direct quotations were used to decrease the amount of inferences that the
researcher made. Rich and thick description of the study including teacher education
and public school context was provided and previous research in the literature was
used to assess the findings of the study.
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CHAPTER 4

FINDINGS

This study is a phenomenological research in which the meaning for several
individuals of their lived experiences of a phenomenon is described (Creswell, 2007).
The purpose of this study was to scrutinize the pre-service early childhood education
(ECE) teachers’ perceptions and expectations before entering the teaching profession.
Moreover, the current study aimed to investigate beginning ECE teachers’ challenges
in their first-year teaching and how they coped with these challenges in the national
curriculum context. In order to investigate the lived experiences of first-year early
childhood teachers in public schools, first, their expectations for their profession
before they began teaching were sought by interviews conducted at the end of the
teacher education program. Then, positive and negative experiences they faced
during their first-year teaching were investigated through interviews conducted at the
end of the first semester and the second semester they taught. Their experiences
covered a wide range of areas including teacher education program, physical,
educational, and administrative conditions in public schools, and curricular
requirements of public schools. Specifically, the following research questions were

sought in this study:

1. What are the perceptions, expectations and concerns of beginning early
childhood education teachers before they start their profession?

2. What are the experiences of beginning early childhood education teachers

during their first-year teaching in public schools?

a. What are the problems of beginning teachers during their first year

teaching?
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b. What is the origin of their problems?

c. What are the positive experiences of beginning teachers during their

first year teaching?

3. How do beginning teachers cope with the problems during their first-year

teaching?

As it was explained before, data collection proceeded in three phases in this study.
Study I's findings were represented separately as it solely focused on pre-service
teachers’ perceptions and expectations of their future profession. However, Study 11
and Study II’s findings were represented together since they both were about
beginning teachers’ experiences in public schools. In order to prevent possible
confusion quotations were represented as “P1-S2” or “P8-S3” where “P” is referred
to participants and “S” is referred the study (Study II or Study III) which mentioned
quotation stated. The quoted participant expressions were selected as representative

of the perspectives or experiences stated for a specific issue.

4.1 Study |

Study | documents 16 pre-service ECE teachers’ expectations of their future
profession. Their expectations are clustered around their perceptions of the

profession and expectations about the school and classroom contexts.

4.1.1 Perception of Profession
4.1.1.1 Being an ECE teacher
4.1.1.1.1 Importance of ECE

The term perception is difficult to clearly define. For the purposes of this study, it is
defined as participants’ expressions of a positive or negative perspective concerning
being an early childhood education (ECE) teacher. Their reflection upon the teaching
profession concentrated mostly on importance of ECE and difficulties of being an
ECE teacher.
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The findings of this study revealed that 12 participants out of 16 were not aware of
the importance of ECE until they started to study in the teacher education program.

P11 explained how her perception has changed throughout her college education:

“I was not aware of the importance of ECE when I first started (to
study) in the department. We took ‘Child development’ and

‘Introduction’ [to ECE] courses, then I realized its importance”. (P11)

All of the participants recognized the importance of ECE after taking classes that
were setting a basis for the following years. P14 summarized its importance with the

tree and root metaphors:

“It is important since it sets the basis of our life. It is just like a root of
tree. Early years are rooting time for young children. If we plant roots

properly they will be a complete tree”. (P14)

Participants explained the importance of ECE with different viewpoints ranging from
cognitive development to being less dependent in life. P10 pointed out a pivotal role

of early education on cognitive development:

“We have seen in all our courses that education starts as early as
birth even in the mother’s womb. Moreover, brain development occurs
in early years and affects children'’s whole life to a great extent. This

is why 0-6 years are emphasized so much.” (P10)

P6 believed that having early education would help children to become more

independent:

“If we enable children to manage themselves or give them the
opportunity to meet their needs, they would not be dependent on

someone. Rather, they would live as individuals in the future.” (P6)
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4.1.1.1.2 Difficulties of Being an ECE Teacher

The participants identified difficulties of being an ECE teacher including physical
and mental exhaustion. The former was related to tiredness. The latter stemmed from
feeling considerable responsibility to educate a vulnerable group of humans and
feeling extensive pressure to be responsive, fair, and sensitive to all children's needs
all the time. ECE classes do not have breaks as upper grades which causes isolation
for ECE teachers in schools. Eleven participants expressed that it was especially

difficult for teachers working in whole day classes:

“You do not have a social environment. [You have to be with the
children the whole day.] Teachers cannot even eat [lunch] with their
friends in whole day programs. They have to eat with the children.
There should be a substitute teacher so that full day class teachers

can eat their lunch in dining hall with the other teachers”(P13).

Working without break is even harder in all day programs with a young age group
such as 3-year-olds. P8 addressed non-stop teaching as the hardest part of being an
ECE teacher:

“We have to spend all day with children without a break. It is worse if
you are teaching a younger group. We do not have lunch or a coffee

break since we cannot leave children even for a moment.” (P8)

All of the participants felt emotional pressure due to the nature of the teaching
profession. Being objective all the time and a good communicator as a teacher were
difficult for P16:

“You must always be socialized and careful. It gets tiring in time. You
must listen to people carefully, understand what they mean, give the
right feedback, give the right answers, and communicate properly. We
are human beings so we might be angry, unhappy, or disappointed.

However, teaching is a profession where you are not allowed to show
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your emotional challenges.” (P16)

P14 approached the difficulty of teaching young children from a psychological
aspect. Being an appropriate model and responsive to children were demanding
responsibilities that she was afraid of making a mistake:

“It is a difficult job since all my actions are observed by children. I
might think that | have behaved normally to children but they might
totally misunderstand and be deeply affected. You need to be very
careful about what you are saying all the time. You might think it is an

ordinary thing but it may affect children's subconscious minds.” (P14)

On the other hand, P5 mentioned both the intrinsic and extrinsic rewards of being a
teacher and addressed that teachers overrated the difficulty of their jobs. She stated
that working conditions were not too bad for teachers in Turkey if they worked in a

public school:

“You observe what you taught to children [in their behavior]. You are
free in your class. Which occupation can provide this kind of thing for
you? Teachers always complain about working conditions, but they
have several holidays. There is always a holiday in public schools. We

need to take that into consideration [the positive aspects].” (P5)

4.1.1.2 Public Perception of Teaching Profession
4.1.1.2.1 Underestimation on ECE

Pre-service teachers used to be exposed to negative reactions from people about their
profession when they first entered the ECE program. All of the participants claimed
that many people had the tendency to underestimate teaching young children as a
profession and they even did not accept it as a profession in general. This situation
made pre-service teachers frustrated, and they started to question their choice of

profession even though they willingly started. P12 stated:
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“When I say I am an ECE teacher, people say 'What are you doing?
Just playing! Why are you studying five years? Are two years not
enough?' | really get angry. Even though | willingly chose teaching

young children, I doubted my choice at first.” (P12)

P2 compared the status of teaching with other professions and found no difference
between being an ECE teacher and being a teacher for higher grades. Teaching was
considered an easy occupation while other professions got high salary, seemed to be

more complex, and were considered more prestigious:

“It is not different than any other teaching profession since society
considers it as an easy occupation. It has been this way for years in
our society that you are valuable if you have the title of engineer in

front of your name which means you are successful ”. (P2)

P16 explained how she doubted her profession due to a negative reaction from

people, but then both her perception and public perception have changed in time:

“It affected me very much. First, I chose the department [ECE]. As 1
said it was not considered as an occupation. In general their reaction
was ‘Ohh! After studying five years are you going to be a nanny? You
are going to be a nanny with a certificate.’ I was really disappointed
in the beginning. Then, as | studied | recognized that I am occupied
with a serious job. I do not know whether it was because of a change
in society's perception or not. | do not feel like that anymore, but |
doubted at first if I would really be a nanny.” (P16)

Participants’ negative feelings about being an ECE teacher were decreased with the

help of positive experiences in the practicum course. P8 explained this process:

“You are influenced by the environment. I was thinking that I was

going to look after children in the beginning. My perception was

negative at first and then it got better as | saw my accomplishment
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with children.” (P8)

Six participants addressed the influence of parents rather negative perceptions about

ECE on their profession and how unaware the parents were about the ECE:

“People s unawareness generates quality problems in early education.
If parents would really be aware of [the importance of] early

education, they would have tried to increase the quality” (P3).

This negative perception on their profession motivated P14 to fight with perception

and improve the field of early education:

“I do not believe that teachers get respect as much as doctors or
engineers, yet sometimes being oppressed motivate people to fight for
a better world. For instance, it works for me reversely. | think we can
create a beautiful environment for children. We will improve the field

of early education and we will train society about its significance”.

(P14)

4.1.1.2.2 Increasing Attention on ECE

All of the participants addressed the change in society’s attitude towards ECE and
they appreciated this change. The tradition of early education in Turkey has not been
long. It has just lasted to 90s which urged to Ministry of National Education
(MONE) to increase schooling rate of ECE and participants were satisfied with the
latest improvement in their forthcoming profession. P13 addressed the growing

interest on early education in society parallel to the recent efforts:

“It has been changing. When we first entered the program people
used to underestimate early childhood education but people are not
like that anymore. It has changed even more recently. People,
especially parents, started to realize that it is good and important.”
(P13)
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P9 believed that people from high socio-economic status would give more priority to
early education. Although the majority of parents seemed to be concerned with their

children’s education, they needed to be informed about the importance of ECE:

“People graduated from university and having high socio-economic
status really understand its significance and monitor their children's
education closely. On the other hand, another group of parents send
their children to school but still do not know how to support their
children's early learning. | think they want to get information about

early education, yet could not find people to receive help.” (P9)

4.1.1.3 Issues with Motivation of Pre-service Teachers
4.1.1.3.1 Desire to Develop Children and Making Difference

All of the pre-service teachers expressed that their main source of motivation was
intrinsic, not extrinsic. Pre-service teachers wanted to make a difference and be
satisfied with the accomplishment in their profession. Being accomplished meant
helping children to reach their full potential both academically and personally:

“If I see my effect on children, I will be motivated. | think it is a highly
motivating job. | was really happy when children were happy in my
activity, even in the practicum course ”. (P15)

P7 claimed that no other occupation could provide satisfaction as much as teaching

young children:

“You are motivated with this job since you see how children are
shaped in your hand. I love this part [of teaching] the most. Any other
occupation could not provide this to you. You might only experience
[such a satisfaction] while raising your own child. I think there is no

sense of satisfaction like this.” (P7)
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4.1.1.3.2 Personal Fulfillment and Dispositional Motivation

All of the pre-service teachers defined love of children as an essential characteristic
of being a good teacher. This might be related with their source of motivation since
13 participants identified their personality as well-suited to be teachers and love of
children was a part of their personality. Being with children and sharing their ideas

were sufficient to motivate P8:

“Children are so innocent that their purity [cleans] you. In my last
practicum a child cried madly. | asked him why he was crying and he
said ‘I forgot my watch at home; my mom will forget to take me from
school." I really like the way they are thinking. They are so innocent,
so you can forget all other things and your tiredness with their

innocence.” (P8)

P11 believed that being with children also helped her stay young by its dynamic

structure:

“It is enjoyable and it will keep me young. I will be a child when I will

be 40, which makes me happier. This cannot be found in any other

occupation. In contrast, people lose their energy. I love its dynamics.’

(P11)

Both physical environment and workload of ECE was more attractive than an

ordinary job for P6:

“This is the kind of job where every day is different. We do not need to
sit all day at a table and look at the same file. We are dealing with

children, so we will experience something new every day.” (P6)

Some of the participants had been motivated for years to be a teacher since it was

their dream from childhood like P16:

“Becoming a teacher has been my unique dream since elementary
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school. I really like teaching something to people or to get a right
answer from them. This is why | postponed my graduate study to
become a teacher. I wonder what will happen when | work as a
teacher.” (P16)

P1 complained about material payoff but immaterial satisfaction covers lack of

material reward in teaching profession:

“It does not satisfy materially but it is intrinsically satisfying. It is
difficult but enjoyable and funny... I laugh a lot with the children.
They are cute and funny. It is more enjoyable for me to work with

children rather than [working with] adults.” (P1)

4.1.1.3.3 Anticipated Loss of Motivation

Fourteen participants expressed their fear of losing motivation as the years would
pass since it was not always possible to sustain their enthusiasm without breakdown.
Participants have observed burned out teachers in their practicum course. They were
afraid of losing their enthusiasm like the teachers since they witnessed that teachers
could continue their profession without much effort after getting a teacher position in

public schools. P13 was concerned about how to handle a demoralizing situation:

“I am afraid of losing my idealism. I sometimes get suspicious about
my idealism and ask myself ‘If [ could not perform what | am planning
now’. Would | be just concerned about April 23 shows if I work in
private school or would I just want to drink coffee with other teachers
while children are sleeping in public school. These doubts really
frighten me.” (P13)

Similarly P12 was negatively affected with the example of unmotivated teachers:

“I feel like a child when I am with children; thus, I feel like it is for

fun instead of work. At least I felt in practicum course like that but I
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do not know what will happen when | become a teacher. Teachers
sometimes complain about their job ‘I came [to school] again and |
have to deal with these children.’ I am really angry with them. What
are they doing? Ultimately, you have fun while making children have
fun. It must be that way if you like your job. 1 hope I will not be one of
those teachers.” (P12)

P13 addressed how educating young children would be difficult in a whole day
program. However, getting immediate response for what they had done motivated
preservice teachers to endure long working hours:

“OK! It is very enjoyable and very good but it becomes tiring
especially in private schools from 8 o’clock to 5 o’clock. However,
you can observe what you have done quickly. You do not need to look
at the score of children, rather it is observable in children's behavior

which is more satisfying.” (P13)

Seeing changes in children's behavior is not enough for P16 and she needed to be

supported to sustain her motivation:

“Definitely I am going to be motivated, if | get positive feedback from
parents. If parents recognize improvement in their children’s behavior,
I am motivated. Support and appreciation from administrators would

motivate me as well.” (P16)

4.1.1.4 Lack of Practice in the Teacher Education Program

All of the participants were satisfied with their teacher education program; however,
they all stated that they were likely to have problems in their future career since the
teacher education program did not provide sufficient practice opportunities. Fifteen
participants expected to have difficulty in implementing what they had learnt in the
teacher education program in a real classroom context when they entered the

profession. P10 mentioned the theory-practice gap issue in teacher education
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program:

“We learnt the perfect style of education but there is reality that we
meet in school. I believe all my friends think the same way that things
are very different in schools and you can find yourself in a situation
where what is written in books is not helpful to solve problems in the

class with children.” (P10)

Theory-practice gap was even deeper for the participants of this study since the
language of instruction was English at METU, the entire course books were written
in English, and they were not related to the Turkish educational system. P14 pointed
out how the teacher education program was far from preparing pre-service teachers

for the problems of the Turkish educational system:

“There is no need to go to remote areas since | realized that it is not
possible to find appropriate conditions even in some parts of Ankara.
To tell the truth, we are not familiar with Turkish context since we
never discussed it in our courses. We always studied the American
context which has already developed, but Turkey is a developing
country and we would feel more prepared for the undeveloped

conditions if we had seen the Turkish context.” (P14)

After studying all of their classes in English for four years, pre-service teachers
seemed to be distant from Turkish cases. Although they all planned to work in public

schools, they did not look over Turkish ECE curriculum:

“We have such a funny habit that we were always interested in and
read our [course] books so we did not investigate MONE's curriculum
ever. It is a big drawback. We are living in Turkey why don't we
investigate it. Ultimately, it was prepared by expert people in the

field.” (P5)
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Participants claimed differences in their practicum experiences based on the
cooperating schools. While some of them closely worked with cooperating teachers,
some did not. They did not learn much practice in university, and they tried to
compensate for this drawback in the practicum course. However, the lack of support
from mentor teachers, who were supposed to guide pre-service teachers about the
expected and unexpected situations in the class, did not help participants much. P10
was challenged by her mentor teacher to calm down a child having temper tantrum

without any support:

“One of the children in practicum course had a temper tantrum. He
cried and kicked floor 'l hate school and I will never come back here
again'. The teacher made me deal with him and added: "You can have
this kind of child in your class. What should you do?'. However, what
could I do? It was my 2" week and I did not know that child. I tried to

calm him down but I could not accomplish it.” (P10)

Timing of the practicum course limited the range of experiences that participants
would benefit from. P9 offered an ongoing practicum course instead of having

practicum for a long time with intervals:

“We have been discussing about going to a practicum course for an
entire two weeks rather than a day in a week. We went to practicum
every Wednesday and their program is always the same on
Wednesdays, so we just observed the same activities over and over
again. Besides, it is getting boring in time; we could not observe
different activities.” (P9)

The existing structure of the practicum course also brought classroom management
problems for the participants as P6 claimed. She offered a three-month practice to

make practicum more efficient:

“If we conducted practicum course in summer for three months, it

would be more efficient since | would try to teach children something
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now but they would forget us by the next week. Additionally, children
do not take us into consideration seriously when we go to the

practicum school only one day in a week.” (P6)

Participants had the last practicum course in independent public schools. Therefore,
they did not have any experience with the processes in the preschool classrooms

located in elementary schools. P16 pointed out this limitation in teacher education:

“I want to have a practicum course in an elementary school to see
how things are going on and how teachers work there. | had an
opportunity to see an elementary class when | was in vocational high
school. As | remember, it was quite different than an independent
school. | want to have practicum in [an elementary school] with my

current knowledge.” (P16)

Moreover, the practicum course was conducted in schools serving education to
middle and high socio-economic status families, which limited participants’
experience in educating children coming from low socio-economic status families.
Almost all of the participants were planning to work in public schools where teachers
might be confronted with children from low socio-economic status families or even

from poverty. P5 confessed her incompetence for teaching such a group of children:

“I really do not know children coming from low socio-economic status
(SES). 1 do not know how to teach them. Of course! I will teach them,
but it would be hard. It is even worse if | will meet low and high SES
children in the same class. It would take some time to get used to this

situation for me.” (P5)

4.1.1.5 Career planning

Pre-service teachers’ future plans and career decisions were uncertain when Study |
was conducted since most of the participants were waiting for Public Personnel
Selection Examination (PPSE) to be appointed in public schools. The PPSE did not
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require participants to have a predetermined score. Candidates were appointed based
on their scores ranked from highest to lowest and the quota that the MONE
determined. Therefore, getting higher scores increased the likelihood of being
appointed to a public school. For this reason some of the participants were attending
Test Preparation Centers (TPC) in order to prepare for the PPSE. The number of
public schools that the teachers would be appointed to and their locations were also
unpredictable, and it would be announced several times during a year by MONE.
MONE did not announce any vacancy in the beginning of Study | and participants
felt stressed due to their indefinite future plans. Working in private schools would
also be stressful for participants as those schools’ contracts would be loaded. All of
the participants were nervous about their future plans to some extent and P10
reflected pre-service teachers' tension while deciding on their career path because of

the requirements:

“There are many unknown things waiting for me in the future. | do not
know where | am going to work. It is a huge gap and everything will
become definite according to where 1 would work. If | signed a
contract with private school and I realized that I could not be happy
in there, then what would happen? Feeling the obscurity is definitely

annoying ”. (P10)

Participants had three practicum courses in private schools and one in public schools.
Their experiences both in public and private schools played a major role in shaping
their career plans. Based on their observation in public and private schools, 15
participants out of 16 were planning to work in public schools. P11 mentioned about
ECE teachers’ chance in the PPSE:

“It depends on our score in PPSE. We graduated in a strange time yet

we did not study enough [for the examination]. It is a great chance

since there is a rumor that the score will decline dramatically and we

would be appointed with 60-65[out of 100] points. | hope I can benefit

from this opportunity. All my friends said ‘I wish we had such an
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amount of vacancy for our department. ” (P11)

Participants’ preferences concentrated on job security, income, freedom at work, and
less parental pressure. P5 compared public and private schools’ conditions from

several perspectives and summarized attractiveness of public schools:

“Definitely, I will work in public schools since you do not have
additional responsibilities in public schools other than teaching
children. For instance, you need to satisfy parents in private schools
and work to present your class beautifully. I want to feel free and
public schools are more flexible. Besides, of course, job security is
better, working hours are less tiring, and people respect you. It is not
the same in private schools based on my observation. Teachers are

beaten down and lost in private schools . (P5)

Pre-service teachers’ negative feelings towards private schools were strengthened
after conducting job interviews with the private schools. Low salary, excessive
workload, and long working hours were primary reasons for not working in private

schools. P12 summarized her job interview in a private school:

“I said I wanted 1100 Turkish Liras and | also wanted to study master.
They were bargaining for paying less but it is difficult to even support
yourself in Ankara with 1100 [Liras]. [...] Therefore, it is not
reasonable to work in private schools since you can get 1700 [Liras]

in public schools with several means.” (P12)

Small schools were more concerned about financial issues since their existence only
depended on the number of students they had and their only financial support came
from children. P14 argued that small private schools’ educational policy was

meaningless:

“When I went to a small private school for a job interview, they
warned me that | should never forget that this school was a business.
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If I am going to work in this institution, | do not need to be a teacher
with five years of experience. It is enough to know how to
communicate with parents then | just need to linger away my time
with children. [...] After listing their rules in order, they also added
their eccentric working hours: from 8 to 7. All the people have
claimed that you cannot improve yourself in public schools but it
depends on your effort. You can study master and get permission to
join seminars. Therefore, public school is the best place to improve
yourself.” (P14)

Working in public schools also had some disadvantages due to the laws that teachers,
especially in remote areas, should complete a certain amount of time period before
they could move to another city. The exceptions for this law were health problems
and marriage. MONE used to provide privileges to teachers who were studying for a
graduate degree. However, as many teachers started to study master’s degree, MONE
decided to terminate this privilege. P6 was planning to study master’s degree and

therefore, she had to work in private schools located in Ankara:

“MONE terminated privilege for the master s degree since most of the
teachers tried to abuse it in order not to go to remote areas. I am
planning to study master’s degree while I am working as a teacher.
Thus, | have to choose to work in private schools. However, working
in private schools is more difficult... The only reason to work in

private schools is to continue my education.” (P6)

Pre-service teachers also had certain concerns about working in public schools. The
most important concern seemed to be being appointed in remote areas where schools
suffer from lack of materials and contextual problems. Moreover, remote areas
sometimes lacked fundamental survival facilities, such as electricity and running
water. On the other hand, private schools were generally located in city centers and
they had sufficient materials. Yet, teachers did not have freedom in private schools
because of administrators’ interference. P15 explained her concern for working both
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in public and private schools:

“I am afraid of working in deprived areas with bad conditions [in a
public school]. People frighten me saying °‘if you work in private
schools, administrators put pressure on you and you will stand on a

knife’s edge.’ I do not like having such fears in my profession.” (P15)

Not only deciding where to work but also lack of knowledge about procedure in
public schools made pre-service teachers worries. They were uncertain about what
they were supposed to do in a public school when they would be appointed. P3

expected ambiguous working conditions:

“I do not know how things are going on in public schools. Who should
I ask if I need something? Is the administrator going to listen to me if
I want something? He is the primary respondent in school. | have no
idea about how classroom needs are met. | am going to be like a fish

out of the water.” (P3)

Some of the pre-service teachers were having trouble choosing between public and
private schools. P11 was confused about her choice since both private schools and

public schools have their own advantages and disadvantages:

“I think condition in public and private schools are in a balance. |
want to work in city center since | want to carry on my social life with
joy. Moreover, [institutionalized] private schools provide ballet,
swimming, and theater courses, but public schools cannot provide
these facilities. As such, sometimes | am thinking private school then
change my mind to work in public school. I do not know exactly what

ITwant.” (P11)

Being a teacher was not the only career alternative for the ECE graduates. Five of the
participants were uncertain about being teacher since they were planning to study for
a master’s degree to be an academician. P7 was one of them and went back and forth
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between two options:

“I would be happy and excited to be a teacher if | planned on being a
teacher for four years. However, | also want to be an academician. |

’

cannot give up [being an academician]and I also want to be teacher.’

(P7)
4.1.2 Pre-service Teacher’s Expectations of Teaching Profession

4.1.2.1 Expectations of School Contexts

ECE program at METU generally focused on developmentally appropriate practice.
All of the participants wanted to work in schools where physical conditions were

appropriate for children. P15 explained her dream school to work:

“I want to work at a school with a garden in which there are animals
and flowers. | really want to have vegetables and fruits in the garden.
The corridors are full of plants and children's works. There must be

enough space for both children and teachers.” (P15)

However, fifteen participants were planning to work in public schools and they were
well aware of the narrow circumstances in public schools. All of the pre-service
teachers mentioned their anticipation of poor standards in public schools. Their
expectations were limited to have a classroom for ECE, since it was common to be
appointed to a school as an ECE teacher where an ECE classroom did not exist. ECE
teachers needed more materials than upper grade teachers since young children
would not know reading and writing; and therefore, education should be carried out
with visual materials and several toys. Fourteen pre-service teachers were optimistic
about the material shortage in public schools before entering the teaching profession
and they expressed that material shortage would not keep them from conducting
educational activities. Using cheaper materials or making easier activities would

solve the problem according to P1:
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“I have never been in remote areas but what I have observed at
schools in Ankara and the other big cities located in the western part
of Turkey was that conditions are not perfect. We learned that easily
applicable teaching may not require expensive materials. | do not

expect to struggle due to material shortage.” (P1)

Similarly, P2 was optimistic on material shortage and she asserted that material
shortage in MONE schools would not affect her teaching since she had an alternative

solution for it:

“We generally worked with waste materials, so we know how to use
materials. Our instructor mentioned a project about an ECE class
without toys. If I cannot find any toys, | will implement that project or

we can make our toys. Shortage is no matter for education.” (P2)

P4 further argued about overcoming all material shortage with her creativity and

waste material:

“It depends on your creativity. Teachers should think about what they
can do rather than complaining ‘I cannot find material.’ Teachers can
alter activities according to what they have. Only 5% of activities
cannot be implemented because of material shortage and 95% can be
performed.” (P4)

On the other hand, P7 explained how material shortage restricted educational

activities in her practicum class:

“There is no glue. No glue! Each class can take two glues in a week.
When it was finished, the teacher did not bring glue in class and did
not conduct activities. It happened in my practicum course that the
teacher planned an activity but she could not conduct it without
materials... For this reason I want to find moderate materials at
school.” (PT)
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Problems in remote areas sometimes went beyond lack of material and contextual
issues. Remote areas consisted mostly of the ethnic population in Turkey with their
own culture, language, and tradition which were unfamiliar to participants of this
study. Pre-service teachers, who were planning to work in public schools, were ready
to accept the diversity that they might encounter in remote areas, provided that the
place was safe to live in terms of terrorist activities threatening people’s lives in
some remote areas. P12 accepted all the difficulties present in remote areas except

for terror:

“I have never been in the culture of remote areas. | do not know their
life style. I have no experience about their lives; still I believe that |
can adjust myself to their lives. However, if | suddenly find myself in a
class in which children do not speak in Turkish, honestly I do not
know what to do. | have heard of such places and | am worrying
about that. Despite this, I am planning to go to remote areas provided
that the area is clear from terrorist activities... Children would be so
different than what | am familiar with and | need to be tolerant to
diversity”. (P12)

Another concern participants mentioned was about the curriculum. The first ECE
curriculum was issued in 1994. After that, MONE has changed the curriculum in
2002 and 2006. Yet, the changes had not reached some teachers. P8 was planning to
use a plan published by the book providers before beginning to work as a teacher,
although MONE required teachers to prepare plans parallel to the characteristics of
the children:

“We have already prepared an annual plan, thus | do not expect to
have trouble with the MONE curriculum. Moreover, plans are ready
for teachers since schools arranged published plans for them [from
publisher].” (P8)
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4.1.2.2 Relationships in School
4.1.2.2.1 Relationships with Administrators

Ten of the participants approached the relationships in schools in a tangible manner
that they would first try to understand administrator’s way of thinking before
demanding something, because this would be necessary to predict an upcoming

reaction. P4 prepared herself for the undesirable condition:

“First of all, it is necessary to analyze administrators’ reaction. It is
really important since they might be intolerant people and refuse even

my most crucial request. They may say ‘there is no need for it’... It is

highly possible.” (P4)

P6 thought that the relationship with the administrators would also affect her

relationship with parents:

“Administrators’ attitude is important because eventually they will
introduce me to the parents. Therefore,[relation with parents] depends

on how much administrators trust me as a teacher.” (P6)

All of the participants acknowledged the superiority of administrators in a school as
long as they would be provided with respect and freedom in the school. Their
concerns about the relationship with administrators ranged from fear to bias. P3

reflected her concern about relations with administrators:

“Eventually administrators are my superior if they order me to do
tasks, I would try to fulfill them properly since things should be run in
this way without doubt. I do not expect to have trouble about obeying
orders; however, | hope they do not try to oppress me or abuse my

inexperience.” (P3)

P13 argued that administrators’ superiority had a certain extent. She was expecting

administrators’ interference and she was ready to stand against administrators for the
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favor of children and her ideals:

“If [ work in a private school, of course they will restrict me. I know
they will always warn me: ‘You should do it in this way,; you must do
it in that way’. However, if I disagree with their ideas, I will definitely
tell them. 1 do not want to teach children anything that I do not

believe.” (P13)

Pre-service teachers did not take any courses about school administration and
MONE's legislation; therefore, they were uncertain about how things would happen
in public schools. For this reason, P11 did not know her rights against the
administrator since she did not know the boundaries of administrator’s authority and

she made some interpretations based on her observations in the practicum course:

“I am uncertain about to what extent administrators can interfere in
my class. | do not know the MONE legislation. For instance, can
administrators enter my class without permission and question me?”

(P11)

4.1.2.2.2 Relationships with Colleagues

Another important relationship participants mentioned was with the colleagues at the
school. P16 emphasized the pivotal role of the relationships among people in schools

to motivate teachers:

“Interpersonal relationships influence teacher s motivation more than
physical conditions. For instance, you might work in an inconvenient
condition, but when your administrators encourage and support your
initiations, you will be happy. On the other hand, you might work in
an excellent condition, yet you are not free in your class which is

terrible, and I do not want to work in such a place.” (P16)
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P7 observed quarreling among teachers in the practicum office and she believed that
having positive relationships with the colleagues would strengthen the quality of
education. She was planning to establish a positive relationship in her school, yet she

was ready to change her approach depending on the reactions from her colleagues:

“It is better to have positive relations since our field requires
cooperation so that we become stronger. | am planning to be nice and

share my activities but what can | do if they do not? | need to break off

my relationship.” (P7)

Public school teachers are paid by the government and their teaching activities are
financially supported by the government. However, private schools support
themselves and need to satisfy the parents with their children's education, which puts
a considerable pressure on teachers and creates a competitive atmosphere. P8

claimed that competition and jealousy was more excessive in private schools:

“Especially in private schools, teachers deviated from the main point
and compete with each other particularly in art activities. It was the
same [competition] in our class but it is more obvious in working life.
Everybody tries to undermine their colleague so it is important whom

you are working with”. (P8)

Administrator’s attitude towards teachers could also change the competitive

atmosphere into cooperation. P9 expressed an example from her practicum school:

“In my last practicum school, teachers came together and watched a
movie about the imagination of children. | really liked that and | want
to work in such a school. Of course, there is contention in all work
places but | want to work in a school where conflicts are minimized by
administrator's effort. I want to work in a cooperative place where 1

can be happy and make people happy by using all my potential.” (P9)
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4.1.2.2.3 Relationship with Parents

Collaboration with the parents was an important issue for the participating pre-
service teachers. Therefore, P11 emphasized the importance of getting respect from
parents to prevent unpleasant interruptions in her teaching. She believed that teachers

had the power to shape the direction of relationships with parents:

“Teachers need to behave professionally and should be careful about
even their clothes and manner. Teachers can prevent parents’
disrespectful behavior by treating them professionally. Otherwise, they
have to deal with annoying details coming from parents rather than

educating children.” (P11)

P8 explained which certain manners teachers should have in order not to lose

parents’ respect:

“Personality, appearance, and communication skills, all influence
relationships with parents. A teacher should have dignity and should
make a difference with her manner. Some teachers are too eager to
please parents; this is why parents treat teachers as a caretaker as

those teachers are relying on parents' words.” (P8)

Participants’ views about relationships with parents were also influenced by their
experiences in the practicum. P7 was negatively influenced by how her cooperating

teacher discriminated against parents:

“In a university-based early education school, the teacher was very
respectful for faculty member parents. Then, other parents working as
a worker at the university came to class, but the teacher did not care
about them at all. It was so bad and | cannot forget it. Teachers must

treat all parents respectfully”. (P7)

83



4.1.2.3 Classroom management
4.1.2.3.1 Feeling Incompetent

All of the participants’ primary concern before they started to work as a teacher was
classroom management. They felt incompetent in gaining children’s attention to
conduct daily activities in a peaceful atmosphere. They claimed that the classroom
management course and the practicum courses in the teacher education program were
not helpful in providing them with the knowledge and skills of classroom
management. Participants’ negative experiences in practicum schools strengthened
this concern. Pre-service teachers knew the theoretical aspects of classroom
management procedures but they felt incapable of putting theory into practice since
they did not have practice on real classrooms as the only teacher. P3 explained why

she was afraid of performing poor classroom management:

“It is always said: be attractive, find interesting activities, make
seating arrangements in this way, stand in this way, speak in that way.
Yes yes! | already know what | should do. | do not know how to do
that.” (P3)

All of the participants expressed lack of practice in teacher education programs and

P16 specified what exactly she needed in practical knowledge for managing a class:

“It was difficult for me to gather children’s interest to do activities on
a table when they were scattered around. In practicum schools,
mentor teachers asked me what kind of song, poem, and finger play
we knew but we did not learn much at the university. No one told us
“These are finger plays and you will need them in the future.” I wish
our instructor showed us 10-20 finger plays.” (P16)

Almost all of the participants had some negative experience in practicum schools
which resulted in a sense of incompetence. Children in practicum schools were

exposed to different styles of teaching and classroom management methods because
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pre-service teachers from several universities in Ankara were placed in these schools.
Therefore, children became frustrated in following instructions of different student

teachers, as P9 explained:

“Five or six student teachers came to school every week. Children
were puzzled to see us as an authority. It was normal [for the
children] not to listen to us. | had to shout at them. | was really tired
in the last practicum course. The teacher often left the class to me and
the children did not listen to me. There were 20 children in the class.
The teacher told me that I could shout as much as | wanted and |
could not really manage the class without shouting. They got used to it
but it was contradictory to my belief. | felt terrible [when I shouted].

When I have my own class, it should not happen.” (P9)

Children easily realized that pre-service teachers were only trainees in the class and
they might not accept them as teachers. P3 explained the change in children’s

behavior with their own teacher and with a trainee teacher:

“When the teacher comes into the class they become silent but I
cannot make them silent, if the teacher is not already in the class. It

might happen because of being a student teacher in the class.” (P3)

Mentor teachers in practicum schools did not give much help to student teachers in
their last practicum and they generally left the class to the student teachers. As such,
most of the participants associated their problems with not having their own class. P1

expressed her expectations for her future class:

“I was in trouble with classroom management in my last practicum
since the teacher left me alone with twenty five children. I did not
blame myself for the mess in the class but truly I was a bit depressed. |
was worrying about my skills: ‘Is it going to be like this in my class?
Am I going to succeed?’ However, I am going to be responsible for a

class from the beginning so children will accept me as a teacher. | can
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accomplish [to be a good teacher].” (P1)

The negative experiences of classroom management in the practicum classes reduced
pre-service teachers’ enthusiasm to become a teacher. Feeling powerless in classroom

management was the worst among all the problems as expressed by P2:

“I do not want to be a teacher [in the last practicum]. | was exhausted
and | even almost fainted when I came home since | had to shout very
loudly. I was knocking doors to make them silent which made me

depressed. | was really sorry for that.” (P2)

Participants sometimes witnessed negative classroom management practices. Even if
these practices worked in the class, participants were reluctant to implement them.
Rather, they preferred to establish inner discipline of children. P5 gave an example of

an inappropriate practice:

“I have observed in the practicum class that teachers turned the lights
off and children became silent. Ok, they are silent but | do not want to
do that. I want them to realize that they need to be silent. It is
unpleasant to make children nervous in the middle of the activities ”.
(P5)

4.1.2.3.2 Setting Rules

All of the participants mentioned setting rules in a classroom as a condition for
creating an organized educational environment in the class. They specifically planed
to establish rules in the beginning of the semester since they believed that the
semester would continue in the way it would start. Beginning teachers intended to
establish rules in a democratic way by incorporating children in the process of
making the rules. The most widely mentioned method they considered to integrate

children in the decision making process for rules was explained by P2:
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“If the teaching year starts in a chaos, that will affect the rest of the
year so in first days [of the semester], | can say to children: “Let’s
make rules for our class. We should do that, we should not do that.” 1
can offer [these rules] to children. Then | will listen to their ideas. |
mean rules must be established with joint agreement. Rules should be

accepted by children so that they obey the rules willingly.” (P2)

Another strategy to manage peace in class was setting limits, as long as they were

consistently implemented. P10 explained how to set limits:

“Setting limits is also important. If you define boundaries clearly,
children do not go beyond the limits. However, if your limits are
inconsistent, children will try to break limits. You can blame yourself
when it happens but if your limits are clear-cut, no problems would

emerge.” (P10)

P15 recognized that making children have fun and consider their needs and interests

were more effective to keep children’s attention on class activities:

“It is not effective in classroom management to say children ‘Do not
do this! Be silent!” You need to find something interesting for them. [
tried something in practicum course that when children lost their
interest, |1 sang an interesting song then children would become silent

and listen to me.” (P15)

Similarly, P6 offered the choice to children instead of simply sending children to
timeout since having the power of making choices brought positive feelings where
being punished resulted in negative feelings. In doing so, P6 succeeding in

preventing misbehavior in her class:

“I offer two choices: °‘Either you work on the activity with your
friends or you will sit and think nearby, but when you feel ready you

can join us.” Generally they come back saying 'l want to do that '
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when they see their friends eagerly working on something.” (P6)

4.1.2.4 Parent involvement

All of the participants were planning to encourage parents to make activities in class

with their children. P7 explained its effectiveness:

“I really like that one of the practicum schools invited parents to the
class to conduct a science experiment. The experiment was so simple
but children did not know [it] at all. Nothing can make children's eyes
as bright as conducting an activity with their mothers. Teachers
hesitate to invite parents into class but if you are confident with
yourself, your class, and the children, then you can invite anyone to
the class.” (P7)

P15 summarized the rest of the parent involvement activities that pre-service

teachers were planning to apply:

“I want parents to carry out activities with children in the class. Of
course, we will have meetings, and besides | can give them lectures
about what they need. Then, we can go on field trip together and if

possible I would visit their home.” (P15)

Ten pre-service teachers claimed that the most proper time to develop strong,
collaborative parents-school partnerships would be the first days of schools since
parents would never come to school as often as first days. P16 planned to use this

chance to create a base for parent involvement activities:

“Parents might worry about who this woman is and what she is going
to do with their children. Therefore, | would invite them into the class
to do some activities together so that they will be informed about what
their children will do in early education. This is the chance to involve

parents in class activities since they come to school often in the first
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weeks and they are interested in school a great deal. If we work
together on some tasks at the beginning, it would be easier to ask

them to join class activities afterward.” (P16)
P14 wanted to be open in her first meeting with parents:

“I want to clearly explain all my intentions to parents in the first
meeting. | will express to them that their ideas and wishes will be
welcomed in my class as long as we carry out their ideas together so

that we can observe outcomes together.” (P14)

Nine participants were concerned about parent involvement in low socio-economic
status or rural schools due to the lack of involvement of parents in school activities in
these schools. P12 expressed this challenging situation and especially aimed to

involve those parents:

“Although it is difficult in remote areas, | will really try hard to
involve parents in their children's education to enable them to see how

much their children have developed.” (P12)

P9 needed a few interested parents to trigger other parents’ interest for parent

involvement activities:

“I believe that we can conduct parent involvement activities with
some parents who really care about their children's education. After
that, they will affect other families since everybody know each other

and see each other on a regular basis in small towns.” (P9)

Twelve participants believed that parental involvement would be helpful in the
assessment process as they claimed that knowing parents meant knowing children.
P14 expressed being in contact with parents was necessary to diagnose children’s

needs and problems:
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“You spend 6-7 hours with children but everything happens at home.
When children experience something unpleasant at home, they may
become violent or introverted depending on what is happening at
home. In order to understand changes in children’s behavior, we

should conduct face to face meetings with parents.” (P14)

P16 believed that parent involvement activities would also help teachers to get

respect from parents and children:

“I believe that the positive relationship with parents glorifies your
position in the children’s eyes and also it prevents parents from
treating a teacher as a caretaker. | definitely do not inform parents at
the end of the semester. Rather, | prefer to inform parents in an
ongoing process. | am planning to see a few parents each week so that

we both share information about children.” (P16)

Fourteen participants in this study complained that parents treated ECE institutions
as a nursery school and the teachers as caretakers. P3 considered parents' questions

about caring task as a disrespectful behavior to her:

“I am not the nanny of their child thus I do not want to be treated like
that. Many parents just focus on the caring of their children such as
sleeping and eating. | am a teacher and | want to be questioned about

teaching activities.” (P3)

Not all the participants reacted negatively to parents’ questions about caring of
children. P4 established empathy with parents and claimed that she understood their
concerns. She believed that it would be normal for parents to question teachers’
caring practice if they did not know what to expect from early education. In this

sense, teachers would be required to make parents interested in curricular tasks:

“Teachers complain all the time: ‘Parents just ask: Did she eat? Did
she sleep? They do not consider other things at all.’ Teachers need to
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establish empathy with parents. If | were a parent, | would be curious
about that. However, | would use their interest [as a teacher] in

caring tasks as a strategy to make them aware [of curricular tasks]. It

depends on the teacher.” (P4)

4.1.2.5 Assessment

All of the participants were enthusiastic about using assessment techniques that they

learned in the teacher education program, as illustrated by P5’s expressions:

“I imagine myself while taking notes. It is so interesting and modern.
It will be a great pleasure to read them later, besides, we can share
them with families and it would be valuable for children. I have a
portfolio from early education but there is no written document in it...

Moreover, if | do not write small notes, | will not remember what

happened in the class later.” (P5)

Eleven participants were concerned about how to keep an anecdotal record while
conducting activities and dealing with children since it required the complete

attention of the teacher. P13 thought about writing important events in the class

during the after-class hours:

“At the end of the day, I will write an anecdotal record since it is
difficult to write it simultaneously while conducting activities. | am
planning to write anecdotes on the way home, otherwise I forget.”

(P13)

All of the participants expressed that they would use observation, as an apparent
assessment tool. P16 claimed that she would also use asking questions to assess

children’s learning:

“Most probably, | would observe children. I will also ask questions to

children especially for assessing cognitive development. I will even
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assess social skills by asking questions. I will not ask directly, rather 1

will ask without being noticed.” (P16)

Thirteen participants planned to implement portfolio as an assessment tool due to its

chronological usage:

“The portfolio is the most important assessment tool for me to keep
children's works and it enables us to see children's development week
by week and even day by day. You can simply put children’s picture in
September and then you put in a picture in June. After that you can

see how children develop step by step. Thus, the portfolio is going to

be my assessment tool. ”’(P15)

One of the main concerns of participants in assessment was how they would monitor

children’s learning. P7 wondered if she would be able to see accomplishment of her

educational goals:

“Ok, we are having fun but I am basically trying to teach something. I
want to learn whether they learn or not. If they have not learned, |
want to support them so that they would not get lost as they will start

school next year.” (P7)

Assessment practices in practicum schools, however, did not turn out to be educative
for participants as cooperating teachers considered assessment mostly as completing
the paperwork required by the MONE. P4 experienced the following:

“My mentor teacher asked me to fill the MONE assessment forms and
told [me] it was not important. Actually she was a good teacher but
her assessment style was weird for me. However, it is a general

attitude for all MONE teachers. Are we going to be like that? | hope

we will not.” (P4)
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4.1.3 Summary: Beginning Teachers’ Perceptions, Expectations and Concerns

about their Future Profession

Study | aimed to reveal pre-service ECE teachers’ expectations of their prospective
profession. It appeared that their expectations were driven by how they perceived the
profession, how society perceived the profession, and their experiences in the teacher
education program. The pre-service ECE teachers seemed to believe in the
importance of their profession in several perspectives. They claimed that ECE helped
children in becoming easily socialized, cognitively well-developed, and independent
individuals in the society. However, they expressed that teaching young children
would be both physically and emotionally difficult due to the nature of their future
profession. Their responsibilities would be higher than upper grades’ teachers
considering the age of the children they taught. All these factors increased the
expectations of people from ECE teachers, and participants felt more pressure to
meet those expectations.

The public perception of ECE did not match with the pre-service teachers’ perception
of their profession. All of the participants experienced negative reactions from the
society to some extent. People seemed not to take being ECE teacher seriously since
it was treated as an easy occupation that did not require specialization and
professionalism. Receiving constant negative reactions from society affected
participants' initial perception of their profession negatively during their teacher
education studies and they even felt regret to choose it at the beginning. When public
perception changed distinctly during their college education with the help of growing
interest towards ECE in the governmental level, they felt positive changes in public

perception and their negative perception for teaching young children diminished.

The primary source of motivation for their profession for the participants was the
love of children. They were also motivated with the nature of being ECE teacher
since it was a dynamic and enjoyable job. However, pre-service teachers observed
unmotivated teachers in their practicum courses and they started to afraid of losing

their current motivation.
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Pre-service teachers evaluated teacher education programs and all of them declared
that they had qualified education. Still, they criticized it in some respects. Their
primary criticism was lack of practice. Although participants had four practicum
courses throughout their education, they still argued that they did not feel ready for
teaching young children alone in their classrooms because of some of the limitations
in the practicum courses. They further argued that the distance between teacher

education program and MONE resulted in lack of essential practice.

Participants were aware of many difficulties in public schools and ready to contend
with those difficulties. The most expected problems were material and classroom
shortages in public schools, but they seemed highly optimistic and enthusiastic to
overcome these shortages for the favor of children. Participants were also afraid of
being appointed to remote areas since all teachers were required to work in remote
areas for a certain time in the MONE system. Unfortunately, remote areas suffered
from safety and structural problems and pre-service teachers were not familiar with
these issues. The culture of most remote areas was not also experienced by the

preservice teachers.

All of the pre-service teachers appreciated the importance of having positive
relationships with administrators, colleagues, and parents; however, they witnessed
some negative circumstances in their practicum schools and they were aware of
negative relationships that might emerge in the workplace. They planned certain
strategies in order to manage negative circumstances in case they would emerge. All
of the participants’ primary concerns in terms of relationships in schools were mainly
concentrated on the relationship with the administrators, because they observed in
practicum schools that administrators’ decisions considerably affected teachers’ lives.
Moreover, they observed several quarrels among teachers due to competition. Still,
they planned to have positive relationships with their colleagues. Finally, pre-service
teachers aimed to treat parents with respect to establish an effective relationship with

them.
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All of the participants expressed their fear of not being able to manage class. They
felt unprepared and associated this situation with lack of practical training in the
teacher education program. They planned to start their teaching in the beginning of
the year with setting rules to establish a peaceful classroom environment, yet they
believed that rules would work as long as children are involved in the decision
process. As such, pre-service teachers stated that they will set rules with children to

provide them empowerment.

The participants emphasized the importance of parent involvement and its benefits,
and accepted that teachers needed to organize parent involvement activities.
Unfortunately, several participants believed parents treated ECE classes as nursery
schools. Teachers’ responsibility in this situation would be to increase parents’
awareness and make them interested in curricular activities, not only in caring issues,
by establishing positive relations with parents. They all planned to make parents

come to class and conduct activities with children.

Finally, pre-service teachers emphasized the importance of assessment and they
planned to implement some of the assessment techniques in their teaching practice.
Participants stated that without assessing children's development, teachers would not
be able to determine whether their teaching practice was effective or not. Their most
common preferences for assessment techniques were portfolio, anecdotal records,

and observation.

4.2 Study I1-I11: Beginning Teachers’ Experiences in Public Schools

Study 11 and 111 documented the experiences of 16 beginning ECE teachers working
in public schools in their first year through the problems they encountered in various
contexts as well as positive instances, and how they have handled certain issues in

several contexts.
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4.2.1 First Years of Teaching in National Curriculum Context

In the present study, all of the participants worked in public schools and their
problems mostly originated from MONE's system. As such, findings will be
represented starting with topics that are specific to the Ministry of National
Education (MONE) in order to represent the research context better. Beginning
teachers faced some problems right after their entrance in the profession and they had
additional problems during their first-year of teaching. Two participants were
appointed in schools in which ECE classes did not exist, two participants were
appointed to schools which were still under construction, and several participants
suffered from other infrastructure problems. The following section presents the

problems participating beginning teachers faced in the public school system in detail.

4.2.1.1 Infrastructure Problems in Public Schools

There was a great attempt to increase the schooling rate of early education at the time
of the study. Yet, as it was emphasized before that there has not been long ECE
tradition in Turkey. Infrastructure problems seemed to be mostly generated from lack
of this long history. In 2009, more than 15 thousand teachers were appointed with the
aim of increasing schooling rate for the ECE. For this reason, the majority of
beginning teachers were appointed to the schools which were unprepared for the
ECE. Infrastructure problems in MONE emerged in two different ways. In first case,
schools were ready and children were already registered, but teacher appointment did
not take place. In the other case, teachers were appointed but schools were not ready.
Infrastructure problems created a drawback for beginning teachers as they had a
negative start in profession. For instance, P3-S2 was appointed to a school which
actually needed three teachers, thus she had to work with 56 students in her first

weeks:

“I felt so alien. I felt as if I did not know anything about early
childhood education. [...] I was the first and only teacher appointed

to school but 56 children were registered. Parents wanted to send
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their children since they paid for that... There was no cupboard,
crayons, paper, pen, and books. I did not know the school and there
was no one to guide me... | had to spend the following two weeks
alone with 35 children in an unorganized class. It was not a pleasant
start for me, I even thought of quitting”. (P3-S2)

Eight participants encountered with severe infrastructure problems in their schools or
classes and were disappointed due to those problems. The biggest problem was the
lack of ECE classrooms in the schools. Being appointed to a school suffering from
infrastructure problems increased the inconvenience of being novice in the

profession for P6.

“At first, we were 4-5 teachers with 60 children in class because
school had not been finished. For this reason, we did not have one to
one communication with children. As you can guess, how could
teachers conduct an activity in such a context? It was a tiny class.
Thus, my first days were in chaos. | was unlucky about that issue. My
first days were not good. It was not what | expected or wanted
because | supposed that | would have a class. | was expecting to begin
teaching with 20-25 students [...] It continued until November. I
started to work on September 30™ and | did not have class for a
month.”’( P6-S2).

P1 said she was ready for deprivation in school during the interview for Study I;
however, she could not guess deprivation of school. She just confronted with a
construction area. Although infrastructure problems could be characterized to remote
areas, they also emerged larger cities. She was surprised with what she had

encountered and complaint about slow procedure of MONE:

“My school used to be a high school. They tried to alter it to a
preschool. When | arrived in school it was a construction field. We

needed to start teaching on Monday but they said 'We are not ready at
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all and it is impossible to finish in 1-2 months.’ There was no school.
[...] It has been known that this school is going to be built on June but
contract has been signed on at the end of August. How could it be
possible to build a school in a week? It is impossible. Procedures
should be carried out faster. If our administrator had not been eager,

it would be postponed to the second semester.” (P1-S2).

P15 shared same class with another teacher for two months and this situation largely

blocked educational activities:

“There was a classroom with almost 30 children. It reached 40 at the
end. We shared that classroom together with other teachers for a
couple of weeks. There was not a second classroom. Administrators
said 'One more classroom is going to be ready. Just hang on for a
while." After a while we could not handle it. Besides, parents were not
satisfied with this chaos. We separated class into morning and
afternoon classes for a month and covered up in this way... Almost two
months were in a chaos, then, it settled down. We could not even apply
annual and daily plans for a month. We could not adopt in order to

solve disorganization.” (P15-S2).

4.2.1.2 Non-curricular Tasks

Findings of the study showed that infrastructure problems in schools triggered further
problems. Considering the lack of cleaning and substitute staff in school as
infrastructure problems, non-curricular tasks would be the primary problems
originated from infrastructure problems. Being ECE teacher would include both
curricular and caring tasks. Teacher education program prepared candidate teachers
for curricular tasks such as teaching mathematics, science, or conducting art projects.
They were also prepared for caring tasks during four practicum courses such as
changing clothes of children or feeding them. However, teachers were not ready for

non-curricular tasks. Beginning teachers found themselves in a situation that they
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were responsible for cleaning the class, heating class with stove, and preparing food
for children due to lack of cleaning staff. P13 explained how non-curricular task

affected her teaching in a negative way:

“It affects my teaching negatively since I spend an hour to prepare
stove and | have to leave class so often. I could not control children
and something may happen to them while I am dealing with stove.
Therefore, they just sit until 1 finish firing the stove but I talk with

them just like a circle time conversation. ” (P13-S2).

Non-curricular tasks made beginning teachers discouraged in the long run. Those
tasks even caused crisis for novice teachers in the beginning of their profession since
curricular tasks were already difficult for them. Teachers were not ready to fulfill the
cleaning work and feeding children and they found these works humiliating. Then,
they started to question their profession. After five years of college education,
sweeping floors and cleaning the classroom disappointed P2 and she began to dislike

her profession although she was ambitious at first:

“There are two carpets located multiplex and children stumble upon
carpet and fall down. | have to clean class and no matter how much
effort you spend, class does not seem to be clean. After, 1,5-2 months |
started to think that | do not want to do this job. Am I sure that | want

to be a teacher? I was really disappointed” (P2-S2).

When teachers asked for help for the non-curricular task, their request was not
welcomed by administrators. They did not want to deal with another expense since
schools were not allowed to take fee from parents except for early education. In
remote areas, schools could not even take fee from parents for early education and
they could not afford to hire cleaning staff. P13 expressed administrator’s reaction

for her demand:

“There was a carpet but it was in a terrible condition. It was covered

with dirt and mud. I asked to one of the administrators ‘I want to have
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them clean.’ He replied me ‘You can do whatever you want unless you
ask us for money.’ School is like this. Administrators are uninterested
but they do not interfere either. When | cleaned class they said to me
You can throw whatever you want. You can organize as you wish’.
Actually, it suits me. They do not interfere. | am free but they do not

help me materially in any way.” (P13-S2).
4.2.1.3 Material Shortage in MONE

MONE provided basic materials to schools such as child size furniture and toys.
There was also need for additional materials, especially stationery materials, in order
to carry out activities in ECE settings. In general, schools gathered little amount of
monthly fee from parents to meet those expenses; however, in some schools parents’
socio-economic status was very low that they could not afford to pay for even this
little amount. Nine participants suffered from material shortage to carry out
educational activities and they spent money to overcome lack of material. Beginning

teachers spent their own money in order to provide material for the children:

“I sometimes spend half of my income [for materials].When we first
entered this building, there was just the building and furniture. There
was nothing else, neither toys nor stationary materials, nothing! For
this reason we needed to get our hand on this issue. Not all the people
behaved the same way though. MONE gave me approximately 530
lira allocation when | started to work and | spend it for stationary
materials. I visited stationer and toy shops. I asked “I am teaching
this school and we need some materials. Could you help us?' I sent e-
mails to larger corporations in city centers: 'l am working in such a
school and we could not meet our needs.' In this way, | established a

classroom environment similar to a city center classroom.” (P6-S2).
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P14 was able to provide some materials yet she could not provide advanced materials

which she needed for her teaching practice:

“Our books are not qualified. 1 bought several book series from
TUBITAK. To tell the truth, there are no qualified books in our
bookcase. [...] Besides, I want to have better musical instruments. [
want to have Orf instruments but there is none. | bought and took to
[class] and children really like those kind of things... | want to have a
microscope or telescope. |1 would take the telescope to the upstairs
and we could investigate. It is dark in the evening. We could observe
the [sky].” (P14-S3).

Beginning teachers could not meet all of the material needs for 15-20 children in the
class without their parents’ support and some particular materials could not be
substituted with the teacher's effort. P12 expressed that she could not teach some

concepts due to lack of material:

“I asked to take money [from parents] in the first semester. The
administrator said "We should not attempt to do it because parents
cannot afford.” Then we had to [take money from parents] in the
second semester. | photocopied worksheet of one of the publishers but
if there was something about color, each child would say something
different due to black and white [colors]. | could not understand

whether they learned or not.” (P12-S3).

Material shortage would also appear in a different way. Although it was uncommon
to be appointed to an unfurnished class, P1 could not find basic materials including
tables and chairs in the beginning of the school year. They postponed educational
activities for a week in the school and tried to keep children busy without conducting
activities. Then, parents began to suspect the school’s effectiveness and their children
became out of control. They had to conduct art and school readiness activities on

floor. P1's experiences were a representative example of how material shortage
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influenced teaching practice in school:

“Our tables did not come to school. We did not have table in class. We
could not do anything. Parents started to ask 'Are there going to be
art or literacy activities?" We could not cope with [parents] also
children were about to be out of control. If we could not counteract,
children would lose control. We had to make activities on floor then

tables came one week later.” (P1-S2).

Sometimes material shortage was the result of preserving and storing problems.
MONE provided sufficient material to participants’ ECE classes. Yet, schools were
unable to protect to those materials. Elementary classes consisted of only blackboard
and desk; however, ECE classes included interesting materials and a cozy
atmosphere. Therefore, ECE classes attracted students from upper grades. P4

mentioned how she found the class in an elementary school:

“Many toys were delivered in previous years... Doors were opened
and upper class students entered and disarranged. Materials were not
new. Early education class was quite messy. We organized it.” (P4-
S2).

Beginning teachers have been learning for four years that ECE classes consisted of
corners such as science, drama, math and play. As such, they believed that classes
were supposed to have those corners and felt drawback when they worked in class

without corner as stated by P10:

“Of course I wish I could have drama or science corner but there is
not. | wanted to have class with corners. It seems empty now. We try to
fill it somehow. The biggest problems appear in free play time.” (P10-
S2).

Beginning teachers worked for school improvement and made school environment
better with their own effort. P2 founded library in her school with the help of the
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province governor and the administrator appreciated her endeavor. Then, he tried to

help her whenever she needed:

“[Administrators] said that he would support teachers as long as they
worked. Besides, library was established in school and they

sympathized to me because of that.” (P2-S3).

P7 communicated with an industrial factory in a local district and found sponsor to
fund the gym in school; however, her administrator did not appreciate her attempt to

improve the school’s standards.

“One of the sponsors furnished the floor and wall. Another one
bought particular 2-3 tools. The other one invested money to school
account... My problem was [lack of support]. After spending such an
effort you wanted to be appreciated yet there was no [appreciation]

even everybody took credit for themselves.” (P7-S3).

Lack of material sometimes originated from the administrator’s attitude towards
ECE. Elementary school administrators did not have ECE background and their
unfamiliarity sometimes caused material shortage. Even though local governor
granted materials to ECE classes, the administrator in P4’s school sent them to the
upper elementary school since he believed that ECE classes were not the places

where experiments would be carried out:

“For instance we had experiment tubes. Administrators removed and
placed them in laboratory, although local governor gave them to us. |
said "We are making experiment with them'. The administrator was
surprised: 'Experiment! What are you doing?' They do not think that
ECE setting is not an important place for science and mathematics

activities. They have no idea.” (P4-S2).

Not all administrators’ attitude was negative toward ECE. Sometimes they gave
special importance to early education and tried to solve the material shortage
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problems. P8 got help from administrator to overcome lack of material:

“There was no toy and stationary material at first. In any case parents
did not [support financially]. You cannot take [money] in any way. It
was even hard to find students. Then a benevolent donated 2000 Liras
to our school and the administrator spent 1500 Liras for my class.”
(P8-S2).

Although independent ECE schools had rich materials compared to elementary
schools, they struggled to provide an appropriate environment and material. Schools
had to support themselves financially; therefore schools’ financial condition mostly
depended on administrators’ skills to balance educational activities and running
financial requirements. MONE provided buildings, basic materials, and pay for
teachers’ salaries but it did not take part in renewal of materials and renovation of
schools. Independent schools served whole day education and needed to provide
breakfast, lunch, and afternoon breakfast for students. In order to provide these
facilities to children, schools had to hire additional staff for cooking and cleaning
which created other expenditures for schools. P1 explained how schools were
helpless to provide an appropriate learning environment for children even though

both teachers and administrators strive for it:

“I said before I have material problems. It is the same now. So many
toys were broken and torn. School does not have much finance. We are
serving whole day education and we take 103 Liras [from parents]. It
is not enough. It is spent for food and cleaning... This town is rich but
we experienced many problems to get donation for school. I mean we
could not take anything from anybody. We need 15-20 thousand Liras
for landscaping. The project is ready for sand pool and playground
but It has not built yet.. Honestly we receive nothing from MONE. |
mean this school is run by monthly fee and administrator's effort. No

other [finance]. Thus, there is lack of material and toys.” (P1-S3).
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4.2.1.4 Inspections in MONE

Administrators were primarily responsible for inspecting beginning teachers,
yet they seemed to have restricted knowledge on ECE. They were supposed to
investigate teachers’ plans but P14 claimed that her administrator was not aware of
what she was doing:

“He does not investigate it. | think it is a waste of paper. He just signs

it. He does not read at all. He never asked "What did you do?” (P14-

S3).

Beginning teachers were also inspected by MONE’s inspectors two times in their
first year of teaching. The first inspection was only for guiding and the second one
was the real inspection. Unfortunately, MONE did not have any inspector specialized
on ECE. Thus, elementary education inspectors inspected ECE teachers'
performance. Although ECE and elementary education would be similar in some
respect, ECE had exclusive features and needed to be investigated and evaluated by
an inspector who had knowledge on specific characteristics. Lack of knowledge on
ECE made inspectors to expect the same responsibilities with elementary teachers,
although some of them were unnecessary for ECE teachers. For instance, lesson
schedules did not exist in ECE classes since daily schedules in ECE were non-
discrete, which meant there were no lessons in ECE classes. An inspector insisted on
a lesson schedule and P2 could not persuade him that there was no need for this
paper work:

“I said | did not need it, so I did not prepare lesson schedule. He said
‘Government speaks with documents’. | said 'ECE teachers cannot
enter one class and not the other classes. It is different that we [ECE
teachers] have to be in the class all the time. It is meaningless to
differentiate first lesson and second lesson.” He still wanted me to

prepare that document.” (P2-S2).
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P16 believed that there was a conflict between expectations of inspector and the

characteristics of early education:

“I was warned that 'Your authority was not good, your children are
too free.' I did not know what kind of class they were expecting but
they found my class too free. They warned me that “You need to do
more things in terms of authority.” I did not know what he was
expecting. Children were sitting on their chairs during Turkish-
Language activity, | was asking questions and children replied. Some
of them got up and wandered around and sit again. Did he expect
children to stand still? It is not possible to make children sit in a same
position such a long time. He perceived that as a lack of authority. |
do not make children involve in my activity with force if they do not
want to be involved. My practice is that 'Ok! You can silently sit that

corner and deal with these activities without making noise.” (P16-S3).

MONE implements centralized national curriculum. An inspector investigated P12’s
practice according to this centralized curriculum and criticized her due to the lack of
home visits in her teaching practice without considering local circumstances. In
general, parents' SES was quite low in this study and they lived in single-room
houses. In some situations, beginning teachers even hesitated to interact with fathers
due to local cultural norms. P12 felt uncomfortable in a small room with the

existence of the student’s father and did not go on home visits.

“The inspector said 'You did not visit homes." All of the fathers were
staying at home and mothers were working in potato fields. They lived
in a single room heated with stove. You could not say I’ will visit you.’
How could I say ‘I will come to you and discuss condition of your
child’ while their husband was staying at home? Then, I decided to
make home visit activities in summer. Then, inspector sent an official

notice thar I did not make any home visits.” (P12-S2).
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4.2.2 Supports for Beginning Teachers in MONE

The following sections report the findings for beginning teachers’ perceived needs
and received supports in the public schools. The issues with mentor teachers are

reported separately as a form of received support.

4.2.2.1 MONE Legislation and Seminars

MONE had a detailed legislation for the induction of first year teachers in public
schools. The induction period consisted of three phases. Basic training phase aimed
to inform candidate teachers about public employees’ minimum common
qualifications. Preparatory training phase focused specifically on candidate public
school teachers’ profession and necessary skills that they must adopt for teaching and
make them ready for public schools’ demands. Finally, the induction period was
completed with a practicum phase however; beginning teachers started teaching
immediately after they were appointed with full responsibility as a teacher. Basic and
preparatory trainings demanded more time and they were held on weekends. MONE
inspectors and district managers were responsible for offering those trainings.
Thirteen participants stated that MONE seminars were not effective and helpful:

“MONE district manager just read legislation from power-point.
Besides, it was held in weekends and we could not go to out of town. It
was stressful for us. Thus, I do not find MONE seminars effective.”
(P4-S2).

Only three teachers thought that MONE seminars were effective. P16 expressed that

she learned a great deal of legislation in seminars:

“There were several things that I did not know before seminars but 1
learned them in seminars. Maybe | do not know all of the things and |
may have some missing information but | believe that | learned a
great deal in seminars. At least, I know where | should consult if |
have trouble.” (P16-S2).
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All of the beginning teachers struggled at some degree to understand MONE's
legislation and how to carry out paper work in public schools. P11 believed that
MONE's legislation was complex and it could not be comprehended in MONE

seminars, and she decided to study Open University:

“They tried to explain the legislation in preparatory seminars but they
could not explain everything. They claim that it is impossible to
explain law of public personnel in its full detail. We need to
investigate and find several things but there are tons of information. |
even started to study public administration at Open University just
because of realizing my drawback [upon legislation]. How these
processes are running? What are my rights and how could | seek my
rights? How could it be administered within this job? " (P11-S2).

The complex and unstable nature of the MONE legislation was also difficult to

follow when participants tried to understand it.

“It has been changing all the time. | learn something and it is
changed next time | check it. Besides, its language is difficult to
understand and I could not comprehend everything about appointment
and designation. | try to learn them but as | said it is not possible to

comprehend everything. I mean I have difficulty with it.” (P16-S3).

Beginning teachers’ expressions about their perceived needs in their first year

addressed another person, generally in the position of a mentor or a friend.

“I wish someone could tell me 'You need to prepare these. Look at
these examples. You can keep these files. Firstly, you need to prepare
food list. You should prepare in this way." | solved all these problems
after encountering with them. It was not in an order. | really had
trouble. I learned with trial and error. I could have handle in my first
month not in my 3" month, if I had have help from someone.” (P2-

S2).
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“Paperwork was very difficult at the end of the semester. We have
taken seminars but it was not related with plans and paperwork at all.
Actually, | learned them at seminars but | learned from my friends

that I met at seminars”. (P10-S2).

4.2.2.2 Mentor Teachers

Although there was an official policy in MONE that a mentor teacher must be
appointed for beginning teachers in their first year, 11 teachers did not have mentor
teachers. Five teachers had mentors and they declared that the mentoring process was
considered as a formality by the mentors. MONE appointed teachers in two different
positions: permanent and temporary. Permanent positions were more desirable since
they guaranteed a permanent job status and had more privileges. Temporary positions
did not guarantee the position for the next year and provided fewer rights for the
teachers. Teachers needed to have higher scores on PPS examination in order to be
appointed in permanent positions. In this study 4 teachers had permanent positions
and all of the remaining teachers were occupying the temporary positions. Mentoring
process was under the responsibility of administrators and administrators did not
appoint mentor teachers to beginning teachers who were holding temporary
positions. Only one participant having a temporary position had a mentor. This
situation decreased the possible supports for beginning teachers in their first-year of
teaching. P4 did not have mentor teacher but another teacher who was also newly

appointed had one because of her permanent position:

“Another teacher who was appointed recently has a mentor. She is in
the permanent position. | have asked to the administrator. He said
‘Normally mentor teachers are appointed but you would not have one

because you are in the permanent position ”. (P4-S2).

Mentoring, however, did not always provide the support they needed. P5 pointed out

the ineffectiveness of mentoring process even though she had a mentor:
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‘It does not work. It does not work. I just know my mentor teacher’s
name. Other beginning teacher also just knows her name. She [my
mentor] asks me what a portfolio is. Such a process is running. No
one says anything to you. No one supports you or explains anything to
you. No one cares about you. You have to cope with everything on
your own.” (P5-S2).

As it was mentioned before, participants in this study did not have a course on
operational process of MONE. Thus, participants had limited knowledge of MONE

procedures. Several participants were not aware of the mentoring process:

“Actually we have a mentor since we are in an induction period but 1
do not know my mentor. | think administrator is our mentor because
there is no experienced teacher. We are both temporary position
teachers. | am totally unaware of my mentor. No one has ever

mentioned. I am curious about it.” (P12-S2)

P10 was not sure about her mentor since she was not informed about mentoring
process. She assumed that experienced teachers would be her mentor since she

received help from experienced teachers, although they could not meet often:

“I think morning teacher is my mentor but it is limited, she is
morning teacher and | am afternoon teacher. | barely see her since
she leaves school early. Even if | come to school early, | cannot meet
with her. However, she helped me a lot at in the beginning when we
had a meeting with parents. She arranged everything. | did not know

anything at that time. She wrote agenda items and she made a

presentation.” (P10-S2).

Majority of the elementary schools had only one ECE class. For this reason,
beginning ECE teachers had primary teachers as their mentors. P8 was working in an
elementary school and she had a primary teacher as her mentor, yet she preferred to

have a mentor teacher with ECE background:
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“It would be better if she was from ECE department. Primary
teachers know (only) their field. I think it would not be helpful for us.
However, if mentor is from early education, it would be efficient and |
want to have one. | would benefit from her experiences and she also

would learn new things. It would be great.” (P8-S3).

Sometimes informal mentoring worked better than the formal one when experienced
ECE teachers were ready to help the participating teachers in their schools. Even
though these experienced teachers were not officially appointed as mentor teachers,

they guided beginning teachers in their first year experiences:

“She knows children better. She lives in the same neighborhood and
knows children. She gave me information about children. She gave me
information about both educational activities and the process in
school such as how we can get e-school password. She provided all

kinds of information. She shared all of her experiences.” (P4-S3)

4.2.3 Problems Related to the School Context and Local Conditions
4.2.3.1 Teaching to Low Socio-Economic Status Children

In this study, most of the children in beginning teachers’ classes came from low
socio-economic status (SES) families. Six beginning teachers were appointed to
remote areas and experienced problems related to being inexperienced for handling
the conditions of remote areas. Other teachers also experienced some problems in
local districts. The SES of the parents was even lower in remote areas; therefore, the
toys in their home may not have been as engaging as the ones in school. Some of the
beginning teachers had trouble ending free play since children did not have toys in
their home and did not want to stop playing. P8 was working in a little village in
which the source of income was only based on primitive agricultural production. She

did not want to draw back from other activities but it was difficult for her to stop free

play:
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“[ tend to think that we are not spending an effective time in free play,
however my students really love to play with toys and they do not have
many toys in their homes. Children were excessively fond of toys, even
the broken ones... | am getting a particular [income] and | do not
want to spoil even a minute... In the schools that | had my practicum
in Ankara, children were not like this. They were not interested in toys.
But [my students] are excessively fond of toys. They continuously
negotiate [to play for] 5 more minutes and | cannot resist. They even
forget that they are hungry. If I leave them, they can play all day long.
They have nothing at home. I think it s because of [lack of toys.] ” (P8-
S2).

Children did not have opportunity to experience several events in their limited
environment; hence, they shared their limited daily experiences. Beginning teachers

stated that children could not get a wider perspective in such a limited environment:

“Even their pictures are about barn and cows. One student drew a
picture of me milking a cow. They only draw what they see. [...] I ask
boys 'What are you going to be? Their response is “I am going to be

truck driver or a crane operator.” (P8-S3).

“They do not experience interesting events. The biggest action is to
come to town from the village since even some of the secondary
school children have never visited town. There is a pretty good
children’s playground in town and children talked about it a lot if they
visited there. Sometimes they see a snake while coming to school and
share it with us.” (P13-S3).

Beginning teachers working in remote areas tried to compensate for the students’

deprivation and facilitated their limited life experiences:

“Children do not know what the fruit is. I buy fruits and chocolate for

children. | especially buy fruits that they do not know so that they
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would learn. | ask them what they want to do the next day.[...]
Sometimes | buy cream-cake and coke. We have a party in the class.

Children have not seen such things here.” (P6-S3).

Another problem in remote areas was arrival of students into school in the middle of
the semester when families who worked as seasonal agricultural workers in other
towns move back in their hometowns. In remote areas teachers started with 4-5

children and their classroom population increased in time:

“Students began to come to school on November and December
because they worked as a seasonal worker out of town. Thus, we tried
to bring them school with field scanning and home visits. [Number of
students] increased gradually after November. I mean | did not have
20-25 students at first.” (P6-S2).

Beginning teacher were not emotionally ready to be challenged with poverty in
remote areas. They could not handle it at first and felt depressed. Then, they decided

to change the negative conditions with their own efforts.

“I cried at home a lot. | cried all the time in the first month. Children
came without socks and shoes. They just came with a t-shirt in the
rain. They brought bread with sauce or just bread for breakfast. | was
continuously crying as | observed this, but | realized that | would not
reach a solution by crying. Then, | began to bring bagels, doughnuts
or biscuits for the children. I contacted with institutions, and found
some nutrition help and got some services delivered to the children.

Crying does not solve anything.” (P6-S2).
4.2.3.2 Teaching to Students Who Did Not Know Turkish

Beginning teachers were expecting to have some problems in remote areas yet, their
problems were beyond what they expected at first.P6 determined her priorities for the

local needs since she encountered with children who could not speak in Turkish.
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“90% of five years old classes did not speak Turkish. We could not
communicate. They could not do what | instructed because of
language barrier. In the first place, | already knew that | would
experience problems and difficulties but I did not expect that much. At
least, | expected that they would know Turkish. When | saw that they
did not know Turkish, | realized that a very difficult semester was
awaiting me. Then, | focused on language education because if I
could solve this problem, |1 would solve other problems as well. | just

focused on language education.” (P6-S2).
They had to find their solutions for children who did not know Turkish:

“At the beginning we communicated with body language. Three or
four children knew Turkish. The others could understand but could not
speak. Some of them could neither understand nor speak. | used body

language and showed visual materials... To say “sit down” I showed

sitting.” (P13-S2).

Similarly, P9 gave priority to teaching Turkish since all of the remaining activities
depended on expertise on language. Teaching children who did not know Turkish

required particular adjustments in teaching practice:

“At first we were learning the same song everyday for a week long,
over and over again. Beside, you cannot teach different subject
everyday according to curriculum. When we repeat previous subjects,
they really like studying familiar things. Their confidence increases. It
seems like taking the easy way out but it is not. It really works.
Generally, 1 conduct Turkish-Language activities first. 1 always

conduct it first when they are most attentive.” (P9-S2).
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P13 approached children with empathy to lessen their fear of speaking Turkish:

“They were very shy at first. When | first arrived, | said 'You are
children make a noise, speak, and be energetic. There was a silence.
They did not even speak to each other in free play. It might be because
of several reasons. For instance, they did not know Turkish and they
hesitated to speak Kurdish or Arabic in class. | recently told them run
but they continued to walk. Then | asked one of the children who both
know Turkish and Arabic. 'Could you tell me what ‘run’ means in
Arabic? Your friends do not understand in Turkish. | will say it in
Arabic." He hesitated to say it and | insisted. He replied 'urk' and I
said 'urk, urk.' They all laughed and were surprised.” (P13-S3).

Parents had quite low level SES in remote areas. Most of them were still illiterate
and in this context being a teacher was considered as a high status. Thus, parents
respected and valued teachers to a great extent. P6 tried to get help from parents to

teach Turkish to children:

“Teachers are the most important people for parents in this city. They
fulfill what teachers ask them to do. It is not only for parents. It is
same in this city. | always said to parents ‘It is difficult to teach and be
effective for your child in school unless they know Turkish. Thus, you
need to teach Turkish to your child." One of the parents did not send
her child to school for a week. I thought | received negative reaction
because of suggesting teaching Turkish. I called but I could not reach.
When the child came to school, he could speak Turkish. They did not
send him to school to teach him Turkish.” (P6-S2).

In addition to language problems, there were children migrated with their families
from other countries due to poverty, civil war, or unemployment. P8 had students

from another country:

115



“Five of them were Afghan. At first they escaped from school. | could
not catch them even when | ran after them. They do not know Turkish
properly which is difficult for me. We study our literacy books. | teach
numbers. They have more difficulties as compared to other students.

They need more attention.” (P8-S2).

4.2 .4 Parents’ Involvement
4.2.4.1 Parents' SES and Parent Involvement Activities

In this study, parents' socio-economic status was low in general and parents might
feel insecure in front of teachers due to marked differences between teacher’s
educational level and their educational background. All of the participants behaved
modestly to parents to receive their trust and support. After that, they started parent

involvement activities:

“After 1,5-2 months passed, mothers realized that | really value them.
After that, they started to feel a part of the school. I really liked that. |
am planning to involve parents into some part of my photography
project.” (P2-S2).

Parent involvement activities were shaped by parents' SES in remote areas since
some of the parents did not know Turkish or they used language with a different
dialect which caused a barrier for teachers to communicate with them effectively.
Beginning teachers could not expect parents to come to school and conduct an
experiment or art activities with children if their SES level was very low. P9 stated
that school's monetary expectation set distance between low SES parents and school.

She tried to lessen monetary expectation to lessen parents' distant attitude towards

school:

“They had a fixed idea that if they had gone to school, teachers would
want money from them. Parents' financial status was low and they
could not afford to pay for school. Thus, they avoided to go to the
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school. They did not come to school even when | called. However,
with the help of enjoyable meetings, we showed that we did not call
them to take money, rather we tried to educate their children. They
liked that and began to come to school continuously. Let's say when
we wanted 5 Liras, we also accepted 1 Lira. We did not insist on
getting 4 more Liras since we knew that they could not give more. We

tried to make them warm towards school.” (P9-S2).

In P16's school, parents had relatively high SES and she was able to conduct some of

the parent involvement activities:

“While we were studying occupation, police parents came [to class].
Teachers, nurses, and doctors came and helped about occupation.
Besides that, they helped in social activities to take photo and video.
Some of the parents who were housewives baked cookies and cake.
One of the parents worked in food workshop. We visited her and we
cooked a cookie with children. It was very nice. We visited nurse
parents and learned how to book an examination and how to get
examined. One of the parents worked in the post office. We visited him

and learned how to send a mail. They explained everything.” (P16-
S3).

4.2.4.2 Implemented Activities

Making activities in class with parents was preceding involvement activities among
others for beginning teachers. Eleven beginning teachers invited and encouraged

parents to conduct activities in class with children. P14 implement it in several ways:

“All of the parents involved in activities. Some of the parents
preferred to read books, some of them conducted experiment. They
said about art activities that "We are not creative. You would give an
example and we prepared it at home. Then, carry out with children in

the class.” (P14-S3).
117



Ten participants had home visit activities for different purposes and gained different
outcomes. P9 expressed that parents were hesitant to come to school or communicate
with teachers in remote areas and school's monetary expectation was not the sole fear
that parents had. Rather, it might stem from the gap between their educational
background and teachers’ background. She accomplished to break parents' hesitation

by treating them closely:

“No one came over to school at first. Then we made a meeting and
something happened after that a few parents came to school. Second
semester | went to home visits and | also took their phone numbers
and called them when something happened. They had never
experienced this before and they were really pleased. It would not
[have this much effect] if 1 was in the city center, but they were
pleased. Beside, home visits were very effective. | also welcomed them
when they came to school. | greeted them 'It is good to see you in
school.” It made them feel special. They were not familiar with this

kind of attitude.” (P9-S3).

P15 assessed children’s performance during home visits and tried to know children

closely in their homes:

“I take children's work with me when I go to home visit. I share
interesting work of children with parents. Children show their rooms.
We talk about children's condition at home. We can talk private things
as it is home environment. We cannot talk such a private issues at

school.” (P15-S3).

P14 explained the effectiveness of home visits not only for relationship with parents,

but also for solving the problematic behavior of a child:

“One of the children was very hesitant when she first came to class.
She came to class 1.5 months later. She was very hesitant because of

her late arrival. She was not accepted by her friends at first. |1 spoke
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with her mother and said "We will come to your house and she will
show her stuff." We visited their house. She showed her room and stuff.
She introduced her family. She showed around her house. Then she
became different. It was an immediate change that 'l am an individual

in this class. My friends accepted me and visited me.” (P14-S2).

All of the beginning teachers were planning to conduct activities with parents in
class; however, arranging parents to make activities in class was not as an easy task.
Although both parents and teachers were eager to participate in parent involvement

activities, P1 could not make it:

“I could not invite them and conduct activities together but | was
sending notes when | needed something. | saw them at the door every
day, I was still sending notes. They liked coming to school and
participate in children's activities, but as | said | could not invite them

to conduct activities together.” (P1-S2).

P5 claimed that parents were afraid of conducting activities with children and
hesitated to come to class for such kind of involvement since they realized that

handling young children in class was not an easy task:

“I always [invite them into class] but they hesitate. Actually, they are
not afraid of me. They are afraid of teaching. Seriously, even teachers
[parents] are afraid. One of them is counselor and he wants to come
to class all the time. | say 'Of course you can come; you can simply
read a book'. He immediately refuses. They are afraid of [having
activities with children]. They say 'l hope God will help you’ when
they come to class.” (P5-S2).

The founder of Turkey, Atatlrk, presented a fest to children to be celebrated in April
23 every year. Mother’s day in May and end of year in June were also celebrated as
in schools. Especially in the second semester, teachers worked with parents to

arrange these days and generally prepared shows for the audience of parents and
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families. These shows were considered as parent involvement activities since

teachers were required communicate with parents for preparation of the event:

“We prepared dance-show for mother's day and children sang a song
for their mothers. We also prepared a present for mothers and made a
surprise to them. | had a meeting before April 23 and we also had
meeting at the end of the year to discuss summer activities. You know,

| organized a cinema day. We gathered several times.” (P2-S3).

One of the instructors in the teacher education program suggested to give
responsibilities to parents not just for the several benefits for both parents and
children, but also to lessen burden of teacher in larger organizations such as picnic or

parties. P5 followed her advice during occasional day shows:

“She said ‘Use parents in process. They would support you, not just
for conducting activities. Give them responsibility so that you can
lessen your burden.’ She was right. It was impossible to prepare
costumes. Especially costumes were problematic. All of them
[preparatory works] were arranged by parents including organizing
exhibition hall.” (P5-S2).

P14 also got help from parents while involving them into preparation process:

“I did not experience problems while preparing materials because my
parents helped me. When | prepared plenty of material, 1 drew
template and gave parents a cartoon and they drew it at home. Then

they brought to me.” (P14-S3).

4.2.4.3 Problems in Parent Involvement Activities

All of the participants realized that parent involvement activities they had learnt in
the teacher education program were not easy to implement and required more effort
than what they had first thought. They further argued that those activities were not
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realistic for Turkish culture:

“We learnt several methods such as preparing brochure and sending
notes. However, you need to think on which word you should use to
express your ideas better even to send a two-statement note. It was not
that much easy. | even struggled to prepare simple notes. It is not
possible to prepare a bulletin since if you accidentally use a word that
IS not appropriate in their viewpoint about their children, everything
collapses... [There is a need for] more realistic parent involvement
activities. | think [parent involvement activities] that I learnt were not
realistic. Maybe they are not realistic now. After 5-10 years | would
reach super results but | had difficulty in using them with my current
parents.” (P16-S2).

Several participants were teaching in rather rural areas or close to rural areas where
population was scarce and scattered. MONE provided transportation for children
living remote areas. Teachers could not even meet some of the parents in a year due
to the distance between the school and the homes. Transported education set a barrier

for parent-teacher interaction and made parent involvement activities almost

impossible as P13 expressed:

“I know parents of 4-5 children coming from the same village. | could
not communicate with parents through notes for a meeting. | thought
to visit home and asked to the vice administrator how to do it. He
suggested that | should not go alone as they were living in other
villages and they would organize home visits for me. They did not

organize and I did not go to home visits.” (P13.S2).

Sending notes to parents was also considered as a part of parent involvement
activities yet many parents did not even know reading in remote areas and P9's effort

did not work at all:
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“They did not even study in elementary school. They did not know
reading and writing. Half of them did not know. Children forgot if |
said something to them. I had to send notes every day. Parents did not
know reading and writing. If [the children] did not have sister or

brother, my notes were lost and gone.” (P9-S2).

Parent involvement activities would be considered to involve both mother and father
in developed countries. Yet, socio-cultural barriers prevented beginning teachers to
involve fathers into their children education. P11 could not achieve to involve fathers

and she associated this situation with Turkish culture and religious practices:

“It was always mothers. Fathers were always at work. Moreover,
some of them limited their interaction with woman because of their
religious practices. Whereas, I've always wanted fathers to be
involved... Maybe it is considered shameful in their social context. I
could not break it on any account. | said several times 'You are
expected to join parents meeting together' but they did not come.”
(P11-S3)

Beginning teachers did not always need to communicate with parents. In some cases
grandparents took care of children and teachers needed to communicate with them.

However, age differences caused some problems for P5 at first:

“Parents were working generally as teachers. Children were raised by
grandmothers and it was difficult for me [to communicate with them].
They were quite older than me. Children called them grandmother. |
can also called them grandmother. My grandmother was also in the
same age with them. It was a funny situation that | was trying to
explain something to grandmothers. | entered such a strange context
that | called grandmothers as 'you.' I am a hesitant person | cannot

speak with older people. I called them as madam.” (P5-S2).
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Being relatively younger than the parents also caused some problems. P16 believed

that she had problems with parents due to her young age:

“Our relationship with parents is quite good right now, but at first one
of the parents was offended and left school because | talked with her
in the second rank. Besides, | seem young and parents treated me like
'Ok! She is a teacher but she is too young. She is a young girl." I may
even be in the same age with their sisters. At first, some of the parents
called me as a ‘girl.” Then, they understood that I am not what they
called. I am the teacher of this class and they need to call me Miss. K.
| established that formal relationship in time maybe because of my
age.” (P16-S3).

Home visits did not always yield positive results when the relatively young age of
the beginning teacher was considered. P12 complained about a change in the
attitudes of parents after a home visit activity. They started intimidating the teacher.
One teacher claimed that parents might try to abuse her due to her young age. This
kind of behavior discouraged her to make home visit and set close relationship with

parents:

“I visited three parents. Ok! It is good, but we became like sisters.
They treated me like a younger sister. They might think that I am
young. | do not know, maybe they did not want to use this situation.
Once one of them stopped me while | was driving and put her child in
the car without asking permission and said ‘Can you drive him to [a
place]'. 1 mean, | cried a lot at that time. Ok! I am your child's
teacher but I am not a school driver to take him anywhere [they
want]. After home visits there were some informal treatments. [They
called me] with my first name. Then one of the parents talked to me
and said 'It happened because we felt you close'. No matter how close
they felt, I am their child's teacher. I am not their friend. I do not want
to be treated like that in any case.” (P12-S3).
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Nine beginning teachers send homework to home in order to trigger parents’
interaction with their children, make parents spend time with their children, and
support their learning. Three participants declared that parents misunderstood the
purpose of homework (worksheet) and made the homework instead of helping their
children, although teachers reminded that it was a task for improving collaboration
between the children and parents. They could not prevent parents making their

children’s homework:

“I realized that parents wrote numbers on the worksheet. I sent
explanation clearly that it must be your child own effort, you are just

supposed to guide but homework are still the same.” (P3-S3).

P10 pointed out how parent’s involvement was ignored in public schools in both

administrative and teacher level:

“Attitude towards parents is also important but it is one of the biggest
dilemmas in public schools. Responsibility is not felt due to lack of
authority and pressure. ‘Children are enough there is no need for
parents. We can leave them outside the door.” More or less both
teachers and administrators have this [attitude]. It is very effective
when you meet them face to face, even you can make a difference on
them. It is out of question to skip [parent involvement]. | do not ignore
them. | try to listen to them at least for a few minutes and try to give
feedback.” (P10-S3).

4.2.5 Issues Related with Classroom Context
4.2.5.1 Motivation

In current study motivation refers to beginning teachers’ dedication and commitment
to teach young children and how they sustained their commitment to teach. In this
study beginning teachers were generally highly motivated for being ECE teachers

and teaching young children. Their motivation mainly originated from love of
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profession and love of children:

“I love the love from children the most. It is so nice that they make
something for me of their own accord. For instance, bringing flowers
or drawing picture. It is very nice to think and make something for me
when | do not expect anything from them. When those things
happened, | thought that no one would receive such a chance. |
exclusively attained this chance, only ECE teachers could have it. For
example, one of the children is just 4 years-old and he wrote ‘I love
you.’ For this reason, I felt so lucky and happy.” (P5-S2).

P9 did not expect to be motivated with love of children but as she spent time with

children, she realized that she had a special bond with children:

“Being with children motivates me. Actually, I was not expecting that
it might happen. | was thinking that | would be compelled. Maybe |
think this way because | settle down the class, get used to children,
and I miss them. | was really emotional yesterday. We get used to each
other with children. We become just like a family... Of course, it
happens in time. At first | was bored with children and I was tired
when they could not join the activities. All of them join the activities
now.” (P9-S3).

Similarly, P16 recognized that she changed her feeling towards both her profession

and children:

“It changes slowly. Previously, you view this profession as a
responsibility. As if ‘I am a teacher and I need to go to my duty.’ Then,
it changes in time. You go to school thinking of children ‘What should
we do with the children?’ It is about embracing children. You are
continuously searching for ideas: ‘It is good. Let’s do with children.’

Your attitude changes. Mostly, children motivate me.” (P16-S3).
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Small but enjoyable events always occurred in class and P10 was motivated with
them:

“They come to school enthusiastically. Parents bring them early
because children do not want to stay at home. Children think that I am
sympathetic. Mothers are jealous of me. They said ‘He is talking
about you all the time.’ One of the parents said ‘he asked me why you

do not wear as beautiful as my teacher.’ It has an enjoyable part.”

(P10-S3).

Another primary source of motivation for beginning teachers was observing
children’s development. All of the beginning teachers were suspicious about their
teaching skills before starting profession. In this sense, observing children’s
development in a positive way might have helped them to eliminate the doubt of
their skills and made them feel powerful on their profession. Then, both their

motivation and love of profession increased:

“When children establish a new game I am really delighted. It is
wonderful to see their development and it motivates me. Observing the
difference between their first arrival and current condition even

makes me happy. I really get pleasure from teaching.” (P2-S3).

P16 expressed that having successful teaching years and providing qualified

education for children would motivate her:

“If I give good early education to children throughout this year, they
will be at ease in the first grade. If I am convinced that | am sufficient
at the end of the year, it will motivate me the best. I think having a

successful year would motivate me.” (P16-S2).

Underestimation coming from society toward being ECE teacher expressed in Study |

disappeared in Study Il and Study Ill. Beginning teachers never mentioned about

public underestimation toward their profession, rather they gained respect due to
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their profession:

“It is very enjoyable. Children are so funny. I do not understand how
five hours pass with them. Besides, when | say | am a teacher, | am
treated differently at all times. It gives me pleasure and honor. It really
has a moral aspect. When people learn I am an ECE teacher, they
suddenly behave like a child even the most tough people say “Wow!
How nice!’ I think it still gains respect. I understood that.” (P11-S3)

Beginning teachers sometimes lost their motivation because of contextual reasons.
Although participants were motivated with intrinsic rewards, all of the participants
mentioned about lack of appreciation from the administrators or the MONE. The
need for appreciation might originate from their lack of confidence on their
profession since beginning teachers declared feeling incompetent in some areas. P3

felt unmotivated when the administrator did not show appreciation for her efforts:

“She does not know appreciation and lack of appreciation made me
feel disappointed. Of course, | do not expect any reward but | would
feel better if she would say 'that's beautiful' when | asked about her
ideas.” (P3-S3)

Another source of motivation was having a positive work environment that half of
the teachers had experienced. P1 explained how a positive atmosphere in the work
environment and good relation with colleagues positively affected her motivation on

her profession:

“If I had an unpleasant colleague and someone that I do not want to
see, and an administrator that puts pressure on me, |1 would not want
to go to school. I do not feel in this way because of having nice
atmosphere and good relation with children. Besides, | love my

profession so I go to school enthusiastically.” (P1-S2).
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4.2.5.2 Classroom management in the first year
4.2.5.2.1 Setting Rules

All of the participants declared in Study | that they were afraid of not being able to
manage the classroom when they would start teaching as they had negative
experiences during the practicum. In Study Il and I11, they claimed that it was much
easier to manage their own classes compared to the practicum experience. They
focused on setting rules at first with several strategies and they were successful in
having an agreement with the children on these rules. All of the beginning teachers
tried to build trustful and close relationship with children to create a peaceful
classroom climate in the first year of their teaching since they believed that being
patient and consistent while setting rules would ease later practice. P11 stated why
she had not experienced much trouble with children at the beginning of her

profession:

“I learned first [in profession] that you need to explain everything
with patience. It was definitely effective.” (P11-S2)

All of the beginning teachers witnessed some inappropriate practices during their
practicum course experiences and tried to avoid them in their classes. Shouting
children was most common inappropriate practice in practicum schools. P14
particularly felt uncomfortable when teachers shout children and she preferred to

establish rules with love instead of by force:

“I did not shout children from the very beginning because I was most
terrified with the use of loud voice and shout to children in my
practicum course. | never used that. | made an effort to be a teacher
who is loved and respected from the first moment. | had a kind but
firm manner. Children knew the rules. They were aware of the rules.

They were free in their actions but within the limit of rules.” (P14-S2)
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Both teacher education program and ECE curriculum were child centered and
emphasized giving voice to students to make them active learners. P1 explained how

she integrated children into decision making process while setting rules:

“We established rules together. I did not say 'You cannot do this, you
cannot do that'. We talked what we should do. They said ‘we should
not write on the walls, we should not play with cars on the tables'. |
said 'Is it appropriate to leave class without informing me?" We set

rules and classroom management in this way.” (P1-S2)

After deciding on rules, 12 participants wrote those rules on a cartoon paper,
explained the meaning of sign, and then made agreement with children. Children
signed under the rules and teachers reminded children that they had an agreement

when they broke rules. P10 explained this process:

“I gathered their ideas. I determined the most important rules.
Naturally, priority was given to not leaving class without my
permission or not giving harm to their friends. In this way 6-7 rules
came up. Then, | wrote their names on paper. | asked "Who promise to
obey these rules?' All of them raised hands and signed one by one. |
hanged them on the wall. After that, | covered their sign when
someone hurt their friends or left the class without permission. I
opened his sign when he apologized [and promised] not to repeat it
again.” (P10-S2)

Integrating children into rule making process improved children’s initiation skills in
participants’ classes. P2 mentioned about her students’ development in classroom

management activities:

“I put a couch in front of the window near the book corner to make
children read the book but they started to lean out of a window.
Before | said anything, they set a rule that we should not hang down

from the window.” (P2-S3)
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4.2.5.2.2 Keeping Rules

Setting rules was just an inception for the more complex process to make children
follow these rules. One of the strategies used by all of the participants was giving
rewards to make children keep the rules, although they were not comfortable with
using it often as P10 explained:

“I used rewards so much in class. I am not sure if it is right or wrong.
I used oral praise, social, and material rewards regularly... We give
stars to children who obey rules. On Fridays, children who have the
most stars choose a gift from the gift basket. It really worked.” (P10-
S3)

P1-S3 expressed effectiveness of using reward when she needed instant solution:

“If I realize misbehaviors about eating, if children do not want to eat
their food, if I run into difficulty, 1 say ‘you will get a smiling face
sticker when you finish your food.’ It is very effective with reward.

Immediately, they ask ‘I finished, will you give me a sticker?” (P1-S3)

Beginning teachers’ classroom management style has changed over time; they either
lessened or revoked using rewards after setting peace during the class activities. They
did not continue to use rewards since they preferred to make children internalize
rules. P2-S2 used rewards often at first to establish classroom routines. After class

routines started to go well, she used rewards less.

“Believe me they would not sit. Some of them get pleasure from the
story but they would not stand still. In order to make them get used to
the story time, | said 'if you listen to this story, | will give you these
large stickers’. Then, I told my story. I said ' If you talk you cannot get
a sticker'. They listen silently to get a sticker, in this way they realized
it [listening story] is an enjoyable activity. 1 can have story time

without giving reward now.” (P2-S2)
130



Alike with establishing rules at the beginning, all of the participants also tried to
make children keep rules by setting close and trustful relationship. P6 claimed that
children living in poverty and receiving little affection from parents were more eager

to fulfill teacher's order if teacher was responsive to them:

“Children love teacher deeply because they do not receive much love
here. When they receive love from teacher, they almost adore her and
obey what she orders. | handle [them] with love. If | hug, speak with,
and love a child, he obeys what | say. He obeys voluntarily because
children are hungry for love here. This is the biggest drawback of

children here.” (P6-S2)

Not all the beginning teachers were accomplished to make students internalize the
rules. Fourteen teachers used punishment for classroom management although they
were not comfortable with that. They just felt they had to do that since it could easily
eliminate the misbehavior compared with other techniques. P12 said why she was

using punishment for classroom management:

“Let's say children like drawing picture, and they do not listen to me.
I do not allow them to draw picture for one day or to draw a specific
picture. It is a punishment but | have to apply it somehow. | do not

want to do that but | have to because it works. You see it works.”

(P12-S2)

Beginning teachers’ punishments were not severe because they were against to
punishment when they were studying at college. Mostly, they used timeout as a

punishment. P13 exemplified her punishment techniques:

“I often give punishment. Actually, 1 was totally against the
punishment at college but | give punishment to children. | do not give
it immediately. Firstly, I try other ways. | warn, explain, and in the
end | get angry and give punishment. | determined a point in the

corner of class and a child who gets punishment goes to there. He
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waits until my anger diminishes. Sometimes I say ‘Relax and think of
your fault then come to discuss with me’. Then he comes and says ‘I
understood my fault.’ I ask ‘What was it? ’[He says] ‘He hit me, too.’ I
reply “No you did not understand your fault at all. Go and think of it
a little bit more.” (P13-S3)

P16 realized that time out would get ineffective in time and she needed to modify her

technique:

“I realized that if you use timeout, its effect is decreased. Our
experienced teacher suggested a technique that "You can send children
to younger age group. It is more effective because children do not
want to go to younger age group. They think they are grown up and
have completed those phases." When they did not obey a rule, | said 'If
you do not know this rule, you can learn in young age group.’ Then,

all of them pick themselves up and said 'Yes, we know, we know.’

(P16-S3)

P4 experienced that reward was more useful than punishment because of her class

dynamics:

“When I gave punishment children did not want to join other
activities. | said 'Listen! If you finished this activity, 1 will give you
star at the end of the day'. In this way, I could involve children in

other activities easily.” (P4-S3)

Fourteen participants emphasized the importance of being consistent to make
children obey rules since inconsistency resulted in conflict in the class as observed
by P2. At first she was prone to fulfill children’s wishes if they seemed to be
beneficial for children’s development. However, she found herself while breaking the
classroom rules. She explained how her inconsistency made children negotiate on

breaking rules:
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“Inconsistency is my weakest part, thus children insist on something
for three times. | have to explain that there is no point to insist and we
have rules. Children treat me like 'l know you. There is no need to
explain rules." I am really weak in this issue since | cannot stand and |

behave emotionally to fulfill children's wishes. ” (P2-S2)

Inconsistency sometimes happens between teacher’s practice and parents’ practice at
home. P4 expressed how children’s daily habits were different in rural areas and how

it affected her teaching:

“Children got used to it [violent play] since their early age and their
view of play is running without halt. They get pleasure from that. It
comes from family. They always wrestle with their fathers and siblings
also they play the same way outside. Toys cannot endure long as
children break them. For instance, we have new beautiful music
instruments, | just opened their boxes. Although we did not use them,
although I kept them in the kitchen, children entered the kitchen for a

short time and broke the instruments. ” (P4-S3)

Giving positive messages to children was used by 10 participants. P1 observed that it

worked more than giving restricting messages:

“[I say] ‘Use your voice with control. Use your body with control.” I
say ‘You need to learn controlling yourself. You need to learn
controlling your anger.’ They perceive my advice as an advice for
adults. Thus, | give them message to control themselves instead of
saying ‘Do not do that, do not do this.’ It is effective. There used to be
a biting previously. It diminished a month later. When I say ‘You are a
child capable of controlling your mouth.’ they began to control.”
(P15-S3)
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4.2.5.3 Assessment

In Study I participants all agreed that assessment was an indispensable part of early
education. They justified importance of assessment with the belief that teachers
cannot be sure about effectiveness of their teaching without assessing children's
development. However, this study revealed that beginning teachers did not properly
implement assessment techniques that they learned in teacher education program and
suggested by MONE’s curriculum. In general, participating teachers’ classes were
not overcrowded and thirteen teachers claimed that they easily detected problems or
changes in children’s behavior. They believed that being responsible of a class made
them aware of all changes that happened in children's behavior and class. As such,
they felt confident enough to detect all changes in children’s behavior and
development without using assessment techniques. P4 recognized her improvement
in knowing children and how it helped to assess children as well as interfering

emergent situation in the class:

“I was so surprised when | was going to the practicum school. We did
not know the children. For instance, when children said something,
teacher immediately recognized what it meant although she was
dealing with something different. | recognize it now. You need to be
the teacher of that class and you need to be in charge in order to
recognize what is going on there. My perception is necessarily
increased... | could not recognize this when | was a trainee teacher [in
the practicum school].” (P4-S3)

Beginning teachers believed that they would not miss children’s behavior by careful
observation. P3 expressed how she recognized children’s development. She even
believed that other techniques were not useful as much as observation although those

techniques were the structured way of observation:

‘We always focused on observation at the university. You can

understand everything with observation. Checklists and anecdotes are
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meaningless. Children are always with me and | observe them. |
remember their first arrival and current condition. At first, 1 gave
them a large worksheet to cut and they cut it very small. They wasted
everything and they were afraid of cutting themselves. Their panic has
diminished. | give them worksheet now and they finish when | turn
back.” (P3-S3)

Ten participants confessed that they did not properly implement all of the assessment
techniques that they learned at the university. Although P13-S3 thought assessment

was important she did not implement assessment in her teaching:

“Actually this issue is one of the points that I criticize myself. |
thought assessment was very important but | realized | did not
implement it now. Assessment is an indispensable part of this
profession and it should not be done informally. Rather, it should be
recorded. | thought I would record but | realized now | have not done
ever. | observed informally and | thought about it at home. ” (P13-S3)

MONE required teachers to fill assessment forms for each child yet P10-S2 did not
assess children by using those forms since she had information that inspector would

not come to school again:

“Developmental assessment forms got lost when | heard that
inspector would not come again. Yet, | do not think they are
unnecessary since you think about each child [while filling checklist]
what he was doing. If you could not answer, you began to observe
him. I do not think they are unnecessary but I did not fill them because

of such easiness [lack of inspector's visit].” (P10-S2)

Repeating activities was used as an assessment technique to check whether children
learn or not by twelve beginning teachers. P11-S2 illustrated how she implemented

in class:
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“After teaching something, | asked the same subject again. For
instance, we have our body book. I asked some question from it to test
whether they remembered. | asked questions about a subject to test if

they were interested in it and learned after a certain time.” (P11-S2)

Seven participants tired to keep anecdotal records at first. Then, four of them quitted
keeping notes and three of them preferred to keep anecdotes in free play time. They
all pointed out difficulty of keeping anecdotal record during educational activities.
Recording video or taking photos were used as a substitute for keeping anecdotes and

they were also effective assessment tools for P15-S2:

“I try to keep anecdotal notes as much as possible. Mostly, | keep
notes in free play time. | cannot keep notes in other activities but I
take photograph and record video to assess them later. If I cannot

keep notes, I use photograph and videos.” (P15-S2)

Seven beginning teachers used portfolio as an assessment tool since it provided
chronological assessment and allowed children to assess their own effort. P8-S3

explained how she integrated children in assessment procedure with portfolio:

“I collect their paintings in their portfolios. | placed them with
children. They make comment on their first work that ‘I could paint
without overfilling now. I could write this word now. I could draw this

number now.’ They talk about that.” (P8-S3)

Although beginning teachers claimed that they used portfolio for assessment, their

use of portfolio seemed to be more of sampling children’s work. P1-S3 admitted that

she just collected children's work:

“We just collect activities. For example, worksheet and activities or
they learn something at home and they bring to class and show. We
even save the small empty paper in the portfolio. Stuff like this. I have

not ever recorded anecdotes or kept a checklist.” (P1-S3)
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P5-S3 was the only participant using more structured assessment technique for

different events compared to other participants:

“I had a child who did not speak. | was using event sampling for him
like 'He said this today, he said that yesterday.' | also used it for a
child having biting problem. | kept anecdotes but not for negative
events. | generally used time and event sampling for negative events. |
generally kept anecdotes when they said smart or different things.
Then, | took photographs and recorded videos. | investigated the
photographs for how much they grew up.[l recognize childrens
behaviors such as] ‘He used to behave in this way and she does not

play with this toy anymore.” (P5-S3)

Assessment is carried out to diagnose educational and developmental delay in
children’s development. Twelve participants preferred to work individually with
children to eliminate their drawback if they detected problems in children's learning

and they generally chose free play time to work with them as illustrated by P13:

“I work with them individually in free play. For instance, if she does
not write numbers we play train play. It is played with two people,
they write numbers 1 to 10. You need to write the number without
showing and counterpart tries to find which number she writes by
following hand movements. As you guess, you draw a line to make a
train. You win if you finish your train first. I am playing this game
with children. They were having problems in writing numbers. They

learned better while following the movement of my hands.” (P13-S3)

4.2.5.4 Teaching practice-Improvement

Findings of this study indicated that the more positive experiences beginning
teachers had with children, the more they enjoyed their jobs and the more positive
attitudes they developed towards the profession. All of the participants in this study

indicated that their skills were developed more in the area of classroom management
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and relationship with the parents as well as with the administrators. Beginning
teachers felt more confident in their profession as they gained experience. P4-S3

thought that her first year was very productive:

“My teaching skills mostly developed in classroom management and
relation with parents. My self esteem increased about my profession. |
really gained several skills in this year. There is a huge difference
between the first day of teaching and now. Experience is really gained
by living it through. | improved myself in all areas of teaching

practice.” (P4-S3)

All of the beginning teachers stated that their preparation time was decreased as they
gained experience and knew children closely. They spent their time to get prepared
for the next day in the beginning of the school year then, their teaching life got easier

with the help of acquired practices. P2-S2 expressed how preparation time was

decreased in time:

“Of course, first times were very different. | searched through all my
books. Imagine that half of my luggage was filled with books and the
other half was filled with clothes. I looked over and over and | could
not decide... Now | reached the level [that | can easily decide what I
can do]. It goes ahead step by step from books but it took a lot of time.
[...] I was sleepless and I could not finish [next days activities] but I
realized what could I do and the level of children. Now, I am more

improved.” (P2-S2)
P15-S2 exemplified how she gained experience and improved in practice in time:

“I became practical compared to the first time... It happens by time
and practice. People have always said this and | did not believe, but it
came true. You become practical as long as you implement, as you

add practice onto theoretical knowledge that you had in the college.”

(P15-52)
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Twelve beginning teachers asserted that they both developed professionally and
personally with the help of teaching profession. P11-S3 particularly explained why

she improved personally:

“First, my self-confidence increased immensely. The respect that
teaching profession brings increased my self-confidence. | feel more
self-confident. Moreover, the sense of responsibility increased my self-
confidence. Twenty children are depending on me. | feel important
because of being with them. | feel lucky since | work in my home town.
Additionally, 1 have learned small but several things. | learn new

things every day. | improve everyday and | like that. ” (P11-S3)

Although beginning teachers were satisfied with their teaching practice in the first
semester, fourteen teachers realized at the end of the year that second semester was

more effective. P11-S3 explained the difference between first and second semester:

“I was confused at first times. I realize now that I told you a lot of
positive issues, but [when I] compare to the second semester, first
semester was not that good. Now | recognize that second semester is
far better. Everything has settled down. | sometimes said maybe |
would quit [teaching in the first semester]. Second semester was

enjoyable and | did not even say 'I quit’ once.” (P11-S3)

4.2.5.5 Effects of Teacher Education Program

Although all of the participants stated that they were satisfied with their university
education, they criticized the teacher education program from several perspectives.
Beginning teachers’ biggest criticisms on the teacher education program addressed
the universal problem of “theory-practice gap” mostly resulting from ineffective
practicum course and fourteen participants concentrated on this gap. P1 believed that
theories did not work in classroom environment as much as practical information.

She signified role of practice in classroom environment:
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“I think that theoretical knowledge is not useful in the class. | mean, I
wish we had more practice course. | wish there was such a [course]
and | did not study that amount of theories since they are not
profitable. 1 cannot benefit from them in any way. | think in that
manner. Maybe | am new and they will be useful things in time. I think

1 just need practice now.” (P1-S2)

Beginning teachers characterized lack of practice in teacher education program with
their bewilderment in class with children. P4-S2 particularly pointed out

insufficiency on finger play and music activities in teacher education program:

“When I began to work, | realized that | had a drawback on finger
play and music. I mean | [did not sufficient number of] songs. I
realized that we did not learn anything about music and finger play
especially in the courses. | would teach a song but which song? I did

not know. ” (P4-S2)

Beginning teachers generally referred ‘theory practice gap’ as a distance between
teacher education program and conditions in MONE. P11-S2 pointed out drawback

in teacher education program about MONE's system:

“The missing thing was that giving more information about Turkish
educational system. | have not learnt anything about legislation or

permissions.” (P11-S2)

P6-S2 met with unexpected conditions in remote areas and she suggested having
practicum course in low SES region to be well prepared for inconvenient conditions
since participants had all four practicum courses in relatively high SES neighbor in
Ankara:

“I think, there should be more attention on the practicum courses and

the practicum should be conducted in all sorts of regions. | mean pre-

service teachers should conduct practicum course in the worst as well
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as the best schools so that teachers are not be bewildered when they

are appointed in the low SES region.” (P6-S2)

Participants highly criticized instructor shortage. Thirteen participants complained
about instructor quality and background. P7-S3 complained about lack of instructors

and pointed out disconnection between teacher education program and MONE:

“They should be related with MONE since the conditions has
changed. Numbers of graduates planning to work in private school is
decreased and choice of MONE is increased. What happened in
MONE must be taken into consideration. Certainly, attention should
be given on the documents we need to prepare. There is a need for
someone from the field. ” (P7-S3)

Not all the comments on teacher education program were negative participants also
express their satisfaction especially on technological opportunities as METU is a
technology oriented university. Participants reached several technological
opportunities at METU. They felt comfortable in using technology and this made

them superior to their colleagues in their schools. P2-S2 enjoyed this superiority:

“Technology courses were incredibly enjoyable and beneficial. | still
get pleasure of them. When [other teachers] encounter with video or
power-point presentation, they immediately bring to me. We prepared
cartoon and story on power-point, it is even still useful. For example,
if I could not find 'brushing teeth' on the internet, I can easily say 'l
can make it by using photographs or | can make transition from here.'

1 learned several things about technology.” (P2-S2)

P6-S2 explained how she became vice principal and got privileged in school with the

help of her technology expertise:

“The administrator asked me which program | could use. For
example, to what extent | knew Word and Excel. He asked whether |
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could prepare a website or not. I mean he tried to understand my
computer expertise level. Beside my education at the university, | had
a special interest on these subjects. | had an advanced computer
expertise. It was the biggest shortage here. They had a great
insufficiency in using internet and technology and all of the school
work was done through e-school system. There was not any staff
member to handle those works due to lack of expertise on computer.
For this reason, | was suddenly appointed as vice chairperson 2-3

days after helping the administrative work.” (P6-S2)

Participants expressed that they had a sufficient theoretical background in ECE as
stated earlier. They generally complaint about lack of practice, yet P5-S3 thought in a
different way. She claimed that teachers were reluctant to put theory into practice:

“I think it could not be any better. Because we gained theoretical
knowledge and I realized its importance in that time and I also realize
[its importance] now. Practice is important but if you know theory
well, you can implement it in some way. | observe that children are the
same with what we have learnt. If you know observing [children, you
realize that they are similar to what theory says]. Instead, if you say
‘It does not fit, children do not listen to me, it is not same with what it
has written in the book’... Of course, it is not same if you approach in
this manner. Moreover, | definitely believe that we learnt several
things and got ready in practicum course. Suppose that if we had not
have practicum course, how it would be hard to take children to go to
the dining hall, making 16 young children to follow you without
problem and take to dining hall.” (P5-S3)
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4.2.5.6 Relationships in schools
4.2.5.6.1 With Administrators

In Study I, several participants stated that relationship with administrator would
affect their teaching practice and they were concerned about interference coming
from administrator. Nine participants had positive relationship with their
administrators in their first-year of teaching which made them motivated and feel
comfortable in school. On the other hand, six participants had negative experiences
with their administrators and they felt pressure and isolation. P1-S2 worked in an
independent school and explained how administrator's attitude positively affected her
in the beginning of her profession:

“She treated me nicely. If she had treated me roughly, my confidence
might have been broken. Thankfully, she [helped me] to maintain my
confidence.” (P1-S2)

P11-S2 felt comfortable in school with the positive attitude of administrator:

“My administrator is wonderful. We are totally like-minded. He is
young and dyramic. [...] Working with him gives me confidence. It is
very enjoyable to work with him. Definitely, he affected my orientation
into school positively. He is friendly and has good intentions.” (P11-
S2)

P16-S3 worked in independent school and appreciated her administrator’s positive

manner towards beginning teachers:

“Generally, she keeps distance but she mostly behaves kindly to us.
She has several novice teachers. She tries to explain and teach to the
new teachers. We made unavoidable mistakes because we are learning
[our profession] now. She does not correct our mistakes harshly,

rather she approaches gently. She explains though formal and ethical
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perspectives: ‘My friends, you need to do this in that way.' |
appreciate her for that and 1 also feel comfortable. ” (P16-S3)

Beginning teachers needed to adopt some strategies to communicate with their
administrators. P4-S2 expressed that being open in relationship all the time in school
was not the best way and teachers needed to be political in order to get their demands
from administrator. P4 explained how she learned to communicate with
administrators since she could not directly say to administrator what she wanted. She

had to set balance between administrator’s power and her demands:

“You should express in such a manner: 'You know the best but | think
that..." This way is more reasonable for me. Because he does not
perceive [your expression] negatively and you can find opportunity to
express your demand. Otherwise, when you say 'Let's do this' he may

perceive it [negatively].” (P4-S2)

Beginning teacher’s negative relation with administrators emerged in a different way.
P10-S2 could not react against the administrator because of being novice in her

school:

“They asked us to determine our needs but first semester has finished
and [materials] have not been bought yet. I do not know what will
happen. There is a 15-years experienced teacher and | was thinking
that she would set her hand on the tasks and we will follow her.
However, it did not happen because the relationship between
administrators and teachers is very different. She does not want to
involve, eventually she gets permission easily and she gets what she
wants. She does not want to be against particular things in order not
to ruin her relationship... I did not directly make an objection, but

maybe next year I and my friend will object more.” (P10-S2)

Similarly, P7-S3 could not object to her administrator even when she was right. P7-

S3 had difficulty in her paperwork related with MONE since her administrator did
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not direct her in solving her problem:

“I could not get my additional payment for two months. | asked 3-4
times [to the administrator]. Would it be different if I ask again?
Administrator did not solve my problem and the person in MONE
office was not interested. [...] I do not want to file any complaint
about him in the MONE office, because he has good intentions but he

cannot comprehend the procedure thoroughly.” (P7-S3)

Finally, P5-S2 believed teachers hesitated to assert their right against administrators

since they were afraid of administrators. She expressed that their fear originated from

lack of knowledge:

“If you are self-confident and knowledgeable about your right against
administrator, no one can establish pressure on you. It might not be in
this way in private schools but in public schools our rights are very
wide that no one can judge me. Teachers are afraid of the inspectors
so much but inspectors have no effect upon us. There is no point in
being afraid of them and behave stressful.” (P5-S2)

4.2.5.6.2 Relationships with Colleagues

Nine participants declared that they had positive relationships with their colleagues
in school. Six participants confessed that they did not expect to have such positive
relationships with their colleagues. First impression about relationship in school
played important role on beginning teachers’ adoption process in school. P1-S2

exemplified this issue:

“All of the staff greeted me very warmly. All of the teachers, cleaning
staff and administrative staff in school were there to greet me. It was
so warm that | felt I was meeting with a new family and | became a
member of that family in time. It was so nice and | am very lucky
about [relationships] ” (P1-S2)
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P8-S2 worked in elementary school and she was the only ECE teacher in school.
Although ECE teachers rarely have interaction with elementary grades’ teachers, P8
was pleased with her school's atmosphere and she drew attention on having positive
relation in schools. Her school was located in another city and she had to travel every
day. But she wanted to work in the same school because of the positive relationships:

“We are nine teachers in school. I am pleased with both my school
and atmosphere. If there appears a permanent position here, | will
apply for it. I will not think about traveling. | mean | am pleased that

much. I suspect that | can find such an environment in the city center.

I mean, the staff is very important.”( P8-S2)

Sometimes administrator’s attitude played an important role on relationships among
teachers. Administrator in P10-S3's school pushed teachers to work together and they

realized how they would work together in harmony. She was even astonished with

their positive relationships:

“Our new administrator was appointed in the beginning of this
semester. He encouraged us to make activities. He said 'l want to see
this preschool in a continuous movement... Then we began to work
together and it was very enjoyable. We were all thankful for that.. We
work in a harmony. There is no problem. [...] There has not been even

an offensive word for two semesters.” (P10-S3)

All of the beginning teachers were planning to have positive relationship with their
colleagues in Study I. Yet, they set a condition that 'If their colleagues would be open
to positive relationship." Some of them experienced problems with their colleagues

even when they tried to have a friendly relationship, as P9-S3 stated.

“I tried to set intimate relation at first. Then | realized that there is no
point to have intimate relationship because we have different
backgrounds and we have different view points... [...] Atmosphere has

changed and there was a continuous gossip. Thus, | set a personal
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distance. | realized having intimate relationship was not beneficial
since they started to judge everything about me. I felt pressure.” (P9-
S3)

Having negative relation in school resulted in several discomfort for beginning

teachers. P14-S3 tried to find a way to change her school:

“I cannot leave this school for three years. I can just apply for
working in another school [under certain circumstances] and it seems
that 1 will apply for it because | am clearly unhappy in my school

because of one of the teachers' attitude.” (P14-S3)

4.2.5.6.3 Relationships with Parents

Beginning teachers accepted their role to set positive relation with parents and they
implemented several strategies to gain their trust and respect. P1-S3 tried to
established empathy with parents and tried to understand their concern. She claimed
that teachers needed to be patient towards parents to gain their trusts. In this sense,

teacher's role was greater than parents to establish a healthy relationship:

“Some of the parents want to interfere. We need to be tolerant to them.
It is the first time they leave their children in somewhere. You need to
get their trust; therefore, you need to be patient. It does not happen
quickly. They do not suddenly thrust and leave all decision to you.
[Teachers] need to go with the flow. The most important thing is being
patient.” (P1-S3)

In this study, most of the parents were from low SES background which created
distinct difference between teacher and parents, yet all of the beginning teachers
behaved modestly to parents. P14-S2 explained how being modest helped to

establish good communication with parents:

“I am good with my parents. Besides, there is not a big age difference.
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I did not behave nose up. | always asked what they were thinking and
they embraced me quickly. 1 made them feel that I was both the

teacher and a friend since | believed that if | were arrogant, | would

receive different reactions.” (P14-S2)

P8-S2 found working in low SES neighborhood to be advantageous since parents

having a low SES had lower expectations from teachers and did not interfere in

teacher's decision:

“Parents’ expectations are getting higher in the city centers. My
parents leave it up to me but my friends' parents in the city center
interfered in everything. It was good to work in low SES

neighborhood to gain experience in my first years.” (P8-S2)

P11-S3 expressed that low SES parents' expectation was also low and it might cause

regression for her:

“I had such a parent profile that they did not criticize me. If | had
another type of parents profile, like in a university based ECE school,
they would criticize me. Maybe they would criticize harshly but there
is no criticism here. They appreciated me 'You are making very good

activities. It is wonderful." It might cause regression in that respect.”

(P11-S3)

All of the participants emphasized importance of the first impression of teachers on
parents for the healthy relationship in the future. P5-S2 specified how she introduced

herself to the parents:

“I made a first meeting at the beginning and introduced myself. I

made them to know each other. We played drama activities. | was

prepared for that meeting a lot. I met them in a rather realistic and

strong manner because | know that relationships getting weird if you

would not be [strong]. I faced with them in a self-confident manner.”
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(P5-S2)

P16-S2 was appointed at the end of summer and felt great responsibility when she

met with 27 parents in the meeting:

“I faced with all of the parents at the meeting. There were 27 parents
and [1 was] alone in the class. They asked questions and [I] replied or
[I] asked and they replied. They took [me] seriously and treated
[me]as a teacher. | thought "Wait a minute | was a student a month
ago, now | became a teacher. | am a teacher of these people's
children." It was a different emotion but also | was proud of myself.
People took me seriously. | felt that | should be careful about what |

would say because they really listened to me.” (P16-S2)

Structure of schools also played a role on relationship between teachers and parents.
P1-S2 worked in an independent preschool having three classes. All three teachers
greeted children every morning which established strong relationship with parents.

This was also helpful to know children closely and assess their development.

“Every day we meet parents and children in front of the door and they
really liked that. They were really satisfied with the school. We heard
something good every day from parents. 'He did not use to wash his
hands before dinner; [now] he warns me if | say a rude word." They

were very thankful to us.” (P1-S2)

In addition to the positive experiences with parents, fifteen beginning teachers
experienced various problems with parents. Six participants believed that their
problems occurred while they were trying to establish an intimate relationship with
parents. Thus, they planned to be stricter to parents in coming years. P4-S3 explained

what she wanted to change in the future:

“I thought at first that if I behaved seriously towards them, they would
not share their problems with me. I was open with them. I do not mean
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inappropriately, but | spoke intimately. | will not behave like that at
first. I will explain rules with a strict manner. | would start with giving
order, then we can communicate throughout year. 1 mean | can

arrange it better next year.” (P4-S3)

Eight participants stated that they had difficulties arranging a balance with the
parents and their demands. Organizing everything according to all parents'

convenience tired P11-S3:

“It is very difficult to find a common ground while choosing books.
Even the smallest events at a parent meeting [might be problematic].
Teachers are considered as having organizer positions and are faced
with 40 parents of 20 children. We even quit several activities for this
reason. For example, end-of-year picnic created many problems. It
should be on Saturday. No it should be on Monday. It should be on
Wednesday. OK! On Wednesday at this time." Then some of them
objected. It was very hard to get that group together. If I had set
everything [against their will], then I would not provide any choice
for them. I had difficulty in satisfying 40 people.” (P11-S3)

Five participants complained that parents had a fixed image of and expectations from
a teacher. P16-S3 had experienced some problems with unrealistic or exaggerated

expectations of parents:

“As I said before, something must be done [in teacher education
program] because | experienced a lot of [problems]. I do not know
whether | experienced a lot. Even one of the parents asked ‘What is
this child going to be?' How can | know what will happen 10 years
later? | can just say the current condition of child but even some
parents said 'Do not tell me that, you should tell me this.’ [Some
parents] came with these expectations... It is funny. Moreover, they

expect you to know everything. When | said 'l know this much’, they
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looked at me strangely. You are not allowed to not know anything.”

(P16-S3)

4.2.5.7 Summary

Participants in this study were all teachers working in public schools under the
governance of MONE. Although MONE provided better work environment and
conditions compared to private schools, beginning teachers experienced several
problems in their first year. MONE hired more than 15 thousand teachers before
preparing schools for such a sudden increase in schooling rate. Beginning teachers
who were appointed in unprepared schools struggled with infrastructure problems.
Infrastructure problems emerged in different formats including lack of proper ECE
classes or schools and caused discomfort for beginning teachers as they had a
negative start in their profession.

Infrastructure problems resulted in additional problems such as non-curricular tasks.
Beginning teachers were trained for both curricular and caring tasks. Yet, they were
not educated to clean the class, heat the class with a stove, and prepare food for
children. Fulfilling all these tasks affected their teaching in a negative way since they
were time consuming and tiring. Non-curricular tasks made beginning teachers
frustrated in the long run and they started to question their profession. Administrators
overlooked beginning teachers’ suffering as they did not want to hire additional staff

and create other expenditure items.

In order to carry out educational activities in the early education settings, teachers
needed more materials compared to upper grades such as child size furniture to
provide a better environment for teachers and children. In this study, beginning
teachers found basic materials in public schools, yet lack of stationery materials
hindered them from carrying out some educational activities. Unfortunately, parents
could not afford to pay for monthly fee to support their children’s education and nine
beginning teachers spent from their own budgets to overcome lack of material.

Although teachers tried their best, it was not always possible to meet all of the
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material needs for 15-20 children and they could not teach some concepts due to lack
of material. In some situations, MONE provided sufficient materials to schools;
however, administrators were not able to keep them in safe places and they were
broken or got lost. Material shortage was not a condition teacher education programs
prepared participants for because ECE classes in their practicum schools consisted of
corners such as science, drama, mathematics, and play. As such, they were
disappointed when they worked in classes without corners, and it was that difficult
for them to put theory into practice. Administrator’s attitude also caused material
shortage in schools. Some of the administrators gave special importance to early
education and tried to solve the material shortage problems; however, some of them
believed that ECE classes were not the places where several activities would be

carried out.

This study has revealed several unforeseen issues in public schools such as the
difference between independent and elementary ECE classes. Beginning teachers
working in independent schools had less difficulty in their first year since
independent classes were built considering young children’s needs. Besides,
independent school administrators had ECE background; however, elementary
school classes were designed for elementary school children and administrators were
totally unfamiliar with early education. Their unfamiliarity sometimes caused

isolation for ECE teachers as they felt administrators ignored them.

Administrators were primarily responsible for beginning teachers and they were
inspected and guided by administrators. Yet, their limited knowledge of early
education was not sufficient to guide or inspect beginning teachers. According to
MONE’s legislation, beginning teachers were also inspected and guided by MONE’s
inspectors twice in their first year of teaching. The first inspection was only for
guiding and the second one was the real inspection. Beginning teachers experienced
problems with inspectors as they were not specialized on ECE. They were trained for
inspecting elementary education teachers which made inspectors expect the same
responsibilities from ECE teachers, although some of the issues they required were

not proper for ECE classes and teachers.
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MONE’s highly centralized system was managed with its complex legislation and
paperwork. All of the beginning teachers complained that MONE's legislation and
paperwork were difficult to comprehend as they included tremendous information.
They further complained that teacher education program offered limited information
upon how official operations were held in MONE, what teachers’ rights were and
how they could seek their rights when they had faced problems. Beginning teachers
needed someone to guide them on MONE’s legislation and paper work mostly in the
position of a mentor or a friend. Moreover, they needed guidance for practical
information to manage classroom activities. Administrators were supposed to appoint
mentors for beginning teachers in public schools, yet most of the teachers did not
have mentors. For this reason, teachers were not able to get prepared for some issues
beforehand; rather they solved their problems after encountering them. This study
showed that MONE’s detailed legislation for the induction of first year teachers was
not implemented as it was required. Most of the teachers expressed ineffective

implementation of induction legislation in public schools.

Most of the participating teachers were teaching children coming from low socio-
economic status (SES) families which resulted in additional problems in their first
year of teaching. Beginning teachers stated that children could not get a wider
perspective in their limited environment. Thus, they simplified educational activities
according to local conditions but they also tried to compensate for the students’
deprivation by facilitating their life experiences. Beginning teachers were not
emotionally prepared to educate children living in poverty. This situation was
challenging for them at first and they felt depressed. Then, they got used to it and
tried to change the negative conditions for these children with their own effort.

Teaching children who did not know Turkish was more challenging than teaching
children living in poverty for beginning teachers. Teachers were not able to
communicate children and they could not do what the teacher instructed because of
the language barrier. In the first place, teachers just focused on language education
because if they could solve this problem, they would solve other problems as well.

Teaching children who did not know Turkish was required particular adjustments in
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teaching practice. Beginning teachers basically used body language and visual
materials at first to teach simple concepts. This study revealed that the current ECE
curriculum is not appropriate to educate children who do not speak in Turkish as
beginning teachers could not follow it with those children. Teachers have repeated
the same activities several times for weeks as children enjoyed being engaged in
familiar subjects. For this reason, teachers skipped some activities in the curriculum.
Besides, teachers stated that children who did not speak Turkish were shy and
hesitant; therefore, teachers needed to approach them with empathy to lessen their

fear of speaking Turkish.

Participating teachers tried to engage parents in their children’s education. Parents'
SES was generally low and beginning teachers behaved modestly to parents to gain
their trust and support before implementing parent involvement activities to avoid
possible miscommunication because of marked differences in their educational level.
However, especially in remote areas, teachers could not even communicate or they
did not even find the chance to meet with parents throughout the year. In this sense,
they could not expect parents to come to school and conduct an experiment or art
activities with children. Still, some of the teachers had an opportunity to implement
parent involvement activities that they learned in teacher education program.
Beginning teachers realized that having home visits was really helpful to decrease
parents’ hesitation to come to school. Making activities in class with parents was
preceding involvement activities among others for beginning teachers. Inviting
parents in class to introduce their job was another parent involvement activity
participants implemented. Giving responsibilities to parents to organize picnic or
parties lessened teachers’ burden and also had several benefits for both parents and
children. Although all of the participants were willing to implement parent
involvement activities, they realized that implementing parent involvement activities
that they had learnt in teacher education program was more difficult than their initial

expectations.

Beginning teachers were generally highly motivated for being ECE teachers, and

teaching young children in this study. Their motivation mainly originated from love
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of profession and love of children. Beginning teachers felt extremely satisfied when
children drew pictures or wrote letters for them. Even though some of the teachers
did not expect to be motivated by the love of children, they realized that they had a
special bond with children when they spent time with them. Besides, their motivation
increased in time as they recognized their success in their profession considering that
they doubted their teaching skills before starting the profession. Seeing the
development of children, which was a proof of their accomplishment, motivated
beginning teachers. Another source of motivation for beginning teachers was totally
new for them because they all complained underestimation coming from society in
Study I. However, they realized that society really respected teachers when they
started to teach. They enjoyed the respect they received from society and it gave

them pleasure and honor.

Most of the participants had negative experiences during the practicum. Thus, their
biggest fear in Study | was having problems to manage the classroom when they
would start teaching. Luckily, they experienced fewer problems than they expected.
They all asserted that dealing with their own class as the teacher was far easier than
handling someone else’s class in the practicum course. In order to create a peaceful
classroom climate in the first year of their teaching, beginning teachers first tried to
build trustful and close relationships with children. In doing so, they believed that
they could reach a consensus with children on classroom rules which were the most
important parts of classroom management strategies for beginning teachers.
Participants had witnessed some inappropriate classroom management practices such
as shouting children during their practicum course and tried to avoid them in their
classes. Beginning teachers also tired to empower children by involving them in the
decision making process. In this way, children were aware of the rules and they felt

free in their actions within the limit of rules.

Setting rules was just an inception for the more complex process to make children
follow these rules. Although beginning teachers were not comfortable with using
rewards, they gave rewards to make children keep the rules. They all asserted that

rewards worked well and provided instant solution for misbehavior. However, they
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were not comfortable with using rewards and made regulation to use rewards in time
since they preferred to make children internalize rules. As such, they did not continue
to use rewards, rather they either lessened or revoked using them after setting peace
during the class activities. Similarly, participants were not comfortable with using
punishment, yet sometimes they felt that other techniques did not work to eliminate
the misbehavior. They were against using punishment; therefore, their punishments
were not severe and they did not implement it immediately. Rather, they provided

time for children to stop misbehaving.

Before entering the teaching profession, participants all pointed out importance of
assessment with the belief that teachers cannot be sure about the effectiveness of
their teaching without assessing children's development. Yet, their later practice
revealed that beginning teachers did not properly implement assessment techniques
that they learned in teacher education program and suggested by MONE’s
curriculum. Teachers claimed that they were primarily responsible for their class
which made them more aware of all changes that happened in children’s behavior and
class. For this reason, they did not need to use assessment techniques to detect
problems or changes in children’s behavior. They strongly believed that being in
charge of class sharpened their skills and they immediately recognized what was
going on in class. In addition to observing children, beginning teachers repeated
activities to check whether children learned or not. They simply asked questions
about a subject to see if children were interested in it and learned after a certain time.
They all pointed out the difficulty of keeping anecdotal records during educational
activities. Recording videos or taking photos were used as a substitute for keeping
anecdotes. Finally, some of the teachers preferred to keep portfolios because of its
chronological usefulness, yet their use of portfolio appeared to be more of sampling

children’s work.

All of the participants in this study indicated that there was a considerable difference
between the first day of teaching and their teaching they expressed in Study Il and
I1l. They expressed that experience was gained by living it through in all areas of

teaching practice. Their skills were more developed in the area of classroom
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management and relationship with the parents as well as with the administrators.
When they realized that they were more successful than they imagined on these
issues, their self esteem increased to a great extent on their profession. Moreover,
they asserted that as they progressed in their profession their self esteem, self
confidence and self efficacy improved simultaneously. Beginning teachers realized
that they became more practical in putting theory into practice and their preparation
time was decreased. They spent effort both in school and at home in the first months.
They spent considerable time and energy to search through books and internet to
prepare next day’s activities. Then, their teaching life became easier with the help of
acquired practices. Participants even realized that their teaching skills far were more

developed in second semester compared to first semester.

All of the participants in this study believed that METU offered sufficient theoretical
background in the field of ECE. Participants reached several technological
opportunities during their studies in the teacher education program. Public schools
have been trying to carry out all their work on online system and they needed more
teachers using technology efficiently. Participants were more comfortable in using
technology and this made them superior among their colleagues. Although all of the
beginning teachers stated that they were satisfied with their teacher education
program, they pointed out some drawback in their education. They criticized teacher
education program as giving too much theory-based education. They generally
asserted that focusing more on theory caused lack of practice. Their criticism
addressed the universal problem of “theory-practice gap” mostly resulting from
ineffective practicum course. Beginning teachers justified the lack of practice in
teacher education program with their bewilderment in class with children. Moreover,
theory-practice gap referred the distance between teacher education and MONE’s
system in Turkey. Participants associated all these insufficiencies to the instructor

shortage in the program.

Participants had observed in practicum that administrators might interfere in
teachers’ practice and they were primarily concerned with relationships with

administrators. When they started to teach, some of them had negative experiences
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with their administrators felt pressure and isolation. Teachers who had positive
relationship with their administrators felt motivated and comfortable in their first
year of teaching. It appeared that beginning teachers were hesitant to assert their
rights against administrators as they were not aware of their rights. They either kept
their silence towards administrators’ inappropriate practice or developed some

strategies to communicate their administrators.

Similarly, relationships with other colleagues substantially affected beginning
teachers’ motivation and sense Of belongings to school. First impression on
relationship with other colleagues played important role on beginning teachers’
adaptation process in school. Nine participants confessed that they did not expect to
have such positive relationships with their colleagues. They emphasized importance
of positive relationships in school since having warm and family atmosphere helped
them to come to school enthusiastically every morning. Some of the participants
stated that administrator’s attitude played an important role on direction of
relationships among teachers. If administrators encouraged competition among
teachers, it caused jealousy and created negative relationships. On the other hand,
when administrators supported cooperation among teachers, they worked in a
harmony. Having negative relation in school resulted in several discomfort for

beginning teachers. They even tried to find a way to transfer to another school.

The results showed that participants had several positive and negative experiences
during their first year in teaching in public schools. They developed certain strategies
to overcome negative experiences and turn them into positive ones. Administrators,
colleagues, and parents became either the cause of these problems from time to time
or the support for teachers in solving problems. Children’s lives in specifically rural
areas were not close to the experiences beginning teachers had in the teacher
education program but causing a difference in their lives was the major source of
motivation among many others. Teacher education program experiences helped them
occasionally for what to do and what not to do. However, they claimed certain issues
in the teacher education program which should be more effectively organized in

order to prepare teachers for real classrooms.
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CHAPTER 5

DISCUSSION

This chapter presents the discussion of the findings of the study. It also offers
recommendations for teacher education programs and Ministry of National
Education in order to smoothen struggle of beginning teachers in their first year of
teaching. More specifically, it addresses the discussion on pre-service teachers’
expectations on the teaching profession and their experiences in the teaching
profession in their first year. Beside, this study focused on teachers working in public
schools and it revealed beginning teachers’ challenges related with MONE’s policy
and conditions in MONE. As such, this chapter aims to discuss the link between
teacher education programs and beginning teachers’ challenges in the MONE system.
Therefore, implications for teacher education and MONE are explained, and

limitations of the study and recommendations are made for future research.

This chapter combined all of the three phases of present study. In order to reflect
whole picture of being a new teacher in public school, findings of this study was
scrutinized under the title of teacher education program, MONE, school and
classroom context. These concepts cannot be differentiated as they are all interrelated
to each other. Therefore, contexts the discussion was structured might intersect each

other from time to time.

5.1 Teacher Education Program

Literature indicates that teaching is an immensely complex endeavor and one cannot
be prepared by just knowing theoretical aspects of teaching, which is just a small part
of the art of teaching. The first year of teaching is a period to comprehend this
complexity since all the methodology classes, pedagogical training, and practicum
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courses taken in the teacher education programs might help beginning teachers
prepare to teach a subject (Wyatt & White, 2007). Findings of this study suggested
that pre-service teachers expected to encounter some difficulties while educating
young children before starting their profession. They anticipated similar difficulties
reported in literature such as relations with parents, shortage on materials, classroom
management, lesson planning and student assessment, and time management
(Latimer, 2009). Yet, Turkish pre-service ECE teachers expected to have different
difficulties because of feeling extensive pressure and responsibility for being
responsive, fair, and sensitive to all children's needs. It appeared that pre-service
teachers were overwhelmed with the diverse needs of children. It has been addressed
that teaching young children required more commitment than teaching upper grades
since young children needed affection, warmth, care, and responsiveness (Brostrom,
2006). In addition to psychological difficulties, being an ECE teacher was also
physically difficult for participants because young children always needed to be
supervised. All these factors made pre-service teachers perceive their profession as a

difficult one, and they felt more pressure in their future teaching.

Beginning teachers were overwhelmed with several problems and these problems
could be reduced by improving teacher education programs. In general, the primary
criticism on teacher education programs was concentrated around giving extensive
theoretical knowledge, having little connection to practice, and offering unrelated or
ineffective courses for further processes even in developed countries (Maandag,
Denium, Hofman, & Buitink, 2007; San, 1999). Latimer (2009) suggested that
teacher education programs should place great emphasis on helping pre-service
teachers implement the knowledge they are learning in college. Precisely, theory
helped to provide a framework for understanding and interpreting practice, still it
could not replace learning to implement the basic tools for handling real classroom
situations. Although all of the participants stated that they were satisfied with their
university education, they also criticized teacher education programs on several
points. They mostly complained about too much theory-based education and lack of

practice. They all reported that teacher education program disregarded practice while
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focusing more on theory. Pre-service teachers in this study mostly stated the
discrepancy between the teacher training and the actual teaching in public schools as
inconsistent and that they did not feel ready for teaching young children. In this
sense, there was an urgent shift from theory to explicit practice for pre-service
teachers. This shift could be smoothen by providing teachers with specific
instructional strategies and guided practice in the form of in depth analysis of case

studies and video vignettes during their training in the teacher education programs.

Theory-practice gap also appeared in a different format since beginning teachers
generally referred to ‘theory-practice gap’ as a distance between teacher education
programs and the MONE. This distance mainly stemmed from being a graduate of an
English-medium university in which textbooks were in English and mainly
addressing foreign contexts. Public schools play a crucial role in Turkey, shaping the
next generation through education and fostering social unity. One fifth of Turkey’s
civil service sector consists of public school teachers who educate more than 15
million students. Unfortunately, teacher education programs do not include any
administrative courses to enable beginning teachers to overcome all requirements of
MONE. There is an urgent need to set a close contact with the MONE and the
teacher education programs to resolve leading problems of teachers since MONE is
the primary and biggest institution offering job opportunities for pre-service teachers.
Emphasis on potential costs, concern, and instructional difficulties that the teachers
might face in public schools should be discussed in detail during the teacher
education program. It is also necessary to help pre-service teachers to gain a teacher
identity by providing the real aspects of the teaching profession in Turkey. Faculties
and the MONE must act with combined efforts for the purpose of well-designed
trainings both for the pre-service s and in-service teachers. Therefore, there is a need
for cooperation between universities and schools to link the professional training and

teaching practice (San, 1999).

Turkish educational system is highly centralized and has a complex legislation which
generates extremely loaded paper work. Beginning teachers struggled to learn and

navigate this bureaucracy. A course explaining MONE’s structure and operation
161



policy was not offered when the participating teachers were studying at the teacher
education program. Most of the recently established universities in deprived areas are
struggling with the lack of qualified academic staff to teach courses in
administration, this need could be provided by public school administrators
themselves. Another problem emerged due to regional differences in Turkey. Newly
employed public school teachers, including participants of this study, were generally
appointed to rural areas because the city centers and western part of Turkey were the
most desired place to work and there were few positions in those areas. Rural parts of
Turkey were characterized with deprivation of social, structural, and safety issues.
Beginning teachers declared that struggling with those problems were harder than
handling teaching workload in their first year of teaching. Beginning teachers were
emotionally challenged with lack of social life and poverty in rural areas as they have
been educated in and for city center conditions. Universities were located in city
centers and pre-service teachers performed practicum course in the city center with
middle and upper-middle class children which made them unaware of conditions in
deprived areas. Additionally, ECE curriculum at schools was not prepared
considering the regional differences (ACEV, 2002b). Participants were required to
teach children living in poverty and those children did not even have sufficient
nutrition and they were shocked when they faced with this or similar situations.
Therefore, participants did not meet what they were trained for and they did not have
time for getting ready for these unexpected situations. Regarding the diverse socio-
cultural structure of Turkey, it would be better to require pre-service teachers to
conduct practicum course in deprived districts where class size is high, structural
quality is poor, and parent’s socio-economic level is low. Facing with reality before

working as a teacher might reduce beginning teachers’ frustration in public schools.

Beginning teachers primarily focused on facilitating children’s learning since they
believed that children did not experience interesting incidents in their limited
environment and could not develop a wider perspective for life. Teachers tried to
compensate children’s drawbacks with their own effort and budget. However, they

were not able to deal with all of the difficulties in remote areas, such as children’s

162



health problems, which made them feel depressed and powerless. Another problem
stemmed from poverty appeared in children’s arrival in school. Economy was based
on primitive agricultural activities in remote areas and people could not find
opportunity to work in industry or service sectors. For this reason, they moved to
other cities to work as seasonal workers in more developed agricultural areas. As
such, beginning teachers accepted new children in class until late December and
children left school in early May. This situation arouse the needs for region specific
curriculum since National ECE curriculum was designed supposing that all children

would arrive at school in September and leave in June.

Findings of this study addressed the weakness of early childhood teacher education
programs in training teachers for children with diverse backgrounds and for
managing the challenges in the first year in teaching. Beginning teachers experienced
other unexpected problems in remote areas. They found themselves in situations that
they had to teach children who could not speak Turkish. It was impossible to teach
without communicating children and their parents. Beginning teachers
communicated children using body language at first and then they prioritized
teaching Turkish because children could not perform what teachers instructed
because of their language barrier. Beginning teachers tried to figure out the best way
to teach Turkish, yet they did not have a course about it or they did not find sources
suggesting practical solution to teach Turkish as a second language to young learners.
In this case, they found their own way through trial and error. Their first year of
teaching would be more easy and effective if they had received support on this
particular issue. Considering the fact that language was the most important tool for
communication, lack of language ability could also cause failure in elementary
school. For this reason, MONE and teacher education programs work collaboratively
to develop special programs for teaching Turkish to children living in eastern part of
Turkey. As participants stated, children were shy and hesitant to involve in activities
at first. When they began to learn Turkish, their confidence increased, and they

started to involve in classroom activities more.
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Early childhood teacher education program was quite a new program in the field of
education in Turkey. A few long-established universities used to educate ECE
teachers until more than 50 educational faculties started to serve early childhood
teacher education program without sufficient staff and infrastructure settlement. The
lack of instructors in the teacher education program was compensated in two
different ways: Either part-time instructors from other universities taught a course or
instructors from other departments taught some of the courses. Either way it caused
some problems. Participants had a limited opportunity to communicate with part-
time instructors other than the class hours. Besides, instructors from other
departments were not familiar with early education and their techniques were
unrelated to ECE. Participants associated disconnection between teacher education
program and MONE with the instructor shortage in the teacher education program.
Lack of appropriately trained instructors in the field of ECE teacher education
program left the pre-service teachers with insufficient guidance in their practicum

courses.

Participants in this study had many concerns about the classroom management before
starting profession which might be a result of insufficient field experiences in the
teacher education program. All of the participants declared in Study | that they did
not feel sufficiently prepared for classroom management and they were afraid of not
being able to manage their classes effectively. They had four practicum courses in
four different semesters; each lasted for one day per week. Still, they emphasized
needs for more practical information such as hands-on activities to manage
classroom better. Moreover, they all had negative experiences in the practicum
courses. In the first two courses, pre-service teachers took an active part in teaching
process with the help of the mentor teachers. However, teachers left their classes to
the participants in the last two field experiences. Pre-service teachers went to school
only one day in a week and children did not know them well. Therefore, they had
problems in controlling the class. Having teacher position in a class for all day might
have supported teachers’ self-confidence, if sufficient mentoring had been provided

by the mentor teachers. Leaving pre-service teachers alone in class without help did
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not help them to improve their teaching practice. Therefore, both teacher educators
and practicum school personnel should work together to support pre-service teachers’

learning in a more structured way.

Participants’ concerns about classroom management were parallel with Veenman’s
(1984) review of the problems of beginning teachers from an international
perspective. He found that classroom discipline was the most serious problem among
all of the difficulties that beginning teachers encountered. Research conducted in the
90s also had similar findings that classroom management was the greatest concern
for beginning teachers (Britt, 1997; Walker, 1993). Recent studies have also reveled
that creating a positive working atmosphere to provide flow in the classroom has still
been a beginning teacher’s most serious challenge (Everston & Weinstein, 2006). As
classroom management was pre-service teachers’ primary concern in their first year
of teaching, they decided to implement certain strategies to settle peace in class. All
of the participants believed that establishing rules in class was the pivotal step for
maintaining classroom management in the class. They further believed that rules did
not work as long as children internalized them. Thus, they all agreed to involve
children into decision making process and made them empowered. Having their own
class changed many things for beginning teachers as they got to know their students
better and their ability to manage them effectively increased. Being totally in charge
of classroom activities and children made their job easier because children were quite
obedient to teacher’s orders compared to the practicum course. Considering the fact
that pre-service teacher's number one issue was about classroom management,
creating a peaceful atmosphere in class increased a beginning teachers’ self-
confidence upon being a teacher. Fuller (1969) stated that teaching practice improved
in a predictable sequence as teachers gained experience. In this sense, Fuller's (1969)
stage theory was appropriate in explaining pre-service teachers improvement in the
teaching profession since beginning teachers suspected their self to be a teacher first.
Initially, a teacher’s primary concern was becoming self-oriented and focused on
becoming successful as a teacher. In this study, beginning teachers’ concerns

lessened as they gained experience and their concerns moved in different levels.
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Participants wanted to make children internalize classroom rules after they created a
peaceful atmosphere. They believed that children should follow rules intuitively

when their teacher would not be in class.

Everston and Weinstein (2006) proposed four themes in classroom management. The
first theme was the building positive relationship between teacher and children for
effective classroom management. In this theme, teachers were warm demanders
which meant that teachers were warm, responsive, caring and supportive. All
children deserved to be respected -who they were and what they did- in order to
strengthen their self respect. A teacher should focus on children’s talent rather than
focusing on their failure since all children wanted to be viewed as successful. One of
the ways to increase a child’s self-respect was to empower them since empowerment
enabled children to direct their own life. When children felt empowered, they became
intrinsically motivated, responsible, and independent (Stone, 1995). Traditionally,
children could not join in the decision-making process in school although the right of
children to choose was the key to empowerment (Wassermann, 1990). Beginning
teachers mentioned strategies aimed having a positive relation with children which
was consistent with the first theme of Evertson and Weinstein (2006). Beginning
teachers believed that rules could work as long as children agree on and internalize
the rules. In order to make children embrace classroom rules, teachers discussed
rules with children which involved them in the process while setting rules. Teachers
emphasized the importance of building love bonds with children in order to create a
pleasant and relaxed atmosphere. Participants had many courses addressing
attachment theory which argued that children sought proximity from adults who were
sensitive and responsive in social interactions with them (Goldberg, 2000). Teachers
believed that when children felt love and acceptance from the teacher, a feeling of
security could be established and personal responsibility in class would be promoted.
Nonetheless, teachers talked about having positive relation with children far less than
establishing and maintaining rules. This might be caused by the reflection of the
theory-practice gap as teachers talked about this gap many times. They claimed that

they found themselves in a situation where theory did not work and needed to
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conduct other strategies which were not supported by the theory. Although teachers
appreciated what they had learned in the teacher education program, they were

incapable of using their knowledge in their teaching practice.

Evertson and Weinstein’s (2006) second theme was classroom management as a
social and moral curriculum. This theme tried to explain the effects of teachers’
managerial decisions on students’ social, moral, and emotional development. A third
theme focuses on punishment and external rewards and how they negatively
influenced the classroom atmosphere. The final theme referred to the recognition by
teachers of the background of their students including ethnicity, culture, and socio-

gconomic status.

According to third theme of Evertson and Weinstein (2006) classroom management
strategies relying on punishment and external reward might negatively influence the
classroom atmosphere. Teachers in this study lessened the negative effect of using
rewards and punishment on a regular basis. They used rewards constantly, but they
did not favor using punishment due to possible negative effects on children.
However, being warm, responsive, and patient was not always possible for teachers
and they had to use punishment from time-to-time. Timeout was extensively used by
the participating teachers; however, they called it a “break for thinking” instead of

punishment.

5.2 Ministry of National Education

The findings of this study revealed that a considerable portion of the problems
participants experienced originated from MONE's system itself. Sudden entry into
the teaching profession is typical all over the world (Lehman, 2000), yet the MONE
recruitment policy did not let beginning teachers have some time to orient
themselves in a new profession and local culture where the school was located.
Beginning teachers were hired by the MONE after schools were opened and they did
not have time to get used to unfamiliar circumstances. Furthermore, they did not

expect to encounter a construction area instead of a fully organized class, large class
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population for young age groups, start to teach in the middle of the semester, and
teach children who did not know Turkish. Beginning teachers have already felt
puzzled because of their inexperience and those infrastructure problems made

beginning teachers’ first year more chaotic.

Infrastructure problems did not always appear in school structure. In some situations
schools were completely prepared and children were already registered but teacher
appointment did not take place on time. Infrastructure problems negatively affected
parents, administrators, and children, yet the worst outcome was for beginning
teachers. They had disappointed and lost their enthusiasm with a negative start in
profession. For instance; one of the participants had to teach 56 students at first days
since other two teachers have not been appointed yet. Although infrastructure
problems were characterized in remote areas, it also appeared in more developed
cities. Participants stated that most of the infrastructure problems originated from the
cumbersome bureaucracy in MONE. For instance, one of the schools used to be a
high school and it was transformed into kindergarten. However, construction started

only two weeks before the fall semester began.

The most unexpected and unprepared difficulties for beginning teachers in their first
year of teaching were non-curricular tasks. Teacher education program helped
beginning teachers to be ready for both curricular and caring tasks such as teaching
science to children or changing their clothes if they make themselves wet. However,
beginning teachers found themselves in a situation that they needed to clean the
classroom or heat the classroom with stove. Non-curricular task took too much time
and energy; therefore, performing those tasks affected teaching activities in a
negative way. Furthermore, those tasks made beginning teachers demoralized in a
long run because fulfilling curricular activities were challenging enough for them.
When non-curricular task conjoined with other problems they caused crises and
made beginning teachers’ life difficult. Then, they began to think quitting teaching
profession. When teachers asked for cleaning staff, administrators behaved
uninterested since they did not have enough budget to hire one. However, ECE

classes got dirty easily compared to upper grades as young children lacked well-
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developed self care skills. Besides, some activities required teachers and children
rolling on the floor. Thus, all the ECE classes needed to be cleaned regularly and
teachers should not be responsible for that. Some of the beginning teachers solved
this problem with the help of parents. Teachers asserted that when they got help from
parents, doing non-curricular task did not bother them that much.

Participants were aware of certain difficulties in public schools. Based on their
observation, the most common problems were material and contextual shortages in
Study 1. However, they were highly optimistic to overcome those drawbacks using
their creativity. They all claimed that educational activities could be implemented in
all circumstances. Replacing materials with cheaper ones or conducting less
complicated activities could solve the problems. However, in reality, material
shortage caused more problems than their initial estimates. Public schools generally
had basic materials such as child sized furniture and toys, yet in ECE setting teachers
needed more materials to conduct various activities including experiments, art
projects, and drama activities. The school budget was not enough to buy materials for
ECE classes. Schools expected money from parents to meet stationary materials
expenses. Independent schools’ teachers experienced this problem less because these
schools charged more money from parents for their children’s caring and educational
expenses. On the other hand, elementary schools found it difficult to charge a school
fee from parents because their socio-economic levels were not high. For this reason,
beginning teachers had to spend money to compensate for material shortage. It was
impossible to teach some concepts and conduct particular activities without paper,
glue or crayon. Similar to non-curricular activities, spending money for class
materials caused frustration in the long run. Three participants stated that they spent
half of their salary for the first months on their teaching. Still, teachers could not
provide all the materials for a class of children without their parents’ support. For
instance, literacy activities were carried out using a series of books and total cost of
those series for a class of children exceeded monthly income of the teacher. Some of
the beginning teachers experienced several problems to convince parents to get these

literacy series.
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Material shortage hindered beginning teachers from implementing what they have
learned in teacher education program. For instance, beginning teachers were
educated for planning and conducting activities in corners. Then, they started to teach
with a lack of science, drama, mathematics, and play corners. MONE should
determine minimum standards for ECE classes in order to carry out early education
activities better. Besides, MONE should monitor public schools whether they fulfill
requirements of ECE classes or not. Sometimes material shortage did not stem from
MONE’s policy as special attention has been given to early education recently to
increase schooling rate for ECE. Even though MONE provided sufficient material, it
was the school’s responsibility to maintain protection for those materials.
Unfortunately, teachers found their classes in a mess and most of the materials were
either broken or lost in elementary school because elementary classes shared the
same building with first to eight grade classes. Teachers working in independent
schools did not encounter messy classrooms since independent schools had their own
separate building. Another reason for material shortage was administrator’s attitude
on early education. Elementary school administrators were unfamiliar to early
education and sometimes underestimated early education. With the effort of
increasing schooling rate of early education, MONE has granted several materials to
ECE classes, yet administrators did not let teachers to use those materials and gave
them to the upper classes. It is not possible to establish independent schools and
separate early education from elementary schools physically. Thus, it is better to
inform elementary education administrators about early education aims, needs, and
requirements. Some of the administrators were influenced by societal movement that
early education was not optional rather it was essential in children’s life and give
more importance to early education. Teachers working with those administrators

were more comfortably perform their teaching practice.

This study has revealed several unforeseen results. The difference between being a
beginning teacher in independent and elementary school was one of the most notable
results to discuss. In this study, 5 beginning teachers were working in independent

schools and 11 teachers were working in elementary schools. Teachers working in
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independent schools found better physical environment and more teaching materials.
They also got more administrator support for complicated paper work of MONE
since administrators had ECE background. Independent schools only consisted of
ECE classes and not elementary grades, whereas elementary schools consisted of K-
8 classes. Some elementary schools had more than a thousand students and
administrators were from elementary departments, which made them unfamiliar to
early education. Another difference emerged between elementary and independent
school was the workload and working hours. Generally, teachers worked a full day in
independent schools, yet educational activities lasted only half a day in elementary
schools. As such, teachers tended to avoid working in independent schools, although

its payment and structural quality were better than elementary schools.

According to MONE’s legislation, administrators were primarily responsible for
inspecting beginning teachers and beginning teachers were also inspected two times
in their first year of teaching by MONE’s inspectors. Unfortunately, MONE did not
have sufficient number of inspectors specialized on early childhood education. For
this reason, elementary education inspectors were supposed to inspect and guide
beginning ECE teachers. They were not familiar to early education as they got used
to inspecting particular standards in elementary classes and they expected the same
fulfillment from ECE teachers, such as lesson plans for specific class hours, even

though their expectations were not employable in early education settings.

Some of the beginning teachers received negative inspection reports and they
asserted that elementary education inspectors misevaluated their performance.
Inspectors’ unfamiliarity to early education made them judge teachers’ practice
inappropriately. As such, MONE should recruit inspectors having specialization on
early education to increase the quality of early education. Furthermore, since
schooling rate has been increasing remarkably in early childhood education,
elementary education inspectors would not be sufficient to visit all of the ECE

schools and class in the future.
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Most professionals go through a certain period of apprenticeship before they start
practicing on their own. Not following this tradition, teachers have been considered
as full members of the teaching profession when they are hired. Therefore, the
responsibilities of a beginning teacher are the same as those of experienced one
(Saban, 2002). In this sense, induction programs should focus on well-matched
mentors, curriculum guidance, collaborative lesson planning, peer observation, and
inspired leadership. The success of school-based induction programs relies on how
teachers work together, and the principal can play a central role in facilitating
interaction among teachers with various levels of experience. Successful induction
may also help to shape professional culture and school capacity (Johnson, Birkeland,
Kardos, Kaufman, Liu, & Peske, 2001). King (2004) divided support received by
beginning teachers into three broad categories. These are educational, professional,
and personal support. In this study, beginning teachers mostly received professional
support from teachers who teach the same subject or grade level. They also received
support from official mentors, colleagues, and administrators. Yet, it was not a
structured, detailed, and sufficient support. Beginning teachers received help when

they experienced problems and asked help.

First year of teaching is considered as an induction year in public schools and
beginning teachers are candidates in that period. If they do not complete first year
successfully, they cannot continue teaching profession. The induction period consist
of three parts: The first part only focuses on general information that public officer
should know such as Turkish constitutes basic principles, Turkish language
grammar, and Ataturk’s principles. The second part is specified on teaching
profession and it is basically about MONE’s structure, organizations, and
legislations. The first two preparatory trainings last for the first semester of first year
of teaching and held on weekends. MONE inspectors and district managers are
responsible for giving those trainings (MONE, 1995). Those preparatory courses
keep new teachers busy on weekends, yet they are not designed to meet beginning
teachers’ basic needs. In this study only three teachers found the preparatory course

effective and helpful. It appeared that beginning teachers were overwhelmed with the

172



paper work in MONE. During their first few months of teaching, teachers felt ill-
prepared to effectively manage all those requirements of paper work. Preparatory
courses would be more effective, if they were redesigned to inform beginning
teachers on MONE’s complicated paper works, its complex legislation and

organization.

New teachers need explicit support in induction period, otherwise they feel alone
with their concerns and problems. In the induction period, schools should make
assignments that fit beginning teachers' backgrounds and interests, provide easy
access to school resources and practical information. Moreover, mentoring programs
should involve regular opportunities for substantive talk about teaching and learning
since new teachers try to make sense of what is going on in their classrooms. The
explanations and advice they receive, especially from more experienced colleagues,
affect their attitudes positively. Successful mentoring processes can only be
accomplished if mentor teachers have time and expertise to help new teacher.
Beginning teachers also need to socialize in the context of teaching practice, become
accountable for students’ care and educational activities, and interact with other
school professionals and parents. These endeavors are believed to develop beginning
teachers’ own teaching expertise. There is a need to provide assistance to new
graduates for their adjustments into their new roles and environments (Feiman-
Nemser, 2003). The induction period is completed with the practicum under the
supervision of mentor teacher. According to MONE’s legislation on the mentoring
process, mentor teachers should be appointed to beginning teachers who are teaching
in the same branch of the school. The mentoring period must continue at least two
months and it should cover all necessary theoretical and practical information that
novice teachers might need. Periodically mentor teachers submit report about
progress of beginning teachers to administrators. The process continues with regular
meetings that focus on school-based issues as well as district-based content. In the
mentoring process focus is on instruction and collaborative coaching as well as
observing and providing feedback on classroom management and other basic

instructional practices to new teachers. New teachers are not allowed to be in charge
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of class; rather they need to be supervised by mentors in class in their first year
(MONE, 1995). Beginning and experienced teachers both benefit from frequent and
meaningful interaction during mentoring process in the induction period.
Experienced teachers may learn from and with their mentee about the latest
approaches to literacy, or strategies for integrating technology into the classroom
(Johnson, et al.,, 2001). Studies have also emphasized the importance and
effectiveness of mentoring process in which professional knowledge passed through
experienced teachers to novice. Benefits of effective induction programs were not
limited to support new teachers. They also provided renewal for experienced teachers
and schools. This circulation helped in overcoming the difficult nature of the first
year of teaching (Johnson, et al., 2001). However, beginning teachers reported that
their official mentors generally taught different grades and subjects. For this reason,
they did not meet each other often and ongoing observations, discussions, and
feedback hardly took place in the induction period. As such, participants generally
felt alone in the process and tried to figure out their own way except for independent
schools' teachers. Elementary schools generally had only one ECE class and this
situation increased the loneliness of beginning ECE teachers. Both administrators
and mentors did not take this process seriously to help beginning teachers cope with
difficulties and becoming more professional. Lack of peer support was accompanied
by lack of administrator support in elementary schools as administrators had no ECE

background.

Although new teachers were eager to observe the experienced teachers and develop
their professional skills under guidance, administrators’ and mentors' avoidance left
beginning teachers on their own and they missed the opportunities to observe the
expert teachers in profession. All of the beginning teachers participated in this study
had full responsibility of a class from the very beginning of their teaching life. None
of them ever mentioned observations conducted by their mentors, nor did they
mention collaborative mentoring, helpful feedback in the areas of classroom
management, or even basic instructional practices such as lesson plans and obtaining

necessary teaching materials. Furthermore, most of them did not even have mentor
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teacher or their mentors were from different branches. Only two beginning teachers
in this study had access to the insight of experienced colleagues. It appeared that both
induction period and mentoring process were carried out on paper in public schools

and not helpful or supportive for novice teachers.

5.3 Personal, School, and Classroom Context

Motivation is defined as the psychological processes that cause the arousal,
direction, and persistence of voluntary actions that are goal-directed (Mitchell, 1982).
In this study, motivation refers to beginning teachers’ dedication and commitment to
teaching young children and how they sustain that commitment. Although the
definition of motivation changes, there is a consensus that all people are motivated in
one way or another as they have different backgrounds, personalities, interests,
attitudes, expectations, desires, and needs. As such, sources of motivation differ for
each individual depending on all these factors (Kocabas 2009). Motivation is divided
into two types: intrinsic motivation and extrinsic motivation. Intrinsic motivation
originates from interest or enjoyment in the task itself such as responsibility,
freedom, interesting and challenging work, and opportunities for advancement. It is
related to psychological rewards, which are those that can be usually determined by
the actions and behaviors of the individual instead of any external pressure or
reward. On the other hand, extrinsic motivation comes from outside of the individual.
Extrinsic motivations are in general rewards like money, promotions, grades, and
praise. All of these motivators stem from the work environment and are usually
applied by someone other than the person being motivated. It is expected that
intrinsic motivators have a deeper and more long-term effect as they are inherent in
individuals rather than coming from the outside (George & Sabapathy, 2011). In this
study participants expressed that teaching profession offered both intrinsic and

extrinsic motivation.

All of the participants stated that they were highly motivated for being ECE teachers
and their commitment comes from feeling responsible of children. Besides, their

motivation predominantly originated from love of the profession and love of
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children. Those feelings motivated them to behave appropriately and do what is right
for the children. Some of them did not expect to be motivated by the love of children,
yet as they spent time with children, they embraced them and felt motivated by the
unconditional love of children. In addition to intrinsic rewards, beginning teachers
also expressed extrinsic rewards in teaching profession. In this study three
participants worked full day, one of the participants worked until late afternoon, the
other worked a half day. Depending on the working hours, their motivation changed.
Beginning teachers working half day found their profession comfortable compared
with other professions. Thus, they felt motivated with having an opportunity to relax
the rest of the day; this convenient schedule also allowed beginning teachers to apply
for master programs. Moreover, beginning teachers were motivated with having a
position in public schools since it was a highly secure job which offered stable,

certain, and unsurprising occupational life.

Occupational prestige is referred to as the public perception of the position in a
hierarchy of occupation. In general, consideration of occupations as higher or lower
than others generates a hierarchy of prestige. The level of salaries is one of the main
factors that affect prestige of an occupation, and the average salary levels for
teaching professions are lower than those of other professions (Hoyle, 2001). This
situation did not affect pre-service teachers’ motivation since they all asserted that
despite the low salaries, they were still motivated by the love of children. Besides,
teaching young children was a profession that enabled teachers to make a difference
in children’s life. Pre-service teachers also expected to be motivated by seeing
children’s development and their effects on it, as well as by the dynamic and

enjoyable nature of the profession.

The profession is an important source of identity, self-esteem and self-actualization
from a psychological point of view. It provides a sense of fulfillment for people by
clarifying their value to the society. It can also be a source of frustration, boredom
and feelings of meaninglessness that determine the characteristics of the individual.
If they feel their profession does not let them achieve their potential and prevents

them from being successful, they have difficulty maintaining their motivation to
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carry out that profession (George & Sabapathy, 2011). Although pre-service teachers
perceived their profession as important and difficult, their perception of teaching and
public perception were not mutually exclusive in Study 1. Society had a tendency to
underestimate teaching young children as a profession since they supposed that it
was easy to perform. All of the participants experienced negative reactions from
society starting at the very beginning of the teacher education program. According to
Johnson and Duffett (2003), underestimation was not specific to ECE; rather, society
had a tendency to underestimate the teaching profession in general. Considering the
fact that teachers were prone to be pessimistic about the public opinion of teaching
(Everton, Turner, Hargreaves, & Pell, 2007), receiving persistent negative reactions
from society affected their perception negatively toward their future profession. This
was changed by the efforts emphasizing the importance of early education in Turkey
through several campaigns and beginning teachers reported that positive reaction
from society was a source of motivation for them in Study 11 and I1I.

Beginning teachers not only felt more confident in their profession as they gained
experience, they were also personally developed depending on the positive
experiences they had with children, parents and other colleagues. Moreover, the
respect that teaching profession brought increased beginning teachers’ self-
confidence. Being responsible for a group of children made beginning teachers feel
important as individuals in the society. All these improvements made their teaching
life easier with the help of acquired practices. Beginning teachers even detected more
improvement their practice in second semester compared to first semester. In short,
the more they enjoyed their jobs, the more positive attitudes they developed towards

the profession.

Finally, all beginning teachers agreed that teaching young children was very difficult,
tiring and demanded them to be energetic all the time. As such, they were all afraid
of losing their energy and enthusiasm to teach young children in time. Their concern
was not merely concentrated on burn out, boredom, or weariness. Primarily they
were afraid of not being efficient for children if they lost their enthusiasm and

motivation. Then, they were concerned about not being able to take children’s
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attention and motivate them to learn new things.

Beginning teachers’ relationships with other stakeholders was also important issue to
be discussed. Work environment full of negativity and hostility was associated with
emotional exhaustion and even health problems. Therefore, setting positive
interpersonal relationships, supporting and empowering employee should be taken
into account at workplaces while planning managerial procedures (Helkavaara,
Saastamoinen & Lahelma, 2011). School was not the place only for training students;
rather it was a complex organization with its” own culture, legislation, rules and
rituals. In this complex organization, beginning teachers engaged in different
relationships with different stakeholders in their schools. In this sense, teachers were
viewed as a member of groups instead of isolated individuals. Each group was
interdependent in the larger context of schools including administrators, students,
teachers, staff, and parents. The balance of this interactive social system was
maintained by organizational structures, rules and routines, informal behavioral
patterns, standards of performance, and organizational ideologies. All these
interdependent parts shaped student learning and there was a need to understand
them to improve students’ learning (Hawley & Rosenholtz, 1984). Therefore, being
ECE teacher was not only composed of teaching young children; rather, it was

subjected to establish communication with wide range of people.

In Study I, pre-service teachers’ concerns concentrated mostly on the relationship
with administrators as administrators’ attitude would affect their teaching practice
more than anyone else in school. Beginning teachers’ anticipation came true. In Study
I1, teachers having a positive relationship with their administrators felt motivated and
comfortable in their schools. On the other hand, the rest of the teachers who had a
negative relation with their administrators felt unmotivated, pressure, and isolation.
Beginning teachers needed to find some strategies to communicate with
administrators since administrators were not always open to communication. For this
reason, teachers first observed administrators’ reactions, and then learned how to
express their demands in appropriate ways. They needed to set a balance between

administrator’s status quo and their demands. Unfortunately, beginning teachers
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sometimes witnessed inappropriate practices of administrators. However, they could
not react towards the administrator because they did not know the procedure and they

were afraid of getting into trouble at school.

Regarding the MONE’s centralized system, schools were relying on a MONE office
in town and town districts relied on a MONE office in city. Teachers were officially
dependent on a MONE office to carry out all of the administrative tasks and
administrators were responsible for organizing all of the official paper work between
teachers and a MONE office. If an administrator was unable to carry out this process,
teachers had several problems, such as permission and appointment. Having a
positive relationship with administrators did not guarantee ease in beginning
teachers’ lives because MONE had a complicated legislation and operational system
in which beginning teachers easily got lost. For this reason, they needed a guide to
find their way around that ambiguity, the role administrators were supposed to have,

to support beginning teaches in their first year.

Beginning teachers had a tendency to develop hesitation in communicating with their
administrators and this hesitation set a barrier between school administrators and
beginning teachers (Erdemir, 2007). Their fear to assert their right against
administrators originated from a lack of knowledge on their personal rights and
MONE’s legislation. Teacher education programs also recognized the necessity of
administration course. Then, they added a course upon MONE’s legislation and

operation systems.

Beginning teachers who had a positive relationship with their colleagues stated that
they went to school enthusiastically and this situation positively affected their
teaching practice. On the other hand, teachers who had negative relationships with
colleagues in school experienced discomfort and they decided to change their
schools. In this situation, an administrator’s attitude plays a pivotal role in
determining relationships among teachers. If administrators create a competitive
environment and compare teachers’ performances, they encourage teachers to
compete with each other instead of cooperating with each other. In this sense,
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administrators should urge teachers to work together in harmony for the sake of

children.

Another issue about relationships emerged from the school type. Most of the
elementary schools had only one ECE class which made teachers feel isolated from
the rest of the school and they barely had contact with other teachers or even
administrators. Sometimes administrators forgot or disregarded to inform ECE
teachers about meetings or MONE’s announcements, which highlighted the isolation

many ECE teachers experienced in elementary schools.

Both teacher education program and ECE curriculum attributed special importance to
parent involvement. All of the pre-service teachers addressed the importance of
parent involvement and its benefits as growing awareness of parent involvement
resulted from its positive effects on children’s educational outcomes. Besides, parents
also wanted to be an active part of the education of their children and get more
information about school’s academic and behavioral expectations. All of the
participants believed that parent involvement activities were context free and could
not be carried out without taking the parents’ culture, SES, and educational
background into consideration with all dynamics. Chavkin (1993) stated that one of
the barriers for family-school partnership is lack of positive contact with the low-
income parents and negative attitudes and low expectations on the part of both
parents and educators for low income children. Before entering teaching profession,
participants were well aware of low socio-economic status of parents in Turkey and
accepted that it was the teacher’s responsibility to organize parent involvement
activities. They also believed that low socio-economic status might make parents to
treat ECE class as nursery schools. Early education was a combination of caring and
educating of young children; however, pre-service teachers found caring part
somehow insulting. Participants expressed that teachers needed to spend effort to
establish positive relationship with parents and increase their awareness, and make
them interested in curricular activities. They all planned to make parents come to
class and conduct activities with children. In this way, parents would become

familiar with early education and understand both caring and curricular activities in
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its content.

When they began to teach, they realized that low SES was the biggest barrier for
parent involvement activities. Participants stated that parents’ SES played an
important role in shaping their involvement. For instance, low SES parents were
afraid of coming to school because they believed that school expected them to pay
for their children’s educational needs. Before lessening parents’ fear of school,
teachers could not expect them to come to school and conduct an experiment or art
projects with their children. In this situation, beginning teachers accepted all

responsibility of having positive relationship with the parents.

Participants have learned several strategies to involve parents in educational
activities. Depending on the parents’ profile, SES, and educational background
beginning teachers tried to implement what they have learned in the teacher
education program and what was suggested in the curriculum. They all recognized
that implementation was not as easy as it seemed. They experienced that not all
techniques worked for all contexts. Some of the strategies worked and some of them
did not fit their context. For instance, one of the participants experienced some
problems after visiting parents’ homes because parents treated teachers too intimately
in their homes. On the other hand, in remote areas, parents were not familiar with
teacher visits. When they received such attention, they respected the teachers more
and they became more interested in their children’s education. MONE curriculum
and teacher education program might develop more culture specific parent

involvement activities that are easily accepted by Turkish low SES parents.

In order to gain parents’ trust and respect, they primarily tried to establish empathy
with parents in order to understand their way of thinking. First of all, they recognized
that they needed to be patient, tolerant, and understanding to establish a healthy
relationship with parents. Beginning teachers did not think of finding excuse to
disregard parent involvement activities as teacher education program really made
them aware of importance of involving parents in their children’s education. First,
they needed to find the best way to communicate with all these types of parents as it
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was not an easy process to set balance between demands of parents and teachers’
role. In this study, most of the parents came from low SES which created marked
difference between teacher and parents. In order to eliminate this difference,
beginning teachers behaved modestly to parents. They asked parents’ ideas to show
them that they were welcomed in school and teacher cared parents as much as

children.

Flett and Conderman (2001) suggested having a casual and unscheduled meeting
with parents such as a phone call or talking to parents when they were dropping off
or picking up their children. These informal conversations might help teachers and
parents to understand each other better and develop rapport. Beginning teachers
realized that it took some time to make parents feel secure in the class. Moreover, in
remote areas, most parents could not speak Turkish, which made them avoid contact
with teachers. In those regions, teachers needed to spend extra effort to involve
parents, yet they could not reach all of them due to lack of effective communication.
Generally, administrators in remote areas were local people in that region and they
had a good grasp of specific condition in that society. Participants could not receive
enough support from administrators to involve parents as parent involvement
activities were relatively new concepts in our educational system. It appeared that
administrators were not completely prepared for parent involvement in ECE

classrooms.

All of the participants emphasized the importance of the first impression of teachers
on parents for having positive relationship with parents. Most of them tried to
introduce themselves in a self-confident manner as they believed that relationships
would not be effective if teachers behaved weakly. However, it was not easy to
behave self-confident since beginning teachers suddenly found themselves alone in
front of 20 parents. Beginning teachers felt stressful in this situation since people had
certain images of teachers and expected teachers to answer all of the questions and
solve all of the problems about their children. Besides, teaching profession required
teachers to be good on organizing several events such as picnic, field trips, and end-

of-year shows. Most of the teachers stated their struggle to find the most convenient
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time, place, and cost for all parents. The responsibility of getting such a large group
together and satisfying their demands made beginning teachers exhausted.
Establishing a family unity might lessen teachers’ burden on such organization.
Although beginning teachers had several problems with parents, in general they
stated that parents respected teachers in a great extent. Especially, low SES parents
had lower expectations from the teachers and appreciated even the smallest effort of

teachers.

All of the beginning teachers were planning to invite parents into class to conduct
activities with children. However, arranging this kind of meeting with parents to do
activities in class was not as simple as it seemed to be. Even though parents were
interested in being involved in their children’s education, they hesitated to be alone
in front of the children. They realized that handling young children in class was not
an easy task. For this reason, beginning teachers encouraged parents to do simple
activities such as reading books or conducting a simple experiment. Moreover,
organizing parent involvement activities required more commitment, time, and

energy than participants initially anticipated.

Beginning teachers received help from parents throughout year to prepare classroom
materials for art products and to chaperone field trips. Beginning teachers called
parents, had home visits, sent notes and homework as parent involvement activities.
Participants all tried to parent involvement strategies that they learned in teacher
education program and suggested by MONE curriculum. They choose the strategies
that helped them to involve parents and they quit some strategies which did not work
at all in their context. If they had been offered more strategies, they would have more
chance to involve parents. Participants believed that parent involvement activities
were not only beneficial for children but also for parents. Thus, teachers should not

leave them outside of school.

Some region-specific problems also prevented teachers from involving parents in

class activities. In remote areas, population was scattered among small villages

located far away from each other. As such, MONE provided transportation for
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children living in different villages to get together in the same school. In this
circumstance, teachers did not even meet some of the parents as transportation set a
barrier for parent-teacher interaction and made parent involvement activities almost
impossible. In addition to regional problems, cultural and religious factors created
barriers for parent involvement. Ideally, it was assumed that both mother and father
should be involved in educational activities, yet some of the fathers limited their
interaction with women because of their religious beliefs. Some of them also
believed that mothers were primarily responsible for children’s education as it was

traditionally a woman’s job for them.

Assessment has been defined in Turkish ECE curriculum as the scientific process of
knowing children. In order to accomplish knowing and assessing children, teacher
needed to collect objective, consistent, integrated, systematic, and multidimensional
information about children. All recorded information has been used to evaluate
children’s behavior and support their development and education (MONE, 2006).
Assessment had three dimensions in the Turkish curriculum that assessing children,
programs, and teachers. Teachers should consider consistency and harmony among
goals, objectives, and the educational process while assessing the program. Then,
they determined emergent needs to make necessary changes for future daily and
annual plans. After evaluating both children and programs, teachers should also make
her own assessment to improve their teaching practices (MONE, 2006). This study
revealed that assessment only meant assessing children for beginning teachers and
they did not take it seriously as much as they declared while they were pre-service
teachers. Both teacher education program and MONE curriculum addressed the
importance of assessment. Pre-service teachers also expressed that assessment was
an indispensable part of early education. Participants planned to implement some of
the assessment techniques that they learnt in teacher education program and
suggested by MONE’s curriculum. In general, their preferences concentrated on
using portfolio, anecdotal records, and observation. Participants all agreed that
teachers could not be sure about effectiveness of their teaching without assessing

children's development.
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Although all of the participants stated that they would use portfolios to assess
children’s performance, only seven beginning teachers used portfolios as an
assessment tool. However, their use of portfolios was simply work sampling. Even
though portfolios were properly organized, they still allowed teachers to involve
parents and children in the assessment process since they provided chronological

assessment.

In this study class size generally was not overcrowded and most teachers claimed
that they easily recognized problems or changes in children’s behavior and they
started to believe that there was no need for a structured way of assessment such as
keeping anecdotal records. At first they tried to keep anecdotal records then they
quitted because they thought they did not miss children’s behavior as being in charge
of class sharpened their perception of assessment skills. Even though they
emphasized the pivotal role of assessment in early education when they were pre-
service teachers, it appeared that they did not apply assessment techniques in their
teaching practices. A few participants used event sampling, anecdotes, checklist,
photographs, and video recording. MONE required teachers to fill assessment forms
for each child yet teachers had a tendency not to pay attention to those forms.
Teachers might think that they would remember particular incidents, yet several
events were happening in class and teachers could not keep in mind all this
information. Thus, it was necessary to record particular incidents to make further
comparisons in children’s behaviors. Moreover, sharing recorded information with
parents and children allowed them to foresee the future (MONE, 2006). When
beginning teachers recognized a developmental delay, they preferred to work
individually to help children to overcome their drawbacks. The most convenient time
for individual study was free play time as other children were occupied by
themselves and did not need the teacher’s supervision as much as other classroom
activities. Teachers also kept anecdotal records in free play time because of its

convenience to follow children’s behavior.

The study showed that participants had concerns about their self-confidence both

before starting the profession and at the beginning of the profession. They were
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concerned with their self-efficiency and suspected their proficiency to control
classes, their content knowledge, and meeting needs of students, parents, and
administrators. However, teacher’s concerns lessened as they gained experience
(Ghait & Shaaban, 1999). All of the participants accepted that there was a huge
difference between their first arrival at school and the current condition in terms of
practical skills in teaching profession. Their skills were especially developed more in
the area of classroom management and relationship with the parents as well as with
the administrators. Beginning teachers realized that as they gained experience, their
preparation time lessened, they assessed children development better, and organized

classroom activities easily.

Educational system was changed dramatically in 2012 in Turkey. Eight years
compulsory elementary education was divided in two parts and four year of
secondary education was declared as compulsory. The new system, which is widely
known as 4+4+4, required several regulations on both elementary and secondary
education including the change in schooling age as 66 months old. As such, non-
governmental organizations, media, and public discussed this issue for a long time.
Early childhood education was affected with this change to a great extent. Early
education used to cover 36-72 months age children and MONE was trying to
increase early education schooling rate to 100% for 61-72 months age children.
MONE announced that new system only made difference on period of early
education. Schooling rate now is trying to be increased 100% for the age of 48-66

months children.

Although teacher education program was designed to educate 36-72 month age
children, in general 61-72 months age children attended more in early education. For
instance, elementary education classes only served education for 61-72 month age
children and independent schools had more 61-72 months age classes compared to
younger age groups. Apparently, this study might have revealed different results if it

would have been conducted after new system put into action.
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Similarly, early childhood education curriculum was changed based on national and
international researches and feedbacks coming from teachers and all the stakeholders
in early education in 2012. Pilot schools will implement new curriculum and then it
IS going to be revised once more according to additional feedback from teachers. In
the end, it will be implemented all over the country.

The revision process included assessment and evaluation experts for the first time. As
such, new program provided detailed information to assess and evaluate children,
teachers, and program. Goals and acquisitions were changed to make them more
measurable. Developmental characteristics of children were grouped according to
developmental domains in order to ease teachers’ work. In the new curriculum, class
environment consist of corners and the necessary materials in those corners were
explained clearly. Some of the activities were misunderstood, thus, activity example
book was prepared for teachers. Previous program was weak to support teachers who
have disabled children in their class. The current program defined several disabilities
and offered practical information for teachers. New program also provided ‘Parents
Support Book’ for teachers. This book not only included parent involvement
activities but also helped teachers to support parents at home.

It is appeared that new curriculum took teachers’ need in consideration as most of
changes were consistent with what this study suggested. New curriculum provided
more practical information to show how teachers should really implement
recommended activities in class. Besides, this study revealed that beginning teachers
were in a trouble to involve parents into their children’s education and assessment
was not carried out in a structure way. New curriculum offered more concrete
examples for parent involvement, assessment, and inclusion of handicapped children
which had several ambiguities in the previous program. Yet, new curriculum also had
some drawbacks. For instance, corners in class were defined in this order: Block,
dramatic play, manipulative play, art, book, science, sand and water, music,
computer, and entrance area. However, in this study most of the participants suffered
from lack of materials. In this situation, it can be argued that new curriculum did not
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address the regional differences. In some part of Turkey, teachers could not even find
table and chairs for children. Therefore, it might not be reasonable to expect them to

design their class with ten different corners.

5.4 Recommendations

Although recommendations were embedded in text through discussion chapter, in
this part, recommendations for teacher education program, MONE, and teachers are

represented more precisely.

Pre-service teachers in this study mostly complained that teacher education program
decreased practice to emphasize theory more. This situation created a gap between
teacher education program and the actual teaching in public schools and they felt ill-
prepared to educate young children. In this sense, there was a need for unifying
theory and practice to make teachers more equipped with necessary skills to handle
all requirements of first year of teaching. This outfitting could be enabled by
providing teachers with cased-based situations which might frequently appear in
public schools such as parent meetings in low SES districts.

Beginning teachers struggled immensely to navigate in MONE’s complicated
organizational structure due to the distance between teacher education program and
MONE. When participants of this study were studying, teacher education program
did not offer any administrative course explaining legislation and operation policy of
MONE. It did not take too long to recognize importance of such course and teacher
education programs added administrative course to their course list. Yet, how these
courses are provided for pre-service teachers might not be specific for teacher
education programs. Experiences of beginning teachers and how they should

navigate within the MONE system should be a part of this course.

It appeared in this study that MONE’s centralized educational system and curriculum
did not work well in remote areas. Thus, there is a need for customized education in
some regions where children could not speak Turkish or enter school on December

and leave on early May. Moreover, proper structural quality and safety negatively
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affected beginning teachers’ well-being as well as their willingness to work in remote
areas. Material rewards or having early promotion in MONE system might work to

gain teachers’ attention for working in remote areas.

Lack of instructors was blamed for having insufficient training in teacher education
program. Yet, several recently established universities still opened early childhood
education programs. Higher Education Council, the governing institution of Turkish
universities, should set some standards to open new programs to prevent unqualified
education. Besides, public schools might not have sufficient empty position for all

graduates of those universities.

All of the participants had negative experiences in practicum course as their mentor
teachers left them alone in class with children. They all struggled to handle class then
they felt powerless to control class before entering teaching profession. It will be
helpful for pre-service teachers that they are required to take all responsibility of
class as long as enough support is provided. Therefore, teacher educators and
practicum school personnel should discuss to develop more structured practicum

course experiences in order to support pre-service teachers better.

The findings of this study revealed that a great deal of problems participants
experienced took its source from MONE's unorganized policy. MONE increased
mandatory education from 5 years to 8 years without solving infrastructure problems
and hired 15 thousand ECE teachers to increase schooling rate for early education.
Yet, public schools were not ready for such a sudden move, thus, beginning teachers
suffered from several material, structural, and environmental drawbacks. MONE
should determine its policy in advance and run pilot practice before implementing

new changes in public schools.

Another difficulty that beginning teachers experienced was carrying out non-
curricular tasks. Not all the schools had substitute teachers or cleaning staff and
teachers had to fulfill non-curricular tasks such as cleaning class or heating class with

stove. Non-curricular tasks were originated from infrastructure problems which
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might be resolved taking action to set some standards for ECE classes. For instance,

schools should charge cleaning staff to work in ECE class at least an hour.

This study revealed that independent schools provided better material, educational
environment, and administrative support compared to elementary schools. For this
reason, MONE could increase number of independent schools; even in the long run

early education might be only served in independent schools for the sake of children.

MONE did not have sufficient number of inspectors specialized on early education
which made inspection process ineffective for ECE teachers. This could be solved by
hiring more inspectors who have early education background and are in charge of
inspecting ECE teachers. Besides, inspectors were responsible of guiding beginning
teachers, yet they were not familiar with early education which leads lack of proper
guidance for new teachers. This study also revealed that beginning teachers did not
receive sufficient support from their administrators and mentor teachers. MONE’s
detailed mentoring legislation only remained on paper and did not take place in
public school context. There is a need for some enforcement to make administrators
put mentoring process into effect as they are primary responsible of guiding new

teachers.

Both teacher education program and MONE curriculum emphasized importance of
parent involvement. Participants learned several strategies to involve parents into
their children’s education at the teacher education program. However, participants
realized that implementing those strategies suggested by teacher education and
MONE curriculum was not that easy in real life as they experienced cultural barriers.
For this reason, MONE curriculum and teacher education program should work
together to develop more culturally appropriate parent involvement activities for

Turkish parents.
5.5. Limitations and Further Research
The aim of this study was to examine the pre-service early childhood education

(ECE) teachers’ expectations before entering teaching profession and their possible
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challenges or positive experiences in their first-year of teaching in public school
context. The findings of this study brought to light some hidden issues upon pre-
service teachers’ expectations and beginning teachers’ experiences and contributed to
related literature. In addition to its contributions, this study had also some certain
limitations. First, the present study was conducted with teachers studied at METU.
As such, pre-service teachers’ expectations and beginning teachers’ experiences
might be specific to METU as it is technology oriented university serving education
in English. Although it was not the aim of this study to reach a generalization as a
qualitative study, conducting similar studies with other universities graduates might
shed light on beginning teachers’ experiences in public schools. Another replication
is also necessary to understand beginning teachers’ experiences in private schools
since this study only focused on teachers’ experiences in public schools. Such studies

might suggest new strategies of teacher preparation for teacher educators.

Another point to underline is that this study was limited to self-reports of the
participants. Observing beginning teachers in their first year of teaching could bring
a comprehensive understanding of what they had experienced and how they would
overcome problems in their first year of teaching. It should also be underlined that
during the analysis period, other issues related to pre-service teachers expectations
and beginning teachers’ experiences in public schools were ignored as they were not

in the scope of this study.

The educational policy in Turkey has changed and will continue to change as our
country struggles to improve socially and economically. Supporting new members in
the teaching profession plays pivotal role to provide new generation with high
quality learning environment in which all of children feel safe and successful.
MONE prepared long and detailed induction program, yet induction program and
mentoring process only remained on paper. Although beginning teachers were
required to attend seminars on weekends throughout the first semester, they did not
benefit from the seminars. It appeared that content of seminars were depended on
instructors’ personal interest. MONE determines topics for training program but there

is no fix program for fundamental needs of beginning teachers. Further study could
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focus on possible way to improve induction programs for public school teachers.

This study revealed that school climate played important role on beginning teachers’
productivity, satisfaction, and social, emotional and physically safety. For this reason,
running more research on school climate could bring deeper insight to support new

teachers in their early career.

In addition to above all, it should be further studied whether teachers’ challenges
disappear in following years or continue to bother them. Such a follow-up study
might provide more information on problems in MONE’s system since those

problems cannot be associated with teachers’ inexperience any more.

THE END

Climbing a mountain and digging a hole with needle are best metaphors to describe
writing a dissertation. It was a very long and challenging process, yet enjoyable at
the same time. When | began to study in my graduate program, | was not sure about
anything except for lack of motivation to work with pre-service teachers. | was

highly determined to work with children or teachers, maybe parents.

| was always wondering that what our graduates were doing after finishing teacher
education program. | was one of the luckiest doctoral students as | was really able to
study what | was interested in. Everything has gone well with me throughout my
doctoral study since all graduates of 2009 accepted to participate in my study and
most of them were hired by MONE. | have been the advisor of this group for four
years and it was easy to contact them after their graduation. I believed that present
study would not have been happened if | had tried to run with another group with
whom | did not have the same background. My participants eased my work in a great
extent as they changed their schedule for me and provided logistic support. The
rapport between me and my participants helped them to reflect what they actually

experienced in public schools. I conducted a similar study in US and participants in
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there were highly reluctant to express their relationships and problems with parents

and administrators.

While conducting this research, | realized that | was totally unfamiliar to several
routines happening in public schools in a regular basis. This would help me to design
my courses in the future. I am now well aware of what new teachers need in their
early career. | am planning to prepare my courses as a combination of theory and
practice. In order to accomplish this, I am going to prepare real cases that might
happen in public schools, and then we will rehearse those situations at the last 20

minutes of class.

Another reflection on my future teaching is that I would like to listen to my students
and take their ideas about teacher education program and my courses. | have been
observing that instructors are sometimes prejudicial upon students’ feedbacks. They
thought that students will always complain about everything and their primary
concern is just getting high grades. It could be true in some point but there is more. If
we would expect them to be independent, advocate their rights against

administrators, and think critically, we should give them voice.

Becoming familiar with the operational system of MONE made me desperate about
future, as MONE works in a chaotic way. | realized that teachers need to perform
their profession with self motivation. Luckily, my participants were highly
enthusiastic to teach young children and gave hope. | am sure they are teaching

somewhere in Turkey and raise creative, independent, and self confident children.
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10.

APPENDIX A

INTERVIEW QUESTIONS PART I

Okuldncesi egitim sence neden énemlidir?
Tirkiye’deki okuloncesi egitime ve okuloncesi 6gretmenlerine kars1 genel
tutum hakkinda ne diisiiniiyorsun? Bu genel tutum seni nasil etkiliyor?
e Okuloncesi egitim hakkinda bilgisi olmayan birine okuldncesi egitimi
nasil tanitirsin?
Okuloncesi 6gretmenligini nasil bir meslek olarak tanimlarsin?
e Okuloncesi 6gretmenin sahip olmasi gereken bilgiler nelerdir?
e Okuldncesi 6gretmeninin sahip olmasi gereken beceriler ve ozellikler
nedir?
Mezun olduktan sonra nerde ¢alismay1 diisiinuyorsun? Neden?
Nasil bir okulda ¢alismak istersin? (Fiziksel , kisiler arasi iliskiler)
e Diger 6gretmen arkadaslarinla iligskinin nasil olacagini diisiintiyorsun?
e Okul yonetimiyle iliskini nasil olacagini diislintiyorsun?
e Ailelerle nasil bir iligki kuracagini diistiniiyorsun? Aile katilim1
hakkinda ne diisliniiyorsun?
Nasil bir okuldncesi 6gretmeni olmak istersin?
Ogretmenlik yapmaya baslarsan temel amacin ne olacak?
Iyi bir okuléncesi 6gretmeni olmak icin gerekli teorik bilgiyi aldigim
diistiniiyor musun?
Iyi bir okuldncesi 6gretmeni olmak icin gerekli pratik bilgiyi aldigim
diistinliyor musun?
Almis oldugun okuldncesi egitim programinda degisiklige ihtiya¢ oldugunu
diistiniiyor musun? Daha etkili olmasi i¢in Onerilerin nelerdir?

Ogretmenlik yapmaya basladiginda seni bekleyen durumlar hakkinda baz
sorular soracagim

11.

12.
13.
14.
15.

16.

Ogretmenlik yapmaya basladigin ilk giin cocuklarla sinifta bagbasa kaldiginda
nelerle karsilasabilecegini goziinde canlandirabilir misin?

Okuldncesi 6gretmeni sinifa girmeden 6nce ne gibi hazirliklar yapmali?

Bu meslegi yapacagimi diisiinmek seni mutlu ediyor mu?

Ogretmenlikle ilgili giiclii ve zayif yanlarin nelerdir?

Ogretmen oldugunda burda 6grendiklerini uygulamak igin gerekli materyalleri
ve fiziksel kosullar1 bulabilecegini diisiiniiyor musun?

Sinif yonetimini nasil saglarsin?
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17.

18.
19.

20.

21.

22.

23.

24,

Farkl1 sosyo-ekonomik kosullardan gelen ¢ocuklarin ayn1 sinifta bulunmasi
sana ne ifade eder?

Siifinda 6zel egitime ihtiyact olan bir 6grenci olursa ne yaparsin?

MEB’in okuldncesi egitim programini iyi anladigini diisiiniiyor musun?
Uygularken zorluk yasayacagini diisiiniiyor musun?

Ogretmenlik meslegini siirdiirmek igin seni motive eden etmenler neler
olabilir?

e Ayaklariin geri geri gittigi bir giinde motivasyonunu nasil arttirirsin?
Okuloncesi 6gretmenligin sevdigin ve sevmedigin yanlart nelerdir?
Verecegin egitimin etkinligini nasil degerlendirirsin?

Bu goriisme sirasinda sormus olmamu istedigin ama sormadigim bir soru var
mi1? Nedir
Bu soru senin i¢in neden énemli
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APPENDIX B

INTERVIEW QUESTIONS PART I1

Teacher Education

1.

N o ok

Iyi bir okuléncesi 6gretmeni olmak igin gerekli teorik bilgiyi aldigi
distintiyor musun? Hangi dersler sence etkiliydi?

Iyi bir okuldncesi 6gretmeni olmak icin gerekli pratik bilgiyi aldigin
diistiniiyor musun? Hangi dersler sence etkiliydi?

Lisans 6greniminde aldigin ama gegen zaman iginde faydasini gérmedigin bir
ders var m1?

Lisanstayken almak istegin fakat acilmadigi i¢in alamadigin dersler var miydi?
Lisans hayatin boyunca hocalarindan beklentilerin nelerdi?

Ogretmen yetistiren kisilerin sahip olmasi gereken bilgi ve beceriler nelerdir?
Almis oldugun okuldncesi egitim programinin daha etkili olmasi i¢in
onerilerin nelerdir?

Nature of teaching

8.
9.

10.
11.
12.
13.
14.
15.
16.
17.

Ogretmen olarak temel amacinin ne oldugunu diisiiniiyorsun?

Gecen y1l 1y1 bir okuldncesi 6gretmenini nasil tanimlardin (sahip olmasi
gereken bilgiler beceriler nedir)? Su anda nasil tanimlarsin?

Su anda yaptigin is bu tanimlarina ne kadar uyuyor?

Ogretmenlikle ilgili giiclii yanlarin nelerdir?

Ogretmen olmadan 6nce bu gii¢lii yanmin farkinda miydin?
Ogretmenlikle ilgili zay1f yanlarin nelerdir?

Ogretmen olmadan dnce bu zayif yaninin farkinda miydin?

Okuléncesi 6gretmeni kendini gelistirmek icin neler yapmal1?
Okuléncesi 6gretmeni olmanin en heyecan verici / sevdigin yani nedir?
Okuléncesi 6gretmeni olmanin en zor/ sevmedigin yani nedir?

Teaching practice

18.

19.
20.

Universite hayatin boyunca égrendiklerini uygulamak igin gerekli materyalleri
ve fiziksel kosullar1 bulabildigini diisiiniiyor musun?

Sinif yonetimini nasil sagliyorsun? Zorluklarla karsilastin mi1?

Aile katilimin1 nasil sagliyorsun?

207



21.

22.

23.

24,
25.

Sinifinda farkli sosyo-ekonomik kosullardan gelen ¢ocuklar var mi1? Bu durum
senin verdigin egitimi nasil etkiliyor?
Smifinda 6zel egitime ihtiyaci olan 6grencin var m1? Bu durum senin verdigin
egitimi nasil etkiliyor?
Verdigin egitimin etkililigini nasil degerlendiriyorsun?
Bu meslegi uzun sire yapacagini diisiinmek seni mutlu ediyor mu?
Ogretmenlik meslegini siirdiirmek i¢in seni motive eden etmenler nelerdir?

e Ayaklarmin geri geri gittigi bir giinde motivasyonunu nasil

arttirryorsun?

Workload

26. Sinifta 6grencilerine egitim vermek disinda bu okulda bagka

sorumluluklarinda var m1?

27. Sinifa girmeden Once ne gibi hazirliklar yapiyorsun?
28. Giinliik rutinlerini agiklar misin? Bir giiniin nasil geciyor?

¢ Giiniin sonunda kendini nasil hissediyorsun? Genel olarak o giin
yapmak istedigin seyleri tamamen yaptigini diisliniiyor musun?

School climate

29.
30.

31.
32.
33.
34.
35.
36.

37.

38.

39.

Milli Egitimde yada 6zel sektdrde calismaya nasil karar verdin?
Bu okula atandigini ilk duydugunda neler hissettin?

e Burada karsilastiklarinla beklentilerini kiyaslayinca neler

sOyleyebilirsin?

Okuldaki ilk gliniind anlatir misin?
Simufta 6grencilerle birlikte ilk giinlinii anlatir misin? Kag tane d6grencin var?
Diger 6gretmen arkadaslarinla iligkilerinin nasil oldugunu diislintiyorsun?
Yoneticilerle iliskin nasil?
Ogrencilerinle iliskilerin nasil?
Ailelerle iligkin nasil? Ailelerin ¢ocuklarinin egitimine, okula ve sana karsi
tutumlar1 hakkinda neler diisiintiyorsun?
Ogrencilerden, ailelerden, okul yénetiminden yada miifredattan senin verdigin
egitimi etkileyen bir baski hissediyor musun? Nasil bir baski? Nelerin
degismesini istersin? Bu faktorler degistirilse daha etkili bir egitim verecegini
diisiiniiyor musun? Neden?
Bu okulda kendini gelistirebilmen i¢in ne gibi kaynaklar mevcut? (internet
yada deneyimli 68retmen)
Kendini ¢alistigin okulun bir pargasi olarak goriiyor musun? Ne zaman boyle
hissetmeye basladin?
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Administration-Support

40.

41.

42.
43.

44,

45.
46.

[k atandigin giinden beri yasadigim zorluklarmn azaltilmasi igin neler
yapilabilirdi? Senin onerilerin nelerdir?

Ogretmenlige basladiktan sonra hi¢ yardim ve destek gordiin mii? Nasil?
Kimden?

Senin ilk atandiginda eng¢ok hangi konuda destege ihtiyacin vardi?

Bu donem yasadigin zorluklar tekrar yasamamak i¢in ikinci donem neler
yapmay1 planliyorsun?

Sana danigsman 6gretmen atand1 mi1? Danismanlik siireci nasil isliyor? Sana
yardimi dokunuyor mu?

MEB’in okuldncesi egitim programini uygularken zorluklar yasadin m1?
MEB’in mevzuatini ne kadar biliyorsun? Ozliik haklarin ve MEB’in sagladig
firsatlar hakkinda bilgi sahibi oldugunu diisliniiyor musun?

Additional Questions

471.

48.

Bu goriisme sirasinda sormus olmamu istedigin ama sormadigim bir soru var
mi1? Nedir?
Bu soru senin i¢in neden 6nemli? Simdi sorsam cevaplar misin?
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APPENDIX C

INTERVIEW QUESTIONS PART I1I

Teacher Education

1.

N o ok

Iyi bir okuléncesi 6gretmeni olmak igin gerekli teorik bilgiyi aldigi
distintiyor musun? Hangi dersler sence etkiliydi?

Iyi bir okuldncesi 6gretmeni olmak icin gerekli pratik bilgiyi aldigin
diistiniiyor musun? Hangi dersler sence etkiliydi?

Lisans 6greniminde aldigin ama gegen zaman iginde faydasini gérmedigin bir
ders var m1?

Lisanstayken almak istegin fakat agilmadigi i¢in alamadigin dersler var miydi?
Lisans hayatin boyunca hocalarindan beklentilerin nelerdi?

Ogretmen yetistiren kisilerin sahip olmas1 gereken bilgi ve beceriler nelerdir?
Almis oldugun okuldncesi egitim programinin daha etkili olmasi i¢in
onerilerin nelerdir?

Nature of teaching

8.
9.

10.
11.

12.

13.

14.
15.

Ogretmen olarak temel amacinin ne oldugunu diisiiniiyorsun?

Gecen y1l 1y1 bir okuldncesi 6gretmenini nasil tanimlardin (sahip olmasi
gereken bilgiler beceriler nedir)? Su anda nasil tanimlarsin?

Su anda yaptigin is bu tanimlarina ne kadar uyuyor?

Ogretmenlikle ilgili giiclii yanlarin nelerdir?

e Ogretmen olmadan 6nce bu gii¢lii yaninin farkinda mrydin?
Ogretmenlikle ilgili zayif yanlarin nelerdir?

e Ogretmen olmadan 6nce bu zayif yanmnin farkinda miydim?
Okuldncesi 0gretmeni kendini gelistirmek i¢in neler yapmali?
Okuléncesi 6gretmeni olmanin en heyecan verici / sevdigin yani nedir?
Okuloncesi 6gretmeni olmanin en zor/ sevmedigin yani nedir?

Teaching practice

16.

17.
18.

Universite hayatin boyunca 6grendiklerini uygulamak icin gerekli materyalleri
ve fiziksel kosullar1 bulabildigini diisiiniiyor musun?

Sinif yonetimini nasil sagliyorsun? Zorluklarla karsilastin mi1?

Aile katilimini nasil sagliyorsun?
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19.

20.

21.

22.
23.

Sinifinda farkli sosyo-ekonomik kosullardan gelen ¢ocuklar var mi1? Bu durum
senin verdigin egitimi nasil etkiliyor?
Smifinda 6zel egitime ihtiyaci olan 6grencin var m1? Bu durum senin verdigin
egitimi nasil etkiliyor?
Verdigin egitimin etkililigini nasil degerlendiriyorsun?
Bu meslegi uzun sure yapacagini diisiinmek seni mutlu ediyor mu?
Ogretmenlik meslegini siirdiirmek i¢in seni motive eden etmenler nelerdir?

e Ayaklarmin geri geri gittigi bir giinde motivasyonunu nasil

arttirryorsun?

Workload

24,

25.
26.
217.

Sinifta 6grencilerine egitim vermek diginda bu okulda baska
sorumluluklarinda var m1?

Sinifa girmeden dnce ne gibi hazirliklar yapiyorsun?

Giinliik rutinlerini agiklar misin? Bir giiniin nasil gegiyor?

Giiniin sonunda kendini nasil hissediyorsun? Genel olarak o giin yapmak
istedigin seyleri tamamen yaptigini diisiiniiyor musun?

School climate

28.
29.
30.
31.

32.

33.

34.

Diger 6gretmen arkadaslarinla iligkilerinin nasil oldugunu diisiiniiyorsun?
Yoneticilerle iliskin nasil?

Ogrencilerinle iliskilerin nas1l?

Ailelerle iliskin nasil? Ailelerin ¢ocuklarinin egitimine, okula ve sana karsi
tutumlar1 hakkinda neler diisiintiyorsun?

Ogrencilerden, ailelerden, okul yonetiminden yada miifredattan senin verdigin
egitimi etkileyen bir baski hissediyor musun? Nasil bir baski? Nelerin
degismesini istersin? Bu faktorler degistirilse daha etkili bir egitim verecegini
diisiiniiyor musun? Neden?

Bu okulda kendini gelistirebilmen icin ne gibi kaynaklar mevcut? (internet
yada deneyimli 68retmen)

Kendini ¢alistigin okulun bir pargasi olarak gdriiyor musun? Ne zaman boyle
hissetmeye basladin?

Administration-Support

35.

36.

[k atandigin giinden beri yasadigin zorluklarmn azaltilmasi igin neler
yapilabilirdi? Senin 6nerilerin nelerdir?
Ogretmenlige basladiktan sonra hi¢ yardim ve destek gordiin mii? Nasil?
Kimden?

e Senin ilk atandiginda encok hangi konuda destege ihtiyacin vardi?
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37. Bu dénem yasadigin zorluklari tekrar yasamamak i¢in ikinci dénem neler
yapmay1 planliyorsun?

38. Sana danigman 6gretmen atand1 m1? Danismanlik siireci nasil isliyor? Sana
yardimi dokunuyor mu?

39. MEB’in okuldncesi egitim programini uygularken zorluklar yasadin m1?

40. MEB’in mevzuatini ne kadar biliyorsun? Ozliik haklarin ve MEB’in sagladig1
firsatlar hakkinda bilgi sahibi oldugunu diisiiniiyor musun?

Additional Questions

41. Bu goriisme sirasinda sormus olmami istedigin ama sormadigim bir soru var
mi1? Nedir?

42. Bu soru senin i¢in neden énemli?

43. Simdi sorsam cevaplar misin?
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TURKISH SUMMARY
GOREVE YENI BASLAYAN OKULONCESIi OGRETMENLERININ
KARIYER ALGILARI, BEKLENTILERI, KAYGILARI VE DEVLET
OKULLARINDAKI DENEYIMLERI

Giris

Insanlar hayatlarinin pek ¢ok yilin1 okulda gegirmekte ve farkli bircok 6gretmenle
tecriibeler edinmektedirler. Ne yazik ki insanlarin egitim hayatlarindaki biitiin
Ogretmenler cok etkili bir egitim sunamamaktadir. Kaliteli egitim sunamayan
Ogretmenlerle edinilen tecriibelerin iistesinden gelmek zor olmaktadir ¢linkii olumlu
bir egitim ortaminda gergeklesmeyen hatiralar insanlari derinden etkilemekte ve
canliligint uzun sure korumaktadir (Walls, Nardi, von Minden, & Hoffman, 2002).
Ogretmenlerin ¢ocuklarmn hayatlarmdaki énemli rolii gdz oniine alindiginda kaliteden
fedakarlikta bulunmak s6z konusu olamaz. Bu yiizden hiikiimetler her ¢ocugun
kaliteli egitim sunan bir 6gretmene sahip olmasini garanti altina almalidirlar (King,
2004). Her sene pek c¢ok okul goreve yeni baslayan ogretmenlere kapilarini
acmaktadir. Yeni 6gretmenler icin 6gretmenligin ne kadar zor ve emek isteyen bir
meslek oldugu daha ilk glinden asikardir. Bazi yeni dgretmenler bu zorluklarla bas
edememekte ve 6gretmeligin ilk yil1 ayn1 zamanda onlarin 6gretmenlik meslegindeki

son yillar1 olmaktadir (Roehrig, Pressley & Talotta, 2002).

Ogretmen egitim programi 6gretmen adaylarini meslege hazirlamaktaki en
onemli unsur olarak kabul edilmektedir. Ogretmen adaylar1 okul deneyimleri
sirasinda egitim aktivitelerine aktif bir sekilde katilarak gelecekteki sorumluluklarini
ogrenirler. Ogretmen egitim programlar1 dgrencilerine dgretmenligin ne anlama
geldigini anlamalarina yardim eder c¢linkii 6grenciler programa ilk girdiklerinde
egitim hakkinda noksan ya da yanlis vizyonlara sahiptirler. Bu nedenle, yetersiz

egitim almaktan kaynaklanan hayal kirikligini 6nlemek i¢in teori ve pratik arasinda
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yeterli baglantinin saglanmasi gerekmektedir (Moffett, John, & Isken, 2002).

Tiirkiye’de Egitim Fakiilteleri ve Milli Egitim Bakanliginin uyum iginde calistigi
varsayilmaktadir. Fakat uygulamaya baktigimizda bu iki kurumun ¢ok fazla isbirligi
yapmadig1 gibi aralarinda bazen zitliklar ¢iktigi goriilmektedir. Goreve yeni baslayan
Ogretmenler zaman zaman TUniversitede Ogrendikleri ile devlet okullarindaki

uygulamalar arasindaki uyusmazliklara sahit olmaktadirlar (Yalg¢inkaya, 2002).

Hem Ogretmen adaylari hem de goreve yeni baslayan Ogretmenler 6gretmenlik
uygulamalar1 konusunda kendilerini yetersiz gérmektedirler. Bu durum &gretmen
egitim programlarinin kalitesinin sorgulanmasina neden olmaktadir.  Ogretmen
adaylar1 ve goOreve yeni baslayan ogretmenler, Egitim Fakdiltelerindeki yetersiz
egitimin nedeni olarak su sorunlar1 siralamaktadirlar: Pratik egitim eksikligi, teorik
bilgiye odaklanmak, yeterli donanima sahip olmayan 6gretim liyeleri, yetersiz ya da
gereksiz dersler (Gomleksiz, Kan, Biger, & Yetkiner, 2010). Diger taraftan ¢ok fazla
pratik egitime odaklanmak ogretmen egitim programlarinda teorik egitiminin

derinliginin kaybedilmesi tehlikesini dogurmaktadir (Maandag et al, 2007).

Ogretmenlere yeterli egitim vermenin en ideal sekli onlarin ne 6grettikleri neden
ogrettikleri ve ogretmenlik pratiklerini nasil daha iyi hale getirebileceklerini
anlamalarin1 saglamaktir. Fakat tiniversiteler ve devlet okullarmin gereksinimleri
arasinda zithklar ortaya ¢ikmaktadir. ilki teorileri anlamak iizerine yogunlasirken
ikincisi pratik ve performansa 6nem vermektedir. Gorinen o ki universiteler devlet
okullarinin  ihtiyacin1  karsilayacak Ogretmenleri  yetistirememektedir — ¢iinki
ogretmenler okullara adapte olma konusunda biiylik sikintilar yasamaktadirlar
(Moffett, John, & Isken, 2002).

Iyi bir egitim almak ve cok idealist olmak ta her zaman géreve yeni baslayan
ogretmenlerin sinifta basarili olacaklar1 anlamina gelmemektedir, ¢iinkii 6gretmenlik
mesleginin Ongoriillemez bir dogasi vardir. Slphesiz ki, destekleyici bir ¢alisma
ortami Ogretmenlerin karsilasacagi belirsizlikleri azaltmaya yardimci oldugu gibi
onlarin basartya ve doyuma ulagmalarina da yardimci olur. Ancak, 6gretmenler ok

agir is yikd, destek vermeyen midirler, ve materyal yoksunlugu gibi sorunlarla
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karsilaginca i¢sel motivasyonlarini kaybedebilirler (Johnson & Birkeland, 2003).

Sinifta biitiin egitim 6gretim aktivitelerinden sorumlu olan tek kisi olmaktan dolay1
pek cok goreve yeni baslayan O0gretmen hayal kirikligi, kaygi, stres, giivensizlik,
yetersizlik, disiplin problemleri, baski, diisik 6zgiiven ve endise yasamaktadir
(Achinstein, 2006; Evans, 1997; Gold, 1996; Huberman, 1992; Ingersoll, 2001;
Stokking, Leenders, Jong, & Tartwijk, 2003; Veenman, 1984). Butln bu nedenlerden
dolayr goreve yeni baslayan Ogretmenler idealizmlerini, heves ve isteklerini

kaybetmekte hatta 6gretmenligi birakmaya karar vermektedirler (Delgado, 1999).

Metot

Bu caligmanin amaci Ogretmen adaylarinin Ogretmenlik meslegine baslamadan
onceki algilarini, beklentilerini ve kaygilarini ardindan da devlet okullarinda goreve
basladiklarinda ki deneyimlerini incelemektir. Bu calisma 6zellikli olarak 6gretmen
adaylarmin egitimlerinin daha verimli hale getirilmesi ve devlet okullarinda
Ogretmenlik  yaparken Dbasarili  olmalarimi  kolaylastirict  yollar  bulmayi
amaclamaktadir. Ayn1 zamanda yeni Ogretmenlere karsilastiklari sorunlarla kendi
baslarina kalmamalar1 i¢in sunulan destekleri ve gelecekte basarili bir 6gretmen

olmalari i¢in sunulan firsatlar1 aragtirmaktadir.

Bu calisma {i¢ asamadan olusmaktadir. Ik asama kapsaminda 2008-2009 dgretim
yilinda Ortadogu Teknik Universitesi Okuléncesi Ogretmenligi Programimdan mezun
olmak iizere bulunan 25 6gretmen aday1 ile gelecekteki mesleklerine yonelik algilart
ve beklentileri hakkinda derinlemesine goriisme yapilmigtir. Ikinci asama ilk
caligmaya katilan oOgretmenlerden devlet okullarinda Ogretmenlik yapmaya
baslayanlar ile gerceklestirilmistir. Ik calismaya katilan 6gretmenlerden 16 tanesi
Tiirkiye’ nin c¢esitli illerinde devlet okullarinda 6gretmenlik yapmaya baglamisti. Bu
16 ogretmen adayir ile iletisime geg¢ilmis ve devlet okullarinda ilk donemlerini
tamamladiktan sonra Ogretmenlik yaparken yasadiklart olumlu ve olumsuz
tecriibeleri iizerine derinlemesine goriisme yapilmistir. Ikinci galismaya katilan 16

O0gretmenin tamamu li¢lincli calismaya katilmaya da goniilli oldular. En son asama
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benzer goriisme sorulari kullanilarak katilimcilar devlet okulunda ilk yillarini

tamamladiktan sonra yiiriitilmiistiir.

Bu caligma dogasi geregi nitel bir ¢alismadir. Bu nedenle, veri toplama yontemi
temel olarak katilimcilarla gergeklestirilen derinlemesine goriismelerdir. Bu nitel
caligmada bir grup insanin yasadigi olaylar1 agiklamaya ve anlamlandirmaya
odaklanan olgu bilimsel arastirma deseni ¢alismanin metodu i¢in benimsenmistir
(Creswell, 2007). Katilimeilarin 6gretmenlige baslamadan onceki beklentileri ve
basladiktan sonraki yasantilari ¢ok genis bir alam1 kapsamaktadir. Ornek vermek
gerekirse Ogretmen adaylarinin  devlet okullarinda calismaya baslayinca
karsilasabilecekleri zorluklar, Ogretmen egitim programi, devlet okullarindaki
fiziksel, egitimsel ve yonetimsel durumlar ve miifredatin biitiin gereklilikleri bu

calisma kapsamina alinmistir.

Olgu bilimsel analiz tecriibe edilen her tiirlii konuyu inceleyebilir. Bu yiizden o olayi
tecriibe eden kisileri olayin disinda tutarak nesnel bir analiz yapmaz. Tam tersine
olaylarin kisiler tarafindan nasil tecriibe edildigi ile ilgilenir (Giorgi 2009). Olgu
bilimsel arastirmalarda aragtirma sorusu belirgin bir konu ya da problem iizerindeki
cok yogun ve giiglii arastirma ilgisinden ortaya ¢ikar. Olgu bilimsel desen ¢ikarim ya
da neden sonug iliksisi aramak yerine insan yasantilarinin anlamini ve tanimini tiim
hakikatiyle derinlemesine ortaya koymaya c¢alisir (Moustakas, 1994). Ayn1 zamanda
kisisel yasantilart umumi bir tanima indirgemeyi amagclar (van Manen, 1990). Cok
cesitli yasantilar olgu olarak kabul edilebilir. Ornegin, yas, ofke, veya uykusuzluk

olgu olarak incelenebilecek konulardir (Moustakas, 1994).

Olgu bilimsel desende iki temel yaklasim vardir: Hermeneutic olgu bilim (van
Manen, 1990) ve transcendental olgu bilim (Moustakas, 1994). Hermeneutic olgu
bilim agirlikla yasantilari neyin olusturdugunu yorumlamaya dayanir (van Manen,
1990). Fakat transcendental olgu bilim yasantilar1 yorumlamak yerine agiklamaya
odaklanmustir. incelenen olgunun ényargilardan arinmasi igin disiplinli, organize ve
sistematik bir ¢alisma gerekmektedir. Arastirmaci inceledigi olguya ait 6nyargilarini,
inanglarin1 ve bilgilerini bir kenara koymali ve tamamen agik, kabullenici ve
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Onyargisiz olarak katilimcilarin olguyu agiklamalarint dinlemelidir. Bu ¢alisma
goreve yeni baglayan okuloncesi 6gretmenlerinin devlet okullarindaki yasantilarini
arastirmacinin inang¢larindan ve Onyargilarindan bagimsiz olarak anlatmak igin

Moustakas’in transcendental yaklagimini benimsemistir.

Nitel analizde analiz sirasinda ¢ikan kodlarin mi1 yoksa onceden belirlenen kodlarin
m1  kullanilacagi halen tartisilan bir konudur. Olgu bilimsel ¢alismalarda
katilimcilarin ~ algilarimi ¢oziimlemeye, olguyu  nasil  yasadiklart  ve
anlamlandirdiklarin1 ortaya koymaya calisildigi i¢in analizin kendinden c¢ikan
kodlarin daha uygun olacag: belirtilmektedir (Creswell, 2007). Bu ¢aligsma Tiirkiye

kontekstine ¢ok bagli oldugu i¢in alan yazinindan ¢ok fazla kod alinmamustir.

Veri analizinde Moustakas’in (1994) olgu bilimsel analizi kullanilmistir ¢link(i veriler
yalnizca Ogretmenlerin  Ogretmen egitim programi ve devlet okullarindaki
yasantilarina dayanmaktadir. Olgu bilimsel arastirmalarda veriler gayri resmi
etkilesimli ifadeleri iceren ¢ok uzun ve derinlemesine goriismelerden olusur. Biitiin
goriismeler desifre edip kodlamak tizere ses kayit cihazina kayit edilmistir. Sadece 2.
calismada 3 katilimer ile yiiz yiize gorlisme gergeklestirilememis ve bu katilimcilar
goriisme sorularina yazili cevap vermislerdir. Kelimesi kelimesine desifre edilen
goriigmelerde Oncelikle katilimcilarin olguyu nasil yasantiladiklarini agiklayan
onemli ifadeler bulunur. Ardindan birbiri ile iligkili olan ifadeler horizonalizing
denen siire¢ i¢inde belirlenir. Daha sonra arastirmaci tarafindan tekrarlanan ya da
benzer ifadeler ¢ikarilir ki, toplum algisi, ¢alisma arkadaslariyla iligkiler ve okul
kosullar1 gibi temalar olusturulabilsin (Moustakas, 1994). Olusturulan temalara
dayanarak okuloncesi 6gretmen adaylarini 6gretmenlige baslamadan 6nceki algilari,
beklentileri, kaygilart ve devlet okullarinda ¢aligmaya bagladiktan sonraki yasantilari

anlamlandirilip 6z ortaya konabilir.

Nitel ¢alismalarda gegerlilik ve giivenilirlik i¢in nicel ¢alismalarda oldugu gibi kesin
bir goriis birligi yoktur. Gegerlilik ve giivenilirlik genellikle nitel ¢alismalarda ayni
anlamda kullanilmaktadir ve kredibilite iki kavrami da igeren manadadir. Nicel
caligmalarda c¢alismalarin kalitesi gegerlilik ve giivenilirlikle Olgiiliirken nitel
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calismalarda kalite daha c¢ok aragtirmacinin ¢abasina ve emegine baglidir
(Golafshani, 2003). Bogdan ve Biklen (2007) nitel c¢alismalarda kredibiliteyi
arttirmak i¢in farkli veri toplama yontemlerinin kullanilarak farkli verilerin
toplanmasini ve arastirmanin her adiminin ¢ok ayrintili bir sekilde anlatilmasini
tavsiye etmektedir. Bu ¢alisma Bogdan ve Biklen’nin tavsiyelerini benimsemistir.
Kodlayic1 giivenirligi ve direk alintilama arastirmacinin yapacagi c¢ikarimlari
azaltmak i¢in kullanilmistir. Bulgular 6gretmen egitim programinin okuldncesi
Ogretmenlerini 6gretmenlik meslegine hazirlamadaki giiglii ve zayif yanlarini isaret
etmektedir. Ayrica goreve yeni baglayan dgretmelerin devlet okullarinda yasadiklar
problemleri ortaya koymaktadir. Daha 6zellikli olarak bu ¢alisma asagidaki sorulara

cevap vermeyi amaglamaktadir:

1. Okul Oncesi 0gretmen adaylar1 6gretmenlik meslegine baslamadan 6nce bu

meslegi nasil algilamaktadirlar?

2. Okul oncesi 0gretmen adaylarinin 6gretmenlik meslegine baslamadan once

beklentileri ve kaygilari nelerdir?

3. Goreve yeni baslayan Ogretmenler Ogretmenligin ilk yilinda nelerle

karsilagmaktadirlar?

a. Goreve yeni baslayan 06gretmenlerin ilk yillarindaki problemleri

nelerdir?
b. Bu problemlerin kaynagi nedir?

c. Goreve yeni baslayan 6gretmenlerin ilk yillarindaki olumlu yasantilari

nelerdir?

4. Goreve yeni baslayan Ogretmenler karsilagtiklari  sorunlart  nasil

¢cozmektedirler?

Okul oncesi 6gretmen adaylarimin 6gretmenlik meslegine baslamadan once,

mesleklerine yonelik algilari, beklentileri ve kaygilari:

Bu c¢alisma gostermistir ki okuloncesi 6gretmen adaylari ¢esitli agilardan ilerdeki
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mesleklerinin 0nemine inanmaktadirlar. Okuloncesi egitim ¢ocuklarin sosyal,
duygusal ve biligsel gelismelerine katkida bulunmaktadir. Biitiin katilimcilar
okuldncesi dgretmenligin hem fiziksel hem zihinsel olarak ¢ok yorucu bir meslek
olduguna isaret etmislerdir. Okuldncesi ¢agindaki ¢ocuklara egitim vermek diger yas
gruplarma egitim vermekten daha zor oldugu i¢in toplumun okuloncesi
ogretmenlerinden beklentisi daha yiikselmekte ve bu durum katilimcilar iizerinde

baski olusturmaktadir.

Katilimcilarin - okuloncesi egitime verdikleri 6nem toplum genelinde kabul
gormemektedir. Biitlin katilimcilar egitim hayatlar1 boyunca toplumdan olumsuz
tepkiler aldiklarmi belirtmislerdir. Insanlar okuldncesi dgretmenligini uzmanlik ve
profesyonellik gerektirmeyen kolay bir meslek olarak gormekte ve ciddiye
almamaktadirlar. Siirekli olumsuz tepkiler almak 6gretmen adaylarinin mesleklerine
karsi tutumlarini olumsuz yonde etkilemistir. Hatta baslangigta sahip olduklari
olumlu disiinceler zaman igersinde pismanlhiga donligmistir. Son yillarda
okuloncesine karst toplumda aniden artan ilgi sayesinde Ogretmen adaylarinin

diisiinceleri de degismis tekrar olumlu tutuma donlismiistiir.

Biitin katilmcilar ODTU’de Kkaliteli bir egitim aldiklarin1 belirtmigler fakat
O0gretmen egitim programini ¢esitli yonlerden elestirmislerdir. Dort yillik egitim
boyunca dort ayr1 okul deneyimi dersi almalarina ragmen, elestirilerin merkezini
pratik bilginin azlig1 olusturmaktadir. Katilimcilar kendilerini ¢ocuklarla siifta
yalniz kaldiklarinda egitim vermeye hazir hissetmediklerini sdylemisleridir. Bunlara
ek olarak Ogretmen egitim programinin Milli Egitim Bakanligina (MEB) bagh
okullarn isleyisinden ¢ok uzakta bir egitim verdigini iddia etmislerdir. Katilimcilar,
devlet okullarinda kendilerini bekleyen bir takim zorluklarin farkindalar fakat bu
karsilasacaklart sorunlart ¢6zmek konusunda c¢ok iyimser diisiinmektedirler. Milli
Egitim Bakanligin1 politikalarina gore biitiin 6gretmeler belli bir siire merkezden
uzak bolgelerde ¢alismak zorundadirlar. Bu bélgeler pek cok kiiltiirel, sosyal ve
giivenlik sorunu ile kars1 karsiyadir. Bu yiizden 6gretmenler bu bolgelere atanmaktan
biiyiik korku ve endise duymaktadirlar. Ogretmen egitim programinin kendilerini bu

kosullara hazirlamadigini savunmusglardir.
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Biitiin 6gretmen adaylar1 okul idarecisi, diger 6gretmenler ve ailelerle iyi iligkiler
gelistirmenin ~ 6nemine deginmislerdir. Bununla birlikte okul deneyimini
stirdiirdiikleri okullarda bir takim olumsuz olaylara tanik olmuslardir ve kendileri de
bu tir olumsuz durumlarla karsilasabileceklerinin farkindadirlar. Bu durumlarla
kargilasma ihtimaline karsi bazi stratejiler gelistirmiglerdir. Okuldaki iliskiler goz
Oniine alindiginda katilimcilar en ¢ok idareciler ile iliskiler konusunda endise
duymaktadirlar ¢iinkii okul deneyimi dersini aldiklar1 okullarda idarecilerin
Ogretmenler lizerinde ¢ok biiyiik etkisi oldugunu gozlemlemislerdir. Biitiin bunlara
ragmen 6gretmen adaylari idareciler, 6gretmenler ve ailelerle iyi iliskiler gelistirmek

icin kendi listelerine diisen sorumluluklari yerine getireceklerini belirtmislerdir.

Ogretmen adaylarinin géreve baslamadan dnceki en biiyiik korkusu sinif disiplinini
saglayamamakti ve bu durum pratik derslerin azligi ve yetersizligi ile
iligkilendiriyorlardi. Bu agidan sonuglar Veenman’in (1984) goreve yeni baslayan
ogretmenlerin karsilagtiklar1 sorunlarla ilgili ¢calismasi ile benzerlik gostermektedir.
Veenman yeni 6gretmenlerin Karsilastiklar1 24 tane problemi siralamistir. Listenin en
basinda ise smif yOnetimi problemleri gelmektedir. Katilimcilarin tamami sinif
disiplinini saglamak i¢in Oncelikle simif kurallarmin belirlenmesi gerektigini
savunmus. Ayrica, ¢ocuklarin kurallara uymasi ve benimsemesi i¢in onlar1 kurallari

belirleme sirecine katmanin gerekliligine deginmislerdir.

GOreve yeni baslayan ogretmenler ogretmenligin ilk yilinda nelerle

karsilasmaktadirlar:

Bu c¢alismanin sonuglar1 gostermistir ki 6gretmenlerin karsilagtiklar1i sorunlarin
cogunlugu Ogretmen egitimi programlar, Milli Egitim Bakanlhigi ve okul
yoneticilerinin tutumlarindan kaynaklanmaktadir. Bu c¢alisma sirasinda sorunlar

siralanirken ayni zamanda ¢oziim Onerileri de gelistirilmistir.

Okuloncesi egitim programlar1 Egitim Fakiiltelerindeki diger boliimlerle kiyaslaninca
oldukca yeni programlardir. Bir ka¢ tane koklu universite okuldncesi egitim

vermekte iken, ¢ok kisa bir siirede 50’den fazla iiniversite gerekli altyapi
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saglanmadan okuldncesi egitim sunmaya bagsladi. Tiirkiye’de okulOncesi egitim
sunabilecek akademik kadro, bu ani artis1 karsilayacak diizeyde degildi. Bu durumda
ogretim lyesi eksikligi iki sekilde giderilmeye ¢alisildi: Diger tiniversitelerden gelen
yart zamanli 0gretim iyeleri ders veriyordu ya da diger programlardaki &gretim
tiyeleri ile ders agig1 kapatilmaya ¢alistyordu. Her iki durumda da ¢esitli sorunlar
ortaya c¢ikiyordu. Katilimcilar yart zamanli 6gretim tiyeleri ile ¢ok kisitli iletisim
kurma firsati bulabiliyorlardi. Bununla birlikte diger programlardan gelen 6gretim
uyeleri ise okuldncesi egitime asina degildiler ve 6gretim teknikleri de ¢ogu zaman
okuldncesi egitime uygun diismiiyordu. Bu ¢aligmadaki katilimcilar 6gretmen egitim
programi ile MEB arasindaki mesafenin Ogretim iiyesi yetersizliginden

kaynaklandigini ileri siirmiislerdir.

Tiirkiye’de Ogretmenlerin kariyer seg¢imleri biiylik oranda Kamu Personeli Se¢me
Sinavina (KPSS) baglidir. Bu c¢alisma i¢inde durum farklilik gdstermemistir.
Katilimeilarin ¢ogu KPSS’den diisiik puan almistt ve devlet okullarina atanmay1
beklemiyordu. Fakat okuloncesine son yillarda artan ilgi 2009 yilinda en {ist seviyeye
ulagsmisti. Milli Egitim Bakanligi (MEB) okuldncesindeki okullagma oranini artirmak
icin 15 binden fazla Ogretmen atamasit yapacagmi acikladi. MEB’in atama
politikalart ¢ok degisken oldugu icin 6gretmen adaylar1 devlet okullarindaki biitiin
bos pozisyonlar dolabilecegini ve ileriki yillarda tekrar atama yapilmayacagini
diisiinmeye bagladilar. Bu durum MEB’de ¢alismay1 diisiinmeyen 6gretmenleri dahi
devlet okullarina bagvurmaya sevk etti. Bu ylizden bazilar1 mastir yapma planlarini

ertelemis bazilar1 da 6zel okullarla imzaladiklar1 kontratlar fes etmislerdir.

MEB 6zel okullarla kiyaslaninca daha iyi ¢aligma kosullari sunmasina ragmen, ayni
zamanda kendi sisteminden kaynaklanan pek ¢ok sorunu da barmdirmaktadir.
Goreve ilk basladiklart andan itibaren 6gretmenler ¢esitli sorunlarla karsilagmislar ve
ilk yillar1 boyunca sorunlarin tiirii ve siddeti degisiklik arz etmisti. MEB 15 bin
Ogretmeni gerekli alt yap1 calismalarini diizenlemeden atadigi i¢in 6gretmenler ¢esitli
altyap1 sorunu ile miicadele etmek zorunda kalmiglardir. Aragtirmanin bulgular
gostermistir ki 6gretmen adaylar1 devlet okullarinda karsilasabilecekleri pek c¢ok

zorlugun farkinda ve bunlar1 kabullenmis durumdadirlar. Fakat baz1 zorluklar onlarin
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beklentilerinin ¢ok &tesinde cikmistir. Ogretmenlerin  karsilastiklar:  zorluklar
O0gretmen egitim programindan, Milli Egitim Bakanlhigi’nin sisteminden ve
Ogretmenlerin atandiklar1 yerlerdeki yerel kosullardan kaynaklanmaktadir. Bu
sorunlar 0gretmenlerin hayatinda sikintilara yol agmis ve meslege olumsuz adim
atmalarina neden olmustur. Alt yapt problemleri degisik formatlarda ortaya
cikmaktadir. Bazi durumlarda 6gretmenler atandiklari okullarda okuldncesi simifi
olmadigma tanik olmuslardir ya da atandiklari okulu tamamen insaat halinde

bulmuslardir.

Alt yapt sorunlarina ek olarak goreve yeni baslayan ogretmenler atandiklari
okullarda temizlik ve yardimct personel eksikligi yiliziinden egitim Ogretim
faaliyetleri disinda hizmetler vermek zorunda da kalmislardir. Okuldncesi
Ogretmenleri egitim Ogretim aktivitelerine ek olarak kiigiik ¢ocuklarin bakimlarina
yonelik de egitim almaktadir fakat soba yakmak, sinifi temizlemek ya da ¢ocuklarin
yemeklerini dagitmak gibi isleri yapmak yeni 6gretmenlerin hi¢ beklemedikleri bir
durumdur. Egitim 6gretim faaliyeti disindaki bu hizmetler hem yorucu hem zaman
alict olduklar icin 6gretmenleri olumsuz etkilemektedir. Okullarin biitceleri kisith
oldugu i¢in okul idarecileri temizlik personeli ya da yardimci personel alimina sicak
bakmamakta Ogretmenler de uzun sure bu hizmetleri yerine getirmek zorunda

kaldiklar1 i¢in motivasyon kaybina ugramaktadirlar.

Okuloncesi egitim diger kademelerle kiyaslaninca daha fazla malzeme ve materyal
gerektirmektedir. Oncelikle smiflar ¢ocuk boyutunda mobilya ile ddsenmelidir.
Bunun yaninda okuloncesi egitimde Ogretmenler ¢ok fazla kirtasiye malzemesine
ihtiya¢ duyarlar. Bu c¢alismanin genelinde 6gretmenler sinifta temel malzemeleri
bulmuslardir ¢linkii MEB okullara bu malzemeleri saglamaktadir. Fakat, kirtasiye
malzemelerini okullara aileler saglamaktadir. Ailelerin sosyo-ekonomik seviyeleri
genelde diisiik oldugu icin okullarda kirtasiye malzemesi sorunu yasanmaktadir.
Ogretmenler kendi biitcelerinden malzeme almakta fakat 15-20 ¢ocuk icin malzeme
almak &gretmenler igin pahaliya mal olmaktadir. Ogretmenler egitim aldiklar1 siire
boyunca sinifta birbirinden farkli amaclarla kullanilan koseler olacagi seklinde

egitim alip kendilerini bu duruma hazirlamiglar fakat kendi siniflarina girdikleri
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zaman siniflarint bos gordiikklerinde hayal kirikligima ugramislardir. Mudurlerin
okuldncesi egitime karsi tutumlari malzeme eksikligi tlizerinde rol oynamaktadir.
Okuléncesi egitime artan ilgi sayesinde MEB okullara ¢ok fazla miktara okuléncesi
malzemesi saglamistir. Fakat bazi okullarda midirler okuloncesine gonderilen
malzemeleri iist smiflara vermislerdir. Ornegin, miidrlerden bir tanesi okuloncesi
egitimde deney tiiplerinin kullanilmayacagini diisiindiigii i¢cin deney malzemelerini
iist smiflara vermistir. Okuloncesi egitimin tamamen bagimsiz anaokullarinda
verilmesini saglamak yakin gelecekte miimkiin gdérinmemektedir ¢unki okuldncesi
egitimi ilkdgretim okullarindaki anasiniflarinda vermek ekonomik agidan MEB’gina
daha elverigli gelmektedir. Fakat MEB’in ilkogretim okullarindaki miudarleri
okuldncesi egitim konusunda bilgilendirmesi gerekmektedir. Bu sadece okultncesi
Ogretmenlerin hayatini kolaylastirmayacak ayni zamanda ¢ocuklarin daha kaliteli bir
egitim almasmi saglayacaktir. Omegin, bazi ilkogretim okullarmda MEB’nin

sagladig1 malzemeler iyi korunamamis, ¢calinmis, kirilmis ya da kaybolmustur.

Bu ¢alisma baslangicta dngoriilemeyen pek ¢ok bulguyu ortaya ¢ikarmistir bunlardan
en belirgin olani ilkogretim ve bagimsiz anaokullarinin arasinda ortaya ¢ikan
farklardir. Milli Egitim Bakanlif1 biinyesinde bagimsiz anaokulu ve ilkdgretim
anasiniflari olmak tizere iki tip okuloncesi sinifi bulunmaktadir. Bagimsiz anaokullari
0zel olarak okuléncesi kurumu olarak insa edilmislerdir, fakat ilkogretim anasiniflar
ilkdgretim 1-8 smiflarina egitim veren okullarin biinyesinde bulunmaktadir.
Ogretmenlerin 5 tanesi bagimsiz anaokulunda 11 tanesi ilkdgretim anaokulunda
calismakta idi. Bagimsiz anaokullarinda ¢alismaya baslayan Ogretmenler daha az
sorunla karsilasmiglardir ¢linkii bagimsiz anaokullart okuléncesi ¢ocuklarinin
Ozellikleri g6z oOniinde bulundurularak insa edilmistir. Bununla birlikte bagimsiz
anaokullarinin idarecileri okuldncesi egitim kokenine sahiptirler ve Ogretmenlerin
ihtiyaclarii daha iyi anlamaktadirlar. Diger taraftan ilkogretimdeki anaokullar:
ilkdgretim smiflarinin sonradan anasinifina doniistiiriilmesiyle olusturulmustur ve
idareciler okuldncesine tamamen uzaktirlar. Idarecilerin okuléncesine olan
mesafeleri goéreve yeni baslayan okuloncesi Ogretmenleri i¢cin bazen izolasyona

neden olmaktadir ¢iinkii idareciler goreve yeni baslayan Ogretmenlerden sorumlu
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olan kisilerdir ve onlara kilavuzluk yapmalar1 beklenmektedir. Idareciler okuldncesi
hakkinda ¢ok az bilgiye sahip olduklarinda Ogretmenleri yeterince

yonlendirememektedirler.

MEB 600 binden fazla 6gretmen, 70 bine yakin okul ve 15 milyondan fazla 6grenci
ile Tirkiye’deki en biiylik bakanliktir. Bu kadar biiyiik bir bakanlik ancak g¢ok
karmasik ve karigik yonetmeliklerle yonetilebilmektedir. Bu yiizden MEB’de ¢ok
fazla yazisma olmaktadir. Katilimcilarin 6gretmen egitim programindan baglica
sikayetlerinden birisi de MEB’in yonetmelikleri ve yazigmalar1 hakkinda ¢ok az bilgi
vermesiydi. GoOreve yeni baglayan Ogretmenler kendilerini bu konularda

yonlendirecek bir danigsmana ihtiya¢ duyduklarini belirtmislerdir.

Yeni Ogretmenler miidiirlerle iletisim kurma konusunda ¢ok ¢ekingen
davranmaktadirlar ve bu g¢ekingenlik 6gretmenler ve miidiirler arasinda bir bariyer
kurmaktadir (Erdemir, 2007). Ogretmenlerin miidiire kars1 hissettikleri korku daha
cok onlarin kendi o6zlik haklar1 ve MEB’in yonetmelikleri konusundaki
bilgisizliklerinden kaynaklanmaktadir. Ogretmenlerin bu konudaki ihtiyacim fark
eden 6gretmen egitim programlar1 ders listelerine yonetim dersini eklemislerdir. Ne

yazik ki boyle bir ders bu ¢aligsmanin katilimcilar: egitim alirken mevcut degildi.

Okul miidiirleri ve diger 6gretmen arkadaslar ile iyi iliskileri olan 6gretmenler okula
biiyiikk bir hevesle gittiklerini ve bu durumun egitim performanslarini olumlu
etkiledigini belirtmiglerdir. Diger taraftan, miidiirleri ve meslektaglar ile olumsuz
iliskileri olan 6gretmenler kendilerini okulda gok rahatsiz hissetmekte ve okullarini
degistirmeyi diistinmektedirler. Okulda pozitif bir atmosfer yaratmak i¢in miidiirlere
biiyiilk rol diismektedir. Eger miidiirler rekabete dayali bir ortam yaratir ve
ogretmenlerin performanslarini birbirleri ile kiyaslarlarsa, onlari isbirligi i¢inde
caligmak yerine yarisa tesvik etmis olurlar. Bu yiizden, miidiirler ¢cocuklarin daha iyi

egitim alabilmesi i¢in 6gretmenleri isbirligi icinde ¢calismaya sevk etmelidirler.

Okul ici iligkileri etkileyen bir diger faktor ¢alisilan okulun turt olarak ortaya

cikmaktadir.  ilkdgretim okullarinda genelde bir tane okuldncesi sinifi
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bulundugundan, burada ¢alisan d6gretmenler kendilerini okulun geri kalanindan izole
edilmis hissetmektedirler. Okul6ncesi egitim alan gocuklarin her zaman gdzetim
altinda bulundurulmalar1 gerektigi i¢cin okuldncesi 6gretmenler nadiren {ist siniftaki
Ogretmenlerle ve hatta miidiirlerle iletisim haline gegmektedirler. Bu izolasyon bazen
miudiirlerin okuldncesi 6gretmenlerini géz ardir etmelerine neden olmaktadir ki,
Ogretmenler bazi MEB duyurularindan ya da okulda meydana gelen degisimlerden

haberdar edilmediklerinden sikayetci olmuslardir.

Pek ¢cok meslege baslamadan once belli bir ¢giraklik doneminden gegmek gerekir. Bu
gelenege sahip olmayan Ogretmenlik mesleginde ise yeni 6gretmenler meslegin
yetkin bir liyesi sayilirlar ve ilk ise basladiklarinda 30 yillik bir 6gretmen ile ayni
sorumluluga sahiptirler (Saban, 2002).

Bu nedenle dgretmenleri ilk yillarinda destekleyen programlar rehber 6gretmenler ile
yeni ogretmenleri iyi eslestirmeli, miifredat konusunda kilavuzluk yapmali, ortak
caligmaya dayali ders planlari hazirlanmali, gézlem yapilmali ve liderlik egitimleri
sunulmali. Bu programlarin basarisi rehber 6gretmen ve yeni 6gretmenin birlikte
caligmasina baglidir. Bu noktada yeni 6gretmenleri desteklemek i¢in bu programlarin
islerligini artirma konusunda mudurlere de biyiik gorev dismektedir (Johnson,
Birkeland, Kardos, Kaufman, Liu, & Peske, 2001).

Bu c¢alismada yeni Ogretmenler daha ¢ok Ogretmen arkadaslarindan destek
gordiiklerini belirtmislerdir. Fakat bu destek yapilandirilmis, detayli ya da yeterli
olmaktan ¢ok uzakti. Ciddi bir zorlukla karsilastiklarinda meslektaslarina sormuslar,
aldiklar1 cevaplar1 destek olarak kabul etmislerdir. Tiirkiye’de 6gretmenligin ilk yili
stajyerlik olarak adlandirilmaktadir ve Ogretmenler bu donemde aday memur
durumundadirlar. Bu agsamay1 basari ile tamamlayamazlarsa mesleklerine devam

etmeleri miimkiin degildir. Bu stajyerlik dénemi (¢ asamadan olusmaktadir.

[k asama sadece anayasa, Atatiirk ilkeleri ve Tiirkge gramer gibi biitiin memurlarin
bilmesi gereken bilgiler iizerine yogunlasmustir. ikinci asama daha gok 6gretmenlik

meslegine yoneliktir ve MEB’in  yapisi, organizasyonu ve YyoOnetmeligi
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aciklanmaktadir. Bu iki hazirlayict egitim ilk donem boyunca sirmektedir ve
egitimler hafta sonu yapilmaktadir ve bu egitimleri vermekten ilkégretim miifettisleri
ve MEB miudarlikleri sorumludur (MONE, 1995). Bu egitimler yeni d6gretmenlerin
hafta sonlarin1 mesgul ettigi halde onlarin ihtiyaglarina cevap verecek sekilde dizayn
edilmemislerdir. Bu ¢alismada sadece ii¢ 6gretmen bu egitimleri faydali bulmustur.
Bu ¢alisma ortaya koymustur Ki yeni 6gretmenler MEB’deki yazigsmalardan dolayi
bityiik sikintilar yasamaktadirlar. Ogretmenligin ilk aylarinda bu yazismalarla basa
¢ikmak igin 6gretmenler ciddi cabalar sarf etmektedirler. Bu hazirlayici egitimler
yeni 6gretmenleri MEB’deki karmasik yazigsmalar, MEB’in karisik yonetmelikleri ve
organizasyonu hakkinda bilgilendirmek icin yeniden duzenlense daha etkili hale

getirilmis olurlar.

Yeni ogretmenler ilk yillarinda agik bir destege ihtiya¢ duyarlar aksi takdirde
kendilerini kaygilar1 ve problemleri ile yalniz birakilmis hissederler. Kendilerinden
daha tecriibeli meslektaglarindan gelen acgiklama ve tavsiyeler yeni 6gretmenleri
olumlu sekilde etkilemektedir. Rehberlik surecinde basariya ancak rehber 6gretmen
yeterli zamana ve yeni 6gretmeni destekleyecek yetkinlige sahip ise ulagilabilir. Yeni
ogretmenler sadece mesleki agidan destege ihtiyag duymazlar, ayn1 zamanda okul
icinde sosyallesmeleri gerekir. Hem mesleki destek hem sosyal destek yeni atanan
Ogretmemelerin yeni rollerine ve g¢evrelerine uyumlarint kolaylastirmaktadir
(Feiman-Nemser, 2003). MEB’in yonetmeligine gore rehberlik en az iki ay siirmeli
ve yeni 6gretmenin ihtiyag duyacagi biitiin teorik ve pratik bilgileri kapsamalidir.
Rehber 6gretmen yeni 6gretmenle dizenli olarak bir araya gelmeli, 6gretmeni sinifta
gozlemlemeli ve uygulamalar1 hakkinda geri bildirimde bulunmali. Ayrica, rehber
O0gretmen periyodik olarak yeni ogretmenin gelisimi hakkinda midiire rapor
sunmalidir. Biitiin bunlarin 6tesinde, MEB’in yonetmeligine gore yeni 6gretmenler
sinifta tek baglarina ders veremezler ve rehber 6gretmen gozetiminde ders vermeleri
gerekir (MONE, 1995).

Yasal olarak goreve yeni baglayan 6gretmenlere tecriibeli 6gretmenler arasindan bir
danigman atanmasi gerektigi halde bu calismadaki 6gretmenlerden sadece 5 tanesi

kendisine danisman Ogretmen atandigini ifade etmistir. Bunlar i¢inden sadece 2
229



tanesi danigmanlik siirecinin etkili ve verimli gectigini belirtmis digerleri bu siirecin
tamamen formalite seklinde gercgeklestigini savunmuslardir. Bu durumda yeni
Ogretmenler karsilagtiklar1 sorunlara onceden kendilerini hazirlayamamiglar her
seferinde ¢6ziim yolunu problemle karsilastiktan sonra kendi kendilerine bulmaya

calismislardir.

MEB’in yonetmeligine gére miidiirler yeni 6gretmenleri teftis etmekten sorumlu olan
birincil kisilerdir. Buna ek olarak ilkdgretim miifettisleri yeni Ogretmenleri
mesleklerinin ilk yilinda iki kez teftis ederler. Ne yazik ki, MEB yeterli sayida
okuloncesi egitim konusunda uzmanlagmis miifettise sahip degildir. Bu yizden,
okuldncesine dair yeterli bilgi ve tecriibeye sahip olmayan ilkdgretim miifettigleri
okuléncesi dgretmenlerini de teftis etmektedirler. [lkgretim miifettisleri dogal olarak
ilkogretim siniflarindaki belirli standartlara aligkin olduklar1 i¢in ayni standartlara
okuléncesi siniflarda da ulasmayr beklemektedirler. Ornegin, ders program
okuloncesi smiflarinda  bulunmadigr halde miifettisler G6gretmenlerden bunu

bulundurmalarin1 beklemektedirler,

Bu yiizden bazi 6gretmenler olumsuz teftis raporlar1 almiglardir. Ogretmenlerden
biri ¢ocuklari ¢ok fazla serbest biraktigi icin elestirilmistir, oysa 6gretmen egitim
program ve miifredat c¢ocuklarin bagimsiz kisilik gelistirebilmeleri igin onlara
Ozgurlik verilmesi gerektigini vurgulamaktadir. Cocuklara 6zgiirliikk vermek onlara
her istediklerini yapma hakki tanimak olarak anlagilmamali. Katilimeilar 0zgur
birakmay1 ¢ocuklara saygi duymak, yetki vermek, karar alma siireglerine katmak
olarak tanimlamaktadirlar. Bu anlayis ¢cocuklar1 kendi haklarina sahip bireyler olarak
goren anlayisin bir yansimasidir (Essa, 2003). Bu yeni yaklasim ilkégretim
miifettislerine agina gelmediginden okuloncesi 6gretmenlerinin pratiklerini uygunsuz
olarak degerlendirmis olabilirler. Bu yiizden, daha saglikli bir degerlendirmeye
ulagmak icin MEB okuloncesi 6gretmenlerini teftis etmek Uzere okuldncesinde
uzmanlagmis miifettisleri gorevlendirmeli. Ayrica, okuldncesi egitimdeki ani
okullasma oranina bakarak, ileride ilkogretim miifettislerinin sayisinin okuloncesi

Ogretmenlerini teftis etmeye yeterli olmayacagi ortaya ¢ikmaktadir.
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Merkezden uzak yerlere atanan Ogretmenler daha farkli  sorunlarla
karsilagsmaktadirlar. Bunlarin basinda ¢ok diisiik sosyo-ekonomik seviyeden gelen
cocuklart egitmek gelmektedir. Ogretmenler ¢ocuklarin yasadiklar1 yoksulluklari ve
yoksunluklart gordiikge duygusal olarak basa ¢ikmakta zorlanmislardir. Cocuklar
cesitli mahrumiyetler icinde yasadiklari i¢in genis bir perspektif kazanamamakta
ogretmenlerde ders planlarin1 basitlestirmek zorunda kalmaktadirlar. Cocuklarin
diisiik sosyo-ekonomik diizeye sahip olmalar1 onlarin okula gelis tarihlerini dahi
etkilemektedir. Ozellikle Giineydoguda ailelerin baska ekonomik faaliyetleri
olmadig i¢in daha uzak bolgelerdeki tarim alanlarma mevsimlik is¢i olarak Mayis
ayinda gitmekte ve ancak Aralik ayinda donmektedirler. MEB biitliin bolgeler igin
ayni egitim programini uyguladigi i¢in bu bolgelerde yasayan c¢ocuklar egitim

programinda yer alan pek cok aktiviteyi kacirmaktadirlar.

Goreve yeni baglayan Ogretmenler i¢in yoksulluk i¢inde yasan cocuklara egitim
vermekten daha zor olan sey Tiirkge bilmeyen cocuklara egitim vermekti. Cocuklar
Tirk¢e bilmedigi icin Ogretmenler onlarla iletisim kuramamiglar, c¢ocuklarda
Ogretmenlerinin yonergelerini anlayip uygulayamamigslardir. Tiirkce konusamamak
cocuklarin daha utangag ve ¢ekingen davranmalarina neden oldugundan, 6gretmenler
cocuklarin Tiirkge konusma konusundaki korkularini azaltmak i¢in onlar
cesaretlendirici sekilde yaklasmislardir. Ogretmenler dil sorunlarmi ¢ozerlerse diger
sorunlarini da ¢ozeceklerine inandiklart i¢in ilk olarak odaklandiklar1 sey ¢ocuklara
Tiirkce O0gretmek olmustur. Bu yiizden verdikleri egitimde belirgin degisiklikler
yapmuslardir. Cocuklar basit yonergeleri 6grenene kadar d6gretmenler ¢ocuklara otur
demek icin oturmuslar kalk demek i¢in kalkmislardir. Cocuklar bildikleri sarkilari ya
da hikayeleri tekrar etmekten keyif aldiklari i¢in Ogrendiklerini siirekli tekrar

etmislerdir.

Bu caligmadaki katilimcilarin tamami 6gretmen olma ve kiigiik ¢ocuklara egitim
verme konusunda oldukca yiiksek motivasyona sahiptirler. Sahip olduklar
motivasyon cocuklara ve mesleklerine duyduklar1 sevgiden kaynaklanmaktadir.
Cocuklar kendileri i¢in bir resim ¢izdiginde ya da bir mektup yazdiginda 6gretmenler

kendilerini asir1 derecede tatmin olmus hissetmektedirler. Bazi Ogretmenler
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Ogrencilerine duyduklar1 sevgi ile motive olacaklarini diisiinmemelerine ragmen
zaman i¢inde c¢ocuklarla aralarinda bir bag olustugunu ifade etmislerdir.
Ogretmenlerin motivasyonu zaman i¢inde daha da artmistir ¢iinkii meslege baslarken
basarili olup olamayacaklar1 hakkinda cesitli endiseler tasiyorlardi. Zaman gectikce
cocuklardaki olumlu gelismeleri goriip 6gretmenlikte basarili olduklarini hissettikce
ona kars1 motivasyonlar1 da artmistir. Ogretmenler icin bir diger motivasyon kaynag
daha &nce beklemedikleri bir yerden, toplumdan gelmistir. Ogretmen olmadan 6nce
bahsettikleri toplumdaki okuldncesi Ogretmenligi meslegini kiigiik gérme yerini
tamamen O0gretmenlik meslegine duyulan saygiya birakmis bu da yeni 6gretmenlerin

motivasyonunu arttirmistir.

Katilimeilarin ¢ogu okul deneyimi sirasinda sinif yonetimi konusunda olumsuz
yagantilar gecirdikleri i¢in Ogretmen olmadan Onceki en biiylik korkulari sinif
yonetimi (izerine idi. Ogretmenler beklentilerinin ¢ok altinda sorunla karsilagmislar
ve bunu kendi smiflarina sahip olmakla agiklamiglardir. Siniflarindaki diizeni
saglamak i¢in Oncelikle ¢ocuklarla giiven ve sicakliga dayana bir iliski kurmay1
amaclamislardir. Bunu yaparken niyetleri ¢ocuklarla smif kurallar1 iizerine bir
mutabakata varmakti ¢linkii 6gretmenlerin sinif yonetiminde en ¢ok onemsedikleri
sey smif kurallari idi. Ayrica yeni 6gretmenler okul deneyimi sirasinda bazi uygunsuz
uygulamalara sahit olmuslardi ve bunlarin basinda ¢ocuklara siddetle bagirmak
gelmekteydi. Ogretmenler cocuklara bagirarak ydnerge vermek ya da sinif diizenini
saglamak istemedikleri i¢in ¢ocuklarla karsilikli giivene ve samimiyete dayanan bir
ilisgki kurmay1 tercih etmislerdir. Cocuklarin kurallar1 daha iyi benimsemesi icin
onlarin kurallar1 kendi kendilerine belirlemelerine izin vermisler ve kurallarin ¢izdigi
cerceve icerisinde kendi davranislarinda 6zgiir olduklar1 mesajin1 ¢ocuklara fark

ettirmislerdir.

Yeni ogretmenler 0diil kullannmi konusunda hi¢ istekli olmamalarina ragmen
cocuklarm kurallara uymasimi saglamak icin sik sik 8diil vermislerdir. Ogretmenlerin
hepsi 0dil vermenin istenmeyen davraniglart aninda durdurma konusunda ¢ok ise
yaradigim1  savunmuslardir. Ogretmenler ¢ocuklarin  kurallar  igsellestirmesini

istedikleri i¢in onlar1 kurallara aligtirincaya kadar bir siire 6diil kullanip sonra zaman
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icinde sikligii azaltip ya da tamamen birakmislardir. Odiil kullanmaya paralel olarak
katilimcilar ceza kullanmaya da hig sicak bakmiyor fakat bazen istenmeyen davranisi
ortadan kaldirmak i¢in ceza disinda baska segenekleri olmadigimi diistiniiyorlardi.
Yeni 6gretmenler cezaya karsi olduklarindan verdikleri cezalar agir degildi ve cezayi
uygulamadan once cocuklara istenmeyen davranislarini durdurmalari i¢in zaman
tantyorlardi. Oncelikle uyariyor, ardindan agiklama yapiyor sonunda da ceza
veriyorlardi. Verdikleri cezalar1 genelde ceza olarak isimlendirmiyor, c¢ocuklari

yaptiklar1 olumsuz davranisi diisiinmek {izere bir kdsede beklemeye gonderiyorlardi.

Hem 6gretmen egitim program hem de okuldncesi egitim miifredati aile katilimina
0zel bir énem vermektedir. Buna paralel olarak bu ¢alismadaki katilimcilar da aile
katiliminin  6nemini vurgulamiglar ve ¢ocuklarin egitimi tiizerindeki olumlu
etkilerinden bahsetmislerdir. Ayrica uluslararasi arastirmalar gostermektedir ki aileler
de gegmise nazaran g¢ocuklarinin okuldaki egitimlerinin bir parg¢asi olmaya daha
isteklidirler. Fakat pek cok anne baba ¢ocuklarinin okuldaki egitimine nasil
katilacagin1 bilmemektedir. Bu durumda, okulun akademik, sosyal ve davranigsal
beklentileri veli toplantilarinda agiklanmali ve ailelerin hangi noktada destek
saglayabilecegi anlagilmalidir (Mcintyre , Eckert, Fiese, DiGennaro & Wildenger,
2007). Biitlin katilimcilarin vurguladigi gibi aile katilim aktiviteleri kontekstten
bagimsiz degildir ve ailelerin kiiltiirel, sosyal, ve egitimsel durumlar1 goz ardi
edilerek yurutilemezler. Chavkin (1993) aile katilimi aktiviteleri i¢in en biiylik
bariyerin diisikk sosyo-ekonomik diizeyden gelen ailelerle kurulamayan olumlu
iletisim oldugunu savunmaktadir. Ogretmenler calismaya baslamadan &nce devlet
okullarindaki ailelerin ¢ogunlukla diisiik sosyal statiiye sahip olacaklari i¢in aile
katilimin1 saglama noktasinda sorumluluklarinin daha fazla olacaginin farkinda

olduklarini belirtmislerdir.

Ogretmenlige baslamadan once diisiik sosyal statiiye sahip ailelerin akademik
beklentilerinin de diisiik olacagini, kendilerinin gdrevinin ise ailelerin egitimsel
aktiviteler konusunda farkindaligini arttirmak oldugunu belirtmisleridir. Aileleri
egitimsel aktiviteler hakkinda fikir sahibi yapmak i¢in de biitiin katilimecilar onlar

simifa davet edeceklerini ve cocuklarla birlikte aktivite yapmalarii saglayacaklarini
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ifade etmislerdir.

Ogretmenlige basladiklarin da ise diisiik sosyal statiiniin aile katilim aktivitelerinin
oniindeki en biiyiik engel oldugunu fark etmislerdir. Ornegin, baz1 bdlgelerde aileler
cocuklarinin egitimi i¢in en ufak maddi destek saglamadiklar i¢in okula gelmek
istemiyorlar cunki okula gelirlerse okulun kendilerinden para isteyecegini
diisiintiyorlar. Ailelerin bu korkusunu ortadan kaldirmadan onlar1 sinifa gelip aktivite
yapmaya ikna etmek miimkiin goriinmemektedir. Yine bolgesel kosullara bagli olarak
baz1 okullar tagimali egitim uygulamakta, 6gretmenler bir¢ok ¢ocugun anne babasi

ile tanisma firsat1 dahi bulamamaktadirlar.

Katilimecilar 6gretmen egitim programinda cok cesitli aile katilimi stratejileri
ogrenmigler, ailelerin profillerine bagli olarak bunlari uygulamaya calismislardir.
Hepsinin fark ettigi gergek su ki aktiviteler kolay goriinse de is uygulamaya
geldiginde zorlugu anlasilmaktadir. Bazen, bir iki climlelik bir not gondermek dahi
ogretmenlerin ¢ok vaktini almakta ¢iinkli en uygun, yalin, agik ifade kullanilmadig:
takdirde aileler Ogretmenleri yanlis anlamaya ¢ok egilimlidirler. Ayrica yeni
ogretmenlerin fark ettigi bir diger gergek Ogretmen egitim programinda ya da
miifredatta tavsiye edilen biitiin aktivitelerin her kiiltiire, topluma ve aile yapisina

uygun diismedigidir.

Katilimcilarin  hepsi  6gretmenlige baslamadan oOnce degerlendirme yapilmazsa
ogretmenler verdikleri egitimin etkililigini 6lcemeyecekleri i¢in degerlendirmenin
Onemine vurgu yapmuslardir. Fakat Ogretmenlerin daha sonraki uygulamalar
gostermistir ki 0gretmen egitim programinda 6grendikleri ya da MEB’in 6nerdigi
degerlendirme tekniklerini pek kullanmamaktadirlar. Ogrencilerle her giin birlikte
olduklar1 i¢in onlarda meydana gelen her tiirlii degisimi ve gelisimi kolayca fark
ettiklerini iddia ettikleri i¢in degerlendirmeye ¢ok gerek duymamislardir. Hepsi bir
sinifin biitiin sorumlulugunu almanin ¢ocuklar1 tanimak ve takip etmek konusundaki
becerilerini keskinlestirdigini bu yiizden sinifta olup biten her seyin farkinda
olduklarin1 savunmuslardir. Verdikleri egitimin etkililigini 6lgmek icin en ¢ok
kullandiklar1 yontem gozlemdir. Ardindan yaptiklar1 aktiviteleri tekrar edip
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cocuklarin hatirlayip hatirlamadiklarina bakmak gelmektedir. Yeni O6gretmenlerin
hepsi smnifta bir yandan aktiviteleri yiiriitirken bir yandan anekdot tutmanin
zorlugundan sikayet etmislerdir. Son olarak bazi1 6gretmenler kronolojik kullanisliligi
nedeni ile portfolyo tutmay tercih ettiklerini sdylemisler fakat tuttuklari portfolyolar

daha ziyade ¢alisma Ornekleri seklinde goriinmektedir.

Yeni Ogretmenlerin hepsi 6gretmenlik mesleginde gegirdikleri bir yilin ardindan
mesleklerindeki ilk giin ile i¢inde bulunduklart durum arasinda ¢ok biiyiik farklar
oldugunu belirtmislerdir. Hepsi Ogretmenlik mesleginde tecriibenin yaparak ve
yasayarak kazanilabilecegine inanmaktadirlar. Yeni 6gretmenler en ¢ok ailelerle iliski
kurmakta ve smif disiplininde gelistiklerini ifade etmislerdir. Katilimcilar okul
deneyimleri sirasinda idarecilerle ve ailelerle higbir iletisimde bulunmamislar. Ayni
zamanda okul deneyimi sirasinda sinif yonetimi konusunda ¢ok olumsuz yasantilar
edinmiglerdir. Bu yiizden goreve baslamadan Once en biiyiikk kaygilari ailelerle
iliskiler ve smf ydnetimi idi. Ogretmenlige basladiktan sonra bu alanlardaki
gelisimlerini gordiikge mesleklerine yonelik kendilerine gilivenleri 6nemli 6lgiide
artmistir. Buna dayanarak yeni 6gretmenler ilk yillarinda ne kadar olumlu yasantilar
gecirirlerse mesleklerine karst o kadar olumlu tutum gelistiriyorlar denilebilir.
Bunlara ek olarak Ogretmenlikte kat ettikleri gelisme katilimeilarin  kisisel

gelisimlerinde  de  kendilerini  daha  iyi  hissetmelerini  saglamistir.

235



Kaynakca

Achinstein , B. (2006). New teacher and mentor political literacy: reading, navigating
and transforming induction contexts. Teachers and Teaching: theory and
practice,12(2), 123-138.

Bogdan, R. C., & Biklen, S. K. (2007). Qualitative Research for education: An
introduction to theories and methods (5th edt.). Boston: Pearson

Chavkin, N.F. (Ed.). (1993). Families and Schools in a Pluralistic Society. Albany,
NY: State University of New York Press.

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among
five approaches (2nd ed.). Thousand Oaks, California: Sage Publications, Inc.

Delgado, M. (1999). Lifesaving 101: How a veteran can help a beginner. Educational
Leadership, 56, 27-29.

Erdemir, N. (2007). Meslegine yeni baslayan fen bilgisi 06gretmenlerinin
karsilastiklar1 sorunlar ve sikayetler. Elektronik Sosyal Bilimler Dergisi, 22(6),
135-149.

Essa, E. L. (2003). Introduction to early childhood education (4th ed.). Canada:
Delmar Learning.

Evans, L. (1997). Addressing problems of conceptualization and construct validation
in researching teachers’ job satisfaction. Educational Research, 39, 319-331.

Feiman-Nemser, S. (2003). What New Teachers to Learn. Educational Leadership,
60(8), 25-29.

Giorgi, A. (2009). The descriptive phenomenological method in psychology : A
modified Husserlian approach. Pittsburgh: Duquesne University Press

Golafshani, N. (2003). Understanding reliability and validity in qualitative research.
The Qualitative Report, 8(4), 597-606. Retrieved April 01, 2010, from
http://www.nova.edu/ssss/QR/QR8-4/golafshani.pdf

Gold, Y. (1996). Beginning teacher support: Attrition, mentoring and induction. In J.
Sikula, T. J. Buttery, & E. Guyton (Eds.), Handbook of research on teaching
education (pp. 548-594). New York: Macmillan.

Gomleksiz, M.N., Kan, A.U., Biger, S., Yetkiner, A. (2010). Meslege yeni baslayan

stmif  Ogretmenlerinin  yasadiklar1  zorluklarla  6gretmen  adaylarinin

236


http://www.nova.edu/ssss/QR/QR8-4/golafshani.pdf

yasayabilecekleri zorluklara iliskin algilarinin karsilastirilmasi. e-Journal of
New World Sciences Academy, 5(3),12-23.

Huberman, M. (1992). Teacher development and instructional mastery, in: D.
Hargreaves & M. Fullan (Eds) Understanding teacher development. New York:
Longman Publishers.

Ingersoll, R. M. (2001). Teacher turnover and teacher shortages: An organizational
analysis. American Educational Research Journal, 38(3), 499-534.

Johnson, S., Birkeland, S., Kardos, S., Kaufman, D., Liu, E., & Peske, H. (2001).
Retaining the next generation of teachers: The importance of school-based
support. Harward Education Letter Research Online. Retrieved December 5,
2011 from
http://www.umd.umich.edu/casl/natsci/faculty/zitzewitz/curie/TeacherPrep/99.p
df

Johnson, S.M., & Birkeland, S.E., ( 2003). Pursuing a ‘sense of success’: New
teachers explain their career decisions. American Educational Research
Journal, 40(3), 581-617.

King, D. M. (2004). National board certified teachers' perceptions of new teacher
needs. Unpublished doctoral dissertation, University of New Orleans, New
Orleans.

Maandag, D. W., Denium, J. F., Hofman, W. H. A., Buitink, J. (2007). Teacher
education in schools: an international comparison. European Journal of Teacher
Education, 30(2), 151-173.

Mcintyre, L. L., Eckert, T. L., Fiese, B. H., DiGennaro, F.D., Wildenger, L.K.
(2007). Transition to Kindergarten: Family Experiences and Involvement. Early
Childhood Education Journal, 35(1), 83-88.

Milli Egitim Bakanhigi Aday Memurlarinin Yetistirilmelerine Iliskin Y6netmelik
(1995). MEB Tebligler Dergisi, 2423. Retrieved Nowember, 13, 2009, from
http://mevzuat.meb.gov.tr/html/42.html

Moffett, K. L., John, J. S., & Isken, J. A. (2002). Training and coaching beginning
teachers: An antitode to reality shock. Educational Leadership, 34-36.

Moustakas, C. (1994). Phenomenological research methods. Thousand Oaks, CA:
Sage

Roehrig, A. D., Pressley, M., & Talotta, D. A. (2002). Stories of beginning teachers:
First year challenges and beyond. Notre Dame, IN: Notre Dame Press.

237


http://www.umd.umich.edu/casl/natsci/faculty/zitzewitz/curie/TeacherPrep/99.pdf
http://www.umd.umich.edu/casl/natsci/faculty/zitzewitz/curie/TeacherPrep/99.pdf
http://mevzuat.meb.gov.tr/html/42.html

Saban, B. (2002). Mentored teaching as (more than) a powerful means of recruiting
newcomers. Education, 122(4), 828- 840.

Stokking, K., Leenders, F., Jong, J. D., & Tartwijk, J. V. (2003). From student to
teacher: Reducing practice shock and early dropout in the teaching profession.
European Journal of Teacher Education, 26(3), 329-350.

Veenman, S. (1984). Perceived problems of beginning teachers. Review of
Educational Research, 54(2), 143-178.

Van Manen, M. (1990). Researching lived experiences: Human science for an action
sensitive pedagogy. Albany: State University of New York Press.

Walls, R. T., Nardi, A. H.,Von Minden, A. M., & Hoffman, N. (2002) The
characteristics of effective and ineffective teachers. Teacher Education
Quarterly, 39-48.

Yalginkaya, M. (2002).Yeni Ogretmen ve Teftis. Milli Egitim Dergisi, 153-154.

238



