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ABSTRACT

EXPECTATIONS, EXPERIENCES, AND SUGGESTIONS OF
NEWLY-HIRED EFL INSTRUCTORS: A MIXED-METHODS STUDY AT A
FOUNDATION UNIVERSITY IN TURKEY

Kurtoglu, Pinar
M.A., Department of English Language Teaching

Supervisor: Assoc. Prof. Dr. Perihan Savasg

June, 2016, 236 pages

This study investigated what the newly-hired EFL (English as a Foreign Language)
instructors had expected before they started working at a foundation university in
Turkey and what kind of experiences in terms of job-related issues, relationships,
their pre-service education, and the orientation as well as in-service trainings they
had at their current workplace. In addition, the suggestions of the instructors were
examined in order to develop the program at the Department of Foreign Languages,
and help the newly-hired instructors have a smooth transition while adapting to their

new working environments.

The study was conducted at a foundation university in Turkey in the spring semester
of 2014-2015 academic year and 56 instructors took part in the data collection
process. Both quantitative and qualitative research methods were utilized. In addition

to a questionnaire which was administered to 51 instructors to get their perceptions



on their experiences at their present workplace, 10 interviews were administered

afterwards to explore the instructors’ expectations and suggestions.

The findings of the study revealed that the instructors expected having good
relationships with the people at their workplace, earning a decent salary, working in a
happy atmosphere, and developing themselves professionally in the institution. In
terms of their experiences, the most challenging thing was reported to be socializing
with their coordinators, the load of the program, and assessing students’ written
assignments. The most sufficient part of the institution was found to be the
instructors’ relationships with their students and colleagues. The study also indicated
that the orientation program was quite sufficient; however, some suggestions were

put forward to develop the in-service education programme.

Keywords: Newly-Hired EFL instructors, Initial Years of Experience, Novice vs.
Experienced Teachers, Induction Period, PRESET and INSET Programmes



0z

ISE YENI BASLAMIS INGILIZCE OKUTMANLARININ
BEKLENTILERI, TECRUBELERI VE ONERILERI:
TURKIYE’DEKI OZEL BIR UNIVERSITEDE KARMA-YONTEM CALISMASI

Kurtoglu, Pinar
Yiiksek Lisans, ingiliz Dili Ogretimi

Tez Danmismani: Dogent Dr. Perihan Savas

Haziran, 2016, 236 sayfa

Bu calisma ise yeni baslamis ve Ingilizceyi yabanci dil olarak &greten Ingilizce
okutmanlarinin Tiirkiye’deki 6zel bir iiniversitede ise baslamadan Once ne gibi
beklentilerinin oldugunu; meslek, iligkiler, lisans diizeyinde aldiklari hizmet 6ncesi
egitim, su anki isyerinden aldiklar1 oryantasyon ve hizmet-i¢i egitim konusunda ne
tir tecriibeler yasadiklarini incelemektedir. Ayrica, Yabanci Diller Bolimii
programini gelistirmek ve ise yeni alinmis okutmanlarin isyerlerindeki uyum sirecini

daha kolay gecirmelerini saglamak amaciyla, okutmanlarin 6nerileri arastirilmastir.

Calisma Tirkiye’deki bir 6zel tniversitede 2014-2015 akademik yilinin bahar
doneminde yiiriitiilmiistiir ve veri toplama asamasinda 56 okutman yer almistir. Hem
nitel hem de nicel arastirma yontemlerinden faydanilmistir. Okutmanlarin galistiklar

mevcut igyerleri ile alakali diisiincelerini almak i¢in 51 okutmana uygulanan anketin

vi



ardindan 10 okutman ile beklentilerini ve Onerilerini 6grenmek igin goriismeler

yapilmustir.

Calismada elde edilen bulgular okutmanlarin kurumda iyi iligkilere sahip olmak,
tatmin edici diizeyde maas almak, mutlu bir ortamda calismak ve kendilerini
profesyonel anlamda gelistirmek gibi beklentilerinin oldugunu agiga c¢ikarmistir.
Tecribeleri konusunda, en zorlayici kisimlar koordinatorlerle sosyallesmek, is yiikii,
ve Ogrencilerin yazili kagitlarin1 degerlendirmek olarak dile getirilmistir. Kurumun
en yeterli yaninin okutmanlarin 6grencileriyle ve is arkadaslariyla olan iliskilerinin
oldugu ortaya ¢ikmistir. Sonuglar, ayn1 zamanda oryantasyon egitiminin oldukga
faydali bulundugunu gostermektedir. Bununla birlikte, hizmet i¢i egitimi gelistirmek

adina bazi Oneriler sunulmustur.

Anahtar Kelimeler: Ise Yeni Baslamis Ingilizce Okutmanlar, Ik Yillara Ait
Tecriibeler, Tecriibesiz ve Tecriibeli Ogretmenler, Géreve Baslama Siireci, Hizmet

Oncesi ve Hizmet-i¢i Egitim Programlar:

Vi
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CHAPTER 1

INTRODUCTION

This chapter provides information about the background of the study, includes the
statement of the problem, introduces the aim of the study and research questions, and
presents the significance of the study together with the definition of terms.

1.1 Background to the Study

As a global language, English has become a dominant language in many areas
including science, business, communication, politics, arts and education (Crystal,
1997; Graddol, 2006). Because of that, the number of people speaking English as
their second or foreign language has risen dramatically, even more than the number
of people speaking it as their mother tongue. Accordingly, English has become the
most prevalent language used in tertiary, secondary, primary and even pre-school
education all around the world (Salli-Copur, D., 2008) and it has become the sin qua
non to have a successful profession in almost all areas. Parents also strive for their
children to gain access to better English language learning opportunities in many
countries including Turkey, which has also given rise to the need of training and
recruiting competent English language teachers. However, in Turkish context,
although English is widely taught at schools, either state or foundation, it does not
function as prevalent as the main language. Classes are the only places where
students can acquire the language and there are very few opportunities for students to
practice English on a daily-conversation basis outside the class (Council, B. TEPAV,
2013). There is also a big difference in terms of quality and the instruction among
schools. It is generally the children of the upper class family who enjoy a quality

English instruction. These people who have better English language proficiency also



have better career options in the future. The students who could not receive quality
English instruction generally fail the proficiency exams of the universities, and there
is a growing demand for qualified English language teachers at tertiary level. Below
is a figure (Figure 1.1) adapted from HEC’s (Higher Education Council) website
(“Yiiksekdgretim Bilgi Yonetim Sistemi,” n.d.) that gives the summary of total

number of language instructors in Turkey from 2013 to 2016:

10300
10250
10200
10150
10100
10050
10000
9950
9900
9850
9800

n

= 2013-2014 ACADEMIC YEAR =2014-2015 ACADEMIC YEAR = as of 22.1.2016

Figure 1.1 Summary of Total Number of Language Instructors in Turkey

It can be summarized from the figure above (Figure 1.1) that, even in one year, there
is an increasing demand for English language instructors. Every year, universities
recruit more language instructors because of the demand for English language
proficiency in jobs, especially in the private sector. The tables (Table 1.1, 1.2, and
1.3) show a more detailed and clearer summary of how the number of instructors

increases year by year.



Table 1.1 Summary Table of the Number of Language Instructors in 2013 - 2014

Academic Year

LANGUAGE INSTRUCTOR

M F T
TOTAL FOR THE UNIVERSITIES 3809 6181 9990
VOCATIONAL TRAINING SCHOOL PROGRAMS 343 249 592
UNDERGRADUATE PROGRAMS 3454 5911 9365
GRADUATE SCHOOLS & INSTITUTES 4 3 7
CENTERS FOR APPLICATION & RESEARCH 8 18 26

M= Male, F= Female, T= Total

Although there is no data of how many of the instructors work for the state
universities and how many of them work for the foundation schools for 2013-2014, it
can be stated that most of the instructors are hired in undergraduate programs so as to

say, preparatory schools of universities.

Table 1.2 Summary Table of the Number of Language Instructors in 2014 - 2015
Academic Year

LANGUAGE INSTRUCTOR

M F T
TOTAL 3902 6337 10239
VOCATIONAL TRAINING SCHOOL PROGRAMS 354 267 621
UNDERGRADUATE PROGRAMS 3536 6053 9589
GRADUATE SCHOOLS & INSTITUTES 7 5 12
CENTERS FOR APPLICATION & RESEARCH 5 12 17
STATE UNIVERSITIES 3083 4255 7338
VOCATIONAL TRAINING SCHOOL PROGRAMS 330 210 540
UNDERGRADUATE PROGRAMS 2748 4039 6787
GRADUATE SCHOOLS & INSTITUTES 1 1 2
CENTERS FOR APPLICATION & RESEARCH 4 5 9




Table 1.2 Summary Table of the Number of Language Instructors in 2014 - 2015

Academic Year (Continued)

LANGUAGE INSTRUCTOR

M F T
FOUNDATION UNIVERSITIES 808 2063 2871
VOCATIONAL TRAINING SCHOOL PROGRAMS 13 38 51
UNDERGRADUATE PROGRAMS 788 2014 2802
GRADUATE SCHOOLS & INSTITUTES 6 4 10
CENTERS FOR APPLICATION & RESEARCH 1 7 8
FOUNDATION VOCATIONAL TRAINING SCHOOL 11 19 30
VOCATIONAL TRAINING SCHOOL PROGRAMS 11 19 30

M= Male, F= Female, T= Total

As for 2014-2015 academic year, 219 new instructors were hired in total, and it can
be seen that the number of instructors working for state schools is more than twice as
much as the number of instructors working for the foundation schools. This is due to
the ratio of state universities (n= 114) to foundation universities (n= 76), the total
number being 190. Below is a figure (Figure 1.2) that shows the ratio of state

universities to foundation universities in Turkey in 2015.

Foundation
Universities;
76; 40%
State
Universities;
114; 60%

State Universities Foundation Universities

Figure 1.2 Number of State and Foundation Universities in Turkey in 2015



Table 1.3 summarizes the recent number of instructors and it shows that 52 new
teachers have been hired as language instructors. The table also presents that there is
an increase in the number of instructors working at state universities; however, there

is a decrease in the number of instructors working at foundation universities.

Table 1.3 Summary Table of Number of Language Instructors as of 22.01.2016

LANGUAGE INSTRUCTOR

M F T
STATE UNIVERSITIES 3138 4286 7424
FOUNDATION UNIVERSITIES 812 2032 2844
FOUNDATION- VOCATIONAL SCHOOLS 7 16 23
TOTAL 3957 6334 10291

M= Male, F= Female, T= Total

It can also be inferred from the table (Table 1.3) that instructors are leaving their
workplaces in private sector and seeking for teaching opportunities in state

universities in Turkish context.

It can be observed on Figure 1.3 that there is also an increase in the number of
newly-hired EFL (English as a Foreign Language) instructors at the institution where
the present study was carried out. The school was founded in 2011 and for that
academic year the number of the instructors was 13. For 2012-2013, total number of
instructors was 35, for 2013-2014 academic year, it was 59, for 2014-2015, it was 65,
and for 2015-2016 academic year it was 68.
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Figure 1.3 Total Number of Instructors at the Present Institution by Years

Although there is a high number of newly-graduates being hired at universities as
instructors every year, there is also the problem of turnover which is described as the
movement of employees out of the organisation or any permanent withdrawal
beyond organisational borders (Croasmun, Hampton & Herrmann, 2002, p. 1; Rohr
& Lynch 1995). A variety of researchers improve theories on employee turnover.
Ruhland (2000, p. 3) cites Chapman's theory, which expands on Holland's theory of
vocational choice. The theory posits that vocational satisfaction, stability and success
depend on the confirmation between one's personality and workplace. Celep (2003)
works on the organisational commitment theory and assumes that teachers' level of
commitment is determined by factors such as their belief and acceptance of the
school’s goals and values, the willingness to put effort on behalf of the school and a
strong desire to stay as a member of the organisation. Lower commitment to the
school organisation affects both the effectiveness of the institution and causes

teachers to be less qualified or to leave the profession. For lower rates of teacher



turnover, as Ingersoll (2002) stated, improvement in the conditions of the institutions
such as salaries, increased support from the school administrators, reduction of
student discipline problems and enhanced teacher input should be implemented (p.
26).

Being aware of this problem and its possible consequences for the institutions,
teacher education programs, pre-service or in-service, have been introduced and
many reforms have been made by the governments for the sustainment of the
qualified English teachers at educational institutions, especially for the beginning
teachers because the experiences of new teachers in their classrooms and working
environment may either encourage them or restrain them from committing
themselves to teaching effectively (Ginns, Heirdsfield, Atweh, & Watters, 2001).
Compared to their more experienced colleagues, beginning teachers tend to leave the
profession at a higher rate (Ingersoll, 2001; Kukla- Acevedo, 2009), report lower
teacher efficacy (Wolters & Daugherty, 2007), and feel higher occupational stress
and emotional exhaustion (Klusmann, Kunter, Voss, & Baumert, 2012; Tynjalad &
Heikkinen, 2011). The support provided to novice teachers at this time is highly
essential for the quality of their immediate professional needs as well as to their
long-term professional learning experiences. International studies have also indicated
that the school environment, support systems and developmental opportunities play
critical roles in the development of newly-hired teachers (Bickmore & Bickmore,
2010; Kagan, 1992; Kardos & Johnson, 2010; Tickle, 2000). Mentoring is crucial
during the induction or the orientation period, supporting socialization in the school
context as well as the professional development of teachers (Feiman-Nemser, 2003;
Wang & Odell, 2002). In that respect, teachers’ voices need to be heard and their
suggestions need to be taken into account so as to meet the expectations of the

instructors and help them stay in profession for a long period.



1.2 Statement of the Problem

Taking different types of schools into account (state or foundation), teachers come
across with a variety of problems whether they are novice or experienced. Especially
because of the workload and some power-related problems at private universities, the
first year experience of a teacher, whether positive or negative, decides whether the
teacher will stay in the profession or leave. When the figures in relation to the
attrition rate of teachers are considered, it is easily noticeable that the situation is
really serious. “25% to 50% of beginning teachers leave during their first three years
of teaching, and nearly 10% leave in their first year” (Oztiirk, 2008, p. 20). Ingersoll
(2002) analysed data from different sources and found five main areas of reasons for
teacher turnover which are retirement, school staffing procedure, family or personal
reasons, pursuit of other jobs and dissatisfaction as reasons cited for turnover and
attrition (Catalyst, 1999; Finn, 1997; Osborne, 2002). Santiago (2001) also states that
low salaries and demands for even more complex responsibilities are the reasons
why teachers leave their jobs. Duffrin (1999, p. 2) illustrates working conditions as
the main reason for high turnover especially among teachers leaving within the first
five years of being in the profession. Chaika (2002, p. 1) advocates the lack of
teacher mobility, inadequate induction programmes, poor working conditions and a
growing salary gap between teachers and other college graduates as sources of
teacher turnover. Ingersoll (2001) also hypotheses that staffing problems occur when
employees leave the institution and have to be replaced, especially since teacher
turnover is highest among beginning teachers - mostly within the first five years
(Mills, 2001, p. 1). Teacher attrition disrupts schooling especially when teachers

leave the profession during the academic year which creates a shortage of educators.

Figure 1.4 shows the number of instructors who were recruited and who left the

present institution through the academic years 2012-2016.
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Figure 1.4 Number of Instructors Who Were Recruited and Who Left the Institution
from 2012 to 2016

It can be concluded that although a lot of language instructors are being hired every
year, a great majority of them leave even after one year of experience.

Not only the novice teachers, but also the experienced teachers or teachers with some
teaching experience may have some challenges when they start working in a new
environment which has its own rules and regulations. In that respect, more studies
are needed to find out what the underlying reasons for teacher dissatisfaction are that
cause them to leave the profession or to seek for other opportunities.



1.3 Aim of the Study and Research Questions

The aim of this study is to explore what the newly-hired instructors of EFL had

expected before starting their profession at a foundation university, what they

experienced during the process of adaptation into the institution and what

suggestions they have both for the future instructors and the current institution to

overcome the challenges when adjusting to the school environment through using

quantitative and qualitative methods. With the stated aim in mind, this present study

attempts to answer the following research questions:

1. Based on the perceptions of 51 newly-hired EFL instructors, what are their

experiences in terms of

T &

o

Job-related issues,

Relationships with their students, colleagues, and coordinators,

Pre-service Education that they took as undergraduate students,

Orientation and the In-Service Training Programme at their current

workplace?

2. Based on the perceptions of 10 newly-hired EFL instructors,

to what extent do EFL instructors’ experiences match their initial
expectations?
what are EFL instructors’ suggestions to guide newly-hired EFL instructors

in their initial work environments?
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1.4 Significance of the Study

The EFL instructors at foundation universities, especially the newly-hired ones, can
have a great number of challenges whether they are novice or experienced (Sari, H.,
2004, p. 301). Not only the workload, but also relationships, classroom management,
non-instructional duties so on and so forth can make the new teachers feel so
overwhelmed that the beginning teachers may be inclined to change either the

institution or the profession even just a few years later at the same institution.

In the literature, there has been a great deal of research on novice teachers especially
on the challenges they encounter during their first year of teaching (e.g. Oztirk,
2008, Karaman, 2013, Fantilli & McDougall, 2009, Romano, 2007). There is also
substantial research on newcomer adjustment (e.g. Jones, 1986, Griffin & Colella,
2001, Gruman & Saks, 2006). Some of them focus only on the first year experiences;
others focus on the retention rate among teachers in five years’ time. It is clear that
these studies help teachers who have real difficulty in teaching in overcoming these
problems and lessen their anxiety. Moreover, the sufficiency of pre-service education
as well as the induction period and in-service training programmes have been
analysed quite a lot of times (e.g. Alan, 2003; Gultekin, 2007; Farrell, 2012) which
assist new teachers in developing themselves professionally and give ideas for the
institutions to set up quality and effective mentoring and professional development

units.

However, the studies above either emphasize the challenges that only novice teachers
experience or newcomer adjustment without an emphasis on educational institutions
at tertiary level. Thus, this study was designed to differ from other studies in respect
to what newly-hired EFL instructors, either novice or experienced, expect before
choosing to work at a specific institution, what institution-specific challenges they

have while adapting to the school environment, or what they find easy or helpful
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throughout this period and lastly what they suggest for new instructors to adjust

better into the institution and for the school to develop its working conditions.

The results of the study presented here has the potential to shed light on the
challenges that newly-hired EFL instructors in tertiary level face and it suggests
some solutions to enhance teacher quality by improving the orientation and in-
service training programmes. Combined with other findings in literature, the results
of the study can also contribute to new teachers in helping them lessen their anxiety
by motivating and satisfying them during the adaptation period or the first years of
teaching at a foundation university so that the turnover rate of new teachers can be

decreased.

Understanding these issues newly-hired EFL teachers are faced with may also help
teacher educators and school administrators to create additional support systems that
enable teachers to stay in the profession and make an effective transition from
preservice to experienced teacher for novice teachers. Moreover, more teachers are

likely to stay in schools in which they feel successful and supported.
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1.5 Key Terms

Below are some significant terms frequently mentioned in this thesis:

EFL refers to English as a Foreign Language.

Novice Teacher: Novice teachers are those who have been teaching “as little as 1

year to as many as 5 years” (Farrell, 2012).

Newly-Hired refers to faculty members who have been working at a particular
workplace for one to four years needed to feel themselves the part of the institution
(Boice, 1991).

Newcomer socialization refers to the process through which a newly-hired person
adapts from an outsider to an integrated and effective insider (Cooper-Thomas &
Anderson, 2006).

In-service Teacher Training (INSET): One type of teacher development
programme in which the courses or activities are conducted inside the institution
along with the curriculum. The aim of in-service education and training

programmes is to create a change in teachers’ teaching practices.

Teacher Development (TD): A post-graduation “process of continual, intellectual,
experiential and attitudinal growth of teachers” (Lange, 1990, p. 250).

TTE refers to the amount of Total Teaching Experience of the participant.

ITE refers to the amount of Institutional Teaching Experience of the participant.
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CHAPTER II

REVIEW OF LITERATURE

This chapter reviews literature on the teaching profession in general and teaching as
an EFL instructor specifically, teacher development including pre-service and inset
programmes, being a newly-hired teacher, being a novice versus experienced teacher,

and a summary of the studies on novice teachers in Turkey and abroad.

2.1 Teaching Profession

Teaching, as a profession doubtlessly requires abilities different from other
professions and it is viewed by many as one of the most respected and rewarding
profession. As Whyatt IIl and White (2007) stated, teaching is *“a wonderfully
complex endeavour” (p. 15) and *“one of the most rewarding professions” (p. 123).
Teaching is a complex job as it requires the teacher to be aware of each learner’s
needs and individual differences, manage classes with different dynamics, and
involve every student in the lesson. Teachers need to master both the subject and
how to teach the specific thing to the learner (Darling-Hammond & Bransford,
2005). Teaching is, at the same time, rewarding because there is no better feeling
than making a contribution in a person’s life. However, teaching is additionally
complicated for new teachers (Flores & Day, 2006; Kelchtermans & Ballet, 2002;
Lortie, 2002; Rust, 1994) who have just graduated from universities and whose
experiences and skills are limited to their current entry to their new classrooms. The
studies refer the first year of teaching as “sink or swim” experience for beginning
teachers (Farrell, 2003). While trying to adapt to their new environment for which
they had different expectations, they come across with a “reality shock” and get

disappointed with what they experience. This is why the highest attrition rate is
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among teachers in their initial years of career as cited in a lot of studies worldwide
(MacDonald, 1999). Herbert and Worthy (2001) states five reasons to explain the
problems the teachers encounter in their first year. Firstly, the beginning teachers
have too much expectation from their students, colleagues, and the workplace. The
second reason is the pre-service education programmes which do not provide the
student teachers with adequate field experience. They are also considered as having
too much theory and being limited. Related with the second reason, the third one is
practice teaching’s giving just a glimpse of teaching experience. Lastly, the school
context where there is not enough administrative support for beginning teachers with
a lot of heavy work and responsibilities and little time is the cause why the teachers

in their first years have problems.

No matter what kind of problems they experience, from which university they
graduate, or where they work, teachers go through similar stages throughout their
entire career. Depending on the field, teacher development from beginning to
professionalism can last shorter or longer. According to Fuller (1969), teacher
development takes place in three stages focusing on teachers’ worries and their
problem-solving abilities. Below is the table (Table 2.1) adapted from Fuller (1970)

related to the phases of teaching career.

Table 2.1 Fuller’s Model of Teacher Development

I Early Phase 0 Concerns about self (non-teaching concerns)
Il Middle Phase 1 Concerns about professional expectations and acceptance
(competence) 2 Concerns about one’s own adequacy: subject matter and class
control
3 Concerns about relationship with students
Il Late phase 4 Concerns about students learning what is taught
(professionalism) 5 Concerns about students learning what they need
6 Concerns about one’s own (teacher’s) contributions to student

change
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At the beginning of the teaching career, the teacher is mainly concerned about how to
control a class with a lot of students. As the teacher becomes more self-confident,
this time the teacher focuses more on how to teach a subject to the learners. Thus, a
teacher who is incapable of handling a class at the first stage cannot cope with the
situations in the later phases (Eraut, 2008). In the second stage, the teacher is more
concerned with survival skills: mastery of the subject-matter, classroom
management, teacher’s skill to carry out the responsibilities. In the last stage, the
focus shifts to the quality of learning and teaching, and the limits and dissatisfaction
with the teaching profession (Kagan, 1992, p. 160). A few years later, Fuller’s model
was developed and a fourth stage was added in which the emphasis turns to the
students: their needs both emotionally and academically and teachers’ ability to refer

to the students on an individual-basis (Kagan, 1992, p. 162).

Another point of view belongs to Berliner (1994) who mentions five sequential
stages for teacher development. According to this viewpoint, the five stages that a
teacher needs to go through to become a professional are: the novice, the advanced
beginner, the competent, the proficient, and the expert stage. At the first (novice)
stage, the teacher concentrates on each element without a context and is not flexible.
She or he is trying to figure out the things by following the rules. At the second
(advanced beginner) stage, the teacher, with two or three years of experience, makes
comparisons between different teaching contexts, starts to understand when to break
some rules and transfers his/her prior experiences and form behaviours. At stage
three (competent), the teacher is able to manage time more efficiently, make
appropriate plans, prioritizes the work, understands what is important to teach and
what is not, yet the teaching performance is not fully flowing. At the fourth stage
(proficient), maybe a five-year teacher can act more unconsciously mostly with
his/her intuitions and has holistic views on the similarities among different contexts.
However, not all teachers reach the fifth (expert) stage where everything becomes

automated and the teacher does the things unintentionally in a totally versatile and
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prolific way. The stages defined by Berliner (1994) differ from other stages in four
aspects: the way the teacher observes the students and the classroom although
unconsciously, the amount of endeavour the teacher puts in order to create more
automated behaviours, the degree of teacher’s experiences in estimating the events,
and the shift to focus on the students’ work instead of his/her own worries (Kagan, p.
160-161).

Other studies also share similar assertions about how the researchers describe the
phases of teaching cycle, what kind of problems the teachers face, and how they
manage to solve these problems. Below is a table (Table 2.2) that summarizes the

descriptions of a teacher’s career cycle:

Table 2.2 Summary of the Studies on Teacher Development Cycle

Moir (1990) Maynard and Furlong Huberman (1989 in
(1995 in Farrell, 2003) Diaz-Maggoli, 2003)

1 anticipation phase early idealism exploration, stabilization
2 survival phase survival stage commitment phase

3 disillusionment phase recognising the difficulties diversification and crisis
4 rejuvenation phase reaching a plateau serenity or distancing

5 reflecting back moving on stage conservatism and regret

In the first phase, the teachers have expectations and are very excited about the
teaching experience. Thus, they try to get to know people such as students,
colleagues, and supervisors. That is why Moir cites the beginning teachers “tend to
romanticize the role of the teacher” (p. 6). However, in the second phase, teachers
try to find solutions to the problems or “survive” in this unfamiliar context. After
that, the teachers recognize the problems, feel incompetent or disillusioned and ask
themselves whether they want to leave or stay in the profession. If they find an
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answer and go on, the fourth stage starts when they begin to think positively,
accumulate quick solutions to problems and become more self-confident, but still
they focus more on student misbehaviour rather than their own competencies. It is in
the last phase, when teachers reflect back on their previous experiences, come to
terms with them, and give emphasize on the quality of student learning.

Besides different phases of the teaching career, there is also a lot of discussion on
what makes a good teacher. Although the qualities of a good teacher may change
from person to person, researchers in the field of education have analysed some
qualities of a universal teacher that goes beyond several disciplines (Brophy & Good,
1986; Dunkin & Biddle, 1974; Murray, 1991). These include having substantial
knowledge on the subject matter, being able to explain the subject matter in a clear
way, and using concrete examples to explain concepts. According to Hoyle and John
(1995), being a professional teacher requires three main aspects: knowledge,
autonomy and responsibility. Firstly, as is the same in other fields, a teacher must
possess theoretical and practical knowledge in order to execute the task of teaching.
Teachers’ knowledge, skills, beliefs and the subject matter are the core elements that
the teachers construct their pedagogical choices on. Secondly, in order to apply this
knowledge, belief, or skills to the students and teach effectively, a teacher needs to
have authority or autonomy over the students, colleagues, or partners and make
correct decisions on work-related situations. Lastly, together with the autonomy, a
teacher has to have the feeling of responsibility to promote learning in the best way.

Although the researchers share the same opinion on these teacher qualities, there is
very little uniformity on the discipline-specific teacher attributions (Bell, 2005).
However, to a great degree, teachers are defined by the specific subject they have
been teaching and the practices that the teacher implements while teaching the
subject (Borg, 2006). Although some characteristics may differ among different
disciplines, there are some assumptions that distinguish the language teachers from
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the people in other fields of teaching. According to Borg, the shape of a language
teacher is not a one-size-fits-all, and the particular context is effective in constructing

a language teacher.

2.1.1 Teaching as an EFL Instructor

The characteristics of the instructors of English language can be context-specific
depending on institutional or local culture; thus, there is an immediate need to
evaluate how learners in various institutional contexts define English language
Teachers (Borg, 2006). Teachers of EFL are defined as “individuals involved in
supporting the learning of the English language by learners whose contact with this
language in their countries is limited largely to the classroom” (Borg, 2006).
Although English language teachers share similar qualities with teachers in other
fields, Hammadou and Bernhardt (1987) emphasize the “uniqueness” of language

teaching by stating:

Being a foreign language teacher is in many ways unique within the profession
of teaching. Becoming a foreign language teacher, too, is a different process
from that which other future teachers experience. This reality is rooted in the
subject matter of foreign language itself. In foreign language teaching, the
content and the process for learning the content are the same. In other words, in
foreign language teaching the medium is the message. (p. 302)

They also mention five factors that differentiate the foreign language teachers from
that of the teachers of other fields which are the nature of the subject matter, the
interaction patterns for instruction such as pair work or group work, the knowledge
of the subject, isolation, and providing outside support to the students (Hammadou
and Bernhardt, 1987). Likewise, Girard (1977) provided a list including items such
as making the lesson interesting, teaching good pronunciation, explaining the subject
clearly, speaking good English, showing the same interest to all students, and
showing great patience. Prodromou (1991) provided a longer list with examples that
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are given importance by the learners such as being friendly, giving good notes,
playing games, telling jokes, not pushing weak learners etc. Borg (2006), on the

other hand, found the following qualities of language teachers in his study:

Table 2.3 Summary of Distinctive Characteristics of Language Teachers

Theme Distinctiveness

The nature of the subject Language is more dynamic than other subjects and has more
practical relevance to real life.

The content of teaching  Unique in scope and complexity. Teaching a language
extends beyond teaching grammar, vocabulary and the four
skills and includes a wide range of other issues such as
culture, communication skills and learning skills.

Methodology The methodology of language teaching is more diverse and
aimed at creating contexts for communication and
maximizing student involvement.

Teacher—learner In language teaching there is more communication
relationships between teacher and learners and more scope
for learners to work on themes which are of personal
relevance.

Non-native issues In language teaching, teachers and learners operate through a
language other than their mother tongue. Teachers are also
compared to native speakers of the language.

Teachers’ characteristics For language teachers, characteristics such as creativity,
flexibility and enthusiasm are essential.

Training A wide diversity of recognized language teaching
qualifications exist, some as short as four weeks in duration.

Status Language and language teachers are often awarded lower
status than subjects and teachers of other languages.

Errors Incorrect output by language learners is more acceptable than
in other subjects.

Student Body Many more adults study languages than other subjects.

Commercialization Language teaching is driven by commercial forces more than

other subjects.

(2006, p. 24)
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Additionally, Bell (2005) described characteristics of good EFL teachers according
to the perceptions of tertiary EFL teachers in the United States and found that the
interest, competence, extensive knowledge about the target language and culture, use
of group work and encouraging students to involve in the lesson are the qualities
specific to the language teachers. Lastly, Brosh (1996) and Park and Lee (2006)
conducted a survey both with the students and the teachers and the results showed
that both groups stated knowledge of target language, clarity of instruction, boosting
students” motivation, and approaching students fairly as the most important qualities
an EFL teacher must possess. Although teachers gave more importance to
motivation, and students gave more importance to fairness, they compromised on the

characteristics of good language teachers in general.

Despite inconclusive discussions on what it really is (Bailey, 2006, p. 213-222), for
EFL context, an effective teacher can widely be characterized as the one who directs
the students towards the objectives, in other words the one who produces a group of
successful learners (Arikan, Taser, and Sarag-Slizer, 2008). For the Turkish EFL
context, Arikan, Taser, and Sarag-Silizer (2008) put forward that Turkish students
find the following qualities as signs of being a good English language teacher in

Turkey:

¢ having personal strategies to teach,

e maintaining positive teacher-student interaction,

e creating a positive classroom atmosphere,

e being a model,

¢ being knowledgeable about target cultures,

e possessing positive personal characteristics such as being friendly to students,
¢ having correct pronunciation of the English sounds,

e teaching with effective classroom materials and by using technology,

e giving positive reinforcement (p. 43).
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All in all, good teachers of all disciplines have resembling characteristics in
common, but English language teachers are different from other teachers in a variety

of ways related to the nature of English in particular.

2.2 Teacher Development

The necessity of having good and quality teachers along with the current trends and
methods in teaching brought about some changes in the application and development
of teaching profession. As Murdoch (1994) pointed out, teachers were previously
considered as transmitters of knowledge; however, they act as facilitators now who
assist students in using the language in and outside the classroom, and teachers who
manage to get the attention of students are considered successful teachers. As a
result, teacher development programmes have appeared to help teachers adapt
themselves to their new roles. Murdoch (1994, p. 49) states that “...it is the
development of teachers to meet the requirement of being able to engage students’
interest that is the single greatest challenge for those responsible for organizing in-

service training courses.”

Teacher development (TD hereafter) refers to “the professional growth a teacher
achieves as a result of gaining increased experience and examining his or her
teaching systematically” (Glatthorn, 1995, p. 41). Accordingly, Fullan and
Stiegelbauer (1991) define TD as “the sum of total formal and informal learning
experiences throughout one’s teaching career from pre-service education to

retirement” (p. 326).

Although TD starts at the very beginning of teachers’ pre-service education, the
student teachers have abstract perspectives of what teaching is like instead how they
should teach. Due to the fact that students do not take an active role in teaching, they
may think that teaching takes place in an environment where the teacher transmits
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knowledge and the students understand it by just passively listening to it. Lortie
(1975) defines this process as the “apprenticeship of observation” (p. 11). Teachers
capture images of teaching as students by observing their own teachers and these
images may be very difficult to change because of the shortness and lateness of its
practicum component. This is why, no matter how well novices are trained in their
pre-service education, they tend to refrain from applying theory into practice and
imitate their former teachers instead (Elliot & Calderhead, 1993).

This is why, first year experiences of novice teachers do not totally match with the
theory that they were taught during their pre-service education. The theoretical
knowledge learned at the school cannot foresee the difficulties at a particular
institution (Clarke, 1994; Roe, 1992). Although novice teachers practice teaching as
the practicum component of their pre-service education, the real classroom
environment may be different in terms of institutional rules, student profile, physical
environment, and other opportunities (Roe, 1992). Ward (1992) argues that the
practical teaching period is generally too short and too late. Teachers do not have the
chance to teach for long hours at various contexts and what they experience is
limited to simulations or case studies (Pennington, 1990).

Since pre-service training does not prepare students sufficiently for the real
classroom environment, in-service teacher training (INSET hereafter) programmes
have been implemented to fill in this gap. These programmes have been conducted in
a variety of ways including conferences, seminars, classroom observations, peer
teachings, academic readings, and classroom research (Head & Taylor, 1997; Hiep,
2001). Hiep (2001) also expresses that “this development fills the gap in training by
giving teachers opportunities to reflect on classroom practice, gain insight into
teaching experiences, view education as a long-term process, and deal with change

and divergence” (p. 31). Thus, it can be inferred that novice teachers can familiarize
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themselves with real classroom situations and improve their skills in decision-

making with the help of in-service teacher development programmes.

The goal of INSET is to create a change in a teacher’s performance (Kog, 1992). As
INSET courses are held inside an institution, "teachers ... consciously take advantage
of resources to forward their own professional learning” (Ur, 1996, p. 318). Thus,
INSET programmes assist novice teachers in developing themselves during the
induction period as well as helping them adapt to their institutions and the conditions
there. INSET programmes are also crucial for more experienced teachers to prevent
burnout and increase job-satisfaction.

In an atmosphere created through INSET programmes, teachers, both novice and
experienced, share their opinions about their classroom experiences, and exchange
ideas about their teaching practices. When they face a challenge or a problem, they
ask for suggestions or try to handle it by discussing with peers or teacher trainers.
They can also accumulate materials that can be used in the class, and by this way, the
teachers can provide variety in the classroom. By talking about the students and the
school, the teachers develop both impressive pedagogical objectives and contextual

knowledge.

Contrary to pre-service education, INSET is more individualized and contextual.
Besides methodological and linguistic knowledge, INSET targets the teachers’
individual needs and takes place at a specific context (England, 1998). Another
important part of INSET is that it supports continuous development. Teachers
encounter different types of problems at different times throughout their careers.
With the help of INSET programmes, teachers take the chance to keep up with the
latest innovations and have the opportunity to adapt them to their own teaching.
Haynes (1999) claims that the perceptions of participants of INSET programmes

create a change in their teaching performances and find the courses a very important

24



part of their professional development. In this research study, INSET is referred to as

CPD (Continual Professional Development).

However, some of the professional development programmes fail both in Turkey and
abroad in meeting the needs of the teachers. Cantrell (2003) asserts that generally, a
one-size-fits-all effort that is designed to meet the needs of all teachers does not
work. Cantrell also states that teachers are reluctant to attend the professional
development programmes as they think that professional development programmes

are not relevant to their needs (p. 105).

To sum up, when designed in accordance with the needs of teachers through taking
the student teachers’ or teachers’ views into account, both the pre-service and the in-
service programmes in the name of TD may improve the teacher and the school
quality and creative possibilities for effective teaching. A combination of good pre-
service and in-service programmes may help train good teachers and lessen the

anxiety of being a new or newly-hired teacher in an institution.

2.3 Being a Newly-Hired Teacher

The initial times when a person starts to work at an institution as a newcomer is
considered to be the most important period (De Vos, 2002; Ibarra, 1999). During this
period, the newcomer tries to understand the things happening in the work
environment and tries to adjust there (Kammeyer-Mueller & Wanberg, 2003). While
equipping themselves with practical and technical knowledge to conduct the task
efficiently, they also try to make sense of the culture of the new context including
rules, customs, and language of the institution in order have a smooth transition
(Haser & Kondakgi, 2011). Because of that, the induction programmes have
gained more importance over the years because of the “mobility” of the individuals.

The institutions undergo inductions more often, and the individuals are “on board”
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ready to change jobs more frequently compared to the past. Further, the role of
induction in terms of the initial work experience in the institution is emphasized
more with respect to its role in shaping the newcomer’s future career. In case of
negative experience, the newly-hired employees can quit the job, or positive
experience can help the employees develop themselves professionally and
successfully orient to the organization. Newcomer socialization is thus not only
applying the theories into practice, but also adapting to the rules, attitudes, norms,
and habits in the new place as well as contributing to them (Fisher, 1986).
Socialization is necessary for the individual as it makes the things clearer for the
newcomers and helps them have fewer fears that lead them to failure. Additionally, it
helps the institution because it reduces the cost and creates a fruitful work

environment where people feel happy and safe to work.

In higher institutions, different processes are followed in terms of newcomer
socialization due to their distinct characteristics from business organizations.
Traditional type of newcomer socialization in higher education is implemented to
ease the entry of newly-hired people to an institution and to equip them to perform
effectively in it (Trowler & Knight, 1999). It involves both formal meetings and
orientation programmes as well as supplying books, arranging mentors, or
socialization. However, this type of socialization is applied to every newcomer in the
same way, and things like previous work experience, background are all neglected.
They are treated as a group and individual differences are overlooked. The meetings
are often in the shape of formal meetings held consecutively at a pre-set time.
Generally, the habits of the culture are transferred from old generation to the new and
newcomers are expected to take the role of passive learners whose background
experience is considered as a treat if it is a different one from the current experience.
In the end, the newcomer becomes a member of the organization rather than an
outsider which approximately takes three to four years. As can be seen above, rather

than the individual’s needs and interests, the organization is generally concerned
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with their own needs, values, and concerns. Therefore, it is essential for higher
institutions to be attentive about the individual backgrounds and their unique

qualities.

Together with the challenges of transition to the new workplace, the most
highlighted characteristic of socialization process during the initial years at
university is loneliness and isolation (Bogler & Kremer-Hayon, 1999; Boice,
1991b; Murray, 2000; Whitt, 1991). Although they need the support and
suggestions of more experienced colleagues, young teaching staff hesitate to ask
for help (Boice, 1991b). Another difficulty that the new teaching staff experience
at university during their socialization process is lack of communication with the
head of the department and lack of guidance in terms of time management
(Baldwin & Blackburn, 1981; Murray, 2000). Too much workload is another
difficulty for young teaching staff (Baldwin & Blackburn, 1981; Reybold, 2005;
Whitt, 1991). These difficulties are also commonly experienced by young teaching
staff at Turkish universities (Er, M., Ulgii, S., & Sari, 1., 2013; Karatas, P. &
Karaman, A.C., 2013). While trying to become a successful member of the

organization, they need to the overcome the challenge of heavy workload.

2.4 Being a Novice vs. Experienced Teacher

Starting at a new institutional context is challenging not only for the novice, but also
for experienced teachers. Although the subjects they teach and the length of teaching
experience differ between these two groups, both go through an adaptation period
and try to confront with the context and get familiar with the rules and regulations.

Common characteristics of the newly-hired and experienced teachers are as follows:

The term “novice” has often been referred to in studies on beginning teachers, and

Farrell (2012) stated that there is no clear-cut definition of a novice teacher in the

27



literature. According to Farrell (2012), a novice teacher is anyone who has been
teaching something new for the first time or who has started to teach at an institution
for the first time. Moreover, there is no agreement on the length of teaching
experience required in order to be classified as an experienced teacher or end this
novice period. Farrell (2012) indicated that in the literature “it can be from as little as
1 year to as many as 5 years in different research articles” (p. 437). For this research
study, a novice teacher is defined as a teacher with less than five years of teaching

experience.

Just upon finishing their pre-service education, student teachers start to teach
students who are almost the same age as them and they have a series of challenges
while adapting to this new culture. Through their first year of teaching, novice
teachers usually have more difficulties in classroom management and how to teach
something (Farrell, 2009). Since novice teachers have limited or no sufficient
experience at all in teaching, they base their actions on the methods and theories that
they learned in their undergraduate courses. Research on novice teachers emphasized
two important difficulties related with the new teachers during their first year of
teaching: “practice shock” that causes them to focus more on classroom management
issues and a “cultural mismatch” that gives rise to seeing differences in a class
problematic (Achinstein & Barret, 2004). As Kellough (2005) pointed out, the first
year of teaching is “full of highs and lows, with few days in-between or neutral” (p.
1). Even if the institutions foresee the challenges that newly-hired EFL instructors
may have, they still recruit a number of instructors every year because of the energy
the beginning teachers have and the flexibility of their behaviours to be moulded into
the shape that suits the organization’s needs. At the same time, the novice teachers
consent to work in foundation schools where the workload is heavy because of issues

like the lack of choices, locational preferences, economical situations, and so on.
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When novice teachers begin working at a school, they are expected to carry out the
same responsibilities as experienced teachers and are even challenged more with the
most undesirable and difficult tasks (Yalginkaya, 2002). Meanwhile, they are
expected to be preoccupied with a set of institutional rules, relationships, and
behaviours that give a particular school its unique character (Bullough, 1989).
Beginning a career as a teacher resembles a process of transition or rite of passage

which is often described as ‘reality shock’ (Veenman, 1984).

On the other hand, some researchers defined an “experienced” teacher as a teacher
“who performs his or her job in a seemingly effortless manner so much so that it
looks automatic and easy” (Farrell, 2013, p. 1070). Others consider an experienced
person as someone who has many years of teaching experience. However, similar to
the definition of novice, there is no agreement on what really makes a teacher
experienced. Although many believe in the quantity of teaching experience, Johnson
(2005) emphasizes that “it is the quality of knowledge that is important” in terms of

having the “‘judgment of promisingness’ [where] the expert knows which avenues
are likely to be promising and which may turn out to be dead ends” (p. 13). Johnson
(2005) also underlines the obvious effortless performance of experts because of their
knowledge: “Those who have knowledge do not need to think so much, while those
lacking the knowledge base are forced into the harder route” (p. 15). Contrary to the
energy of new teachers, teachers in their later careers complain about being tired and
burned out. Moreover, they are afraid of change and wait for the trend to end instead.
They have a set of ideas in mind and feel safe to implement them. They take the
work-related information that they have practiced over years for granted. While some
people suppose that the years spent in teaching would be linked to the improvement
of expertise, this scheme is oversimplified. So as to stay up-to-date in the field of
teaching and develop professionally, teachers need to take up reflective practice and

be open to change. Without these actions, lots of teachers can become experienced
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“non-experts” in the end. With this regard, both efforts towards teacher development

and collaboration are needed among all teachers.

2.5 Studies on Novice Teachers in Turkey and Abroad

The challenges that novice language teachers face have gained more importance as a

research topic in recent years, and there has been more studies on what beginning

teachers experience during their initial years of work. Following are some studies

conducted abroad and in Turkey together with their findings:

Table 2.4 Summary of Literature Review on the Challenges of Novice Language

Teachers

Researcher

Major Challenges

Studies Abroad
Lundeen (2004)

Achinstein and
Barret (2004)

individual problems: classroom management and discipline problems
group problems: adult relationship and interaction problems

the managerial frame (like routines and procedures for managing
students during activities in the classrooms, behaviour problems and
consequences for discipline, timing and pacing of lessons)

the human relations frame (such as knowing individual students’
needs and learning styles, student-teacher relationships and
communications, classroom culture, sense of community,
collaboration, and connections with students and parents, student
expression, choice, and motivation)

the political frame (like diverse students’ needs in order to foster
equity and access to learning, differentiation of instruction, students’
prior knowledge and cultural understandings, teachers’ expectations
about learners, an analysis of race, culture, language and access; and
inequities of student participation in classroom discourse)
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Table 2.4 Summary of Literature Review on the Challenges of Novice Language

Teachers (Continued)

Researcher

Major Challenges

McCann, -
Johannessen,

and Ricca

(2005)

Jarvis and -
Algozzine
(2006)

Studies in Turkey
Korkmaz (1999) -

Yal¢inkaya -
(2002)

Taneri (2004) -

Oztirk (2013) -

relationships with students, parents, colleagues and supervisors;
workload, time management, and fatigue; knowledge of subject and
curriculum; evaluation and grading; authority and control; and
appearance and identity.

workload, time management, and fatigue; content and curriculum
knowledge; relationship with students, parents, colleagues, and
supervisors; evaluation and grading; and autonomy and control.

the novices working in villages had more problems than the ones
working in towns or cities

the number of the teachers in the school had a significant effect on
the adaptation levels. For instance, the ones encountering the most
problems were from the schools, in which there were only 3 to 5
teachers.

inexperience, conflicts between pre-service training and in-service
applications; pressures on new teachers; effort to be able to finish
more tasks, fear of inspection, and adaptation to school and
environment. Resulting from inexperience, other difficulties were
discussed as classroom management, planning and implementation of
the curriculum in line with the level of the classroom and the time
allocated, using common and context-specific teaching methods,
adjusting lessons according to individual and group differences, and
learning the legislation regarding the profession and the employee
rights.

teaching at mixed-level classes; understanding and implementing
current rules and regulations; teaching reading and writing to
elementary school students; developing supporting teaching
materials; and getting students to participate in the course.

they experienced job-related challenges a little more often than the
social challenges such as workplace stress, workload, time
management, content and curriculum knowledge, teaching, subject
matter, students, and instructional errors.

(Ozturk, 2013)
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Despite the fact that there are some context-related problems depending on the level
of the students, the location of the schools, or content of the tasks to be
accomplished, whether abroad or in Turkey, novice teachers go through the same

challenges in their first years of teaching career.

However, although there is some research on the challenges of novice teachers, they,
especially the studies in Turkey, are limited in scope since they only study the novice
teachers with very few years of experience or focus only on the challenges they have
without looking at in which areas they feel the most competent. Furthermore, the
other studies investigate beginning teacher experience from only one point of view,
or only investigate the pre-service or in-service training experience. Finally, the
studies in relation to teacher expectations focus on what teachers expect from their
students and whether these expectations have an effect on student achievement or not
(Nhapulo, 2013; M., Tsiplakides, I., & Keramida, A., 2010) or pre-service teachers’
expectations of themselves and the efficacy of their teaching in their first year of
teaching experience (Delamarter, J., 2015; Kim, H., & Cho, Y., 2014; Weinstein, C.
S., 1988). No studies refer to what newly-hired language instructors expect to find in
their institutions on a variety of topics including relationships, workload, classroom
management and so on. Thus, with the help of this study, comprehensive information
about what newly-hired EFL instructors, whether novice or experienced, expected of
themselves and the institution, why they changed their workplaces or started at a
foundation school with a heavy workload, what motives they had in choosing a
specific working environment to work at, and how they feel in general after spending

some time at the institution will be provided to literature as well as to stakeholders.
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CHAPTER 3

METHODOLOGY

This chapter presents a detailed description of the research methodology. For this
study, both quantitative and qualitative data collection and analysis have been
implemented. Research questions, design of the study, information about setting and
participants, data collection instruments, and data analysis are presented within this

section.

3.1 Design of the Study

In this study, explanatory mixed methods design has been utilized. Mixed methods

research is defined as:

Mixed methods research is a research design with philosophical assumptions as
well as methods of inquiry. As a methodology, it involves philosophical
assumptions that guide the direction of the collection and analysis and the
mixture of qualitative and quantitative approaches in many phases of the
research process. As a method, it focuses on collecting, analysing, and mixing
both quantitative and qualitative data in a single study or series of studies. Its
central premise is that the use of quantitative and qualitative approaches, in
combination, provides a better understanding of research problems than either
approach alone. (Creswell & Plano Clark, 2007, p. 5)

As it is suggested by the definition, the general rationale of using mixed methods is
to have what Greene (2007) called “multiple ways of hearing and seeing” (p. 20) to
gain a deeper understanding of the research topic. Furthermore, the research suggests

that using mixed methods provide better opportunities when using either quantitative
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or qualitative research is not sufficient to gain an in-depth insight of the problem
because of the weaknesses of each data (Creswell, 2014). Punch (1998) states that:

Quantitative research has typically been more directed at theory verification,
while qualitative research has typically been more concerned with theory
generation. While that correlation is historically valid, it is by no means
perfect, and there is no necessary connection between purpose and approach.
That is, quantitative research can be used for theory generation (as well as
verification), and qualitative research can be used for theory verification (as
well as generalization). (pp. 16-17)

Therefore, one of the strengths of mixed method is that it “enables the researcher to
simultaneously answer confirmatory and exploratory questions, and therefore verify
and generate theory in the same study” (Tashakkori & Teddlie, 2003, p. 15). Through
quantitative research, deeper perspectives and feelings of the individuals cannot be
reached and through qualitative research, the findings cannot be generalized to large
samples, so it is through mixed methods research that a researchers combines the
advantages of both research and not only gets better interpretations, but also provides

a variety of ideas with a richer data. This is also summarized in Figure 3.1 below:

OQualitative Research

Advantages Disadvantages

Provides detailed perspectives of a few Has limited generalizability

peocple Provides only soft data (not hard data,
such as numbers)
Studies few people

Is highly subjective

Captures the voices of participants
Allows participants’ experiences to be
understood in context

Is based on the views of participants,
not of the researcher

Appeals to people’s enjoyment of
stories

Minimizes use of researcher’s expertise
due to reliance on participants

Ouantitative Research

Advantages Disadvantages

Draws conclusions for large numbers
of people

Analyzes data efficiently

Imvestigates relationships within data
Examines probable causes and effects
Controls bias

Appeals to people’s preference for
numbers

Is impersonal, dry

Droes not record the words of
participants

Prowvides limited understanding of the
context of participants

Is largely researcher driven
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Figure 3.1 Advantages and Limitations of Qualitative and Quantitative Research
(Creswell, 2014, p. 5)

While one provides more numbers to help the researcher come up with new
inferences and questions in mind, the other one gives voices of different
perspectives, detailed assumptions, and personal views, and such diversity helps the

researcher have an extended discussion on more accurate information.

As for the type of the mixed methods design, the study follows a basic explanatory
sequential mixed methods design which Creswell (2014, p. 37) explains as a study
which starts with the collection and analysis of quantitative data whose results
produce “statistical significance, confidence intervals, and effect sizes and provide
the general outcomes of the study”. However, as Creswell states, this initial step does
not give information about how and why the results have happened. Therefore, the
second qualitative phase of the study is administered to help understand the former
research results. In sum, the researcher interprets how the qualitative findings of the
study provide explanations for the quantitative results in an explanatory sequential
design (Creswell, 2014, p. 38) as illustrated on the Figure 3.2 below:

Phase 1 Phasa 2

e

Quantfatve NG| Qualtative
Data Cllcton —n-f/E"P'amed Data Collcton

e
ﬂﬂfﬂfﬂﬂﬁﬂﬁ
and Analysis y and Analss "

. S

Figure 3.2 Explanatory Sequential Design (Creswell, 2014, p. 39)
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With this in mind, during the data collection process, a detailed questionnaire and in-
depth interviews were administered to discover what newly-hired EFL instructors
expect, experience, and suggest at their current workplace. Although there are other
types of data used for mixed methods research, a questionnaire for collecting
quantitative data was preferred because it could reach a large number of people
quickly and easily and give numerical data which can be generalized for the
instructors at the institution. To collect qualitative data, however, interviews were
favoured over the others to get the perspectives of individual instructors about what
they experience personally in their own situations and to see whether these
reflections are parallel with their opinions as reflected in the questionnaire.

3.2 Research Questions

The following research questions are designed in order to address the issues

investigated in this study:

1. Based on the perceptions of 51 newly-hired EFL instructors, what are their
experiences in terms of
a. Job-related issues,
b. Relationships with their students, colleagues, and coordinators,
Pre-service Education that they took as undergraduate students,
d. Orientation and the In-Service Training Programme at their current

workplace?

2. Based on the perceptions of 10 newly-hired EFL instructors,
a. to what extent do EFL instructors’ experiences match their initial
expectations?
b. what are EFL instructors’ suggestions to guide newly-hired EFL instructors

in their initial work environments?
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3.3 Research Setting and Participants

3.3.1 Setting

The study was conducted at a foundation university in Ankara, Turkey. The rationale
for choosing this institution is that it is one of the newly-founded universities in
which there is a growing number of newly-recruited instructors for each academic
year. In addition, the researcher was a member of the institution as an English
instructor. Therefore, she was familiar with the context and the high number of
newly-hired instructors. It was also easy for her to access these instructors for data
collection processes as she was an insider. In this sense, the study took one
foundation university as a case since the study aims to make an “in-depth”

description of a case or a phenomenon in a real-world context (Yin, 2014).

The medium of instruction in most of the departments at the institution where the
study took place is English and the goal of the Department of Foreign Languages is
to equip learners with essential academic language skills required for pursuing their
departmental courses. The English language education not only enables the students
to be able to communicate in written and oral contexts at international standards, but
also contributes to their self-development by stimulating learner-autonomy.
Moreover, because of being one of the pioneer universities in some departments, the
Department of Foreign Languages has an agenda of raising and preparing individuals

for their future careers.

Upon being accepted to the university, the students take the English proficiency
exam and are placed into different levels according to their scores unless they are
found eligible to start their departments by gaining a passing score from the exam.
The programme lasts for 3 periods in general and the students receive skill-based
instruction categorized as “Main course”, “Reading”, “Writing”, and “Listening and
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Speaking” for 20 to 30 hours per week depending on the level. There are
beginner/elementary, pre-intermediate, intermediate level students together with
Master’ and departmental English classes. There are at least two instructors teaching

the same class.

At the time of the study, there were 68 instructors teaching at the Department of
Foreign Languages and each instructor is responsible for 20 hours of teaching per
week in addition to having office hours with students, marking students’ exam
papers/assignments, invigilating exams, and conducting some other instructional and
non-instructional tasks. Therefore, this may lead to heavy workload especially in the
part of the newly-hired instructors and this workload can be challenging and a
setback in adapting to the institution and their classes. Every skill teacher has a
different responsibility and has to carry out different tasks with the students. In
addition, both the students and the teachers are mixed up every semester, so an
instructor not only teaches a different class with different students, but also has a
different partner every semester. The institution recruits 10-15 new instructors every
year because of the increase in the number of students enrolled and instructors
changing their workplace or leaving the profession.

With the help of Curriculum and Testing unit, the instructors follow a standardized
curriculum for each skill and level. Since each skill is generally taught by a different
instructor, an instructor may teach different classes or have a variety of partners with
whom the instructor has to be in contact all the time. The Curriculum and Testing
unit coordinators send a weekly programme one week before, so all the instructors
follow the same programme in order to provide standardization throughout the
department. The coordinator also holds a weekly meeting at the end of the week to
get ideas and further suggestions to develop the programme, clarify an issue, give

details about a task, or reach a consensus on a topic.
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When newly-hired EFL instructors are recruited to the department, a thorough
orientation programme is administered by the coordinators in Curriculum and
Testing unit, vice chairpersons, and the chairperson of the Department of Foreign
Languages before the beginning of the semester. During the orientation programme,
the newly-hired instructors are informed about a variety of issues including the
levels, courses, books, curriculum, and assessment as well as about the rules and
responsibilities of teachers. Other meetings with the newly-hired instructors are also
organized by coordinators to explain the exam procedures and assessment such as on

how to provide standardization when assessing writing or speaking papers or exams.

Except for the sessions held by the coordinators, the instructors have been attending
a Continuing Professional Development Programme (CPD) as for professional
development for three years. The programme is generally divided into two because
of the high number of instructors and the programme takes place once a month and
lasts for approximately two hours after the classes finish. The training has been
offered by mainly the same trainer for two years, but there are other trainers who
apply the programme as well. The subjects are chosen in cooperation with the
coordinators and trainers themselves and the sessions include subjects such as lesson
planning, classroom management, giving feedback, material development, making
the most out of textbooks, and other topics related to the profession. There has not
been a professional development unit yet, but it is planned to be formed in the

upcoming years.

3.3.2 Participants
The present study was conducted in three phases. Firstly, before the actual study, a

pilot study was conducted with 5 newly-hired EFL instructors. Four female and one

male instructor took part in the pilot study and their ages ranged from 25 to 40.
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The pilot study was administered to 5 instructors only because of the fact that the
instrument was adapted from another questionnaire which was already piloted.
However, to get the maximum feedback, instructors with different ages, genders,
educational background were chosen. Table 3.1 summarizes the information about
the participants who took part in the piloting phase of the present research study:

Table 3.1 Demographic Information of the Participants (Pilot study)

Variables N %

Number 5 100

Age 25 1 20
27 1 20
31 1 20
40 2 40

Gender Female 4 80
Male 1 20

Amount of experience

at the institution 1 year 1 20
2 years 1 20
3 years 1 20
4-5 years 2 40

Educational Degree Bachelor of Arts 2 40
Master of Arts 3 60

Type of Undergraduate

Programme English Language Teaching 1 20
Literature 3 60
Linguistics 1 20

The pilot study was followed by a questionnaire which was administered to 51 EFL
instructors at the institution. There were 66 instructors working at the Department of
Foreign Languages at that time 3 of which were native speakers of English. For the
questionnaire, native speakers of English, teachers who were on maternity leave, and
the instructors who were only teaching departmental classes or master’s classes were

excluded from the study. The participants who were included in the questionnaire

40



were thus 51 newly-hired EFL instructors teaching at the preparatory school some of
which also teach Master’s and departmental English classes. Below is the
demographic information of the participants about how old they are, what their
gender is, how much teaching experience they have in total, how long they have been
working at the present institution, what educational degree they have, and what type
of undergraduate programme they graduated from (See Appendix F for an overview
of the demographic information of the participants for the questionnaire, p. 218).

The first data was related to the participants’ age which ranged from 22 to 40. It is
also clear on Figure 3.3 that most of the participants are aged between 24 and 27.
The total percentage of the instructors in that age range is 62.74 (n= 32). Moreover,

there are very few instructors over thirty years old (n=7).

1. Age 39 years old 22 years old

34 years old 2% o

2%

1
35yearsold 40 yearsold
2% 2%

32 years old
4%

31 years old
2%

23 years old
6%

29 years old
8%

28 years
old
6%

26 years old
8%

Figure 3.3 Participants’ Age (Questionnaire)
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Of all the participants, 82.4 percent (n= 42) of them were female and 17.6 percent
(n=9) of the participants were male. The number of male participants’ being few is
due to the fact that there are more females choosing teaching as a profession
compared to males (Johnson, S. P., 2010). Therefore, like in other preparatory
schools, there are fewer male instructors working for the Department of Foreign
Languages. The figure (Figure 3.4) below shows the comparison of male and female
instructors taking part in the questionnaire:

2. Gender

Figure 3.4 Participants’ Gender (Questionnaire)

In respect to the instructors’ total teaching experience, more than half of the
instructors (55%), have no more than 3 years of teaching experience in total and only
nine (18%) instructors had more than five years of teaching experience. Below is
Figure 3.5 that shows how long the instructors have been teaching English:
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3. How long have you been teaching English?

[ ]
11 years and

6-10 years 10%
8%

Figure 3.5 Amount of Participants’ Total Teaching Experience

As for the amount of teaching experience of the participants at the current institution,
the instructors had no more than 4 years of experience since the university was
founded in 2011. The following figure (Figure 3.6) indicates that more than half of
the instructors (53%) that took the questionnaire only had one year of experience at

the institution.
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4. How long have you been working for this institution?

4 years
8%

2-3 years
39%

-....\

Figure 3.6 Amount of Participants’ Teaching Experience at the Institution

(Questionnaire)

Additionally, many of the instructors carried and have been carrying their MA
degrees in ELT and related departments especially the instructors graduating from
departments other than English Language Teaching. However, there is only one
instructor who has done or has been doing his/her PhD degree which is also clear on
Figure 3.17 on the following page.
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1. Educational Degree

PhD
2%

Master of Arts
33%

Bachelor of Arts
65%

Figure 3.7 Participants’ Educational Degree (Questionnaire)

Most of the participants of the study are new graduates who have just graduated from
the most prestigious universities in Ankara. As Bachelor of Arts students, they
generally studied at English Language Teaching Departments and received classes
including advanced English language skills, materials adaptation and development,
testing, translation, literature as well as classes related to approaches, techniques, and
methods of language teaching. As undergraduate students, they also completed
practice teaching and had the chance to observe real teaching environments and have
feedback from their mentors. There are also instructors who graduated from
departments such as English/American Literature, Linguistics, and Translation and
Interpretation. The proportion of the different undergraduate programmes of the

participants is shown on Figure 3.8.
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2. The undergraduate program you graduated from

Translation and

Linguistics Interpretation

10% \ 2%

Literature
14%

English
Language

Teaching .
.

Figure 3.8 Type of the Undergraduate Programme of the Participants

(Questionnaire)

Besides, some of the instructors had the chance to have a mentor teacher, observe
some classes, have real teaching experience, and get feedback during their pre-
service education. Figure 3.9 below shows the amount of the participants who

actively worked with a mentor as an undergraduate student.

3. Dis you actively work with a mentor teacher in
your pre-service education (BA Degree)?

Figure 3.9 Amount of Participants’ Working with a Mentor Teacher
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For the last phase of data collection, 10 participants who responded the questionnaire
were interviewed. The instructors with whom the interviews were conducted were
the same participants in the questionnaire whose further comments were asked for.

Below is a table (Table 3.2) that summarizes the demographics of the interviewees.

Table 3.2 Demographic Information of the Participants (Interview)

Variables N %
Number 10 100
Age 22 1 10
23 1 10
24 2 20
25 2 20
27 1 10
29 2 20
40 1 10
Gender Female 9 90
Male 1 10
Amount of experience at the institution 1 year 5 50
2 years 2 20
3 years 3 30
Total amount of teaching 1 year 3 30
experience 2 years 3 30
5 years 2 20
6 years 1 10
More than 10 years 1 10
Educational Degree Bachelor of Arts 8 80
Master of Arts 2 20
Type of Undergraduate Programme English Language Teaching 8 80
Literature 1 10
Translation and Interpretation 1 10

47



3.4 Data Collection Instruments

In this research study, both quantitative and qualitative research methods have been
utilized. Two types of data collection instruments were administered in order to
answer the research questions: a detailed questionnaire and in-depth interviews with
the newly-hired EFL instructors at a foundation university in Turkey. Due to the fact
that there are lots of things for the newly-hired EFL instructors to consider at their
present institutions, the questionnaire was aimed at measuring what the instructors
have been experiencing at their current workplaces. When the data collected through
the questionnaire was analysed, interview questions were developed by the
researcher to conduct in-depth interviews to learn about what the instructors expected
before starting to work at the institution, and what kind of suggestions they can give
for the Department of Foreign Languages. They were also asked to comment on their
answers on the questionnaire to reflect on their experiences in their work
environments to triangulate the data. Below is Table 3.3 that summarizes which
research question was answered through which instrument and using which method

of research and data analysis:

Table 3.3 Summary of Data Collection

Research Data Collection N  Research Data Analysis

Question Instrument Method Method

1 Questionnaire 51  Quantitative Descriptive Statistics
Interviews 10 Qualitative  Constant Comparison Method

2 Interviews 10 Qualitative  Constant Comparison Method

3.4.1 Questionnaire

As stated by Dornyei (2003) one of the most common ways for second language

research is questionnaires. He notes that “the popularity of questionnaires is due to
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the fact that they are easy to construct, extremely versatile, and uniquely capable of
gathering a large amount of information quickly in a form that is readily processable”
(p. 101). Thus, in order to get perspectives on various aspects of working at the
institution as a newly-hired instructor, a questionnaire was distributed. The
questionnaire (see Appendix B for the full copy of the questionnaire, p. 198) was an
adaptation of the Questionnaire for Novice Teachers (Oztiirk, M., 2008) which
consisted of five parts and 119 items to measure different adaptation challenges and
perceptions on PRESET and INSET. Table 3.4 below summarizes the content of the
original questionnaire from which the questionnaire utilized for the present study was
adapted.

Table 3.4 Overview of the Original Questionnaire

: N of .

Parts Aim items Question Type

Part | To gather demographic information about the 13 Multiple Choice
instructors

Part Il To investigate the perceptions of the 23 4-Point Likert
instructors on job-related concerns Scale

Part IIl  To investigate the perceptions of instructors 55  4-Point Likert
on social concerns Scale

Part IV To investigate the perceptions of the 15  4-Point Likert
instructors on PRESET Scale

PartV  To investigate the perceptions of the 13 4-Point Likert
instructors on INSET Scale

The rationale for using this questionnaire was that it was a detailed and thorough
questionnaire that included very similar aspects that the instructors experience in this
present institution. However, in order to administer a questionnaire that was parallel
to the situations and one that truly represents the conditions and working
environment, a great deal of change was made on the questionnaire. Figure 3.10

shows an overall comparison of the two questionnaires:

49



Original The Questionnaire
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Demographic Information Demographic Information
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=== « Workload Challenges « Instructional challenges
« Instructional Challenges | « Subject-Matter related challenges
« Classroom Management )  Non-instructional challenges
h 4 « Classroom Management
S V|
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#Social status and Identity Concerns about Relationships
| 1 Relationship with students « Relationship with students
*Relationship with parents | + Relationship with colleagues
e Conflicts with colleagues * Relationship with coordinators
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e Relationship with mentors | % Vi
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( ™,
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PART IV: === Perceptions on the Sufficiency of the

Pre-service Education
PERCEPTIONS ON PRESET
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!
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PART V:
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| PART V: the In-service Training at the Present
PERCEPTIONS ON INSET Institution
v
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Figure 3.10 Comparison of the Components of the Original Questionnaire and the
Components of the Questionnaire Used in This Study
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Firstly, the items on the original questionnaire included negative statements and in
order not to affect the participants, the meanings were neutralized in the present
questionnaire. Besides, there were some parts such as relationship with parents that
were omitted because of its irrelevancy with the situation in the current institution.
Additionally, some new parts and statements were added to prepare an instrument

parallel to the conditions in participants” working area.

The final version of the questionnaire adapted by the researcher consisted of 5 parts.
The first part was about demographic information about the participants. It included
two sub-sections named personal information that asked for information about the
participants’ age, gender, and the amount of teaching experience, and educational
background that asked for the participants’ educational degree and the type of the
undergraduate programme they graduated from. Part I, I11, and IV were in a Likert-
scale format and included statements about what the instructors experienced at the
institution. Part Il was about the job-related issues and it included 4 sub-sections as
instructional challenges, subject-matter related challenges, non-instructional
challenges, and classroom management. Part Il was related to the participants’
relationship and it included 3 sub-categories named as relationship with students,
relationship with colleagues, and relationship with coordinators. In Part Il and Ill, the
Likert-scale items ranged from 1-4 (1= Always Challenging, 2= Challenging, 3=
Somewhat Challenging, 4= Not Challenging at all). In Part IV, the participants’
perceptions on the sufficiency of their preservice education and in Part V, the
participants’ concerns about the orientation and training programme at their current
workplace were sought. The Likert type of the statements ranged from 1-4 (1= Not
Sufficient at all, 2= Somewhat Sufficient, 3= Sufficient, 4= Always Sufficient).
Additionally, there was one other column as “NA= Not Applicable” in Part Il, IlI,
IV, and IV because some of the situations on the questionnaire were not valid for
some of the instructors as mentioned beforehand. There is also an open-ended

question that asked if the instructors wanted to share any other ideas related to the
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issues on the questionnaire. Table 3.5 below shows an overview of the newly-hired

EFL instructors’ questionnaire.

Table 3.5 Overview of the Questionnaire Used in This Study

Parts Aim N of Question Type
items
Part | To gather demographic 8 Multiple Choice
information about the instructors
Part 11 To investigate the perceptions 46 4-Point Likert Scale

of the instructors on Job-related
Issues (Instructional, Subject-matter
related, Non-instructional, and
Classroom management Issues)

Part 111 To investigate the perceptions 21 4-Point Likert Scale
of the instructors on Relationships
(Relationships with their Students,
Colleagues, and Coordinators)

Part IV To investigate the perceptions 13 4-Point Likert Scale
of the instructors on their
Pre-Service Education

Part V To investigate the perceptions 20 4-Point Likert Scale
of the instructors on the Orientation
and In-service Training programme at
their current workplace

It can be understood that there are 108 items on the questionnaire in total and 4-Point
Likert Scale was made use of for the current study. In the original questionnaire,
however, there were 119 items in total (Part I: 13, Part Il: 23, Part Ill: 55, Part IV:
15, and Part V: 13 items).
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3.4.2 Interviews

Like questionnaires, interviews also have an important place in research tradition
(Creswell, 2013). Among the three types of interviews, semi-structured interviews
were conducted with the participants to gauge the interviewee’s deciphering his/her
own experiences, give him/her a chance to comment on these experiences, and get

the whole picture about the context and the case (Hays& Singh, 2011).

Hence, in this study, semi-structured interviews with the instructors were executed in
order to have in-depth insights on the findings of the questionnaire conducted earlier
and ask for comparisons of what they had expected before, and what suggestions
they can put forward. The researcher followed two steps in preparing the interview
questions. In the first phase, the related literature was investigated and a framework
of questions were prepared that were parallel to the items on the questionnaire. Only
after collecting data from the instructors, and analysing the findings, were the
statements revised for the second phase and the final form of the questionnaire was

formed (see Appendix C for the semi-structured interview questions, p. 206).

3.5 Data Collection Procedures

The study was conducted in 2014-2015 spring term through June and July (including
the pilot study). Before providing the details of the data collection procedure, it is
essential to give an overview of when, how, and by which means the research was
conducted. Figure 3.11 summarizes both the background to the research study and
the process of the research carried out:
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| *The questionnaire was adapted and handed to two instructors to get
expert opinion.

*The questionnaire was revised through clarification and omission.

*The permission of the researcher developing the original questionnaire
was asked and the approval was received.

*The interview questions were formed.

«Upon getting the approval, the instruments were proposed to the Ethics
committee.

* The questionnaire was finalized after its evaluation by the supervisor

« The questionnaire was pilot tested.
«Feedback was gathered, and the questionnaire was revised again.
of
the study.

«The instructors were informed about the study and asked for
permission.

«With their consent, the final version of the questionnaire was
distributed to the instructors.

«Data collected via the questionnaire was analysed.

*With the help of the findings of the questionnaire, the interview
questions were developed.

instructors.

« All the interviews were recorded, transcribed and the answers to the
open-ended question at the end of the questionnaire were written
down.

e Transcriptions of the qualitative data were coded under themes and
categories according to the topics expressed during the interviews.

S| +Face to face interviews were conducted with 10 newly-hired EFL }

Figure 3.11 Overall Procedure of the Present Research Study
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In the first stage, the questionnaire, adapted from another research study, was
developed by the researcher after considering the issues at the present institution. In
order to increase the internal validity of the questionnaire, peer debriefing was
applied. The researcher delivered the questionnaire to two other peers in the
institution for cross-examination for testing trustworthiness and to identify the
following steps in the research. They were asked to give feedback on the items
related to their experiences at their current workplace. Based on their feedback, the
questionnaire was revised and some of the unnecessary items were omitted and

ambiguous statements were clarified.

Upon revising and adapting the instruments, the permission of the researcher
preparing the original questionnaire was asked in order to utilize the questionnaire in
this study and the approval was received. After getting the approval, the
questionnaire was finalized and together with the interview questions, the
instruments were proposed to the Committee of Ethics in Graduate School of Social
Sciences at METU. With the approval of the Committee of Ethics, the study was
pilot tested. In order to ensure reliability and validity of the pilot questionnaire,
Cronbach’s alpha level was calculated and was found to be .92 for the whole

questionnaire which included 130 statements in total.

Table 3.6 Reliability Statistics of the Pilot Study

Cronbach's Alpha N of Items

917 130

The questionnaire was piloted with five instructors working at the Department of
Foreign Languages to check the clarity and the meaningfulness of the statements,
instructions, and layout. The instructors filled in the questionnaire and gave feedback
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to the researcher. After that pilot work, the questionnaire was revised and some
unnecessary items were removed. Together with that feedback, the supervisor also
evaluated the questionnaire and some other changes were made to finalize the
instrument. For validity and reliability, Cronbach’s Alpha coefficient was also
calculated and was found to be .94 which means that the instrument was reliable.
Below is the table (Table 3.7) that shows the Cronbach’s Alpha coefficient for the

final questionnaire:

Table 3.7 Reliability Statistics of Final Questionnaire

Cronbach's Alpha N of Items

,945 108

In order to obtain the data via the questionnaire and the interviews, purposive
(nonprobability) sampling was used to reach “knowledgeable people” i.e. those who
have in-depth knowledge about particular issues, maybe by virtue of their
professional role, power, access to networks, expertise or experience” (Ball, 1990).
Cohen, Manion & Morrison (2007) also state that there is little advantage of using
random sampling when these samples may be uninformed about the specific issues in
that place and unable to reflect on the matters in which case purposive sample is
essential (p. 115). In terms of the choice of the institution, convenience sampling was
employed by the researcher. Convenience sampling is defined as a type of purposive
sampling where subjects are selected because of their easy access and willingness to
take part in the study (Tashakkori & Teddlie, 2003, p.280). A lot of researchers rely
on convenience sampling because it is not only economical in terms of money and
time, but also it is easy to contact with the participants. As for selecting participants
for the questionnaire, whole population sampling was made use of. In other words,
the questionnaire was distributed to all the instructors at the Department of Foreign

Languages. In relation to the interviews, maximum variation sampling defined by
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Anderson and Arsenault (1998) as “selecting cases from as diverse a population as
possible” (p. 124) was utilized in order to add richness and depth to the data from the

perspectives of a diversity of participants.

Therefore, at the end of the 2014-2015 spring term, the instructors were informed
about the purpose of the study, and their permissions were obtained (see Appendix A
for the Informed Consent Form, p. 196), allowing the researcher to use the data
gathered during the research study. The participants were guaranteed that their
responses would be kept confidential and would only be used for academic purposes.
The questionnaire was self-administered without the presence of the researcher to
enable the participants to fill in the questionnaire privately, to spend as much time as
they wanted to finish marking, to be in an environment where the participant feels
comfortable, and to avoid the possible risk of being intimidated by the presence of
the researcher. However, as the researcher was one of the instructors working at the
Department of Foreign Languages for four years since it was founded, she could be

addressed easily when there were any incidents of uncertainty or ambiguity.

After collecting the data and analysing the results, the semi-structured interview
questions were revised. The questions were then finalized and 10 instructors were
informed and invited to have a follow-up interview with the researcher. The
interviews were audio recorded upon the approval of the interviewees. The semi-
structured interviews were conducted in English and lasted approximately 30
minutes. All the interviews were held face to face in a quiet classroom between the
interviewee and the researcher alone. Figure 3.12 shows the timeline for data

collection procedure and overview of data collection process.
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Instrument =F Na

- Duration
Piloting 5 instrvuctors 08.6:2015 30mins
Questi;)nnaire 51 instvructors 22.6.'2015 30mins
Inter;/iews Instruvctor 1 30.6.'2015 18mins 39secs
Instruvctor 2 30.6;2015 37mins 54secs
Instruvctor 3 01.7:2015 21mins 32secs
Instruvctor 4 01.7.72015 38mins 18secs
Instruvctor 5 01.7.‘2015 27mins 58secs
Instru;:tor 6 01.7.2015 34mins 23secs
Instru;:tor 7 02.7.2015 34mins 10secs
Instru;:tor 8 02.7.2015 38mins 26secs
Instru;:tor 9 02.7.2015 40min§ 3secs
Instruétor 10 03.7.2015 35minsv27secs

Figure 3.12 Timeline of the Data Collection

3.6 Data Analysis

In this study, both quantitative and qualitative data were gathered and analysed. The
quantitative data was collected through the questionnaire and frequency analysis and
descriptive statistics via SPSS 20.00 (Statistical Package for Social Sciences) were

carried out to analyse the data gathered with the questionnaire.
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Qualitative data was obtained through the open-ended question at the end of the
questionnaire and the interviews with the instructors. The answers of the open-ended
question were written down and the interviews with 10 instructors were transcribed
verbatim. To ensure the interrater reliability, another “observer with the same
theoretical framework observing the same phenomena” coded 10% of the
transcriptions to confirm the interpretations made by the researcher (Cohen, Manion
& Morrison, 2007, p. 148) (see Appendix D for one page of the coded transcriptions
for inter-rater reliability, p. 209). What is more, for the internal validity of the
interviews, member checking was utilized. At that stage, the transcriptions of the
interviews were sent to each interviewee separately via e-mail and asked to confirm
the accuracy of the transcribed data. They were also offered the opportunity to add
further comments, and the researcher proposed them the question if there were any
statements that the respondents did not want to include as direct quotations in the

study.

After ensuring validity and reliability, all the answers to the open question were filed,
the transcriptions were completed, and they were documented separately and
imported to MAXQDA 10 (a qualitative analysis software) to be analysed. For the
coding process, the constant comparison method was employed. “In constant
comparison method, the researcher compares the new data with existing data and
categories, so that the categories achieve a perfect fit with the data” (Cohen, Manion
& Morrison, 2007). It is also defined as a process “by which the properties and
categories across the data are compared continuously until no variation occurs
(Glaser, 1996). While coding the data, open and axial coding were implemented. In
open coding, the researcher goes through the data and selects units of analysis to
code. Then, the data is coded as perceptions, emotions, and new codes, categories
and sub categories were created when necessary, and the codes are integrated until
the coding is complete (Cohen, Manion & Morrison, 2007). Strauss & Corbin (1990)
define open coding as “the process of breaking down, examining, comparing,
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conceptualizing, and categorizing data” (p. 61). With this in mind, immense reading
of the qualitative data was done to see the whole picture, and all the documents were
coded separately through open coding to determine the categories. As for axial
coding, it connects categories and codes and integrates codes around main categories
(Cohen, Manion & Morrison, 2007) which is also defined similarly by Strauss &
Corbin (1990) who state that axial coding is “a set of procedures whereby data are
put back together in new ways after open coding, by making connections between
categories. This is done by utilizing a coding paradigm involving conditions, context,
action/interactional strategies and consequences” (p. 96). Based on this, after the
initial coding, the categories were grouped under similar categories to see the bigger
picture. As for the last step to organize the data, selective coding was utilized.
Strauss & Corbin (1990) define selective coding as “The process of selecting the core
category, systematically relating it to other categories, validating those relationships,
and filling in categories that need further refinement and development” (p. 116). In
the light of this definition, in that stage, the interrelations between the categories
were examined, and these categories were compared with existing data. Finally, the
core codes were made clear and further coding and categorizing was applied in order
to find out the underlying properties until saturation took place. Creswell (1998)
states that “in selective coding, the researcher identifies a “story line” and writes a
story that integrates the categories in the axial coding model” (p. 57). After this
coding stage is finished, frequency analysis was conducted. The frequency of each
code was analysed under the question that it belonged to.

60



CHAPTER 4

RESULTS

This chapter presents the results of the data analyses obtained from the questionnaire
implemented to 51 newly-hired EFL instructors and 10 in-depth semi-structured
interviews carried out at a foundation university in Turkey. First, the results of the
research question 1 are presented with reference to the instructors’ answers in the
questionnaire and their perceptions reflected through the interviews. Thus, the
findings are demonstrated in terms of both quantitative and qualitative data to answer
the first research question. Then, the findings of the research question 2 are
introduced through the excerpts from the qualitative data and these are presented
without any corrections to maintain the authenticity. The excerpts of the participants

reflected through the interviews will be provided in the following format:

/ : \ « Participant 1: PA
; « Participant 2 : PB

« Participant 3: PC
‘ « Participant 4: PD
| « Participant 5: PE

« Participant 6: PF

« Participant 7: PG
| * Participant 8: PH
| « Participant 9: PI

Participant Code

\ ’ « Participant10 : PJ

Exgg:?ér;z%a?:\] i\?gars o TTE+ Year
Experience in years | * ITE+ Year
/ Gender :lll/éarlrl]z I(el\/gz)
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Example: PI, TTE5, ITE3, F (Participant 9, Total Teaching Experience of 5 years,
Institutional Teaching Experience of 3 years, Female)

Figure 4.1 Explanation of the Format in Relation to the Excerpts of the Participants

Moreover, considering that there is a number of results to be presented, below is a
figure (Figure 4.2) to summarize the sequence of how the results will be provided.

(Answer to Research Question 1)

*4.1.1 Results in Relation to the Instructors’ Experiences in Job-Related Issues
(Answer to Research Question 1a)
4.1.1 Results in Relation to the Instructors’ Experiences in Job-Related Issues
(Answer to Research Question 1a)

4.1.1.1 Summary of the Instructors' Experiences in Job-Related Issues

e 4.1.2 Results in Relation to the Instructors’ Experiences in Relationships with
Their Students, Colleagues, and Coordinators (Answer to Research Question 1b)
4.1.2.1 Summary of the Results in Relation to the Instructors’ Experiences in
Relationships with Their Students, Colleagues, and Coordinators

*4.1.3 Results in Relation to the Instructors’ Experiences Related to their Pre- Service
Education (Answer to Research Question 1c)
4.1.3.1 Summary of the Results in Relation to the Instructors’ Experiences Related to
their Pre-Service Education

*4.1.4 Results in Relation to the Instructors’ Experiences Related to their Concerns
about the Sufficiency of the Orientation and the Training at their Current Workplace
(Answer to Research Question 1d)
4.1.4.1 Summary of the Results in Relation to the Instructors’ Experiences Related to
their Concerns about the Sufficiency of the Orientation and the Training at their
Current Workplace

4.2 Results in Relation to Instructors’
Expectations and Suggestions

(Answer to Research Question 2)

*4.2.1 Results in Relation to the Instructors’ Expectations (Answer to Research
Question 2a)

« 4.2.2 Results in Relation to the Instructors’ Suggestions (Answer to Research
Question 2b)

* 4.2.2.1 Summary of the Instructors’ Expectations and Suggestions

Figure 4.2 Summary of the Sequence of the Results
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4.1 Results in Relation to Instructors’ Experiences (Research Question 1)

In relation to the first research question, based on the perceptions of 51 newly-hired
EFL instructors, what are their experiences... at the present institution, the general
perceptions of the newly-hired EFL instructors were investigated under four main
categories: a. job-related issues, b. relationships with their students, colleagues, and
coordinators, c. the pre-service education they took as undergraduate students, and
d. orientation and the in-service training programme at their current workplace. In
order to answer this question, both quantitative (the questionnaire) and qualitative
(the interviews) data were collected and analysed. The findings revealed what kind of
positive or negative experiences the newly-hired EFL instructors had and what areas
they found challenging to do, or in which areas they felt themselves comfortable and
safe. The mean scores, which were calculated as the average value, showed that
newly-hired EFL instructors found “socializing with the coordinators” the most
challenging of all their experiences (m= 2.10) and “being in class on time” (m= 3.2)
the least challenging compared to other items on the questionnaire (See Appendix E
for the full summary of the mean scores of all the items on the questionnaire starting
from the most challenging to the least challenging one, p. 211).

1 2 3 4

Always Challenging Somewhat Not

Challenging Challenging Challenging
at all

1 2 3 4

Not Sufficient Somewhat Sufficient Always

at all Sufficient Sufficient

Figure 4.3 Rating Scales for the Questionnaire
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4.1.1 Results in Relation to Instructors’ Experiences in Job-Related Issues

(Answer to Research Question 1a)

The question, based on the perceptions of the 51 newly-hired EFL instructors, what
are their experiences in terms of job-related issues?, was evaluated through the
second part of the questionnaire that included four sub-sections (instructional
challenges, subject-matter related challenges, non-instructional challenges, and
classroom management) and the excerpts from the interviews with the instructors.
There are 46 items in total in this part of the questionnaire to answer the first
question with a 4-Point Likert Scale ranging from 1-4 (1= Always Challenging, 2=
Challenging, 3= Somewhat Challenging, 4= Not Challenging at all). Except for the
Likert-scale items, there is one more column “NA= Not applicable” because not all
the instructors have to carry out the same tasks. To illustrate, while the Main Course
teachers are responsible for checking students’ online homework, Reading teachers
do not have to do so; however, they are supposed to comment on students’ reading
journals or conduct different tasks. Besides, the study was implemented to newly-
hired teachers, so they may have not spent sufficient time in the current institution to
execute all these responsibilities.

The first section of job-related issues which include 17 statements about the things
that the instructors have to manage for their classes related to teaching is about the
instructional challenges. Table 4.1 shows the percentage of instructors’ ideas on how

easy or difficult they find the instructional issues at the workplace.
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Table 4.1 Results in Relation to Instructors’ Experiences in Job-Related Issues

(Instructional Challenges) (Questionnaire)

PART II: JOB-RELATED ISSUES

A. Instructional Challenges g ‘;: g g . g ;3:
=_ z= 2 g2 =
s EE E =28 88
208 ©O o <o Z2<L
% % % % %
1. Choosing appropriate methods and techniques 31.4 60.8 7.8 0 0
as an EFL instructor...
2. The issue of teaching strategies ... 33.3 56.9 9.8 0 0
3. Getting ready for the class ... 54.9 353 7.8 2 0
4. Implementing what | plan ... 29.4 471 216 2 0
5. Using instructional tools in teaching 60.8 314 7.8 0 0
English...
6. Using technological tools in teaching 76.5 196 3.9 0 0
English ...
7. Assigning online homework to students... 21.6 196 196 353 3.9
8. Checking students’ written homework ... 21.6 235 353 157 3.9
9. Checking students’ online homework ... 23.5 294 196 235 3.9
10. Assessing students’ written 11.8 29.4 275 314 0
assignments ...
11. Marking students’ exam papers ... 23.5 255 431 3.9 3.9
12. Assessing students during spoken 17.6 60.8 176 3.9 0
assessment ...
13. Evaluating students’ in-class spoken 45.1 471 59 2 0
performance ...
14. Commenting on students’ reading 21.6 275 333 118 59
journals ...
15. Assessing students’ presentations ... 35.3 49 118 2 2
16. Writing class reports ... 29.4 294 176 216 2
17. The load of the programme ... 5.9 275 39.2 275 0
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As shown on Table 4.1, the most challenging task related to instructional issues is the
load of the programme as only 5.9% (n= 3) participants found it not challenging at
all which is followed by assessing students’ written assignments which is considered
as always challenging by 16 participants (31.4%). Additionally, assessing students
during spoken performance, assigning students online homework, checking students’
written homework, and commenting on students’ reading journals are also
considered challenging. However, the instructors’ using technological tools in
teaching English is considered to be the least challenging of all the statements as
76.5% instructors stated it is not challenging at all. Based on the responses of the
participants, this item is also considered as one of the least challenging statements of
all the items in the questionnaire. Results also show that more than half of the
instructors do not find using instructional tools in teaching English (60.8%) and
getting ready for class (54.9%) challenging. Similar opinions are also reflected

during the interviews.

checking students' written homework 1 |

commenting on students' reading journals 1 l

marking students' exam papers 4 '

assesing students' written assignments 4 '

assigning online homework to students 4 '
the load of the program '. 7 '

Figure 4.4 Results (f) in Relation to Instructors’ Experiences in Job-Related Issues

(Instructional Challenges) (Interviews)
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In terms of workload, the instructors (n= 7) stated that not each item in the
instructional challenges part, but the tasks as a whole were challenging and it was
mostly due to the fact that the tasks took too much time to complete without delay.
To illustrate, one of the participants stated that “The load of the programme:
everybody said it’s a little bit challenging. When you start working here, you are
piled under a lot of workload, so you suffocate” (PH, TTE6, ITE3, F) [sic]. The same
participant also mentioned not being able to finish all the duties at school and so
being obliged to take them home. She said, “You have to do lots of things at school
and you have to take them home, but you continue because you have some deadlines.
You have to finish, or complete your job until that time”. She also added that
assigning online homework was challenging because “the deadline, time is very
limited, so we have to do them very quickly, very fast and correctly, so it takes
time”. Another participant also asserted, “It’s not challenging, | mean anybody can
do it, but it’s time consuming” (PE, TTES5, ITE3, F) [sic]. Moreover, one participant

highlighted the time concern apart from the work itself and explained:

For me, the challenge is not the tasks that we are carrying out but the challenge
Is mostly with the time itself. When | consider my private life and the things
that | have to do here, mostly | don’t have enough time here to get the things
done, so at home, I have to refer to the reading journals, | have to refer to the
essays, the paragraphs of the students, and most of the time, I need to seclude
myself from my family for some time and do my job, get it done, and then go
back home. That was the most challenging thing (PD, TTE17, ITE1, F) [sic].

Except for the time issue, one participant found the tasks challenging and mentioned

how much difficulty she had while assigning online homework:

Assigning online assignments was the most challenging one in the second
term. | didn’t even know the system. For the first time, I was doing and | had
to assign lots of different things to lots of different students, and you might
make a mistake, but you cannot take it back and because of the lack of a
problem in the system, it was not efficient for me. Yeah, online assignments.
It was a nightmare for me | can say. It was a really nightmare (PF, TTEL,
ITEL, F) [sic].
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The answers to open-ended question at the end of the questionnaire for further
comments revealed similar results. To exemplify, participant 42 with a teaching
experience of 11 years and more and working for the institution for more than four

years shared:

Generally, all the challenges can be handled easily one by one, but as a whole,
they may become a real burden (depending on the sum of the challenges, for
sure). For instance, it is not easy to make my class enjoyable for my students if
I need to catch up with the pacing; or if |1 happen to lose some of my class
hours to an exam [sic].

As for checking students’ written homework, the participants teaching writing
expressed that giving feedback to students’ written portfolio could be difficult as one

of the instructors stated:

Written homework, | can say, the portfolios. | really enjoy it actually while
grading them, giving feedback, I really liked it but the pace, especially the first
term. We were doing two assignments, two homeworks let’s say. Students got
confused what they were doing. Second of the Unit 8 and then the final of the
Unit 7. They didn’t know what was going on and it was also very challenging
(PF, TTEL, ITEL, F) [sic].

On the other hand, maybe because most of the instructors are young or newly-
graduates, 39 out of 51 instructors emphasized that using technological tools in
teaching English was not difficult. To give an example, one of the participants
mentioned, “The least challenging... using technological tools. | love them, so they
are not challenging for me” (PJ, TTE2, ITE2, F), and another participant also
mentioned, “technology or getting ready for the class. I mean, |1 was enjoying it.
Taking notes, post-its and colourful notes. It was not challenging” (PF, TTE1, ITE1L,
F) [sic].
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The second section of job-related issues is about the subject-matter challenges, and it
includes 8 statements about the level of difficulty of the skills that the instructors

teach at their current workplaces.

Table 4.2 Results in Relation to Instructors’ Experiences in Job-Related Issues

(Subject-Matter Related Challenges) (Questionnaire)

PART II: JOB-RELATED ISSUES

B. Subject-Matter Related Challenges =y o2 @ =y o
3 8 & zs 8
52 EE 8 2% 58
Z08 80 O <0 =<
% % % % %
1. Teaching English to Turkish students... 235 471 157 137 O
2. Teaching English to International students... 157 549 176 118 O
3. Using English as a medium of instruction 51 431 59 0 0
in my English class...
4. Teaching Grammar as an EFL instructor... 333 451 216 O 0
5. Teaching Listening as an EFL instructor... 353 353 275 0 2
6. Teaching Reading as an EFL instructor... 314 431 176 59 2
7. Teaching Speaking as an EFL instructor... 235 294 333 118 2
8. Teaching Writing as an EFL instructor... 275 471 176 7.8 0

It can be inferred from the table that the least challenging thing to do in terms of
subject-matter challenges for the instructors is using English as a medium of
instruction in their classes as more than half of the participants (n= 26) stated that it
is not challenging for them to conduct teaching in the target language. It might be
because most of the participants have their BA degrees from the most prestigious

universities in Turkey.
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It is also understood from the table that teaching Grammar and Listening are not
challenging subjects to teach as no participant selected always challenging for these
statements. It is may be due to the students’ and teachers’ background in terms of
learning English. In most of the schools, especially the state schools, teaching
grammar is emphasized more than the other skills. One of the participants expressed
this by saying “Grammar is our thing with the Turkish English instructors, so it is not
a burden for us” (PH, TTES6, ITE6, F). Likewise, Turkish students are used to being
taught grammar, and so they feel more confident in grammar lessons, and it is also
easier for teachers especially for the novice ones because there are some specific
rules to follow and they feel safer in teaching grammar. Participant B referred to that
issue by adding “I didn’t know how to teach reading or how to teach writing at the
beginning, but when it comes to grammar, it was so easy because there are some
specific subjects and then you just teach it in some way or other ways, so that was
the easiest one” [sic]. On the other hand, some of the instructors (PE and PJ) pointed
out during the interview that teaching Grammar, especially teaching Grammar in
English can be challenging because of the fact that some students cannot speak or
understand English. Another participant (PD, TTE17, ITE1, F) stressed that not
maybe teaching Grammar, but being a Main Course teacher is more challenging than
being a skill teacher as the Main Course teacher is with the students most of the time

and has the responsibility to motivate the students and also has more workload.

As for teaching Listening, participant C commented that “In terms of teaching
process, Listening was easy because the steps are easy to follow” and participant H
stated, “Listening, students are very good listeners actually. They hear English songs,
they hear English movies, so they are good listeners | believe” [sic]. Additionally,
teaching Grammar and Listening are followed by teaching Reading because only
5.9% of the participants found it challenging. One of the participants mentioned
teaching Reading as “For Reading lessons, we teach them a lot of skills, so they

know how to do it. Even if they don’t know the vocabulary or the meaning of the
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sentences, they can answer the questions” (PH, TTE6, ITE6, F) [sic]. Thus, it can be
inferred that teaching receptive skills are less problematic than teaching productive
skills due to the fact that both the teachers and students are familiar with the subjects,
vocabulary, rules etc. and just by following and applying the rules, students can
succeed without adding anything on their own.

As for the most challenging thing to teach, teaching English to Turkish students has
the highest percentage (13.7%) of all the statements in this part as one of the

participants mentioned:

| feel like the Turkish students here need rules. They want us to write down the
rules on the board and they want us to speak Turkish while we are teaching
English most of the time. | can’t speak Turkish because there are other foreign
students and that’s not what we do in this institution because we are trying to
teach communicatively. That’s why it was a little bit challenging for me. It still
is (PE, TTES5, ITE3, F) [sic].

Apart from Turkish students, there were two types of international students in the
classes. Some international students were Libyan or Iragi students who came to
Turkey to follow their Master’s degree and they were placed in separate classes from
preparatory class students. Besides, these international students were adult students
older than almost all of the teachers. The other international students were
undergraduate students studying with prep school students and there were
approximately 3-4 international students in each class from a variety of countries.
The instructors thought that teaching English to international students was easier than
teaching English to Turkish students as they stated on the questionnaire. They
expressed that international students, especially Master’s students were very
motivated and “they know what to do” (PB, TTEL, ITEL, F). However, PI stated:

With international students, we don’t have anything in common. Our language
Is not common, and when you don’t have anything in common related to the
culture, it makes your job, it makes what you have to do so difficult really
because sometimes you wanna talk about an idea, a concept, but they don’t
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have that concept in their culture. How can | say, they don’t know what you are
talking about, but you have to give the idea; you have to teach them something
so sometimes | just felt lost (P1, TTE5, ITE3, F) [sic].

Thus, it can be understood that with Turkish students, the problems may be related to
motivation; however, the problems with teaching international students may be due

to cultural issues.

The second most challenging skill to teach for the newly-hired EFL instructors is
Speaking and Writing which are also called productive skills. However, teaching
Speaking is considered to be more challenging compared to teaching Writing. Below

is the figure (Figure 4.5) that shows the most challenging statements related to

subject-matter issues collected through interviews:
1 |
Teaching English to International students
1
Teaching Reading as an EFL instructor
Teaching Grammar as an EFL instructor

Teaching Speaking as an EFL instructor

Teaching Writing as an EFL instructor /

Figure 4.5 Results (f) in Relation to Instructors’ Experiences in Subject-Matter

Related Issues (Instructional Challenges) (Interviews)



During the interviews, the instructors further stated that teaching Writing and
Speaking is challenging considering the content, time, and workload. As for the
content of the writing, Participant J said, “they find it boring, you need to do
something funny and making writing funny is not so easy, but not the teaching. |
guess handling the process, making them keep their portfolios, you know, it’s a little
bit challenging | think”. Another participant (PG) mentioned, “teaching writing is
difficult because students may feel that they are unproductive. They don’t want to
produce anything new. For example, you write a sentence on the board and they
generally copy it. There is no productivity and no creativity” [sic]. Thus, the
participants emphasize the teaching aspect of writing as a challenge which results
from students’ reluctance to produce something. Other participants focused more on

giving feedback to students’ writing and stated:

The most challenging one is absolutely writing because you should always
write advice to the students. They write the first draft and after that you give
advice and they write the second draft and you get the paper. Advice is a bit
challenging. We have 25 students and lots of papers and it’s very time-
consuming (PA, TTEL, ITEL, M) [sic].

Additionally, one of the participants (PB) added, “Writing is a little bit difficult
because we need time. Five hours in a week | think is not enough so maybe we can
just have more hours for writing and less hours for reading” [sic]. Thus, it can be
understood that instructors find writing more challenging than the other skills

because of a variety of reasons.

In terms of Speaking, on the other hand, the instructors pointed out to students’
motivational problems and remarked, “If they don’t want to speak, it is also difficult
because sometimes they are not motivated. They don’t want to participate. This can
also be a little bit challenging. Sometimes 1 just want to shake them “OK. Tell us
something, even a word” but they don’t” (PJ, TTE2, ITE2, F) [sic], and another

participant noted:

73



Our students have a kind of resistance to speak. That’s why you need to
overcome that barrier, but I don’t know why they are so because we never
judge them because of their mistakes, but still they sit and they don’t want to
speak. That’s why it’s challenging but as a teacher | generally like teaching
speaking because | feel the freedom while teaching speaking because there are

no borders. (PG, TTE2, ITE2, F) [sic].

Therefore, not the teaching generally but handling the process, time, and students’
unwillingness to create can sometimes make teaching writing and speaking difficult
for the teachers. They reported that they did whatever they could to make teaching
these subjects fun and avoid judging students for their mistakes, yet the students
sometimes failed to make an attempt to create something in a foreign language
maybe due to the Turkish education system that does not train students to write and

speak in an organised way even in their native language.

The third part of the questionnaire is related to non-instructional issues in the school
and it was compromised of 12 statements about the duties that the instructors need to

carry out apart from teaching. Table 4.3 below displays the percentages of the

participants’ responses:

Table 4.3 Results in Relation to Instructor’s Experiences in Job-Related Issues (Non-

Instructional Challenges) (Questionnaire)

PART II: JOB-RELATED ISSUES

C. Non-Instructional Challenges =y -2 =y =y o
=3 E5 =3 =3 s
s58=s EZ E 28 3%

Z08 ©0 O <0 zZ<

% % % % %

1. Being at work on time ... 66.7 255 7.8 0 0
2. Being in class on time ... 84.3 137 2 0 0
3. Getting things done on time... 412 353 216 2 0

74



Table 4.3 Results in Relation to Instructors’ Experiences in Job-Related Issues

(Non-Instructional Challenges) (Questionnaire) (Continued)

PART II: JOB-RELATED ISSUES

C. Non-instructional Challenges 2 -2 2 2 )
=) g€ © _© kS
s E§E8 g =28 38
Z08 »nO O <o z<
% % % % %

(0]
o
~
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w
\l
w
o
N
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4. Being in the class on time when
there is an exam ...

5. Prioritization among my duties at school... 373 373 157 9.8 0
6. Invigilating classes ... 431 451 7.8 3.9 0
7. Being a substitute teacher ... 13.7 235 353 216 5.9
8. Having office hours with my students ... 451 471 59 2 0
9. Carrying out extra-curricular tasks ... 118 529 176 59 118
10. Submitting students’ attendance 216 196 235 275 7.8
into the online system ...

11. Submitting students’ grades 255 216 176 176 176
into the online system ...

12. Adhering to the dress code... 706 235 59 0 0

From Table 4.3, it can be concluded that submitting students’ attendance into the
online system (27.5%) and being a substitute teacher (21.6%) are found to be always
challenging. However, being in class on time (84.3%), being in class on time when
there is an exam (80.4%), and adhering to the dress code (70.6%) are found to be not
challenging at all. In this section of the questionnaire, some of the statements (being
a substitute teacher, carrying out extra-curricular tasks, etc.) were not applicable for

some instructors as every instructor carries out different responsibilities and most of
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the instructors are newly-hired at the current institution. The figure below (Figure
4.6) shows how the results of the questionnaire correlate with the instructors’

responses of the interviews:

getting things done on time

submitting students' attendance into the 3
online system

being a substitute teacher

Figure 4.6 Results (f) in Relation to Instructors’ Experiences in Job-Related Issues

(Non-Instructional Challenges) (Interviews)

According to the results of the figure above, the instructors further stated that among
all the other statements, being a substitute teacher was sometimes demanding for
them as five out of ten instructors said they had problems when teaching as a

substitute teacher. To illustrate, one of the interviewees mentioned:

The problem is you don’t know what the teacher did previously and maybe you
know just the page number to cover, but it’s not enough I guess and mostly you
don’t know the students. This is the most important challenge | guess because |
really like to address my students with their names but when you go into a
class which is new to you, you cannot do it, so it’s a challenging part for me. 1
don’t want to say “you, or the one next to you” (PG, TTE2, ITE2, F) [sic].
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In addition to not knowing the students and their individual differences as much as
their own teachers, another interviewee also stated that because there were
sometimes no specific substitute teachers, when an instructor could not come to
school, an instructor who did not have a class for that specific hour was assigned to
that classroom. It could be any skill that the substitute teacher needed to teach and it
could sometimes be a skill that the substitute teacher was not teaching for that
current period. As a result, problems occurred because of not knowing the details of
the curriculum to teach that skill as well as not having adequate time to get prepared.

Below is an excerpt from a participants’ interview:

I think the problem with this being a substitute teacher is you are not prepared
well. You just come to school in the morning. It’s nine o’clock. There is just
five minutes for the course and then they just say okay you are a substitute
teacher because this teacher didn’t come to school and then I just hurry up
while going to school and while going to the classroom, I just think about okay.
“This is the subject, this is the topic and | will try to teach some grammar or |
will try to teach some speaking” maybe in some points, | mean in some
situations | was just teaching reading, writing and as a substitute teacher | was
sent to a classroom about speaking or listening and | didn’t know how to deal
with speaking or listening issues because | didn’t teach this listening course, so
| just check the book or check the programme, but this is not enough I think
(PB, TTEL, ITEL, F) [sic].

One of the instructors suggested, “maybe we should have some particular substitute
teachers because | sometimes have something else to do for my class. Then | have a
mail and | have class. Simply, I’m okay with the schedule; I just go and teach them
something but sometimes it cannot meet my plans or my own class, so it can be a
little bit hard, but it’s okay” (PJ, TTE2, ITE2, F) [sic]. Thus, because substitute
teaching occurred mostly unexpectedly, just before entering the class, the instructors
stated that they could not finish their work such as getting ready for their own classes

or preparing a material they had planned before.
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As for submitting students’ attendance into the online system, three out of ten
interviewees stated they had a difficulty not because of the work itself, but because
of the online system. One of the participants mentioned, “This term we had a little bit
problem with the attendance, the online system. | think it was quite hard sometimes,
unfortunately for the Main Course teachers. We had to check the system about three
times, so it was a waste of time to be honest this semester | think not in general” (PJ,
TTE2, ITE2, F) [sic]. Hence, the problem was related to that specific term and it was

because of the system itself.

All in all, teachers stated that they had no problems with obeying the rules or
conducting responsibilities such as adhering to the dress code or coming to class on
time; however, they mentioned they sometimes had challenges in carrying out some

specific duties.

The last part of the questionnaire includes 9 statements concerning classroom
management issues. Although especially the newly-hired instructors during the
interviews state that the most challenging area of concern when they first started to
teach is classroom management, the questionnaire conducted with 51 instructors
reveals that the instructors do not have a lot of difficulties in managing a class. Table

4.4 shows the percentages of the results:

Table 4.4 Results in Relation to Instructors’ Experiences in Job-Related Issues

(Classroom Management) (Questionnaire)

PART II: JOB-RELATED ISSUES
D. Classroom Management

Challenging
Challenging
Challenging
Applicable

Not

> Challenging
at all
S |Somewhat

o
X [Always
S |Not

%
1. Managing students in an EFL class ... 275 529 157 3.9

o
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Table 4.4 Results in Relation to Instructors’ Experiences in Job-Related Issues

(Classroom Management) (Questionnaire) (Continued)

PART II: JOB-RELATED ISSUES

D. Classroom Management =y 2 2 2 ©
S £5 S S =
58S EE E (3 s8
Z0% &0 O <0 =z<
% % % % %
2. Applying class rules ... 33.3 51 13.7 2 0
3. Deciding on the best way to approach 33.3 471 137 5.9 0
student behaviours ...
4. Managing unruly classes with 23.5 314 373 7.8 0
discipline problems ...
5. Finding solutions to behavioural problems 235 471 275 2 0
inan EFL class ...
6. Undertaking leadership or coaching 41.2 51 5.9 2 0
roles in an EFL class ...
7. Keeping students on task on difficult 9.8 549 294 5.9 0
assignments ...
8. Getting students work together ... 235 471 275 2 0
9. Making my class enjoyable for all students... 19.6 529 255 2 0

The table indicates that undertaking leadership or coaching roles in an EFL class is
not challenging at all for 21 instructors (41.2%) followed by applying class rules (n=
17) and deciding on the best way to approach student behaviours (n= 17). As for the
most challenging classroom management problem, the results indicate that managing
unruly classes with discipline problems is always challenging for 19 teachers (7.8%).

Compared to the other sections of the questionnaire, even the most challenging item

in this part is much less challenging than the items in the other parts.

79



Unlike the results of the questionnaire, the EFL instructors especially the newest
ones at the institutions came up with different concerns about classroom management

during the interviews.

Students' behavioural problems

Students' motivational problems

Figure 4.7 Results (f) in Relation to Instructors’ Experiences in Job-Related Issues

(Classroom Management) (Interviews)

It is also clear on Figure 4.7 that six out of ten instructors mentioned students’
motivational problems as part of classroom management. The participants generally
indicated that they mostly had well-behaved students and that they did not have
discipline problems in most of their classes. However, they sometimes had
motivational problems and stated that one reason for this was the schedule’s being
too loaded. Sometimes the students did not want to do the lessons, but play a game or
do something else; however, the teacher had to keep up with the programme. One of

the participants mentioned students’ motivational problems as:

They wanted to play more games and we didn’t have much time. The schedule
was very busy, heavy-loaded and I couldn’t have time all the time. I didn’t like
them because they wanted to “for one hour we want to play game” and like this
bargaining, so it was a challenge for me (PF, TTEL, ITE1, F) [sic].
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Another participant mentioned the same issue by adding “Because there is this thing
we have to do in one week and in this exact hour, we have to finish this page let’s
say, but the students don’t want to do it at that hour. Sometimes | feel like “What
should I do now?” “Should I finish this? or should | do something else to get their
attention?” | have this problem sometimes” (PE, TTES5, ITE3, F) [sic]. Additionally,
one participant stated that the students were not motivated to learn English to use in
their daily lives, but in order to pass the proficiency exam. Consequently, teaching

them something apart from exam skills was difficult. This interviewee said:

The problem is I try to make English as part of their daily life. It’s not just
grammar, not just a test. You need to write, read, listen, okay let’s make it
better for you, but he says “no. I have an exam. I need to pass it. That’s okay
for me. Just help me pass it”, so they don’t care about reading in English or
improving their spellings. That was a challenge; we just had to try to make it
clear for them. Some of them just get the idea and they just start to do
something extra. They started to watch some tv series, or reading in English
but most of the class was just okay “teacher, | wanna pass the exam, just don’t
tell anything else” so that was also problematic and 1 think last year | expected
a lot from them (PJ, TTEZ2, ITE2, F) [sic].

Some other participants declared that classroom management depended on the
students and semesters. Besides, one participant said it was sometimes more difficult
to manage departmental students who thought that they were mature enough and they
knew everything. Finally, with Master’s students, the teachers indicated that they did
not have neither motivational nor behavioural challenges, but there were some

cultural issues which made teaching a foreign language harder.

All in all, participants asserted that they did not have major problems in dealing with
classroom management. One of them (PI) said that “I feel a little bit insecure at the
very first moment but then, thanks to all the experience I’ve had so far, all the
professional development, I feel more confident at the same time, so in time, actually
in a very short time, you eradicate that feeling and you go on with what you have to
do” [sic].
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4.1.1.1 Summary in Relation to Instructors’ Experiences in Job-Related Issues

Table 4.5 below demonstrates the mean scores of Research Question la related to
teachers’ experiences in job-related issues in the institution with ascending values.
That is to mean, the statement at the top of the list refers to the most challenging job-
related issue and the last statement indicates the least challenging job-related issue of

all the four sub-parts. An example of the abbreviations used for the statements is

shown below:
PART I1: JOB-RELATED ISSUES
A. Instructional Challenges 17 Statements
B. Subject-Matter Related Challenges 8 Statements
C. Non-instructional Challenges 12 Statements
D. Classroom Management 9 Statements

Example: P2B5 (Part I, Subject-Matter Related Challenges, Statement 5)

Figure 4.8 Summary Chart of the Part 11 on the Questionnaire

Table 4.5 Summary of the Mean Scores in Relation to Job-Related Issues

(Questionnaire)

Part  Statement ~ Std.

N Mean Deviation
P2A17 The load of the programme 51 212 .887
P2A10 Assessing students’ written assignments 51 222 1.026
P2A7 Assigning online homework to students 49 2.29 1.190
P2C7 Being a substitute teacher 48 231 .993
P2C10 Submitting students’ attendance into the online system 47  2.38 1.153
P2A8 Checking students’ written homework 49 253 1.023
P2A9 Checking students’ online homework 49 255 1.119
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Table 4.5 Summary of the Mean Scores in Relation to Job-Related Issues

(Questionnaire) (Continued)

Part  Statement Std.

N  Mean Deviation
P2A14 Commenting on students’ reading journals 48 2.63 .981
P2B7 Teaching Speaking as an EFL instructor 50 2.66 .982
P211  Submitting students’ grades into the online system 42  2.67 1.141
P2A16 Writing class reports 50 2.68 1.133
P2D7 Keeping students on task on difficult assignments 51 2.69 .735
P2D4 Managing unruly classes with discipline problems 51 271 923
P2A11 Marking students’ exam papers 49 271 .890
P2B2 Teaching English to International students 51 2.75 .868
P2C9 Carrying out extra-curricular tasks 45 2.80 757
P2B1 Teaching English to Turkish students 51 2.80 .960
P2D9 Making my class enjoyable for all students 51 2.90 728
P2D5 Finding solutions to behavioural problems in an EFL 51 2.92 771
P2D8 g:tstsang students work together 51 2.92 771
P2A12 Assessing students during spoken assessment 51 2.92 717
P2B8 Teaching Writing as an EFL instructor 51 294 .881
P2C5 Prioritization among my duties at school 51 3.02 .969
P2B6 Teaching Reading as an EFL instructor 50 3.02 .869
P2D1 Managing students in an EFL class 51 3.04 174
P2A4 Implementing what | plan 51 3.04 774
P2D3 Deciding on the best way to approach student 51 3.08 .845

behaviours

P2B5 Teaching Listening as an EFL instructor 50 3.08 .804
P2B4 Teaching Grammar as an EFL instructor 51 312 739
P2C3 Getting things done on time 51 3.16 .834
P2D2 Applying class rules 51 3.16 731
P2A15 Assessing students’ presentations 50 3.20 728
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Table 4.5 Summary of the Mean Scores in Relation to Job-Related Issues

(Questionnaire) (Continued)

Part  Statement Std.
N Mean Deviation
P2B4 Teaching Grammar as an EFL instructor 51 3.2 739
P2A1 Choosing appropriate methods and techniques as an 51 3.24 586
EFL instructor
P2A2 The issue of teaching strategies 51 3.24 .619
P2C6 Invigilating classes 51  3.27 77
P2D6 Undertaking leadership or coaching roles in an EFL 51 331 .678
class
P2A13 Evaluating students’ in-class spoken performance 51 3.35 .688
P2C8 Having office hours with my students 51 3.35 .688
P2A3 Using English as a medium of instruction in my 51  3.39 77
English class
P2A3 Getting ready for the class 51  3.43 728
P2A5 Using instructional tools in teaching English 51 3.53 .644
P2C1 Being at work on time 51  3.59 .638
P2C12 Adhering to the dress code 51 3.65 594
P2A6 Using technological tools in teaching English 51 3.73 532
P2C4 Being in class on time when there is an exam 51 3.73 .635
P2C2 Being in class on time 51 3.82 434

In the light of the table shown above (Table 4.5), it can be concluded that the three

most challenging tasks related to job-related issues are about instructional issues (the

load of the programme, assigning students written assignments, and assigning online

homework to students). On the contrary, the two least challenging items refer to non-

instructional issues (being in class on time when there is an exam and being in class

on time). Additionally, the most challenging item, the load of the programme, has a

mean score of 2.12 and the least challenging item, being in class on time, has a mean

score of 3.82 out of four. Thus, although even the most challenging item does not

have a high mean score to conclude that this item is very challenging for the
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participants, it can be mentioned that there is a large discrepancy between the most

and least challenging items.

4.1.2 Results in Relation to Instructors’ Experiences in Relationships with
Their Students, Colleagues, and Coordinators (Answer to Research
Question 1b)

To answer the research question 1b: based on the perceptions of the 51 newly-hired
EFL instructors, what are their experiences in terms of their relationships with their
students, colleagues, and coordinators?, the results collected through the third part
of the questionnaire with three sub-sections (relationships with students,
relationships with colleagues, and relationships with coordinators) and the excerpts
from the interviews with the instructors were evaluated. For the questionnaire, there
were 21 items in total in this part with a 4-Point Likert Scale ranging from 1-4 (1=
Always Challenging, 2= Challenging, 3= Somewhat Challenging, 4= Not
Challenging at all). Except for the Likert-scale items, there was one more column

“NA= Not applicable” because not all the situations were valid for all the instructors.

All in all, participants articulated that they had very good relationships with their
students and colleagues, yet they sometimes found the relationships with the
coordinators challenging. It is surprising that although instructors’ relationships with
their students (m= 3.55) and their relationships with their colleagues (m= 3.65) have
the two highest mean scores of the questionnaire, their relationships with the
coordinators (m= 2.55) has a much lower mean score, the second lowest mean score
of all the parts in the questionnaire. The results of the questionnaire also correlated

with the results of the interview.

The first sub-section of Part Il (Relationships) is related to the participants’

relationships with their students which included six statements to describe how
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newly-hired EFL instructors relate themselves to their students. Partly due to most of
the students’ being scholarship students and their studying at departments where the
medium of instruction is 100% English, the students are aware of the importance of
learning a foreign language. They are also generally well-behaved students with little
or no background knowledge of English as they come from middle class families.
Table 4.6 below shows the percentages of the instructors’ relationships with their

students:

Table 4.6 Results in Relation to Instructors’ Relationships with Their Students

(Questionnaire)

PART IlI: RELATIONSHIPS

A. Relationships with Students =) 835 5 £ 2
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% % % % %

1. Learning the students’ names and calling them 725 176 5.9 39 0
by name ...

2. Establishing a positive relationship with 804 17.6 2 0 0
students ...

3. Dealing with students’ language development 451 451 0938 00

4. Perceiving individual differences ... 58.8 314 98 0 0

5. Communicating with the foreign students ... 725 196 3.9 39 0

6. Providing personal support to my students... 64.7 255 98 00

7. Guiding students and giving professional advice 647 275 78 00

8. Motivating my students adequately in terms of 412 431 098 59 0
promoting learning English...

9. Determining the limits of my relationship with 745 216 39 00
my students...

10. Being respected as an English instructor... 706 255 3.9 00
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It is demonstrated on the table (Table 4.6) that the percent of participants selecting
always challenging is 5.9 at most which is quite low compared to other sections on
the questionnaire. It is also obvious that the most challenging statement is motivating
my students adequately in terms of promoting learning English with a percentage of
41.1 (not challenging at all) and the least challenging thing is establishing a positive
relationship with my students (80.4%) which is followed by determining the limits of

my relationship with my students (74.5%).

The interviews also vyielded similar results. The participants highlighted the
motivational problems as was also emphasised in the classroom management part.

One of the participants uttered:

About language learning motivation, I think they are less motivated because
they have this technology in their hands and they lose their attention in the
beginning of the lesson, so I think it is about technological devices. I’'m not
against technological devices in the classroom; | use them a lot. | want to use
it; you cannot ignore them, but you should have some limits or some kind of
rules that we can have in all the school not only for one classroom (PH, TTES,
ITEG, F) [sic].

Therefore, the participants argued that the motivational problems derived from
technology. Almost all the students in the classes had smart phones and they could
reach any information in seconds. Furthermore, their smart phones became a part of
their lives and they could not do without them. Although this provided the students
with beneficial sides such as looking a word up from a dictionary, the students
sometimes wanted to use their mobiles to play games, surf the internet, or go through
social networking sites. Because of all these, they could sometimes lose patience and
energy to learn a foreign language and instead of focusing on the lessons, they
wanted to play games or do other things not related with the activities in the class.
However, in terms of behaviour and the relationships, almost all the participants

stated that they had no major problems. One participant (PD) asserted, “l was
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satisfied in terms of that issue. And mostly | have positive experiences with my

students in the class” [sic] and another participant (PG) said “I really like them” [sic].

The second sub-section of Part Il (Relationships) is related to relationships with

colleagues including six statements. Table 4.7 below shows the percentages of this

section.

Table 4.7 Results in Relation to Instructors’ Relationships with Their Colleagues

(Questionnaire)

PART I1I: RELATIONSHIPS

B. Relationships with Colleagues = = g 2 £ @
=4 €2 2 o2 8
S_ 33 8 23 L2
5€s 58 & =22 358
Z08 5O O <0 =z<
% % % % %
1. Being a novice teacher among experienced 529 314 78 0 7.8
instructors of EFL
2. Developing positive relationships with my 745 216 39 0 0
colleagues ...
3. Engaging in a professional sharing with my 765 196 3.9 0 0
colleagues ...
4. Working collaboratively with my colleagues ... 745 255 0 0 0
5. Sharing my ideas with my colleagues openly ... 62.7 255 118 0 0
6. Socializing with my colleagues ... 765 196 3.9 0 0

In sum, it can be concluded that the instructors at the institution are in good terms
with their colleagues as no one selected always challenging for any of the items and
the most challenging thing for the instructors was found to be sharing their ideas with
their colleagues openly as 11.8 % (n= 6) of the participants found it challenging
which is followed by being a novice teacher among more experienced EFL
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instructors at the institution (7.8%). Moreover, there were four instructors who found
being a novice teacher among more experienced instructors of EFL not applicable as
these instructors are the ones who started to work for the institution when it was first
founded. That is to mean, there were no experienced EFL instructors at the
Department of Foreign Languages, and all these four instructors were novices at the
institution. Compared to other items in the other sections, the first item has a very
low frequency. On the other hand, the participants reported that the least challenging
situations related to their relationships with their colleagues are engaging in a
professional sharing and socializing with their colleagues as 76.5 % of the

participants stated that they are not challenging at all.

Accordingly, the results of the interviews also revealed similar results. All the
participants mentioned there is a welcoming and supportive environment among
instructors and it was also reported that both the student profile and collegial support

are the two best things at the institution. Participant E supported this by saying:

That’s what | like best about this institution. Everybody here tries to help their
colleague. In some institutions, we heard this. They don’t want that their
colleague gets the best, but, here, in this institution, we always protect our
colleagues. In any case, let’s say, we don’t want to say “You did mistake here”,
but we want to help them, why she did this mistake and how we can overcome
this mistake. | felt like this when | came here, now that’s the same. So, that’s
what I like the most (PE, TTE5, ITE3, F) [sic].

One of the participants (PJ) stated that it is due to the ages of the instructors being
very near to each other and another participant (PH) argued it is because “we started
working here at the same time or we studied in the same school. All of them are very
friendly” [sic]. Every year, five to ten instructors are recruited at a time and these
newly-hired EFL instructors are young and fresh newly-graduates who seek for
guidance and support. One of the participants (Pl) even put forth that it is this
“peaceful and happy environment” that keeps her stay in this institution. She

articulated the following things:
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The best thing about our university is that we have good relationship with our
colleagues. I don’t know but last year | was accepted to another university, but
after 1 was accepted, | felt so sorry. | didn’t wanna quit my job here and the
most important think that made me think like that was my relationship with my
colleagues here because | love them. | think everyone doesn’t have such an
opportunity in their workplaces. We have very good and close relationships,
we can ask everything. We don’t have any question marks in our minds when
we wanna ask something. We just say “I don’t know this”, “What can | do
here?”, “What am | supposed to do here?”, so it’s such a wonderful feeling and
it’s a good opportunity for us. Because of that | can say that it’s one of the most
important, the most beautiful things that makes this university, how can | say,
very good and a very good workplace. | love it here, | love my relationship
with my colleagues and | feel secure thanks to them, friends and colleagues at
the same time. We share our academic experience, but we share some private
things, too (PI, TTES5, ITE3, F) [sic].

However, although being a novice teacher among more experienced EFL instructors
was the least challenging statement in this section, the interviewees reported the

opposite. To exemplify, one participant mentioned:

| just realized that the old teachers are helping a lot in this university. |1 don’t
know much about the other universities, but in this university, yes there are so
many instructors but they are helping each other a lot. Okay, the topic is not
important. | mean we have different problems. But this doesn’t matter, they
just help a lot. When 1 first came to this school, | just worried about this
situation, but now | know that, okay, when I have a problem yes | would find
someone to help me. So | don’t know why maybe, but everybody is helpful in
this school (PB, TTE1, ITE1, F) [sic].

In a nutshell, no participant shared a negative experience in terms of colleagues in
the institution, and they uttered that whenever they asked a question to any colleague,
the people were always “eager to help”. Lastly, it was recorded that they are always
in touch with each other and they meet outside as well and talk about different issues
apart from the school. First they become colleagues, then they become partners, and

they become friends in the end.
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As for the third sub section of this part named as relationships, there are five
statements explaining the instructors’ experiences with the coordinators in the
school. To explain the relationship better, there is one Curriculum and Testing unit
coordinator assigned for each level and this coordinator is responsible for everything
related to that level from the syllabus, material, testing to the orientation of newly-
hired instructors and dealing with student problems. Unlike the mean scores of
instructors’ relationship with their students (m= 3.55) and colleagues (m= 3.65), the
mean score of their relationships with coordinators (m= 2.55) was found to be quite
lower, the second lowest mean score after the sufficiency of the in-service training
programme (m= 2.31). Below is a more detailed table (Table 4.8) with the

percentages:

Table 4.8 Results in Relation to Instructors’ Relationships with the Coordinators

(Questionnaire)

PART IlI: RELATIONSHIPS

C. Relationships with Coordinators 2 -2 2 2 @
S €3 B =) s
58S ES ® 23 3%
Z0% 80 O <TI0 =z<
% % % % %

1. Expressing my views freely during 294 314 216 176 0

weekly meetings ...

2. Communicating sincerely with my 196 314 216 275 0

coordinators when | make a mistake ...

3. Socializing with my coordinators ... 118 235 235 373 3.9

4. Asking questions to my coordinator 49 118 196 19.6 0

when there is something unclear ...

5. Giving feedback to my coordinators 294 294 137 2715 0

about the programme ...
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It can be clearly seen on the table that the most challenging thing in terms of
relationships with the coordinators is socializing with the coordinators as 37.3% of
the participants expressed it as always challenging. This statement also has the
lowest mean score (m= 2.10) of all the items in the whole questionnaire. Two
instructors found this statement not applicable as they said they had never had a
chance to socialize with the instructors, so they have no idea whether it is
challenging or not. This statement was followed by communicating sincerely with
my coordinators when | make a mistake and giving feedback to my coordinators
about the programme (27.5%). However, asking questions to my coordinator when
there is something unclear is reported to be the least challenging statement as almost

half of the instructors (49%) said it is not challenging at all.

During the interviews, the participants shared positive, negative and neutral opinions
towards the coordinators. In terms of positive perceptions, the participants
emphasized the least challenging item on the questionnaire, which is about asking
questions to coordinators. One participant (PJ) mentioned, “As for the coordinators, |
think they are very helpful. When we first came here, we talked about the orientation
programme. They answered all of our questions, gave adequate information about
many different things” [sic] and another one (P1) stated, “Whenever | go there to ask
something, | don’t have any problems; | can talk about that. Whenever | feel
confused about something to do, they help me” [sic]. Besides, Participant F also
added “I can go directly without any hesitation and I fully trust them that they would
help me and they are totally friendly about it and helpful” [sic].

In contrast, most of the other participants (n= 8) referred to the challenges in their
relationships with their coordinators. Although some of them found asking questions
to the coordinators easy as indicated above, some others claimed they may
sometimes feel afraid or not confident when asking questions. To give an example,

one participant mentioned:
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I’m asking these kinds of questions to my colleagues. It would be easier for me
to ask them instead of asking them to my coordinators, but sometimes it could
be confusing and there may be some unclear things, so it is good to ask them if
there is a situation which is unclear, but sometimes | have difficulty in asking
something to them. | feel inconfident in front of them sometimes because if |
make a mistake or if there is something which is unclear or there is something
which | misunderstood, when | go to their room and... Actually, they are
friendly, there is no problem, but | don’t know why but | feel sometimes...
eee... How can | say... inconfident yeah let’s say. Sometimes, I’m afraid...
(PC, TTEL, ITE1L, F) [sic].

In terms of not being comfortable, participant 32 with a teaching and institutional
experience of two years responded to the open-ended question on the questionnaire
by adding “I want to add a comment about the coordinators. | expect to collaborate
more about the programme. When we present an idea about a topic related to the
programme, | would like to be taken more seriously” [sic].

Another challenge that was recorded was about making mistakes as was also
emphasized in the questionnaire. One participant uttered, “Sometimes I’m afraid to
make a mistake because the manner can be a little bit strict about making mistakes.
When you forget to sign something or you can do something wrong, it’s a little bit...
I don’t feel comfortable to be honest when | make a mistake. That can be a problem
for me” (PJ, TTE2, ITE2, F) [sic]. Another participant (PH) mentioned, “Of course
they have lots of instructors, they have lots of things to do, they work very hard, and
we try to understand them, but when there is problem, their reaction is a little bit too
harsh, so people are scared of this. They are not scared of the problem or the mistake.
They are scared of the reaction” [sic]. Some other instructors mentioned that there is
not a problem, but distance between the instructors and coordinators. Some of these
instructors thought it should be the way it is and some others indicated that this needs

to be changed. One participant shared:

In terms of coordinators, | also feel that there’s a kind of problem. Maybe it’s
not a problem; it’s a kind of distance. | don’t want to call it a problem. Of
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course they are coordinators and we are teachers. Of course we have to have a
formal relationship. So | can accept it, but still I can feel the distance. For
example, | can just enter one of my colleagues’ office and | can just start
chatting with her or with him, but it’s not the case with the coordinators. That’s
normal, but still I mean you can feel the distance (PG, TTE2, ITE2, F).

Partly due to the distance or being afraid of the reaction, the participants reported

they felt pressure. One of them (PG) explained:

In terms of working, sometimes | feel some pressure. Maybe | feel that if | do
something wrong, what would they do to me? | can feel it because | had some
bad experiences. | learned from my bad experiences, but | remember my
feelings; I felt really bad at that time. | mean my first year. That’s why it’s in a
way, distance and pressure we can say (PG, TTE2, ITE2, F) [sic].

What is more, some instructors said the perceptions on relationships may change
according to the personality traits of the coordinators. With some of them, they
asserted that they have no problems; however, with some others they may have some

problems due to personality issues. One participant referred to this as:

I cannot say that with all of them I still have the same relationship because it
may change and that’s okay | think, but, with one of them, I still have the best
relationship. Maybe that’s because of her personality and my personality let’s
say because we think that work is work, it’s here, but outside we can be the
best friends, so it doesn’t interfere with this, but here, yes, that’s a professional
institution, so if that’s your coordinator and if you are an instructor here, if you
have to behave like this, that’s okay for me, but I feel like, for the newly-hired
instructors, not for me because they are my friends, so | feel relaxed. I just
knock their door and get into that room. For the newly-hired instructors, they
feel a little bit... 1 don’t want to say that word but afraid because they don’t
want to make mistakes and when they make mistakes, | don’t think they are
welcomed. They don’t, not all the coordinators, let’s say, but for some of them,
they feel like they did the most terrible thing in the world. They feel like this,
so they don’t feel as comfortable as | do (PE, TTES5, ITE3, F) [sic].

Apart from the character traits of the coordinators, one instructor highlighted some

attitude challenges. As the interviewee discussed:
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Some of them may get angry easily. At this point, they just forget we are also
teachers just like them, so at this point, they just keep calm and then let’s say
talk in a good way because some of the teachers here are older than the
coordinators. | had so many problems about many different subjects, but when
| talk about the problems to coordinators, they just try to help, so but there are
some teachers here having some problems like this attitudes, so the problem is
the attitude of the coordinators when a problem occurs. (PB, TTE1, ITEL, F)
[sic].

It can be seen that the instructors who are afraid are generally young instructors who
have one or two years of total teaching experience. When compared to these young,
newly-graduated instructors, more experienced instructors said that although they
had the same feeling in initial years, they have learned from their experiences and do
not have the same feeling any more. One participant argued:

About the coordinators, | think it might be about the age because newly-hired
instructors are younger than us. It could be about respect, but these days, the
coordinators, test office and the curriculum, everybody in the office is like
above us. They have some bigger responsibilities. They decide things on their
own. They decide everything for us. That’s why it’s not linear right now and
the office looks above. | don’t have the same feeling today, but | had the same
feeling at the beginning because it was like a commission making the rules for
us, so if we break them, we thought something bad will happen to us. | felt the
same actually (PH, TTES®, ITESG, F) [sic].

In short, it can be concluded that mostly because of most instructors’ being very
young and inexperienced, they may not feel self-confident enough and may be afraid
of making mistakes; however, their feelings change and they feel more self-confident
with the coordinators when they gain more experience.

4.1.2.1 Summary of the Results in Relation to Instructors’ Experiences in

Relationships with Their Students, Colleagues, and Coordinators

The percentages of the newly-hired EFL instructors’ experiences in terms of their

relationships with students, colleagues, and coordinators were provided in previous
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parts. However, in order to have a bigger picture of this part that answers the
research question 1b, the mean scores of all the items are listed below on Table 4.9.
The mean scores of the whole part are listed with ascending values which means that
the first statement refers to the most challenging thing about relationships and the
21" jtem refers to the least challenging thing in terms of their relationships. An

example of the abbreviations used for the statements is shown below:

PART I11: RELATIONSHIPS

A. Relationships with Students 10 Statements
B. Relationships with Colleagues 6 Statements
C. Relationships with Coordinators 5 Statements

Example: P3C2 (Part I11, Relationship with Coordinators, Statement 2)

Figure 4.9 Summary Chart of the Part 111 on the Questionnaire

Table 4.9 Summary of the Mean Scores in Relation to Relationships (Questionnaire)

Part Statement

Std.

N Mean Deviation

P3C3  Socializing with my coordinators 49 21 1.07

P3C2 Communicating sincerely with my coordinators when | 51 243 1.1
make a mistake

P3C5  Giving feedback to my coordinators about the 51 261 1.19

programme
P3C1  Expressing my views freely during weekly meetings 51 273 1.08
P3C4  Asking questions to my coordinator when there is 51 29 1.22

something unclear
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Table 4.9 Summary of the Mean Scores

(Questionnaire) (Continued)

in Relation to Relationships

Part Statement std
N Mean Deviation
P3A8  Motivating my students adequately in terms of 51 3.2 0.85
promoting learning English
P3A3  Dealing with students’ language development 51 3.35 0.66
P3B1  Being a novice teacher among experienced instructors 47 3.49 0.66
of EFL
P3A4  Perceiving individual differences 51 349 0.67
P3B5  Sharing my ideas with my colleagues openly 51 351 0.7
P3A6  Providing personal support to my students 51 3.55 0.67
P3A7  Guiding students and giving professional advice 51 357 0.64
P3A1 Learning the students’ names and calling them by name 51 3.59 0.78
P3A5  Communicating with the foreign students 51 3.61 0.75
P3A10 Being respected as an English instructor 51 3.67 0.55
P3A9  Determining the limits of my relationship with my 51 3.71 0.54
students
P3B2  Developing positive relationships with my colleagues 51 3.71 0.54
P3B6  Socializing with my colleagues 51 3.73 0.53
P3B3  Engaging in a professional sharing with my colleagues 51 3.73 0.53
P3B4  Working collaboratively with my colleagues 51 3.75 0.44
P3A2  Establishing a positive relationship with students 51 3.78 0.46
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It can be concluded from Table 4.9 that the first five most challenging items are
related to the section about instructors’ relationship with coordinators and the mean
scores change from 2.1 to 2.9 out of four. Following these statements, the mean
scores change dramatically and the least challenging item in this part has a mean
score of 3.78 out of four which can be considered a very high score. Of all these
three sub-parts, instructors’ relationships with their colleagues are found to be least
challenging with a mean score of 3.65. This is followed by their relationships with
their students with a mean score of 3.55 and the most challenging sub-part is found

to be their relationships with their coordinators with a mean score of 2.55 out of four.

4.1.3 Results in Relation to Instructors’ Experiences in Their Pre-Service

Education (Answer to Research Question 1c)

In order to answer the research question 1c, ““based on the perceptions of 51 newly-
hired EFL instructors, what are the newly-hired EFL instructors’ experiences in
terms of pre-service education that they took as undergraduate students?”, the fourth
part of the questionnaire (Perceptions on the Pre-Service Education) and the
interviewees with ten instructors were evaluated and analysed. There were 13 items
in this part of the questionnaire with a 4-Point Likert Scale ranging from 1-4 (1= Not
Sufficient at all, 2= Somewhat Sufficient, 3= Sufficient, 4= Always Sufficient).
Except for the Likert-scale items, there was one more column “NA= Not applicable”
considering that the instructors may not have had the chance to have access to all the
items on the questionnaire as they graduated from a variety of universities. Table
4.10 on the following page shows the percentages related to instructors’ perceptions

in terms of their pre-service education as their BA degrees.
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Table 4.10 Results in Relation to Instructors’ Perceptions on Their Pre-Service

Education (Questionnaire)

PART IV: PERCEPTIONS ON THE

PRESERVICE EDUCATION 5§ £5 5 o 5 3

A. Sufficiency of the Preservice Education ~E= £ £ Tg .5
53 &5 5 =5 oo
ZHhE8 Hh h L zZK

% % % % %

1. In introducing the profession... 98 314 235 353 0

2. In preparing me for the profession 157 196 275 373 0

as an EFL instructor...

3. In the issue of instructional planning... 157 196 275 373 0

4. In the issue of teaching methods and 9.8 157 235 51 0

techniques...

5. In the issue of evaluating student 216 235 275 275 0

achievement...

6. In the issue of classroom management... 216 176 235 373 0

7. In overcoming instructional difficulties... 176 255 294 275 0

8. In the issue of guiding the students... 196 196 255 353 0

9. In considering individual differences 176 216 275 333 0

of the students...

10. In making teaching more attractive 157 1577 255 431 0

for the students...

11. In using course book and materials... 13.7 235 333 294 0

12. In providing resources for Professional 235 216 314 235 0

development...

13. In gaining a teacher identity... 216 176 275 333 0

The results of the questionnaire indicate that, in terms of the participants’ perceptions

on their pre-service education, the most sufficient part of the participants’ bachelor’s
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degree was found to be the sufficiency of their undergraduate education in the issue
of teaching methods and techniques with 51% followed by its sufficiency in making
teaching more attractive for the students with 43.1%. However, they found their
undergraduate courses the most insufficient in providing resources for professional
development as 23.5% of the participants stated it is not sufficient at all. No

participants selected not applicable for this section.

Some of these issues were mentioned during the interviews with the instructors
together with new ideas. The following two figures (Figure 4.10 and Figure 4.11)
explain the instructors’ perception on how sufficient they found their pre-service
education. The first figure below (Figure 4.10) depicts the sufficient parts of the

classes they took when they were undergraduate students.

In the issue of using technological tools

1 |
In making teaching more attractive for the %)
students :

In the issue of having good teachers/mentors 6
at university :

Figure 4.10 Results (f) in Relation to Instructors’ Perceptions on the Sufficiency of

Their Pre-Service Education (Interviews)
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The most frequent thing (n= 6) that the instructors uttered during the interviews was
that they had very good teachers at university or mentors they had for practice
teaching. It was stated that both the teachers’ approach and the issue of teaching
methods and techniques were the best things about their pre-service education. One
participant mentioned, “It was sufficient because | had a good teacher at school both
the university and the other school for pre-service training, so | was happy while
working with two of them. I feel | was lucky about this” (PB, TTEL, ITEL, F) [sic].
Another participant said, “The best thing I’ve learned is self-confidence | can say
because of the encouraging teachers. Also, my mentor taught me really great about
everything. I also | can say that | learned a lot there” (PF, TTEL, ITEL, F) [sic].

Moreover, two teachers reported that their pre-service education was quite sufficient
in terms of making teaching more attractive for the students in line with the results of
the questionnaire. One participant referred to that issue by commenting:

It was about warm-up and ice-breakers in the classroom. | didn’t have any
problems about how | teach this. | think | was really good at them even if it
was in the beginning, but I think I learned lots of things about warm up. That
importance was told a lot; we spoke about it a lot, so | think I’m very confident
about warm up (PH, TTESG, ITESG, F) [sic].

In contrast, participants also stressed the weak points related to their pre-service
education. Figure 4.11 shows the components of the undergraduate programme that

were found to be insufficient.
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In the issue of providing resources for 2 I
Professional Development
In the issue of content's being too 3 I
theoretical
In the issue of the classroom management 3 l

In the issue of practice teaching 4

Figure 4.11 Results (f) in Relation to Instructors’ Perceptions on the Insufficiency of

Their Pre-Service Education (Interviews)

As was the case with the results of the questionnaire, the participants also revealed
that their pre-service education was not sufficient in terms of providing resources for
professional development. As one participant put forward, “l mean in my pre-service
education, we didn’t talk a lot about professional development. | mean as a student,
they taught us how to be a good teacher but after graduation, what should we do to
improve ourselves more, they didn’t tell us anything. | mean of course they taught us
something but we didn’t work much on it” (PG, TTEZ2, ITE2, F) [sic]. Participant E

also added:

Maybe because we don’t ask them: “Should we read some journals, blogs, kind
of”. We didn’t ask them, but they are the teachers, they should have provided
us. When 1 started working, we had this in-service training, kind of thing.
That’s how | learned that there are some blogs, journals that | can buy and read
and develop. So, yeah it wasn’t sufficient for me (PE, TTE5, ITE3, F) [sic].
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Another part that the participants found insufficient was the issue of classroom
management. Especially the newly-graduated instructors said that the biggest
challenge was classroom management and they also reflected that they learned it
through more practice. Participant G pointed out, “It was so theoretical. There was
nothing practical in it, so as far as | heard from my colleagues, who are just newly-
graduates, they are also having problems in classroom management. Maybe they

should do more on classroom management” [sic].

Thus, although the participants indicated that the undergraduate programmes they
attended was highly sufficient in terms of teaching theory and methods, they also
said (n= 3) that sometimes they found it too theoretical and not practical. One

interviewee asserted:

The thing is in terms of theory, everything was great. Maybe because of my
university, | don’t know but | felt that 1 would be a great teacher when |
graduated. But as | said, it was only theory because for example, we conducted
many micro-teachings, many presentations at university to be a good teacher
and they tried to teach us everything about it but for example, about practice
teaching course, | believe it’s too late for students. I mean | only went to real
schools only in my fourth year and | had school experiences and practice
teaching courses, but the timing, it was too late. That’s why | wanted to have
more time with real students as an undergraduate student, but apart from
practice teaching opportunities, | guess maybe practice part was a little bit
short, but the theory was always long (PG, TTE2, ITE2, F) [sic].

This is also related with the practical teaching component which was found to be the
most insufficient part of their undergraduate education. In sum, as also mentioned
above, the practical teaching was deduced to be too short, too late, and too

theoretical. One participant commented:

One thing about the pre-service education is | think about the practice teaching.
It’s not enough, but | think it’s a general problem. It’s not about my
department, my undergraduate department. It’s not enough. You just go to
practice teaching in the last year. The first semester is just observation, and in
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the second semester, you have the chance to practice, but generally the practice
was fifteen or twenty minutes. So, it’s not enough. Or you have the opportunity
to practice one or two times. | mean fifteen minutes of practice doesn’t prepare
you for anything (PJ, TTE2, ITE2, F) [sic].

Another participant discussed, “In the fourth year, we started going to schools and
that was too late for me. That was the first time | met the students and I didn’t know
really what to do. “Are they my friends?” “How should | behave them?” If we did
this earlier, it could be better” (PE, TTE5, ITE3, F) [sic].

Additionally, participant J also added one thing about the mentor teachers and

teachers at university and suggested:

When we start to practice earlier, we’ll have more opportunity. Maybe not
conscious, you just think about the grade you’ll get from the professor, so |
didn’t think about okay, did I really learn it, or you don’t care about the time
management, classroom management, all you care about is the grade you’ll get
from your professor, because the credit was very high so in order to graduate,
you have to pass. Maybe the focus can be changed and we can be given more
opportunities to practice. And the mentor | think, the mentors at the schools, to
be honest, they don’t care about us. So, we didn’t get a real feedback. All the
things were “okay guys, you were really good.” but I wasn’t. And the
professors, | know they’re very busy; I’m sure they have a lot of things to do.
Their load is also very high but I mean caring about, at least the graduating
students, can be better for them | think (PJ, TTE2, ITE2, F) [sic].

4.1.3.1 Summary of the Results in Relation to Instructors’ Experiences in
Their Pre-Service Education

To summarize the results of the interviews, the participants think that, as they
graduated from the most prestigious universities in Turkey, their pre-service
education was quite adequate in terms of teaching theory and in the issue of
instructional issues in general. Nevertheless, they stated that their undergraduate
programme did not provide them with enough opportunities in terms of providing

resources for professional development and classroom management issues mostly

104



because of the content of the courses being too theoretical. They also found practice
teaching too late and too short. As for the questionnaire, the table below (Table 4.11)
shows the mean scores of part four the questionnaire related to the participants’

perceptions on their pre-service education.

PART IV: PERCEPTIONS ON THE PRE-SERVICE EDUCATION

A. Sufficiency of the Pre-Service Education 13 Statements

Example: P4A7 (Part IV, Perceptions on the Pre-Service Education, Statement 7)

Figure 4.12 Summary Chart of the Part IV on the Questionnaire

Table 4.11 Summary of the Mean-scores in Relation to Pre-service Education

(Questionnaire)

Part Statement Std.
N Mean Deviation
P4A12 In providing resources for Professional 51 2.55 1.101
development...
P4A5 In the issue of evaluating student achievement... 51 2.61 1.115
P4A7  In overcoming instructional difficulties... 51 2.67 1.071
P4A13 In gaining a teacher identity... 51 2.73 1.150
P4A9 In considering individual differences of the 51 2.76 1.106
students...
P4A6  In the issue of classroom management... 51 2.76 1.176
P4A8  In the issue of guiding the students... 51 2.76 1.142
P4A11 In using course book and materials... 51 2.78 1.026
P4A2  In preparing me for the profession as an EFL 51 2.82 1.072
instructor...
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Table 4.11 Summary of the Mean-scores in Relation to Pre-Service Education

(Questionnaire) (Continued)

Part Statement Std.

N Mean Deviation
P4A1 Inintroducing the profession... 51 2.84 1.027
P4A3  In the issue of instructional planning... 51 2.86 1.096

P4A10 In making teaching more attractive for the students... 51 2.96 1.113

P4A4  In the issue of teaching methods and techniques... 51 3.16 1.027

Lastly, total mean score of all items was found to be 2.79 that is the third lowest

mean score of all the sub-sections of the questionnaire.

4.1.4 Results in Relation to Instructors’ Experiences about the Sufficiency of
the Orientation and the Training at Their Current Workplace (Answer
to Research Question 1d)

In order to answer the research question 1d, “based on the perceptions of 51 newly-
hired EFL instructors, what are the newly-hired EFL instructors’ experiences in
terms of the orientation and the in-service training programme at their current
workplace?”, the fifth (the last) part of the questionnaire (Concerns on the
Orientation and Training) and the interviewees with ten instructors were evaluated
and analysed. There were two sub sections (Orientation and Training) and 20 items
(8+12) in total in this part of the questionnaire with a 4-Point Likert Scale ranging
from 1-4 (1= Not Sufficient at all, 2= Somewhat Sufficient, 3= Sufficient, 4= Always
Sufficient). Except for the Likert-scale items, there was one more column “NA= Not
applicable” considering that instructors started to work for the institution at different
times, and so not all of them have gone through the same process with the other

instructors at the institution. Table 4.12 depicts the percentages related to the first
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section of part five about teachers’ experiences concerning the orientation
programme that they attended when they first started to work for the institution. This
section included eight items in total and the mean score of all the items was found to
be 3.01 out of four which can be considered as a high score and the third highest
score of all the sections on the questionnaire.

Table 4.12 Results in Relation to Instructors’ Perceptions on the Sufficiency of the

Orientation Programme (Questionnaire)

PART V: CONCERNS ABOUT THE
ORIENTATION AND THE TRAINING

= @
A. Sufficiency of the Orientation Programme kS § 3 kS g.ﬂc_o r‘g
S_ 3.8 S =8 =
g5 5% £ 2% 58
ZH s DD L Z2<<
% % % % %

1. In introducing the aims and objectives 39 118 471 373 0

of the department...

2. In the issue of roles and responsibilities 59 118 471 353 0

of each coordination unit...

3. In terms of the description of workload... 118 255 314 314 0

4. In describing the school rules and 2 118 412 451 0

regulations ...

5. In presenting the programme 78 176 353 39.2 0

(curriculum/syllabus) ...

6. In exploiting the textbooks... 176 235 39.2 196 0

7. In describing the exam procedures... 2 157 431 392 0

8. In evaluating student achievement... 118 196 43.1 255 0

It can be inferred from the table above that the most sufficient part of the orientation
programme that the newly-hired EFL instructors were exposed to when they first

started working for the Foreign Languages Department was its sufficiency in
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describing the school rules and regulations as almost half of the participants 45.1%
found it always sufficient (n= 23). The second most sufficient component of the
orientation programme was found to be the programme’s sufficiency in describing
the exam procedures and the school rules and regulations with a percent of 39.2 as
always sufficient (n= 20). For the statements: in describing the school rules and
regulations, and in describing the exam procedure, only one person found them not
sufficient at all. Conversely, the most insufficient part of the orientation programme
was believed to be its sufficiency in exploiting the textbooks as 19.6% of the
participants stated that it is not sufficient at all. No participants chose not applicable
for this part.

As mentioned above, it’s been four years since the school was founded, so there have
been a lot of changes in the programme including the orientation programme since
that time. Although the orientation programme was quite shorter the first year, the
feedback taken from the newly-hired instructors was taken into account and the
changes have been implemented. Accordingly, the older and newer participants
highlighted this factor and asserted that the older orientation was short and limited;
however, the new orientation programme is detailed and adequate. As one of the

older instructors mentioned:

When | compare the current one, current orientation and the first one, the first
one was a little bit limited. | had some friends at that time; they showed us how
to conduct an exam or how to evaluate some writing papers etc. We had some
ideas, but we didn’t have a full week orientation at that time. We learned
everything on the job actually. We had some little information, but when | see
the current programme right now, it is much better. They have the office of the
school, they prepared some videos, sample videos on how to do everything,
how to evaluate papers, how to have a reading lesson, writing lesson. For
everything, we have detailed documents and some sample videos. Now, newly-
hired instructors are lucky. It is better of course, but in my time we really
learned it on the job during the semester. (PH, TTESG, ITE6, F) [sic].
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As for the new orientation programme, the interviewees discussed the good parts and

weak points of it and the themes that occurred are shown below on Figure 4.13.
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2

Figure 4.13 Results (f) in Relation to Instructors’ Perceptions on the Sufficiency of

the Orientation Programme (Interviews)

To sum up, most of the instructors stated that the orientation programme provided by
the coordinators was very detailed and sufficient before having real experience in
their own classrooms. The participants referred to the orientation as “sufficient”,
“quite enough”, “detailed”, “helpful”, and “the best part actually”. To illustrate,
Participant J shared:

The programme told us the objectives and the materials were introduced to us
very clearly. Also, we watched a video about the exam procedures. The exam
procedures can be a little challenging here. There are lots of things to keep in
mind and do it at the same time in the exam, but we also watched a video and it
was clear for us. So when | was first an invigilator in an exam, it wasn’t so
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hard for me, and it was a kind of writing session with us and she showed us an
essay and we were asked to grade so it was also | think helpful for me (PJ,
TTE2, ITE2, F) [sic].

Thus, it can be inferred that, as pointed out in the questionnaire, the orientation
programme was found to be beneficial in terms of describing the rules and exam
procedures. They asserted that they learned everything they needed and although
they were new, they did not have difficulty when they were asked to carry out their

responsibilities as invigilators or markers.

As for the weak points of the orientation, there were two themes that occurred
repeatedly: its inadequacy in providing the big picture and being exposed to too
much information at one time. They said that the coordinators introduced them each
and every detail, yet the first thing was no matter how detailed an orientation is, a
person learns better on the job and because there were so many details at one time, it
was difficult to keep everything in mind. To refer to that, one participant (Participant
F) stated, “I guess not enough because the best learning is when you do something”.

As for seeing the big picture, one participant put forward:

When | consider the orientation programme, it gives you a picture of the
institution, but still it does not provide you with the whole picture because
here, there is a different system compared to the other institutions: three
periods, and things change in the second and third period especially so during
the orientation programme, you don’t get the whole picture actually and you do
not get the idea of how much workload you’ll have during the whole year, and
as an experienced teacher, | didn’t have problems with such issues, but for the
newly-hired and novice teachers, I think it may be challenging actually because
you start your job, and immediately you are exposed to a great amount of
workload actually because when you start teaching, you are still dealing with
how to teach “x” topic and how to exploit that course book, how to manage the
class itself maybe relations with students, how to have a balance with them, so
there are many issues but you are immediately exposed to different aspects of
teaching itself, the programme itself. So, that way it becomes challenging (PD,
TTEL17, ITEL, F) [sic].
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Finally, one participant mentioned that the programme helped the instructors about
the rules and regulations, but it did not help solve the adaptation problems or how to
handle social challenges and stated, “programme was about the schedule and the
steps how can we apply them, but they didn’t help us in terms of adaptation problems
or other kinds of social problems at our institution” (PC, TTEL, ITEL, F) [sic].

Apart from the orientation programme, the instructors also attend an in-service
(CPD) programme throughout the academic year. During these in-service trainings,
the instructors are given seminars about the topics they may need to hear about such
as classroom management and how to exploit the textbooks. Generally, the seminars
were divided into two groups: novice instructors and more experienced ones and the
trainings were provided by an outside trainer. For the last two years, the trainings
have been offered by the same trainer. To find out how sufficient the instructors find
these trainings, the results of the second section of part five of the questionnaire and
the interviews were analysed. This section comprised of 12 statements and the mean
score all the items was found to be 2.31 which is the lowest one of all the other
sections of the whole questionnaire. Below are the percentages related to the
perceptions of the instructors about the adequacy of the in-service (CPD) programme

at their current workplaces:

Table 4.13 Results in Relation to Instructors’ Perceptions on the Sufficiency of the
In-Service (CPD) Programme at Their Current Workplace (Questionnaire)

PART V: CONCERNS ABOUT THE
ORIENTATION AND THE TRAINING

= @
A. Sufficiency of the In-Service (CPD) 5 ‘c; 5 S 5 2
Programme g= &8 ¢ §§ U=
238 33 & I3 22
% % % % %
1. In assisting my current induction process... 216 431 255 9.8 0
2. In developing my identity as a teacher... 235 353 333 7.8 0
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Table 4.13 Results Related to Instructors’ Perceptions on the Sufficiency of the In-

Service (CPD) Programme at Their Current Workplace (Questionnaire)

(Continued)

PART V: CONCERNS ABOUT THE
ORIENTATION AND THE TRAINING

A. Sufficiency of the In-Service (CPD) 5 % § § L5 kS

Programme e_ 32 &8 =& =
gs= EEY £ =t 5§
ZH s DD h_Lnh 2L

% % % % %

3. In introducing the facts about teaching 196 275 294 235 0

profession...

4. In helping me solve adaptation problems related 255 49 137 1138 0

to my profession as an EFL instructor...

5. In providing resources for Professional 157 275 353 216 0

development...

6. In the issue of instructional planning... 19.6 451 294 5.9 0

7. In the issue of instructional implementation... 196 431 294 7.8 0

8. In helping me make my teaching more 216 333 294 157 0

attractive for the students...

9. In the issue of guiding my students... 25,5 431 216 9.8 0

10. In the issue of evaluating student 294 255 373 7.8 0

achievement...

11. In the issue of classroom management... 216 333 333 118 0

12. In developing professional relationships 216 39.2 235 157 0

with my colleagues...

When compared to other parts of the questionnaire, the percentages are quite lower

as can be understood from the table (Table 4.13) above. According to the results of

this part of the questionnaire, the most insufficient part in terms of the in-service

training programme was considered to be its sufficiency in the issue of evaluating
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student achievement as 29.4% of the participants said it is not sufficient at all
together with its sufficiency in the issue of instructional planning as only 5.9% (n= 3)
of the participants selected always sufficient for this part. On the other hand, the
most sufficient part of the CPD programme was thought to be its sufficiency in
introducing the facts about teaching profession as 23.5% (n= 12) of the participants
stated it is always sufficient followed by providing resources for Professional
Development (21.6%). Moreover, except for one statement (in providing resources
for Professional development), for all the other statements, at least 10 instructors
(one out every five instructors) found the components of the training not sufficient at
all. That is to mean, together with the statements which has the highest and the
lowest mean scores, the participants also expressed that the in-service training did
not help them in the issues such as helping them solve adaptation problems,
developing their identity as a teacher, assisting their current induction process, or in

the issue of classroom management.

The interviews conducted with ten instructors also revealed similar results. Although
some of the instructors mentioned they benefited from the trainings, most of them
claimed that the in-service trainings lacked in a variety of ways and needed to be
developed. Figure 4.14 depicts the themes of feedback the instructors gave related to

the in-service trainings they had while they were working for the current institution:
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Figure 4.14 Results (f) in Relation to Instructors’ Perceptions on the Sufficiency of

the In-Service (CPD) Programme (Interviews)

As indicated on the figure (Figure 4.14) above, the trainings had both strong points
and weak points. As for the strengths of the trainings, mostly (n= 4) the instructors
stated that they improved themselves a lot in terms of teaching profession especially
the ones who graduated from non-ELT departments. To give an example, Participant
I expressed, “As an instructor without any ELT background, all 1 know is these
experiences, these trainings. Everything | know is them, so, | learned lots of things

thanks to these training programmes” [sic]. Another participant discussed:

Here, in my two years’ experience, | have seen that we have had a lot of
experiences related to opportunities about Professional development. | mean
that | feel | learned here a lot because we’re working with native-speaker
teachers and they are trying to teach us how to solve the problems in class.
Sometimes they can be a little bit theoretical still but | believe that they are
trying to do their best to teach us how to solve our problems in class related to
for example classroom management or how to motivate students or so. So, the
professional development opportunities are great here | guess (PG, TTEZ2,
ITE2, F) [sic].
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Hence, unlike their pre-service education which the instructors believed lacked in
providing resources for professional development, mostly, instructors asserted that
the in-service training programme at their current institution was sufficient in
providing these sources. As for the trainings’ applicability, the instructors asserted
that they found the giving feedback session the best and that they were able to apply

them in the classroom the most.

In contrast, most of the interviewees agreed that the in-service trainings were
inadequate in a variety of issues as shown on Figure 4.14. First off, the instructors
claimed the timing of the sessions were not appropriate. One participant mentioned,
“It was difficult for me to attend this programme after the class because we were
tired and it was difficult to catch the things while listening or to do something,
moving around, it was difficult attending the programme after lessons” (PC, TTEL,
ITEL, F) [sic]. Secondly, the instructors remarked that the content was too theoretical
and could not be applied in teaching. The instructors who claimed this were
generally ELT graduates who already had enough courses related to theory and

methods of teaching profession. To exemplify, one participant argued:

They are very helpful, but one is that sometimes they can be too theoretical.
“Okay guys you should do that or do that or don’t do that”. That’s the thing
that | know, I’m already aware of them, so it can be a little bit more practical
because | was an ELT-graduate and I’ve been training for four years and I’ve
been teaching for two years, so I’'m aware of some certain things (PJ, TTEZ2,
ITE2, F) [sic].

Another participant also reflected, “I would like to say that | wish | could say |
learned something | haven’t already known, but unfortunately not. It could have
been, you know, to-the-point or valid” (PF, TTEL, ITEL, F) [sic].

Participant 3 with a teaching experience of more than eleven years and institutional

experience of one year also responded to the open-ended question at the end of the

115



guestionnaire and commented, “The sessions by outsiders were a little bit abstract.

The content was not so effective in terms of its applicability” [sic].

All in all, it can be inferred that the instructors found the opportunity to keep up to
date and learn new things about their profession through in-service trainings;

however, they found some problems in terms of timing and the content.

4.1.4.1 Summary of the Results in Relation to Instructors’ Experiences about
the Sufficiency of the Orientation and the Training at Their Current

Workplace

To sum up, it can be understood from the results of the questionnaire and the
interviews that the participants were quite satisfied with the orientation programme
that they were involved in upon being accepted to work for the institution since the
mean score of this part was found to be 3.01 out of four. Conversely, the last part of
the questionnaire related to the in-service (CPD) programme had the lowest mean
score of all the parts in the questionnaire as the mean score of this part was 2.31.
Hence, it can be discussed that there is a big difference in the mean scores of the sub-
sections of this part. Table 4.14 shows the total mean score related to this part of the

guestionnaire.

PART V: CONCERNS ABOUT THE ORIENTATION
AND THE IN-SERVICE TRAINING

A. Sufficiency of the Orientation 8 Statements

B. Sufficiency of the In-Service Training 12 Statements

Example: P5B4 (Part V, Sufficiency of the In-service Training, Statement 4)

Figure 4.15 Summary Chart of the Part \VV on the Questionnaire
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Table 4.14 Summary of the Mean Scores in Relation to the Orientation and the In-

Service (CPD) Programme (Questionnaire)

Part Statement

Std.
N  Mean Deviation
P5B4 In solving adaptation problems related to my 51 2,12 ,931
profession as an EFL instructor...
P5B9 In the issue of guiding my students... 51 2,16 ,925
P5B6 In the issue of instructional planning... 51 2,22 ,832
P5B1 In assisting my current induction process... 51 2,24 ,907
P5B10 In the issue of evaluating student achievement... 51 2,24 971
P5B2 In developing my identity as a teacher... 51 2,25 ,913
P5B7 In the issue of instructional implementation... 51 2,25 ,868
P5B12 In developing professional relationships with my 51 2,33 ,993
colleagues...
P5B11 In the issue of classroom management... 51 2,35 ,955
P5B8 In making teaching more attractive for the students... 51 2,39 1,002
P5B3 In introducing the facts about teaching profession... 51 2,57 1,063
P5A6 In exploiting the textbooks... 51 2,61 1,002
P5B5 In providing resources for Professional 51 2,63 ,999
development...
P5A3 In terms of the description of workload... 51 2,82 1,014
P5A8 In evaluating student achievement... 51 2,82 ,953
P5A5 In presenting the programme ... 51 3,06 ,947
P5A2 In the issue of roles and responsibilities of each 51 3,12 ,840
coordination unit...
P5A1 In introducing the aims and objectives of the 51 3,18 ,793
department...
P5A7 In describing the exam procedures... 51 3,20 775
P5A4 In describing the school rules and regulations... 51 3,29 ,756
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When both programmes are considered, it can be observed that the most insufficient
part of these two programmes is the in-service (CPD) programme’s inability to help
instructors solve their adaptation problems related to their profession as an EFL
instructor as the mean score is found to be 2.12 out of four which is the lowest score
of all the 20 statements. Besides, it can also be inferred from the questionnaire that
the most sufficient part of all these two trainings is the orientation programme’s

sufficiency in describing school rules and regulations.

4.2 Results in Relation to Instructors’ Expectations and Suggestions (Answer

to Research Question 2)

In relation to the second research question, based on the perceptions of 10 newly-
hired EFL instructors, to what extent do EFL instructors’ experiences match their
initial expectations? And what are EFL instructors’ suggestions to guide newly-hired
EFL instructors in their initial work environments?, 10 instructors were interviewed
and the results were analysed via MAXQDA 10. The interviewees were asked about
what they had expected or what motives they had before they started to work for the
institution and whether these expectations were met and to what extent. Moreover,
the participants were asked to make suggestions related to their school experiences to

guide the newly-hired instructors in their first years.

4.2.1 4.2.1 Results in Relation to Instructors’ Expectations (Answer to
Research Question 2a)

The first part of the second research question, based on the perceptions of 10 newly-
hired EFL instructors, to what extent do EFL instructors’ experiences match their
initial expectations, was evaluated through interviews with 10 instructors in the
institution. Through these interviews, in-depth perceptions of the instructors related

to their expectations and first experiences, and their insights about to what extent
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their expectations were met were gathered. In terms of the background of the
instructors being interviewed, some of them straight started working for the
institution and have been working there for one to four years and some others had
different experiences at different institutions and then decided to work for the current

institution for some reasons.

The instructors who were newly-graduates were looking forward to applying the
theories they learned at school, or heard about the institution from their peers and
were informed about what they would encounter. The others, however, who had a
few years of experience decided to work at tertiary level and came to terms with the
workload they could have. The figure (Figure 4.16) below shows with what
expectations or motives the instructors decided to work for the institution:

For refreshment For self-
5% development
10%

Lack of choices
20%

To live in Ankara
15%

To work at
tertiary level
20%

To earn a better
salary
15%

To work in a

happy
atmosphere
15%

Figure 4.16 Results (%) in Relation to the Expectations/ Motives of the Instructors

(Interviews)
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As is also illustrated on Figure 4.16, the most frequent reasons why the instructors
wanted to work for the current institution were lack of choices (n= 4) and to work at
tertiary level (n= 4). These instructors stated that after they graduated, they looked
for job opportunities and this was one of the options. Moreover, some expressed that
they worked for different types of schools such as kindergarten or primary school
and after some time, they realised they wanted to work at a university. As for lack of
choices, one interviewee said, “l didn’t have many choices because | was an
inexperienced instructor; | was just a new graduate so | was just accepted as an
inexperienced instructor at this university” (PJ, TTE2, ITE2, F). Participant B also
shared “Actually, I didn’t have many choices but I just had a few choices and this
university is one of them”. Another participant also expressed similar views and
added:

I mean the real thing is | was an inexperienced teacher, | was a newly-
graduated teacher, and | was checking the announcements, so it was one of the
best options for me at that time because there were not enough universities who
wanted to hire newly-graduated teachers. So, then | decided to work here. It
was just coincidental | guess because | didn’t plan to work here beforehand
(PG, TTE2, ITE2, F) [sic].

Hence, mostly because there were not many universities hiring newly-graduates, this
institution was a good opportunity for them to have a start, so it can be inferred that
some of the participants (n= 4) did not intentionally chose to work for the current
school, but they did so because they did not have enough choices. However, it was
not only because they did not have any other options; they also wanted to work at

tertiary level. One instructor explained:

| have to say that all the time | wanna work with university students because
they are awesome, you know, you teach them something, okay, that’s what we
have to do. We learn, we teach etc. but besides teaching, we also share lots of
things, lots of experiences, you know sometimes we talk about movies,
sometimes we talk about you know songs etc. music, so it is such a, you know,
awesome feeling for me because | feel here with university students that I’'m
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alive and all the time I improve myself, | develop my skills etc. And also you
know | feel happy. Okay, I’ve been doing my job here right but also I feel
happy in my life, you know when I’'m with university level students. So, I
wanted to work with university level students (PI, TTE5, ITE3, F) [sic].

Another interviewee who had a different experience before shared, “My first
experience far more different from this one because | was teaching young learners
like 8-year-olds, 10-year-olds and last year | was like “Aha, that’s what | worked
for” because the students here, they know what they want” (PE, TTE5, ITES3, F)
[sic]. Finally, PF who is one of the newly-graduates said:

Actually, | have in my dream to become a teacher at a university. The prep
school and like 18/19-year old students. I like this atmosphere. |1 want to be
with the young people actually. I like it and | wanted to... Actually, 1 was
hoping that it was going to be fun and that | was thinking that | would like it. It
proved right actually” (PF, TTE1, ITEL, F) [sic].

The second most frequent category of instructors’ expectations or motives were to
earn a better salary (n=3), to work in a happy atmosphere (n=3), and to live in
Ankara (n=3). As for salary-wise expectations, the instructors expressed that the
conditions they had at their previous workplaces were so bad that they had very low
standards of living, and they applied for this institution to improve their conditions.
Participant | claimed, “My salary was so low, so | just wanted to have a better life. |
couldn’t even go on a holiday. | just wanted to change my place because without
having good life standards, high life standards, you cannot be better person, you

cannot be a better teacher without some life experiences” [sic].

Additionally, instructors mentioned that most of the people who were currently
working for the school were their classmates and they heard good things about the
school. They said they were expecting good relations with students and colleagues,
so after hearing that the school atmosphere was good, they decided to apply. The

participants reported, “I heard good things about this university and | decided to
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work in this institution” (Participant B), “wanted to be happy here with my

colleagues and that’s very important for me” (Participant A).

As for living in Ankara, some of the participants had parents living in Ankara, some
others were planning to get married or pursue their Masters or PhD. That’s why they
were looking for a university in Ankara. Participant J mentioned, “I was also happy
to be in Ankara because | was also planning to do my master’s in Ankara, so it was

the perfect choice for me” [sic].

What is more, two participants also said that they wanted to learn new things and
develop themselves professionally and that’s why they came here. Participant |
stated, “I wanted to improve myself because | have a different background, different
background from ELT, so | just wanted to learn something new and | wanted to
develop my abilities as a teacher. | just wanted to be in a place where | can learn

something new all the time” [sic].

One of the instructors also shared the reason why s/he came is just to have a change.
S/he urged, “l decided to move on to a different institution for the sake of
refreshment actually. | did not have great expectations when | decided to move on at
a different institution and actually to be honest, | was not planning to be teaching
specifically at this institution but the timing and the conditions lead me to this
institution” (PD, TTE17, ITEL, F) [sic].

Thus, it can be concluded that all the instructors chose to work for the current
institution with some motives or expectations in mind whether economical,
institutional, or locational and had some positive or negative experiences either at the

beginning or all through the period.
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Although the first research question also explains the instructors’ experiences at their
current workplaces, it provides information related to the instructors’ experiences
throughout the academic year. Nonetheless, the first part of the second research
question (Research question 2a) illuminates what EFL instructors experienced just
upon being accepted to work for the institution and to what extent these experiences,

whether positive or negative, match their expectations beforehand.

Considering that whether novice or experienced, all the instructors went through an
adaptation period at the beginning, the first challenges of the instructors stated
through interviewees were divided into three parts such as how they felt at the
beginning, what challenges and positive experiences they had at first, and how they
managed to survive the initial period. As for their feelings when they first started at
the institution, they stated they had the following feelings shown on Figure 4.17

below:

1
loaded with work 1 I
|
insecure 1 I
|
insufficient 3 l
happy 3 l
worried 4 '

Figure 4.17 Results (f) in Relation to the Instructors’ First Feelings in the Institution

(Research Question 2a)
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As shown on the figure (Figure 4.17), the instructors reported that they felt worried,
happy, insufficient, insecure, and loaded with work from time to time and the highest
coded item was coded to be feeling worried (n= 4). Some of the instructors
emphasized that they mostly felt worried because they were newly-graduates and had
no teaching experience at all, so they could not suppose what they would encounter
in the class. Additionally, the teachers mentioned they felt worried because they had
the fear of doing something wrong, missing an important thing, or not being able to

handle the problems as a result of heavy workload. One of the instructors stated:

I didn’t have enough time to do all the things. At the same time you meet lots
of students; you learn their names and lots of teachers; you learn their names.
And then you have to look at the x class. Where is it? And another one, where
is it? And you have to find it. For the first time, it was such a rush for me
because during the break time, maybe | was nervous and | had to be in rush. |
shouldn’t be late because it’s sharp, 10 minutes, sharp. It was also a bit nervous
for me because sometimes you have to go another way and you have to go to
your office to get something and you have to at the same time give the folder to
the main course teacher. (PF, TTEL, ITEL, F) [sic].

In addition to feeling worried, the instructors claimed they felt insufficient because of
having a different experience beforehand, or because of their ages’ being close to
their students. One participant asserted, “The first days and weeks were really
challenging and it was a problem of adaptation, learning the programme, the
curriculum, exam procedures... everything was a chaos because | didn’t have any
ideas. My experience was only limited to teaching general English to some voluntary
students” (PH, TTES6, ITES6, F) [sic]. Another participant revealed, “I was feeling like
a student because | was younger than the other teachers in the school, and also my
age was closer to my students, so that’s why | felt that | was one of them, but it
shouldn’t be the case. | mean | had to be their teacher. | really felt that I was
inexperienced and | need to learn a lot” (PG, TTE2, ITEZ2, F) [sic].

However, some instructors (n= 3) mentioned they really liked the school, the

students, and the atmosphere in the school and were happy to be a part of it.
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Participants C, F, and J mentioned, “I was happy to work here”, “I felt kind of quite
like that atmosphere”, “I was happy and excited to be here”. Additionally, two
instructors reported that they felt insecure and loaded with work sometimes due to
the fact that their previous job was a lot easier and there was too much work to do in

this current institution.

In terms of the first challenges that the newly-hired instructors encountered, the
following figure (Figure 4.18) summarizes the frequently coded items reported

during the interviews with the instructors:

learning to be flexible
being with too many novice instructors
adapting to a new environment

applying theory into practice

not having an experienced teacher

around

keeping up with the program 3 '
|

getting to know people 3 l
|

getting to know people 3 '
I

fullfilling responsibilities 4 l
I
classroom management challenges 6 '

Figure 4.18 Results (f) in Relation to the Instructors’ First Challenges in the

Institution (Research Question 2a)
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As the figure (Figure 4.18) suggests, newly-hired EFL instructors had the most
challenges in classroom management. One instructor stated that classroom

management was especially difficult during the first year and mentioned:

In the first year, I tried to deal with this classroom management problem, but |
think it didn’t work enough, but, in the second year, I’m just trying to improve
myself about this point because this is so important. So yes | will teach
everything the students should learn, but when it comes to classroom
management | just can’t get angry to students. When okay, when | had a
problem, 1 just at first, | just get angry and then | started to smile and the
students do this problem again and again because they know this classroom
management is not effective for me | think for a teacher. (PB, TTEL, ITEL, F)
[sic].

Two other instructors emphasized their being young and inexperienced and shared,
“One of the biggest challenges was classroom management for me because | was like
one of my students because of my age, so | had to establish a kind of authority in
class. It was a little bit challenging” (PG, TTE2, ITE2, F) [sic]. Additionally, two
participants referred to students’ motivational problems and discussed the difficulties
they had to manage the class to attract the students’ attention and added, “They just
wanted to talk about “okay teacher, let’s talk about this topic”. | mean the outside
topic, so the problem about the prep students was their not so motivated” (PB, TTEL,
ITEL, F) [sic]. Similarly, the other teacher commented, “If the students don’t want to
do the lesson, what can | do sometimes | asked, maybe playing a games, but I should
do that lesson because there is a programme, sometimes that’s challenging. Students
don’t want but I should do that” (PA, TTE2, ITEL, M) [sic].

Other participants also pointed out to the classroom management issue and referred
to students’ behaviour problems, or time-management issues. They reflected that:

There were five students who made lots of noise, who didn’t listen to any
lessons, who didn’t obey any rules, so it was bit of an issue of a classroom
management. | sometimes lost my temper. | had left the classroom not to show

126



my feelings to them. | calmed down and came back to the classroom. I will
never forget that classroom but after that | learned lots of things about the
classroom management because it hadn’t happened to me before until that
time. (PH, TTESG, ITESG, F) [sic].

During the class, there are lots of things to do, and sometimes you can give
more time to an activity more than needed | mean, or sometimes you just fail to
finish the topic and | just realized that it’s the break time, so I just had to stop it
and continue after the break. All these things are a little bit challenging. You
need to practice a lot. That was the first thing and being flexible I think. You
know, you just prepare an activity and you expect that your students will love
it. But sometimes they don’t. So you just need to accept that okay they don’t
like it. You just sometimes bring something new. Maybe sometimes, at this
very moment, you don’t have a specific thing in your mind but you need to
adapt it because the class is going well and you need to do something. It was a
little bit hard at the beginning because you just prepare something and you
expect them to do it but they don’t want to do it. (PJ, TTE2, ITE2, F) [sic].

Apart from classroom management challenges that included putting theory into
practice, managing students during the class, motivating the students, keeping up
with the programme, using time appropriately etc., the teachers reported that the
second most challenging thing for them at the beginning was fulfilling
responsibilities outside the class which can also be classified as non-instructional
issues. They said there were a lot of rules to keep in mind and there was heavy
workload, so sometimes they were afraid of missing something. One participant
reflected, “When | was working in a different school with the young learners, | was
more relaxed let’s say. There weren’t many rules. So when | first came here, this was
my biggest challenge let’s say. So many rules, maybe some them | may forget” (PE,
TTES, ITE3, F) [sic]. Participant C also mentioned, “The workload was heavy for me
at the beginning of the my teaching month, for example, | had two writing classes, so
it was difficult for me to overcome to handle all these stuffs because checking drafts
was tiring for me” (PC, TTEL, ITEL, F) [sic]. Besides, three instructors mentioned
they had difficulties with keeping up with the programme and getting to know
people.
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As for the programme, one instructor mentioned the programme was “tight” and it
was difficult to do things on time. Two other instructors also supported this idea and
added:

Actually I had a lot of challenges about the programme because | was teaching
four classes and suddenly it started four classes and four different classes.
Writing started and all the time giving feedback and the other three classes also
where | stopped in one class and then continue with another class. Then | have
to give the folders to the ... | sometimes forget who was the main course
teacher of that class. | was totally... it was so challenging for me. | was like... |
didn’t know what | was doing actually. I was doing everything but not
consciously actually (PF, TTEL, ITE1, F) [sic].

The same participant also mentioned another challenge in terms of relationships and
stated, “l don’t find any challenge any more, but maybe personal relationships.
Sometimes you don’t know what’s going on. Here, the thing that would bother me
the most maybe insincere things like gossips because it’s my personality. | don’t
know, I don’t like such things. Even if it’s not about me, | wouldn’t like them” [sic].
Moreover, it was also added that the first times were challenging due to lack of
experienced teachers in the same office as “there are so many little details that you

need to know” (PF) but you are “alone trying to survive” (PF).

Others shared that they had encountered challenges in terms of applying theory into
practice, adapting to a new environment, being with too many novice instructors, and
learning to be flexible. Below are some of the excerpts from the interviews with ten

instructors:

Sometimes | had a kind of challenge in adapting what | know in theory in
practice because | know a lot in terms of methods, and techniques and theories
but when it comes to transfer them into real classroom environment, it was
challenging. For example, | knew how to teach present perfect tense in theory
but when it comes to practice because you can see the students. They can look
at you in confused minds so when you look at their eyes, you can see they are
confused, so you need to tell everything from the beginning by using a
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different wording may be different techniques. It was a little bit challenging
(PG, TTE2, ITE2, F) [sic].

Being flexible was the most challenging thing for me. You know, you just
prepare an activity and you expect that your students will love it, but
sometimes they don’t, so you just need to accept that okay they don’t like it.
You just sometimes bring something new. Maybe sometimes, at this very
moment, you don’t have a specific thing in your mind, but you need to adapt it
because the class is going well and you need to do something. It was a little bit
hard at the beginning because you just prepare something and you expect them
to do it but they don’t want to do it. So, you have to do something. Being
flexible... (PJ, TTE2, ITE2, F) [sic].

Although the instructors reported that they had some challenges at the very
beginning, they also acknowledged that they had positive experiences as well. Below
is the figure (Figure 4.19) that explains the type of positive experiences at the very

beginning:

positive attitude of experienced 1
instructors

being with many other novice 3
instructors

Figure 4.19 Results (f) in Relation to the Instructors’ Positive Experiences in the

Institution (Research Question 2a)
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As shown on Figure 4.19, the instructors benefited from the experiences of the
instructors starting to work there before. One instructor mentioned, “from the
beginning, they helped me. I’m very grateful to them. If I don’t know something for
example about writing, advices like that, | asked to them and they helped me. It’s
very good for me. It was easier to get accustomed to here” (PA, TTE2, ITEL, M)
[sic]. Three others pointed out being with too many other novice teachers and

declared:

The bright side was that we had the opportunity to share lots of things.
Whenever we had a tiny fear, question whatever, we asked it you know. We
shared our experiences and opened our minds to one another you know, so that
was good of course. | don’t know but maybe it was because we were in a large
group, so whenever we had something confusing, something that makes us
worried, anxious etc. we always had the opportunity to ask our questions to
soothe our minds, so it was such a good and comforting feeling, yeah. We felt
so comfortable. So because of that, it was easier for us to solve our problems.
We didn’t feel very anxious “Oh my God! What am | gonna do?”, for example,
“Aylin, how do you do that, I didn’t understand. What is expected from me?”
like this. We shared our opinions and we solved our problem (PI, TTE5, ITES,
F) [sic].

Additionally, whether they had negative or positive experiences at first, they all
stated that they overcame everything and survived the first year. They discussed that
they feel better and more self-confident now and are very happy to share their
experiences with the future newcomers. In relation to the ways they handled the
difficulties, they put forward the following ideas on figure 4.20:
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with the help of the coordination unit s
by asking others for help 3 S
through more practice 6 | 4

Figure 4.20 Results (f) in Relation to the Ways the Instructors Overcame Challenges

(Research Question 2a)

As illuminated on Figure 4.20 above, it was emphasized that the participants
survived the first difficulties through more practice, in other words, by themselves.
To illustrate, PE indicated, “Myself. By making mistakes first of all because as | said
before, you learn the best by doing, so maybe |I made mistakes first and then |
learned it and then I didn’t do it again” [sic]. PG also commented “In a way trial and

error, but still you try it first”. Lastly, one instructor uttered:

I learned lots of things about classroom management but you never practice
until you encounter them. That’s | think how | overcame this classroom
management thing, by myself. | solved the students’ feelings, their reactions,
their behaviour and then | came up with different ideas, so it is important to be
calm and not saying anything to that student (laughs) (PH, TTE6, ITE6, F)
[sic].
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Others indicated that through this difficult period when they tried to adapt and deal
with so many things at the same time, they asked for help from the other instructors
and shared their opinions and feelings with them. It was stated that it was good to
have more experienced teachers around and ask them questions instead of referring
to the coordinators all the time. Nevertheless, one group of participants (n= 2), said
that they felt safer when they directed their questions to their coordinators and added
that the coordination unit helped them a lot in solving their problems. The

interviewees communicated, “they were like “we can solve this” ”, and reported that
especially the meetings were of great help in making the transition smoother. All in
all, whether they had some experience or not, the instructors reported that they had
both positive experiences and difficulties at first; nonetheless, they managed to

survive the first year.

In terms of meeting the expectations, all of the instructors mentioned their
expectations have been met and even more. It was asserted that although they had
some difficulties at the beginning, they saw that they had great experiences. One
participant discussed, “I just wanted to be in a place where | can learn something
new all the time. Thank God this expectation has been met” (PI, TTE5, ITE3, F)
[sic]. Another participant shared, “I expected that | would have some difficulties but
it wasn’t that difficult because in the beginning they teach us how to have the
lessons, how to evaluate it. That’s why my expectations weren’t very necessary”
(PH, TTES, ITES6, F) [sic]. Lastly, participant H noticed, “More than that actually. |
wouldn’t imagine that | would love it that much” (TTES6, ITES6, F) [sic].

All in all, it can be concluded that the instructors whether newly-graduates or having
some experience in the field, decided to work for the current workplace for some
reasons and with a variety of expectations. However, whatever the reason is all the
expectations have been met and the instructors expressed they feel happy and

satisfied working there.
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4.2.2 Results in Relation to the Instructors’ Suggestions (Answer to Research
Question 2b)

In order to answer the question, based on the perceptions of 10 newly-hired EFL
instructors, what are EFL instructors’ suggestions to guide newly-hired EFL
instructors in their initial work environments, interviews with 10 instructors were
carried out and the recordings were transcribed. The transcriptions were then coded
through MAXQDA 10. Recurring themes in terms of the participants’ suggestions in
guiding the newly-hired instructors were put into five main categories named as
suggestions for pre-service education, suggestions for the orientation programme,
suggestions for the in-service (CPD) training programme, suggestions for the newly-
hired EFL instructors, and general suggestions for the Foreign Languages

Department.

To start with, the participants reflected their ideas on pre-service education and
deriving from their own experiences, they uttered some suggestions for the
improvement of pre-service education. The following figure (Figure 4.21) shows
what themes were reflected by the participants.
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®# Visiting more schools for school practice
® Starting practice teaching earlier
M Having better mentors/teachers

# Focusing more on practice

Figure 4.21 Results (%) in Relation to the Instructors’ Suggestions on Pre-Service

Education (Interviews)

As illustrated on Figure 4.21, the two most common themes were found to be visiting
more schools for school practice and starting practice earlier (n= 3). Following these,
having better teachers/mentors, and focusing more on practice (n= 2) were
emphasized during the interviews. The excerpts related to the interviewees’
suggestions were provided in part 4.1.3 (The Results of the Instructors’ Experiences
Related to their Pre-Service Education) together with their perceptions on the
programme in general. Overall, it can be mentioned that the instructors assume the
practice teaching part of their undergraduate programme starts too late (in their
fourth year) and lasts short. Furthermore, they say that some of the mentors do not

spare adequate time for them much and do not give proper feedback. They also state
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that the theoretical component of the undergraduate programme is sufficient;
however, adequate chance to practice teaching is not provided. Thus, they demand a
programme with more real class experience with more caring and attentive mentors

and longer school experience.

As for the suggestions for the orientation programme, below are the percentages of
what suggestions the instructors put forward for the newly-hired EFL teachers to
have less orientation challenges:

® having real experience before the school starts
® having a mentor teacher for every newly-hired ins.

u diving the orientation into more days

@ focusing more on classroom management

Figure 4.22 Results (%) in Relation to Instructors’ Suggestions on the Orientation

Programme (Interviews)
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It can be inferred that what is required most by the instructors is having real
experience before the school starts (n= 3). They say that they need to hear about
rules and regulations by the coordinators, but this is not enough. The only way for
the learning to be permanent and more effective is to get into real classes whether

with more experienced instructors or some students. As one participant uttered:

| think we can just take the teachers; | mean new teachers to the classrooms
with the old teachers and this can be a solution for this problem because in the
orientation programme we are only listening to some teachers or the
coordinators and we are just learning some things about this school, but we are
not going to real classrooms in this school. We just start to teach language in a
classroom. But in orientation, I mean doing orientation, the first part, yes they
should tell or talk about instructions about the skills, about the school, but there
should be a second part and this part should include the new teachers and the
old teachers and they should be in the same classroom and the new teachers
should see how the classroom issues are working, what these old teachers are
doing in the classroom while teaching language. These can be a solution (PB,
TTEL, ITEL, F) [sic].

As for the second suggestion, two instructors claimed that it could be better if every
newly-hired instructor were assigned one mentor teacher (maybe a more experienced
teacher inside the institution) to ease the orientation period. One interviewee

mentioned:

I think it would be a good idea to have a mentor teacher for the newly-hired
ones because the coordinators cannot deal with all the teachers coming because
they have so many questions and they cannot solve all the questions. So for me,
as an experienced teacher, you may have like five newly-hired teachers and if
they have any questions, they should come to you first before they go to the
coordinators. Maybe this can solve the problems (PE, TTES, ITE3, F) [sic].

Another teacher also asserted, “This solution should include a mentor teacher. | mean
in the orientation programme, there should be a first part about the instructions; in
the second part, we should have a mentor teacher, so this can solve all the problems
about the orientation” (PB, TTEL, ITEL, F) [sic].
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As for another suggestion, the interviewees deduced that the orientation programme
is rather long and it is difficult for them to keep all the information in mind at once.
Therefore, they suggested that it could be a better idea to divide the orientation into
more days as participant C stated, “it would be better to divide the programme into
three days I guess. It would be better” [sic].

Lastly, especially the newly-graduated teachers said the biggest challenge for them at
the beginning is classroom management. Hence, as the same participant asserted “It
was about the schedule and the steps how can we apply them, but they didn’t help us
in terms of adaptation problems or other kinds of social problems at our institution,
so they can be more helpful in terms of classroom management for some of the
teachers” (PC, TTEL, ITEL, F) [sic].

Another area that the instructors focused on was the in-service (CPD) training at their
institution. As that was found to be the most insufficient part of the questionnaire, the
instructors came up with a variety of suggestions which can be inferred from the

following figure (Figure 4.23):
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# changing the topics

® including more practical activities

 changing the place and time

® adjusting it in accordance with school curriculum
# changing the mentor

 having a mentor inside

M implementing a needs analysis beforehand

¥ having peer teaching opportunities

i handing out a written document

,

Figure 4.23 Results (%) in Relation to Instructors’ Suggestions on the In-Service
(CPD) Programme (Interviews)

To begin with, the instructors stated that the content of the programme needs to be
changed. They said that some of the areas need more focus such as classroom
management which is a big challenge especially for the newly-hired teachers of EFL.
One experienced instructor uttered, “I think the content should be chosen the way
that it will be the utmost use to those teachers because everybody is putting efforts.
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Sometimes we have a lot to do here, but we still got to attend this session so it needs
to actually to the point so that we can make use of that” (PD, TTEL7, ITEL, F) [sic].
Apart from that, one participant suggested adding more important topics and another
one suggested adding some more practical topics like how to integrate games or such
things to make teaching more fun. In terms of this, one participant commented:

There may be some observations, but also there may be some sessions because
you know teaching develops after teaching more and more. That’s pretty clear,
so novice teachers may be trained in terms of how to give effective feedback or
classroom management, how to deal with classroom issues maybe. And they
can also be encouraged during these sessions to be open to the administration
itself, the coordinators, not to be afraid, not be scared of anything. To share
their experiences with them so that there may not be any problems which may
not be solved after the time has passed. Maybe teaching how to exploit the
course book may be a part of it, but considering the system itself, there may be
some specific sessions especially which may be useful for those teachers. Also,
how to prepare materials (PD, TTE17, ITEL, F) [sic].

Some others urged having more practical ideas that they can apply in their classes.
One person referred to the issue by saying “I should get the idea in my classroom

next day. More creative activities” (PH, TTE6, ITE6, F). Another participant said:

| don’t wanna see some information on the slide for example; | wanna have
more hands on activities. | wanna feel like students “Oh my God, what am |
gonna do right now?” like this or “hmm.. I have to do this like that” or | wanna
do some pair work or group work all the time. You know these are better for
us. Hands-on activities, practical ideas give us better reflection about what we
do in our classrooms here and what must be done to improve it like this, so
more practical ideas (Pl, TTE5, ITE3, F) [sic].

Other issue about the in-service training programme was the place and the time of
the training. The trainings were delivered after the classes finished, so the instructors
said they felt too tired to focus on the sessions. One interviewee discussed, “The hour
of the trainings can be changed because you know we teach for six hours and when |

come here and sit, to be honest, I just can’t concentrate all the time, so | don’t know

139



maybe we can do something about the time. Also, we can take our teas, sit outside
and watch each other. It can be helpful” (PJ, TTE2, ITE2, F) [sic]. Participant A also
shared “We enter a class, about two hours, we wait there or watch something or do
something. Maybe in outdoors, maybe we can do something by listening like that. It

can be boring about two hours staying in a class” [sic].

One of the other important areas of teachers’ suggestions was to adjust the in-service
training to the curriculum that was currently being carried out. They said the topics
that will be dealt with in the classroom may be discussed and some games, examples,
or activities can be suggested. They also added that a new mentor is required to be

assigned or a mentoring system should be applied. One participant said:

| think mentoring is also important. You know, | was accepted as an
inexperienced teacher and | expected that when | was teaching, someone will
come and watch me and then they will give me feedback. This thing didn’t
happen, so maybe for this institution, we can also watch each other. There is no
problem about that. I can come to your class and watch you and give you some
feedback because you a different perspective sometimes can be very helpful.
You can think that you are teaching perfectly but there may be a point you miss
(PJ, TTE2, ITE2, F) [sic].

In that respect, two interviewees believed that rather than an outside trainer, a mentor
who can also be a more experienced instructor may be assigned as a mentor who
already knows the system well. To illustrate, one participant mentioned, “Rather than
having some people as trainers here, knowing the system best inside, there may be
some sessions which will provide or which may lead the teachers all of them to the
effective execution of the programme itself” (PD, TTELl7, ITE1l, F). Another
participant suggested, “If we have someone like that, someone working here already
knowing the programme and everything, | think it would be helpful for us. We can
have some creative activities that we can apply for specific lessons in our school and
if the mentor knows the programme, knows the course books, and the activities, that
would be helpful of course” (PH, TTES6, ITE6, F). The same participant (Participant
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D) also added that apart from having a mentor inside the institution, a needs analysis

can be conducted to reveal what newly-hired teachers need. She claimed:

Some sessions maybe organized according to their needs. A questionnaire
maybe given to those teachers and they may ask about priorities in terms of
their professional development. It may be about ELT issues about how to teach
reading, how to teach listening etc. or anything or about classroom
management or about material development. Maybe a needs analysis would be
good for this to give them a chance in terms of their demands or to ask them
about their opinions after seeing the system itself. That would be good I think.

Apart from these suggestions, one participant also demanded having team teaching

opportunities in the institution. She stated:

I would like to prepare something, something new for us, and present it and get
some feedback and | would like to watch some other colleagues and get more
ideas. | think that can be better because we know the programme, we are aware
of the advantages and disadvantages of the school, so | think we can help each
other more. That’s my personal view about the trainings (PJ, TTE2, ITE2, F)
[sic].

The last suggestion related to in-service trainings was having a written document
through the sessions. They said that they listen to the trainer during the sessions, but
they do not have any printed documents, so they sometimes forget what they did or
have difficulty remembering the ideas or activities. Thus, they say they would benefit
more if they had a brochure or a booklet. To give an example, participant H

mentioned:

After the programme, we don’t have any material that we learned during the
programme like a brochure or a small booklet. If we have them printed or on a
software version of it, we could see them whole and we can go back to them,
and you know see what we learned, what can we do in a different class,
different lesson. It would be better; it would be good for us (PH, TTES6, ITES,
F) [sic].
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The interviewees were also asked to make some suggestions for the newly-hired EFL
instructors in guiding them in their initial years to ease their tension and to help them
overcome their first challenges more easily. The participants came up with seven
suggestions for the newly-hired instructors which are depicted below:

® be confident

® ask for help

u be relaxed

® be patient

® be ready for unexpected situations in class
 be with experienced teachers

i be open-minded

u be friendly with other instructors

1 avoid being too friendly with the students

|\ oo

6%

|

Figure 4.24 Results (%) in Relation to Instructors” Suggestions for the Newly-Hired
EFL instructors (Interviews)
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Three out of ten instructors revealed that after working at least for one academic year
in the institution, the most beneficial suggestion for them is to be confident, relaxed
and ask for help whenever needed. As for the issue of confidence, because for some
instructors, the first year in the institution is their first year in the profession, they
may feel stressed and think they cannot deal with the things around them. However,
during the interviews, it was asserted that being self-confident is the most important

thing. One participant mentioned:

I think they should trust themselves because when | started to teach in the
department here, to teach academic writing in the department, | just thought
like “how will I deal with it?” academic writing is a difficult thing and | would
be teaching to departmental students and the attitude of the students was very
difficult at the same time. So, at first | couldn’t trust myself, but in the middle
of the term, | just realized that I should trust myself because when the teacher
trusts himself or herself then they can solve any problems about the attitude of
the students at first | think and then the courses I think, any course (PB, TTEL,
ITEL, F) [sic].

Participant C also commented, “they should trust on themselves and they all the time
should say “I can do it, | can do it” (TTEL, ITEL, F) because they believe they feel
safer at the end of the first year. However, one participant added that it is not good
either to be too confident too and explained, “They shouldn’t be so confident either,
too confident because it’s like being ignorant. You don’t want to learn anything new”
(PH, TTES6, ITE6, F) [sic]. Thus, they mentioned one should not hesitate to ask
questions and reflected, “They should ask help anytime, they shouldn’t hesitate about
that because it’s very important” (PA, TTE2, ITEL, M) [sic]. One participant also

pointed out:

They shouldn’t feel afraid to ask because you learn the best when you ask, so
that’s why they should be free before they do something because it’s not a
good idea to “okay, let’s do it like this, nobody would understand” kind of. If
you do that, they understand at some point so that’s why the best thing is to ask
to get everything clear and then do what you’re doing. They’ll learn, of course,
| learned, you learned, so they learn eventually (PE, TTE5, ITE3, F) [sic].
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The issue of being confident is also related to being relaxed during this adaptation
period. One participant asserted, “the thing they should know is that they will adapt
anyhow, so they shouldn’t panic and there are some rules we have to obey and if they
obey them, they won’t have any problems” (PH, TTESG, ITE6, F) [sic] and Participant
A added, “they should be relaxed. At the beginning yes, it’s very difficult, like in
anything, but after some time, they can accustom the system” (TTE2, ITE1, M) [sic].
Thus, though it takes time, the interviewees say even after one year, they see some

changes and develop themselves professionally.

Another suggestion for the newly-hired EFL instructors was to be ready for
unexpected situations in and outside the class. They said that not everything goes
smoothly all the time, so they should not panic and get excited, but be ready for
“unpleasant situations” or challenges such as student objections and know how to
handle them or make quick and correct decisions according to different situations.

Moreover, it was suggested it was better when new teachers were placed with more
experienced instructors or stay close to them as much as possible. One participant
expressed:

They should be with experienced instructors all the time because yes they
sometimes feel insecure and whenever they make a mistake, they cannot go to
the coordinators because they feel that if they go there, something bad will
happen there. We experienced the same fears, that’s normal actually, so if they
are surrounded by some experienced instructors, as they’re friends too at the
same time, they feel more comfortable to ask their questions, to correct their
mistakes etc., so | think all the time, whenever we hire a new instructor, he/she
must be placed in a room including some experienced instructors (PI, TTES5,
ITES3, F) [sic].

Hence, the participants agree instead of asking every question to the coordinators, it
is much better with “friendly teachers” to whom they can ask their questions more

comfortably. Participant F put forward, “Friendly atmosphere with the newcomers. |
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think it would make them feel better because they would feel united. Otherwise, they
would become like a trying to survive by themselves, so it would be really difficult
for them” (TTEL, ITEL, F) [sic].

Lastly, some participants, especially more experienced ones, mentioned that newly-
graduated instructors may sometimes be like friends with the students and that can

create some problems. One of the participants referred to that issue by saying:

I think they should know the difference between being a friend and being a
friendly teacher, so this is one of the key points that they need to notice I guess
because if you are their friend, they never take what you say seriously. You
need to know to be a friendly teacher because I’m really glad because one of
my students said “Teacher, you are always smiling, but you always make us do
what you want to do”, so this is one of the best compliments | have got so far
because I felt that I have an authority in class but it was not the real case in the
beginning. I learned it later, so maybe they should know the difference. They
need to have an authority in class. They should never forget it. Otherwise,
students can feel really... they can be really lazy if you don’t want them to do
anything. So, they shouldn’t let them do so. (PG, TTE2, ITE2, F) [sic].

All in all, the participants shared there was a friendly atmosphere in class and the
newly-hired instructors should take it as an advantage and ask their questions openly
without any hesitation. They should also believe in their abilities, trust themselves
and get ready for unexpected situations. Although there may occur some problems,

they should not give up, but be patient as they reflected.
Last but not least, the interviewees made general suggestions for the institution itself

to develop the current curriculum or have a better working atmosphere. In total, they

came up with ten suggestions which are summarized on Figure 4.25:
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@ rearranging the curriculum

® dividing the coordination into smaller units

u creating situations for socialization among ins.

® providing students with more materials

@ assigning a mentor for each newly-hired ins.

i developing the relationships with the coordinators
i ensuring equal opportunities among instructors
 having more flexible rules

u having the chance to evaluate the partners

u substituting the skill one teaches only

Figure 4.25 Results (%) in Relation to Instructors’ General Suggestions for the

Institution (Interviews)

As shown on the figure (Figure 4.25) above, teachers put forward a variety of ideas
to help improve the Department of Foreign Languages. The first and most frequent

suggestion was rearranging the curriculum (n= 5). One thing that was discussed
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about the curriculum was its being overloaded, so the difficulty in keeping up with
the weekly schedule was mentioned. It was uttered, “Sometimes | feel like the
weekly schedule is too overloaded for the students, so | feel like we’re running like
horses, but I don’t think that the real teaching is how it should be. But that’s what we
should do | guess because in one year, we have to prepare the students for the exam.
I don’t know how to do, really” (PE, TTES, ITE3, F) [sic]. Another instructor also
mentioned, “Sometimes | find it difficult to find a game or a different activity and the
programme is not flexible. The students get bored and I’m aware of it but | have to
finish this page. So, this page thing is a little bit problematic” (PJ, TTE2, ITE2, F)
[sic]. The others focused more on the focus of the lessons. To illustrate, one person
pointed out, “I don’t know how we should fix this but at least in Listening and
Speaking lesson, I think we should focus on more on Speaking” (PH, TTESG, ITE6, F)

[sic].

The second suggestion was related to the Curriculum and Testing unit. For each
level, one coordinator is assigned for carrying out all the responsibilities from
curriculum, testing, material development to ensuring standardization, organizing
meetings, or implementing orientation programmes. Therefore, it can be said that the
coordinators have much heavier workload compared to instructors. However, the
instructors suggested that the Curriculum and Testingunit needs to be divided into
smaller units so as to allocate more time to develop the curriculum. One of the

interviewees asserted:

I think it’s about the coordination. Giving all the responsibility to one person is
not something to handle all alone. You know preparing the test and preparing
the programme is a big deal. | think, it’s just a suggestion, we should have
some head coordinators for every skill for example | could be a Reading head
coordinator, but someone should be controlling me as well. If we have this
kind of small groups, noting the problems, or giving the suggestions like a
mentor. But it should be, you know, skill based. I think we should have skill
head coordinators, yes. And that’s how we can make our environment more
friendly and less stressful (PH, TTE6, ITE6, F) [sic].

147



Another participant also shared similar ideas and added:

Maybe | have a kind of suggestion related to the testing office because | know
that their work is really hard, really challenging. They are trying to work on
material development, testing and also curriculum. Normally as far as | know,
in some other schools, they have some different departments for each. So
maybe we need to divide them so that | mean we could make their job easier
and so we could have a kind of fruitful atmosphere relating to testing and
curriculum also (PG, TTE2, ITE2, F) [sic].

Apart from the curriculum or the Curriculum and Testing unit, the participants
focused on the socialization issue. They claimed that relationships and working in a
friendly atmosphere is crucial for them, so it will be better if they have more
opportunities to come together especially with the newly-hired ones. One interviewee
stated, “Maybe we can do something after the school for socializing. Maybe
breakfast or dinner. I think it can be useful because you will be a friend, not
coordinators or managers something like that. We’ll be friends, so it’s important”
and added “Maybe, newly-hired instructors can be introduced to the others and they
can meet in a party like, a very small party, or a breakfast like that. They introduce
the newly-hired teachers to others and they know the newcomers and maybe they can
be friends very easily” (PA, TTE2, ITEL, M) [sic].

Additionally, the participants mentioned providing students with more materials. As
the school can be considered as a newly-founded university, there is no centre that
the students can study at. There are some extra-curricular activities or office hours
with their teachers, but there is no material room that the students can benefit from
when they need extra-study. Thus, one interviewee referred as “l have a kind of
suggestion related to some extra-curricular reading for students. We have a library
now but we don’t have specific resources for students to read in English, so we need
to have such kind of resources I guess” (PG, TTEZ2, ITE2, F) [sic].
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As also mentioned, the instructors further suggested that to help the newly-hired
survive the first year in an easier way, a mentor or a more experienced teacher need

to be responsible for the new teacher. One instructor recommended:

I think the experienced teachers or at least the familiar teachers should be more
helpful. 1 don’t know about it but maybe assigning would be better because if
you are doing it just because you are a nice person, it wouldn’t work | guess
because even if they see you you’re trying to survive, you ask questions but
they can just say “I’m not teaching it” or “I don’t know, you can ask upstairs”.
But assigning like a mentor/mentee thing, it could be the only work to do (PF,
TTEL, ITEL, F) [sic].

As for the relationships with the coordinators, the instructors suggested that they can
have more meetings during the semester. They said they conducted such micro
meetings this year and that they benefited from them. Other people say they ought to
share every problem with the coordinators not just talk among colleagues. To

illustrate, one participant shared:

If I am scared and don’t talk about the problem, something worse happen later.
That’s why | have to express my feelings calmly, politely and | try to have
some suggestions to solve the problem as well. If I don’t tell them, if we don’t,
how can | say, if we don’t give any feedback to them, they cannot fix the
problem or change the programme, so later I got this idea because | saw that if
| talked about the problem with my colleague, nothing changes (PH, TTES6,
ITEG, F) [sic].

Another suggestion was related to the workload again and having less flexible rules.
One interviewee put forward, “I would change the strict rules. For example,
sometimes the students just forget their books and we have to take them out and they
become absent” (PF, TTEL, ITEL, F) [sic].

Moreover, in order to develop the programme, the interviewees also discussed

evaluating their partners like students’ evaluating their teachers. As one instructor

pointed out:
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Also, | think partners should also evaluate each other. Students evaluate
teachers like “she’s friendly or she’s bla bla”. I think partners have a lot more
to say about each other, about teaching. | don’t think they will be sincere, not
everybody. It depends, but for a better education if they think that... or they
should give feedback to each other at least. 1 mean, maybe not in an
organizational way, but they should give feedback to each other. I wish you did
that. 1 would like to take feedback from my partners actually, | would be okay
with that because if it’s going to make me a better teacher or more confident or
whatever, it’s going to make me better anyway, | would take it, but, | don’t
think everybody will be sincere (PF, TTEL, ITE1, F) [sic].

Last but not least, participants also suggested some solutions in terms of substitute
teaching. Previously, they mentioned that being a substitute is a challenge because
sometimes one can substitute for the skill s/he does not teach. To solve this, one

instructor put forward:

Maybe as a substitute teacher, there is a solution. | think for example I’'m
teaching in a term, I’m teaching Reading, Writing and some departmental
courses. I’m not teaching Listening and Speaking course. Then as a substitute
teacher, | think | shouldn’t be sent to a classroom like this. Maybe there is
another teacher teaching this course. This way it may be effective (PB, TTEL,
ITEL, F) [sic].

To put in a nutshell, the instructors were very satisfied or found some parts
insufficient in their current institution; however, through some experience, they had
the chance to observe how things are going and they put forward some suggestions

that they thought would be helpful in improving the conditions.

4.2.2.1 Summary of the Instructors’ Expectations and Suggestions

All in all, it can be discussed that the instructors decide to work for the current
institution for some reasons such as economical, locational, or institutional. Some of
the instructors even had no choices. They asserted that they were newly-graduates
and it was difficult for them to find an institution that would be willing to accept new

teachers. No matter with what expectations or motives they came to work for the
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institution, they all asserted that the conditions and the atmosphere in the school met

their expectations and even more.

As for the suggestions, the instructors came up with ideas that could help improve

the curriculum and the relationships in the department. Below is the figure (Figure

4.26) that shows the summary of the frequency of the themes that were uttered

during the interviews:

Suggestions

for
Pre-Service

Focusing more on practice

Having better mentors/teachers
Starting practice teaching earlier
Visiting more schools for school practice

Suggestions

for the
Orientation

focusing more on classroom management

diving the orientation into more days

having a mentor teacher for every newly-hired ins.
having real experience before the school starts

Suggestions for

the In-Service

handing out a written document

having peer teaching opportunities
implementing a needs analysis beforehand
having a mentor inside

changing the mentor

adjusting it in accordance with school curriculum
changing the place and time

including more practical activities

changing the topics

Suggestions for

the Newly-Hired

avoid being too friendly with the students
be friendly with other instructors

be open-minded

be with experienced teachers

be ready for unexpected situations in class
be patient

be relaxed

ask for help

be confident

General Suggestions

substituting the skill one teaches only

having the chance to evaluate the partners

having more flexible rules

ensuring equal opportunities among instructors
developing the relationships with the coordinators
assigning a mentor for each newly-hired ins.
providing students with more materials

creating situations for socialization among ins.
dividing the coordination into smaller units
rearranging the curriculum
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Figure 4.26 Summary (f) of the Instructors’ Expectations and Suggestions

As the table suggests, instructors’ suggestions can be categorized under five main
headings: suggestions for pre-service education, suggestions for the orientation
programme in their institutions, suggestions for the in-service programmes they have
been attending, suggestions for the newly-hired teachers, and general suggestions for

the institution.

To conclude, both the foundation schools and the future teachers have some
expectations from each other. The institutions are in need of highly-qualified
teachers who can manage their classes well, carry out their responsibilities properly,
and keep up with the latest issues in ELT. On the other hand, the instructors want to
earn more, work at tertiary level, apply the theory they learned into practice, or work
in a happy environment where they feel supported. Whether novice or experienced,
almost all the newly-hired EFL instructors go through an adaptation period when
they try to make sense of the people and the things around themselves. For some
instructors, this period can be really difficult. This experience is depicted as “sink or
swim” (Farrell, 2003) in the literature, which then decides whether the instructors
will leave or stay in the institution. Hopefully, the things mentioned above and the
suggestions of the teachers will help the instructors have good experiences in their

initial years of teaching and the institutions better improve their conditions.
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CHAPTER 5

DISCUSSION

In this chapter, the results gathered and analysed from the data in this study will be
discussed with reference to the literature on previous studies and in accordance with
the research questions together with conclusions drawn from these results and

pedagogical implications.

5.1 Discussion of the Results

The major findings of the study will be presented in three different sections:
perceptions of the newly-hired EFL instructors on their expectations, experiences,

and suggestions at their current workplaces.

5.1.1 Perceptions of Newly-Hired EFL Instructors in Relation to Their
Expectations and to What Extent These Expectations are Met at the

Current Institution

As stated earlier, teaching is complex and demanding although it can sometimes be
considered as a profession that is relatively simpler compared to other occupations. It
is generally thought that a person with no skills can choose to become a teacher
which is an occupation that does not require any skills because it is “same” or
“stereotypical” without taking the context, students, collegial support into account.
Moreover, although teacher education programmes try to equip pre-service teachers
with theory and practices of teaching, these “new” teachers may encounter
challenges especially during their first years of teaching in varying degrees. These
hardships are commonly associated with the differences between theory and practice,
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unexpected impediment, the complexity of teaching, and too much workload (Kim,
H., & Cho, Y., 2014, p. 77). As suggested in the related literature, generally, pre-
service teachers start education programmes with “fixed conceptions, perceptions,
and beliefs about teaching” and about themselves as teachers (Chong & Low, 2009,
p. 61). However, their expectations of teaching are often unrealistic (Cole &
Knowles, 1993). Unfortunately, almost no changes are made in neither the course
design nor the way of instruction in teacher preparation programmes considering
these discrepancies (Sutherland & Markauskaite, 2012), and, consequently, most pre-
service teachers realize and are able to reflect on the differences between their
expectations and realities only after they graduate from their pre-service education

programmes and have real classroom experience (Chong, Low, & Goh, 2011).

It needs to be mentioned that very few studies are conducted focusing on what
foreign language teachers expect to find out in their new working contexts
considering not only teaching but also non-instructional duties, relationships and so
on. The studies carried out on teacher expectations mostly aim at finding out what
teachers expect in their own classrooms only, how efficient they find themselves, and
how these beliefs of oneself influence student achievement (Nhapulo, 2013; M.,
Tsiplakides, I., & Keramida, A., 2010). In the research study presented here, the
participants were asked about what kind of expectations they had before starting to
work for the current institution and to what extent these expectations were met. The
results collected through semi-structured interviews revealed that the newly-hired

EFL instructors expected the following things in their present working environments:
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Table 5.1 Summary of Teacher Expectations/ Motives

| expected... f

e towork in a new and fresh environment

o to develop myself professionally in terms of teaching

e nothing. I just wanted to live in Ankara

e to earn a better salary and have higher standards of living

e towork in a happy atmosphere with colleagues

e to work with tertiary level students who know their responsibilities
e nothing. | just came because there were no other options

A A W OLWLOWDN PR

As can also be inferred from Table 5.1 above, most of the teachers (n=7) came to the
institution with no expectations. They just chose to work with the school because
there were not many schools wanting to hire newly-graduates and they wanted to
stay in Ankara for personal reasons. The others stated that they expected to earn
more salary and have better standards of living. Finally, some instructors focused on
the atmosphere which is welcoming and friendly. They mentioned that they have
friends working at the current institution and they heard good things about the
environment and the support of the colleagues as well as relationships, and so, they
supposed that they would have similar experiences. Additionally, one instructor
declared that she sought for a new place where she could refresh herself and have a
different experience. Only two of the participants referred to the teaching aspect and
mentioned that no matter how loaded the work was, they wanted to develop

themselves professionally and gain new insights about the profession.

Unlike the related literature that emphasizes teachers’ “disillusioned and unrealistic
expectations”, the participants in this study stated that although they had some minor
challenges during their first times of teaching, their experience at the present

institution met their expectations and even more.
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The literature also suggests that the teachers whose expectations mismatch their real
experience, can have different personal and professional identities and this identity
crisis can result in “disappointment, frustration, anger, guilt, and hurt” (Hastings,
2010, p. 211). Therefore, it is highly crucial to help pre-service teachers gain realistic
expectations for their personal and professional welfare because those teachers with
misaligned expectations and conflicted identities tend more to leave the profession
early (Chong, et al, 2011). Conversely, pre-service teachers “who entered field
experiences with images of teaching and teachers more congruent with the realities
of the classrooms were able to adjust to and learn from the problems they
encountered” (Cole & Knowles, 1993, p. 460).

5.1.2 Perceptions of Newly-Hired EFL Instructors in Relation to Their

Experiences at the Current Institution

Secondly, the teachers were asked what experiences they had during their pre-service
education and at their current workplaces concerning job-related issues, their
relationships with students, colleagues, and coordinators, and the orientation and in-
service training programmes which they were exposed to. The results were collected
quantitatively and qualitatively by administering a questionnaire and ten semi-

structured interviews.

An overview of the instructors’ perceptions on their experiences collected through
the questionnaire is shown on Table 5.2. The items are ordered in ascending values
starting from the most challenging to the least challenging statement with respect to
the participants’ experience as a newly-hired foreign language teacher. Figure 5.1 is

given to clarify the parts and the number of statements in the questionnaire.
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. . N of
Part of the Questionnaire Statements
Part 11 A. Instructional Challenges 17
Job-Related Issues B. Subject-Matter Related Challenges 8
C. Non-Instructional Challenges 12
D. Classroom Management 9
Part 111 A. Relationship with Students 10
Concerns about Relationships  "B™Reationship with Colleagues
C. Relationship with Coordinators
Part IV A. Pre-Service Education 13
Perceptions on the Sufficiency of
the Pre-Service Education
PartV A. Orientation Programme 8
FEEEHIBTEN (s O EIETON AT | T s Training Programme 12
the In-service Training at the
Present Institution

Example: P2.C3 (Part 11, Job-Related Issues, Statement 3)

Figure 5.1 Summary Chart of the Questionnaire

Table 5.2 Overview of the Mean Scores of the Questionnaire in Relation to

Teachers’ Experiences with Ascending Values

Part  Statement Std.

N Mean  Deviation
P3.C3 Socializing with my coordinators ... 49 2.1 1.065
P2.A17  The load of the programme ... 51 212 0.887
P5.B4 In solving adaptation problems related to my 51 212 0.931

profession as an EFL instructor...

P5.B9 In the issue of guiding my students... 51 2.16 0.925
P2.A10  Assessing students’ written assignments ... 51 2.22 1.026
P5.B6 In the issue of instructional planning... 51 2.22 0.832
P5.B10 In the issue of evaluating student achievement... 51 2.24 0.971
P5.B1 In assisting my current induction process... 51 2.24 0.907
P5.B2 In developing my identity as a teacher... 51 2.25 0.913
P5.B7 In the issue of instructional implementation... 51 2.25 0.868
P2.A7 Assigning online homework to students ... 49 2.29 1.19
pP2.C7 Being a substitute teacher ... 48 231 0.993
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Table 5.2 Overview of the Mean Scores of the Questionnaire in Relation to

Teachers’ Experiences with Ascending Values (Continued)

Part  Statement Std.
N Mean  Deviation
P5.B12 In developing professional relationships with my 51 2.33 0.993
colleagues...
P4.A6 In the issue of classroom management... 51 2.35 0.955
P2.C10  Submitting students’ attendance into the online system 47 2.38 1.153
P5.B8 In making teaching more attractive for the students... 51 2.39 1.002
P3.C2 Communicating sincerely with my coordinators when | 51 243 1.1
make a mistake ...
P2.A8 Checking students’” written homework ... 49 2.53 1.023
P4.A12 In providing resources for Professional development... 51 2.55 1.101
P2.A9 Checking students’ online homework ... 49 2.55 1.119
P5.B3 In introducing the facts about teaching profession... 51 2.57 1.063
P4.A5 In the issue of evaluating student achievement... 51 2.61 1.115
P5.A6 In exploiting the textbooks... 51 2.61 1.002
P3.C5 Giving feedback to my coordinators about the 51 2.61 1.185
programme ...
P2.A14 Commenting on students’ reading journals 48 2.63 0.981
P5.B5 In providing resources for Professional development... 51 2.63 0.999
P2.B7 Teaching Speaking as an EFL instructor... 50 2.66 0.982
P4.A7 In overcoming instructional difficulties... 51 2.67 1.071
P2.C11  Submitting students’ grades into the online system ... 42 2.67 1.141
P2.A16  Writing class reports ... 50 2.68 1.133
P2.D7 Keeping students on task on difficult assignments 51 2.69 0.735
P2.D4 Managing unruly classes with discipline problems 51 2.71 0.923
P2.A11 Marking students’ exam papers ... 49 2.71 0.89
P4.A13 Ingaining a teacher identity... 51 2.73 1.15
P2.B2 Teaching English to International students... 51 2.75 0.868
P4.A9 In considering individual differences of the students... 51 2.76 1.106
P5.B11 Inthe issue of classroom management... 51 2.76 1.176
P4.A8 In the issue of guiding the students... 51 2.76 1.142
P4.A11 Inusing course book and materials... 51 2.78 1.026
P2.C9 Carrying out extra-curricular tasks ... 45 2.8 0.757
P2.B1 Teaching English to Turkish students... 51 2.8 0.96
P4.A2 In preparing me for the profession as an EFL 51 2.82 1.072
instructor...
P5.A8 In evaluating student achievement... 51 2.82 0.953
P5.A3 In terms of the description of workload... 51 2.82 1.014
P4.Al In introducing the profession... 51 2.84 1.027
P4.A3 In the issue of instructional planning... 51 2.86 1.096
P2.D9 Making my class enjoyable for all students 51 2.9 0.728

158



In Table 5.2, it can be viewed that the first five most challenging things for the new
teachers include socializing with their coordinators, the load of the programme, in-
service training programme’s sufficiency in solving adaptation problems related to
their profession as an EFL instructor and in the issue of guiding their students, and
finally assessing students’ written assignments with mean scores changing from
2.10 to 2.22 out of four. Moreover, the first 11 statements are below 2.3 and the

first 17 statements are below 2.5.

Table 5.2 Overview of the Mean Scores of the Questionnaire in Relation to

Teachers’ Experiences with Ascending Values (Continued)

Part  Statement Std.
N Mean  Deviation

P3.C4 Asking questions to my coordinator when there is 51 2.9 1.221
something unclear ...

P2.D5 Finding solutions to behavioural problems in an EFL 51 2.92 0.771
class ...

P2.D8 Getting students work together ... 51 2.92 0.771

P2.A12  Assessing students during spoken assessment 51 2.92 0.717

P2.B8 Teaching Writing as an EFL instructor ... 51 2.94 0.881

P4.A10 In making teaching more attractive for the students... 51 2.96 1.113

P2.C5 Prioritization among my duties at school... 51 3.02 0.969

P2.B6 Teaching Reading as an EFL instructor... 50 3.02 0.869

P2.D1 Managing students in an EFL class ... 51 3.04 0.774

P2.A4 Implementing what I plan ... 51 3.04 0.774

P5.A5 In presenting the programme ... 51 3.06 0.947

P2.D3 Deciding on the best way to approach student 51 3.08 0.845
behaviours ...

P2.B5 Teaching Listening as an EFL instructor... 50 3.08 0.804

P2.B4 Teaching Grammar as an EFL instructor... 51 3.12 0.739

P5.A2 In the issue of roles and responsibilities of each 51 3.12 0.84
coordination unit...

P2.C3 Getting things done on time... 51 3.16 0.834

P2.D2 Applying class rules ... 51 3.16 0.731

P5.A1 In introducing the aims and objectives of the 51 3.18 0.793
department...

P3.A8 Motivating my students adequately in terms of 51 3.2 0.849
promoting learning English...

P5.A7 In describing the exam procedures... 51 3.2 0.775

P2.A15 Assessing students’ presentations ... 50 3.2 0.728
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Table 5.2 Overview of the Mean Scores of the Questionnaire in Relation to

Teachers’ Experiences with Ascending Values (Continued)

Part  Statement Std.
N Mean _ Deviation
P2.Al Choosing appropriate methods and techniques as an 51 3.24 0.586
EFL instructor...
P2.A2 The issue of teaching strategies ... 51 3.24 0.619
P2.C6 Invigilating classes ... 51 3.27 0.777
P5.A4 In describing the school rules... 51 3.29 0.756
P2.D6 Undertaking leadership or coaching roles in an EFL 51 3.31 0.678
class ...
P2.A13 Evaluating students’ in-class spoken performance 51 3.35 0.688
P2.C8 Having office hours with my students ... 51 3.35 0.688
P3.A3 Dealing with students’ language development 51 3.35 0.658
P2.B3 Using English as a medium of instruction in my 51 3.39 0.777
English class...
P2.A3 Getting ready for the class ... 51 3.43 0.728
P3.B1 Being a novice teacher among experienced instructors 47 3.49 0.655
of EFL ...
P3.A4 Perceiving individual differences ... 51 3.49 0.674
P3.B5 Sharing my ideas with my colleagues openly 51 3.51 0.703
P2.A5 Using instructional tools in teaching English... 51 3.53 0.644
P3.A6 Providing personal support to my students... 51 3.55 0.673
P3.A7 Guiding students and giving professional advice 51 3.57 0.64
P2.C1 Being at work on time ... 51 3.59 0.638
P3.Al Learning the students’ names and calling them by 51 3.59 0.779
name
P3.A5 Communicating with the foreign students 51 3.61 0.75
P2.C12  Adhering to the dress code... 51 3.65 0.594
P3.A10 Being respected as an English instructor... 51 3.67 0.554
P3.A9 Determining the limits of my relationship with my 51 3.71 0.54
students......
P3.B2 Developing positive relationships with my colleagues 51 3.71 0.54
P2.A6 Using technological tools in teaching English 51 3.73 0.532
P2.C4 Being in the class on time when there is an exam 51 3.73 0.635
P3.B3 Engaging in a professional sharing with my colleagues 51 3.73 0.532
P3.B6 Socializing with my colleagues ... 51 3.73 0.532
P3.B4 Working collaboratively with my colleagues 51 3.75 0.44
P3.A2 Establishing a positive relationship with students 51 3.78 0.461
p2.C2 Being in class on time ... 51 3.82 0.434

On the other hand, five least challenging items were reported to be engaging in a

professional sharing with their colleagues, socializing with their colleagues, working
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collaboratively with their colleagues, establishing a positive relationship with
students, and lastly being in class on time with mean scores changing from 3.73 to
3.82 out of four. Besides, the mean scores of 45 statements out of 108 were found to
be above 3 out of four which can be concluded that the teachers do not find their

experiences so challenging.

In the light of the statistics presented above and the related literature, it can be
inferred that there are some similarities between the related research and the current
study. According to a study conducted by Weinstein (1988), the five items perceived
to be the most problematic for the "average first-year teacher" include workload,
instructional and managerial tasks, lack of materials, and planning lessons that are

illustrated on Table 5.3 below:

Table 5.3 Perceived Problems of Beginning Teachers (Most Challenging Items)
(Weinstein, C., 1988)

Rank-  Questionnaire item Mean
order Score
1 Dealing with workload 4.21
2 Improving academic performance of low-achieving students 411
3 Adapting curricula and instruction to the need of slow learners 4.04
4 Teaching students from different backgrounds 3.97
5 Figuring out why students are having difficulties with assignments 3.95

Those perceived to be least problematic include interpersonal relations (“relating to
administrators,” "being accepted by students,” and "relating to colleagues"),

knowledge of subject matter, and awareness of policies (Table 5.4).
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Table 5.4 Perceived Problems of Beginning Teachers (Least Challenging Items)
(Weinstein, C., 1988)

Rank- Questionnaire item Mean Score
order

29 Dealing with constraints imposed by the principal 3.11
30 Dealing with constraints imposed by the school board 3.04
31 Being accepted by students 2.86
32 Being aware of and following school policies 2.72
33 Getting along with colleagues 2.72

When the challenges are considered, dealing with the workload or the load of the
programme has been considered the most challenging item, second most challenging
in the current study with a mean score of 2.12 out of four. Pataniczek and lsaacson
(1981) also refer to the organizational structure of the schools, which assigns novice
teachers tasks similar or even more than those of their experienced colleagues. As
Pataniczek and lIsaacson suggest, “If responsibilities of new teachers differ at all, the
difference is that beginners usually are left with the most unpleasant tasks, the largest
or most difficult classes, or the least desirable extracurricular assignments” (p. 16).
However, unlike the current study that suggests that participants do not find their
relationships with the students challenging, Weinstein’s study (1988) illustrates that
beginning teachers have concerns about how to teach slow learners and students with
different backgrounds and have difficulty in understanding why students have
difficulties in their assignments and how to adapt the curriculum. This fact also goes
hand in hand with Fuller’s model of Teacher Development through the first phase of
which the teacher is more concerned with the self, how to teach a particular subject,
manage classes, and set up relationships with the students. Fuller theorized that pre-
service students and beginning teachers were more preoccupied with “self” or
survival concerns; and experienced teachers focused more on issues related to the
tasks of teaching and their effect on students. These results are further supported by

the data obtained from Veenman’s (1984) study of 28 novice teachers.
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Table 5.5 Beginning Teachers’ Perceived Problems (Veenman, 1984)

Problem identified in Veenman (1984) Rank

order
Classroom discipline 6
Dealing with individual differences 15
Motivating students 21
Organizing classwork 195
Relating to parents 23
Insufficient materials 8
Assessing students' work 22
Workload 1
Planning lessons 10
Awareness of policies 32.5
Inadequate equipment 175
Using different teaching methods 13
Relating to colleagues 32.5
Knowledge of subject matter 27
Clerical work 175
Determining students' learning level 16
Relating to principals and administrators 25
Dealing with slow learners 3
Dealing with students from different cultures 4

Likewise, the item, relating to colleagues, getting along with colleagues, or working
collaboratively with colleagues are found to be the least challenging item in these
three of these research studies. Participants claim that whether novice or experienced,
their peers or colleagues help them when they need, and instead of asking their
questions to their coordinators, they refer to their colleagues. Apart from work
relations, the participants also state that they find socializing with their peers not
challenging and enjoy their company outside the school as well. Further, they
mention that they give a lot of importance to relationships in general and having a
supportive atmosphere with friendly colleagues is the most important reason for them
to stay in the institution. Furthermore, in all of the three studies, the participants

declare that they feel themselves comfortable with the policies or the rules and
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regulations of their working institution. They say that they clearly know what to do

and what not to and they have no problems in obeying them.

However, unlike the studies on the related literature that emphasize the ease of
relationships with the coordinators or administrators, the participants in the current
study find their relationships with the coordinators quite challenging. In fact,
socializing with the coordinators is found to be the most challenging thing with a

mean score of 2.10.

When the results of all the parts of the questionnaire are summarized, it can be
understood that participants consider the in-service training at their institution as the
least sufficient part with a mean score of 2.31 and their relationships with their
colleagues as the most sufficient with a mean score of 3.65 out of four. The figure
below (Figure 5.2) shows the summary of the mean scores of all the parts in the

questionnaire:

Table 5.6 Summary of the Mean Scores of all the Parts of the Questionnaire (Rank
Ordered)

Rank Part Sub-Section Mean
Order Scores
1 PartV B In-service Training 2.31
2 Part 111 C Relationship with Coordinators 2.55
3 Part IV A Pre-service Education 2.79
4 Part Il A Instructional Challenges 2.91
5 Part Il D Classroom Management 2.97
6 Part 11 B Subject-matter Related Challenges 2.97
7 PartV A Orientation Programme 3.01
8 Part 11 C Non-instructional Challenges 3.15
9 Part 111 A Relationship with Students 3.55
10 Part 111 B Relationship with Colleagues 3.65
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To sum up, it can be concluded that the participants found the in-service training
programme in their current institutions as the most insufficient part of their
experience. In relation to this part, the instructors stated that although they benefited
a lot from the in-service training programme especially in the issue of providing
resources for Professional Development which they thought was not provided during
their pre-service education, there were a lot of weaknesses of these trainings mostly
concerning the content and the timing. They declared that the problem was that it
was a ready-made training, and thus was not able to provide them with practical
ideas that they can make use of in their classrooms. Furthermore, it was recited that
the timing of the trainings were not appropriate as they were conducted at the end of
the day, so the participants stated they felt tired and exhausted at that time and had
difficulty in focusing on the sessions. All in all, it was revealed that although there
were some obstacles and insufficient parts of the continuous professional
development (CPD) programmes, the instructors were willing to benefit from these
kinds of sessions at their workplaces as they assert that continuous professional

development is a “sin qua non” in this century especially at foundation schools.

The studies done in Turkey also yield similar results. To illustrate, Coskuner (2001)
investigated the perceptions of instructors in Turkey. Data were collected through
questionnaires from nine state universities. According to the findings, participants
working at those universities considered INSET and professional development as an
inseparable factor in their professional life. The participants also confirmed that they
supposed to find new techniques and to keep up-to-date with the innovations in the
profession through INSET courses. The results also showed that the participants

considered INSET programmes as part of their job satisfaction.
Likewise, the study conducted by Gultekin (2007) revealed that INSET programmes

are a crucial part for all the participants in the study. Instructors claimed that INSET

was essential in terms of their professional development; and they would like to keep
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up with new developments in the field of ELT and participate in sessions and

trainings as part of INSET programmes.

In another study, Diizan (2006) analysed the sufficiency of the in- service training
programme administered for the newly-hired teachers in the School of Foreign
Languages at Middle East Technical University. To collect data, questionnaires and
interviews were implemented and the results were analysed both quantitatively and
qualitatively. The findings in general illustrated that the trainees specifically felt the
need to develop their practical teaching skills. However, when novice and
experienced teachers’ responses were evaluated separately, it was found out that
experienced teachers did not assume they needed to participate in an INSET

programme.

As stated before, the second most challenging part for the instructors was their
relationship with coordinators. The participants recited that there is a power relation
between instructors and coordinators or “distance” as they called, and especially the
novice teachers asserted that they sometimes hesitate to ask questions to their
coordinators as they are afraid of the reaction they would get. They mentioned they
felt some pressure and were afraid of making mistakes because if they made any
mistakes, they believed something bad will happen to them. In contrast, some other
instructors stated that they feel comfortable in asking questions when there is
something unclear maybe because of their age. All in all, almost all the instructors
mentioned the coordinators were willing to help the newcomers in any aspect, but
maybe due to the heavy workload of the coordinators, there can be distance between

them and the instructors which affected their relationships.
According to the results, as can be viewed from Table 5.6, the third most challenging

area was reported to be the participants’ pre-service trainings. When the findings are

taken into consideration, the instructors mainly focused on the practice teaching
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component of the programme. The results indicated that the instructors found the
practice teaching too late and too short. They mentioned they had school teaching
experience only in their fourth year which is quite late for them and insufficient in
preparing them as future teachers. They further claimed that the mentors they had did
not give them adequate feedback, but only said “It’s good”. In terms of the courses
they had, it was suggested that the content mainly focused on the theoretical aspect
of teaching and not emphasized practical applications that they can learn from.
Finally, it was mentioned that the courses did not provide them with the big picture
of the real teaching experience and did not warn the student teachers about the
possible challenges they would have when they begin the profession as well as not
providing resources for professional development. On the other hand, as the majority
of the participants graduated from the most prestigious universities in Turkey, they
said that the undergraduate programmes they attended trained them very well in
terms of teaching techniques and methodologies.

These findings correlate with the point of view of Ward (1992) who argues that the
practical teaching period is generally too short and too late. Teachers do not have the
chance to teach for long hours at various contexts and what they experience is
limited to simulations or case studies (Pennington, 1990). Weinstein (1988) also
emphasizes that the lack of peer experience in teacher education means that pre-
service students have little opportunity to share their experiences of teaching, to
discuss the pertinence of their previous perceptions, and to observe each other in the

classroom.

Another researcher pointed out that prospective teachers have challenges in their first
year because they are not adequately trained for the vast demands that teaching
includes, and beginning teachers have a general training and are undertrained for a
specific position in a specific school context (Ryan 1979). One participant in Ryan’s

study wrote:
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Teaching cannot be taught in black and white in books. I learned a lot of
helpful techniques from college, but the best training is when you actually have
your own classroom and you have to figure things out yourself. In college they
can tell you how to handle different situations, but until you encounter them
yourself, you won't really understand (1979).

Additionally, as also stated by the participants in this study, it was claimed that pre-
service education courses and text-books carry out the meaning that learning is not
problematic if some specific methods are applied and most often avoid discussion of
what to do when confronted with failure (Good, 1983). Thus, the beginning teachers
are encouraged to rely on their instincts in decision making processes rather than
applying what they have learned. Similar issues were also reflected through
interviews with participants who mentioned that even if they learned about the
possible challenges, it is difficult to solve all the problems as there are numerous
situations a teacher can encounter and one learns the best or find the most
appropriate way through trial and error. They say through more experience, they
learn how to “survive” and find their own way of teaching and handling difficulties.

As for instructional challenges, it can be concluded that the three most challenging
statements concerning the teaching aspect are the workload, assigning online
homework to students, and assessing students’ written assignments. As stated earlier,
workload is considered to be the most challenging part of teaching profession as also
demonstrated in the literature. The participants in the current study mentioned that
not the tasks separately, but when all the responsibilities are counted together, the
workload can be challenging. Apart from the workload, a high number of
participants (35.3%) found assigning online homework to students as always
challenging not because it is difficult to do but because it is too time-consuming.
Finally, 31.4% of the participants found assessing students’ written assignments
demanding as they mentioned the students write two or three drafts for each unit and
sometimes they finish two units in one week, so it was not only challenging for the

teachers, but also confusing for the students as they stated.
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As for classroom management, the participants reported that they do not find it too
challenging, and added that they had more difficulties in managing unruly classes
with discipline problems, keeping students on task on difficult assignments and
finding solutions to behavioural problems in an EFL class. The least challenging item
related to that part of the questionnaire was found to be taking coaching or leadership
roles in an EFL class. The interviews also revealed that students had motivational
problems rather than behavioural problems. This may be due to the presence of a
great number of scholarship students who study mostly at engineering departments.
These students come from middle class families who do not have discipline-related
problems unlike the students in other foundation schools. However, these students
have little or no background knowledge of English, so they can sometimes feel
overwhelmed with the busy schedule. As a result, teachers asserted that they
sometimes had difficulty in applying what they need to do in that specific lesson
because there were sometimes when students got bored, or wanted to play a game.
Another motivational obstacle was recited to be students’ being too exam-oriented.
Thus, instead of learning the correct pronunciation of a word, or joining pair or group
work activities, the students preferred doing some activities related to the proficiency
exam at the end of the year. Moreover, novice teachers reported more difficulties in
handling classes with discipline problems than more experienced teachers and most
of the participants agreed that they had fewer classroom management problems as

they gained more experience in the field of English language teaching.

Accordingly, Mann and Tang (2012) pointed out that when the classes flew as novice
teachers planned, they felt comfortable, but they did not possess “a repertoire of
pedagogical routines” to cope with the unexpected difficulties in the classrooms.
Especially it is the diversity in and uniqueness of the classrooms that make beginning
teachers’ work demanding. New teachers find it hard to handle diversity and
spontaneity in the class which lead to more stress and disillusionment especially in

the initial years.
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In the field of English Language Teacher Education, a qualitative study was
administered by Daloglu (2002) to investigate the perceptions of TEFL (Teaching of
English as a Foreign Language) teachers with different amounts of teaching
experience on subjects such as classroom management and lesson planning, time
management, how to begin the lesson, and how to motivate the students. The results
revealed that new teachers seemed to have difficulty in instructional management in
relation to motivating students to participate in the classes. A correlation between the
amount of teaching experience and the ability to cope with student misbehaviours

was also observed.

In terms of subject-matter related challenges, teaching English to Turkish students
followed by teaching English to foreign students, and teaching speaking as an EFL
instructor were recognized as the most challenging subjects. On the other hand,
teaching Grammar as an EFL instructor was found to be the least challenging of all.
As for teaching Grammar, the instructors mentioned the students come from schools
where grammar was the main focus. In terms of teaching skills like listening,
reading, writing, or speaking, these schools taught the rules of grammar. This is why,
the students also consider grammar as the most important subject, and hence, tend to
listen to their grammar teachers more attentively. In addition, teachers reported that
while teaching grammar, there are some rules and certain forms to teach, and that
they felt safer in teaching this subject. However, they mentioned that teaching
speaking to students was the most challenging aspect because the students had a
resistance to speak, as they suggested. Teaching reading and listening were also
ranked as having medium difficulty and participants commented that they teach the
students some strategies and through more practice, the students learn to apply these
strategies while going through a reading text or listening passage.

When the results of the data in terms of the orientation programme at the institution

are considered, it can be commented that together with the improvements through
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years, the current orientation programme was identified to be detailed and sufficient.
It was reflected that the orientation programme was especially sufficient in
introducing the aims and objectives of the department, in the issue of roles and
responsibilities of each coordinator, in describing the exam procedures, and in
describing the school rules and regulations. The programme was found to be
insufficient in terms of description of workload which was also referred to during the
interviews. A considerable number of instructors recognized that the coordinators
told them the rules and regulations very clearly and prepared sample videos on how
to conduct an exam. Nevertheless, because the teachers were exposed to a variety of
tasks, it was difficult to keep this amount of information in mind all at once as
mentioned. The instructors also claimed it was partly due to themselves, as they had
the feeling that they learned everything well throughout the orientation; however,
they said they forgot everything when it came to perform the tasks required from
them.

The analysis of the data collection also revealed that instructors had difficulty in
submitting students’ attendance into the online system, being a substitute teacher,
and submitting students’ grades into the online system. In the light of these findings,
it can be inferred that teachers find it difficult to use the online system which was
also stated earlier due to the amount of time they spent while performing tasks
through it. What is more, as was also reflected above, the participants commented
that they also find being a substitute teacher challenging because they learn that they
are going to substitute just before the class, and complain that they had to enter the
class without preparation and they sometimes had to teach the skills they did not
currently teach for that specific semester which also makes it hard to understand
what and how to teach in a class consisting of unfamiliar students with different
needs. In contrast, the item of being at work on time and being in class on time were
reported to be the least challenging thing and being in class on time was even

reported to be the least challenging item of all the statements in the questionnaire.
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Related to that, the instructors noted that they did not have difficulty as they did not

have any other chance.

The two least challenging items, however, were related with participants’
relationships with their students and colleagues. As it is also illustrated in the
literature, the instructors have relatively good experiences with their students and
colleagues which are considered to be important factors for a teacher to decide
whether to stay or leave the institution. In terms of their relationships with their
students, the participants reported that motivating their students adequately in terms
of promoting learning English was the most challenging item. No people chose
always challenging for seven statements out of ten. The least challenging part was
found to be establishing a positive relationship with students. As mentioned earlier,
the instructors did not report any major problems concerning their relationship with
the students. They said the students are generally well-behaved students who respect
their teachers and not misbehave in the classroom although there are some
exceptions. The teachers also care a lot about their students, and are ready to help the
students whenever they are in need. Considering this, students appreciate their
teachers’ efforts. Besides, partly due to the teachers’ being pretty young, it was easy
both for the teachers and the students to relate to and empathize with each other. The
only problem is related to students’ being motivated to learn English. Although some
students realize the urge to learn English, some others still do not feel motivated
enough and thus do not have regular study habits. They also get bored easily and
want to play with their smart phones instead which was also declared during the

interviews.

When the findings are taken into consideration, instructors’ relationship with their
colleagues was found to be the most satisfying part of their experiences at their
current institution. As the results suggest, there were no participants selecting always

challenging for any of the statements. Among the six statements, sharing their ideas
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openly with their colleagues and being a novice teacher among experienced
instructors were observed to be more challenging than the others. However, they
stated that engaging in a professional sharing and socializing with their colleagues
were the two best parts of their relationships with their peers in the school. During
the interviews, the participants suggested their colleagues are not jealous of the
others, and do not hesitate to help anytime. They also claimed that they not only
share their experiences related to teaching or other responsibilities, but also meet
outside and talk about other issues. Moreover, it was shared that the colleagues
become partners at first, and then become friends, which, in turn, improves their job
satisfaction, increases their work performance, and decreases their probability of

leaving the job.

5.1.3 Suggestions of Newly-Hired EFL Instructors for the Future Newly-Hired

Teachers and the Institution

Both through the questionnaire and the interviews, the instructors reflected what they
had expected before they started to work for the present institution, what experiences
they had and to what extent their expectations were met. They commented on the
most and the least challenging part of their experiences, and consequently, they put
forward some suggestions to help the future newcomers as well as to improve the
pre-service, orientation, and the in-service programmes in easing new teachers’
adaptation process into a new working place. In the light of the findings, it can be

concluded that there are five main areas that the participants focus.

In the first place, the participants made some suggestions related to the pre-service
education. They informed that they would be better prepared in the field of ELT and
have fewer problems in their initial years on condition that they start practice
teaching earlier and visit more schools to see a variety of samples. They also
suggested that the mentors can give more honest and detailed feedback on their
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performances. In terms of their undergraduate courses, they wanted the content to be
more focused on the practical aspect rather than theory. Finally, they demanded that
their teachers warn them about the possible challenges they can have especially
about classroom management and show ways to handle them instead of showing a

positive picture that does not illustrate any problems.

The second area the instructors focused on was related to the orientation programme.
All the participants noted that the orientation programme was very detailed and
helped them learn about the rules and regulations. However, they suggested that
there are a lot of things to keep in mind, so it can be confusing to learn all the
information in one or two days. Therefore, it was proposed that dividing the
orientation into more days would be a better idea so that the newly-hired instructors
digest one part of information and pass on to the new one with a fresher mind.
Another suggestion was to assign a mentor or an experienced teacher who can assist,
role-model, and guide the newly-hired instructors through adaptation period. In
addition, it was also proposed that having a real class experience, or observe a more

experienced teacher’s class would be very beneficial for them.

Moreover, even though the instructors asserted that they found in-service training
programmes at their schools valuable for their professional development, they
mentioned there were some weak parts that needed to be developed. One of the
suggestions was related to the content. The participants put forward that they had
learned enough theories in their undergraduate courses, and in these CPD sessions,
they needed a tailor-made programme that was parallel to the curriculum of their
current school. Instead of too many PowerPoints that mention general ideas, they
wanted specific activities that they can use in their own classes. Another suggestion
was related to the time and place. They suggested that the trainings can be organized
during the summer break when they feel more vigorous as they have no classes no

teach. They also suggested that instead of an outside mentor, it could be a better idea
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to have a mentor inside the institution who knows all the details about the
curriculum, books, etc. What’s more, they were aware that they could learn better
with their peers, so they believed they can be served with more peer teaching
opportunities. Finally, they thought they could have a small booklet or even a
brochure where they could read, take notes, and refer to after the sessions. They said
when they listened to the trainer, there were no problems, but they forgot most of
them after the sessions. Thus, if they had such a booklet, they could have a look later

on and apply them in their classes.

The participants also had some suggestions for the newly-hired instructors to help
them lessen their anxiety and feel more comfortable. The things they suggested can
be listed as: be confident, ask for help, be relaxed, be patient, be open-open minded,
be ready for unexpected situations in class, be with experienced teachers, be friendly
with other instructors, and avoid being too friendly with the students. To support
these, the interviewees recommended the newly-hired teachers to trust themselves at
first. They argued that it feels uncomfortable at the beginning, and one can feel lost,
isolated, paralyzed, or shy at the beginning, but they said they should be relaxed and
patient, and believe that they will succeed and their fears will be lost even after one
year. They also urged the newcomers to be honest and ask for help especially from
more experienced teachers who are willing to help. By following these, the

instructors asserted the newcomers will have a smoother transition.

Last but not least, the participants proposed some general suggestions specifically for
the institution to create a more fruitful and supportive environment. First off, it was
reported that the schedule was too loaded and that they do not have time to spare for
games, or activities when the students got bored and did not want to do a lesson.
Secondly, they suggested that the coordination unit needed to be divided into smaller
units and instead of having one coordinator; they thought they could have more

coordinators so that more materials are created and more assistance can be provided
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for the teachers. Additionally, it was mentioned that there were no resource room for
the students where they can go and find extra materials outside the class. Thus, they
suggested having an academic centre or a reading room for the students where they
could do extra study. Together with these, it was supported that an instructor should
substitute the skill s/he teaches for the present period. Apart from that, the teachers
proposed in addition to students’ teacher evaluation forms, peers can also give
feedback or evaluate their partners so that teachers do their best to cater for the needs

of their colleagues as well.

5.2 Pedagogical Implications

In view of the findings of the study and related research on novice teachers, or
newcomer adjustment, the following implications were drawn for the instructors and

stakeholders in the field of English language teaching:

There is a growing body of research on the challenges that the novice or beginning
teachers have or on newcomer socialization. However, these studies either focus on
the first years of newly-graduated prospective teachers or how people adjust to their
workplaces in different fields like business. There is also lots of research on teacher
development, namely, in-service training programmes, orientation or induction, and
continuous professional development (CPD), yet these studies only focus on one
aspect of professional development and do not provide a wider picture. Nevertheless,
considering that there is a high number of turnovers, dropouts, or change in the
workplaces, there is a need to conduct a more in-depth study to illuminate the
sources why newly-hired EFL instructors are not satisfied with either their
occupation or their workplaces. Starting from their pre-service education, the teacher
candidates seek for better teaching and learning opportunities, and a great number of
instructors are aware that learning does not come to an end after their pre-service

education, but it is just a start and continues throughout their career. With this thing
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in mind, it can be noted that professional support needs to be provided to the teachers
by numerous stakeholders including colleagues, administrators, researchers, or
trainers so that the teachers feel more satisfied, show more commitment in the work
they do, and stay in the institution for long years. It is known that the period of
adaptation into a new environment is difficult whether one is a novice or an expert,
and it is made even more difficult by assigning unwanted or extra work and piling
the newcomers under heavy workload. It is no surprise that these teachers feel
disillusioned, anxious, worried, and frustrated at times which would affect the future

of their career.

In the light of the things mentioned above, it can be concluded that this study helps
the newly-hired teachers to see the big picture and show them ways to overcome the
hardships in their initial years. Only by forming a strong basis for the new teachers
can professional teachers who feel self-confident and are able to make sensible
decisions be raised. Beginnings are always crucial in people’s lives when they make
sense of the things around them and form firm beliefs that may shape the future of
their career. It is never too late to improve oneself as long as one is motivated and

willing.

According to the results of the study, the participants reflected that pre-service
education mostly portrayed a brilliant picture or they were unable to foresee or judge
the effectiveness of the programme at that time. Upon their graduation, they sought
for institutions, mostly in tertiary level, where they could earn a satisfying salary.
They also expected that they would have good relations with people and are
welcomed to a friendly atmosphere. Through the orientation programme, they still
were not aware of the challenges they would face and just after having real
experience, they realized that they have some challenges mainly in classroom
management which is also referred to as “reality shock”. It is through more practice,

asking their peers, or coordinators, these teachers had “sink or swim” experience.
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In this respect, with the help of the current study, necessary changes can be
implemented in the pre-service, orientation, and in-service programmes that provide
more practical ideas, guided and constant assistance to the newcomers who feel more
confident and supported. By making these changes, teacher quality can be enhanced
and the teachers could complete the cycle of professional development at ease.
Furthermore, the new teachers may have a smoother transition from the
inexperienced to expert teacher. Finally, there would be fewer turnovers which will
also benefit the institutions academically and economically by hiring fewer staff

every year.
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CHAPTER 6

CONCLUSION

This chapter presents an overall summary of the study, gives information about the

limitations, and provides suggestions for further research.

6.1 Summary of the Study

This research study was conducted in order to investigate the perceptions of newly-
hired EFL instructors at a foundation school in relation to their expectations,
experiences, and suggestions for the novice teachers in guiding them in their initial
years of teaching experiences. After piloting phase with 5 instructors, an in-depth
questionnaire with 51 instructors and face-to-face interviews with ten instructors
were carried out as data collection tools in this study; therefore, both qualitative and
quantitative data were collected from 56 newly-hired EFL instructors who had

teaching experience of one to four years at the current institution.

The study took place at the Foreign Languages Department of a foundation
university in Turkey that regularly recruited approximately 10 instructors between
2012 and 2016. The instructors are generally newly-graduated students from a
variety of departments including English Language Teaching, English Language and
Literature, Linguistics and so on with varying teaching experiences. Upon being
accepted to work for the school, the new teachers are exposed to an orientation
programme to learn about the rules and regulations together with some sessions for
standardization. Afterwards, the teachers start to teach preparatory school or
Master’s students general English, or departmental students academic English
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courses. Apart from teaching, they are held responsible for conducting alternative
assessment methods, marking student papers, substituting, invigilating so on and so
forth together with other instructors. Moreover, all the instructors are involved in
continuous professional development (CPD) programmes throughout the academic

year.

The study was administered in three phases. Firstly, a pilot study was conducted with
five instructors (10% of the total number of the participants in the study) to make
necessary changes and clarifications on the questionnaire that was adapted from
another research study Induction into teaching: adaptation challenges of novice
teachers (Oztirk, M., 2008). Following this, the main questionnaire that included
five sections and 108 items was administered to 51 newly-hired EFL instructors at
their current workplace. 82% of the participants were females (n=42) and 18% of the
participants were males (n= 9). In the group of the participants, there were 38
graduates of English Language Teaching Department, 7 graduates of Literature
Department, 5 graduates of Linguistics Department, and 1 graduate of Translation
and Interpretation Department. The ages of the participants ranged from 22 to 40
who have total teaching experience of one to seventeen years and institutional
teaching experience of one to four years. After the findings of the questionnaire were
analysed through Statistical Packages for Social Sciences (SPSS 20.0), and the
results of the open-ended statement were coded via MAXQDA 10 software, the
interview questions were structured for the instructors to have their detailed
perceptions on what they had expected before working at this specific institution,
what experience they had on a variety of issues, and what suggestions they had to
help improve the current procedure to aid the adaptation period of newcomers to the
workplace. Subsequently, ten semi-structured interviews were conducted from June
to August of 2014-2015 academic year. The results of the interviews were coded
through the model proposed by Strauss & Gorbin (1990) via MAXQDA 10 software
in which the themes were identified and categorized under certain headings.
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The findings revealed that majority of the instructors (%70) had no expectations but
chose to work for the institution because of lack of choices or locational preferences.
The others asserted that they expected to have good relations with the people
working at the institution, earn a decent salary, or develop themselves professionally.
All the instructors mentioned that their experiences met their expectations and even

more, especially in terms of their relationships with their colleagues.

When the parts related to teachers’ experiences are taken into consideration, it can be
concluded that the two most insufficient part of the instructors’ experience was the
in-service training they had at their institution with a mean score of 2.31 and their
relationships with their coordinators with a mean score of 2.55. Conversely, the two
most sufficient parts was found to be their relationships with their students (m= 3.55)

and their colleagues (m= 365).

As for the statements in relation to participants’ experiences, the five most
challenging tasks were listed as: socializing with their coordinators (m= 2.10), the
load of the program (m= 2.12), the CPD programme’s sufficiency in solving their
problems related to their profession as an EFL instructor (m= 2.12), CPD
programme’s sufficiency in the issue of guiding their students (m= 2.16), and lastly

assessing students’ written assignments (m= 2.22) out of four.

Finally, when the instructors’ perceptions on the suggestions they put forward are
dealt with, the most frequent suggestions were reported to be: rearranging the
curriculum (n= 5), changing the topics, time, and place of the in-service training
programme (n= 4), including more practical activities in the in-service training
programme (n= 4), visiting more schools for school practice during their pre-service
(n=4), and starting practice teaching earlier as an undergraduate student (n=4). They
also suggested that the newly-hired EFL instructors should be confident and ask for

help whenever they needed (n= 3).
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All in all, it can be concluded that although the novice teachers focused more on the
challenges they had and more experienced instructors focused more on how to
develop the current system, whether novice or with some teaching background, most
of the instructors went through similar processes as a newly-hired EFL instructor.
Despite the fact that they had some challenges at the very beginning, they did not

find them so challenging at all as the least challenging item was found to be 2.1.

6.2 Limitations of the Study and Suggestions for Further Research

The design of the study is an explanatory mixed-methods research and the study was
conducted with 56 newly-hired EFL instructors working for a foundation university
in Turkey for one to four years. The purpose of the study was to obtain the
perspectives of the instructors on their expectations, experiences, and suggestions.
For this reason, generalizations for all the working environments cannot be made
based on this present study. It is suggested that more studies on what teachers expect
to find, what they encounter, and what suggestions they put forward are carried out at
both state and foundation universities with different participants of varying amount
of experience. The results of the findings can also be compared to see if there are any
common points or differences between the types of institutions. Additionally, another
study can be conducted to see whether the teachers’ dissatisfaction with stakeholders
(e.g. coordinators, administrators) is culture specific or not.

Furthermore, a questionnaire with 51 participants and interviews with ten
participants were administered to collect quantitative and qualitative data
respectively. A longitudinal study can also be carried out and other types of data
collection instruments can be made use of such as classroom observations, video
logs, focus group meetings, field notes, and/or reflective journals that would help the
researchers gain more insights in relation to the newly experienced instructors’

views.
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Another study can also be done after all these suggestions are taken into account and
necessary changes are made to observe whether these improvements made any
change in the teaching performance of the teachers and whether they stay in the

profession or the workplace for long years.

To conclude, it is hoped that this study provided some beneficial tips for the
prospective teachers who are thinking of starting their careers and for the
stakeholders who are considering changes in their current implementations to help
improve teacher quality. As stated by VVan Doren (1959) “the art of teaching is the art
of assisting discovery”.

183



REFERENCES

Achinstein, B., & Barret, A. (2004). (Re) Framing classroom contexts: How new
teachers and mentors view diverse learners and challenges of practice.
Teachers College Record, 106 (4), 716-746.

Alan, B. (2003). Novice Teachers’ Perception of an In-Service Teacher Training
Course at Anadolu University. Unpublished M.A. Thesis. Bilkent University.

Anderson, G., & Anderson, G. J. (1998). Fundamentals of educational research.
Psychology Press.

Arikan, A., Taser, D., & Sarac-Suzer, H. S. (2008). The Effective English Language
Teacher from the Perspectives of Turkish Preparatory School Students. Online
Submission, 33(150), 42-51.

Bailey, K. M. (2006). Language teacher supervision: A case-based approach. New
York, NY: Cambridge University Press.

Baldwin, R.G. & Blackburn, R.T. (1981). The academic career as a developmental
process: Implications for higher education. Journal of Higher Education, 52,
598-614.

Ball, S.J. (1990) Politics and Policymaking in Education: Explorations in Policy
Sociology. London: Routledge

Bell, T. R. (2005). Behaviors and attitudes of effective foreign language teachers:
Results of a questionnaire study. Foreign Language Annals, 38, 259-270.

Borg, S. (2006). The distinctive characteristics of foreign language teachers.
Language Teaching Research, 10(1), 3-31.

Berliner, D. C. (1994). Expertise: The wonder of exemplary performances. Creating
powerful thinking in teachers and students, 161-186.

Bickmore, D. L., & Bickmore, S. T. (2010). A multifaceted approach to teacher
induction. Teaching and Teacher Education, 26, 1006-1014.

Boice, R. (1991b). New faculty as teachers. Journal of Higher Education, 62, 150-
173.

184



Bogler, R., & Kremer-Hayon, L. (1999). The socialization of faculty members to
university culture and norms. Journal of Further and Higher Education, 23,
31-40.

Brophy, J., & Good, T. L. (1986). Teacher behavior and student achievement. In M.
C. Wittrock (Ed.), Handbook of research on teaching (3rd ed., pp. 328-375).
New York, NY: Macmillan.

Brosh, H. 1996: Perceived characteristics of the effective language teacher. Foreign
Language Annals 29: 125-38.

Bullough, R. V. (1989). First-year teacher: A case study. New York: Teachers
College Press.

Cantrell, G. G., & Cantrell, G. L. (2003). Teachers Teaching Teachers. New York:
Peter Lang Publishing.

Catalyst (1999). What high-turnover schools have in common. [Online] Available
url:http://www.http://catalyst-chicago.org/2005/07/what-high-turnover-
schools-have-in-common/

Celep C. (2003). Teachers' organizational commitment in educational organizations.
Turkey: Trakya University Edirne. http://www.nationalforum.com/17celep.htm

Chaika, G. (2000). The teacher shortage: Apply, please. Education World, 1-8.

Chong, S., & Low, E.-L. (2009). Why | want to teach and how | feel about teaching
— formation of teacher identity from pre-service to the beginning teacher phase.
Education Research, Policy, and Practice, 8, 59-72.

Chong, S., Low, E., & Goh, K. (2011). Emerging professional teacher identity of
pre-service teachers. Australian Journal of Teacher Education, 36 (8), 50-64.

Clarke, M. A. (1994). The dysfunctions of the theory/practice discourse. TESOL
Quarterly. 28, 9-26.

Cooper-Thomas, H., & Anderson, N. (2006). Organizational socialization: A new
theoretical model and recommendations for future research and HRM practices
in organizations. Journal of Managerial Psychology, 21 (5), 492 - 516.

Cohen, L., Manion, L., & Morrison, K. (2007). Research methods in education (6th
ed.). London: Routledge Chapter 24.

Cole, A. L., & Knowles, G. (1993). Shattered images: understanding expectations
and realities field experiences. Teaching and Teacher Education, 9 (5/6), 457-
471.

185



Coskuner, M., (2001). Turkish Provincial state university teachers’ perceptions of
language teaching as a career.

Council, B. TEPAV (2013). Turkey National Needs Assessment of State School
English Language Teaching, 30, 1399388519-1.

Creswell, J. W. (1998). Qualitative inquiry and research design: Choosing among
five designs.

Creswell, J. W., & Clark, V. L. P. (2007). Designing and conducting mixed methods
research.

Creswell, J., W. (2013). Qualitative inquiry & research design: Choosing among five
approaches. Thousand Oaks, CA: SAGE.

Creswell, J. W. (2014). A concise introduction to mixed methods research. SAGE
Publications.

Crystal, D. (1997). English as a global language. United Kingdom: Cambridge
University Press

Croasmun, J., Hampton, D., & Herrmann, S. (1997). Teacher attrition: Is time
running out. Issues challenging education.

Daloglu, E. M. (2002). Teacher perceptions on classroom management in teaching
English as a foreign language. Unpublished M.A. Thesis, Uludag University,
Bursa, Turkey.

Darling-Hammond, L., & J. Baratz-Snowden. (2005). A good teacher in every
classroom: Preparing the highly qualified teachers our children deserve. San
Francisco, CA: John Wiley & Sons.

De Vos, A. (2002). The individual antecedents and the development of newcomers'
psychological contracts during the socialization process: A longitudinal study
(Unpublished Doctoral Dissertation). Ghent University, Ghent, Belgium

Diaz-Maggioli, G. (2003). Options for teacher professional development. English
Teaching Forum, 41 (2), 2-21.

Dornyei, Z. (2003). Questionnaires in second language research: construction,
administration and processing. New Jersey: Lawrence Erlbaum Associates.

Dunkin, M. J., & Biddle, B. J. (1974). The study of teaching. New York, NY: Holt,
Rinehart and Winston.

186



Dizan, C.U., (2006). An Evaluation of the In-service Teacher Training Programme
for the Newly-hired Instructors in the School of Foreign Languages at Middle
East Technical University. Middle East Technical University: Ankara.

Elliot, B., & Calderhead, J. (1993). Mentoring for teacher development: Possibilities
and caveats. In D. Mcintyre, H. Hagger & M. Wilkin (Eds.), Mentoring:
Perspectives on school-based teacher education (pp. 166-189). London: Kogan
Page Limited.

England, L. (1998). Promoting effective professional development. The English
Teaching Forum, 32, 18-26.

Er, M., Ulgﬁ, S., & Sari, 1. (2013). The journey of ELT teachers from apprenticeship
to mastery. Procedia-Social and Behavioral Sciences, 70, 41-51.

Fantilli, R. D., & McDougall, D. E. (2009). A study of novice teachers: Challenges
and supports in the first years. Teaching and teacher education, 25(6), 814-
825.

Farrell, T. S. C. (2003). Learning to teach English language during the first year:
Personal influences and challenges. Teaching and Teacher Education, 19, 95-
111.

Farrell, T. S. C. (2009). The Novice teacher experience. In A. Burns and J. C.
Richards (Eds.) The Cambridge guide to second language teacher education.
(pp. 182-189). New York: Cambridge University Press.

Farrell, T.S.C. (2012). Novice- Service language teacher development: Bridging the
gap between preservice and in-service education and development. TESOL
Quarterly, 46(3), 435-499.

Farrell, T. S. (2013). Reflecting on ESL teacher expertise: A case study. System,
41(4), 1070-1082.

Feiman-Nemser, S. (2003). What new teachers need to learn. Educational
Leadership, 60(8), 25-29.

Finn, C. (1997). The real teacher crisis. Education Week, 48, 36.

Fisher, C. D. (1986). Organizational socialization: An integrative review. Research in
Personnel and Human Resources Management, 4, 101-145.

Flores, M. A., and Day, C. (2006). Contexts which shape and reshape new teachers’
identities: A multi-perspective study. Teaching and Teacher Education, 22,
219-232

187



Fullan, M. G. & Stiegelbauer, S. (1991). The new meaning of educational change
(2" ed.). Teachers College: Columbia University.

Fuller, F. F. (1969). Concerns of teachers: A developmental conceptualization.
American educational research journal, 207-226.

Fuller, F. F. (1970). Personalized Education for Teachers. An Introduction for
Teacher Educators.

Ginns, I., Heirdsfield, A., Atweh, B., & Watters, J. J. (2001). Beginning teachers
becoming professionals through action research. Educational Action Research,
(1), 111-133.

Girard, D. 1977: Motivation: the responsibility of the teacher. ELT Journal 31: 97—
102

Graddol, D. (2006). English next (Vol. 62). London: British Council.

Griffin, A. E., Colella, A., & Goparaju, S. (2001). Newcomer and organizational
socialization tactics: An interactionist perspective. Human Resource
Management Review, 10(4), 453-474.

Glatthorn, A. (1995). Teacher development. In L. Anderson (Ed.), International
Encyclopedia of Teaching and Teachers Education (2nd ed.). London:
Pergamon Press.

Glaser, R. (1996). Changing the agency for learning: Acquiring expert performance.
In K. A. Ericsson (Ed.), The road to excellence: The acquisition of expert
performance in the arts and sciences, sports and games (pp. 303-311).
Mahwah, NJ: Lawrence Erlbaum Associates.

Good, T. L. (1983). Recent Classroom Research: Implications for Teacher
Education.

Greene, J. C. (2007). Mixed methods in social inquiry (Vol. 9). John Wiley & Sons.

Gruman, J. A., Saks, A. M., & Zweig, D. I. (2006). Organizational socialization
tactics and newcomer proactive behaviors: An integrative study. Journal of
Vocational Behavior, 69(1), 90-104.

Gultekin, 1. (2007). The analysis of the perceptions of English language instructors

at TOBB University of Economics and Technology regarding in-set content
(Unpublished master’s thesis). Middle East Technical University, Ankara.

188



Hammadou, J. and Bernhardt, E. 1987: On being and becoming a foreign language
teacher. Theory into Practice 26: 301-306.

Haser, C., & Kondak¢i, Y. (2011). Gen¢ 0&gretim elemanlarinin  mesleki
toplumsallagmas1 ve akademik kimlik algilarinin incelenmesi. Bilimsel
Gelisme Raporu. Ankara: TUBITAK. 125

Hastings, W. (2010). Expectations of a pre-service teacher: implications of
encountering the unexpected. Asia-Pacific Journal of Teacher Education, 38
(3), 207-219.

Hays, D., G., & Singh, A., A. (2011). Qualitative inquiry in clinical and educational
settings. New York: The Guilford Press.

Head, D., & Taylor, P. (1997). Readings in teacher development. Oxford:
Heinemann English Language Teaching.

Herbert, E., and Worthy, T. (2001). Does the first year of teaching have to be a bad
one? A case study of success. Teaching and Teacher Education, 17, 897-911.

Hiep, P. H. (2001). Teacher development: A real need for English departments in
Vietnam. The English Teaching Forum, 39, 31-33.

Hoyle, E., & John, P. D. (1995). Professional knowledge and professional practice.
London: Cassell.

Huberman, M. (1989). The professional life cycle of teachers. The Teachers College
Record, 91(1), 31-57.

Ibarra, H. (1999). Provisional selves: Experimenting with image and identity in
professional adaptation. Administrative Science Quarterly, 44, 764-791. 126

Ingersoll RM 2002. The teacher shortage: A case of wrong diagnosis and wrong
perception. NASSP Bulletin, 86.

Ingersoll, R. M. (2001). Teacher turnover and teacher shortages: An organizational
analysis. American educational research journal, 38(3), 499-534.

Jarvis, S., & Algozzine, B. (2006). Everything 1 Need to Know about Teaching...
They Forgot to Tell Me!. California, Corwin Press: Thousands Oaks.

Johnson, K. (Ed.), 2005. Expertise in second language learning and teaching.
Palgrave Macmillan, Basingstoke, UK.

Johnson, S. P. (2010). Still so Few Male Teachers: Now What?. Young Children,
65(3), 18-23.

189



Jones, G. R. (1986). Socialization tactics, self-efficacy, and newcomers™ adjustments
to organizations. Academy of Management Journal, 29, 262-279.

Kagan, D.M. (1992). Professional Growth Among Preservice and Beginning
Teachers. Review of Educational Research, 62 (2), 129-1609.

Kammeyer-Mueller, J. D., & Wanberg, C. R. (2003). Unwrapping the organizational
entry process: Disentangling multiple antecedents and their pathways to
adjustment. Journal of Applied Psychology, 88 (5), 779-794.

Karatas, P. & Karaman, A.C. (2013). Challenges faced by novice language teachers:
Support, identity, and pedagogy in the initial years of teaching. Educational
Research Association the International Journal of Research in Teacher
Education, 4(3), 10-23.

Kardos, S., & Johnson, S. M. (2010). New teachers’ experiences of mentoring: The
good, the bad, and the inequity. Educational Change, 11, 23-44.

Kelchtermans, G., and K. Ballet. 2002. The micropolitics of teacher induction. A
narrative-biographical study on teacher socialization. Teaching and Teacher
Education 18(1): 105-20.

Kellough, R. D. (2005). Your first year of teaching: Guidelines for Success.
Pearson/Merrill Prentice Hall.

Kim, H., & Cho, Y. (2014). Pre-service teachers’ motivation, sense of teaching
efficacy, and expectation of reality shock. Asia-Pacific Journal of Teacher
Education, 42(1), 67-81.

Korkmaz, S. (1999) Novice teachers job adaptation problems. Unpublished master’s
thesis, Kocaeli University, Kocaeli.

Klusmann, U., Kunter, M., Voss, T., & Baumert, J. (2012). Emotional Exhaustion
and Job Satisfaction of Beginning Teachers: The Role of Personality,
Educational Experience and Professional Competence. Zeitschrift Fur
Padagogische Psychologie, 26(4), 275-290.

Kukla-Acevedo, S. (2009). Leavers, movers, and stayers: The role of workplace
conditions in teacher mobility decisions. The Journal of Educational Research,
102(6), 443-452,

Lange, D. L. (1990). A blueprint for a teacher development programme. In J.C.

Richards and D. Nunan (Eds.), Second language teacher education (pp. 245-
268). New York: Cambridge University Press.

190



Lortie, D. C. (1975/ 2002). Schoolteacher: A sociological study (2nd ed.). Chicago:
The University of Chicago.

Lundeen, C. A. (2004). Teacher development: The struggle of beginning teachers in
creating moral (caring) classroom environments. Early Child Development and
Care, 174(6), 549-564.

Macdonald, D. (1999). Teacher attrition: a review of literature. Teaching and
Teacher Education, 15, 835-848.

Mann, S. M., & Tang, E. H. H. (2012). The role of mentoring in supporting novice
English language teachers in Hong Kong. TESOL Quarterly, 46(3), 472-495.

Maynard, T., & Furlong, J. (1995). Learning to teach and models of mentoring.
Issues in mentoring, 10-24.

McCann, T.M., Johannessen, L.R., & Ricca, B. (2005). Responding to new: An
indepth study of novice high school teachers suggests key strategies to address
their most pressing challenges. Educational Leadership, May, 30-34

Mills, H. (2001). School development ideas: Reducing teacher turnover.
Administrative Leadership.

Moir, E. (1990). Phases of first-year teaching. New Teacher News, 2 (2), 6-7.

Murdoch, G. (1994). Practicing what we preach: A trainee-centered approach to
inservice training. In T. Kral (Ed.), Teacher development: making the right
moves (pp. 49-56). Washington, D.C: English Language Division, United
States Information Agency.

Murray, H. G. (1991). Effective teaching behaviors in the college classrooms. In J.
C. Smart (Ed.), Higher education: Handbook of theory and research, Vol. 7
(pp. 135-172). New York, NY: Agathon.

Murray, J. P. (2000). New Faculty's Perceptions of the Academic Work Life. ASHE
Annual Meeting Paper.

Osborne H 2002. Teacher turnover. St Helena Star. [Online] Awvailable url:
http://www.sthelenastar.com/5-30-02/headlines/teacher.html

Oztiirk, M. (2008). Induction into teaching: adaptation challenges of novice
teachers. Unpublished Master’s Thesis. Middle East Technical University.

191



Park, G. P., & Lee, H. W. (2006). The characteristics of effective English teachers as
perceived by high school teachers and students in Korea. Asia Pacific
Education Review, 7(2), 236-248.

Pataniczek, D., & Isaacson, N. S. (1981). The relationship of socialization and the
concerns of beginning secondary teachers. Journal of Teacher Education,
32(3), 14-17.

Pennington, M.C. (1990). A professional development focus for the language
teaching practicum. In J. C. Richards, & D. Nunan (Eds.), Second language
teacher education (pp. 132-151). Cambridge: Cambridge University Press

Prodromou, L. 1991: The good language teacher. English Teaching Forum 29: 2—7

Punch, K., F. (1998). Introduction to social research: Qualitative and quantitative
approaches. Beverly Hills, CA: Sage Publications.

Reybold, L.E. (2005). Surrendering the dream: Early career conflict and faculty
dissatisfaction thresholds. Journal of Career Development, 32, 107-121.

Roe, P. J. (1992). Career pathways for teachers-the way ahead. Tradition and
Innovation--ELT and teacher training in the 1990s. Ankara: British Council, 1-
17.

Rohr, C. L., & Lynch, H. F. (1995). Migration and attrition of public and private
school teachers: 1991-1992. NCES, available at
http://www.nces.ed.gov/pubs/web/95770.asp

Ruhland, S. (2001). Factors that influence the turnover and retention of Minnesota's
technical college teachers. Journal of Vocational Education Research, 26(1),
56-76.

Romano, M. (2007, October). Successes and struggles of the beginning teacher:
Widening the sample. In The Educational Forum (Vol. 72, No. 1, pp. 63-78).
Taylor & Francis Group.

Rust, F. O. 1994. The first year of teaching: It’s not what they expected. Teaching
and Teacher Education 10(2): 205-17.

Ryan, K. (1979). Toward understanding the problem: At the threshold of the
profession. In Toward Meeting the Needs of Beginning Teachers.

Sari, H. (2004). An analysis of burnout and job satisfaction among Turkish special
school headteachers and teachers, and the factors effecting their burnout and
job satisfaction. Educational Studies, 30(3), 291-306.

192



Salli-Copur, D. (2008). Teacher effectiveness in initial years of service: A case study
on the graduates of METU foreign language education programme (Doctoral
dissertation, Middle East Technical University).

Santiago, P. (2001). Teacher shortage. Organisation for Economic Cooperation and
Development. The OECD Observer, (225), 19.

Strauss, A., & Corbin, J. (1990). Basics of qualitative research: Grounded theory
procedures and techniques and procedures. Newbury Park, CA: Sage
Publications.

Sutherland, L., & Markauskaite, L. (2012). Examining the role of authenticity in
supporting the development of professional identity: an example from teacher
education. Higher Education, 64, 747-766.

Taneri, Pervin, Oya.(2004). A Study on Novice Classroom Teachers’ Problems with
Regular and Alternative Certificates. Unpublished master’s thesis, Middle
East Technical University, Ankara.

Tashakkori, A., & Teddlie, C. (2003). Handbook of mixed methods in the social and
behavioural science. Thousand Oak: CA: Sage.

Tickle, L. (2000). Teacher induction: The way ahead. Philadelphia: Open University
Press.

Trowler, P., & Knight, P. T. (1999). Organizational socialization and induction in
universities: Reconceptualizing theory and practice. Higher Education, 37,
177-195.

Tynjéla, P., & Heikkinen, A. P. H. L. (2011). Beginning teachers’ transition from
pre-service education to working life. Zeitschrift flr Erziehungswissenschatt,
14(1), 11-33.

Ur, P., (1996). A Course in Language Teaching. Cambridge: Cambridge University
Press.

Van Doren, M. (1959). Liberal education (No. 86). Beacon Hill.

Veenman, S. (1984). Perceived problems of beginning teachers. Review of
Educational Research, 54(2): 143-178.

Wang, J., & Odell, S. J. (2002). Mentored learning to teach and standards-based
teaching reform: A critical review. Review of Educational Research, 7(3), 481-
546.

193



Ward, J. (1992). A framework for teacher education programmes In A. Daventry &
A. J. Mountford & H. Umun¢ (Eds.), Tradition and innovation: ELT and
teacher education in the 1990s, vol. 2. (pp. 54-64). Ankara: British Council.

Weinstein, C. S. (1988). Preservice teachers' expectations about the first year of
teaching. Teaching and Teacher Education, 4(1), 31-40.

Whitt, E.J. (1991). Hit the ground running: Experiences of new faculty in a school of
education. The Review of Higher Education, 14, 177-197.

Wolters, C. A., & Daugherty, S. G. (2007). Goal structures and teachers' sense of
efficacy: Their relation and association to teaching experience and academic
level. Journal of Educational Psychology, 99(1), 181.

Wyatt I, R. L., & White, J. E. (2007). Making Your First Year a Success: A
Classroom Survival Guide for Middle and High School Teachers. (2nd ed.)
CA: Corwin Press, Thousand Oaks.

Yalginkaya, M. (2002). Yeni 6gretmen ve teftis. Milli Egitim Dergisi 150 (153-154).
Retrieved from: http://yayim.meb.gov.tr/dergiler/153-154/yalcinkaya.htm

Yin, R. K. (2014). Case study research: Design and methods. Sage publications.

Yiiksekogretim Bilgi Yonetim Sistemi. (n.d.). Retrieved January 22, 2016, from
https://istatistik.yok.gov.tr/

194


http://yayim.meb.gov.tr/dergiler/153-154/yalcinkaya.htm

APPENDICES

195



APPENDIX A: THE INFORMED CONSENT FORM

INFORMED CONSENT FORM

Dear Colleagues,

The questionnaire below has been designed to identify your experiences as newly-hired
instructors of EFL during the process of adaptation into this institution and to investigate to

what extent these experiences change with respect to certain variables.

Since the result of this study will not only shed light on the challenges that newly-hired EFL
instructors in tertiary level face, but also suggest some solutions to enhance teacher quality
by improving the orientation and in-service training programmes, it is essential that you

express your views sincerely.

In this study, you will be asked to fill out a questionnaire, which will take between 15-20
minutes. After the results of the survey are analysed, you may be invited to take part in an
interview via e-mail to confirm the accuracy of the data analysis and answer additional

guestions.

No risks and no direct benefits are anticipated as a result of your participation in this study.
Your participation is purely voluntary. There is no penalty for not participating and you have

the right to withdraw from the study at anytime without consequence.

At all times, your identity will be kept confidential. Your information will be assigned a code
number and the list connecting your name to this number will be accessible to only me as the
investigator. This list will be destroyed when the study is complete and the data have been
analysed. Your name will not be used in any report. If you would like to receive a report

about the findings, you can provide your e-mail address at the end of the form.

Thank you for your participation and sincerity.
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Whom to contact if you have questions about the study:

Pinar KURTOGLU, Master of Arts Student
Department of English Language Teaching, METU
pinarusta@gmail.com

Agreement:

| have read the procedure described above. | voluntarily agree to participate in the procedure
and | have received a copy of the description.

Participant Name Surname:

Date: Signature:
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APENDIX B: THE QUESTIONNAIRE
QUESTIONNAIRE FOR THE NEWLY-HIRED INSTRUCTORS

For Part I, please read the following statements and circle the choice across each statement

that best indicates your opinion.
PART |I: DEMOGRAPHIC INFORMATION
A. PERSONAL INFORMATION:

1.
2.
3.

Age: L

Gender: a. () Male b. () Female

How long have you been teaching English?

a. ()O0-1lyear d. () 6-10 years

b. () 2-3years e. ()11 yearsand more

c. ()4-5years

How long have you been working for this institution?

a. ()O0-1year b. () 2-3years c. () 4-5years
Which of the following students have you taught English so far at this institution?
(You can tick more than one option)

a. () Preparatory School b. () Departmental English c. () MA

B. EDUCATIONAL BACKGROUND:

1.

2.

Degree:

a. () Bachelor b. () Master of c. ()PhD
of Arts Arts

The undergraduate programme you graduated from:

a. () English Language Teaching e. () Other. Please specify:

b. () Literature
c. ()Linguistics

d. () Translation and Interpretation

Did you work actively with a mentor teacher in your pre-service education (BA
degree)?

a. () Yes b. () No
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Please, read the statements below and mark the option that describes your opinion based on

the following scale:
4-Not Challenging at all, 3-Somewhat challenging, 2-Challenging, 1-Always Challenging, NA-
Not Applicable

PART I11: JOB-RELATED ISSUES

Not Challenging
at all
Somewhat
Challenging
Challenging
Always
Challenging
Not Applicable

A. INSTRUCTIONAL CHALLENGES

Choosing appropriate methods and techniques as an

L EFL instructor... 4 3 2 1| NA
2. The issue of teaching strategies ... 4 3 2 1 | NA
3. Getting ready for the class ... 4 3 2 1 | NA
4, Implementing what I plan ... 4 3 2 1 | NA
5. Using instructional tools in teaching English... 4 3 2 1 | NA
6. Using technological tools in teaching English ... 4 3 2 1 | NA
7. Assigning online homework to students .... 4 3 2 1 | NA

Checking students’” written homework ... 4 3 2 1 | NA
9. Checking students’ online homework ... 4 3 2 1 | NA
10. | Assessing students’ written assignments ... 4 3 2 1 | NA
11. | Marking students’ exam papers ... 4 3 2 1 | NA
12. | Assessing students during spoken assessment ... 4 3 2 1 | NA
13. | Evaluating students’ in-class spoken performance ... 4 3 2 1 | NA
14. | Commenting on students’ reading journals ... 4 3 2 1 | NA
15. | Assessing students’ presentations ... 4 3 2 1 | NA
16. | Writing class reports ... 4 3 2 1 | NA
17. | The load of the programme ... 4 3 2 1 | NA

199




Please, read the statements below and mark the option that describes your opinion based on
the following scale:

4-Not Challenging at all, 3-Somewhat challenging, 2-Challenging, 1-Always Challenging, NA-
Not Applicable

- 2
s =2 2 2 8
T | S8 2| .8 2
el
2% 36l 6|1 26| 2
B. SUBJECT-MATTER RELATED CHALLENGES
1. | Teaching English to Turkish students... 4 3 2 1 | NA
Teaching English to International students... 4 3 NA
3 Usm_g English as a medium of instruction in my 4 3 2 1 | NA
English class...
4. | Teaching Grammar as an EFL instructor... 4 3 2 1 | NA
5. | Teaching Listening as an EFL instructor... 4 3 2 1 | NA
6. | Teaching Reading as an EFL instructor... 4 3 2 1 | NA
7. | Teaching Speaking as an EFL instructor... 4 3 2 1 | NA
8. | Teaching Writing as an EFL instructor... 4 3 2 1 | NA
C. NON-INSTRUCTIONAL CHALLENGES
1. | Beingat work ontime ... 4 3 2 1 | NA
2. | Beingin class ontime ... 4 3 2 1 | NA
3. | Getting things done on time... 4 3 2 1 | NA
4. | Being in the class on time when there is an exam ... 4 3 2 1 | NA
5. | Prioritization among my duties at school... 4 3 2 1 | NA
6. | Invigilating classes ... 4 3 2 1 | NA
7. | Being a substitute teacher ... 4 3 2 1 | NA
8. | Having office hours with my students ... 4 3 2 1 | NA
9. | Carrying out extra-curricular tasks ... 4 3 2 1 | NA
10. Submitting students’ attendance into the online 4 3 5 1 | NA
system ...
11. | Submitting students’ grades into the online system ... | 4 3 2 1 | NA
12. | Adhering to the dress code... 4 3 2 1 | NA
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Please, read the statements below and mark the option that describes your opinion based on
the following scale:

4-Not Challenging at all, 3-Somewhat challenging, 2-Challenging, 1-Always Challenging, NA-
Not Applicable

g .2 2| 2 B
5% 5| 3| &3 3
z&| 80| © | <C| =z
D. CLASSROOM MANAGEMENT
1. | Managing students in an EFL class ... 4 3 2 1 | NA
2. | Applying class rules ... 4 3 2 1 | NA
3 DeC|d!ng on the best way to approach student 4 3 2 1 | NA
behaviours ...
4. | Managing unruly classes with discipline problems ... 4 3 2 1 | NA
5 Zl:img solutions to behavioural problems in an EFL 4 3 9 1 | NA
6. Undertaking leadership or coaching roles in an EFL 4 3 5 1 | NA
class ...
7. | Keeping students on task on difficult assignments ... 4 3 2 1 | NA
8. | Getting students work together ... 4 3 2 1 | NA
9. | Making my class enjoyable for all students ... 4 3 2 1 | NA

PART I11: CONCERNS ABOUT RELATIONSHIPS

e 2

g 2 E 2 8

T | S8 2| .8 2

Tl

2%l 36| © | <C| =

A. RELATIONSHIP WITH STUDENTS

1 Learning the students’ names and calling them by 4 3 5 1 | NA
name ...

2. | Establishing a positive relationship with students ... 4 3 2 1 | NA

Dealing with students’ language development ... 4 3 2 1 | NA

4. | Perceiving individual differences ... 4 3 2 1 | NA
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Please, read the statements below and mark the option that describes your opinion based on
the following scale:

4-Not Challenging at all, 3-Somewhat challenging, 2-Challenging, 1-Always Challenging, NA-
Not Applicable

E 2
s =2 2 2 8
T | S8 2| .8 2
5%/ 22| 2| 52| 3
2% 36| 6| 26| 2
5. | Communicating with the foreign students ... 4 3 2 1 | NA
6. | Providing personal support to my students... 4 3 2 1 | NA
7. | Guiding students and giving professional advice ... 4 3 2 1 | NA
Motivating my students adequately in terms of
8. promoting learning English... 4 3 2 1 | NA
9 Determining the limits of my relationship with my 4 3 5 1 | NA
students...
10. | Being respected as an English instructor... 4 3 2 1 | NA
B. RELATIONSHIP WITH COLLEAGUES
Being a novice teacher among experienced
1 instructors of EFL ... 4 3 2 1| NA
2. | Developing positive relationships with my colleagues 4 3 2 1 | NA
Engaging in a professional sharing with my
3. colleagues ... 4 3 2 1 | NA
4. | Working collaboratively with my colleagues ... 4 3 2 1 | NA
5. | Sharing my ideas with my colleagues openly ... 4 3 2 1 | NA
6. | Socializing with my colleagues ... 4 3 2 1 | NA
C. RELATIONSHIP WITH COORDINATORS
(PROGRAMME & TESTING OFFICE COORDINATORS, ASSISTANT CHAIRS)
Expressing my views freely during weekly meetings 4 3 2 1 | NA
Communlcgtlng sincerely with my coordinators when 4 3 2 1 | NA
| make a mistake ...
3. | Socializing with my coordinators ... 4 3 2 1 | NA
4 Askmg_questlons to my coordinator when there is 4 3 9 1 | NA
something unclear ...
5 Giving feedback to my coordinators about the 4 3 9 1 | NA
programme ...
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Please, read the statements below and mark the option that describes your opinion based on
the following scale:

4-Always Sufficient, 3- Sufficient, 2-Somewhat Sufficient, 1-Not Sufficient at all, NA-Not
Applicable

PART 1V: PERCEPTIONS OF THE NEWLY-HIRED TEACHERS ON THE
SUFFICIENCY OF PRESERVICE EDUCATION

5 ¢ | Bzl ¢ 2
0 O 2 2| 5 o
gg| €| 28| 25| S
<5l 3| 33l =28 =
A. SUFFICIENCY OF PRESERVICE EDUCATION
(If you are an ELT graduate, fill in this part taking your four-year BA courses into account;
however, if you are a non-ELT graduate, then fill in this part considering your
pedagogical formation programme)
1. | Inintroducing the profession... 4 3 2 1 | NA
5 _In preparing me for the profession as an EFL 4 3 5 1 | NA
instructor...
3. | Inthe issue of instructional planning... 4 3 2 1 | NA
4. | Inthe issue of teaching methods and techniques... 4 3 2 1 | NA
5. | Inthe issue of evaluating student achievement... 4 3 2 1 | NA
6. | Inthe issue of classroom management... 4 3 2 1 | NA
7. | In overcoming instructional difficulties... 4 3 2 1 | NA
8. | Inthe issue of guiding the students... 4 3 2 1 | NA
9 In considering individual differences of the 4 3 5 1 | NA
students...
10. | In making teaching more attractive for the students... | 4 3 2 1 | NA
11. | In using course book and materials... 4 3 2 1 | NA
12 In providing resources for Professional 4 3 5 1 | NA
development...
13. | In gaining a teacher identity... 4 3 2 1 | NA
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Please, read the statements below and mark the option that describes your opinion based on
the following scale:

4-Always Sufficient, 3- Sufficient, 2-Somewhat Sufficient, 1-Not Sufficient at all, NA-Not
Applicable

PART V: CONCERNS ABOUT THE ORIENTATION AND TRAINING
PROGRAMME AT MY CURRENT WORKPLACE

- )

a

& <

- = &)

- - © = Q =
c c cc| E o
© @ @ =2 5 Q
S| 8 38| h=| <
= E b= EE| = =
= 3 =] o > S < o
<h [} Ah| 2 ® P

A. SUFFICIENCY OF THE ORIENTATION PROGRAMME

(Orientation in this part means the introductory sessions given to you by the
Programme and Testing Office Coordinators when you first started this institution)

1 (Ijr; :)r;tr;(r)r?euncti.r.]? the aims and objectives of the 4 3 2 1 | NA
5 ICr(1) (’;t;gilns:tl:gnoz rr](l)tles and responsibilities of each 4 3 5 1 | NA
3 In terms of the description of workload... 4 3 2 1 | NA
4. | In describing the school rules and regulations ... 4 3 2 1 | NA
5 In presenting the programme (curriculum/syllabus) 4 3 2 1 | NA
6 In exploiting the textbooks... 4 3 2 1 | NA
7. | In describing the exam procedures... 4 3 2 1 | NA
8. | Inevaluating student achievement... 4 3 2 1 | NA
B. SUFFICIENCY OF IN-SERVICE TRAINING (CPD PROGRAMME)
(In-Service Training in this part refers to the Continuous Professional
Development Programme given to all instructors by an external trainer)
1. | Inassisting my current induction process... 4 3 2 1 | NA
2. | In developing my identity as a teacher... 4 3 2 1 | NA
3. | Inintroducing the facts about teaching profession... 4 3 2 1 | NA
o | e e soe apiten pebems et |y |5 [ 2 | 1 |na
5 (Ijr; \r/)er:)(;g:jr: lr;rg];t.r.e.sources for Professional 4 3 2 1 | NA
6. | Inthe issue of instructional planning... 4 3 2 1 | NA
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Please, read the statements below and mark the option that describes your opinion based on
the following scale:

4-Always Sufficient, 3- Sufficient, 2-Somewhat Sufficient, 1-Not Sufficient at all, NA-Not

Applicable
E
gl 2| Bgl g r=
22 252 3 g
SE| E| EE| =T =2
<3l 3|83 2% 2
7. | Inthe issue of instructional implementation... 4 3 2 1 | NA
8 In helping me make my teaching more attractive for 4 3 5 1 | NA

the students...

9. | Inthe issue of guiding my students... 4 3 2 1 | NA
10. | In the issue of evaluating student achievement... 4 3 2 1 | NA
11. | In the issue of classroom management... 4 3 2 1 | NA

In developing professional relationships with my

12.
colleagues...

If there is anything you want to add, please use the space below:

Please provide your e-mail address if you want to have a report of the study results:
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APPENDIX C: SEMI-STRUCTURED INTERVIEW QUESTIONS

My name is Pmar Kurtoglu. I'm doing my master’s on English Language Teaching
at Middle East Technical University and on my thesis I’ve been working on “The
Expectations, Experiences, and Suggestions of Newly-Hired EFL instructors” here in

this institution.

Since the result of this study will not only shed light on what the newly-hired EFL
instructors expect before starting to work for this institution, and what kind of
experiences these instructors have, but also suggest some solutions to enhance
teacher quality by improving the orientation and in-service training programmes, it is

essential that you express your views sincerely.

Before we start our interview, | want to inform you that your identity will be kept
confidential and your name will not be used in any report. | will be recording our talk

during the interview; however, you may stop the recording if you feel uncomfortable.

I suppose our interview will last approximately an hour. | want to start my questions

if you agree.

1. Can you please introduce yourself a little bit?
e What is your educational background?
e How many years of total teaching experience do you have?
¢ Do you have any previous work experience? If so, in what kind of an
institution did you work for and what kind of experience did you have?

e For how many years have you been working for this institution?
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. Why/How did you decide to work for this institution?

. What expectations did you have before you started working for this institution?

e Has it met your expectations? Can you give some examples?

How did you feel when you first started to work for here?
e Did your feelings change over time? If so, why and how?
e Is there any specific event/time you still memorize? Would you like to

mention it?

. What has your experience been like as a newly-hired EFL instructor here?
e Have you had positive experiences? If so, can you please mention some of
them?
e Have you had any challenges? If so, what are they and how did you manage
to overcome these difficulties?
e What have you experienced in terms of Job-Related (Instructional, Non-
Instructional, Subject-Matter Related, and Classroom Management) Issues?
- What has been the most challenging thing to do?
- What has been the least challenging thing to do?
e What have you experienced in terms of Relationships (with students,
colleagues, and coordinators) here?
- In what ways do you think the relationships can be developed
here?
e Can you mention the pre-service education that you got as your BA degree?
- Was it sufficient? If so, in what ways? If not, in what ways?
- Is there any suggestions that you want to make to develop the pre-

service education?
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e What are your perceptions about the orientation programme that you got
when you first started to work for this institution?
- How did you find it?
- Do you have any suggestions to develop the orientation
programme for the newly-hired EFL instructors here?
e What are your perceptions about the in-service training you have been
attending here?
- What has been the most sufficient part of it? Why and how?
- What has been the most insufficient part of it? Why and how?
- What changes do you think should be made in order to better

serve for the newly-hired EFL instructors here?
6. What suggestions do you have for the institution in order to help the EFL
instructors have better experiences here?

e What suggestions do you have for the newly-hired EFL instructors here?

7. s there anything you want to add or share?

Thank you very much for your sincerity and participation.
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APPENDIX D: SAMPLE PAGE OF CODED TRANSCRIPTIONS

A part of the transcription coded by the researcher:

Instructor 10, Female, 2 years of experience, July 03, 2015. (00:35:27)

RAW DATA

CODES

CATEGORIES/
THEMES

Instructor 10: Yeah, of course. | really believe in these in-

service programmes because you have to keep up and you

have to learn many things. And you have the opportunity to
practice them. As for the programmes here, | have been
attending for two years. Yeah, they are very helpful but one is
that sometimes they can be too theoretical. “okay guys you
should do that or do that or don’t do that”. That’s the thing that
I know, I’m already aware of them so it can be a little bit more
practical because | was an ELT-graduate and I’ve been
training for four years and I’ve been teaching for two years, so

I’m aware of some certain things. The things that | need are

more practical things. some more different activities, some

more different teaching strategies, so the focus can be these
things and personally, when I’m thinking about a training
programme, | just don’t wanna go and sit there. | think we
need to be more active. Yeah, of course, the trainers are very
good. So, we were fortunate about having them. Listening to

them was also helpful but 1 would also like to have the

opportunity to present something by myself or | would like to

watch my colleagues. So this can be I think can be helpful for

us.
Interviewer: So do you think peer teaching would be helpful?

Instructor 10: Absolutely. 1 would like to prepare something

and something new for us and present it and get some

feedback and | would like to watch some other colleagues and

getting more ideas...

PERCEPTIONS
ON THE IN-
SERVICE
TRAINING

Learning new

things

The content’s
being too

theoretical

Having more

practical ideas

The need for
active

participation

Having some
peer teaching

opportunities

Sharing

opinions
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A part of the transcription coded by another researcher:

Instructor 10, Female, 2 years of experience, July 03, 2015. (00:35:27)

RAW DATA

CODES

CATEGORIES
/| THEMES

Instructor 10: Yeah, of course. I really believe in these in-
service programmes because you have to keep up and you
have to learn many things. And you have the opportunity to
practice them. As for the programmes here, I have been
attending for two years. Yeah, they are very helpful but one
is that sometimes they can be too theoretical. “okay guys
you should do that or do that or don’t do that”. That’s the
thing that | know, 1I’m already aware of them so it can be a

little bit more practical because | was an ELT-graduate and

I’ve been training for four years and I’ve been teaching for
two years, so I’m aware of some certain things. The things
that | need are more practical things. some more different
activities, some more different teaching strategies, so the
focus can be these things and personally, when I'm
thinking about a training programme, | just don’t wanna go
and sit there. | think we need to be more active. Yeah, of
course, the trainers are very good. So, we were fortunate
about having them. Listening to them was also helpful but |
would also like to have the opportunity to present
something by myself or | would like to watch my
colleagues. So this can be | think can be helpful for us.
Interviewer: So do you think peer teaching would be
helpful?

Instructor 10: Absolutely. |

would like to prepare

something and something new for us and present it and get

some feedback and | would like to watch some other

colleagues and getting more ideas...

PERCEPTIONS
OF IN-
SERVICE
TRAINING

Too much
theory vs not
enough
practice

No room for
active
participation

Learning from
peers

Personal
sharing

210




APPENDIX E: THE SUMMARY OF THE MEAN SCORES OF ALL THE
ITEMS ON THE QUESTIONNAIRE PART BY PART

QUESTIONNAIRE FOR THE NEWLY-HIRED INSTRUCTORS

PART I: DEMOGRAPHIC INFORMATION

A. PERSONAL INFORMATION:

1. Age:...... 266,
2. Gender: a. (9) Male b. (42 ) Female

3. How long have you been teaching English?
a. (12) 0-1 year
b. (16) 2-3 years
(14) 4- 5 years
d. (4)6-10 years

e. (5) 11 years and more

4. How long have you been working for this institution?
a. (27)0-1year
b. (20) 2-3 years
c. (4)4-5years

5. Which of the following students have you taught English so far at this institution?
(You can tick more than one option)
a. (21) Preparatory School
b. (0) Departmental English
c. (1) MA
d. (6) Prep.+ Depart.
(18) Prep+ MA
f.  (5) Prep.+ Depart.+ MA

®
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B. EDUCATIONAL BACKGROUND:

1. Degree:
a. (33) Bachelor of Arts
b. (17) Master of Arts
c. (1)PhD

2. The undergraduate programme you graduated from:
a. (38) English Language Teaching
b. (7) Literature
c. () Linguistics
d. (1) Translation and Interpretation
e. (0) Other. Please specify:

3. Did you work actively with a mentor teacher in your pre-service education (BA
degree)?
a. (39) Yes b. (12) No
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2., 2
PART I1: JOB-RELATED ISSUES . 55| %5
c ca c on
3 o | &%
S | Sa3[ =58
A. INSTRUCTIONAL CHALLENGES
1 Choosing appropriate methods and techniques as an EFL 394
" | instructor... '
The issue of teaching strategies ... 3,24
Getting ready for the class ... 3,43
Implementing what | plan ... 3,04
Using instructional tools (books, booklets, etc.) in teaching
5. > 3,53
English...
6 Using technological tools (active teach CD, whiteboard, 373
" | laptop) in teaching English ... '
Assigning online homework to students .... 2,29 -
Checking students’ written homework ... 2,53 (2]
- N
Checking students’ online homework ... 2,55
10.| Assessing students’ written assignments (writing portfolio).... | 2,22
11.| Marking students’ exam papers ... 2,71
12.| Assessing students during spoken assessment ... 2,92 o
13.| Evaluating students’ in-class spoken performance ... 3,35 (@)
14.| Commenting on students’ reading journals ... 2,63 (\f
15.| Assessing students’ presentations (topic, video, and poster)... 3,2
16.| Writing class reports ... 2,68
17.| The load of the programme ... 2,12
B. SUBJECT-MATTER RELATED CHALLENGES
1. | Teaching English to Turkish students... 2,8
Teaching English to International students... 2,75
3 Using English as a medium of instruction in my English 339
" | class... :
4. | Teaching Grammar as an EFL instructor... 3,12 c';
5. | Teaching Listening as an EFL instructor... 3,08 N
6. | Teaching Reading as an EFL instructor... 3,02
7. | Teaching Speaking as an EFL instructor... 2,66
8. | Teaching Writing as an EFL instructor... 2,94
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= |53l 5¢&
C. NON-INSTRUCTIONAL CHALLENGES
1. Being at work on time ... 3,59
2. | Beingin class ontime ... 3,82
3. | Getting things done on time... 3,16
4, Being in the class on time when there is an exam ... 3,73
5. | Prioritization among my duties at school... 3,02
6. | Invigilating classes ... 3,27 ﬂ
7. | Being a substitute teacher ... 231 | ™M
8. | Having office hours with my students ... 3,36
9. | Carrying out extra-curricular tasks (ILE, MLT, etc.) ... 2,8
10. | Submitting students’ attendance into the online system 2.38
11. | Submitting students’ grades into the online system ... 2,67 o
12. | Adhering to the dress code... 3,65 CO\}
D. CLASSROOM MANAGEMENT
1. | Managing students in an EFL class ... 3,04
2. | Applying class rules ... 3,16
3. | Deciding on the best way to approach student behaviours | 3,08
4. | Managing unruly classes with discipline problems ... 2,71
5 Finding solutions to behavioural problems in an EFL 292 'c;
class ... ’ o
6. | Undertaking leadership or coaching roles in an EFL class | 3,31
7. | Keeping students on task on difficult assignments ... 2,69
8. | Getting students work together ... 2,92
9. | Making my class enjoyable for all students ... 2,9
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PART I1lI: CONCERNS ABOUT RELATIONSHIPS g § g
S | Sa|5¢&
A. RELATIONSHIP WITH STUDENTS
1. | Learning the students’ names and calling them by name ... 3,59
2. | Establishing a positive relationship with students ... 3,78
3 Dealing with students’ language development ... 3,35
4. | Perceiving individual differences ... 3,49
5. | Communicating with the foreign students ... 3,61 Lo
Te)
6. | Providing personal support to my students... 3,55 o
7. | Guiding students and giving professional advice ... 3,57
g | Motivating my students adequately in terms of promoting 39
~ | learning English... '
9. | Determining the limits of my relationship with my students ... 3,71
10.| Being respected as an English instructor... 3,67
B. RELATIONSHIP WITH COLLEAGUES
1. | Being a novice teacher among experienced instructors of EFL 348
2, Developing positive relationships with my colleagues ... 3,71
3. | Engaging in a professional sharing with my colleagues ... 3,73 g <t
4. | Working collaboratively with my colleagues ... 3.75 o | D
' ™
5. | Sharing my ideas with my colleagues openly ... 3,51
6. | Socializing with my colleagues ... 3,73
C. RELATIONSHIP WITH COORDINATORS
(Programme & Testing Office Coordinators, Assistant Chairs)
1. | Expressing my views freely during weekly meetings ... 2,72
2. | Communicating sincerely with my coordinators when | make a 243
mistake ... '
s - - Lo
3. | Socializing with my coordinators ... 2,11 Te]
4 Asking questions to my coordinator when there is something 59 N
" | unclear ... ’
5. | Giving feedback to my coordinators about the programme ... 2,58
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PART IV: PERCEPTIONS OF THE NEWLY-HIRED 2, 2
TEACHERS ON THE SUFFICIENCY OF " 5 E 5
PRESERVICE EDUCATION S S&| g8
> 53| S8
A. SUFFICIENCY OF PRESERVICE EDUCATION
(If you are an ELT graduate, fill in this part taking your four-year BA courses
into account; however, if you are a non-ELT graduate,
then fill in this part considering your pedagogical formation programme)
1. | Inintroducing the profession... 2,84
In preparing me for the profession as an EFL
2. |- 2,82
instructor...
3. | In the issue of instructional planning... 2,86
4. | In the issue of teaching methods and techniques... 3,16
5. | In the issue of evaluating student achievement... 2,61
6. | Inthe issue of classroom management... 2,76
o | O
7. | In overcoming instructional difficulties... 2,67 ~ '\..
NN
8. | In the issue of guiding the students... 2,76
9. | In considering individual differences of the students... | 2,76
10.| In making teaching more attractive for the students... 2,96
11.| In using course book and materials... 2,78
12.| In providing resources for Professional development... | 2,54
13.| In gaining a teacher identity... 2,73
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PART V: CONCERNS ABOUT THE ORIENTATION g | &

AND TRAINING PROGRAMME AT MY CURRENT . | 85| 5

WORKPLACE § | §5| 52
> | 53| 5¢&

A. SUFFICIENCY OF THE ORIENTATION PROGRAMME

(Orientation in this part means the introductory sessions given to you by the
Programme and Testing Office Coordinators
when you first started this institution)

In introducing the aims and objectives of the
1. 3,18
department...
2 In the issue of roles and responsibilities of each 312
" | coordination unit... ’
3. | In terms of the description of workload... 2,82 —
4. | In describing the school rules and regulations ... 3,29 g—
5. | In presenting the programme (curriculum/syllabus) ... 3,06
6. | In exploiting the textbooks... 2,61
7. | In describing the exam procedures... 3,2
8. | Inevaluating student achievement... 2,82
B. SUFFICIENCY OF IN-SERVICE TRAINING
(CPD PROGRAMME)
(In-Service Training in this part refers to the Continuous Professional
Development Programme given to all instructors by an external trainer)
1. | Inassisting my current induction process... 2,24 o
2. | In developing my identity as a teacher... 2,27 ©
(Q\|
3. | Inintroducing the facts about teaching profession... 2,57
4 In helping me solve adaptation problems related to my 513
" | profession as an EFL instructor... ’
5. | In providing resources for Professional development... 2,62
6. | In the issue of instructional planning... 2,22 CF\{
7. | Inthe issue of instructional implementation... 2,27 o
In helping me make my teaching more attractive for the
8. 2,39
students...
9. | In the issue of guiding my students... 2,16
10. | In the issue of evaluating student achievement... 2,24
11. | In the issue of classroom management... 2,35
In developing professional relationships with my
12. 2,33
colleagues...

OVERALL MEAN: 2,23
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APPENDIX F: DEMOGRAHIC INFORMATION OF THE PARTICIPANTS
(QUESTIONNAIRE)

Variables N %
Number 51 100
Age 22 2 3.9
23 3 5.9
24 8 15.7
25 12 235
26 4 7.8
27 8 15.7
28 3 5.9
29 4 7.8
31 1 2
32 2 3.9
34 1 2
35 1 2
39 1 2
40 1 2
Gender Male 9 17.6
Female 42 82.4
Total amount of teaching 0-1 year 12 235
experience 2-3 years 16 31.4
4-5 years 14 27.5
6-10 years 4 7.8
11 years and more 5 9.8
Amount of teaching experience  0-1 year 27 52.9
at the institution 2-3 years 20 39.2
4 years 4 7.8
Educational Degree Bachelor of Arts 33 64.7
Master of Arts 17 33.3
PhD 1 2
'Fl)'ype of Undergraduate English Language Teaching 38 74.5
rogramme
Literature 7 13.7
Linguistics 5 9.8
Translation and 1 2

Interpretation
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APPENDIX G. TURKISH SUMMARY

ISE YENI BASLAMIS INGILIZCE OKUTMANLARININ
BEKLENTILERI, TECRUBELERI VE ONERILERI:
TURKIYE’DEKI OZEL BIR UNIVERSITEDE KARMA-YONTEM CALISMASI

Bir diinya dili olarak Ingilizce, bilim, is, iletisim, siyaset, sanat ve egitim (Crystal,
1997; Graddol, 2006) dahil olmak iizere bir¢cok alanda yaygin bir dil haline gelmistir.
Bu nedenle, ikinci veya yabanci dil olarak Ingilizce konusan kisi sayis1 biiyiik bir
artis gdstermistir. Bu baglamda Ingilizce birgok iilkede ilkdgretim, ortadgretim ve
hatta okul Oncesi egitimde Ogretilen en yaygin yabanci dil olarak yer almaya
baslamis ve bir¢ok alanda basarili bir meslege sahip olmak icin aranan kosullardan
biri haline gelmistir. Bir¢ok iilkede oldugu gibi Tiirkiye’de aileler ¢ocuklarinin daha
iyi Ingilizce 6grenme imkanlarma sahip olmalar1 i¢in ugrasmaktadir. Ingilizceye
verilen bu éneme ragmen dgrencilerin Ingilizce 6grenmeleri sadece smif ile sinirl
kalmakta ve ders disinda pratik yapma imkanlar1 bulunmamaktadir. Bu yiizden ¢ok
sayida etkin Ingilizce Ogretmenlerinin yetismesi oldukca dnemli hale gelmistir.
Ozellikle Egitim dili ingilizce olan {iniversitelerin yabanci dil hazirlik béliimlerinde
nitelikli Ingilizce dil 6gretmenleri igin artan bir talep vardir. Birgok vakif iiniversitesi

her y1l yeni ingilizce gretmenleri ise alinmakta ve bu say1 her yil artmaktadir.

Her ne kadar her y1l artan sayida Ingilizce 6gretmeni ise alinsa da, birgok dgretmen is
degistirme ya da isten ayrilmaktadir. Birgok arastirmaci bu konu tlizerinde ¢alismalar
yapmistir. Ruhland’in (2000) meslek secimi teorisine gore mesleki memnuniyet,
kararlilik ve basari, kisinin kisiligi ve igyeri arasindaki onaya baglidir (s. 3). Ayrica,
Celep (2003) orgiitsel baglilik teorisi lizerine ¢alismaktadir ve 6gretmenlerin baglilik
diizeyinin onlarin inanglari, okulun hedefleri ve degerlerinin kabulii, okulun adina

caba sarf etmeye gonulli olma ve okulun bir Uyesi olarak kalmaya istekli olma gibi
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faktorlere gore belirlendigini varsayar. Okul kurumuna daha az bagli olma hem
kurumun etkinligini kotii yonde etkiler hem de Ogretmenlerin daha az yeterli
olmasina ya da meslegini birakmasma neden olur. Ogretmenlerin isten ayrilma
oraninin daha az olmast i¢in, Ingersoll (2002)’un belirttigi iizere kurumlarin:
maagslardan iyilesme, d6gretmenlere daha fazla yonetimsel destek saglama, 0grenci
disiplin sorunlarini azaltmaya yardimci olma ve okullarda iyilestirilmis bir 6gretmen

egitimi uygulama gibi konularda gelisim gostermesi gerekmektedir (s. 26).

Bu sorunlarin ve kurumlar i¢in olas1 sonuglarinin farkinda olarak, 6gretmen egitimi
programlari (hizmet-OGncesi ya da hizmet-ici) yiiriitiillmektedir ve hiikiimet tarafindan
egitim kurumlarinda nitelikli Ingilizce 6gretmenlerini desteklemek amaciyla dzellikle
ise yeni baglamis 6gretmenler icin bircok reform yapilmistir (Ginns, Heirdsfield,
Atweh, & Watters, 2001). Yapilan arastirmalara gore, daha tecriibeli meslektaslarina
kiyasla, ise yeni baslayan 6gretmenler daha biiylik bir oranda mesleklerini birakma
egilimindedir (Ingersoll, 2001; Kukla- Acevedo, 2009), daha az 6gretmen yeterligi
gostermektedir (Wolters & Daugherty, 2007), ve daha fazla mesleki stres ve
duygusal tukenme hissetmektedir (Klusmann, Kunter, Voss, & Baumert, 2012;
Tynjild & Heikkinen, 2011). Ozellikle is yiikiiniin fazla oldugu vakif okullarinda ise
yeni baglayan Ogretmenlerin yasadiklari tecriibeler, ileriki yillarda iste kalip
kalmayacagina karar vermektedir. Sadece ise yeni baslayan oOgretmenler degil,
tecriibeli ya da biraz 6gretmenlik tecriibesi olan 6gretmenler de yeni bir isyerinde ise
basladiklarinda bazi zorluklarla karsilasmaktadir. Ogretmenlerin isten ayrilma
oranlar1 gdz dniinde bulunduruldugunda, durum oldukca ciddidir. Ise yeni baslayan
ogretmenlerin %25 ile %50’si mesleki tecriibesinin ilk ii¢ yilinda, %10°u ise ilk
yilinda isten ayrilmaktadir (Oztiirk, 2008, s. 20). Ingersoll (2002) farkli kaynaklardan
gelen verileri analiz etmistir ve 0gretmenlerin isten ayrilmasi ile alakali bes ana
neden bulmustur: emeklilik, ise alinma prosediirii, ailevi ve kisisel nedenler, baska
isler ile ilgilenme ve memnuniyetsizlik (Catalyst, 1999; Finn, 1997; Osborne, 2002).

Benzer sekilde, Santiago (2001) d6gretmenlerin islerinden ayrilmalarinin nedenlerinin
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diisik maaglar ve i yerlerinin daha karmasik sorumluluklar talep etmesinin
oldugunu belirtmektedir. Duffrin (1999, s. 2) 6gretmenlerin isten ayrilmasinin en
blylk nedeninin, 6zellikle meslekteki ilk 5 yil igerisinde, ¢alisma kosullar1 olduguna
deginmistir. Chaika (2002, s. 1) 6gretmen hareketliliginin olmadigini, oryantasyon
programlarinin yetersiz oldugunu, ¢alisma kosularinin kotii oldugunu ve 6gretmenler
ile Universite mezunlarinin arasinda biiyilk maas farki oldugunu iddia etmektedir.
Ozellikle akademik yi1l icerisinde isten ayrilan dgretmenler egitmen eksikligine yol

acarak kurumlara zarar vermektedir.

Mesleki tecriibelerinin ilk yillarinda igse yeni baglayan 6gretmenlere saglanan destek,
onlarin kisa vadeli profesyonel ihtiyaglarinin kalitesinin yani1 sira uzun vadeli
profesyonel 6grenme deneyimleri igin de son derece Onemlidir. Uluslararasi
calismalar da okul ortami, destek sistemleri ve gelisimsel firsatlarin yeni ige alinan
Ogretmenlerin gelisiminde kritik bir rol oynadigini belirtmektedir (Bickmore &
Bickmore, 2010; Kagan, 1992; Kardos & Johnson, 2010; Tickle, 2000). Oryantasyon
(Hizmet-oncesi  egitim) slrecindeki ment6rlik, okul ortaminda sosyallesmeyi
desteklemek ve ogretmenlerin profesyonel gelisimini desteklemek adma ¢ok
6nemlidir (Feiman-Nemser, 2003; Wang & Odell, 2002). Bu baglamda, egitmenlerin
beklentilerini karsilamak ve onlarin uzun yillar meslekte kalmalarina yardime1 olmak
adina, ogretmenlerin sesleri duyulmali ve Onerileri dikkate alinmalidir. Aym
zamanda, Ogretmenlerin isten ayrilmalarma ya da baska firsatlarin pesinde
olmalarima neden olan meslek veya kurumlara karsi memnuniyetsizliklerinin

sebeplerini arastirmak i¢in daha fazla ¢alismanin yiiriitiillmesi gerekmektedir.

Dolayistyla, bu ¢alismanin amact ise yeni baslamis ve Ingilizceyi yabanci dil olarak
ogreten Ingilizce okutmanlarinin Tiirkiye’deki 6zel bir iiniversitede ise baslamadan
once ne gibi beklentilerinin oldugunu ve yeni is yerlerindeki uyum siirecinde ne tur
tecriibeler yasadiklarini incelemektedir. Ayrica, Yabanci Diller Boliimii programini

gelistirmek ve ise yeni alinmis okutmanlarin isyerlerindeki uyum siirecini daha kolay
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gecirmelerini saglamak amaciyla, karma yontem kullanarak okutmanlarin onerileri
arastirtlmistir. Bunlar1 g6z onilinde bulundurarak, bu calisma asagidaki arastirma

sorularini cevaplamay1 hedeflemektedir.

1. Ise yeni baslamis 51 Ingilizce okutmaninin, su anki isyerlerinde
a. meslek
b. O6grenciler, meslektaslar ve koordinatorlerle iliskiler
c. lisans egitimleri
d. oryantasyon ve hizmet-i¢i egitim ile alakali tecriibeleri iizerine gorisleri

nelerdir?

2. Ise yeni baslamis 10 Ingilizce okutmaninin,
a. Ingilizce okutmanlarmin ise baslamadan onceki beklentilerinin ne derece
karsilandig1
b. ise yeni baslayacak Ingilizce okutmanlarma ilk is yerlerinde yol gdstermek

adina verecegi tavsiyeler konusunda goriisleri nelerdir?

Alanyazinda 6gretmenlerin mesleklerinin ilk yilinda karsilastiklart zorluklar tizerine
bircok calisma yer almaktadir (e.g. Oztiirk, 2008, Karaman, 2013, Fantilli &
McDougall, 2009, Romano, 2007). Ayrica ise yeni baglayan kisilerin uyumu ile ilgili
olarak da bir¢ok sayida ¢alisma bulunmaktadir (e.g. Jones, 1986, Griffin & Colella,
2001, Gruman & Saks, 2006). Bunlardan bazilar1 6gretmenlerin sadece meslekteki
ilk yillarma deginmekte, digerleri ise Ogretmenlerin mesleklerindeki ilk bes yilda
isten ayrilma nedenlerini incelemektedir. Ayrica, lisans egitiminin, hizmet-Oncesi ve
hizmet-i¢i egitiminin yeterliligi konusunda da oldukga ¢alisma yapilmistir (e.g. Alan,
2003; Giiltekin, 2007; Farrell, 2012). Buna ragmen, bu c¢alismalar ya sadece
tecriibesiz  6gretmenlerin yasadiklar1 zorluklardan bahsetmekte ya da egitim
kurumlarin1 vurgulamaksizin ise uyum siirecini incelemektedir. Bu nedenle, bu

calisma, tecriibesiz veya tecriibeli ayirt etmeksizin, Ingilizce okutmanlarimn ne gibi
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beklentilerle bir vakif iiniversitesinde ¢alismak istediklerini, uyum siireglerinde ne
gibi kurumsal ve kisisel zorluklar yasadiklarini ve ise yeni baslayacak Ingilizce
okutmanlarinin uyum siirecini daha kolay gec¢irmelerini saglamak adina ne gibi
tavsiyelerde bulunduklarini ortaya ¢ikarmasi agisindan diger ¢aligsmalardan farkli bir

ozellige sahiptir.

Bu nedenle, bu ¢alismadan elde edilen sonuglar sadece ise yeni baslayan Ingilizce
okutmanlarinin karsilastiklart problemlere 151k tutmakla kalmayip hizmet-0ncesi ve
hizmet-i¢i egitim programlarinin gelistirilmesi adina sundugu tavsiyelerle 6gretmen
kalitesini artiracaktir. Bu sonuglar, alanyazindaki diger c¢alismalar ile beraber, ise
yeni baslayan Ingilizce dgretmenlerinin ilk yillarma ait endiselerini azaltarak onlari
motive ve tatmin edecek ve bununla birlikte isten ayrilmalar azalacaktir. Son olarak,
calismadan elde edilen bulgular 15181nda 6gretmen egitmenleri ve okul yoneticileri de
Ogretmenlerin iste kalmalarmi saglayacak ek destek sistemleri saglayarak
Ogretmenlerin tecriibesiz bir 6gretmenden tecriibeli bir O6gretmene gegislerini
kolaylastiracaktir. Ogretmenler, kendilerini basarili ve desteklenmis hissettikleri is

yerlerinde uzun yillar ¢alisacaklardir.

Bu calismada arastirma yontemi olarak agiklayici karma yontem kullanilmistir ve
calisma kapsaminda veriler detayli bir anket ve daha sonrasinda on adet goriisme
olmak tiizere iki adet veri toplama araci ile elde edilmistir. Caligmanin katilimcilari
Turkiye’de bir vakif tiniversitesinin Yabanci Diller Boliimii’'nde ¢alismakta olan 56
Ingilizce okutmamdir ve veri toplama siireci 2014-2015 akademik yilimin bahar

doneminde gergeklesmistir. Calisma {lic asamada yuriitiilmstiir.

Ilk asamada, 4 kadin, 1 erkek toplam 5 Ingilizce okutmani ile pilot bir ¢aligma
yapilmistir. Okutmanlar anketi cevaplamis ve arastirmaciya doniit vermistir. Bu
dontitler 15181inda ankette c¢esitli diizenlemeler yapilmis ve anket son haline

getirilmistir. ikinci asamada, diizenlenen anket 42 kadin, 9 erkek katilimcidan olusan
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Ingilizce okutmanlarma dagitilmistir. Son asamada, veriler toplandiktan ve analiz
edildikten sonra goOriisme sorular1 hazirlanmistir. Bunun akabinde, toplam 10
okutman ile birlikte her biri yaklasik 30 dakika siiren ve Ingilizce yiiriitiilen

goriismeler uygulanmstir.

Calismada kullanilan anket Aday Ogretmen Anket Formu *ndan (Oztlrk, M., 2008)
uyarlanmistir. Bu anketin secilmesindeki ama¢ maddelerin, bu c¢alismanin
yiriitildiigi kurumdaki okutmanlarin tecriibeleri ile biliylik benzerlik gostermesidir.
Buna ragmen, ¢alismanin yiiriitiildiigii kurumdaki ¢alisma ortamini ve ¢alisma alani
olan Ingilizceyi yabanci dil olarak 6gretme/dgrenme ortamini en iyi sekilde tasvir
etmek adina ankette bazi uyarlamalar ve degisiklikler yapilmistir. Anketin
uyarlanmis ve bu c¢alismada uygulanmis halinde toplam bes boliim (1. Bolim:
Demografik bilgiler, 2. Béliim: Meslek ile ilgili konular, 3. Béliim: Iliskiler, 4.
BOlim: Lisans egitiminin yeterliligi, 5. Boliim: Oryantasyon ve Hizmet-igi egitimin
yeterliligi) 108 madde bulunmaktadir. Ankette, dortlii likert 6l¢egi kullanilmistir ve
anketin sonunda bir adet agik uglu soru sorulmustur. Anket uygulamasindan sonra
duzenlenen goriisme sorulart anketten elde edilen veri analizleri 1s181inda
olusturulmustur ve yar1 yapilandirilmis goriisme seklinde uygulanmistir. Bu
goriismeler okutmanlarin daha detayli goriislerini almak ve 6zellikle ikinci arastirma
sorusuna cevap vermek adina veri toplama amaciyla yapilmistir. Anketten elde
edilen nicel veri SPSS 20.0 yazilimiyla incelenmis, analiz asamasinda betimsel
analiz ve siklik analizi uygulanmistir. Yar1 yapilandirilmis goériismeler araciligiyla
toplanan nitel veri yaziya dokiilmiis, anketin sonunda yer alan agik uglu soru ile
birlikte MAXQDA 10 yazilimina yiiklenmistir. Bu yazilim yardimiyla biitiin nitel
veri siirekli karsilastirmali veri analizi metodu ile kodlanmistir. ilk kodlamalar
bittikten sonra benzer temalar ayni kategoriler altinda toplanmistir ve en son olarak

siklik analizi yiirtitiilmiistiir.
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Calismadan elde edilen verilerin incelendiginde, okutmanlarin ¢alismakta olduklar
kurumdaki tecriibeleri ile ilgili olan ilk arastirma sorusuna yonelik en zorlayici bes
kismin koordinatorlerle sosyallesme (m= 2.1), is yiikii (m= 2.12), hizmet-igi egitim
programinin bir Ingilizce dgretmeni olarak adaptasyon problemlerine yeterli sonug
bulamamas1 (m= 2.12), dgrencilerini yonlendirme konusunda yetersiz kalmasi (m=
2.16), ve odgrencilerin yazili 6devlerinin kontroli (m= 2.22) oldugu belirtilmistir.
Diger yandan, en kolay bes kismin ise meslektaglar1 ile profesyonel paylasimda
bulunma (m= 3.73), meslektaslar1 ile sosyallesme (m= 3.73), meslektaslar ile
isbirligi icerisinde ¢alisma (m= 3.75), 6grencileri ile olumlu iligkiler kurma (m=

3.78), ve derse zamaninda gitme (m= 3.82) olarak ifade edilmistir.

Okutmanlarin ¢caligmakta olduklar1 kurumdaki tecriibeleri ile ilgili bilgi veren anketin
bolimleri en zorlayici kisimdan en kolay kisma dogru su sekilde siralanmaktadir:
hizmet-igi egitim (m= 2.31), koordinatorler ile iligkiler (m= 2.55), lisans egitimi (M=
2.79), meslek ile ilgili zorluklar (m= 2.91), siif yonetimi (m= 2.97), brans ile alakali
zorluklar (m= 2.97), oryantasyon programi (m= 3.01), meslek dis1 zorluklar (m=

3.15), dgrenciler ile iliskiler (m= 3.55) ve meslektaslar ile iligkiler (m= 3.65).

Kurumda en yetersiz bulunan hizmet-i¢i egitim ile ilgili olarak, okutmanlarin
%35,3’1 ankette her ne kadar o6zellikle kendilerine profesyonel kaynak saglamasi
acisindan bu egitimlerden ¢ok yararlandiklarini ifade etseler de goriismeler esnasinda
egitimin diizenlendigi yer ve zaman konusundaki memnuniyetsizliklerini dile
getirmiglerdir (n= 3). Bununla birlikte, problemin egitimin kurumun ihtiyaglarina
gore hazirlanmadig i¢in kendilerine pratik fikirler saglamamasindan kaynaklandigini
belirtmislerdir (n= 3). Ayrica, egitimler giiniin sonunda yapildig: i¢in kendilerini ¢ok
yorgun hissettiklerini ve egitime odaklanamadiklarini sdylemislerdir. Okutmanlar her
ne kadar hizmet-ici egitimin bazi1 zayif yanlarindan bahsetseler de, bes katilimci bu
egitimlerin kendilerine yarar sagladigin1 ve egitimlere devam etmek istediklerini

vurgulamaistir.
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Katilimeilarin kurumda ikinci en zorlayict bolim olan koordinatorler ile iliskiler
konusunda 6zellikle meslekte yeni olan okutmanlar, koordinatorler ile aralarinda bir
mesafe oldugunu ve bazen karsilasacaklar1 tepkilerden korktuklari i¢in soru sorma
konusunda ¢ekindiklerini dile getirmislerdir. Anketten elde edilen veriler,
okutmanlarin en ¢ok koordinatorlerle sosyallesme (%37,3), acik olmayan bir konu ile
alakali koordinatorlere soru sorma (%27,5) ve program ile alakali koordinatorlere
doniit verme (%27,5) gibi konulart ¢cok zorlayic1 bulduklarini gostermistir. Bunun
aksine, daha tecribeli okutmanlar koordinatore soru sormak konusunda kendilerini
daha rahat hissettiklerinden bahsetmislerdir.  Ayrica, butin okutmanlar
koordinatorlerin ise yeni baslayan okutmanlara cok istekli bir sekilde yardim
ettiklerini, fakat belki koordinatorlerin ¢ok fazla is yiikii oldugu i¢in aralarindaki

iliskiyi etkileyen bir mesafe oldugunu belirtmislerdir.

Elde edilen bulgular 1s181inda kurumda tigiincii zorlayici boliim olarak bulunan lisans
egitimi  konusunda Ozellikle staj egitimi iizerinde durmustur. Katilimcilarin
gorlslerine dayanan bulgular staj egitiminin ¢ok ge¢ uygulandigini ve ¢ok kisa
stirdliglini gostermektedir (n= 4). Katilimcilar, staj egitimine lisans egitimlerinin
sadece dordiincii senelerinde gittiklerini ve dolayisiyla bu egitimin kendilerini bir
O0gretmen olarak hazirlama konusunda yetersiz kaldigin ileri stirmiislerdir. Ayrica,
bu egitimler esnasinda mentorlerinden yeteri kadar doniit alamadiklarindan
bahsetmislerdir. Lisans dersleri konusunda, ii¢ katilime1 teoriye daha fazla agirlik
verildigini ve Ogrenebilecekleri pratik bilgilerin saglanmadigini ifade etmislerdir.
Bununla birlikte, lisans egitiminin kendilerine ger¢ek Ogretmenlik tecriibesini
tanitmakta ve karsilasilabilecek sorunlar konusunda uyarma konularinda yetersiz
kaldigin1 iddia etmiglerdir. Diger yandan, katilimcilarin Tiirkiye’deki en prestijli
okullardan mezun olduklarint géz 6niinde bulundurulursa, okutmanlarin yarisindan
fazlas1 (%51) lisans egitimlerini teknik ve metot acisindan donanimli bir sekilde

tamamladiklarinmi dile getirmislerdir.
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Meslek ile ilgili karsilasilan zorluklar konusunda ankette is yiikii (m= 2.12),
Ogrencilere ¢evrimi¢i 0dev atamak (m= 2.22) ve Ogrencilerin yazili 6devlerini
okumak (m= 2.29) en zorlayici ii¢ kisim olarak ortaya c¢ikmistir. Okutmanlar
goriismeler esnasinda, gorevlerin tek basina zor olmadigini fakat hepsi bir araya
geldiginde zorlayict oldugunu ifade etmislerdir. Ayrica, zorlayici olan kismin
gorevlerin zor olmasindan degil cok zaman almasindan ve gorevleri yetistirmek i¢in
az zamanlarinin olmasindan kaynaklandigini ve ¢ogu zaman evlerine is gotliirmek

zorunda kaldiklarini ifade etmislerdir.

Sinif yonetimi konusunda en zorlayici {i¢ kisim ise disiplin problemleri olan siniflart
yonetmek (%7,8), Ogrencilerin zor aktiviteleri yapmalarim1 saglamak (%5,9) ve
siniftaki davranis problemlerine ¢6ziim bulmak (%35,9) olmustur. Bu boliimdeki en
kolay kisim sinifta liderlik roliinii iistlenmek olarak ifade edilmistir. Goriigmeler
ayrica okutmanlarin smiflarinda davranig problemlerinden ¢ok motivasyon
problemleri yasadiklarini ortaya ¢ikarmistir. Goriismeler sirasinda, bunun en biiyiik
nedeninin okuldaki burslu 6grenci sayisinin oldukc¢a fazla olmasindan kaynaklandigi
dile getirilmistir. Diger bir problem olarak bazi 6grencilerin ¢ok fazla sinav odakli
oldugu ve bundan dolay1 cesitli aktiveler yapmak yerine siirekli sinav ile alakali
sorular ¢ozmek istedikleri vurgulanmistir. Diger yandan, daha c¢ok tecrubeli
okutmanlar, meslekte yeni olan okutmanlara gore siif yonetimi ile alakali daha az

sikayette bulunmustur.

Brans ile alakali zorluklar konusunda ise hem ankette hem de goriismeler de
ogrencilere konusma becerisi kazandirmak (%11,8) en zorlayict kisim olarak dile
getirilirken Ogrencilere dil bilgisi 6gretmek en kolay kisim olarak kabul edilmistir.
Bu madde ic¢in higbir katilimci her zaman zorlayict buluyorum sec¢enegini
isaretlememistir. Goriismelerde, konusma becerisi konusunda dgrencilerin Ingilizce
konusmaya direndiklerini ve konusmak istemedikleri sOylenmistir. Ayrica

goriismeler elde edilen veriler, dil bilgisi konusunda 6grencilerin iiniversiteye kadar
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Ki biitiin egitimleri boyunca dil bilgisi agirlikli ders isledikleri i¢in zorlanmadiklarini,
O0gretmenlerin ise bu derslerde belli kurallar1 takip ederek anlattiklar i¢in kendilerini

daha giivende hissettiklerini ortaya ¢ikarmaktadir.

Ise yeni baslayan okutmanlarin yeni isyerlerinde aldiklar1 oryantasyon egitimine
bakildiginda, yillardir yapilan degisiklikler ile beraber yeni oryantasyon programinin
oldukca yeterli (n= 5) ve detayli (n= 5) oldugu dile getirilmistir. Bu program
Ozellikle bolumiin amag ve hedeflerini tanitma (%37,3) , koordinatorlerin gorev ve
sorumluluklarin1 anlatma (%35,3), ve okulun kural ve yoOnetmeligini agiklama
(%45,1) konularinda oldukga yeterli bulunmustur. Program sadece ders kitaplarini
kullanma konusunda (%19,6) yetersiz bulunmustur. ki katilimei koordinatdrlerin
kural ve yonetmeligi kendilerine ¢ok agik anlatildigini, sinavlart nasil yliriitmeleri
gerektigi konusunda video izletildigini fakat ayni anda bir ¢ok konu ile ilgili
bilgilendirildikleri icin bir seferde hepsini akillarinda tutamadiklarini ifade
etmiglerdir. Katilimcilar goriismelerde bu problemin en biiylik nedeninin kendileri
oldugunu, oryantasyon sirasinda her seyi Ogrendiklerini sanip daha sonra sinav

uygularken birden her seyi unuttuklarini iddia etmislerdir.

Meslek-dis1 konularda yasanan sikintilar arasinda dgrencilerin yoklamasini gevrimigi
programa ylikleme (%27,5), yedek 6gretmen olma (%21,6) ve 6grencilerin notlarini
¢evrimici programa yiikleme (%17,6) yer almaktadir. Daha 6nce de belirtildigi tizere,
okutmanlar ¢evrimi¢i program kullanirken ¢ok wvakit harcadiklarin1 dile
getirmislerdir. Yedek 6gretmen olma konusunda ise derse hazirliksiz girme, o donem
ogretmedikleri bir beceriyi 6grencilere 6gretme ve kendi derslerine hazirlanmak igin
planladiklar1  bos  saatlerinde  yedek  Ogretmenlik yapma  konusundaki
memnuniyetsizliklerini ifade etmislerdir. Bunlarin aksine, okutmanlar derse
zamaninda gitme (%0), okula zamaninda gelme (%0), ve sinav salonuna zamaninda

gitme (%2) konusunda sikint1 yasamadiklarini bildirmislerdir.
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Kurumda en yeterli bulunan ikinci kisim olan 6grenciler ile iliskiler konusunda daha
once belirtildigi iizere pozitif bir iliski oldugu bahsedilmektedir. Her ne kadar bazi
istisnai durumlar olsa da Ogrencilerin her hangi bir davranis sorununun oldugu
gdzlemlenmedigi dile getirilmistir. Ogrenciler ile ilgili tek problem 6grencilerin
Ingilizce 6grenme konusunda yeteri kadar motive olmamalari, ¢abuk sikilmalar1 ve
oyun ya da akilli telefonlar1 ile oynamalari olarak yansitilmistir. Bu bolimde, Ug¢
durum disindaki diger biitiin durumlar i¢in (n= 7), hi¢bir okutman her zaman

zorlayicidir segenegini segmemistir.

Verilerin analiz edilmesi sonucunda ise yeni baglayan okutmanlarin kurumdaki en iyi
tecriibelerinin meslektaslar1 ile iliskileri oldugu belirtilmistir. Sonuglar, daha
tecribeli okutmanlar icerisinde meslekte yeni bir okutman olmak (%7,8) ve
meslektaslar1 ile fikirlerini agik bir sekilde paylasmak (%11,8) konularini daha
zorlayici bulduklarini, aksine meslektaslari ile profesyonel paylasimlarda bulunmak
(%3.9) ve meslektaslar ile sosyallesmek (%3.,9) konularinda kendilerini ¢ok rahat
bulduklarin1 gdstermektedir. Goriismeler esnasinda okutmanlar her ne zaman
yardima ihtiyaglar1 olursa olsun, meslektaglarindan yardim isteyebildiklerini ve
sadece okulda degil disinda da goristiiklerini dile getirmislerdir. Ayrica, bu
iliskilerin okutmanlarin okulda kalma konusunda en onemli neden oldugunu ve

kendilerinin is performansini artirdigini ifade etmislerdir.

Arastirma sorularindan ikincisi ise yeni baglayan on okutmanin kurumda ¢alismaya
baslamadan Once ne gibi beklentilerinin oldugunu, bu beklentilerin karsilanip
karsilanmadigi ve hem ise yeni baglayacak olan okutmanlar hem de isyerindeki

yOneticiler i¢in ne gibi tavsiyelerde bulunduklarini agiklamaktadir.
Ikinci arastirma konusunun birinci kismu ile ilgili olarak, on okutmandan yedisi

kurumda calismaya baslamadan oOnce ¢ok fazla beklentilerinin olmadigini, dort

okutman bagka secenekleri olmadiklart ve ii¢ okutman ayni sehirde kalmak
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istedikleri i¢cin bu kurumu segtiklerini ifade etmislerdir. Diger beklentiler arasinda
yeni bir is yerinde ¢alismak (n= 1), 6gretmenlik konusunda kendisini gelistirmek (n=
2), daha i1yi yasam standartlarina sahip olmak adina daha tatminkar bir maag almak,
(n= 3) mutlu ve huzurlu bir ortamda ¢alismak (n= 3), Universite seviyesinde derse
girmek (n= 4) gibi sebepler yer almaktadir. Beklentilerinin karsilanmasi konusunda
katilimcilar okuldaki tecriibelerinin beklentilerini olduk¢a kazandiklarin1 hatta

beklediklerinden daha fazlasini bulduklarini dile getirmislerdir.

Ikinci arastirma sorusunun ikinci kismu ilgili olarak okutmanlar hem gelecek
Ogretmenler hem de kurum i¢in birgok dneride bulunmustur. Bu bulgularin arasinda
en fazla dile getirilen Oneriler hazirlik programini yeniden diizenlemek (n= 5),
hizmet-i¢i egitimin yer, saat (n= 4), ve konularim1 (n= 4) degistirmek, hizmet-igi
egitim programina daha fazla pratik uygulamalar eklemek (n= 4), lisans egitiminde
daha fazla okul ziyaret etmek (n= 3) ve staj egitimine daha erken baglamak (n= 3)
olmustur. Ayrica, is yeni baglayacak okutmanlara rahat olmalari, kendilerine
giivenmeleri, ihtiya¢ duyduklarinda daha tecriibeleri hocalara danigmalar1 konusunda

tavsiyelerde bulunulmustur.

Sonug olarak, her ne kadar daha az tecriibeli okutmanlar yasadiklari simif-igi
zorluklara, daha tecriibeli okutmanlar ise sinif-dis1 zorluklara yogunlagsalar da her iki
grup da benzer bir uyum siirecinden ge¢mistir. Ayrica, her ne kadar basta zorluklar
ile karsilagtiklarini ifade etseler de okutmanlar kurum tecriibeleri arttikca birgok

seyin artik ¢ok zorlayic1 gelmedigini bildirmislerdir.

Bu tez calismasinda sunulan ¢alisma konusuna benzer alanlarda yapilan aragtirmalar
da (Veenman, 1984; Daloglu, 2002) hizmet-Oncesi ve hizmet-igi egitim
programlarina ragmen ise yeni baslayan okutmanlarin meslekteki ilk yillarinda daha
cok zorlukla karsilastiklarini gostermektedir. Bununla birlikte ¢cok az ¢alisma, sadece

meslekte yeni olan okutmanlarin degil ise yeni baglayan hem tecriibeli hem de
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tecriibesiz okutmanlarin lizerinde durmaktadir. Ayrica, okutman beklentileri lizerine
yapilan ¢alismalar ya okutmanlarin kendi 6gretme performanslari ya da okutmanlarin
ogrencilerinden beklentileri tizerine yogunlasmaktadir (Nhapulo, 2013; Delamarter,
J., 2015).

Katilimcilarin beklentileri konusunda her ne kadar alanyazinda “hayal kirikligina
ugramis” ya da “gercek disi beklentilere sahip olan” okutmanlar yer alsa da yapilan
bu calisma ilk yasanan zorluklara ragmen okutmanlarin beklentilerinin karsilandigini
ve zaman gectikce kendilerini daha glivende ve rahat hissettiklerini agiga ¢ikarmistir.
Alanyazinda ayrica lisans Ogrencilerinin gercek tecrubelerinin beklentilerini
karsilamadig1 durumlarda degisik kisisel ve profesyonel kimliklere sahip olduklarini
ve bu kimlik catigmasinin “hiisran, 6fke, kizginlik, suc¢luluk ve kirginlik” gibi
duygularla sonuglanabildigini gostermektedir (Hastings, 2010, p. 211). Bu nedenle,
lisans Ogrencilerinin kisisel ve profesyonel kimliklerinin iyi bir sekilde korunmasi
acisindan gergcek beklentiler konunda uyarilmast oldukca 6nemlidir c¢unki
beklentileri karsilanmayan 6gretmenler mesleklerini daha erken birakabilmektedirler

(Chong, et al, 2011).

Buna ek olarak, 6gretmenlerin tecriibeleri konusunda, bu ¢alisma sonucunda elde
edilen bulgular yapilan diger arastirmalar ile benzerlik gdstermektedir. Ornegin,
Weinstein (1988) tarafindan yapilan bir arastirmaya gore “ortalama bir ise yeni
baslamis” 6gretmenin en ¢ok zorlandig1 kismin is yiikii oldugu bilinmektedir. Buna
ragmen Weinstein’in ¢alismasi iki konuda farlilik géstermektedir. Birinci olarak, bu
calismadan elde edilen sonuclar Ogretmenlerin 6grencileri ile ¢ok 1yi iliskiler
icerisinde oldugunu gosterse de, Weinsten (1988) tarafindan yapilan c¢alisma
ozellikle ise yeni baslayan 6gretmenlerin yavas 6grenen, farkli 6zge¢mise sahip olan,
aktivite ya da 6devlerde zorlanan 6grencilere 6gretme konusunda endiselendiklerini
ortaya koymaktadir. lkinci olarak Weinstein tarafindan yiiriitiilen arastirmada

Ogretmenlerin yonetici veya koordinatorlerine karsi kendilerini olduk¢a rahat
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hissettiklerini gosterse de, yapilan bu ¢alismada koordinatérlerle iligkiler en zorlayici

ikinci kisim olarak tespit edilmistir.

Alanyazinda oldukc¢a bahsedilen bir diger konu ise hizmet-i¢i egitimdir. Giin
gectikce okullarda daha da yaygin hale gelen bu egitim konusunda 0zellikle
Tiirkiye’de birgok c¢alisma yiiriitmektedir. Ornegin, Coskuner (2001) tarafindan
yapilan bir caligma, okutmanlarin hizmet-ig¢i egitimleri profesyonel gelisimlerinin
ayrilmaz bir pargasi olarak gordiiklerini, bu egitimler sayesinde yeni teknikler
O0grenme ve yeniliklere ayak uydurma g¢abasinda olduklarin1 gostermistir. Benzer
sekilde, Diizan’m (2006) yaptign ¢alisma ODTU’deki Yabanci Diller Béliimii
okutmanlarinin  hizmet-i¢i  egitimlerde oOzellikle pratik Ogretme becerilerini
gelistirmeye ihtiyag duyduklarini belirtmektedir. Bu ¢alisma da bu baglamda benzer
ozellikler gostermektedir. Bunun yani sira, bu ¢alismada disaridan gelen bir egitici
ile birlikte kurum igerisinden bir egiticinin daha olmasi ve ise yeni baslayan her yeni

okutman icin bir mentor atamasi gibi konularda tavsiyelerde bulunulmustur.

Lisans egitiminin yeterliligi konusunda ise alanyazinda yine benzer sonuglara
varilmistir. Ornek vermek gerekirse, Ward (1992) staj egitiminin ¢ok kisa siirdiigiinii
ve ¢ok gec basladigini iddia etmistir. Buna ek olarak, Weinstein (1988), 6gretmen
egitimi esnasinda akran egitiminin olmamasindan ve bu nedenle O6grencilerin
ogretmenlik tecriibelerini  birbirleri ile paylasamamasindan ve gozlem
yapamamasindan bahsetmistir. Ayrica, lisans egitiminde Ogretilen kitaplarda uygun
metotlar kullanildiginda herhangi bir zorluk yasanmayacagindan bahsetmektedir ve
bu da 6gretmenlerin basarisiz olmalarina neden olmaktadir (Good, 1983). Yapilan bu
calismada da okutmanlar, her ne kadar lisans egitimlerinde karsilagabilecekleri
sorunlar karsisinda ne yapmalari gerektigi konusunda egitim alsalar da meslekle ilgili
sorunlarla karsilastiklarinda en iyi ¢6ziim yolunun deneyip yanilarak bulundugunu

ifade etmislerdir.
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Sinif yonetimi konusunda Mann ve Tang (2012) daha az tecriibeli 6gretmenlerin
dersleri planladiklar1 gibi gittiginde rahat olduklarin1 fakat beklenmedik durumlarin
iistesinden gelecek kadar genis bir “pedagojik repertuarlara” sahip olmadiklarini
belirtmislerdir. Ingiliz Dili Ogretmen Egitimi konusunda Tiirkiye’de yiiriitiilen bir
aragtirma daha farkli tecriibe yillarina sahip oOgretmenlerin simif yonetimi
konusundaki goriislerini ele almaktadir. Daloglu (2002) bu ¢alismasinda
Ogretmenlerin Ozellikle Ogrencileri motive etme konusunda zorluk yasadigini
gostermektedir. Ayni sekilde bu calismada da sinif yonetimi konusunda karsilagilan

en 6nemli sorun dgrencilerin motivasyon eksikligi ile ilgilidir.

Bu baglamda, yapilan bu ¢alisma sayesinde lisans, oryantasyon ve hizmet-i¢i egitim
programlarinda ise yeni baslayan hocalara kendilerini daha giivende ve desteklenmis
hissetmeleri adina gerekli degisiklikler yapilabilir. Bu degisiklikler sayesinde
ogretmen kalitesi artirilabilir ve Ogretmenler profesyonel gelisim dongiisiinii
kolaylikla tamamlayabilir. Son olarak, hem akademik hem de ekonomik anlamda
kurumlara daha ¢ok yarar saglamak adma isten ayrilma daha az sayida

gerceklesebilir.

Bu c¢alismada, arastirma yontemi olarak agiklayici karma yontemi kullanilmis ve
arastirma Turkiye’de bir vakif Universitesinin Yabanci Diller Boliimii’nde bir ile dort
yil arasinda kurum tecriibesine sahip 56 Ingilizce okutmani ile yiiriitiilmiistiir.
Calismanin amaci katilimcilarin su anki igyerinde ise baslamadan once ne gibi
beklentilerinin oldugunu ve bu beklentilerin ne derece karsilandigini, kurum
icerisindeki tecrubelerine ve ise yeni baslayacak okutmanlara verecekleri goriislerine
iligkin bilgi edinmektir. Bu nedenle, ¢calismadan elde edilen bulgular biitiin ¢alisma
ortamlar1 baglaminda genellenebilir nitelikte degildir. Daha derin ve zengin bulgu
elde edebilmek adina, hem vakif hem de devlet tniversitelerinde farkli tecriibe
yillarina sahip okutmanlar ile birlikte daha fazla ¢alisma yiiriitiilmesine ihtiyag

vardir. Boylelikle, kurumlar arasinda benzerlik veya farklilik olup olmadig1 ortaya
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cikarilabilir. Bu sayede, kurumlar birbirlerinden 6rnek alabilirler ve daha etkili

faaliyetleri uygulamaya koyabilirler.

Ayrica, nitel ve nicel veri toplamak adina bir anket ve on goériisme uygulamasi
gerceklestirilmistir. Bunlara ek olarak, daha kapsamli veriler elde etmek icin uzun
vadeli ¢alismalar yiirtitiilebilir ve sinif gozlemi, video ¢ekimi, odak grup toplantilari,

alan notlar1, giinliikler gibi veri toplama araglar1 kullanilabilir.

Son olarak, biitiin tavsiyeler géz Oniinde bulundurulduktan ve biitiin degisiklikler
yapildiktan sonra dgretmenlerin §gretme performanslarinda herhangi bir degisiklik
olup olmadig1 veya gerekli diizenlemeler yapildiktan sonra aym is yerinde ya da

meslekte kalip kalmadig1 gézlemlenebilir.

Bu calismadan elde edilen bulgularin ise yeni baslayacak veya meslekte yeni olan
O0gretmenlere ve kurum-i¢i uygulamalarinda diizenlemeler yapmak isteyen kurumlara
veya yoneticilere faydali bilgiler sagladigi umulmaktadir. Van Doren’in (1959)

sOyledigi iizere “6gretme sanat1 kesfetmeye yardim etme sanatidir”.
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APPENDIX |

TEZ FOTOKOPISI iZIN FORMU

ENSTITU

Fen Bilimleri Enstitlisu

Sosyal Bilimler Enstitlsu X

Uygulamali Matematik Enstitiisti

Enformatik Enstitisi

Deniz Bilimleri Enstittsi

YAZARIN

Soyadi : KURTOGLU

Adi . Pinar

Bolumii : Ingiliz Dili Ogretimi

TEZIN ADI (ingilizce) : Expectations, Experiences, and Suggestions of
Newly-Hired EFL Instructors: A Mixed-Methods Study at a Foundation
University in Turkey

TEZIN TURU : Yiksek Lisans | X Doktora

. Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir

bolumiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

. Tezimden bir (1) yil siireyle fotokopi alinamaz.

TEZIN KUTUPHANEYE TESLIM TARiHIi:

236



	PLAGIARISM
	ABSTRACT
	ÖZ
	DEDICATION
	ACKNOWLEDGMENTS
	TABLE OF CONTENTS
	LIST OF TABLES
	LIST OF FIGURES
	1 INTRODUCTION
	1.1 Background to the Study
	1.2 Statement of the Problem
	1.3 Aim of the Study and Research Questions
	1.4 Significance of the Study
	1.5 Key Terms

	2 REVIEW OF LITERATURE
	2.1 Teaching Profession
	2.1.1 Teaching as an EFL Instructor

	2.2 Teacher Development
	2.3 Being a Newly-Hired Teacher
	2.4 Being a Novice vs. Experienced Teacher
	2.5 Studies on Novice Teachers in Turkey and Abroad

	3 METHODOLOGY
	3.1 Design of the Study
	3.2 Research Questions
	3.3 Research Setting and Participants
	3.3.1 Setting
	3.3.2 Participants

	3.4 Data Collection Instruments
	3.4.1 Questionnaire
	3.4.2 Interviews

	3.5 Data Collection Procedures
	3.6 Data Analysis

	4 RESULTS
	4.1 Results in Relation to Instructors’ Experiences (Research Question 1)
	4.1.1 Results in Relation to Instructors’ Experiences in Job-Related Issues (Answer to Research Question 1a)
	4.1.1.1 Summary in Relation to Instructors’ Experiences in Job-Related Issues

	4.1.2 Results in Relation to Instructors’ Experiences in Relationships with Their Students, Colleagues, and Coordinators (Answer to Research Question 1b)
	4.1.3 Results in Relation to Instructors’ Experiences in Their Pre-Service Education (Answer to Research Question 1c)
	4.1.3.1 Summary of the Results in Relation to Instructors’ Experiences in Their Pre-Service Education

	4.1.4 Results in Relation to Instructors’ Experiences about the Sufficiency of the Orientation and the Training at Their Current Workplace (Answer to Research Question 1d)
	4.1.4.1 Summary of the Results in Relation to Instructors’ Experiences about the Sufficiency of the Orientation and the Training at Their Current Workplace


	4.2 Results in Relation to Instructors’ Expectations and Suggestions (Answer to Research Question 2)
	4.2.1 4.2.1 Results in Relation to Instructors’ Expectations (Answer to Research Question 2a)
	4.2.2 Results in Relation to the Instructors’ Suggestions (Answer to Research Question 2b)
	4.2.2.1 Summary of the Instructors’ Expectations and Suggestions



	5 DISCUSSION
	5.1 Discussion of the Results
	5.1.1 Perceptions of Newly-Hired EFL Instructors in Relation to Their Expectations and to What Extent These Expectations are Met at the Current Institution
	5.1.2 Perceptions of Newly-Hired EFL Instructors in Relation to Their Experiences at the Current Institution
	5.1.3 Suggestions of Newly-Hired EFL Instructors for the Future Newly-Hired Teachers and the Institution

	5.2 Pedagogical Implications

	6 CONCLUSION
	6.1 Summary of the Study
	6.2 Limitations of the Study and Suggestions for Further Research

	REFERENCES
	APPENDICES
	A. INFORMED CONSENT FORM
	B. QUESTIONNAIRE FOR THE NEWLY-HIRED INSTRUCTORS
	C. SEMI-STRUCTURED INTERVIEW QUESTIONS
	D. SAMPLE PAGE OF CODED TRANSCRIPTIONS
	E. THE SUMMARY OF THE MEAN SCORES OF ALL THE ITEMS ON THE QUESTIONNAIRE PART BY PART
	F. DEMOGRAHIC INFORMATION OF THE PARTCIPANTS (QUESTIONNAIRE)
	G. TURKISH SUMMARY
	H. ETHICAL COMMITTEE APPROVAL FORM
	İ. TEZ FOTOKOPİSİ İZİN FORMU


