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ABSTRACT
This thesis explores how six EFL teachers adapted to their first year in upper secondary
schools in rural and urban areas in Vietnam. The research uses a narrative-biographical
approach proposed by Kelchtermans & Ballet (2002) as its major method of data
collection, but introduces a major change. Interviews with participants are not used as the
main technique of data collection, but as a method of triangulation with information from
electronic diaries and blogs. This makes an innovative contribution to research
methodology in the field of narrative inquiry.
The research considers two theoretical frameworks. One focuses on socialization as an
interactive process in which novice teachers are shaped by a variety of forces at many
levels, but to some extent can influence the contexts into which they are being inducted.
The other examines the application of micro-political strategies to further the teachers’
interests. The combination of the two perspectives allows for the examinations of agency,
personal differences and the relative importance of active compared with defensive
strategies. This approach enabled me to discover how these beginning teachers used
different strategies to balance the requirements of specified ways of teaching and local
learning conditions with their attempts to apply instructional techniques reflecting their
subjective educational theories.
Teachers in this study adopted one of three methods of adaptation: integrative, fragile
and mixed adaptation. Each reflected characteristics of the context of their induction into
their profession. And each reflected the absence of systematic mentoring in Vietnamese
schools, which forces novice teachers to rely mainly on self-socialization. The results
suggest that policy and practice in teacher education and professional development could
profitably recognise the value of micro-political knowledge and the importance of
personal agency in influencing the effectiveness of beginning teachers.
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CHAPTER 1: INTRODUCTION
1. The Rationale for the Study
The study came out of my awareness of the lack of full knowledge about the life of a
novice EFL teacher and also out of my curiosity about why his/her induction life has been
negatively portrayed in the teacher socialization literature.
First, as a teacher trainer, I collaborate with my university colleagues to construct teacher
preparation programs but my understanding about novice teachers’ induction is very
limited although I am well aware that the information about how beginning teachers
experience their first years plays a very important role in the construction of a teacher
training program. The first year at school for novice teachers is actually the crucial time
that has a powerful effect on the remainder of their career. Therefore, first-year teacher
socialization has been an important area of research world-wide that has attracted many
studies for both general education (Lortie, 1975; Blase, 1986; Kuzmic, 1987; Cheng &
Pang, 1997; Gratch, 2001; Farrell, 2008a; Kelchtermans & Ballet, 2002a) and second
language education (Bailey et al., 1996; Richards & Pennington, 1998).
Although this area of research has a long tradition of inquiry that dates back from 1937
(Zeichner & Gore, 1990), it is relatively new in the context of Viet Nam, especially for
foreign language education. No studies are found in the context of Vietnam dealing with
any areas that belong to the field of teacher socialization. A good example is the research
situation at the University of Hue, a well-established regional university in Central
Vietnam, where I work. The research archives of the College of Foreign Languages, Hue
University, show that in the period 1996 through 2003, the number of scientific studies
conducted by the staff of EFL was 104, but none of them were related to the field of
teacher socialization. The same is true for those studies done by the staff of other
1

languages. For example, out of 21 institutional- and ministerial-level scientific studies
conducted by lecturers of French as a foreign language in the same period, not a single
one investigated any aspects of teacher socialization. The same trend repeats itself for the
field of general education. In the College of Teacher Education, Hue University, where
there is a department specializing in education and educational management and
administration, the research archives of this department show that out of 77 M.A. theses
conducted in the period from 1999 through 2003, none of the theses focussed on the
common themes of teacher socialization such as new teachers’ perception of change,
school processes that can influence new teachers, the impact of micro-politics, different
stages of beginning teachers, influences of novice teachers’ varying relationships with
other school agents or interaction with school contexts, professional socialization, the
impact of “apprenticeship of observation” or of role-models, and sources of influence on
teacher candidates’ belief and values, and the role and impact of pre-service teacher
education upon novice teachers’ socialization and/ or teacher changes.
As a result of this situation, there is a real demand for a scientific study of this area of
research to be conducted in the Vietnamese setting so that the results could provide
adequate knowledge for teacher trainers and educators to form a deep insight into how
teachers can be prepared for their future teaching profession. As the first study of this
type to be undertaken in Viet Nam, this study should be an in-depth one that is of a
descriptive and exploratory nature.
Besides the lack of knowledge of how novice teachers experience their induction period, I
was really surprised by the negative depiction of a novice teacher’s life in his/her
induction period, especially the first year of teaching. Veenman (1984) used the term
“reality shock” (p.143) to describe a novice teacher’s induction year. The term indicates
the disillusionment related to the ideals a novice teacher acquired during their teacher
2

preparation course as a result of his/her encounter with the harsh pressures of the complex
school reality. Johnson (2004) referred to the first years of teaching as a period of
grieving because the rude pressures in the induction lasted for one to two years, not just
for a short while. Halford (1998) called teaching “the profession that eats its young”
(p.33) because it is estimated that approximately 30% of teachers left their teaching in the
first five years as they failed to respond to the high demands of the profession. Explaining
why a significant number of new teachers quit, Worthy (2005) indicated that teaching was
much more demanding than other professions such as law or medicine as beginning
teachers had to assume the same duties as veteran teachers right from the beginning of
their job. Seeing teaching from an alternative perspective, Sabar (2004) compared a
novice teacher to a migrant as s/he was a stranger who was different from the group s/he
wished to belong to and s/he had to enter a community whose norms were unfamiliar and
different from hers/his. Fantilli and McDougall (2009) used Lortie’s coined metaphor of
beginning teachers being thrown in the deep end to swim or sink to emphasize their
isolation and the harsh struggle for survival they experienced. Different researchers from
different perspectives share the same picture of teaching as a demanding career and
induction years as a harsh time.
In short, my lack of a full understanding of new teachers’ life and the negative depiction
of their induction period pushed me to conduct a study to explore their real life.
2. The Purpose of the Study
In a set of case studies, I have employed a micro-political perspective to explore the
socialization processes of six novice Vietnamese teachers of English as a foreign
language in their initial induction period in different locations in Vietnam. The micropolitical perspective focuses on exploring the school as an organisation where there are
3

more or less subtle power relations between groups of members with quite different
interests and where different organisational members use available resources of power
and influence to further their own interests. In more details, Blase (1991) explains that the
perspective helps reveal how members compete with each other to further or protect their
own interests, on how they cooperate to achieve their own purposes, and also on what
they think and feel about. In this sense, the perspective provides a fresh and insightful
approach to exploring the nature of human behaviour in schools.
Besides being aware of the micro-political perspective’s provision of a provocative way
of thinking, I was interested in using the micro-political perspective to examine the
socialization process of these novice teachers to help me uncover the political dimension
of the process, which has been virtually ignored in comparison with the other dimensions
of the process- cultural and social (Kelchtermans & Ballet, 2002b). My interest is similar
to that of Blase (1991, p. 185) who claimed:
[…] teachers construct what they themselves refer to as a “political” orientation
toward others.

It is the political orientation developed by novice teachers that reflects not only the impact
the context has on them but also their actions when dealing with the micro-political
realities of the context. In fact, the interplay between novice teachers and the context is
well documented in general education research (Allen, 2009; Bullough Jr, Young, &
Draper, 2004; Cheng & Pang, 1997; Flores, 2001; Gratch, 2001; Hebert & Worthy, 2001;
Kardos, Johnson, Peske, Kauffman, & Liu, 2001; Kuzmic, 1987; Westbrook et al., 2009).
However, the analysis of these interplays is not manifested in second language education
research (Farrell, 2008a). Therefore, my first purpose is to seek to understand the
experience of first-year EFL teachers in relation to how the interaction between the
micro-political realities of the school and novice EFL teachers affects their socialization
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into the school community. By comparing the different cases, I have been able to identify
different patterns of socialization into teaching.
The research focus on the effect of the interplay between novice teachers and the school
context as they are socialized into the teaching community clearly leads to the exploration
of the impact of individual novice teachers on their contexts. This theme is documented in
general education research (Castro, Kelly, & Shih, 2010; Choi & Tang, 2005;
Kelchtermans & Ballet, 2002a; Le Maistre & Paré, 2010; Sharplin, O'Neill, & Chapman,
2011; Zeichner & Tabachnick, 1985). This body of work would appear to respond to
Zeichner and Gore (1990)’s call for work that explores the impact of the novice teacher
upon the school context. Kuzmic (1987) also encouraged the introduction of
organizational literacy and Kelchtermans and Ballet (2002b) called for the integration of
micro-political literacy into the teacher education programs. However, different from the
general education research, the theme is not much reported in the literature on second and
foreign language teachers and teacher education (Farrell, 2008c; Richards & Pennington,
1998). As Richards & Pennington (1998, p.174) explained:
Far less is known, however, about second language teachers’ entry into teaching,
either concerning how they manage the complexities of real classrooms or how
they make use of the types of experiences offered to them as part of their training

For this reason, my second purpose is to seek to understand how first-year EFL teachers
demonstrate their agency when coping with the micro-political realities of the school.
3. The Significance of the Study
The uncovering of first-year EFL teachers’ experiences of the micro-political realities of
their schools is significant not only for pre-service EFL teachers but also for teacher
educators, mentors and administrators.
For pre-service EFL teachers, an understanding of the interaction between first-year EFL
teachers and the micro-political aspects in the school context would help them form a
5

more realistic view of teaching as a profession and, therefore, prepare them better for a
real working environment in various ways. First, it would make them aware that micropolitics is pervasive in the classroom, the school and the community and, therefore,
micro-politics are an important issue in teachers’ experience in the induction phase. In
addition, a picture of first-year EFL teachers’ agency would present to them a more
realistic picture of the transition into the profession. A sound knowledge of how novice
EFL teachers cope with the micro-political realities will assist novice teachers in their
struggles with the hardships in the school context. This may have consequences for the
way in which EFL teacher education programs engage with micro-political literacy so
that graduates can be micro-politically competent in dealing with the realities of their
initial experiences as professional teachers.
For teacher educators, such an understanding will raise their awareness of micro-politics
(Kelchtermans & Ballet, 2002b). With knowledge of novice teachers’ experiences in the
micro-political worlds of their employment settings, teacher educators will be equipped to
train pre-service teachers to better assist novice teachers to cope with the micro-political
realities of induction.
For mentors and administrators, the study results will make them aware that professional
development includes not only the technical dimension but also a moral, emotional and
political dimension (Kelchtermans & Ballet, 2002a) and that the induction phase is a rich
environment for novice teachers to practise micro-political learning. As a consequence,
they will be equipped to enhance novice teachers’ professional development. And with
knowledge of how the micro-political dimension works in the community as shown by
the study results, micro-politically aware mentors and administrators will make the
induction phase less harsh for novice teachers.

6

4. The Contribution of the Study
The study contributes to the scholarship of teacher socialization research in two ways.
The first contribution of this study is the affirmation of the positive role first-year EFL
teachers play in their induction phase. From the micro-political perspective, the study is
able to reveal a positive image of first-year EFL teachers in the induction phase, their
agency, which has been totally lacking in the second or foreign language education
literature. The study results show that although first-year EFL teachers are not officially
trained in micro-political literacy, an ability to understand the micro-political character of
a particular school situation and to apply strategies effectively to restore, safeguard and
establish desirable working conditions, they are able to do so to varying extents. This has
changed the picture of the transition into teaching in which novice teachers have been
frequently portrayed as being isolated, culturally unprepared, challenged and
overwhelmed by the complexities and workload of teaching (Grady & Brock, 2007).
The second contribution to the novice teacher socialization literature is the extension of
the narrative-biographical method originally proposed by Kelchtermans (1999). The
modified narrative-biographical method of data collection employed in this study makes
extensive use of weekly electronic blogs in place of a cycle of three interviews, which I
would argue is time-consuming, too complicated to conduct and inconvenient. The blog
replacement is also convenient and relevant for those researchers who are inexperienced
and unfamiliar with the informants and their environments.
5. Research Questions
The following two questions guided my study:
1. How do first-year EFL teachers in Viet Nam experience their professional
socialization?
7

2. How do novice EFL teachers in Viet Nam deal with the micro-political
realities of schools during their socialization?
6. Overview of the Research Context
6.1. Upper-secondary schools in Viet Nam
The case studies were conducted in six different upper-secondary schools across Viet
Nam. Secondary schools in the national educational system are divided into three
different levels from lowest to highest: primary, lower-secondary and upper-secondary.
Primary schools, which begin with grade 1 and end with grade 5 are designated for those
children who have gone through nursery schools. Lower-secondary schools start with
grade 6 and finish with grade 9 and are designated for those pupils who have finished
primary schools. Upper-secondary schools, which last for three years begin with grade 10
and finish with grade 12. Those who want to enter upper-secondary schools have to take
an exam. And to graduate from secondary schools, students have to take a national
graduation exam and if they pass, they will receive secondary school graduation degrees.
Most of secondary schools in Viet Nam are public schools that are fully subsidised by the
national government. But since 1986, semi-public schools have appeared that receive full
infrastructural but only partial financial support from the government (Tran, 2011).
According to Tran (2011), the number of semi-public schools in Viet Nam was very
small. By 2006 and 2008, private enrolments for private general education accounted for
only 6 per cent of all students enrolled in general education schools.
6.2. Beginning teachers’ apprenticeship
Novice teachers, like all other governmental employees, are required to undertake their
apprenticeship for one year. For the induction year, they receive only 85% of their basic
salary but they must perform a range of duties such as teaching, pastoral education of
students, participation in professional development activities, and also social activities.
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Pastoral education of students involves carrying out such activities as liaison with parents
and youth leagues, and working as a form teacher.
During the apprenticeship, novice teachers are supervised by a mentor or the head of the
English division of the school, who is also required to evaluate their apprenticeship. Their
evaluation will be the basis for the principal to make a decision about whether an
apprentice teacher can be officially admitted into the full-time staff. But in practice, there
are no formal induction programs and no mentoring systems in place and all the guidance
and support activities vary widely across schools and localities. Experienced teachers are
normally selected to work as a guide for novice teachers but they are not trained to
qualify as mentors. Therefore, all the guidance provided by experienced teachers is
mainly based on their experience rather than on their theoretical knowledge. What
experienced teachers normally do is to visit and observe some lessons taught by novice
teachers and to provide some comments that may be incorporated in their reports to the
school principal regarding the appraisal of novice teachers’ first year.
7. Definitions of Key Terms
Agency refers to the extent to which a teacher exercises control over his/her choices of
actions to achieve his own goals or interests and to produce an effect with consequences
despite the influence of a particular context. Ketelaar, Beijaard, Boshuizen, and Brok
(2012) indicate that to make their own choices, teachers need to have some degree of
independence and room for negotiation within their schools. In this thesis, the concept of
agency is manifested in the use of micro-political actions that aim not only at safeguarding or protecting novice teachers’ professional interests but also at restoring or
establishing proper or desirable working conditions for them.
Micro-politics refers to the use of power by individual teachers or a group of teachers to
protect or further their own interests, preferences or purposes, through either legitimate or
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illegitimate forms of action. For example, having recognised the absence of professional
guidance and emotional and social support provided by a mentor, a novice teacher turns
to his/her colleagues for professional assistance and emotional support and works hard to
tighten a professional and social relationship with them. In this case, confronted with the
impossibility of changing an unfavourable working condition (lack of support and
guidance provided by and relationship with a mentor), the novice teacher forms a form of
compensation in his/her relationship with colleagues. Compensating for a negative
experience is an example of a micro-political action to protect his/her professional
interest.
Micro-political literacy can be defined as a novice teacher’s competence to understand
issues or problems associated with power and interests in schools and to apply micropolitical strategies to deal with the issues and problems. Kelchtermans (2002) indicated
there were three interrelated aspects of micro-political literacy. The first one is the ability
to interpret and understand the micro-political feature of a certain situation in relation to
power processes and struggles of interests. The second is the ability to apply micropolitical actions to establish, protect or achieve a desirable working condition. The final is
the different feelings the teacher has as a result of his/her confrontation with the micropolitical reality and his implementation of particular micro-political actions in response to
particular situations. The emotions triggered can be discomfort, uncertainty,
powerlessness, anger, frustration, and vulnerability.
Micro-political strategy refers to particular actions performed in order to safeguard,
establish and restore desirable working conditions. Different researchers came up with
different sets of micro-political strategies. For example, Goodman (1988) identified five
different strategies: overt compliance, critical compliance, accommodative resistance,
resistant alteration, and transformative action. Overt compliance reflects a novice
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teacher’s desire to integrate him/herself into the school community. Critical compliance
refers to his/her superficial acceptance of the school status quo but simultaneously his/her
expression of a desire to do things differently. Accommodative resistance is the strategy
novice teacher employs when s/he wants to resist or change standard procedures.
Resistant alteration is the strategy to provide more meaningful learning experiences for
students. Transformative action is the effort to provide alternative ways of education by
employing completely different resources and activities.
Professional self is a term proposed by Janssens and Kelchtermans (1997), which refers
to a set of conceptions about oneself as a teacher. The professional self consists of two
dimensions: retrospective, which means conceptions about the self when one looks from
the present to the past and includes self-image, self-esteem, job motivation and task
perception, and prospective, which means future perspective when one looks to the future.
(Self-) efficacy can be defined as beliefs novice teachers have in their own ability to plan,
organise, conduct instructional activities to achieve a particular educational end.
According to Devos, Dupriez, and Paquay (2012), teachers’ self-efficacy will definitely
influence their behaviour, their engagement in teaching and their students’ achievements
and motivation.
Vulnerability can be defined as structural condition in which teachers feel that their
professional selves and moral integrity are questioned and their valued working
conditions are threatened or lost (Kelchtermans, 2005). Kelchtermans (2009) indicates the
three circumstances in which vulnerability appears. First, teachers feel vulnerable when
they are not in control of the working conditions they are in. Second, teachers experience
vulnerability when they find it very difficult to prove that students’ achievements do not
result directly from their effective teaching. And finally, vulnerability happens when
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teachers cannot justify their own decisions they make about how and when to act to
support students’ development and learning.
Visibility refers to the images either presented by teachers themselves in public or
perceived, interpreted and judged by other people such as principals, colleagues, students
and parents based on their observations or the artefacts teachers show such as homework
assignments, test reports to parents, etc. Kelchtermans (2002a) shows that high visibility
can increase vulnerability. Despite this, teachers proactively plan to be highly visible
because they are well aware that publicly manifesting authority and effective instructional
skills can contribute to their positive evaluation as a proper teacher.
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CHAPTER 2: LITERATURE REVIEW
1. Introduction
Commenting on the major trend of studies on novice teacher socialization, Zeichner and
Gore (1990, p. 355) claimed that the central theme was the impacts of school structures
on novice teachers. Therefore, these researchers called for more research on the
interaction between the school culture and structure and novice teachers.
The emphasis has continually been on how teachers have been influenced and not
on how the structures into which they are being socialized have been shaped and
recreated by the teachers. An adequate account of teacher socialization must attend
to both sides of this issue. … an important task for researchers in the future is to
address the reciprocal nature of the agency-structure relationship in any given
piece of research—how teachers are shaped by and in turn influence the structures
into which they are socialized. (p.355)

Nearly 20 years later, however, in the review of teacher socialization literature during the
period 1969 to 2005, Cherubini (2009) remarked that the aforementioned trend remained
unchanged. He also added that studies following this trend tended to present a negative
portrayal of novice teachers’ socialization experiences.
With alarming consistency new teachers' initial experiences are described as a
process of enduring their first years of teaching. They often evoke images of being
pushed overboard and left to cope with unforeseen challenges in stifling isolation.
The literature repeatedly provides impressions of novice professionals forsaken by
the theory driven concepts of their pre-service providers. […] New teachers seem
to consistently resign themselves to negotiating the tension inherent within
disjointed teaching experiences that, in turn, challenge what the literature depicts
as fragile identities. (p.92)
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While studies taking the socialization perspective have tended to describe beginning
teachers as those who are under the influence of school contexts and passively fit into the
school structures and norms (Allen, 2009; Angelle, 2002; Blase, 1986; Bullough Jr et al.,
2004; Cheng & Pang, 1997; Fantilli & McDougall, 2009; Kardos et al., 2001; Mazibuko,
1999; Nasser-Abu Alhija & Fresko, 2010; Olson & Osborne, 1991; Toren & Iliyan, 2008;
Ulvik, Smith, & Helleve, 2009; Veenman, 1984; Vonk, 1983), other studies take the
micro-political perspective which describes not only the influences of the contexts on
novice teachers but their agency as well (Blase, 1988; Curry, Jaxon, Russell, Callahan, &
Bicais, 2008; Goodman, 1988; Kelchtermans & Ballet, 2002a, 2002b; Schempp, Sparkes,
& Templin, 1993). I join these researchers in their micro-political perspective, conceiving
the socialization process as an interaction between novice teachers and contextual factors
in which novice teachers are influenced by the school contexts but influence the contexts
themselves. In my study, I use the micro-political perspective to examine the socialization
process of novice teachers to find out how they experience the process and deal with the
micro-political realities of the school contexts.
In this chapter, I will first present my two motivations for employing the micro-political
perspective as the major theoretical framework for my study. One is that the agency of the
novice teacher has not been properly described and the other is that there has been a lack
of an appropriate framework for operationalizing agency, a framework that can extend
beyond particular contexts and takes into account the competing influences of
organisational constraints, cultural contexts and individual motivations for particular
political strategies. After introducing the rationale for the selection of the micro-political
perspective, I will then describe the conceptual framework of professional interests for
my study.
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2. The Underplayed Agency of Novice Teachers in Both the General Education and
Language Teaching Literature
There are two main reasons for the inadequate portrayal of novice teachers’ agency. One
is that a great number of socialization studies in the general education literature have
focused heavily on the description of the impacts of school structures and processes upon
novice teachers at the expense of their agency. The other reason is that even if agency
becomes a focus of study, it is not fully described. In the following sections, I present
evidence to illustrate these two claims.
2.1. An Overemphasis on the Impacts of the School Context upon Novice Teachers
This tendency is manifest in both the general education and language teaching literature.
In this section, I first examine the impacts of the context in the general education
literature and then I consider its influences in second language teaching literature.
2.1.1. The Role of the School Context Depicted in the General Education Literature
The theme of effects of school structures and processes upon novice teachers is reflected
in the four different groups of socialization studies: (1) studies reviewing the whole
socialization process, (2) studies investigating problems and challenges confronted by
novice teachers, (3) studies concentrating on success or achievement factors and (4)
studies researching the impacts of professional cultures.
2.1.1.1. The Deterministic Impacts of the School Context Manifested in Major Reviews
of Studies on Teacher Socialization. The deterministic role of the school context has been
a central theme in three important reviews. The first one was conducted by Zeichner and
Gore (1990), the second one was undertaken by Staton and Hunt (1992) and the third one
was carried out by Cherubini (2009). Although these reviews showed both a wide variety
of influences on novice teachers’ process of socialization and changes that happened as a
result of the influences, they tended to describe the context as the only powerful force that
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socialized beginning teachers into specific school cultures. For instance, Zeichner and
Gore (1990) distinguished three different levels of impact: interactive, institutional and
cultural, when considering the socialization process in the workplace. At the interactive
level, there were such effects as the role of students, the ecology of the classroom,
material conditions and social organization of the classroom. At the institutional level, the
sources of impact included teaching colleagues and evaluators. Finally, at the cultural
level, the effects consisted of parental pressure within the immediate community, and
ideologies, practices and policy in the broader society.
When examining teacher socialization in the in-service stage, Staton and Hunt (1992)
detected such agents of socialization as the principal, pupils and their parents, colleagues,
and mentors. The reviewers also examined the impacts of biography on the socialization
process. As Staton and Hunt (1992) concluded,
The results from studies of both pre-service and first-year teachers support a view
of socialization in which individual differences and prior experience influence
how new teachers teach and what they learn from new experiences. (p.115)

Presenting a great deal of information about the major trends and themes in the studies on
the teacher socialization process from 1969 to 2005, Cherubini (2009) confirmed the
deterministic impacts of the school context upon beginning teachers. The reviewer found
that studies in the period from 1969 to the mid-1980s affirmed the role of school cultures
in the formation of new teachers’ professional self and identity. He also discovered that
studies in the second period from the mid-1980s to the late 1990s illuminated a wide
range of concerns expressed by novice teachers as a consequence of their confrontation
with the new environment. In the same period, the studies also revealed teacher attrition
and burnout as a consequence of “sink and swim” mechanisms and confirmed the
deterministic influence of the principal on novice teachers. In the stage from 2000 to
16

2005, studies depicted the formation of novice teachers’ professional self in the struggle
between their professional proficiencies that were incongruent with the realities of the
school culture. The studies also showed that the development of self-conceptualization
depended largely on the relationships with other members in the community and school
(sub-) cultures.
2.1.1.2. The Influence of Contexts Found in Studies on the Formation of Problems and
Challenges Faced by Novice Teachers
Studies in this theme found that a variety of problems and challenges confronted by
novice teachers resulted from the impact of a new working environment. The most
important feature was that despite their diversity, identified problems and challenges were
totally context-specific. Vonk (1983) found that various problems faced by beginning
teachers caused by the process of role socialization were at two different levels, micro
(problems with the contents of learning material, problems with the organization of the
teaching & learning activities, problems with student control, discipline and the
establishment of rules, problems with the pupils’ motivation and participation, problems
with the teacher’s feelings regarding his personal performance, problems related to school
organization, and the problems in relation with the individual pupils) and macro (those
related to the school organization, those in contacts with fellow-teachers, those in contacts
with school management, and those in contact with parents). Veenman (1984) identified
the eight most prevalent problems that emerged from the influences of various agents
such as students and parents, including classroom discipline, motivating students, dealing
with individual differences, assessing students’ work, relationships with parents,
organization of class work, insufficient and/or inadequate teaching materials and supplies,
and dealing with problems of individual students. Mazibuko (1999) detected novice
teachers’ concerns and problems in the first year of teaching that had been engendered by
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their encounter with the new school context, including the feeling of being overwhelmed
by school workload, the difficulty of understanding the schools where the first-year
teachers worked, a lack of a formal system of supervising and mentoring, as well as the
difficulty getting to know other school teachers, demanding daily lesson planning and
classroom teaching, unfamiliar administrative routines, classroom management and
student discipline. Olson and Osborne (1991) identified various problems of beginning
teachers caused by context-related factors such as organisational climate and the culture
of school, and by professional and personal factors such as teaching overload, approaches
to differences between students and personal problems.
Apart from problems, studies in this group detected different challenges posed by the
school context. Fantilli and McDougall (2009) indicated major challenges for beginning
teachers resulting from context-related factors, for example, district hiring practices (i.e.
late placement and the assignment to difficult and challenging positions), adequately
differentiating instruction to meet the needs of exceptional students, communication with
parents (due to feelings of insecurity, inexperience and lack of preparation), time
demands and management (i.e. the planning and organizing of daily and long-term
schedules, practicalities and subjectivities), and increased feelings of anxiety and stress
related to their constant search for alternate sources of guidance and assistance as a result
of the absence of a mentor. The researchers also showed that administrative leadership,
refining the mentorship selection process, hiring practices and district-sponsored supports
were all considered as positive factors essential for novice teachers to grow. Likewise,
Ulvik et al. (2009) showed that beginning teachers faced challenges at the three levels:
personal, classroom and community. At the personal level, the challenges included the
inability to become the kind of teacher the novice teachers would like to be, and time
demands at the expense of family and social life. At the classroom level, the challenges
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included problems with student and classroom management, and difficulties planning for
the whole year due to the lack of an overview of the year. At the community level, the
challenges consisted of the requirement of integrating ICT into their teaching practice and
that of meeting the same expectations and demands as experienced teachers.
Although the problems and challenges reflected personal problems, context-related
factors seemed to play a more active role and so the focus was on how those context
factors shaped the teachers’ socialisation processes.
2.1.1.3. The Influence of Contexts Identified in Studies on Novice Teachers’
Achievements
Studies in this group have attempted to explore success factors and their contribution to
novice teachers’ achievements. Eldar, Nabel, Schechter, Talmor, and Mazin (2003)
discovered that support from the principal and teaching staff integrated with support
elements from pupils facilitated a successful induction into teaching. They also showed
that substantial attention from the school principal as well as emotional and professional
support from the school faculty were essential for novice teachers’ integration into and
adaptation to the school, thus possibly supporting their future professional success. Hebert
and Worthy (2001) revealed three success factors including a match between
expectations, personality and workplace realities, evidence of impact and using successful
strategies to manage student behaviour and enter the social and political culture of the
school. They considered the interaction between personal background, experiences during
teacher preparation, and workplace characteristics such as the influences of not only
instructional success but also a teacher’s perceptions and interpretations of her school,
students, and teaching performance. In the same way, Gratch (2001) identified that the
main success factors involved collegiality and autonomy. Other positive influences
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included significant time spent in preparation programs, and positive and long-term
relationships with cooperating teachers as well as peer support groups related to early
field experiences. Nasser-Abu Alhija and Fresko (2010) identified five significant
predictor variables of satisfaction, including ecological support from mentors, help from
the principal, assistance from other colleagues, workload and having already completed
teaching training. They also found that support from mentors and school colleagues had
the greatest impact on new teachers’ assimilation. Like work in earlier themes, these
studies did not consider the novice teacher’s contribution to the school.
2.1.1.4. The Impacts of Professional Cultures upon Novice Teachers’ Socialization
Process
Studies in this group affirmed the role of professional cultures in novice teachers’
socialization. Allen (2009) showed that while prospective teachers during their preservice training valued both theories they had learned in their pre-service course and
practices they had observed in their practicum, the reverse was true as they became
teachers at the school, where they tended to relate good practice to that of the veteran
teachers, whose practices and resources they sought to emulate. Kardos et al. (2001)
identified three different professional cultures, veteran-oriented, novice-oriented and
integrated. They also showed that while in veteran-oriented sub-cultures, novices had to
follow the norms imposed by veterans without attention to their own needs, in noviceoriented sub-cultures, novices could set up their own norms without proper guidance from
veterans. In integrated sub-cultures, novices could receive support from and regular
exchanges with veterans. The researchers also recognized the important role of principals
in developing and maintaining the integrated professional cultures where novices’ needs
were realized and addressed.
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Bullough Jr et al. (2004) confirmed the important role of the mentor and suggested that
the most useful action by the mentor was good consistent and continuous conversation
with interns about teaching. Flores (2001), while examining the influence of and the
interplay between biographical and contextual factors in novice teachers’ professional
learning and development in their first years, indicated the powerful influence of prior
experiences as students, the low impact of initial teacher education on new teachers’
socialization and the strong effect of workplace conditions in shaping beginning teachers’
practices and attitudes towards teaching.
2.1.2. Contextual Impacts Reflected in the Second Language Teaching Literature
Researching novice language teachers’ socialization process in their induction phase
appears to be a neglected area. Richards and Pennington (1998, p. 173) commented on the
status of research on language teaching:
The experiences of teachers in their initial entry into teaching have been relatively
well reported in the general literature on teaching, but much less documented in
the literature on second and foreign language teaching.

Ten years later, Farrell (2008a) made the same comment:
Although the first year of teaching has been well documented in general education
research and even recently has been recognised by language teacher educators as
having enormous influence on the future development of language teachers, not
many detailed studies outlining the experiences of language teachers in the first
year of teaching have been documented in the second language teaching
literature. (p.1)

Studies on novice teacher socialization in second language teaching reflect the general
trend in general education literature – overemphasis on the impacts of contextual
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variables. Pennington and Richards (1997) showed a shift away from communicative
language teaching toward product-oriented teaching under the influence of personal and
contextual factors including inadequate training, the apprenticeship of observation, the
impact of “significant others”, the difficult teaching context of Hong Kong, a small age
gap between novice teachers and their students, novice teachers’ lack of experience, and
their own and their students’ status as second language speakers. Urmston and Pennington
(2008) revealed that first-year teachers’ interactive and innovative instructional
approaches were affected by an educational culture characterized by transmissive,
teacher-centred, examination-driven practices according to the Chinese traditions of
control and respect for authority. They also showed that first-year teachers felt confined
by the well-established constraints of heavy workloads, large class sizes and the need to
keep strictly to the set syllabus heavily oriented toward standardising instruction and
preparing students for internal and external assessment. The researchers also
demonstrated that first-year teachers were caught between pressures to conform to the
conservative educational culture and a desire and an ability to be original and innovative.
With limited support and sympathy and with their concerns and constraints remaining
unaddressed, first-year teachers tended to be socialized into the conservative traditions of
the educational system rather than bringing new ideas and practices into it.
The deterministic impacts of contextual factors upon novice teachers in general education
and second language teaching have sidelined novice teachers’ agency.
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2.2. Novice Teachers’ Agency Not Fully Portrayed in either the General Education
or the Second Language Teaching Literature
2.2.1. Novice Teachers’ Agency as Reflected in the General Education Literature
Studies aiming at uncovering novice teachers’ agency have affirmed the fact that novice
teachers’ socialization processes have been characterized not only by the impacts of
school contexts upon them but also by their impacts on the context. However, as will be
demonstrated below, studies reflecting the theme have appeared not to present a complete
picture of their agency. The incomplete depiction of agency can be found in two different
aspects. One is that agency appears not to be fully displayed and depends largely on the
interaction between novice teachers and contextual variables. The other is that agency
seems to be restricted to the use of certain coping strategies.
Some studies investigating the interaction between novice teachers and the school
contexts were able to reveal the extent to which novice teachers impacted on the
interaction. Westbrook et al. (2009) indicated that despite the complex and contradictory
context and dominant traditional teaching practice in secondary schools, as well as the
lack of support for learner-centred teaching practice from both training institutions and
the school, beginning teachers managed to apply some key principles of learner-centred
pedagogy and employed student-centred teaching in their teaching career even if it was a
mixture of traditional and progressive teaching methods. However, the researchers also
confirmed the significant role of the head-teacher in the successful experiences of
beginning teachers. Lacey and Eggleston (1977, p. 108) constructed the concept of a
“social strategy”, which can be defined as “the selection of ideas and actions and working
out their complex interrelationships (action-idea systems) in a given situation”. These
researchers also proposed three different categories (internalized adjustment, strategic
compliance and strategic redefinition) to capture different degrees of agency
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demonstrated by novice teachers. As these researchers explicated, internalized adjustment
refers to the strategy in which individuals comply completely with the constraints of the
situation while strategic compliance refers to the strategy in which individuals, though
complying with the authority’s definition of the situation and the constraints of the
situation, retain some personal reservations about them. Strategic redefinition refers to the
strategy in which individuals with no power bring about some changes. Choi and Tang
(2005) showed that of all the social strategies such as definition searching, qualification
matching, strategic compliance and strategic redefinition, beginning teachers tended to
use definition searching when their personal beliefs were challenged at work while their
change toward strategic compliance or redefinition depended upon how much knowledge
they had about themselves and whether these strategies enabled them to develop their
identity. However, they also affirmed the mediating impact of the structure and culture of
the workplace on the beginning teachers’ employment of coping strategies and revealed
that beginning teachers’ agency as well as structural and cultural contexts in schools and
reward and punishment mechanisms in the wider society determined the variations in the
use of role management strategies. Zeichner and Tabachnick (1985) confirmed the fact
that beginning teachers maintained a perspective that was contradictory in nature to the
dominant institutional cultures in their school, and that whether their application of social
strategies was successful or not depended on how diverse and contradictory school
cultures became. However, the researchers affirmed the very important role of the
interaction between formal institutional cultures and informal cultures that determined the
constraints and opportunities for beginning teachers, rather than institutional control
mechanisms themselves. Brunton (2007) indicated that the socialization process was
characterized by the complex interactions of both personal and situational factors and that
socialization into a profession is a process of change which could be managed, depending
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on the attitudes and behaviours of the people involved, interacting with variable factors of
the school culture. However, the researcher found that beginning teachers had to face
pressures to be competent teachers as they had to secure their permanent employment,
and, therefore, they had to constantly modify their images in the directions of
expectations on the basis of new experience they had.
Other studies which attempted to uncover novice teachers’ agency tended to concentrate
specifically on depicting their employment of certain coping strategies to cope with one
specific problems or one particular aspect of the reality. Sharplin et al. (2011), who
investigated how beginning teachers responded to the experience of stress, identified
three types of coping strategies: direct action (those that aimed to eliminate stress
sources), palliative (those that aimed at reducing stress by modifying internal and
emotional reactions) and avoidance (those strategies that helped people to withdraw from
stress sources). The researchers also showed that teachers who demonstrated direct-action
and palliative coping strategies developed a sense of self-efficacy and internal locus of
control and integrated successfully into rural/remote teaching environment, and that those
teachers who resorted to avoidance strategies were more likely to experience imbalance
and therefore might withdraw. Le Maistre and Paré (2010) explored how beginning
teachers survived their first year by means of employing a specific strategy called
satisficing, which referred to the ability of beginning teachers to seek a solution that may
not be the best one but can meet the requirements of a situation and also may satisfy both
trainee teachers and beginning teachers. Castro et al. (2010) identified a range of
resilience strategies utilized by beginning teachers such as help-seeking (e.g. seeking
“adopted” mentors, advocating for resources, and acquiring allies to resolve problems),
problem solving (e.g. trial and error, consulting others, and researching alternatives),
managing difficult relationships (e.g. seeking buffers and allies, avoiding encounters with
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difficult others, and collecting documentation), and seeking rejuvenation and renewal
(e.g. finding balance between work and home life, caring for one’s personal, physical,
emotional well-beings outside of the classroom, and obtaining satisfaction while
teaching). They also confirmed beginning teachers’ agency, which emphasized the impact
of beginning teachers on the school context, instead of novices being influenced by the
context itself and also revealed the attempts by beginning teachers to establish necessary
conditions to teach properly. Blase (1988) identified six different political strategies
teachers used to deal with vulnerability, ranging from reactive to proactive. These
included acquiescence (overt behavioural compliance and obedience to the expectations/
demands of others), conformity (compromises teachers made to survive), ingratiation
(reciprocation & influence of others), diplomacy (tactfulness, politeness, friendliness,
empathy for others), passive-aggressiveness (indirect, covert and devious means to
discredit others) and confrontation (challenging the actions of others). They also indicated
that teachers’ construction of a conservative political orientation depended on how they
perceived the intensity and scope of various sources of vulnerability (e.g. school
principals, the superintendent and board of education, parents, state laws and conditions
of work setting) and that teachers exerted their influence and control through either
formal mechanisms (e.g. evaluation) or informal mechanisms (e.g. gossip and
harassment).
In summary, studies in the general education literature have tended to describe novice
teachers’ agency in two distinct ways. One is that agency constitutes the influences
novice teachers have on the context as a consequence of the dynamic interaction between
them and the contextual variables. The other is that agency is limited to novice teachers’
use of various strategies to cope with the impacts of the contexts. The framework of
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micro-political perspectives discussed in Section 4 offers a way of addressing some of
these limitations.
2.2.2. Novice Teachers’ Agency Demonstrated in the Second Language Teaching
Literature
Agency demonstrated by novice language teachers reflects the general tendency
documented in the general education literature. Language teachers’ agency was still
limited because of the powerful force of the contextual constraints and novice teachers’
personal problems. Farrell (2008b) showed three major problems faced by one male
participant: the conflict between his belief about the efficacy of learner-centred approach
and the well-established teacher-centred instructional approach, the tension between what
the participant wanted to teach and what he was required to teach, and lack of support
from the mentor. However, he also provided ample evidence of the novice teacher’s
attempts to solve these problems. For instance, for the first problem of the conflict
between teaching approaches, the novice teacher tried to reconcile the two opposing
approaches but he failed to resolve the conflict because he refused to give up his own
belief. For the course content, he tried to introduce his own materials that also covered
what was required to teach in the school syllabus so that students were able to have skills
needed for examinations. In reflecting on influences on his approach, the participant
indicated that the lack of support from the mentor could have created a chance for the
participant to retain his private reservations while complying with the school rules.
Hayes (2008) indicated that all beginning teachers were socialised into the prevailing
school culture determined by senior colleagues in an informal way. He also showed that a
participant in his study, who returned to the school where she had been a student
continued to be treated as a student, not a teacher, and that this feature was unique and
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imposed more pressures on her as a first-year teacher. However, he also demonstrated that
despite all the difficulty engendered by a culture of isolation and the influence of
professional norms determined by senior members of the school community, one
participant attempted to teach in the way she thought most effective.
In summary, studies that have engaged with the theme of agency have affirmed that
novice teachers were able to demonstrate their agency in the induction phase. However,
their agency was limited to the description either of the influence of the interaction
between structural and personal factors or of novice teachers’ employment of certain
coping strategies.
3. An Appropriate Framework Needed for Operationalizing Agency
To uncover the interaction between novice teachers and the school context, its impact on
novice teachers and novice teachers’ influences upon the context, researchers have
employed different theoretical frameworks. Although the use of different frameworks has
contributed to the diversity of socialization research approaches and results, the different
frameworks have revealed two important problems: a lack of shared results and
limitations in uncovering agency.
3.1. Lack of Shared Results
The lack of shared results can be easily found in the studies on novice teachers’
socialization processes due to the frameworks used. The lack of commonality can be
easily found in different aspects of the socialization literature. In terms of problems faced
by novice teachers, a difference in the use of frameworks has resulted in different sets of
problems being identified. For example, the study carried out by Vonk (1983), which was
based on the framework of role socialization, produced a different set of problems from
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the one produced by the study conducted by Veenman (1984), which was based on
organisational behaviour changes.
Regarding the impact of school context or culture, a difference in the framework in use
may lead to a difference in the source of impact. Cherubini (2009), who based his study
on professional self or identity, tended to place emphasis on the impacts of professional
cultures on teacher socialization. In contrast, Staton and Hunt (1992) appeared to
highlight the role of socializing agents and behavioural changes under the influence of
various agents as these researchers based their study on the theoretical framework of
socialization as a process of change.
When it comes to coping strategies, differences in theoretical frameworks can produce
different sets of strategies. Employing the micro-political theoretical framework, Blase
(1988) identified eight different political strategies used by novice teachers. Choi and
Tang (2005), on the other hand, used the socialization perspective to identify four
different social strategies used by novice teachers.
3.2.

The Limits of the Framework in Uncovering Agency

The limited discovery of agency demonstrated by novice teachers might be attributed to
the limits of the frameworks used. The following examples show the different limitations
revealed by three different frameworks.
The first example is the framework of teacher socialization based on the communication
perspective, which takes into account various contextual impacts such as the influence of
different agents and the impact of biography upon the socialization of novice teachers in
both pre-service and in-service years. However, this framework does not allow the
researcher to deeply explain the nature of the interaction between different agents and
novice teachers. As Stanton and Hunt (1992, p.131) remarked:
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These studies have provided insight into the influence of biography, context, and
the nature of affective, cognitive, and behavioural changes. But we still do not
have a clear picture of how these changes occur: the actual communication
patterns, the communication strategies, the language used, the speech situations,
and the meaning of communication events for prospective/beginning teachers and
agents.

The second example is the framework of elaborated social strategies used by Zeichner
and Tabachnick (1985). Although the framework allowed these researchers to find out
about the different extents of novice teachers maintaining favourable instructional
perspectives thanks to their use of successful and unsuccessful social strategies in two
different contexts, teaching practicum and the first year of teacher, I would argue that the
framework has had very limited value as it has been applied specifically to the
development of novice teachers’ instructional perspectives under the impacts of
professional cultures. In addition, because of the limitation of the scope of study to
teaching perspectives, the framework’s categories of data collection and analysis have
only had value in the aspects of instruction specified in the study, for example, knowledge
and curriculum, teacher-pupil relationships, teacher’ role and student diversity.
The third example is the framework of setting-complication-resolution employed by
Farrell (2008b). The framework of setting-complication-resolution is an example of a tool
that facilitates researching and analysing data for language teachers’ agency. However, it
does not allow researchers to do it sufficiently deeply and clearly. The problem is that the
framework of orientation-complication-resolution is in essence a story structure
“imposing some order on the various descriptions of first-year teaching experiences so
that language teacher educators can overcome the perception that all first-year teaching
experiences are so unique that we cannot impose some order on the array of the different
experiences they encounter in their classroom…” (Farrell, 2008b, p. 54). I would argue
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that this is obviously a form of organising the data collected, rather than a framework that
allows the researcher to approach and explore what is really going on in the real lives of
novice teachers.
In summary, the three frameworks presented above have provided some insight into the
agency of novice teachers but their limitations such as lack of a deeper access to
interaction, limited scope of study and application and ineffective approaches to explore
the nature of realities have prevented the researchers to uncover the nature of novice
teachers’ agency.
4. A Conceptual Framework for Researching Novice Language Teachers’
Socialization Processes in the Induction Phase
4.1. The failure of different theoretical frameworks in exploring novice teachers’
interplay with the context and their agency
The previous section has shown that the failure in revealing a clear picture of novice
teachers’ agency does not lie in the faulty design of the studies themselves but in the
limits of the specific theoretical framework each study is based on. Besides the
frameworks analysed in the previous section, socialization studies have also employed
other theoretical frameworks. According to Richardson & Placier (2001), there are four
different frameworks: functionalism, conflict theory, symbolic interactionalism, and
critical theory. Although each theoretical framework has its own merits, they also have
their specific shortcomings. Functionalist studies are able to reveal the impacts of the
societal and school norms on novice teachers’ socialization process, but these studies tend
to overemphasize the fact that novice teachers have to change to fit their roles transmitting values and knowledge to maintain social stability. Therefore, the framework
fails to show novice teachers’ agency as it is unable to illuminate the diversity present in
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teachers’ stories and tends to describe teachers as “prisoners of their past” (Zeichner &
Gore, 1990, p.25).
Richardson and Placier (2001) show that studies following conflict theory reflect and
reveal the struggles among different groups of people in a school and are able to explain
why teachers react under the pressures of power hierarchy. However, novice teachers’
agency is not clearly shown as teachers in this framework are seen as only targets of topdown policy.
Different from the above frameworks, researchers employing symbolic interactionism
clearly emphasize the impact of school culture with its shared patterns of interaction and
meaning construction and reject the deterministic impact of roles and positions in power
hierarchies (Richardson & Placier, 2001). The most significant thing for the studies
adopting this framework is that they are able to reveal part of teachers’ agency at the
micro level, for example, teachers influencing the principal and students influencing
teachers. However, they fail to predict stable patterns of interaction and change in the
socialization processes and are thus unable to propose an effective ways of exploring
teachers’ agency.
Studies taking critical theory as the major framework (Richardson and Placier,2001)
explore processes of production and reproduction, agency and structure and specifically
link these themes to issues of class, gender and race. This trend is an advantage of this
perspective but I would argue that it is also a limitation. Critical studies pay too much
attention to the uniqueness of teachers’ stories and ignore their commonality. Thus the
framework fails to suggest ways to transcend unique stories.
Studies following a micro-political perspective (Richardson and Placier, 2001)
incorporate elements of conflict and symbolic interactionism concentrates mainly on
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exploring the micro level of a school in which power relationships are not static and
unidirectional. Therefore, I would strongly believe that this perspective permits us to see
and understand the interplay between novice teachers and the context, and also their
agency. Within this perspective, the framework of professional interests proposed by
Kelchtermans and Vandenberghe (1996) offers specific advantages that will be elaborated
in section 4.3.
In order to have a complete and vivid picture of how first-year language teachers are
socialized into the school culture and structure, and how they deal with problems that they
encounter in their socialization process, researchers need a framework that will enable us
to evaluate the extent to which the context affects novice teachers’ socialization and to
discover the role of first-year teachers’ agency, and its impact on their socialization
process. Of all the five frameworks, the micro-political framework clearly seeks to
address this demand.
In this following section, I will first present in more details the basic concepts of the
micro-political perspective, and then specific features of the framework of five
professional interests.
4.2. The Micro-political Perspective
Blase (1991) proposed a complete definition of micro-politics on the basis of reviewing
and evaluating the definitions suggested by Hoyle (1982) and Ball (1987):
Micro-politics refers to the use of formal and informal power by individuals and
groups to achieve their goals in organisations. In large part, political actions result
from perceived differences between individuals and groups, coupled with the
motivation to use power to influence and/or protect. Although such actions are
consciously motivated, any action, consciously or unconsciously motivated, may
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have political “significance” in a given situation. Both cooperative and conflictive
actions and processes are part of the realm of micro-politics. Moreover, macroand micro-political factors frequently interact. (p. 11)

The term “goals”, as explained by Blasé (1991), can be interpreted as interests,
preferences or purposes. Thus there are three distinctive characteristics revealed through
the definition. First, the ultimate purpose of micro-political actions is either to protect
one’s interests or to exercise one’s influence on others to further their interests. Second,
the scope of investigating actions should not be restricted to consciously motivated
actions because both consciously and unconsciously motivated actions can be understood
as politically significant. As explicated by Blase (1991), such unconsciously motivated
actions include “routine action, non-decision making, negligence, non-action, habitual
actions resulting from socialization and actions that prevent others from exercising
influence” (pp.11-12). Third, investigating political actions should not be limited only to
conflicts. As shown in the definition, the micro-political perspective is not limited to
conflictive actions and processes and does not exclude cooperative actions and processes.
As a result, investigating novice teachers’ processes should focus upon not only conflicts
and struggles but also cooperation. This is an extension of the main concept of micropolitics which, according to Ball (1987), included only conflicts and domination.
Blase (1991) remarks on the advantage of the micro-political perspective:
The micro-political perspective on organisations provides a valuable and potent
approach to understanding the woof and warp of the fabric of day-to-day life in
schools. This perspective highlights the fundamentals of human behaviour and
purpose. (p.1)

Blase (1991) also discusses the failure of previous perspectives, thus highlighting the
advantage of the micro-political perspective:
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[…] rational and systems models of organizations have failed to account for
complexity, instability, and conflict in organizational settings […] Such models
also ignore some individual differences, for example, in values, ideologies,
choices, goals, interests, expertise, history, motivation, and interpretation – factors
central to the micro-perspective. (p.3)

4.3. The Conceptual Framework of Five Professional Interests
According to the definition of the concept micro-politics, what a member of an
organization does is driven by his/her goals, which can be interpreted as interests. Based
upon a study which examined 10 elementary school teachers’ narratives of their
socialization experiences, Kelchtermans and Vandenberghe (1996) developed a
framework of five professional interests which includes material, organizational, social,
cultural-ideological, and self.
Material interests can be defined as the availability of and access to instructional
materials and technical facilities as well as time. These interests are similar to vested
interests proposed by Ball (1987), which include access to and control of school resources
such as time, materials, grants and allowances, personnel, and territory (rooms and
offices).
Organizational interests may be interpreted as procedures, roles and positions. An
illustration of this is efforts to strive for a tenured position, or to avoid a certain role or
position.
Social interests can be understood as social relations with colleagues, parents, and
external people. An example of this interest is the recognition and support of the
principal.
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Cultural-ideological interests can be considered as values, norms, ideals legitimate and
important in a school such as finding a shared commitment to children’s well-being
among colleagues, or controlling the relations with staff members. These interests are
equivalent to ideological interests suggested by Ball (1987), which refer to values and
philosophical commitment such as views of practice and organization.
Self-interests are claimed to be the same as the concept proposed by Ball. As explicated
by Ball (1987, p.17),
Self-interest employs the term ‘self’ in a particular way to refer to the sense of self
or identity claimed or aspired to by the teacher, the sort of teacher a person
believes themselves to be or wants to be (e.g. subject specialist, educator,
pastoralist, administrator). These satisfactions associated with this sense of self
may be directly related to certain sorts of work, work with particular groups of
pupils, or even the use of specific resources or settings.

However, more than twenty years later, Kelchtermans (2009) further developed
the sense of self and distinguished self-understanding from identity. As
Kelchtermans (2009, p. 261) explained:
I have, however, purposefully avoided the notion of ‘identity’ because of its
association with a static essence, implicitly ignoring or denying its dynamic and
biographical nature. Instead I have used the word ‘self-understanding’. The term
refers to both the understanding one has of one’s ‘self’ at a certain moment in time
(product), as well as to the fact that this product results from an ongoing process of
making sense of one’s experiences and their impact on the ‘self’.

Besides enhancing the dynamic nature of self, Kelchtermans and Ballet (2002b) also
proposed three interwoven concepts that are tightly connected with self-interests: selfconfirmation, vulnerability and visibility. Looking for self-confirmation involves efforts
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novice teachers make in order to develop their self-confidence (Kelchtermans & Ballet,
2002b). To confirm that they are a qualified teacher, novice teachers try their best to gain
the recognition of significant others such as the school principal, the head of a subject
division and colleagues. They also look for the confirmation of their instructional abilities
through the achievements of their students.
According to Kelchtermans (2009), vulnerability should not be regarded as an emotional
state or experience but rather as a structural characteristic. He also identified the three
conditions where novice teachers become vulnerable. First, vulnerability occurs when
novice teachers cannot be in control of their working conditions. Second, novice teachers
can be trapped in vulnerable conditions when they fail to demonstrate that students’
outcomes come directly from their teaching. And finally, novice teachers become
vulnerable when they can’t make firmly-based decisions. In addition, Kelchtermans
(2009) recognised three different sources of vulnerability, educational administration
and/or policy, teachers’ relationships with the principal, parents and colleagues and lastly
limits to their professional efficacy.
Visibility is closely related to vulnerability. As Kelchtermans (2009, p. 312) explicated:
Teachers' vulnerability was further enhanced by the high visibility of their
professional activities. In spite of teachers' relative isolation in classrooms, they
could be observed in action by their colleagues, principal and/or parents,
especially when they also lived in the village in which their school was located.
Their job situation could be characterised as 'living in a fish bowl’.

Kelchtermans (2009, p. 111) had already noted:
[Visibility] was also exemplified in the career stories of the beginning teachers:
they were highly aware that their actions were perceived, interpreted and judged
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by others and that these perceptions and judgements determined the image others
built from them. What these others see (or believe they see) determines their
evaluation of the beginning colleagues.

In addition, Ball’s (1987) concept of professional interests with three types including
vested, ideological, and self, was expanded by Kelchtermans and Vandenberghe (1996).
Two new interests, organizational and social, were added, which gave more emphasis to
novice teachers’ social status and interpersonal relationships with other organization
members.
In the framework, these professional interests are linked to the concept of “proper
working conditions” (Kelchtermans & Ballet, 2002a; Kelchtermans & Vandenberghe,
1996). Kelchtermans and Ballet (2002a) explained the reasons for the link:
All teachers and principals hold beliefs about what entails good teaching and what
conditions are necessary or desirable to perform their professional tasks properly.
‘Properly’ here means being both ‘effective’ (achieving the desired outcomes) and
‘satisfying’ to the actor. These desirable or necessary working conditions operate
as professional interests for the people involved. Through micro-political actions
teachers and principals will strive to establish the desired working conditions, to
safeguard them when they are threatened or to restore them if they have been
removed. (p.108)

The framework was used for various studies on the socialization process and professional
development of beginning teachers. The framework was discussed and further developed
in various papers (Kelchtermans, 2005; Kelchtermans & Ballet, 2002a). The conceptual
framework was also applied to different studies on socialization and professional
development (Kelchtermans, 2007; Kelchtermans & Ballet, 2002b; Kelchtermans &
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Vandenberghe, 1998). Various studies also used the conceptual framework for research
on the socialization process (Brunton, 2007; Curry et. al., 2008).
Table 1: Five Professional Interests
Self- interests

A set of conceptions about self as a teacher related to issues
of self-confirmation, vulnerability and visibility

Material interests

Use of or access to instructional materials, infrastructure,
funds, and structural time facilities

Organisational
interests

Issues of teacher roles, positions and tasks in the school as an
organization

Culturalideological interests

Issues related to values, norms and ideals in the school

Social interests

Issues related to social relations with other members of a
school as an organisation

Adapted from Categories of Professional Interests proposed by Kelchtermans & Ballet
(2002)
In summary, the framework with five professional interests functioning as working
conditions can be regarded not only as a tool for understanding the complexity and
dynamics of the socialization experience of novice teachers but also as a means to
analysing the data collected. In the chapter, the social interest is used without the word
“professional”. That is for short. Although the term can appear with or without the
adjective “professional” in them, the concept behind the term stays the same.
5. Summary and Questions
Studies in teacher socialization both in general education and in language teaching have
showed the two opposing sides of the socialization process: First-year teachers are shaped
by the context but influence the context in some ways, although novice teachers’ agency
is not properly described. However, teacher socialization studies also portray that whether
novice teachers are impacted by the context or influence the context themselves depends
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upon the interplay between first-year teachers and a wide range of contextual variables.
The interplay is also context specific. Thus the first question for my study is ‘how do
first-year EFL teachers Vietnam experience their professional socialization?’
Additional questions that need to be explored can be to what extent first-year language
teachers in Vietnam are controlled by the school context, and to what extent they
influence the context.
First-year teachers’ agency is described to some extent in studies that have investigated
how beginning teachers have used coping strategies to deal with the context they face,
and also in studies that have adopted the micro-political perspective as a theoretical or
conceptual framework. The description of novice teachers’ agency tends to be largely
limited to the protection of their interests and selves against the overwhelming impact of
the context rather than their influence upon the context. In addition, the degree of agency
demonstrated by first-year language teachers in studies on language teacher socialization
is not enough to affirm their influencing role on the school context. Therefore, the second
question for my study is ‘how do first-year teachers of EFL in Vietnam deal with the
micro-political realities of their schools during their socialization?’
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CHAPTER 3: RESEARCH METHODOLOGY

1. Introduction
My study was a qualitative inquiry that focused on multiple cases and employed narrative
methods of data collection and analysis in combination with the micro-political
perspective. My main attention was on six first-year teachers of English as a foreign
language over one academic year. I concentrated on their experiences with uppersecondary schools in the context of Vietnam, both positive and negative, and the way they
engaged with the micro-political realities of schools.
This chapter explains the characteristics of my study, provides a brief description of the
research context and the participants, describes my data collection procedures, explains
my procedure for data analysis, and considers issues of reliability and validity.

2. The Distinctive Features of the Study
The study was characterised by a combination of a case study approach with narrative and
biographical inquiry.
2.1. Case Study as One Part of the Research Approach
There are three main features of the research approach that make this a case study. First,
the main objective of the study is to understand how six first-year EFL teachers in
Vietnam interpret their socialization experiences, how they construct their worlds, what
meaning they attribute to their experiences, and how they engage with the micro-political
realities of their schools. This feature of the study satisfies the first condition Yin (2009)
suggests to distinguish case study from other types of research in that “how” and “why”
questions are likely to lead to the utilization of case studies.
Second, with the purpose of understanding first-year teachers’ actual experience and their
dealing with the micro-political realities of the school, the study attempted to collect rich
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data related to the lived experiences of first-year EFL teachers in their real-life situations.
The results of various studies in teacher socialization show that there is no single
relationship between first-year teachers’ experience and the influence of the school
context. It is context-specific. This feature of the study satisfies the second condition Yin
(2009) proposes about the scope of a case study:
A case study is an empirical inquiry that investigates a contemporary phenomenon
in depth and within its real-life context, especially when the boundaries between
phenomenon and context are not clearly evident. (p.18)

The third condition identified by Yin (2009) is related to the extent to which the
researcher would like to have control over actual behavioural events. In this study,
participants were required to record what happened to them at work every week by using
electronic diaries or blogs. The only form of control I had over the participants was the
comment function I took advantage of that exists in every blog. However, the comments I
gave aimed only at encouraging and/or motivating participants to keep their diaries as
well as guiding them to enter entries according to the requirements of the research. As
Yin (2009) suggests, case-study methodology is particularly valuable for investigating
situations in which the researcher has little control over the events that occur in the reallife context.
Bullough, Crow, and Knowles (1992) recognize that case studies should aim to preserve
the wholeness of participants’ experiences and their meanings in particular contexts.
When properly used, case-study methodology preserves the integrity of
informants’ experiences and their meaning, and encourages sensitivity to changes
in the context. It is a responsive methodology, avoiding rigid data gathering
strategies … – strategies and interpretations evolve together in response to shifting
researcher understandings (p.12)
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According to Bullough et al. (1992), a case study method is preferred when examining the
richness and complexity of the lives of teachers.
No other approach, we believed, would enable us to examine in as rich and
complex ways the changes over time that occurred in the lives of beginning
teachers and in their understanding of themselves as teachers. (p.13)

2.2. Narrative and Biographical Inquiry as the Other Part of the Research Approach
The study also adopted a narrative approach. The study shared all the four major
characteristics of a narrative approach as Hatch and Newsom (2010, pp. 431-432)
summarize, including focus on individual stories, the personal nature of the research
process, practical orientation and emphasis on subjectivity. First, in order to focus on
individual stories, my understanding of first-year EFL teachers’ socialization process is
based primarily on blog entries provided by six individual participants in six different
schools every week over one academic year. The entries could be either stories or
narrative fragments.
Second, the personal nature of the research process is manifested in the process of ongoing negotiations between the informant(s) and me. Clandinin and Huber (2010) call the
process of negotiation “living the narrative inquiry” (p.438).
The process of narrative inquiry is described as a recursive process of being in the
field, composing field texts, drafting, and sharing interim research texts, and
composing research texts. (p.438)

The process consists of the three different stages: from field to field texts, from field texts
to interim research texts, and from interim research texts to research texts. In this study, I
worked closely with the six participants in all these stages. In the first stage, I used the
comment function in the blog to interact with the participants to encourage them to write,
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read their blog entries, and ask them to add more details if I found the content of a certain
entry unclear or lacking in background information. I also worked on various transcripts
of the interviews I conducted with the participants, their school principals and heads of
English divisions, comparing the stories they told in their blogs with those provided in the
interviews and those provided by significant others such as English heads and principals
so that we could have a shared understanding of their stories.
In the second stage, I constructed interim research texts, which are similar to “synthesis
texts” (Kelchtermans (1994). These texts summarised all significant negative and positive
experiences the participants underwent, and the ways they coped with their negative
experiences. The texts were then sent to individual participants so that the participants
and I could “further co-compose storied interpretations open to negotiation of a
multiplicity of possible meanings” (Clandinin & Huber, 2010, p. 439).
The third stage involved my construction of research texts based on verified interim
research texts. I constructed the research texts, employing the available information about
a participant, as well as my reflections and interpretations. The research texts have an
identical textual structure for every participant, which is very important for the
comparison of different cases. The complete research texts were sent to each participant
to make sure that the research texts “both critically and deeply represent narrative
inquirers’ and participants’ experiences while also maintaining each person’s integrity
and their relationship into the future” (Clandinin & Huber, 2010, p. 439).
Third, by exploitation of a practical orientation, Clandinin & Huber (2010) as well as
Hatch and Wisniewski (2003) mean that narrative research aims to understand real lives
as lived by capturing the everyday world. In this way, narrative research can “place
theoretical understanding in a practical light, making it possible to bridge gaps between
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understandings from micro and macro perspectives” (Hatch & Wisnewski, 2003, p.117).
In this study, various theoretical issues were revealed through the stories about daily
happenings provided by the first-year EFL teachers. Such theoretical issues as selfsocialization, the impact of self-evaluation on their socialization process, and the
influence of interaction between first-year EFL teachers, and of the micro-political
realities on the pathways of their socialization were illuminated by stories provided by
these first-year EFL teachers. Clandinin and Huber (2010) explain how theoretical
understanding is formed through exploring stories.
Through engaging with participants, narrative enquirers see themselves and
participants as each retelling their own stories, and as coming to changed
identities and practices through this inquiry process. Change also occurs as
phenomena under study are understood in new ways and, in this way, new
theoretical understandings emerge. (p.440)

The real world and orientation to practice and change are the two important factors that
contribute to the more practical value this form of qualitative research has.
Finally, emphasis on subjectivity means narrative research does not base its findings on
‘scientific’ and ‘empiricist’ standards, but, instead, on the authentic voices of participants.
As Hatch and Wisniewski (2003) explicate,
Life history and narrative approaches are person centred, unapologetically
subjective. Far from a weakness, the voice of the person, the subjects’ own
account represents a singular strength. (p.118)

However, the concept of subjectivity could be construed as not only that of the narrator
but also of the researcher. As Hatch & Wisniewski (2003) explain,
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Just as tellers have their own purposes for framing their stories in certain ways, so
do story receivers have their own agendas and priorities, hidden or not,
consciously held or not. Appearing to be the “objective” researcher “masks the
researcher/writer’s subjective involvement in the scene – the unconscious
selection of events to observe and record and the conscious selection of events to
report. (p. 130)

As Kelchtermans (2010) explains, “[…] the narratives are fundamentally inter-subjective
and interpersonal in nature” (p. 613). While inter-subjectivity strengthens the nature of
narrative inquiry, it also presents the danger of “losing sight of the various fine lines” as a
consequence of the formation of a commitment to the whole narrative plot and the
researcher’s role. In this study, I employed the critical incident approach to narrative
analysis so that I could minimize that particular risk.
In summary, the four features above confirm the narrative nature of the study and make it
different from other studies. However, the acknowledgement of personal, practical,
subjective, and individual perspectives inevitably leads to a biographical perspective.
Novice teachers do not enter teaching as “blank sheets” (Kelchtermans, 2010, p. 613) but
they bring with them personal and professional experiences in schools. They have lived
and worked in many classrooms, experienced various areas of their teacher education
program, and thus have built their personal set of ideas and beliefs about what it means to
be a student, to be a teacher and to be teaching. This set of ideas and beliefs can be
construed as a personal interpretative framework, which is embedded in their biography
as novice teachers. This framework is influenced by novice teachers’ interaction with the
school where they work. But at the same time, it influences the process of socialization. It
acts as an interpretative lens, mediating and filtering the way first-year teachers deal with
and make sense of their experiences at school. In this study, I was well aware of the role
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of biography because the novice teachers’ biographies could help explain much of what
had been narrated in their blog entries.

3. The Research Context and Participants in the Study
3.1. The Research Context
Public and semi-public schools in Vietnam
The study was conducted at the six different schools where these novice teachers worked
for their first year. As can be seen in Table 2 in Chapter 4, five of the schools were public
schools. One was semi-public. According to Tran (2011), the main difference between
public and non-public schools in Vietnam is that public schools receive a full subsidy
from the government for physical infrastructure and finance while non-public schools are
granted whole support for infrastructure from the government but in terms of salary
payment, semi-public schools receive only half of the total salary for the teaching staff.
This has an influence on the composition of the teaching staff of the semi-public schools,
which is quite different from public schools. The teaching staff at semi-public schools is
both tenured and contracted. Tenured staff have their salaries supported by the state
budget while contracted staff do not. The division of teaching staff into tenured and
contracted types has resulted in distanced relationships between these two types of staff.
Tenured staff do not need to extend their relationships with contracted staff. Similarly,
contracted staff find it unnecessary to establish close relationships with tenured staff
because they teach at the semi-public schools only on a contract basis.
Novice teachers’ apprenticeship in Vietnam
Novice teachers in Vietnam are supposed to spend their first year as apprentices. During
this period, they are required to perform three different duties, teaching, participation in
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professional development and participation in other social activities. For instructional
duties, they are supposed to teach approximately 15 periods1 per week. For lessons,
novice teachers have to prepare detailed lesson plans and in some cases these plans have
to be submitted to their mentors or the head of the English division for their feedback
before their lessons are taught. Some of their lessons are observed. For professional
development, novice teachers are supposed to attend short-term training workshops or
seminars organised by provincial departments of education and training. Furthermore,
they are required to observe experienced teachers’ lessons to gain more instructional
experience and their peers’ lessons to support exchanges of planning and management
experiences. For school activities, novice teachers should participate in the school youth
league’s activities as a member or as a leader. In addition, they are encouraged to take
part in various activities organised by the school trade union. In addition, novice teachers
are required to do other tasks by the schools they work for. The biggest additional task is
working as a form teacher.
Giáo viên tập sự (GVTS) là những giáo viên trẻ mới ra trường và về công tác tại
các trường từ 1-2 năm. Họ còn trẻ, chưa có nhiều kinh nghiệm trong thực tiễn
giáo dục. Song do yêu cầu nhà trường, đa số GVTS được phân công làm giáo
viên chủ nhiệm. (M. T. Phan, Tran, & Truong, 2009)

(Apprentice teachers are young teachers who have graduated from colleges
of teacher education and have worked at school for one or two years. They
are not experienced in educational practice. However, as required by the
school, a majority of the novice teachers are supposed to take over the
work of a form teacher)
1

According to the educational system in Vietnam, a period is the unit of time needed to teach a lesson. The
exact amount of time that is equivalent to one period varies according to the school level. For primary
schools, a period lasts 30 minutes while a period for secondary schools lasts 45 minutes.
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According to Document 12/2011/TT-BGDĐT issued by the Vietnam Ministry of
Education and Training regarding the official regulation of the operation of lower and
upper-secondary schools, there are four different duties of a form teacher, (1) planning
educational activities appropriate to students’ characteristics, (2) implementation of
planned activities, (3) liaison with students’ parents and youth leagues in the education of
students and (4) composing regular reports to the principal about students (MOET, 2011).
According to Decree 116/2003/NĐ-CP regarding the recruitment, employment and
management of governmental employees issued by the Vietnamese government, novice
teachers’ participation in instructional, social and professional activities are all monitored
and assessed either by the mentor or by the head of the relevant division. The school
where novice teachers work is supposed to nominate an experienced teacher who can
provide guidance for novice teachers during their apprenticeship, and who can also
submit to the school principal a report evaluating the novice teacher’s apprenticeship. The
information about their participation is used by the school’s executive board in their
decision about admission of novice teachers to the school staff (V. K. Phan, 2003)
Other distinctive features
One of the public schools in this study had classes for gifted students. That is the school
where Amanda worked. This school admits not only local students as other schools do but
also gifted students from across the country. Different from ordinary students who are
grouped into classes according to their general academic performance, gifted students are
placed in different classes according to the school subjects they excel in. Despite the
difference in their classes, all students in this school, gifted and ordinary, tend to have
better general knowledge and skills than those in other public schools. Students in public
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schools, then in turn, generally perform better than those in semi-public schools in terms
of both general knowledge and discipline.
Another feature of the study is that two of the participants, Amanda and Lindsey, returned
to the schools where they used to be students. Despite some of the advantages these
teachers may have over the other teachers who work in a completely new school such as
being accustomed to the school environment and staff, these two participants also faced
distinctive problems such as still being treated as students.
3.2. Participants
The participants consisted of Vietnamese teachers of English as a foreign language who
were in their first year of teaching at upper-secondary schools (from grade 10 to grade 12
in a 12-grade school system), located in both urban and rural areas.
The participants were selected on the following criteria:
Age: The age of the subjects is between 22 and 23. These ages are in the normal range for
graduates who have just graduated from full-time college study.
College background: They had all graduated from a four-year college of teacher
education. Their English proficiency and academic results were not below average.
Experience: They should not have any prior official teaching experience in a school or
language centre. They should not have any tutoring experience, either.
Participants were volunteers. One month before the participants graduated, I organized a
meeting where all the fourth-year students who matched the criteria were introduced to
the project. At the meeting I described the study aims, who the participants would be,
what they were required to do for the project, and what criteria had been used to select
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them. After the briefing about the research project finished, the students were asked to
indicate on a piece of paper whether they would be willing to participate in the project if
they became a teacher in an upper secondary school by simply choosing either YES or
NO. The piece of paper contained space for them to provide their contact details including
their full names, postal addresses and mobile phone numbers.
Once I heard who had received jobs at upper-secondary schools, I contacted those who
had expressed willingness to be involved and asked if they would be interested in
becoming official participants. If they were still interested, they were provided with the
Participant Information Sheet and the Consent Form to sign.
In total there were six novice teacher participants in this study. Two of these participants
were male, and the other four were female. This feature reflected the common ratio of
male and female students in the college where the number of female students was three
times that of male students. Two of the participants worked in the urban secondary
schools while the others worked in the rural secondary schools.
Participants were required to choose English pseudonyms that can be used publicly in
their own blogs. The use of English, instead of Vietnamese pseudonyms, reflects common
practice for teachers or learners of EFL. When they teach or learn a foreign language,
they would want to acquire a new identity or to be identical with the people of the target
community. EFL teachers get used to asking students to choose English names or giving
students English names to use in classes. With this in mind, I asked the participants to
choose their own names that can represent their new identity.
In addition to the six first-year teachers as the main informants, I also collected data from
the heads of the English Divisions and principal or headmaster of the school where the
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participants worked. There were six heads of the English divisions and six principals or
vice-principals involved in the study.

4. Data Collection Procedures
Two instruments were used for this study: electronic dairies or blogs and interviews.
4.1. Rationale for the Use of Electronic Diaries or Blogs and Interviews
Before the reasons for the selection of diaries as an instrument are presented, the
advantages and disadvantages of common instruments of data collection such as
questionnaire and autobiography employed in teacher socialization are reviewed.
Questionnaire and autobiography – advantages and disadvantages
The questionnaire
The questionnaire and the interview are the two methods commonly used for
investigating problems of beginning teachers, in which the questionnaire has been much
more common than the interview (Veenman, 1984). The most common type of
questionnaire used has been the rating scale and interviews have been used to supplement
information obtained from the questionnaire.
Although the questionnaire is less time-consuming than the interview, it has some
drawbacks. The first one is that the researcher, as Veenman (1984) pointed out, can be

confused about whether the kinds of problems reported to be faced by beginning
teachers are the real ones they experienced.
Although one may conclude from this procedure [the use of questionnaire] that
the results represent really experienced problems, one cannot exclude the
possibility that the reported problems had only a remote relationship with the real
problems of the beginning teachers and might not hamper their functioning at all.
(p.166)
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It is obvious that the concept of problems is not clearly and carefully defined, thus
causing difficulty in determining the real problems.
The second drawback is that using the questionnaire makes it impossible for the
researcher to identify how beginning teachers interact with the situation, what affective
processes happen and to what extent these processes affect them. Veenman (1984)
remarked,
This procedure [the use of questionnaire] is useful for listing these problems, but
it gives little or no information about the features of educational situations that
teachers experience as problematic, about the psychological dimension of
meaning underlying these situations, and about the significant personal
characteristics of beginning teachers which interact with these situations. (p.168)

The third drawback is associated with the response rate. It may be because of lack of
cooperation on the part of respondents that the rate is sometimes very low. In this case, it
will take plenty of time for the researcher who has to resend the questionnaires without
knowing for sure whether they will be returned or not.
The final drawback is that the questionnaire tends not to reveal the unexpected because it
is limited to the questions fixed in advance by the researcher.
The autobiography
In the TESOL field, researchers have also used autobiographies as an instrument. The
autobiography is a form of diary. According to Lejeune (1975) cited in Kawaura,
Kawakami, and Yamashita (1998), like a diary, an autobiography is in the form of either
story or prose. The themes that arise in an autobiography are also similar to those in a
diary, including daily events or the life story of an individual. As in a diary, the author of
an autobiography is the storyteller and also the main character. However, unlike a diary,
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an autobiography has the retrospective view of a story. In spite of all these differences,
some researchers have classified an autobiography and a diary under the same category –
journals (Hiemstra, 2001).
An autobiography has some advantages. As Bailey et al. (1996) pointed out, writing an
autobiography helps novice teachers re-examine their past experiences, thus
understanding their beliefs and perceptions shaped under the influence of the
apprenticeship of observation. In addition, the process of writing an autobiography assists
beginning teachers in relating their identities to the theoretical material they have studied
so that they can understand the materials through their own experiences. Another
advantage is that the act of autobiography writing helps them clarify their values and
think about their implications for the choices they will make in their teaching. From the
perspective of research methodology, the autobiography helps not only new teachers
themselves but the researcher gain an insight into new teachers’ beliefs and values as well
as their past experiences.
However, there are some limitations with an autobiography. First, because one of the
main features of an autobiography is the retrospective view of the events, the possibility
of retrospection bias cannot be avoided (Kawaura et al., 1998; Wheeler & Reis, 1991).
Due to the retrospective judgements, the data can be subject to substantial distortion and,
therefore, fail to supply a true description of life events (Wheeler & Reis, 1991). Second,
study subjects often experience the problem of writer’s block. As Hiemstra (2001)
pointed out, “During the journaling process, students typically face an obstacle in not
knowing what to do next. In essence, they reach an impasse that can even inhibit their
continuing with the writing process.” (p.25)
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In summary, although these two methods of data collection, the questionnaire and the
autobiography, are commonly used in this area of research because of the productive data
they can yield, they still have some drawbacks, which may affect the quality of the data.
4.2. Diaries - Advantages and Disadvantages
4.2.1. Advantages
Diaries have been chosen as the major data collection method for three major reasons.
First, diaries are regarded as an important research tool in descriptive and interpretative
research that belongs to the tradition of naturalistic inquiry (Bailey et al., 1996; Nunan,
1992). With the use of diaries, participants remain in their typical settings without being
affected by an artificial change in their usual and typical situation. As Bailey (1991)
explained, “[…] people are studied in naturally occurring settings, rather than in
randomly sampled groups created artificially for the purposes of an experiment, and […]
analytical categories typically emerge from examining the data. Regarding the typical
feature of diaries, Nunan (1992) claimed that diaries as introspective tools can be
considered to be a suitable method of data collection for investigating behaviour in
context and such themes as change over time. Highlighting the strength of diaries for
collecting information related to changes, Bolger, Davis, and Rafaeli (2003, p. 588)
wrote, “ […] well-designed diary studies can answer questions regarding aggregates of
experiences over time, temporal patterns of experiences, and the factors affecting changes
in these experiences”. This feature is relevant to studies in teacher socialization because
studies in this field require collecting data related to processes that occur over a period of
time and issues that happen within this time.
Second, diaries can provide contextual/situational information, which questionnaires fail
to offer. Emphasizing the advantage of diaries in terms of provision of reliable and
realistic information about the context, Bailey (1991, p.87) wrote, “One strength of the
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diaries to date is that they reflect “real-world” conditions under which the data were
collected […]”. Confirming this feature, Laurenceau and Bolger (2005, p. 87) claimed,
“[…] diary methods allow researchers to obtain information about contextual/situational
factors within which behaviour, cognition, and emotion of interest […] occur”. The
information about the contexts is very important in teacher socialization research. The
reason is that researchers need to know exactly which situation can give rise to certain
problems or in which context certain contributing factors appear to help novice teachers
in their socialization processes. The knowledge of settings or contexts is beneficial to not
only researchers but also to novice teachers, who need successful socialization, and,
administrators and educators who always want to assist novice teachers in their
socialization at schools.
Third, as Bailey (1991) stated, keeping a diary is “low-tech” (p.88). She added, “It does
not require extensive preparation in test development, questionnaire design, or statistical
procedures. Nor is it expensive in terms of equipment and materials.” (Bailey, 1991, p.
88) In addition, participants do not require much training to keep diaries.
4.2.2. Disadvantages
Although diaries have such advantages, they also have some limitations. The first
limitation results from subjects’ uncertain compliance, because of either their
forgetfulness or not having diaries at hand. These two manifestations of poor compliance
lead naturally to the risk of retrospection. As Bolger et al. (2003) explicated,
This [uncertain compliance] is compounded by the risk of retrospection error,
where participants rely on (benign) reconstruction or (deliberate) fabrication to
complete missed entries, potentially defeating the main benefit of diaries, namely,
their ability to obtain accurate, real-time information (p.593)
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Explaining how retrospection affects the quality of data, Green, Rafaeli, Bolger, Shrout,
and Reis (2006) claimed that it was cognitive bias that made data less accurate and highly
subjective. Regarding the nature of diary entries that rely mainly on retrospective memory
processes, Hufford and Shields (2002) remarked, “It is […] likely that back-filled entries
do not represent the natural ebb and flow of subject experience” (p.48).
The second limitation is that both electronic and traditional diaries, which are rich in data
and contain diverse themes, often require a great investment of time and energy to write
and analyse (Wheeler & Reis, 1991; Suzuki, 2004). Emphasizing this view, Bolger et al.
(2003, p. 594) claimed, “Another shortcoming that exists with other self-report methods
but increases in scale in diary studies is that of burden of data entry and handling. Even in
small diary studies, the data records number in the thousands.”
The third limitation is that self-reporting, which requires the introspection and monitoring
of daily life events may gradually make participants look at the events with different
perspectives and, therefore, they may end up with behaviour change (Wheeler & Reis,
1991). Wheeler & Reis gave an example of a person who became aware of his/her bad
interactions with his/her spouse and then tried to improve their relationships.
In summary, despite the advantages of diaries regarding research environment and
technology, researchers using this method of data collection face some problems such as
retrospection error, great demand of time and energy and behaviour change. To use
diaries effectively, researchers need to think of ways to minimize these limitations.
4.2.3. Type of Diary Employed in the Study
An innovation in this study was that participants were required to use electronic blogs for
their diary data. To clarify the advantages of blogs, I first consider the advantages and
disadvantages of paper-and-pencil diaries.
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4.2.3.1. Paper-and-pencil Diaries – Advantages and Disadvantages
As Bolger et al (2003) explained, paper and pencil diaries are the earliest and most
commonly used approach in diary studies. This is also the easiest technology to use
(Bolger et al., 2003; Laurenceau and Bolger, 2005) because, as Bolger et al (2003)
showed, paper and pencil are familiar to participants so they do not require complicated
training.
However, paper and pencil diaries also have weaknesses in addition to the ones described
previously that apply to all types of self-reporting. The distinctive one is “the absence of
response-time information” (Bolger et al., 2003, p. 594). Because of this, the researcher
may find it impossible to be sure of the certainty or salience of responses. Another
limitation is, as Bolger et al (2003, p.594) explained, “[…] because of the risk that prior
days’ responses in paper-and-pencil diaries may be viewed by others in their
environment, participants may hesitate to be completely truthful in their responses about
interpersonal events and emotions.” This certainly affects the truthfulness of the diary
entries.
Although participants’ feelings of insecurity may be unavoidable in any type of selfreporting, the lack of response-time information can be partly overcome by the use of
electronic diaries called blogs.
4.2.3.2. Blogs
Definition of a blog
The term ‘blog’, a shortened form of ‘weblog’, first appeared in 1999 (Blood, 2000 cited
in Suzuki, 2004). A blog is, in essence, an online or web or electronic record with some
features in common with a diary (Kawaura et al., 1998; Hufford & Shields, 2002; Suzuki,
2004). Both blogs and diaries have casual, informal and reflective styles (Suzuki, 2004).
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Both traditional diaries and blogs can be considered as a means of recording facts or
expressing sentiment (Kawaura et al., 1998). Furthermore, according to Kawaura et al.
(1998), both types are either oriented towards the author him/herself or towards the
reader, which means that writing a blog is a communicative behaviour with psychological
functions (Kawaura et al., 2004)
Blogs as a research tool
Although diaries can be considered to be a suitable method of data collection for such
themes as change over time or teacher processes, there are relatively few studies using
diaries as a research tool in the area of teacher processes and researching classrooms
(McDonough & McDonough, 1997 cited in Suzuki, 2004). However, as Suzuki (2004)
pointed out, with the appearance of blogs, there may be changes. As a result of a study on
how a diary in the form of a blog can be useful as a qualitative research tool, Suzuki
(2004) suggested three main advantages of blogs: personalized environment, instant
publication and community support.
With a personalized environment, as Suzuki (2004) pointed out, a blog is non-threatening,
not restricted to the choice of template and easy to manipulate. With these features, a blog
is considered as a space where participants can control the research environment,
integrate fun and personality with research, and, most importantly, avoid affective
barriers, thus feeling free to explore and discover ideas.
The characteristic of instant publishing is advantageous for research work in many ways.
Thanks to the chronological organisation and labelling features of blogs, data recording is
systematic. In addition, blogs can prevent difficulties reading due to illegible handwriting
because all entries are computer typed. More importantly, data and data collection
methods are both open to the real time scrutiny of the researcher while the research is in
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progress. This feature, as Suzuki (2004) showed, enables the researcher to monitor the
whole process of data collection easily and effectively.
Community support is realized through online comments - a typical feature of blogs. It is
this function, as (Suzuki, 2004) remarked, that can link teachers to a virtual community
for support and feedback. Furthermore, a blog is an effective tool for the participant to
play the roles of both participant and observer, thus combining the two different
perspectives in research, etic and emic. The communicative collaborative feature of a
blog, as Suzuki (2004) showed, helps avoid time-consuming face-to-face meetings.
Regarding the technical side of data collection, Hufford & Shields (2002) claimed that the
use of electronic diaries can help the researcher avoid two problems paper diaries often
have – poor data quality and poor subject compliance.
The poor quality of data collected through paper and pencil diaries can be caused by two
main problems. First, paper data can be difficult to read because of bad handwriting.
Second, extraneous data entered by subjects require such processes as transcription and
entering into a database, which may cost the researcher time and money to clean up.
Emphasizing the burden caused by this problem, Hufford and Shields (2002) wrote, “[…]
the poor data quality that results from paper diaries creates additional economic burdens
in terms of data management […]” (p.54). According to Bolger et al. (2003), however,
electronic diaries can avoid this burden because participants can enter information
directly into the electronic diaries. The direct entries can help prevent transcribing and
double checking the data that are costly and error prone, and also prevent non-relevant
responses and minimise the risk of skipped questions.
Poor subject compliance is a frequent and severe problem of diary methods, particularly
paper diaries. This phenomenon is referred to as “parking lot compliance” by Hufford and
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Shields (2002, p. 46), which means hoarding or backfilling diary cards and completing
them in batches. According to Hufford & Shields (2002), 70% of participants exhibited
this phenomenon. However, if electronic diaries are used, this phenomenon can be
avoided thanks to the feature of time-stamps (or date stamps). As Bolger et al. (2003)
pointed out,
[…] time-stamping provides a direct measure of compliance. By examining the
times of the responses, researchers can immediately identify diary entries that
were completed on time, within a reasonable delay period after a signal or an
unacceptable time. Additionally, researchers are often interested in ensuring that
entries were completed in their entirety within a certain time. Electronic diaries
can document or even enforce this (p. 596)

The above advantages of blogs were useful for this study. First, the personalization of the
research environment was a real advantage for participants in this study. The reason is
that the kind of blog intended for my participants was a private one that was password
protected. The only person who could gain access to participants’ blog was me.
Participants would have been likely to write differently and be more careful of criticism if
they knew anybody could read their dairy/blog.
Second, instant publishing was also useful for both the participants and me. This feature
of a blog is a real advantage over a paper-and-pencil diary. With traditional diaries,
participants have to take time to send completed diary entries by post to the researcher on
a regular basis. They did not need do so with a blog because I was able to gain access to it
at any time in order to monitor the data collection process and provide guidance or further
instructions, if needed.
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Third, community support was not really relevant to this kind of research. This feature is
useful only for those blogs that are public. For the private blogs used in this study,
community support was a real threat because of the potential dangers participants might
feel if criticism became public. However, the comments feature was really beneficial for
me as the researcher. I was able to use this to clarify unclear instructions, offer
suggestions or directions related to the objectives of the study as necessary.
4.2.3.3. Ways to Overcome the Problems of Diaries
Diaries were the main method of data collection for this study. The reason for the
utilization of diaries is their non-threatening and personalized research environment, the
benefits of approachability, and the technical advantages of electronic diaries. However,
to use this method of data collection effectively, I worked out various ways to minimize
the three problems of a diary – the risk of retrospection error as a result of uncertain
compliance, rich and out-of-range data and themes, and behaviour change.
Dealing with the negative effects of retrospection
The effect of retrospection can be reduced in several ways. One of the verified ways to
improve subject compliance is to maintain participant motivation. Emphasizing the
importance of motivation, Green et al. (2006) claimed,
We believed researcher efforts to improve participant motivation and foster
researcher-participant rapport can have a desired effect of improving participant
compliance, even in situations where higher levels of participant burden cannot
be avoided (p.103).

Bolger et. al. (2003) suggested an effective way to improve motivation was to maintain
ongoing contact with participants in a personal and non-threatening way because “[d]iary
studies are time-consuming, and this personal contact retains participants more than do
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monetary incentives or dependence upon goodwill towards science” (Bolger et al., 2003,
p.505). As a researcher, I used the comments feature that is characteristic of blogs in
establishing and maintaining personal contacts between the participant and the researcher.
I employed this feature regularly when the participants started to write their blogs. I
realised that when the participants knew for sure that the researcher was “with them” they
made entries more regularly. At the end of each semester, I came to their school in order
not only to interview them but also to remind them of my interest in their blog entries.
Another way to boost participant compliance is to train participants. As Hufford &
Shields (2002) pointed out, “Researchers that explicitly discuss subject training tend to
achieve higher rates of compliance” (p.52). In this study, I opened my own blog where I
was able to upload a series of entries about how to keep a diary. These included four
different topics (1) the major characteristic features of keeping a teaching diary, (2) the
main requirement of diary entries in the study (length of time and frequency), (3) the
content requirement of the blog entries, and (4) specific ways of selecting events to
include in the blogs. I followed up these entries with three examples so that participants
could see what a blog entry looked like. After these entries, I also uploaded the detailed
description of the research project. The purpose was to provide the participants with an
overall idea of the project. The final entry in this training series was about how to
establish a blog on Yahoo 360º. This helped reduce technical problems.
Some may argue that retrospection can lead to inaccurate and highly subjective data
because diaries don’t provide a true record. However, I would argue that introspective
data cannot be absolutely accurate and true unless data are collected while subjects are
doing their particular task. As Bailey (1991, p.63) remarked, “[…] the difficulty here is
true introspection […] can take place only as long as the event is occurring.”
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I would also argue that introspection and retrospection are not two separate concepts.
They are on a continuum. Using the three categories of introspection suggested by Cohen
and Hosenfeld (1981), Bailey (1991, pp. 63-64) explicated, “ […] the cover term
introspection entails all three zones: concurrent introspection, immediate retrospection,
and delayed retrospection […].” Concurrent introspection means data collection
implemented during the event; immediate retrospection means collecting data right after
the event; and delayed retrospection means gathering data much later than the event. At
whatever point data are collected, the risk of inaccuracy and high subjectivity is
unavoidable. In this study, concurrent introspection was not required because participants
needed to record analysis/interpretation of the events. Immediate retrospection was the
best choice because participants were able to provide both the description of data and
some kind of analysis or interpretation. Delayed retrospection was not desired either
because it might lead to inaccurate description of data and interpretation of the data that
was too distant from the participants’ actual reactions.
One important point is, however, that the biased perspective of the diary may provide an
honest perspective on a messy truth, as Suzuki (2004) pointed out. In addition, I learnt
from the process of data collection in this study that subjective data could also illuminate
the affective factors that might influence first-year teachers’ socializing process, one of
the main objectives of the study.
Dealing with extraneous and out-of-range Data
Extraneous and out-of-range data can be overcome by using an explicit framework.
Farrell (2008b) claimed that such a framework or a “story structure” can help guide
participants in thinking and to provide clearer entries.
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This study adopted a three-stage pattern, setting – complication – resolution, devised by
Farrell. As explained by Farrell (2008b), the setting requires participants to provide
information related to the context in which they work, such as who is involved, what took
place, when and where it took place, etc. The complication focuses upon the description
of the problems that happen with any turning points. The resolution concentrates on how
the complications are dealt with.
The three-stage pattern was realised by simple questions to help guide the participants’
blog entries, which were detailed in the series of training entries in my blog. The guiding
questions were as follows:
1. What happened that made you feel confident, happy and pleased with yourself as a
teacher this week?
2. Did anything that happened this week make you feel afraid of teaching as a job? Why?
3. How did/will you deal with that?
Both the framework and the guiding questions can help prevent irrelevant and extraneous
data and also facilitate data analysis.
Dealing with behaviour change
The problem of behaviour change can also be addressed in a number of ways according to
the type of change that occurs to participant behaviour. According to Bolger et al. (2003,
p. 592) there are four possible effects diaries may have on participant behaviour:
reactance, habituation, increased complexity, and gradual entrainment. As Bolger et al.
(2003) explained, reactance is referred to as change in participant experience or
behaviour as a result of participation in the study. Habituation is the development of a
specific habitual response style on the part of the participant. Increased complexity refers
to the phenomenon in which the participant’s understanding of the surveyed domain
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becomes more complicated as s/he participates in the diary study. Entrainment refers to
the experience in which the participants make their conceptualization of the surveyed
domain fit with those measured in the diary rather than the process of keeping a diary
having a therapeutic effect upon the participant during his/her reflective recollection
process.
For the effect of reactance, Bolger et al. (2003) claimed that there was no threat to the
diaries’ validity. Bolger et al. (2003) also quoted Litt et al. (1998) to prove that although
the participant was more aware of his/her monitored behaviour, the behaviour was not
reactive at all. These researchers quoted Gleason et al. (2001) to demonstrate that diaries
led to less reactivity than other forms of data collection thanks to the habituation process.
For the effect of complicated understanding, Bolger et al. (2003) emphasized that there
was no evidence of such a phenomenon ever having been recorded. Bolger cited Thomas
& Diener’s (1990) claim that data accuracy related to moods was not different after a
diary period.
Bolger et al. (2003) concluded that habituation had a deleterious impact. Participants tend
to skip parts that they think are not applicable to them at various times. However, this
possibility can be avoided if the participant’s blog is monitored carefully by the
researcher. Prompt reminders can help participants avoid habitual responses.
Finally, regarding the effect of entrainment, Bolger et al. (2003) remarked that
participants might change their behaviour or awareness in the direction of the study
perspective as a result of participation in the study. This is a serious problem of the diary
method because, as Bolger et al. (2003) commented, changes are key features of most
diary studies. This possibility can be minimized by monitoring the content of the
blog/diary entries carefully. Frequent monitoring will assist the researcher in detecting
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any abnormal change in participant awareness and behaviour. Whenever such a change
has been identified, a comment can bring the participants back on task. However, the
researcher should not use too many specific questions, which could teach the subjects to
respond in ways desired or hypothesized by the researcher rather than in ways that
capture the reality of the participants’ experiences. These issues require constant
monitoring of the participant‘s blog, and that the researcher is sensitive to changes that
might happen in each entry.
4.3. In-depth Interviews
Interviews are the second most commonly used method of data collection after the
questionnaire (Veenman, 1984). The type of interview in this study is the in-depth
interview. As M. L. Cohen and Morrison (2011) explicated,

The in-depth interview, as its name suggests, is conducted to explore issues,
personal biographies, and what is meaningful to, or valued by, participants, how
they feel about particular issues, their attitudes, opinions and emotions. They tend
to be semi-structured, to enable the course of the respondents’ responses to
dictate the direction of the interview, though the researcher also has an interview
schedule to keep an interview on track, and may operate probes to inquire further
into issues. (p. 439)

It is clear that in-depth interviews were relevant to this study for four major reasons. First,
truly open-ended questions that are usually required by qualitative interviewing were able
to help elicit experiences, behaviours, activities which I could not find out about in the
participants’ diaries/blogs. In the interviews I was able to elicit and then confirm their
problems or concerns, influences and strategies. Second, the interview questions could
also elicit what beginning teachers thought about their experiences that actually revealed
their values, through which I was able to understand more deeply how the problems
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affected these first-year teachers. Such questions also elicited the most important
concerns of these young teachers and helped to prioritize their concerns as expressed in
the blog/diary data. Third, interview questions were able to elicit how participants reacted
emotionally to their experiences, which aided me in understanding the feelings
participants had in their socialization process. Fourth, the interview questions were able to
generate descriptions of what and how participants saw, heard, smelt and touched in the
world around them, which was very important for me to understand the context in which
first-year teachers worked more thoroughly than described in their blogs. Finally I was
able to ask for clarification or for the details of issues mentioned in diaries/blogs, which I
could not fully comprehend. This means that before each interview I familiarised myself
with particular diary/blog entries of the person to be interviewed.

The in-depth interview in this study followed Cohen et al.’s interview guide approach.
According to this approach, “Topics and issues to be covered are specified in advance in
outline form, but the interviewer decides the sequence and wording of the questions in the
course of the interview” (M. L. Cohen & Morrison, 2011). Therefore, the conversational
and situational nature of the interview was important because these features ensured that
the participants answered the questions naturally as compared to fixed questions asked in
the fixed order, which might affect the naturalness and relevance of the answers. The
topics outlined prior to the interview were identified on the basis of constant monitoring
of participants’ blog/diary entries. All the topics were related to the explanation of why
the problems happened, or in what situation factors appeared, or what factors affected the
choice of strategies to address problems.
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4.4. Data Collection Period

The purpose of the study is to explore the socialisation process of first-year teachers, so
the data collection period was one academic year. An academic year in Viet Nam is
normally from September in one year through to June the next year. The length of time
for this study was specifically from September 2009 to June 2010. During their whole
first year, participants were asked to write diaries at least once a week or more frequently
if a concern developed in their teaching environment. The frequency of once a week was
deemed appropriate for novice teachers encountering the reality of the teaching profession
for the first time.
In addition, each participant was interviewed twice, once at the end of the first semester
and again at the end of the second semester. The purpose was to collect more detailed
data and to verify the data collected from the blog, and also to confirm blog entry data,
and, through this, to understand the problems, contributing factors and strategies more
deeply.

Apart from the interviews with the participants, head-teachers or principals and heads of
the English divisions at the schools where the participants worked were also interviewed.
The purpose of the interviews was to collect further information from a perspective other
than the novice teachers'. The content of the interviews focused on the school or division
leaders’ opinions about the novice teachers' advantages and difficulties, their efforts and
ways to overcome difficulties as well as their contributions and roles in the schools. These
interviews also provided valuable information related to the contexts of the participants,
which helped illuminate the details from the participants’ diary entries and therefore aided
in my deeper understanding of the micro-political realities of the schools.
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5. Data Analysis Procedures

The data were analysed in two basic steps, vertical and horizontal (Kelchtermans, 1994,
1999; Kelchtermans & Ballet, 2002b; Miles & Huberman, 1994). The vertical analysis is
within-case analysis while the horizontal analysis is comparative, cross-case analysis.

5.1. Vertical Analysis

The vertical analysis consisted of the coding process and the construction of the interim
research texts.

5.1.1. Coding

Coding included the process of dividing blog entries into text fragments and then coding
them. Codes were of two types: descriptive and interpretative (Kelchtermans & Ballet,
2002b). Descriptive codes summarized the key issues in the text fragment. The following
is an example of the descriptive codes. This is one of the translated entries provided by
Smile, one of the six participants. Issues associated with the translations of the
participants’ originally Vietnamese blog entries are considered in Section 5.4, as part of
discussion of issues of validity and reliability. The main topic of the entry as indicated by
the heading is group work.

The whole entry was divided into three different text fragments according to the key idea
these fragments mentioned. The key ideas were used to label the fragments as group work
constraints, successful application of group work and facility constraint. For the
convenience of access to the codes, these labels were then assigned special letters and
numbers as in the example, SE19.1, SE19.2, and SE19.3. S in the code stood for Smile,
the pseudonym of the participant; E meant Entry; the first number 19 showed the
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chronological order in which the code appeared in the blog, and the second numbers 1, 2,
or 3, stood for the order in which a fragment text appeared.These descriptive codes were
used to construct interim research texts.

Entry#19

Group work
Published: 19:38 18-05-2010

Group work is typical of the new method not only for
English as a subject but for other subjects as well. When I
first arrived at the school, I had many difficulties in applying
this type of activity. There are various reasons but the most
important one is that the old method is still widely used by
school teachers in teaching vocabulary and grammar so that
students are able to pass exams. In addition, students have
long been accustomed to individual work in which the
teacher explains the lesson, asks and answers questions… I
do this because group work and games make so much noise
that I have been criticised by other teachers. I feel kind of sad
but I try to maintain order.
Toward the end of the semester, after the completion of the
semester exams, when students have received all the marks
and noise are not likely to affect other classes, I decided to
apply group work and a game. I have noticed that students
are very interested in working in small groups where they can
discuss and present a topic. There are groups with no better
students who are afraid of topic presentation. However, all
the groups have participated well in the game. I feel this is a
real English lesson!
If only school computers and projectors were better in
quality, I would do various better work with more interesting
video clips.

Group work constraints
(SE19.1)

Successful application of
group work (SE19.2)
Self-efficacy (selfinterest) (micro-political
category)

Facility constraint
(SE19.3)
Material interest (micropolitical category)

Interpretive codes were the ones that reflected the micro-political conceptual framework
of professional interests, which includes five categories such as self, material,
organisational, cultural-ideological, and socio-professional. For instance, in the example
blog entry above, the descriptive code No. SE19.2 successful application of group work
was construed from the micro-political perspective as an action the participant attempted
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to perform with the purpose of looking for self-confirmation through self-efficacy. Thus
this code reflected the professional self and therefore belonged to this category of interest.
Similarly, the descriptive code No. SE19.3 Material constraint could be interpreted as
one of the difficulties the participant encountered that affected the quality of her lesson,
that is, non-availability of good quality teaching facilities. This could be understood as
her desire to establish better teaching material resources for better teaching. For all these
reasons, this interpretative code belonged to the category of material interest.

5.1.2. Construction of Interim Research Texts
The construction of interim research texts aimed to build up shared understanding
between the participants and the researcher. The texts were supposed to summarize
positive and negative experiences participants had undergone as well as reveal how they
coped with school realities. However, these texts did not contain all their experiences.
Rather, they were based mainly on experiences that seemed significant to the participants.
To select significant experiences, I employed the critical event/incident approach to data
analysis. Kelchtermans and Vandenberghe (1994) proposed two criteria to determine a
critical incident. The first criterion was that the participant referred to an incident as
meaningful or significant to him/her. The participant’s selection and presentation of a
certain incident in their blogs was an indication of its meaningfulness or importance to
him/her. The second criterion was that the incident had an impact on the participant’s self,
subjective theory or professional behaviour. As Webster and Mertova (2007) indicated,
“[…] what makes a critical event ‘critical’ is the impact it has on the storyteller. It is
almost always a change experience, and it can only be identified afterwards” (p.74).

The following are the two examples of critical incidents.
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Example 1 (from JASON):

A letter from a student

I used to think I did not do much for my students and I did not bring any change to them at all.
But now I am overwhelmingly happy after I received a letter from a student who wants me to
teach her class in the second semester. In the second semester, because there will be one teacher
who will be on her maternity leave, the other members of the English division will have to be
assigned one or two extra classes to teach. I have been assigned one more class so all together I
will teach six grade 11 classes (Now I have 5 classes). One day in class 11X, I found the students
very noisy so I told them that I would not teach them from week 20 (second semester). Many of
them asked me why and I answered, “I have been trying to help you to learn English better but
almost all of you don’t want to study with me so I will not teach you anymore.” When I gave such
an answer, I just wanted some noisy students to keep away from making noise and concentrate
more on their studies. Two days later, after I finished English lessons at the same class, one
student came and gave me a letter. The following is the original letter:

Dear Teacher Jason,

As you know, when I was in lower secondary school, I hated learning English and I regarded
English as a form of torture in my school life. That is why I haven’t had a basic knowledge of
English. Since you taught my class, I have changed such a thought. I have begun to like English
and I have been trying to regain my basic knowledge. I think you have been very helpful. Now
that you have decided to leave our class, how would I learn English without you? Would I return
to the way of learning English I once got used to? I have to give up my desire to learn English
better.

I beg you not to leave my class. Please stay with us until next year and please think it over.
Whatever decision you have made, however, I would respect it!
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Yours sincerely,
Your student
Having read the letter, I feel very happy because what I have done has contributed to some
positive change in some of the students’ learning attitude. I do hope there will be more students
who will be ready to let me know their problems in work and life so that I can help them
overcome their problems to study better. (JE9)

This incident can be called a critical incident because it was unplanned, unanticipated and
uncontrolled (Richards & Farrell, 2005; Webster & Mertova, 2007) but it prompted the
participant to stop and reflect on the meaning of the incident and consider its impact. This
incident is also a change experience for two reasons. First, it challenged Jason’s usual
thought about his role. Before the incident, he thought he had made no contribution to
students’ studies but, after the incident, he realised that he had already contributed to his
students’ positive change. Second, the incident boosted his morale and helped him restore
and, therefore, maintain his commitment to teaching. This incident is a typical example of
a positive critical incident.

Example 2 (from LINDSEY)
Since I entered teaching, I have known the well-known saying “All theory, dear friends, is grey
but the golden tree of actual life springs ever green” and I have realised this is the case. When I
was waiting in the teachers’ room for my first lesson, a teacher who was the president of the trade
union told me, “You are not allowed to let students play any games. They will certainly make
noise and that will affect other classes and you will be criticised.” I have kept that advice in mind
and taken it seriously. Today, having found that students from class 10X were tired in the last
period and that I had had a touch of flu for nearly a week, I decided to organise a game Slap the
Board and at the same time taught them pronunciation. I was a careful person and watched
everywhere. My class was near the steps and a practice room which was empty today. I felt secure
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moving ahead with my decision. However, when we had just begun our game, a teacher turned up
and shouted at us: “Stop the game so that students in other classes can concentrate on their
learning.” I felt very embarrassed and did nothing but asked students to come back to their seats.
At first I did not know why the teacher heard of the noise but then I found out that as all the
rooms were not noise-proof, the noise spread downstairs, disturbing students there. We were still
in the middle of the lesson because I had not elicited the short and long sounds needed for the
lesson. To compensate for the lost game, I turned back to the traditional way of teaching, asking
students to listen and repeat. Then I taught some grammar. Finally the objectives of the lesson
were achieved but I felt very disappointed. I wondered why such positive noise was banned while
the policy of “friendly schools and active students” was being encouraged. To answer this
question, I think it would take a long time. (SE3)

Critical incidents are not always positive. They can be either positive or negative
(Richards & Farrell, 2005). This example is one of a negative critical incident. The
distinguishing feature I notice is the strong emotions involved (embarrassment and
disappointment) as a consequence of the unexpected incident. Therefore, the impact was
not only on the participant’s awareness of change in her underlying beliefs but it had an
added emotional dimension. In the previous example, the important emotional element is
the overwhelming happiness resulting from the participant’s realisation of his important
role in students’ development.

The selection of the information collected from the interviews conforms to the same
principle that applies to the selection of critical events/incidents from the participants’
blogs. This means that as long as the information collected from the interviews is
significant in the way that it can reveal a change regarding the participant, or it can
confirm significant events related to the participant, it will then be selected and included
in the research texts. However, the application of the principle of selection needs to be
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much stricter. The reason is that if critical incidents are not carefully selected, their
inclusion would make the research texts, which are already long, unnecessarily longer
without adding anything new. For this reason, not all the information from the interviews
regarding these particular participants was included in the research texts. The information
to be included need provide additional details about the participants will be included. The
information that tends to repeat what had been written in the participants in their blogs
will be excluded.

The process of creating an interim research text underwent various steps. In the first step,
critical incidents were identified according to the criteria above. The next step consisted
of incident grouping and incident sequencing. Incident grouping assigned incidents to the
main themes that arose in the participants’ narratives. In this study, the three main themes
that came up in their blogs included the advantages they had, the problems they faced,
and the way they dealt with their own problems. Incident sequencing put the incidents of
the same theme in chronological order because critical incidents arranged in the order in
which they took place would clearly relate the incidents to each participant’s process of
socialization. After the grouping and sequencing step finished, the composing step
started. As writing required “an intensive, reflective conversation with the data”
(Kelchtermans, 1999, p. 7), I adopted some rules of thumb for the writing process devised
by Kelchtermans (1999), including:

-

Employ factual and descriptive language.

-

Attempt to avoid ambiguous formulation.

-

Keep close to the original accounts by using quotations from the raw data.

-

Frequently refrain from interpretations and interference.
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-

Control for evaluative statements as judgments and evaluative reflections
inevitably arise during the research process and it is better to handle them as
consciously as possible.

When the interim research texts were finished, they were sent to individual participants
for feedback.

5.2. Horizontal Analysis

Horizontal analysis involves the construction of research texts and the systematic
comparison of all participants’ research texts.

5.2.1. Construction of Research Texts

The process of composing research texts is similar to that of writing interim research
texts. However, the differences between interim research texts and research texts lie in the
textual structure and content. Like the Professional Biographical Profiles suggested by
Kelchtermans (1999), the research text had an identical textual structure for every
participant. But different from the Profiles, the components of the structure reflected the
micro-political conceptual framework of five categories of professional interests
developed and used by Kelchtermans and Vandenberghe (1996), Kelchtermans and
Vandenberghe (1998), and Kelchtermans and Ballet (2002b). These components included
self-interests (professional identity and its social recognition), material interests
(availability of and access to instructional materials, funds, infrastructure, and structural
time), organisational interests (issues regarding roles, positions or formal tasks in a school
as an organisation), cultural-ideological interests (values and ideals about good teaching
in a school), and social professional interests (issues related to professional relations
among staff).
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The content of research texts was also dissimilar to that of interim research texts in that
these texts contained not only factual description but also interpretations. Therefore, some
rules of thumb regarding sustained interpretative analysis developed by Kelchtermans
(1999) were adopted to guide the process of text composition:

-

Separate description from interpretation by clearly indicating which part was
description and which was interpretation.

-

Frequently check interpretations by confronting them with the raw data.

-

Avoid unconscious interference by being more aware of interpretations made in
the composing process.

5.2.2. Systematic Comparison of all Cases by means of Research Texts

To compare all the research texts, I adopted the guidelines developed by Kelchtermans
(1999) and Kelchtermans and Vandenberghe (1996). The process of comparison
underwent three major steps: (1) reading, (2) comparing and (3) checking & modifying
(Kelchtermans, 1999; Kelchtermans and Vandenberghe, 1996). In the first step, I read
through the six research texts representing six different cases. The purpose was to
determine the major categories in which comparison could be made and to formulate the
criteria on which cases could be compared. In this study, I used the four categories of
professional interests within which the six cases could be compared: self, material,
organisational, and socio-professional. The appearance of these categories depended on
the raw data provided by the participants through their blogs. Based on the four categories
that appeared in the data, I devised a system of criteria on which the six cases could be
compared. The criteria were as follows:
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First, self-affirmation could be determined on the basis of two manifestations (Rots,
Kelchtermans, & Aelterman, 2012). One is whether self-efficacy or social recognition
could be achieved or reported (or whether social recognition or self-efficacy could be
achieved through self-evaluation or “significant others”). The other was whether or not
vulnerability or visibility could possibly contribute to the maintenance of self-image.
Second, social professional interests could be determined on the basis of whether or not
relationships were established, and the extent to which strategies connected with these
relationships could be used either reactively or proactively.
Third, material interests could be determined on the basis of whether or not there was
presence or absence of powerlessness or whether the self-image as a proper teacher
through access to material/facilities/time was projected positively.
Fourth, organizational interests could be determined on the basis of whether professional
status or job/position was secured.
Of the different categories of professional interests, self-interests played a very important
role (Kelchtermans & Ballet, 2002b). Accordingly, while the four important categories of
professional interests shared by all the participants were compared and contrasted, these
various interests are considered in relation to the participants’ self-interests.

In the second step, having determined the major areas and the criteria for comparison, I
started to compare and contrast all the text components one by one for every participant.
As a result of the comparison of the six cases on the proposed criteria, I found out that the
six participants could be divided into three major different groups as shown in Table 1.
These three groups represented the three different patterns of socialization that showed
the way these different participants were socialized into the teaching profession.
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Finally, I checked whether I had included all the data available. All these steps resulted in
common patterns and processes that recurred across the different cases. All the
interpretations were developed, carefully checked with all the data and modified, if
necessary, after sending the research texts to each participant.

Table 2: Major Characteristics of the Three Groups of First-year EFL Teachers

Categories

Selfaffirmation

Social
professional

Material

Organizational

Group1
(Amanda & Jason)
Integrative
Adaptation
- Self-efficacy
experienced either by
“significant others” or
by self-evaluation.
- Social recognition
gained through either
“significant others” or
students.
- Vulnerability dealt
with by applications
of various strategies
- Struggling for (high)
visibility
Relationships
- Relationships with
colleagues (either all
or some selectively
chosen) and leaders,
but no relationship
with mentor
(Amanda)
Strategies
- Strategies used
extensively with
success
Self-image as a caring
competent teacher
projected by investing
in material interests
High visibility &
additional tasks
accepted in exchange
for support from leaders,

Group 2
(Patrick & Smile)
Mixed Adaptation

Group3
(Lindsey & Cindy)
Fragile
Adaptation
Self-efficacy
experienced by only
self-evaluation.
Social recognition not
reported or not
achieved.
Struggling with
vulnerability
Striving for authority
or a good self-image
in visibility

- Self-efficacy partly or
negatively experienced.
- Social recognition not
achieved or reported
- Struggling with
vulnerability
- Striving to safeguard &
project self-image in
visibility

-

Relationships
- Relationships formed
but behaving towards
community found
difficult
- Relationships with
principal negatively
experienced (criticism)
or not reported
Strategies
- Strategies used with or
without success
Powerlessness
experienced in dealing
with material interests or
not reported
Professional status
safeguarded in inspection
or not reported

Relationships
- Relationships limited
and negative

-

-

Strategies
- Strategies used in a
limited way with
limited success
Powerlessness
experienced in dealing
with material interests
Uncertainty
experienced about job
security

head of division
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5.3. The Reliability and Validity of the Research

Webster and Mertova (2007) found it unsatisfactory to apply traditional criteria of
validity and reliability to narrative. Instead, they suggested seven new measures: access,
honesty, verisimilitude, authenticity, familiarity, transferability and economy.

According to these researchers, access means the approach of the readers of the study to
the participants, cultural contexts and, more importantly, the process of construction of
knowledge between the researcher and the participants of the study. Honesty,
verisimilitude and authenticity are intertwined with the concept of trustworthiness of
narrative research. Familiarity, which is closely related to unfamiliarity, emphasizes the
failure of the researcher to capture the “unforseen”, posing the risk of catching something
“needless, senseless and unserviceable” (Webster & Mertova, 2007, p. 100).
Transferability means the possibility that the reader of the study is able to compare the
findings in the research setting to those in another setting. Economy means the ability of
the researcher to use an analysis mechanism to deal with large amounts of data that are
typical of narrative research.
In the following sections, I concentrate on describing how these criteria were met in this
study. This is followed by a section about how translation was used to enhance the
reliability of the findings.
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5.3.1. The Relationship between the Researcher and the Participants

As explained in the previous part, access, which is the first criterion, is manifested in the
accessibility to the participants and the research context. The core of this measure is the
relationship between the researcher and the participant, which can determine the quality
of data provided. Webster and Mertova (2007) indicate two major types of relationship:
caring and empowering. By caring relationships, they mean those that involve elements
such as collegiality, community, collaboration and value. By empowering relationships,
they mean those that involve elements like authority and conforming to it. In this study,
the relationships between the six participants and me involved more empowering than
caring relationships. However, the nature of the empowering relationship in this study
was quite different from the kind of relationship represented in highly structured
organisations like the military. The reason for such a difference is that all these six
participants had already graduated from the college where they used to be students and I
used to be their lecturer. They all worked in schools independent of the college I worked
for so they were absolutely outside of my control.

Our relationships were perceived to be more culturally mental in nature. I assume that the
relationship was shaped by the Vietnamese culture in which students tend to feel indebted
emotionally to their teachers and they will always be ready to do everything required by
the teacher in return for what the teacher has done for them. Accordingly I witnessed the
enthusiasm and great commitment demonstrated by all the participants. The evidence of
this was substantial amounts of data they provided for an academic year and, more
importantly, its quality.
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5.3.2. The Trustworthiness of the Data

As explicated in the previous part, the three related concepts of honesty, verisimilitude
and authenticity are manifested in the notion of trustworthiness. According to Webster
and Mertova (2007), “the trustworthiness of the narrative research lies in the confirmation
by the participants of their reported stories of experience.” (p. 98). As described in
Section 2.2 about the features of the narrative research and Section 5.1.2 about the
construction of interim research texts and Section 5.2.1 about the construction of research
texts, the process of data collection and data analysis involved the checking by and
feedback from the six participants. In addition, the use of the critical incident approach to
data analysis provided a means of confirmation through the identification of similar
critical incidents that happened to other participants.

5.3.3. The Familiarity/Unfamiliarity of the Data

The value of the critical incident approach is not restricted to the confirmation of similar
data. This approach has the value of making the familiar strange. Therefore, the
application of the critical event approach insulated me from getting involved in the takenfor-granted and habitual ways of thinking and enabled me to discover and capture the
“unforseen”, an ability which is considered as being crucial for identification of critical
events.

5.3.4. The Transferability of Findings

The validity of the study is evaluated through the transferability of findings. For this
aspect, the value of the critical event approach is once again confirmed. As Webster and
Mertova (2007, p. 101) claim,
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In our view, the critical, like, and other events described in this context of a
narrative inquiry provide such a richness of detail and accessibility that a reader
should be able to make applications in another setting.

The appearance of similar incidents across the participants’ different settings provided
evidence of the transferability of the interpretations.

5.3.5. The Aspect of Economy

The critical event approach this study employed in data analysis provided an efficient and
economical way of dealing with large amount of data collected from the six participants
during their first year of teaching. As confirmed by Webster and Mertova (2007), “the
identification and use of critical events […] provide both a means of transferability and
indicators of important issues and outcomes of the research” (p.101).

5.4. The Matter of Translation

Translation also contributes to the reliability of the research. Translation is essential in
this study because all the blog entries were written in Vietnamese. There are two issues to
be considered in this study, (1) Vietnamese quotation and (2) the approach to translation.

5.4.1. Vietnamese Quotation
Many of the participants’ stories in the form of blog entries were used in this study as
evidence for data analysis. However, these Vietnamese entries were not used as direct
quotes. Instead, they were replaced by their translated versions. The major reason for this
is that if Vietnamese quotes were also included, the study would be excessively long since
each quote would need to appear twice.
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5.4.2. The Approach to Translation

The writing style in their blogs differed from participant to participant. Most of the entries
were neutral but others were very informal and used dialect features of Vietnamese.
However, when these entries of different styles were translated into English, I used a
neutral style rather than an informal one. The reason is that a neutral style made it
possible for the reader to understand the meaning. Another reason is that since both
informal and dialect features were something that signalled more about the relationship
between me and the authors than about the relationship between the authors and their
experiences, I have chosen to remove myself as much as possible from the presentation of
the teachers’ experiences by using a neutral style in English.

In addition, I did not use word-for-word translation. The reason for this is that the
informal writing style used by some of the participants was accompanied by a wealth of
loosely organised blog entry features, which might make it difficult for the reader to
understand the ideas. Instead, the translations were designed to transfer what the
participant meant rather than what s/he wrote. Therefore, greater attention was paid to the
preservation of meaning rather than a perfect rendering of the codes from one language to
another.

Both the interim and the research texts were written in Vietnamese in order for me to
confirm them with the participants. In each of these texts I moved incrementally away
from the participants’ original blog entry texts, gradually coming closer to the
organisation of the entries in ways that would permit a more direct translation into the
neutral English that I have used for the examples that have been included. This also
means that I have had two separate opportunities to confirm that my re-rendering of the
original texts remained consistent with the participants’ original meanings.
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CHAPTER 4: THE CONTEXTS AND DIFFERENT PATTERNS OF
SOCIALIZATION
In this chapter, I present the major features of the contexts in which the six participants
worked and the distinct characteristics of the six participants. I also describe the main
characteristics of the three different patterns of adaptation the participants experienced
during their socialization process in the induction phase.
1. An Overview of the Participants and Contexts in the Study
The six participants had much in common in their personal profiles. However, their
school contexts were quite varied.
As can be seen from Table 2, the six participants in the study were all the same age,
twenty-two years old when they graduated from college. The reason is that they all went
straight to the college of teacher education from upper-secondary schools. They had all
studied at the same college of teacher education and graduated from college in the same
year, 2008. And in that year they were all successful in getting their first jobs.
After graduation, they were all in different upper-secondary schools. Amanda worked for
an urban upper-secondary school that was well-known for attracting students with very
high educational achievement. In her public school there were classes for the gifted in
different subjects such as English, French, Vietnamese language and literature,
mathematics, chemistry, physics, history, geography and biology. There were also classes
for ordinary students but their educational level was regarded as much better than in any
other schools in the city and even across the country. Amanda was herself a graduate of
this school and she had returned to the school for her one-month teaching practicum.
Therefore, she had a wide knowledge of the school culture and its community.
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Table 3: Main Characteristics of Participants and Schools

No

Novice
EFL
teachers

Old/
Age

Gender

College

Year of
graduation

School
level

Area of
school

2008

Uppersecondary

Urban

Old

Public

2008

Uppersecondary

Urban

New

Semipublic

2008

Uppersecondary

Rural

New

Public

2008

Uppersecondary

Rural

Old

Public

2008

Uppersecondary

Rural

New

Public

2008

Uppersecondary

Rural

New

Public

New
school

School
category

CFL,
1

Amanda

22

Female

Hue
Uni.
CFL,

2

Cindy

22

Female

Hue
Uni.
CFL,

3

Smile

22

Female

Hue
Uni.

4

Lindsey

22

Female

CFL,
Hue
Uni.

5

Patrick

22

Male

CFL,
Hue
Uni.

6

Jason

22

Male

CFL,
Hue
Uni.

Similar to Amanda, Cindy had her first job in a school in the city where she was born and
grew up. But different from Amanda, Cindy worked for a semi-public rather than a public
school. This was the first school of this type founded in her city. Students in a semi-public
school have to pay school fees. Unlike students in Amanda’s school and other public
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school in the same city, students in Cindy’s school were thought to have a much lower
educational level because, with low results from the upper-secondary entrance exams,
they were not sufficiently qualified to be admitted to public schools.
Different from Amanda and Cindy, Lindsey’s teaching job was in a rural public school.
Similar to Amanda, however, she had returned to the school where she used to be a
student. The school was also located in the village in which she was born. Therefore, like
Amada, she knew a lot about the school culture and its community.
Smile’s job was in a school in her local province. The school was public and regarded as
the major school in the rural district. Although the school was located in the same
province as her native village, it was not near her home. That was why she had to live in a
rented apartment near the school.
Patrick’s job was in a public school that was a long way from his native province. His
school was considered one of the main schools in the rural district. Similarly, Jason was
employed in another public and upper-secondary school in a rural district not far away
from Patrick’s school. Like Smile, Patrick and Jason worked for completely new schools,
about which they knew very little.
2. Three Different Patterns of Adaptation
My analysis of the first-year EFL teachers’ accounts of their experiences in the above
contexts led me to conceptualize three different patterns of adaptation, which I have
labelled integrative, mixed and fragile. While I discuss their experiences in relation to
these three points, I do not wish to claim that the boundaries between them are neat.
Neither do I wish to claim that a single label will account for all aspects of an individual’s
experiences. Rather, I am seeking to provide inside into the dominant similarities and
differences between the participants.
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The three patterns represent three different positions on the adaptation continuum. On the
continuum, the two patterns of integrative adaptation and resistant adaptation can be
positioned at the two very ends of the continuum while the mixed adaptation is placed
somewhere in the middle. Figure 1 provides a visual representation of the relationship of
the three different patterns of adaptation.
Figure 1: The Adaptation Continuum
Integrative
Adaptation

Mixed
Adaptation

Fragile
Adaptation

The following sections present the characteristics of each pattern. The evidence
supporting the patterns and the location of the individual novice teachers will be
presented in Chapters 5 to 7. The overview of the characteristics and kinds of evidence
presented in this chapter also highlights that the novice teachers aligned with the patterns
in different ways.
2.1. Integrative Adaptation
Two participants, Amanda and Jason, can be seen as primarily experiencing an
“integrative adaptation” pattern, which was characterised by the seven distinguishing
features as follows:
First, self-efficacy was achieved through self-evaluation and recognition from both
“significant others” and students. For Amanda, the experience of self-efficacy was
mainly achieved through her positive self-evaluation of the professional actions she
performed. Social recognition was achieved mainly through her positive relationships
with students, who offered her various positive emotions. For Jason, self-efficacy was
gained not only through recognition from his “significant others” like the principal, the
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head of English division and his colleagues but also through the acknowledgement of his
students.
Second, vulnerability was coped with through the proactive use of micro-political
strategies. Amanda employed the strategies of overt and critical compliance to deal with
problems caused by traditional instructional styles she perceived to be incompatible with
her interactive and communicative approach developed at university. Likewise, Jason
proactively applied a variety of strategies to deal with his students’ low proficiency and
their insufficient stock of vocabulary. These strategies included providing free tutoring
and adapting instructional techniques.
Third, high visibility was another distinguishing feature of this pattern. Their high
visibility was part of the projection of a good image of a competent teacher. Jason
participated in a wide range of school and social activities to the point that he hardly
found time for himself. In addition, he accepted additional tasks as a strategy to win
support, trust and recognition from school leaders. In the same way, Amanda, though not
so highly and widely visible and successful as Jason, made herself vulnerable to
safeguard her self-image as a proper teacher as she taught her substitute lessons and dealt
with students’ questions in her classes, especially in the review lessons.
Fourth, supportive relationships were established with colleagues and leaders. Jason
received total support from his colleagues, the head of the English division and the school
principal. To maintain his positive relationships with the leaders and colleagues, he used
consolidation (accepting additional tasks) as a strategy. Similarly, Amanda also gained
support from her colleagues although the support came mainly from her young colleagues
whereas Jason received that support from all his colleagues and the leaders. One
difference between Amanda and Jason was in the fact that Jason had constant support
from the head of the English division, who was also his mentor while Amanda had to
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connect with young colleagues to compensate for the lack of support from her mentor,
who she could not identify. Another difference was that while Jason made the support
from the leaders sustainable by using the strategy of consolidation, Amanda used the
strategy of selective responses to deal with her relationships with the school leaders,
which was more reactive than proactive in nature. Whatever micro-political actions they
applied, however, they made every effort to gain support from colleagues or leaders.
Fifth, a variety of micro-political strategies were used either to defend or to further their
professional interests. As shown in Table 3, these two participants used a wide range of
strategies to deal with the micro-political realities. Amanda employed the greatest number
of strategies, up to 11 different strategies, while Jason used 6 strategies. While Amanda
used more varied strategies than Jason, she experienced more intense and often negative
emotions than Jason did. Conversely, Jason used less varied strategies but experienced
more positive emotions.
Sixth, a positive self-image was projected by the participants in this pattern through the
demonstration of efforts invested in defending material interests. Jason presented his
positive image by means of his proactive professional actions such as his investment in
searching for additional exercises to be given to students to support their language
improvement or making efforts to plan lessons despite all his worries about participating
in teaching competitions. In the same way, Amanda experienced all the stress involved in
carefully planning lessons to be observed by her colleagues. In addition, she struggled
with time pressures to try to successfully accomplish both a wide range of school
activities and her tight instructional schedule.
Finally, actions were proactively done to secure professional positions or status. For
Jason, all his professional actions such as accepting additional tasks were conducted with
a view to maintaining the trust of the head of the English division as well as the principal.
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Table 4: Lists of Micro-political Strategies in Use, and Emotions Triggered for Cases
of Integrative Adaptation
Participants

Amanda

Strategies in Use

Emotions Triggered

Resistant alteration

satisfaction

Overt compliance

dissatisfaction

Critical compliance

dissatisfaction

Punishments & rewards

satisfaction /then powerlessness

Confrontation
(students)
Quick or delayed answers
(students questions)

dissatisfaction

Accepting
(time demand)
Compensation
(social professional)
Compensation
(power conflict)
Confrontation
(social professional)
Selective response
(to leader’s demand)
Providing free tutoring

dissatisfaction

Adapting instructional
techniques

satisfaction

Accepting additional tasks

dissatisfaction

Participating in social
activities

satisfaction

Seeking assistance
(from colleagues)
Reprimanding (2*)

confidence

risky & vulnerable

satisfaction
satisfaction
dissatisfaction
dissatisfaction
satisfaction

Jason

anger

Note: 2* indicates the number of times the strategy is used
As a result, Jason was trusted by these people, especially the head of the English division,
who explicitly expressed her hope that Jason would be the right person to replace her as
the head in the future. Different from Jason, Amanda had her own way to secure her
93

professional status, especially in front of the principal. Instead of accepting additional
tasks, Amanda used selective responses as a strategy to safeguard herself from being
overwhelmed by work overload while earning positive appraisal of her competence.
2.2. Fragile Adaptation
Two participants, Lindsey and Cindy have been characterised as primarily experiencing a
pattern of “fragile adaptation”, which was distinguished from the previous pattern by
seven characteristics that were different from but within the same categories as those who
experienced “integrative adaptation”:
First, self-efficacy was achieved primarily through self-evaluation with little or no
recognition reported in the novice teachers’ stories. While Cindy achieved self-efficacy
only through self-evaluation, Lindsey gained self-efficacy not only through her selfevaluation of professional actions but also through (limited) recognition from her
students.
Second, powerlessness was experienced by the participants with this pattern when
dealing with vulnerable situations. Lindsey felt powerless when she faced such contextual
constraints as her colleagues’ opposition to games and students’ low proficiency in
English. She was unable to create proper teaching and testing conditions because of minor
errors. However, she was able to deal with stress in non-teaching work such as entering
marks, marking test papers by employing strategies such as seeking assistance, seeking a
break and managing emotional responses. Similarly, Cindy experienced powerlessness in
dealing with discipline problems and in trying to introduce independent learning into her
class. However, when it came to class instruction, she tried to apply different strategies
such as overt compliance, diverging from the textbooks and using humour even though
two of these strategies evoked intense negative emotions in her.
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Third, either authority or a good self-image was strived for in their visibility. For
Lindsey, power was used to restore a good exam condition. Contrary to what Lindsey did,
Cindy strove for a good self-image as a caring teacher who was ready to respond to
students.
Fourth, relationships with the school staff were very limited in scope or negative in
nature. Although Lindsey had some support from the leaders, she experienced a tense
relationship with the staff and, as a result, she had to resort to maintaining silence to
safeguard herself from social conflicts. Similarly, Cindy had support from the head of the
English division and the principal but formed very limited relationships with the staff.
Fifth, powerlessness was also experienced in restoring material interests. Cindy’s
powerlessness emanated from inadequate facilities, which affected the quality of her
lessons. It also came from the school’s noisy environment, which she failed to deal with
and, as a result, this affected her teaching and learning environment adversely. In
addition, time pressures caused by school meetings and exams and mark calculations
were a real challenge. There was no information about powerlessness regarding Lindsey.
Sixth, a limited number of micro-political strategies were used. Lindsey used three
different strategies, one of which was used for several times. Although Cindy used more
strategies, the number was still limited.
Seventh, job insecurity was experienced. Lindsey felt uncertain about the tutoring class
organised by the school. She also felt uncertain about teaching English as a job because of
the exclusion of English as one of the tests in the general graduation exam. There was no
information reported regarding job insecurity in Cindy’s blog.
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Table 5: Lists of Micro-political Strategies in Use and Emotions Triggered for Cases
of Fragile Adaptation
Participants

Lindsey

Cindy

Strategies in Use

Emotions Triggered

Silence keeping (6)

vulnerable & disappointed

Seeking assistance

confidence

Using humour

satisfaction

Overt compliance

dissatisfaction

Hard & soft measures

dissatisfaction

Punishment

dissatisfaction

Responding to students’
complaints

satisfaction

Using humour

satisfaction

2.3. Mixed Adaptation
Two participants, Patrick and Smile, have been characterised as primarily experiencing
“mixed adaptation”, which had elements of both fragile and integrative adaptation in
different combinations for the two participants. The “mixed adaptation” pattern was
differentiated from the other patterns by the nature of the responses in relation to the
following seven characteristics that use the same broad frame as the previous analyses:
First, self-efficacy was experienced either negatively or with limited achievements and
recognition. Patrick had his instructional competence negatively evaluated by the
colleagues who observed his lessons. He also experienced failure in the performance of
his duty as a form teacher as well as in dealing with an inappropriate exam and study
schedule. However, according to his self-evaluation, he had limited but positive
achievements with students through their positive response to his lessons and their better
results at the end of the semester. Unlike Patrick, Smile was able to experience self96

efficacy through acknowledgement from students. She also achieved recognition from her
colleagues regarding her instructional competence. However, when it came to coping with
discipline problems, the shift away from being a friendly, qualified and helpful teacher to
being a serious, decisive and cold teacher demonstrated a negative tendency that she was
reluctant to pursue.
Table 6: Lists of Micro-political Strategies in Use and Emotions Triggered for Cases
of Mixed Adaptation
Participants

Patrick

Smile

Strategies in Use

Emotions Triggered

Scheduling
(conformity-4)
Setting work boundaries

dissatisfaction

Punishments

dissatisfaction

Participating in social activities

dissatisfaction

Seeking assistance
(from experienced colleagues-4)
Connecting with others for
support (2)

confidence

Punishments

dis/satisfaction

Reprimanding
(disruptive students)
Providing free tutoring

intense & unhappy

Seeking assistance

confidence

Strict supervising
(toward students in exams)
Using humour

tense and tired

depression/stress

satisfaction & happiness

satisfaction

satisfaction

Second, powerlessness was experienced in coping with vulnerability. Patrick had to seek
assistance in order to deal with what he perceived as students’ laziness, passivity and low
English proficiency. He also relied upon assistance from his colleagues to deal with the
negative effect of his relations with his students. Further, he failed to establish desirable
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circumstances to deal with the conflict between his instructional methods and the school
teachers’ methods. Similarly, Smile experienced powerlessness in dealing with
vulnerability. She failed to maintain discipline and was unable to restore desirable
teaching and learning conditions because of contextual constraints such as noise, and
school activities as well as students’ low English proficiency. As a result of these
disappointments, Smile had a pessimistic view of the teaching profession and considered
her socialization process as one of hard adaptation.
Third, a positive self-image was either safeguarded or projected in visibility. Having
experienced a heavy workload and the burden of a form teacher’s work, Patrick used the
strategy of setting work boundaries so that he could maintain a balanced professional,
personal and social life. Different from Patrick, Smile devoted time and emotional energy
to planning her lessons to be observed by her colleagues and the head of the school. She
also planned for extra tutoring classes for weak students. All these actions aimed to
present herself as a competent teacher.
Fourth, good relationships were established with colleagues, who became a source of
support and assistance. Smile sought assistance from her colleagues, especially
experienced ones. Likewise, Patrick relied upon helpful colleagues for more support and
more assistance than Smile but he found it very hard to behave positively towards the
school community.
Fifth, powerlessness was experienced in dealing with material interests. Smile failed to
change the school status quo to give her lessons what she regarded as better quality. For
Patrick there was no information regarding dealing with material interests.
Sixth, the number of micro-political strategies used by the participants in this pattern was
considerable. While Patrick used about five different strategies, Smile used seven
different ones in a variety of situations.
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Seventh, a professional position or status was safeguarded. Patrick invested time and
effort in his professional portfolio so that he could earn the best appraisal from the school
leaders, which might affect his full-time position at the school. For Smile, there was no
information reported in her blog regarding this.
This chapter has provided an overview of a framework for answering the first research
question “How do first-year EFL teachers in Viet Nam experience their professional
socialization?” In the following Chapters, 5, 6 and 7, I will critically evaluate the
evidence from the six case studies to support my claim that they reveal these three
patterns of socialisation. These chapters also aim to answer the second research question
“How do novice EFL teachers in Viet Nam deal with the micro-political realities of
schools during their socialization?”

99

CHAPTER 5: CASES OF INTEGRATIVE ADAPTATION
This chapter presents two cases primarily experiencing integrative adaptation, Amanda
and Jason. The chapter provides detailed evidence to justify the seven characteristics of
the pattern of socialization or adaptation described in Chapter 4.
Each report is structured around the different categories of professional interests, self
(including self-efficacy, social recognition, vulnerability and visibility), material,
organisational, and social professional. However, which categories of professional
interests appear in each case report depends on the availability of data related to those
categories in the participants’ blogs. For the case of Amanda, matters relating to selfinterests are in Section 1, matters relating to vulnerability are in Section 2, those relating
to visibility in Section 3, those relating to material interests in Section 4, and those
relating to social professional interests are in Section 5. For the case of Jason, the report
structure is slightly different. Although the sequence of categories is similar, the section
relating to dealing with vulnerability is not available in his case report because data
relating to this does not appear in his blog.
CASE 1: AMANDA
The analysis of the case of Amanda will show that she always strove for a good selfimage as a competent EFL teacher. She achieved her positive self-image not only through
her own evaluation of her professional self but also through gaining students’
acknowledgement. In addition, she attempted to safeguard her good image as a proper
EFL teacher in some highly visible situations. Most importantly, she was the only teacher
among the six who was able to employ a wide range of micro-political strategies to cope
with situations of vulnerability and to further her social professional interest.
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1. Addressing Self-interest: Striving for Self-affirmation through Self-evaluation
and Students’ Acknowledgement
1.1. Self-efficacy Achieved through Self-evaluation and Positive Student Responses
Amanda tried to achieve self-efficacy through her self-evaluation of the professional
actions she performed. Throughout the first year there were four major critical incidents
in which Amanda’s self-efficacy was confirmed through self-evaluation and students’
positive responses. The first incident happened in the second week of the school year
when she used a discussion activity to encourage group work. She designed this activity
to avoid the boredom caused by the grammar section in the book. She considered this
activity as the most successful activity she had ever conducted up to that time.
After warm-up, I divided the class into 4 groups, asking them to discuss the
activities that were set in the textbook. After that, a reporter from each group told
the class about their answers. Each group only gave answers to the question the
teacher asked (but they needed to prepare all the questions) and other groups were
allowed to ask questions if the answer was not clear enough. The teacher acted like
an advisor. I was surprised because they were very active and their answers were
very clear. I didn’t need to explain any more. I found that group work inspired the
students and competition motivated them. Discussing with peers helped them feel
more confident. And when they presented their answers and their peers applauded
or their teacher praised them, they felt satisfied with themselves. (AE1.3)

Another incident took place toward the end of the first semester. In this incident, Amanda
organized another group work activity, which encouraged students to learn and play by
engaging in a variety of simultaneous activities such as singing, guitar-playing, games
and role play. As she reported, students were actively involved in the activity and spoke
English with much enjoyment. In addition, she used a role play where students were
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required to use one period to prepare a talk about the topic of environmental protection,
one of the topics in the English language syllabus for secondary schools, and another
period presenting their talk. Overall, she felt that the effects on students were positive
although they were felt differently in different classes:
There are differences [in terms of results] between classes. Students from grade 10
showed great interest and less shyness than their counterparts from grade 11. It is
probably because students in grade 10 haven’t acquired the passive habits that
students in grade 11 had. There are classes with very creative ideas, which
surprises me a lot. The language is English, just simple but comprehensible.
Another reason is that grade 10 students belong to the gifted class and grade 11
students don’t. Another reason is that grade 10 students are innocent, natural and
express their ideas very clearly while grade 11 students can’t. (AE17)

Amanda wanted to further two principles she believed in - student inspiration and active
involvement - through the adaptation of the set textbook materials. The third incident
occurred towards the second half of the school year. Amanda had begun to recognize
some shortcomings of the current secondary English textbook that affected the learning
and teaching of English, including uninteresting materials, a lack of variety in the
activities and tasks that were too easy. She reported that grammar was the worst of the
different sections of the textbook.
So far I haven’t been satisfied with the grammar sections, which are very boring
and don’t help students to learn the nature of grammatical structures or to use them
in real situations. Students tend to learn the structures by heart and apply them
mechanically in exercises. Random exercises in the textbook don’t help them
much. (AE22)
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The blog entries revealed her belief that the textbook should be at the appropriate English
level for the students and tasks designed in the book should be realistic enough to be
useful and interesting enough to appeal to students. Guided by this belief, she started
searching for either a new way of teaching English or alternative materials for adaptation.
For example, in the middle of the second semester, she borrowed ideas from an article
about how to explain the omission of relative pronouns in a simple, clear but still
interesting manner. At about the same time, she selected a lesson from another textbook,
made some changes to suit the level of her students and introduced it to her class. She
described the effect of the action: her students showed interest and she felt inspired.
Nevertheless, Amanda wanted to achieve something beyond this. The final incident
happened at the end of the school year. She decided to select a movie with English
subtitles to motivate the students. The result was that her students showed more interest in
and paid attention to the activities, making no noise at all and refraining from playing any
games. Nevertheless, her purpose was not just keeping students interested and attentive,
but facilitating their expression of emotions through the use of English. As she remarked,
I think this is a good way and will apply it to normal classes so that students can
have a chance to listen to English and write about their emotional reactions.
(AE30.2)

These incidents reveal Amanda moving from working within the boundaries of the
textbook early in the school year (this incident will be presented in greater detail below),
through proactively borrowing ideas or adapting the current materials in the middle of the
year to finally using alternative materials at the end of the year.
Amanda experienced satisfaction with the successful application of such instructional
activities (being able to establish desirable teaching and learning conditions) and with
103

some student achievements (being motivated to interact in English). These two features
connected her directly to the experience of self-efficacy, which, in turn, generated her
positive self-esteem, thus contributing strongly to her self-affirmation as a competent
teacher.
Regarding the political strategies, it was clear that Amanda employed what Goodman
(1988) termed “resistant alteration” for all of these incidents. As Goodman claimed, the
tactics required attempts to make learning “personally meaningful” (p.33) for both
students and the teacher, and to enrich and alter the existing curriculum by incorporating
alternative activities and resources into the programs.
The incidents showed that Amanda relied on her self-evaluation of her professional
actions and on positive responses from her students rather than from “significant others”
to establish her self-efficacy.
1.2. Social Recognition Achieved through Students’ Acknowledgement
The data from her electronic diary indicated that Amanda’s experience of social
acknowledgement emanated from a meeting with former and current students from her
school who had come back from a national Olympic Competition for the gifted. They
brought many medals back with them, which, as she recounted, contributed to the wellestablished reputation of her school. This incident created various positive emotions in
her. The first emotion she experienced was pride in the gifted students:
The high school once again confirmed its reputation thanks to generations of
excellent students. As a teacher at this school, I am very proud to teach such
excellent students. (AE24)

The second emotion she felt was happiness:
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When the students returned home, I was very moved to receive a gift which was
small but significant. (AE24)

The third emotion she was conscious of was inspiration:
I feel the warm relationship between teachers and students and feel inspired to
make more efforts. (AE24)

And the final emotion she realized through reflection was job satisfaction:
Though teaching is a hard job, it is rewarding whenever students are successful.
(AE24)

Before this incident, Amanda actually experienced another incident that also triggered
positive feelings. It was the 20th of November when she first experienced the National
Teachers’ Day, not as a student, but as a teacher.
There has been a great event this week. This is the first Teacher’s Day November
20 I have experienced in a different position from before. Having received many
flowers and gifts and wishes from students and friends and colleagues, I feel very
happy. (AE6)

As a former student of the school and now a teacher there, Amanda was one of the
witnesses of the contributions teachers and students had made to the school. She reported
not just the feeling of happiness, but also a proactive commitment:
Seeing veteran teachers who devote their whole life to teaching, successful
students who visit their old school, the emotional ties among generations of
teachers and students of this school, I remind myself to make greater efforts to
deserve the title of teacher earned by previous generations. (AE6)
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These positive emotions, to different extents and at different times, were significantly and
symbolically valuable for Amanda because they all opened up chances to connect with
her students. This close connection was crucial for her as a novice teacher. Moreover, it
also seems that her acceptance of the gift seemed to assume more symbolic than material
significance - she felt genuinely accepted by the students. Although the successful
students were not the direct results of her own efforts, these incidents triggered the
positive emotions followed by a sense of belonging, which were strong enough to create
positive self-esteem and job motivation. These, in turn, confirmed her self as a teacher
(Kelchtermans, 1994; Rots et al., 2012).
For Amanda, it was students, not significant others, who played a very important role in
her self-affirmation. The fact that her students responded very well to her instructional
methods was essential for the confirmation of her professional self as a competent
teacher. Her various emotions of happiness, commitment and pride that resulted from her
relations with students played an equally important part in her development of a positive
professional self.
2. Dealing with Vulnerability: Maintaining Self-image as a Competent Teacher
2.1. Using Overt and Resistant Compliance to Survive Instructional Challenges
For class instruction, there were three critical incidents in which Amanda found herself
vulnerable. The first incident took place early in the school year. At this time, her
instructional style was completely textbook-based (Richards & Pennington, 1998),
although she intended to present herself as a competent teacher:
I taught like a machine, a speaker of the textbook, that’s it! I don’t know if other
new teachers had the same feeling as I did. To be safe, I followed the activities in
the textbook strictly. (AE1.2)
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Amanda identified three reasons for what she perceived as a failure: a lack of selfconfidence, lack of time for material adaptation and a lack of knowledge of students. Of
the three reasons, Amanda considered the lack of understanding of students as more
important than the others. For Amanda, teaching was “an inter-personal and relational
endeavour” (Kelchtermans, 2009, p. 258) which was based on the triangular relationship
of teacher, students and curriculum. Therefore, teaching would definitely fail if
relationships with one of the other elements could not be established. Failing to form
relationships with students would certainly lead to failure to control situations. As a
consequence, Amanda resorted to the textbook-based style as a quick solution. As
Kelchtermans (2009) explained,
Teachers live and work under the pressure of day-to-day practice. They must
maintain the smooth functioning of the classroom and the school. This pressures
them to ask for simple, quick-fix solutions, because schooling has to go on […]
(p.268)

From the political perspective, it was evident that Amanda resorted to a strategy
Goodman (1988) termed overt compliance. As Goodman explained, this tactic is often
used in the first week, especially when beginning teachers feel insecure about their ability
to perform professional actions or when they find a lack of time or when they experience
discipline problems.
At this early point, Amanda’s dominant concern about class instruction was firmly
grounded in the technical dimension. She strongly emphasised instructional techniques to
get the lesson going smoothly. However, instruction involves not only technical but also
moral, political and emotional dimensions (Kelchtermans, 2009). As a novice teacher
fresh from teacher education, Amanda was unable to cover all these dimensions at the
beginning of the school year.
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The second incident, which happened at the end of the first semester was very different.
This time, she was forced to shift away from interactive and communicative teaching to a
traditional and non-communicative approach. As she recalled:
For the past two weeks, I haven’t taught as usual; instead, I have just given
students exercises in grammar, pronunciation, vocabulary and reading
comprehension. (AE13.1)

Amanda explained that the shift, though completely incongruent with her task perception,
was due to exam pressures:
Although I know I myself don’t like it and neither do students as it’s boring, we
have to because they need some revision for higher marks in semester exams, esp.
for the university entrance exam they will take later. (AE13.1)

From the micro-political perspective, by switching back to the traditional instructional
style to cope with exam pressures, Amanda resorted to a reactive strategy Goodman
(1988) termed critical compliance. According to Goodman, those who used this tactic
tended to preserve the status quo by teaching their lessons in a traditional way even
though they were critical of that way. As Rots et al. (2012) indicated, the failure to
establish a practice condition consistent with the task perception was one of the threats to
self-esteem and job motivation, which could then trigger intense emotions such as
powerlessness, frustration, exhaustion, self-doubt, uncertainty and even anger. In this
case, Amanda experienced self-doubts and uncertainty about when a change for the better
would take place. As she put it:
I don’t know when there will be a positive change. And I don’t know when
students can say hello to foreigners they meet in the street without fear and don’t
have to be absorbed in thick books of grammar which give them no chance to
speak or to practise pronunciation. (AE13.1)
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Moreover, in her reflection, Amanda criticized the traditional assessment system by
emphasizing the benefits students would have if an alternative assessment system were
applied.
However, not every student likes that. Some students are very good at speaking
and very confident. If all the students were tested on their communicative
competence, the number of students who are good at speaking would certainly
increase. Hope the Ministry of Education and Training will soon propose changes.
(AE13.2)

This evidence showed a shift in Amanda’s concerns away from self in the first incident to
students in the second incident. This also marked a change away from the technical
dimension of effectiveness and efficacy in the earlier incident to the moral, political and
emotional dimensions in the later incident. Finally, it revealed her gradual progress from
more reactive to less reactive political tactics, which marked a positive step in the
regaining of power.
2.2. Using Hard & Soft Strategies to Establish Class Discipline
Two major critical incidents showed how Amanda used strategies to establish an orderly
learning environment. The first incident happened at the beginning of the school year in
one of the classes she taught. This class was quite different from the others. As she
described,
There is a class where students from various classes come together to learn
Japanese as their second language. This is the class where students learn
Japanese/French and English. It is rather crowded, 50 students. For the first week,
only half of them were present because of the storm. For the second week, I was
sick. And this week almost all of them were present. This class is very informal

109

without a class monitor, a book of lesson records, without a seating plan […]
(AE2)

Despite her good knowledge of the class, she experienced a chaotic situation for the first
time.
Students got together in groups of 5 to 7 to … talk privately. As soon as I
reminded them that it was private talk and returned to work, noise from the private
talk came again. When asked to answer the questions, nobody raised their hands
although they knew the answers (because of the presence of students from other
classes in this class, some told me later). When one student was called to answer
the question, other students felt relieved and made noise again. I reminded them
more than 10 times to maintain discipline in the three consecutive lessons. This
was the first time I had ever taught such a chaotic class and I felt incapable
because my voice seemed to disappear into noise. (AE2)

To establish order, she sought a combination of various measures instead of a single one.
She created a system called “bonus marks and minus marks”, which combined both
rewards and punishments:
I am thinking of giving bonus marks for correct or creative answers and minus
marks for talking privately. If they have 10 bonus marks, this will be equivalent to
a 10 but if they have 2 minus marks, 1 mark will be deducted from the marks of
their 15 minute test. (AE2)

She also reorganized the class by selecting a monitor, and an assistant monitor
responsible for studies, as well as some heads of groups responsible for recording marks.
However, she gave only good marks and no minus marks despite the fact that her
colleagues advised her to be strict. Her students who were smart enough to recognize this
weakness made noise again. Reflecting on this failure, she admitted,
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Young teachers often don’t have the power of experienced teachers because they
are not strict enough and, as a result, students are not afraid of young teachers.
(AE3.2)

The failure to deal with her vulnerability created a sense of powerlessness.
The second incident took place at the end of the school year. In this incident, the problem
remained the same, students’ disruptive behaviour, and the feelings she experienced also
remained the same, being hurt and being unable to control the chaotic situation. The only
difference was the way she dealt with such a situation. As she recounted:
Last Wednesday’s class annoyed me a lot. Although I have reminded them of the
noise, the class didn’t pay attention while I was trying to explain the lesson. I felt
hurt and unable to deal with the chaotic situation. I stopped and kept silent. The
class didn’t recognize the silence until much later. They told each other to keep
silent. I was no longer inspired to teach and said, ‘If you don’t want to learn, go
home and study the lesson on your own. Next time, if you don’t want to study,
stay home.” I moved to the teacher’s desk and wrote a B in the record book, the
first B for nearly a year of teaching. (AE27)

To avoid failing again, this time she followed her colleagues’ advice and behaved strictly
to re-establish order and to regain authority. In this incident she employed the strategy
Blase (1988) called confrontation to address her vulnerability. This political strategy
reflected protectionist concerns and proactive tactics. With this strategy, Amanda tried to
achieve not only protection but also power.
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2.3. Attempting to Project an Image of a Proper Teacher by Taking on Stressful
Non-teaching Work
The kind of non-teaching work that emerged in Amanda’s narrative stories was entering
marks in the student transcript books at the end of each semester. The work of this kind
imposed a great deal of pressure on her. The first pressure was that this kind of work
required great precision. If a mistake was made, the book had to be replaced with a new
one. Amanda made three mistakes and had to replace three books. However, the worse
problem was that the teacher had to ask the administrator for the seal. That meant her
mistakes would be likely to be known to the management, who would probably apply a
form of punishment. The second pressure was much more stressful. As she recounted,
[…] if mistakes are made by someone, their names will be made known to the
whole staff (AE30.1).

Although no data showed whether she experienced any penalties, the experience imposed
a high degree of stress on her. The third pressure was time demand. Amanda always had
to struggle to meet the tight deadlines:
The deadline will soon come for the teacher to enter marks in the official transcript
book (AE3.3)
I have one day to mark papers, one day to return students’ papers and one day to
enter marks into the transcript book before the deadline. […] I am told that there
isn’t much time left for all the work. Unfortunately I am not used to the work. I
had to stay up very late at night to mark test papers. (AE30.1)

To sum up, the way Amanda coped with vulnerability affirmed the link between the
micro-political actions Amanda employed and the perception she had of the sources of
vulnerability. As Blase (1988) explicated,
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[…] as sources of vulnerability are perceived to increase in intensity and scope,
teachers tend to construct a conservative political demeanor dominated by
passivity and submissiveness. Adversely, as sources of vulnerability are perceived
to decrease in intensity and scope […], teachers can be expected to construct a
more assertive political orientation. (p.138)

It appears that the political actions performed by Amanda depended largely upon her
perception of the extent and location of vulnerability. In the first incident when she had to
turn to the textbook-based instructional style, Amanda was insecure about applying the
interactive and communicative instructional style in the face of the students’ lack of
confidence and knowledge. Similarly, in the second incident when she shifted back to the
traditional, non-communicative instructional style, she found it impossible to change the
status quo. In the same way, in the incident of entering marks, she had no other choice but
to follow the well-established rule of the school regarding recording marks for students.
In these three incidents, the only thing Amanda did to respond to the circumstances was
to switch to conservative and submissive actions. However, in the incident regarding
dealing with students’ disruptive behaviour, Amanda noticed signs of fear in her students
and she chose to use confrontation as a strategy.
3. Coping with High Visibility: Safeguarding a Self-image as a Proper Teacher
3.1. Striving for a Good Image in Substitute Teaching & Teaching Competitions
As Amanda recounted, she had three substitute lessons. She taught grades 10 and 11, but
the substitute classes were in grade 12. That meant she had to spend a lot of time
searching for materials, and planning new lessons. However, what she was mostly
concerned about was how to present herself as a competent teacher to the students in the
few substitute classes:
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[…] the substitute teacher often thinks that because s/he teaches a substitute class
for the first time, s/he needs to make a good impression so s/he spends time
planning the lesson. (AE11.1)

In my interview with her, she clearly expressed her opinion about the pressure of taking
part in teaching competitions. As she said,
I face a lot of pressure when I am nominated to take part in teaching competitions.
I have imposed some pressure on myself and with a lot of pressure, I fail to teach
well and, as a result, I have a feeling of failure in an important lesson (AI.120125).

3.2. Safeguarding a Good Image as a Competent Teacher in Dealing with Students
Questions and Delivering Review Lessons
Amanda’s perception of students asking questions was positive. As she claimed,
Learning can’t be done without asking questions (AE4.2).

Therefore, she did not agree with some of the teachers who didn’t encourage students to
ask questions. As she commented,
This is not positive because teachers are asked by the Ministry of Education and
Training to train a generation of dynamic students (AE4.2).

However, dealing with questions from students tended to be a challenge for her. She was
afraid of the possibility that the students’ questions might touch upon the areas she was
not good at. As she recalled:
Because they are very good at math, they are good at logical reasoning. All of their
questions tried to understand the formation of certain formula to generalize to
other cases but English is not like math because there are many exceptions.
(AE4.1)
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To deal with this, she used either a quick answer or delaying an answer as her main
strategies. The incident that happened near the end of the first semester was critical.
In the last Language Focus lesson, I was asked if WOULD and WOOD were
pronounced the same. My answer was that WOULD has a short [u] and WOOD
has a long [u] (I thought WOOD was pronounced as FOOD). When I looked these
words up in the dictionary, I found they were the same. I felt embarrassed when
my answer was wrong. (AE 4.1)

However, Amanda’s feeling actually moved beyond embarrassment. Her reflection on the
incident touched upon the moral dimension of teaching. She experienced a feeling of guilt
in that she had not fulfilled her responsibility to her students, because of her wrong
answer:
[…] if they are wrong and they don’t know they are wrong, it seems like I am
poisoning them. What I should do is to correct the mistake in the next class.
(AE4.1)

With the embarrassing experience in mind, she viewed review lessons as a real challenge
because she thought they would possibly involve students asking questions. As she
explained:
In the review lesson, students ask me about all the things that I have taught very
carefully but that are still very confusing to them. What’s more, good students can
ask puzzling questions that are very hard to answer or, even worse, impossible to
answer if not carefully prepared. These questions are usually unpredictable.
(AE28.1)

115

To sum up, these three incidents affirmed the link between visibility and vulnerability. As
Kelchtermans and Ballet (2002b) claimed, a teacher’s high degree of visibility increases
vulnerability.
4. Dealing with Material Interests: Projecting a Positive Self-image While
Struggling with Time Demands and Investment in Lesson Planning
Investment in lesson planning and time demands are considered by Kelchtermans and
Ballet (2002b) as part of material interests. Investment in lesson planning included access
to school facilities and searching for materials while finding time to prepare for lessons
was a crucial part of the job.
4.1. Experiencing Stress in Lesson Planning in Exchange for an Image of a Proper
Teacher
The first incident was concerned with planning lessons for other teachers to observe. In
actuality, although Amanda prepared extensively, she struggled with the lessons:
[The lesson to be observed] lasted for only one period but it took me a whole week
to prepare. The power-point presentation was still modified to the last minute, with
which I was not satisfied; I had to test the computer until 11.30 but at 12.30 I had
the first period. Despite the careful preparation, I still missed the electrical plug,
which was bought at the last minute. (AE3.1)

She experienced a high degree of stress. As she recalled:
At last everything was finished, not absolutely successfully but it was OK, without
any serious mistakes. Phew! To be honest, I felt relieved when I finished the
lesson. I had felt very stressed, more stressed than during the practicum (Is that
because I am now an official teacher?). The lesson might be worse than the normal
lessons but the preparation took much more time, more painful effort. (AE 3.1)
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Moreover, when she was observed by other colleagues, she felt less confident. As she
confessed in my first interview with her at the end of the first semester:
When my lesson was observed by my former teachers, I did not feel relaxed. If
they had not been the teachers who used to teach me and knew a lot about me
myself, I would have felt more confident and more motivated to affirm myself as a
competent teacher. (AI.1.120-125)

The reason for a higher degree of stress and a lower degree of confidence, as she
explained, was that her professional competence would be judged by other teachers who
had known her as a student.
Locating materials for tests and lessons was a challenge for her. She explained that this
was because of her students’ good levels of proficiency.
The reason is that students in my school are very good and hard-working because
they have been exposed to many different materials such as workbooks, reference
books. (AE7.1)

Therefore, she would want to make the existing materials relevant to the students. As she
claimed:
I think I need to find more difficult questions, which are not outside the syllabus,
but still can classify students into streams. In addition, I need to devise different
versions of the test for different classes. (AE7.1)

This high expectation meant significant time pressure on her:
Normally a 45-minute test costs me more time and effort than I have thought
before. (AE7.1)

Similarly, finding materials cost a considerable amount of time and effort, especially for a
proper review lesson:
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Review is a hard task (Actually everything is hard in teaching). It is simple if we
just deliver to students exercises taken from a certain book or from an online
source and then correct them afterward. The problem is that no exercise book is
completely good and relevant. That’s why I have to collect exercises from here
and there whenever students need to consolidate their knowledge. (AE28)

The second incident was the various problems she confronted with access to school
facilities when planning lessons. Although the school where she worked was equipped
with modern instructional facilities such as an Interactive White Board, problems arose
beyond her expectation. The first problem happened near the end of the first semester
when it was not easy to reserve a subject room where facilities relevant to a specific
school subject were installed and arranged to facilitate the teaching of the subject.
I have to queue to register for the use of the subject room. I have to do it because
each teacher is required to have 2 periods when IT is applied in their lesson. It is
not because I haven’t got time to finish my electronic plan but because I hate
“struggling” for the use of the subject room. (AE8.1)

The main reason for her struggle with access to the room was the limited number of
rooms available for use:
All the subject rooms are being repaired so there are only 4 rooms left for all the
teachers. (AE8.1)

The shortage of well-equipped subject rooms continued until the second semester.
Actually all of the rooms have been equipped with computers and projectors but
none of these have been put to use so there is still a shortage of technical facilities
until this year. (AE25)
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Apart from very few rooms being available for use, there was a complicated procedure for
reserving such a room:
The reason is the procedure for reserving this room is too complicated i.e. filling a
form, submitting the form to the deputy for approval, asking for the keys … that is
why this room is rarely used. (AE25)

The second problem was that she did not know how to use the equipment in the room,
and the size of the room was too large for her small class so that it affected the use of her
voice in teaching the second lesson for observation:
Because I am not used to using it, I couldn’t use the special pen and the smart
board although I had tried them before. In addition, the room was too large while
my class was usually in a room that accommodated about 28 students. I felt that
my voice wasn’t loud enough for all students. It was clear that I was not used to
the environment here. (AE25)

4.2. Experiencing Time Demands in Striving for Positive Self-projection
The feeling of insufficient time seemed to haunt Amanda, especially in the first half of
her first year.
Monday, Tuesday, Wednesday, Thursday, Friday and Saturday and then Sunday.
Busy work gives me a feeling that time passes quickly. 24 hours a day and 7 days
a week seems insufficient to me to accomplish all the work. (AE5.1)
I am overwhelmed with work. Previously when I was a student, time seemed to
pass very slowly but now it passes very rapidly. (AE8.2)

Toward the end of the first semester, she began to realize that time pressures seemed to
affect the quality of her lesson:
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The only problem is that the lesson is not prepared as carefully as I expect because
of the shortage of time. Some of the content in the textbook is so easy that it
doesn’t inspire students. For example, if the questions in the reading section in the
textbook are used, nobody wants to answer because the questions are too easy to
be inspiring. Sometimes when I introduce some more difficult questions, students
become more active. However, this is not frequently done. (AE9.3)

She then identified two major reasons for time demand. First, the induction period was a
demanding and stressful time.
It is said that the probationary period is always hard. Every lesson is new and
novice teachers need to familiarize themselves with, understand and evaluate each
lesson to exploit it properly. (AE9.3)

Second, her participation in the school activities deprived her of much time.
Apart from teaching, I need to participate in the activities of the Trade Union such
as dancing evening classes, supporting variety shows, IWB training class all day
on Sunday, plus teaching at the evening language centre. In general, the time
devoted to professional development is not much. (AE9.3)

She anticipated that time pressures would be likely to continue through the second
semester.
Moreover, in the second semester, the number of teaching periods increases to18
per week. It is going to be tense. (AE9.3)

Because of these, she reported experiencing absent-mindedness and disturbances in her
daily life.
Sometimes I have found myself absent-minded. In addition, I fail to arrange time
and work properly. What a mess! When the time for exams comes, I usually rush
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from my house at 12.15 to the photocopier where I have my exam papers
photocopied in time for the class at 12.45. Many times, I have no time for a meal.
(AE12.2)

She began to blame herself:
I want to change but there are habits that are difficult to change. Setting questions
and marking papers takes more time than I thought. I don’t know why things can’t
be finished quickly, either because I am a slow worker or because I don’t get used
to things here. Why can’t I arrange things properly? (AE12.2)

In summary, as a result of trying to be visible as a proper teacher, Amanda struggled to
cope with access to school facilities, and various instructional materials and time
pressures. However, the more she tried to present herself as a good teacher, the more
vulnerable she became.
5. Furthering Social Professional Interests: Using a Variety of Strategies towards
Colleagues and Leaders
5.1. Establishing Relationships with Young Colleagues in Compensation for the
Lack of Relationships with a Mentor
Amanda’s career stories showed that there was a lack of guidance and support from
mentors. Amanda was not able to learn about important information regarding the school.
For example, in the middle of the first semester, she herself found out that there would be
an inspection of teachers’ portfolios, which caused her great concern:
I am concerned about the inspection of a teacher’s file, which consists of tons of
books, the names of which I can’t remember, let alone complete them. (AE7.2)

However, what made her frustrated was that she received the information only by chance,
through one of her colleagues:
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But what makes me more upset is that nobody warned me about the inspection,
which I heard about accidentally from a colleague of mine who asked me about it.
(AE7.2)

Amanda experienced significant challenges because, as she reported, she knew nothing
about who her mentor was, and received no guidance or support from him/her, although
she had some vague information about that fact that there was financial support from the
school for mentors.
Actually each probationary teacher has a mentor, whom I myself don’t know (I
guess my mentor is the head of the English subject). All other probationers in my
school have the same problem. We don’t know anything about this, We don’t
know who to ask and what to ask about! If there is a sudden inspection, we will
certainly “die”. I don’t know why we are left unattended while some teachers are
asked to mentor us. (It seems that they have extra financial support in return for
the mentor work they take up). (AE7.2)

Receiving no guidance, Amanda knew nothing about important school rules and
regulations. She seemed to view herself as passive in getting to know how the school
operated:
This week I have found that I have been very ignorant because I don’t know that I
am supposed to conduct 15-minute tests three times and oral tests once. Actually
nobody has told me about this and I personally thought that there were only three
marks with the same weighting of 1. I don’t know why I don’t ask other people.
(AE12.1)

More importantly, what she expected most from her mentor was feedback about her
observed lessons. However, the mentor’s feedback was something she had never
received.
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I have been waiting for feedback about my class observed by the teachers but
nobody mentioned it […] This happened to the first class of mine observed by the
head of the English division. I thought she had been too busy. […] As an
apprentice teacher, I would really like to hear feedback from my experienced
colleagues. But in return there is hard-to-understand silence. I have been waiting
for too long. (AE26)

She became active and discovered that this was a common practice in the English
division, but not in other divisions:
I asked a colleague who was two years older than me, and she said that that was
normal for this division and that in other divisions feedback was given in time. I
don’t know why.[…] I am jealous of my colleague who belongs to the division of
biology where the head of the division takes very good care of her. (AE26)

The lesson she finally drew from the practice of her induction into the school was to be
self-reliant, which became the topic of Entry 26 at the end of the school year as she
looked back at the whole year and remarked:
Until now, I haven’t received any professional help from my mentor. (AE26)

Before she entered the school, she had been warned about the complications of the
internal relationships with colleagues by one of her relatives, who had been a teacher:
Previously I was told a lot about complicated and bad relationships with
colleagues, even in educational contexts. My aunt, an upper-secondary teacher,
complained about problems and unpleasant things from colleagues. For such
reasons as personal conflicts, selfishness, and jealousy, they “play tricks” on each
other. Before I entered the school, I was carefully warned to be careful about the
relationships with colleagues and she told me that I shouldn’t believe completely
in any colleague, etc. (AE10)
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When she gained a teaching position there, the image of the local school colleagues was
very different from what she has been told. Therefore she thought herself fortunate.
Now I am lucky because I have willing colleagues who are ready to help from the
first days when I am here in this school. (AE10)

Nevertheless, the kind of relationships seems to depend upon the age factor. Amanda
classified her colleagues into two different groups: younger and older. She found that it
was easier to form relationships with younger than older teachers. In my two interviews
with her conducted at the end of each semester, she confessed:
Yes, relationships with colleagues is a sensitive issue and sometimes difficult to
deal with. Because most of teachers in the division are much older than I am.
Relationships with teachers who are older than my parents require me to be very
considerate and respectful. Most of them are also my former teachers. If I am not
satisfied with something, I can’t say it directly [so I have to] say it in a soft way.
And if the mentor doesn’t give me detailed guidance like other mentors, I ask her
for more details in a gentle way, I can’t push them. Sometimes I ask other
teachers, instead of the mentor. (AI.1.152-161)
For the colleagues in the English division, they are all older than me and I feel that
there is a distance. If I have something to ask, for example, I find out that they are
too busy to help and I don’t dare to ask for their experience. (AI.1.74-77)
Regarding relations with colleagues, [young teachers] are enthusiastic and ready to
offer help. Young teachers are both colleagues and close friends, whom I can ask
for help or guidance. I find it more convenient and comfortable than asking the
head of division about issues outside the school or procedures for teachers; I find it
more comfortable to talk to young teachers. (AI.2.12-19)
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Therefore, Amanda seemed to focus more on tightening relationships with her younger
colleagues than with her older colleagues. The relationships with younger colleagues
were described by Amanda as being especially intimate:
Although I am a teacher now, I feel as if I am a student because my colleague is
always beside me to remind me of going to a meeting, or filling the teaching
record book or going to observe a class whenever I forget about either of these.
They are T, who teaches chemistry, D, who teaches biology and who joined the
school staff at the same time as I did, Th., who teaches Civil Education, L, who
teaches physics, etc. all are close colleagues. Although they are still young, I
consider them as my elder brothers. (AE10)

These younger teachers, as she thought, played an important role in her induction into the
school:
[…] the way they think is closer to mine so everybody feels relaxed sharing
everything from professional work to teaching experience, and dealing with
puzzling pedagogical situations, how to deal properly with senior hard-to-please
colleagues, and with superiors. I have learnt a lot from talks with them and
gradually feel more confident in teaching and better engaging in other work, with
no more shyness, no more fearing making mistakes or being punished by as
earlier. They are real & great motivations for me when I begin my career in QH- a
very familiar environment for an alumni like me but too strange for me as a novice
teacher. (AE10)

Therefore, she felt grateful to them and would want to maintain such a relationship:
I do hope that I will keep the relationship good forever. Many thanks to my dear
colleagues! (AE10)
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To safeguard herself, Amanda used compensation as her major strategy (Kelchtermans &
Ballet, 2002a). While she failed to establish a relationship with her mentor and older
colleagues, Amanda turned to young colleagues and planned to tighten her relationships
with these colleagues for support.
Although she considered her relations with young teachers as a significant source of
motivation, she wanted to expand her relations to other colleagues by actively engaging in
any social occasions like a New Year party or a trip out:
A New Year party is scheduled this week, which is expected to be cosy and
exciting. I want such an occasion like this because I have a chance to meet
teachers and colleagues, thus understanding them better and having more fun!
(AE12.3)
Last Sunday, my school organized a trip to a local attraction. This was the first
time I have been on a trip to a place far away from the school. I felt very happy
living in a community with people of different ages and I have found that I need to
learn much from them. The teachers that I had been very afraid of when I was a
pupil at this school have become very friendly colleagues. (AE16.1)

Despite her expectation of good relationships with all colleagues, she was unable to
establish such relationships in some cases and was faced with a tense power conflict. The
camping trip that was organized in the middle of the second semester was a critical
incident where she was not fairly treated by one of her colleagues.
I came back home from a camping trip yesterday. Because I was not a form
teacher, I didn’t spend time taking care of students. But I was assigned to help
students in class 11S, and to be in charge of variety shows. Though, there was
nothing much to do because the official form teacher of the class take all
responsibilities and variety shows were mainly in the hands of the head of variety
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shows, and nothing left for the “deputy head” to take care (I hated the head
because he had appointed two students from his class judges for variety shows,
instead of me). In a word, I had a position but no power at all. (AE21)

Then this was what she did at the camp:
During the two days of camping, I wandered from camp to camp, watching
students play, recalling my wonderful memories of secondary schools. (AE21)

Her stories about the relationships with colleagues showed how she employed her micropolitical actions. When she was unable to establish a relationship with her mentor because
she did not know who her mentor was, she constructed alternative relationships with
young colleagues for survival. In addition, when she was not trusted by her colleague in
the organization of the variety show on the camping days, she focused on students as a
source of enjoyment. These actions were regarded as compensation for the lack of
collegiality from her fellow teachers (Kelchtermans & Ballet, 2002a). This strategy was
used when a novice confronted with the impossibility of changing important working
conditions (in this case, failing to establish relationships with her mentor and
experiencing powerlessness) concentrated on other pleasant elements in the situation “to
keep a satisfying balance of the positive and the negative aspects.” (Kelchtermans &
Ballet, 2002, p.765)
5.2. Establishing Authority and Seeking Compensation to Safeguard Self-interests
Her stories also showed how she acted to safeguard her beliefs. A critical incident
happened at the end of the first semester. In the hope that students would have genuine
purposes and positive attitudes towards learning, she refused a request from a colleague to
raise the overall score of a student who would like to have the title of excellent student for
the first semester despite his/her limited ability.
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This is the last week of the first semester. The results of the first semester reflect
students’ studies and my teaching for the past few months. Almost all of the
students in my classes have achieved a high rate of credit and distinction (except
class 10S with 5 out of 30 students having the average of above 7 and the rest
being under the average). This makes me worried. When I teach classes 10T and
10S, the results of 10T are always higher than those of 10S and I never think that
the semester results are that low. Their form teacher has met me and discussed
with me the results of some students because their scores of English are under 6.5
and, therefore, they can’t achieve the title of excellent students. She has said that
their families are poor, and that they were in rural schools so their English
proficiency was not as good as those in urban schools. She suggested that I should
raise their scores. But I refused to do so because I have entered all the scores in the
transcript book and they can’t be changed. Another reason is that I would like
them to make efforts in the second semester. If I do, they will be dependent on us
and don’t want to make efforts. Actually I already gave bonus marks to those who
were active in class so that their mark can be above 6.5 and I encouraged other
students to try better because English is not a difficult subject that requires only
effort, not intelligence. These students are good and don’t indicate that they want
their marks to be raised. […] I have told them that they should not study for marks
because what they need to remember is not scores but all the things that you have
learned from the subject. I used to be a student in the gifted school and I know the
pressures that they are under. Above all, I want them to have correct purposes and
attitudes. (AE14)

Actually she employed a proactive strategy Blase (1988) termed confrontation. As Blase
(1988) explicated, this strategy is used to challenge the actions of others and is based on
strong personal or professional ethical values. In this incident, Amanda refused to give the
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marks that had not been earned because she wanted students to have good attitudes
toward earning marks.
5.3. Using Selective Responses to Deal with the Demand of School Leaders
Her blog did not reveal any data regarding her relationships with her principal. However,
in my first interview with her, I collected some data regarding this. Towards the school
leaders (principal and heads of division), Amanda showed dissatisfaction because she
thought young teachers seemed to be exploited:
It seems to me that whenever they [leaders] see young teachers, they always ask
them to do things, which are not absolutely related to their professional area. And
when young teachers fail to do it in the way they want, they are not satisfied. I am
not satisfied, too. (AI.1.78-81)

She added that it was normally difficult for her to avoid heavy teaching assignments
given by the leaders. Young teachers had to accept doing things not related to their duties
because there was no other ways. As she explained:
Yeah, more teaching assignments are given to apprentice teachers than they are
supposed to but they have to accept them because there was a shortage of teachers
of English. For other things the principal or vice principal assigns, which young
teachers don’t like doing, they have to accept them because they have no other
choice. (AI.1.166-171)

Then Amanda developed her own way to deal with this problem. She did only the thing
she thought was relevant. Amanda used selective responses as her main strategy.
I did only the work that is appropriate. I did it enthusiastically. For the work I have
to do but I still feel dissatisfied, I’ll try to avoid it next time because the work of
that kind is usually a waste of time. That kind of work is someone else’s
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responsibility but because I am the first person [the vice principal] sees available,
she asks me to do it. The best way is to avoid the work of that kind. (AI.1.198202)

In summary, Amanda experienced a lot of challenges. She had no support from her
mentor; she had tense relationships with her older colleagues; she experienced time
demands and stress caused by non-teaching work and she was pushed into a passive and
oudsider position in the camping trip. She also had instructional and discipline problems
with students. To cope with all these challenges, Amanda employed a wide range of
micro-political strategies. She employed the strategies of resistant alteration, overt
compliance, critical compliance, and quick answers and delaying an answer to cope with
instructional problems. She also used hard and soft measures and confrontation to deal
with discipline problems. In addition, she turned to the strategies of compensation,
confrontation, selective responses to deal with social professional problems with
colleagues and school leaders. Through the variety of strategies that she used, she
projected a positive self-evaluation of her efficacy and a good image as a proper EFL
teacher. The pattern of evidence shows that she was micro-politically literate and
competent in finding her way into the life of the school. This competence associated with
good adaptation does not mean that she avoided difficulties. Rather she developed her
own ways of addressing those difficulties and gaining acceptance as a professional
teacher. Part of this process involved her actively making changes in the circumstances
that led to the difficulties she encountered.

130

CASE 2: JASON
The analysis of the case of Jason will show that he was a proactive teacher. He
demonstrated his self-efficacy and gained social recognition from his colleagues, students
and school leaders. He was highly visible so that he was able to be accepted by the school
community. He tried to project an image as a proper teacher by investing time and effort
in his instructional activities. Furthermore, he employed a variety of micro-political
strategies to further his social professional interests.
1. Furthering Self-interests: Striving for Self-affirmation through Achieving Selfefficacy and Social Recognition from the Head of the English Division, Colleagues
and Students.
1.1. Gaining Self-efficacy by Overcoming Reality Shock and by Devising and
Implementing Successful Plans for his Students’ Language Improvement
Jason demonstrated his self-efficacy through various attempts to overcome his initial
shock and in his determination to improve students’ English levels throughout the school
year. Like other novice teachers, Jason experienced reality shock. As he recounted:
I am a first-year teacher of English. There is overwhelmingly more work to do
than I had thought. As a university student, I used to think that it would be easier
to teach in a real class. Now things are completely different from what I expected.
I have encountered a lot of difficulties. (JE1.1)

However, Jason seemed not to be overwhelmed by the shock. He began to realize the
reasons for his difficulties and devised plans to cope with these difficulties. There were
three major incidents through which Jason confirmed to himself his efficacy in dealing
with the difficulties he encountered. The first incident took place at the beginning of his

131

school year when he realised that his students’ low English proficiency was the first
challenge. In his words:
One of the many difficulties I face is that students in my school have very low
English proficiency. Although all of them started learning English when they
began lower secondary school, they can’t use “to be” correctly in the simple
present tense despite the fact that they are now in grade 11. Through talks with
some students, I know that they have been interested in learning English since
lower secondary school. I also know that students’ results in the upper secondary
school entrance examination were rather low. I think the average score they had
for each of the three tests they took ranged from 0.5-0.6. (JE1.2)

In the face of this challenge, he applied a series of measures for the first two months.
The following are the solutions I have implemented to deal with the difficulty:
First, I have retaught the basic knowledge that students have lacked in the lessons I
teach to the class.
Second, I have encouraged students by offering encouragement marks more
frequently.
Third, I have given them similar exercises to the ones that I have used in my
lessons.
Fourth, I have offered free extra Sunday classes for students in the five classes I
am in charge of. In these classes they have been able to review the knowledge they
have learnt. (JE1.3)

In his self-evaluation he described these attempts as partially successful.
Now I realise I have been successful in some of my plans. I am very happy to
know that students who have been very weak in English now show more patience
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and more interest in the subject. In addition, I have been loved and respected by
more students. (JE1.3)

The second incident happened in the middle of October, the second month in his first year
of teaching. In this incident, he successfully dealt with a problem emanating from the
previous problem of students’ low proficiency and lack of vocabulary.
I think that students in my school have a stock of vocabulary even less than that of
a lower secondary student. Students fail to use the past and past participle forms of
simple verbs like leave, buy, run, build… (JE4.1)

Because of the limited vocabulary students had, Jason failed in his attempts to apply the
technique of vocabulary pre-teaching.
I applied the technique of teaching new vocabulary elicit-teach-check. However, I
was not successful because I failed to elicit new words from the students. (JE4.1)

In response, Jason changed the way he taught new vocabulary.
I have decided on a new way of teaching new vocabulary: leaving out the
elicitation of new vocabulary (JE4.2).

He was finally successful. As he retold the incident:
[…] I was worried about the difficulty of teaching new vocabulary. However, I
was successful and I have achieved the highest score of the three who took part in
the teaching competition. The parts of the lesson that were highly appreciated were
“Warm-up” and “Pre-teaching Vocabulary”. In the Warm-up section, I used the
game called “What’s the game show?”. In the vocabulary pre-teaching, I used
pictures and questions to facilitate students’ guessing. The results were beyond my
expectations. I used to be worried about students’ failure to produce the words I
wanted but, instead, they were able to provide almost all the words I needed for
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the lesson. Although not all the words were given in English, I was satisfied with
their preparation for the lesson. (JE5.2)

Another incident that confirmed his efficacy to himself happened right after the second
semester started. Toward the end of the first semester, despite his attempts to raise
students’ English level to a higher level, their results were still disappointing.
I have tried my best to improve students’ English proficiency in all the classes I
am in charge of. And I had hoped that such attempts would bring better results.
However, I am disappointed by the results of the one-period test I have just given
– 60% of the students have marks below the average score of 5. Their proficiency
is too low. […] (JE6)
In the first semester, my aim was that 45% of students in all of my classes get their
score above average. However, the results in this semester have made me very
disappointed. In many of my classes only 6 out of 40 students have achieved
scores above 5. Even in a better class, only 12 out of 39 achieved the average
score. […] The results made me think a lot. Is my teaching method not relevant?
Are their English levels too low? (JE10.2)

To cope with this situation, Jason thought of a simple but successful solution.
In the second semester, I have changed my way of teaching English, especially
English grammar (Language Focus). After every lesson, I have given students
additional exercises regarding the grammatical structures I have taught so they can
practise more at home. I have asked them to do these exercises whether they get
them correct or not. Then in my extra classes I will correct the exercises. In the
extra class, I ask them to do these in groups and then I comment on their answers
before the correct answers are given. (JE17.1)

And the results, though not as high as he expected, were very encouraging.
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With this teaching method, I have helped them to understand and remember
lessons better. That is why the percentages of students who have to retake
examinations have reduced although the proportion of students who have an
average score above 5 is not as high as I had expected. In all the classes I have
taught only 10 students have had to retake semester examinations. The results have
motivated me a great deal.[…] (JE17.2)

In summary, the better results in his students’ studies and the successful plan to improve
students’ English provided him with clear evidence of his professional efficacy.
1.2. Achieving Social Recognition from Colleagues, School Leaders and Students
Social recognition played an important part in Jason’s first year of teaching. For Jason,
social recognition was achieved through encouraging comments from his colleagues, trust
expressed by school leaders, and students’ acknowledgement of his effectiveness as a
teacher.
The professional remarks following the observation of his class by his colleagues and the
head of the English division were perceived by Jason as their acknowledgement of his
teaching capacity.
Through the sincere comments on my lesson in the teaching competition from the
jury, especially from Mr. D, I have realized my strengths and weaknesses. All the
comments have been very beneficial for me and I have felt more confident and
more determined to overcome my weaknesses. Mr D. said, “Jason is inexperienced
but has shown great teaching potential”. Almost all the other teachers gave similar
comments “For a novice teacher, this lesson is a great success” […] (JE12.2)

More importantly, he was really motivated by the school leaders’ acknowledgement of
the abilities he demonstrated throughout the school year. At the end of the school year, he
showed more confidence and satisfaction with all of his efforts.
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The first year has offered me a feeling of partial success. This can be considered as
a springboard for my new efforts as a teacher. I feel very happy to be loved by
students. In addition, the fact that I have been trusted by the school executive
board and the head of the English division will certainly become a great motivator
for me in the future. This year, although I am just an apprentice teacher, I have
been assigned important professional and social tasks by the head of the English
division. I have been nominated by the head as an essay examiner for the uppersecondary school entrance exam organized by the local department of education
and training. I am worried because I am inexperienced in marking papers from an
important exam like this. However, as a second thought, if I am entrusted with this
task, what I need to do is to try my best and I believe that I will accomplish my
task successfully. (JE19)

In my interview with the principal, he said that Jason was highly appreciated for his
involvement in school activities.
In comparison with other apprentice teachers in the school, Jason has excelled in
various aspects, especially in his proactive involvement in school activities
(PI.100-101)

Besides winning the trust of school leaders and gaining acknowledgement from
colleagues, Jason achieved acknowledgement of his efficacy from his students. A letter
that Jason received from one of his students changed his view of his efforts, making him
more confident and more motivated. This is what the student wrote in the letter:
Dear Teacher Jason,

As you know, when I was in lower secondary school, I hated learning English and
I regarded English as a form of torture in my school life. That is why I didn’t have
a basic knowledge of English. Since you taught my class, I have changed such
thoughts. I have begun to like English and I have been trying to regain my basic
knowledge. I think you have been very helpful. Now that you have decided to
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leave our class, how will I learn English without you? Will I return to the way of
learning English I once got used to? I have to give up my desire to learn English
better.

I beg you not to leave my class. Please stay with us until next year and please
think it over. Whatever decision you make, however, I will respect it!

Yours sincerely,

Your student

At another time when students had to apologize to him for their disruptive behaviours in
class, one of his students sent him a message from his/her own mobile phone. It read:
If you refuse to teach my class, nobody else could help me learn English well.
(JE3).

Recalling his reaction to the message, Jason wrote,
This message has pacified me. (JE3)

Another incident that was perceived as being really significant for Jason happened on
November 20th, Vietnamese Teachers’ Day. This symbolic event seemed to be of more
spiritual than materialistic value to him.
November 20th 2009 is an unforgettable day for me. This is a special day for me as
a first-year teacher, Teachers’ Day. Like other teachers all over the country, I
receive a lot of wishes, and flowers from students who want to express their
gratitude to their teachers for all the trouble they take. As a student, I had
unforgettable memories of the day. This event makes me love my job better. I will
try my best to become a teacher who will be loved and respected by students.
(JE7)

In summary, Jason received social recognition not only from significant others such as
school leaders and colleagues but also from his students. For Jason, students seemed to be
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a strong source of motivation; their comments were as important to him as those from
school leaders and colleagues.
2. Striving for High Visibility to Integrate into the Community
Jason tried his best to be available and visible to his students. At the beginning of the
year, when he discovered his students had very low English proficiency, he organized
extra Sunday classes free of charge so that he could help them improve their English.
In addition, Jason tried to be visible to the school community. He actively took part in a
variety of activities apart from performing his teaching duties.
I have been so busy lately that I haven’t been able to write blogs as regularly as we
are required to do. For the past three weeks, I have had a lot of work to do. I have
participated in three different activities organised by the local department of
education and training: the traffic safety competition, the volleyball contest and a
variety show. Besides teaching, I have had to design a second one-period test. That
is the reason why I couldn’t write as frequently as I am expected to. (JE5.1)

Although participation in various activities interfered with his personal life and took away
much of his physical strength, Jason did not want to refuse any activities, especially
sports. As he explained, this was not because sports activities were his favourite ones but
actually because of his desire to identify himself with the community. As he claimed,
I think such activities offer everybody a chance to exchange and learn from each
other. (JE14)

It was clear that as a result of his visible efforts to help students and participate in school
activities, Jason was accepted as an active member of the school community. As the head
of the English division remarked,
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I personally think that as an apprentice teacher, Jason has made a great
contribution to the school although his achievements are not remarkable. He is an
active and enthusiastic teacher who tries to overcome any difficulty to accomplish
his tasks. (HI. 87-90)

In my second interview with her at the end of the school year, when asked about his
contribution and his potentials, the head said the same thing again:
Regarding his contribution to the school, he is recognised not only by me but also
by the school executive board to be proactive and absolutely enthusiastic. He can
do any kind of task he is assigned even though the assigned task is something he
has never done before […] (HI.120-125)

3. Dealing with Material Interests: Projecting an Image of a Proper Teacher
To warrant an image of an enthusiastic and devoted teacher, Jason invested a lot of time
and effort in his lessons. As he realized his efforts to tutor his students through the
arrangement of a free Sunday class were not contributing much to raising their English
level, he planned more grammatical exercises and regularly gave them to the students for
homework. Whenever his students met in Sunday classes, they were given an opportunity
to work together on the exercises before Jason corrected the exercises and he prepared
guides for the exercises to help the students.
In addition, Jason tried to build up an image of a responsible and careful teacher in front
of his colleagues by showing his efforts at lesson planning. When he was selected to take
part in the school’s teaching competition, he prepared for the lesson very carefully and
well in advance. In addition, he also piloted the designed plan several times to give
himself opportunities for revision. As he recalled,
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[…] I have designed the lesson and piloted the plan several times. The main
problem was that I was not able to complete the lesson within the estimated time. I
have revised it several times but the problem remained. As I will teach the lesson
tomorrow afternoon, I do hope this last revision I have made will make a
difference […] (JE11.3)

4. Furthering Social Professional Interests: Consolidating Trust and Seeking
Assistance from Colleagues and School Leaders
4.1. Consolidating Trust from Leaders by Accepting Additional and Arduous Tasks
There were three occasions when Jason decided to accept additional but arduous tasks a
novice teacher was not supposed to do. The first occurred at the beginning of the second
semester when he was asked by the head of the English division to participate in the
school teaching competition as a representative of the English division. Although he did
not feel very confident, he accepted. Although he knew that the competition jury
consisted of many other teachers as well as the members of the English division, and that
the class he was going to teach was completely new to him and the students of the class
were not as active as those in his class, he did not withdraw his acceptance.
The second occasion was in the middle of the second semester when he was nominated to
recommend English tests for the upper-secondary entrance examination for the local
department of education and training. He perceived it as a real challenge.
A challenge that I am trying to overcome is recommending English tests for the
grade 10 entrance exam organized by the department of education and training.
My school received a document from the local department regarding the
recommendation of English tests for the entrance exam. According to the
document, each school recommends two test papers, one for those following the
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specialization stream and the other for those following the Basic stream. And I
was nominated for recommending the English tests. (JE16)

Although he was not sure that he was knowledgeable enough to design such an important
test and he was still doubtful about many of the test requirements, he did not alter his
decision. Instead, he hoped he would be able to design tests that would be acceptable.
The third occasion was at the end of the year when Jason was nominated to be an
examiner for the grade 10 entrance exam. This nomination made him really worried.
I am really worried because I do not have much experience in marking test papers
in such an important exam. It makes me feel worried. (JE19)

However, the feeling of worry did not lead to him withdrawing from the task.
I think that because the head trusts me, I have to make every effort. I do believe
that I will accomplish the important task well. (JE19)

In summary, as a strategy to consolidate trust from leaders, Jason dared to take extra and
challenging tasks. He successfully won the trust of the head of the division. As she
remarked,
For Jason, I would really like him to try to become an all-round person so that he
can do this work instead of me […]. I have placed my hope in Jason and I am
ready to help so that he can take over my position. (HI.99-104)

4.2. Seeking Assistance from Colleagues
Whenever he confronted a problem or uncertainty, his colleagues were perceived as a
source of assistance and support for him. When he was not certain about how to compose
a proper test for the entrance exam, as reported in the previous section, he turned to his
colleagues for advice. As the head remarked, he was always active in seeking assistance
from colleagues:

141

[…] if there is something he has never done before but something I believe he can
do, he will be ready to accept. If he faces anything problematic, he actively
contacts me and asks for advice […] (HI. 125-126)

In summary, Jason was the teacher who most proactively integrated himself into the
school community. Unlike Amanda who showed efficacy by applying what she had learnt
at university to secondary school, Jason demonstrated his efficacy by making plans and
lessons relevant to the context. Although he did not use as many varied strategies as
Amanda, Jason was more active and visible in a variety of school events and he more
actively sought assistance from colleagues to cope with professional problems and
accepted additional tasks to consolidate the trust of his colleagues and school leaders. For
these efforts, he projected an image as an enthusiastic and competent teacher and
achieved social recognition from students, colleagues and school leaders. The feedback
that he received from colleagues and from some students enabled him to confirm to
himself that he was effective as a teacher. Although he actively sought assistance, this
activity created for him a sense that he was effective as a teacher, someone able to
identify and address issues. These circumstances suggest that he can be described as an
integrative adaptor.
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CHAPTER 6: CASES OF FRAGILE ADAPTATION
This chapter presents the two cases most frequently characterised by resistant adaptation,
Cindy and Lindsey in order to provide the clearest possible contrast to the preceding
examples of integrative adaptation. In this chapter I will explore detailed evidence
relating to the characteristics of this pattern of socialization or adaptation as described in
Chapter 4.
Each case report follows the similar overall structure of different categories of
professional interests. Section 1 deals with matters relating to self-interest, Section 2 deals
with vulnerability, Section 3 with visibility, Section 4 with material interests and Section
5 deals with matters relating to social professional interests. One different thing about the
report of the case of Lindsey is that Section 4 is not about matters related to material
interests but, instead, deals with organisational interests because her blog did not mention
material interests, but commenting instead on organisational issues.
CASE 1: CINDY
The analysis of the case of Cindy will show that she struggled with her first year
of teaching and did not gain either a sense of membership within the school or a
confirmed sense of control of her teaching. She achieved no social recognition and
gained only a tentative sense of efficacy only on a temporary basis and only by her
own evaluation of her work. She also struggled to use different micro-political
strategies to overcome vulnerability and to strive for visibility. She experienced
powerlessness when she tried to cope with contextual constraints and time
demands. Further, she established very limited social professional relationships
with her colleagues although she did gain some support from the principal.
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1. Addressing Self-interests: Achieving Self-affirmation Mainly through Selfevaluation
Cindy’s early evaluation of her professional self was fairly positive. Some two weeks
after she started teaching, Cindy claimed that everything was on track. However, one and
a half months later, she began to recognize that she lacked self-confidence because she
thought her knowledge was not deep and stable enough.
I find that I am not confident enough to teach. Previously I used to be very
confident in my knowledge. I used to be a good student at upper-secondary school.
I think my grammatical knowledge was deep enough. When I was a university
student, I paid a lot of attention to improving every aspect of knowledge so I think
my knowledge was enough to help me study easily and effectively. But when I
began to work as a teacher, things were not as simple. My knowledge needs to be
well-rounded. I have to pay attention to details and to enhancing my knowledge all
the time. Students sometimes ask simple questions I can’t answer. I think I should
study more deeply and more carefully the knowledge in the textbook and
elsewhere so that I can be more confident when I teach in class. (CE6)

Nevertheless, at the end of the first semester, in my first interview with her, she
demonstrated great confidence in her instructional capacity.
[…] when I was a first-year, then a second-year, and then a third-year, and even a
fourth-year student, when I was in my teaching practicum, for example, I found
teaching was a really difficult job needing hard work and preparation. But when I
started teaching at school, I realized that it was not as difficult as I had thought.
Except for lessons for observation, making students understand was not as hard. I
used to think that I could not easily become a good teacher. However, after several
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months of teaching, I think becoming a good teacher is not that hard, and that I
will be able to become a good one someday. (CI1.13-21)

From this time on, regaining confidence was one of the themes in her blog. In the middle
of the second semester, she claimed,
Now I am accustomed to teaching, feeling less pressured and more familiar [with
what is required] (CE9.1)

Toward the end of the second semester, she affirmed her confidence once again:
Now my class instruction is on track. (CE11.1)

While her general impression of her overall instructional ability was positive, Cindy did
not really experience her professional actions as effective. Her blog did not display any
information regarding this, but she provided some in my first interview with her. When
asked about how effective she thought her actions were, she said that it was very difficult
to see the effects of her actions on students, who tended to be inactive, and that was why
she did not know if she had succeeded in motivating them. However, she added that there
had been one time when she had resorted to a hard measure – sending one disruptive
student out of class.
Although she noticed some signs of positive changes in the student, she claimed that she
was not sure whether the hard measure had been really effective.
Talking about success [of the action], I think it is just superficial. That means the
students will behave well and show respect in my presence but we don’t know
what happens inside their minds. I feel that their actions were only responses to the
situation because they would probably not be aware of their faults. (CI1.120-123)
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Thus the source of self-affirmation was mainly from her self-evaluation through selfreflection about her actions but she regarded her experiences as ambiguous – sometimes
expressing confidence in her control of techniques while also doubting whether they were
effective.
2. Cope with Vulnerability: Using Some Strategies
2.1. Using Overt Compliance as a Strategy for Survival
Cindy evinced vulnerability in her teaching style. Cindy’s instruction early in the
semester was characterized by the textbook-based style. As Cindy reported, the reason for
switching to this style was that she had to design four different lesson plans a week and
therefore all of her inspiration and creativity was exhausted. She felt that could only
follow the textbook activities step by step.
Similar to Amanda, Cindy employed the political tactic of overt compliance when she
initially adopted the textbook-based teaching style. Although she resorted to this tactic in
response to her sense of being overwhelmed, she was not satisfied with her dependence
on the textbook and so later tried to include other resources in addition to the textbook
materials.
2.2. Diverging from the Textbook to Establish Proper Learning Conditions for
Students
As she recalled half a month after the start of the school year, she attempted to move
away from the textbook. The main reason was not just a lack of inspiration as described
above. It was because of the students’ use of English reference books, where all the keys
to textbook exercises were included, which meant that
[S]tudents looked at the keys and answered the questions without understanding
the reason for their choice of the answer. (CE2.2)
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She wanted to prevent her students from copying from the books without really
understanding the material.
2.3. Using a Sense of Humour as a Strategy to Restore Desirable Learning
Conditions
Another source of vulnerability affected Cindy’s establishment of desirable work
conditions congruent with her task perception. Her stories showed the clear development
of two basic tenets of her task perception related to class instruction. First, teaching, as
she conceptualized it, should be based on “creative inspiration” (CE1.2), without which
creative teaching would be replaced by a textbook-based rigid teaching approach. Second,
a sense of humour played an equally important role.
[…] laughter is the most effective method to help students to drive away tiredness
and tension. As a result, they are able to concentrate more on their studies. (CE9.2)

For her, a sense of humour could be implemented through funny stories. And she also
thought of resorting to her personal characteristics, which she called “eccentricity” as a
source of humour.
Many people say I am a very special person or so-called eccentric. Should I take
full advantage of this? (CE9.2)

Whether using funny stories or personal characteristics, Cindy reported the use of humour
as a strategy to establish proper learning and teaching conditions. However, she did not
comment on whether her use of humour achieved her intentions.
2.4. Using Hard and Soft Measures to Establish Desirable Discipline Conditions
Cindy’s blog entries showed two sources of vulnerability: noise and disruptive
behaviours. Noise was attributed to large-size classes (up to 52 students in one of her
classes). Disruptive behaviours ranged from students making noise, their private talk or
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whistling to using mobile phones and not taking notes in the notebooks. However, the
most frustrating disruptive behaviour was students challenging their teacher’s authority.
Some students showed no signs of fear of getting a zero for not taking notes. Other
students would not admit their faults even if Cindy pointed them out.
To deal with these problems, Cindy applied a variety of measures. At the beginning of the
first semester, to reduce noise, she mainly used threats. But for disruptive behaviours, she
first employed various hard measures, but then changed to encouragement, which seemed
effective at first:
I have to be harder on disruptive students. I have used threats, entering their names
in the record book, and deducting marks from their 15-minute quiz. Yesterday, I
encouraged students who usually answered questions by giving additional marks,
which can be used as the result of their 15-minute quiz. When I did this,
everybody kept silent and tried to answer the questions. (CE3.2)

Toward the end of the first semester, Cindy noticed an improvement in disruptive
students in one of her classes.
In one of the classes where students used to make noise, talk privately, use mobile
phones, rarely answer questions, and even argue with teachers, I noticed a
reduction in the use of mobile phones and noise making. (CE5.1)

Despite this, she experienced powerlessness in another class:
There is one class that I am unable to control. I don’t know if it is because students
are too naughty or because I fail to deal with them properly. I always feel tense
when teaching this class, let alone the students themselves. Disruptive behaviour
in this class is of various kinds, from whistling to shouting… I have used various
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measures from threats to advice, even dismissing classes but nothing has changed.
I don’t know why. (CE5.2)

In my first interview with Cindy she provided some additional information about why her
authority had not been recognised. She thought it was partly because of her easy treatment
of them and partly due to the students themselves.
The first thing is that I haven’t been strict enough with the students so they don’t
show respect. Also, they haven’t developed the same level of awareness as
students in the other schools have. (CI1.77-81)

Thus, although Cindy kept on trying to make changes, she did not perceive that
any of the changes that she made was consistently effective. She continued to
express uncertainty about her efficacy.
2.5. Experiencing Failure in Applying Independent Learning to Establish Desirable
Learning Conditions
Another source of vulnerability was the unrealistic requirements she set for her students.
The two manifestations of these as she reflected at the end of the school year were too
many exercises given to the students, and the application of university-oriented
independent learning to secondary students. The consequences of these inappropriate
requirements were clear. Students failed to accomplish all the exercises, which were
normally an A4-sized page in length, either because of a lack of effort or their lower
English proficiency. Alternatively students showed no respect for teachers or no attention
to their studies at all.
The reason why Cindy imposed unrealistic requirements was that she preferred the
independent learning she experienced at university. As she recalled,
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I like the way of learning at university where instructors say less and students
study more on their own at home. Teachers respect students and the learning
environment is free from constraints of all kinds. (CE12)

This focus on student learning derived from another domain suggests that Cindy had not
found a way to connect her planning with her current students and context. This is
consistent with her sense of uncertainty about the effectiveness of her innovations.
2.6. Trying to Overcome the Personal Problem of Lack of Concentration
What worried her most were signs of her own lack of concentration and forgetfulness at
the beginning of the school year.
Perhaps my constant problem is my failure to remember lesson plans, especially
the order of the teaching steps. For example, when teaching vocabulary, I forgot to
ask students to repeat it… (CE1.1)

It took her three months to overcome this problem. Then she realized an explanation for
the problem that did not challenge her competence so much:
Now I feel that I have stopped forgetting my lesson plans. Maybe for the first
weeks, when I started teaching, it was the feeling of nervousness and anxiety, not
problems in my brain that led me to forgetfulness and lack of concentration.
(CE7.1)

3. Dealing with Visibility: Maintaining a Good Image as a Caring Teacher
A critical incident of perception, which happened toward the end of the first semester,
showed a problem that could potentially affect the image of a caring teacher in the
students’ eyes - forgetting students’ names.
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Over the last few weeks, there arose a new problem. I have been teaching for three
months but the problem is that I can’t remember students’ names. Sometimes I
either mistook the name of a student in one class for that of another student in
another or even remembered none of them. Sometimes students complained, “You
teach us but you never remember our names…” They seemed to be
disappointed… But I am disappointed, too. I have taught 4 classes with nearly 200
students. I have taught classes in the school and in other schools as well! (CE7.2)

To be seen as a proper teacher in the students’ eyes, Cindy tried to solve this problem in
various ways. She either called out the names of those students whose names she had not
yet remembered and those who rarely answered questions in the class, or sometimes
called the roll. In addition, she asked the class monitor to submit a seat chart so that she
could learn students’ names by heart. But she did not comment whether it was effective or
not.
4. Dealing with Material Interests: Experiencing Powerlessness
4.1. Experiencing Difficulties with Facilities and the School Environment
Cindy’s blog revealed some constraints in technology facilities that directly affected her
class instruction. Cindy taught 4 to 6 periods in which information technology was meant
to be used. However, she was very disappointed at the bad quality of the facilities:
The projector, which is not a good quality one has a problem with a screen on
which things are impossible or hard to see for the students. The loudspeakers are
broken so it can’t create sound effects. (CE8.2)

The computer connected to the projector neither had sufficient programs installed nor ran
faultlessly so Cindy sometimes had to use her laptop so that visual, sound and music
effects could be active. Moreover, the facilities were not arranged in the right place. For
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example, the projector screen placed in front of the middle of the board hid half of the
board so that Cindy found it difficult to write on it. Moreover, the board was so far away
from students that they found it impossible to see things clearly. With all these
difficulties, she confessed,
The combination of information technology with normal class instruction is
considered a complete failure. (CE8.2)

She also accepted the fact that she was not able to do anything about the facilities because
she was afraid to be blamed for the faulty machines:
But I can’t change the positions of the projector and screen because the projector
is a very valuable machine at a secondary school. (CE8.3)

Apart from the technological constraints, she also had a problem with the noisy school
environment. The noisy environment revealed in one of the blog entries early the school
year was affirmed again in the interview at the end of the first semester.
My school was close to two elementary schools and a construction site so it was
too noisy. I sometimes mistook the sound of the bell of the other schools for that
of my school and let the class dismiss at the wrong time. (CE4.2)

In a word, her blog entries showed some technological and environmental constraints that
had direct and adverse effects upon her teaching. Although she tried to overcome the
difficulty (i.e. using her own laptop), her attempts seemed not to be able to change the
situation that had continued for a long time at the school.
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4.2. Pressure of Time
Time demand was not a major theme in Cindy’s blog. The critical incident that revealed
time pressure happened at the beginning of the school year when she faced a different
reality. She was very surprised to find that there were so many meetings she had to go to.
These days, I have been too busy. In the secondary school, there are always
meetings and meetings. There have been meetings this week, too.” (CE1.1)
[…] I have to go to bed now because I have to go to meetings that may continue
all day and night. (CE1.6)

Class instruction at the beginning of the school year also caused time pressure. She
recalled,
The teaching schedule is rather tight. I feel breathless. (CE1.1)

Time demand was not restricted to instruction but extended to other work as well. At the
end of the first semester, she mentioned:
Recently there were exams and mark calculations that seemed to be nothing new
but still kept us busy. (CE8.1)

5. Coping with Social Professional Interests: Limited Relationships with Colleagues
despite Some Direct Support from the Principal/Head of Division
Cindy’s blog entries did not include data regarding her relationships with colleagues,
mentors and leaders. Most of the data presented in this part came from my two interviews
with her.
Cindy seemed not to establish relationships with many colleagues. As she explained,
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It’s because my school is a semi-public one where there is a wide range of teachers
and I don’t know who’s who. I have relationships with very few teachers. (CI1.98100)

The few colleagues were the four full-time teachers of the division, including the head of
the division.
However, Cindy seemed to be impressed by the understanding leaders at her school. She
said that the executive board always created favourable conditions for the newcomers and
showed very understanding attitudes, which, as she reported, impressed her greatly. This
seemed to be reflected in the examples of the support from the principal and the head of
division that will be discussed below.
When asked about why the board showed some support for the novices, she answered that
the main reason was that the school was newly established and that there were still few
full-time teachers. Cindy also added that the teachers in the executive board had been
novice teachers and had had the same experience as she was having. In my interview with
the principal, when asked about the reason why he showed support, he told me that there
were three reasons for that. First, there were few young teachers employed in his schools,
so it was easy for him to take good care of them. Second, he knew that Cindy was the
daughter of the teacher whom he considered as his teacher. Third, he used to learn
English in addition to his major at university so he was very interested in discussing with
her methods of teaching English to pupils.
The kind of support she got from the principal was emotional in nature.
Once I was going to be inspected, the principal came to advise me. He said that
inspection was a normal activity and that I did not have to put pressure on myself.
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His advice helps me feel less pressured. His sympathy for novices made me deeply
moved and motivated me to work harder. (CI1.45-50)

The same was true for the head of the English division.
The head of the division always asked about me and gave me valuable ideas about
everything. (CI1.52)

As she explained in the second interview with her at the end of the school year, valuable
ideas were the ones he was able to offer about the lessons after observing her lessons.
Apart from these ideas, as she confirmed, the head of the division occasionally provided
some kind of help outside of professional matters such as writing a report, working as a
form teacher, etc.
Cindy’s blog entries did not reveal any data regarding her mentor and his/her effects on
her. In my second interview with Cindy, she affirmed that she did not know whether there
was a mentor in charge of her or not. Nor did anybody in the school tell her whether she
had a mentor to support her or not. She did not even know that there was a mentor
available to help novices. When asked what happened if she met a difficulty, she
answered that she tried to overcome difficulties or solve problems on her own without
asking for support from colleagues or the head of the division. She added that if she was
not able to tackle something, she would turn to her colleagues for advice, only the
colleagues that belonged to the division, not the colleagues who worked on a contract
basis.
In summary, Cindy seemed to experience a lot of challenges. She faced the problem of
text-book teaching style; she had problems with student noise and students’ disruption;
she had difficulties with the use of school facilities and suffered from pressures of time;
she also had some personal problems. To cope with these challenges, she struggled with
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the application of some micro-political strategies but she was not completely successful.
Despite the use of a few successful micro-political strategies, she experienced
powerlessness in coping with disruptive students, school facilities and pressures of time.
She failed to apply independent learning. She had some direct support from the principal
and head of English division and very limited social relationships with colleagues, but
this seemed to focus more on supporting her emotionally through her difficulties. For
these reasons, she achieved no social recognition from students and colleagues and her
main source of efficacy seemed to be mainly through her self-evaluation. Even this selfevaluation was only tentative and temporary. Thus, Cindy found it very difficult to build a
view of herself as an effective member of the teaching staff.
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CASE 2: LINDSEY
The analysis of the case of Lindsey will show that like Cindy, she struggled with her first
year of teaching and with her view of herself as an effective member of her school
community. Although she achieved some acknowledgement from her students, she gained
her sense of efficacy only by her own evaluation of activities. She experienced a feeling
of powerlessness when dealing with vulnerability. She tried to advance her visibility by
employing power. She struggled to protect herself from adversarial relationships with her
colleagues. More importantly, she was one of the two teachers who experienced a sense
of job insecurity.
1. Establishing Self-interests: Gaining Efficacy through Self-evaluation But
Achieving Only Very Limited Student Acknowledgement
1.1. Experiencing Efficacy through Self-evaluation
Lindsey achieved efficacy mainly through her self-evaluation of her professional
activities. There were four incidents in which she confirmed her efficacy. The first
incident happened after one month of teaching at the school. She reported success with a
writing activity in which she used realia to help students write instructions easily.
Today is October 20th. It has come very fast. I came to the class with a lot of
happiness. The lesson I taught was Unit 4 English 10. The lesson ran very
smoothly. I am happy because I was successful in helping students write
instructions well by using only a remote control. (LE1.1)

In the second incident that happened at the end of the first semester, she demonstrated
that the quality of patience she possessed helped her in coping with students’ low English
proficiency and their passivity as well as their unwillingness to participate in the lesson.
For three months I have thought that without patience I wouldn’t be able to carry
on with my teaching. Would you continue teaching when you teach a class with no
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one volunteering to speak or with surprised faces? […] Today I had the last
Language Focus lesson for class 10X, which I gave a new name of “10 bê bối”,
meaning a “chaotic class”. This was the weakest class, which forecast a “sore
throat” period. The main grammatical structure was Reported Speech Statement. It
was hard because they did not know anything about transformations. I used to
have the same problem when I learnt this grammatical structure. I put some
examples on the board, and asked them to change from direct to reported speech
but no one raised their hand. I tried to elicit different possible sentences from
them, and then wrote them on the board. I gave more examples with the verb
‘report’ used in the past tense and continued to elicit more. Finally, I put important
notes on the board. Although they copied everything, they looked at me with blank
eyes. I felt their confusion about the verb used to report and the verbs in the
reported clause. Then I gave them three more examples to explain which was
which by giving them numbers. Only then were my efforts rewarded. They all
understood the point. When I got out of the class, I felt happy and said to myself
that patience made things possible. (LE6)

In the third event that took place in the middle of the second semester, Lindsey
demonstrated that she possessed a very important quality required of a teacher flexibility. In this event when she discovered that students were all tired and unwilling to
do things she was able to respond in a flexible way by using a sense of humour as an
effective way to help students concentrate on the lesson.
It was the tenth day after the traditional Tet holiday. The break went by very fast.
It was hard to resume teaching after a long break! Even a teacher like me had that
feeling, let alone the students. However, to my surprise, they appeared to be silent
when I entered the class. They seemed to be prepared for study. My tiredness
disappeared immediately. But when looking down at the class, I noticed there
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were some tired faces. What was more, the lessons that included some music made
them feel sleepy, thus understanding nothing at all. I tried my best to make them
comfortable. I let them listen to every single number. And this effort got rewards.
They became happy because they began to answer the comprehension questions.
To make them less tired, I attempted to play a joke. In the listening, there appeared
the phrase “Muong ethnic minority”. I asked them if they knew the Muong ethnic
minority. They said that there was no such ethnic minority and that there was only
an ethnic minority called “Mường”. I knew this well but tried to argue that this
was called Muong in English. They burst into laughter. When the class was over,
and the students came out of class, I noticed that they all felt very happy. So did I.
A teacher should be a comedian, shouldn’t she? (LE10)

The final incident took place when Lindsey attended a professional development
workshop. When reporting this event, she affirmed her own efficacy through expressing
her doubt about the usefulness of such workshops by showing the unrealistic and
irrelevant nature of the knowledge demonstrated there.
For young teachers like me, workshops were the occasion for learning. However,
there were many things I need to consider. It is true that everybody tries not to put
themself at risk when they have to perform a demonstration lesson in front of
teachers of the same subject. They tend to choose a safe way in which they prepare
a carefully planned and perfect lesson and choose the best students. The only
problem was that when we come back to our school where students’ knowledge is
limited, I wonder whether the perfect lesson could be applied. Do I have to make
the complicated things simple so that they can be relevant to students? Why don’t
they teach things that are practical and close to the reality of school with weak
students so that novices find it easier to design lessons? This means that whenever
novices would like to share experiences, they don’t know who to share them with.
Besides, the common advice was that it is up to you to make things relevant to
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your students. Why don’t they demonstrate a way of teaching that is relevant to
weak students? What a paradox! (LE11)

In summary, her self-evaluation of her successful use of realia in a writing lesson, of the
two valuable qualities important for a qualified teacher, patience and flexibility, and of
her realization about the irrelevance and lack of usefulness of professional development
workshops contributed a great deal to the affirmation of her efficacy even though all three
aspects were in response to challenges she experienced in achieving what she considered
desirable objectives.
1.2. Achieving Limited Acknowledgement from Students
The event in this category was symbolically meaningful and absolutely subjective. The
incident reported in this entry took place at the end of the academic year. On her way
home, some of her students met her and offered her good wishes.
It is hot though it was only 9.00 AM. Despite the fact that my face is covered in
the three layers of cloth, students recognised me and said, “Wish you a good
[summer] holiday!” (LE18.2)

The wish was perceived by Lindsey as emotionally affirming.
On the way back home, I said to myself ‘Perhaps this is real consolation for me!’
(LE18.2)

However, these experiences (interestingly framed as ‘consolation’) suggest that Lindsey
perceived her work as having been largely frustrated and, perhaps, frustrating.
Nevertheless, there were experiences in her teaching and in her relationships with her
students that gave her some sense of efficacy. There was no parallel sense of efficacy in
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her relations with her colleagues and other dimensions of her experiences with students
that undermined her sense of efficacy.
2. Coping with Vulnerability: Experiencing Powerlessness
2.1. Powerlessness in Coping with Contextual Constraints
There were two different constraints Lindsey faced in the school context. The first
constraint was students’ low English proficiency. Their limited ability in English had a
direct effect on the quality of her lessons.
When I started planning the lesson, I had a variety of interesting and creative
ideas. However, these rural students had very poor abilities in English, not to say,
the worst. Therefore, however creative and interesting my ideas, I find it
impossible to realise the ideas. If only my students had a better stock of
vocabulary, and a better ability! (LE2.1)

Her students’ low level of English prevented her from using certain teaching techniques
successfully. There were two incidents in which she failed to deal with their low English
proficiency. The first incident took place in a writing lesson at the beginning of the first
semester when she was not able to make them understand her lesson.
Today in the writing lesson in grade 11, students were required to write a
paragraph of 100 words about the literacy rate in Sunshine country. I was very
worried. After I provided them with some useful language and worked with the
whole class for a complete outline, I did hope that they could understand the task
and write the paragraph well. While the whole class concentrated on writing, I
noticed that there were many students who looked very confused. I was very
surprised. I suddenly asked them, “Do you understand?” They all answered, “No.
We don’t understand anything.” Immediately I asked why. “We don’t have enough
words and structures” answered the students. Then they added, “It’s not you, but
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we who take the blame”. I was really confused. I was responsible for bringing
knowledge to them but now I gave up. I couldn’t think of any solution. […] (LE2)

In the second incident that happened in the middle of the second semester, Lindsey was
not able to find an effective way to help her students understand a listening passage.
Tuesday last week was probably a tiring day for me. After nine periods, I was
exhausted but the two listening lessons in grade 11 were much more exhausting.
The lesson focused on Anna, Terry and Mary talking about a camping site.
Actually, this lesson was a little more difficult. […] I tried to play the tape several
times and stop the tape at the details that were related to the T/F statements in the
hope that they could catch the details. But the responses were silence from the
students. When I asked them, they all said that they didn’t hear anything. I didn’t
blame them because their listening skills were very poor. It was I that was to
blame because I didn’t have enough experience. That was why I could not adapt
the tasks or could predict possible difficulties. Many times I thought of leaving the
difficult parts but if so, their learning would be partial. After several times
attempting to help them but in vain, I wrote the answers for the students. There
was no feedback from the students because they did not understand anything. I
was very sad because I failed. I was worried that this might happen again.
(LE12.2)

It was obvious that students’ low proficiency was not only a real obstacle that lowered the
teaching quality. It also affected her emotions deeply; different negative feelings came to
her, sadness, concern, confusion and disappointment. These consequences made her
wonder about the reason why all these things happened. In my interview with her, she
blamed their low English proficiency on their passivity, dependence and loss of basic
knowledge. As she described the situation, her students didn’t try to study on their own
but depended on self-study books where they could find all the answers to the questions
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in the textbook. She described the students’ use of self-study books near the end of the
first semester:
Weak students can’t study without self-study books. In the writing lesson about
the advantages and disadvantages of the public media, I divided students into
different groups and asked them to discuss for five minutes. After the five minutes,
they had finished their task. But when I asked them to explain, they failed. They
even failed to read what they had written out. The same was true for other groups.
When I looked at their words, I knew for certain that the texts were not their own
products. Self–study books had become their reliable companion except that some
keys were completely wrong. I reminded them many times to write or talk about
things that were relevant to their lives but they did not think. […] (LE6)

Lindsey seemed to be unable to deal with this problem.
I gave up. They were both weak and lazy in making their brains work! (LE6)

The second constraint was her colleagues’ opposition to games. It was not only their
negative attitude that they expressed. They actually took actions that reflected their
attitude.
[…] When I was waiting in the staff room for my first class, a lady who was the
president of the teacher union told me, “You are not allowed to organize any
games at all. Their noise can affect other classes and you will be criticized by the
school leaders.” I kept that warning in mind and strictly followed her advice.
However, today when I was in class X, I felt a dull atmosphere, and I myself was
tired because of the flu. I decided to let the class play the game called “Slap the
board” so that I could integrate the practice of pronunciation. To be on the safe
side, I looked around. The classroom where I taught was located near the stairs on
one side and the lab on the other side, where there was no class at the time. I
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thought the game wouldn’t affect anybody at all. But when the game was just half
way through, a teacher suddenly turned up, shouted at me and the class, “Stop
playing so that other classes aren’t affected by the noise.” My face turned red; I
said nothing but asked the students to come back to their seats. I did not know why
the teacher heard the noise. Finally I found out that because of the poor sound
insulation, the classes on the lower floor were affected by noise. My lesson was
not complete because I had not elicited enough sounds for the teaching of short
and long vowels. To finish the lesson, I turned to the traditional technique “Listen
and repeat”. (LE3)

This event raised a lot of doubt in her about the establishment of an active learning
environment in the school:
Although the lesson was finally completed according to my plan and intention, I
was very sad. I wondered why positive noises were prohibited while the
movement called “Friendly School and Active Students” had been launched across
the country. To answer this question is not easy at all. (LE3)

2.2. Failure to Establish Desirable Test Conditions
There were two events that happened, one in the middle of the year and the other near the
end of the year. These events resulted from her lack of experience and mistakes in
administering and designing tests. In the first event, she used one and the same test for the
two different classes so students in one of these classes copied the keys to the questions
from those in the other class.
Time passes very quickly. It’s the second test that I have designed and
administered. After each test, I have realized that my approach to designing tests
has become more professional. […] The test this time was relevant to the focus of
the subject and familiar to the students because students have been reviewing the
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lessons very carefully. Everything seemed to be normal and then came the period
of test correction. I tried to correct the test as quickly as possible and directed
students’ attention to the basic mistakes. When I came back home, it was 11.30.
Everything would be alright if there was nothing unusual in class X. When the test
had been going on for about half an hour, one student submitted his/her test paper
and asked for permission to go outside. Then another student did the same. When I
looked at one of the papers, I was very surprised. There was only one mistake.
That was unexplainable! I looked at the transcript book and found that this student
whose paper I had looked at had got only 3 marks for the one-period test and 6
marks for the fifteen-minute test paper. As I went around the class, I noticed that
they had done the test quite well. Now I understood what was going on! There was
one thing that I had forgotten! Those who did the test this morning had passed the
key to those who did it in the afternoon. The morning class finished at 11.15 and at
12.30 nearly all the students of the afternoon class appeared at the school. The
drum sounded loudly to mark the end of the lesson but I had not thought of a
solution to this problem. Asking them to take the test again was very complicated.
What should be done about this? (LE4.2)

Because of her lack of experience, she was unable to deal with the challenge that had
arisen. The second event happened due to a careless mistake in designing the test
questions.
I am not careful enough. If only I learnt the organized and careful habits of Mr
‘Outline’, I would not ask for this trouble. I was asked to write a semester test for
grade 11. This was not a difficult task, but it was not easy at all. When the test had
been going for fifteen minutes, one student asked why there were two separate
questions with the same number, 12, and how I should put their answers in the
answer sheet. Then I felt very embarrassed. I quickly decided to let them write
their answers on the test paper, not the answer sheet. That was all I had to do
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although I knew doing that would make it difficult to mark the papers. Moreover, I
had to go from class to class to inform them about the change. I wished I had been
more careful! I promised I would not be careless next time! (LE16)

Her oversights in test design and administration contributed to her perception of failure to
establish the testing conditions that she wanted.
2.3. Managing Stress in Dealing with Non-teaching Work
Lindsey was faced with stress caused by work overload at the end of the first semester
when she had to deal with all the work, being an invigilator and marking papers included.
Not until now have I felt stress. I had three consecutive days working as an exam
invigilator. I didn’t dare to read books, let alone mark test papers, as there were
inspectors around. As a result, today I have had three piles of test papers, too
many. Then the deadline for entering marks made me more stressed, just two days,
between 31 December and 1 January. I had intended a trip on these days! But there
was a mountain of test papers, for there are two oral check-ups, two fifteen-minute
tests, two one-period tests, and one semester test. Hard work for those with nearsighted eyes! (LE8)

To deal with the stressful feeling, Lindsey thought immediately of either seeking
assistance as a coping strategy (Sharplin et al., 2011) as she expressed very clearly:
But why do I have to worry? Tomorrow when I am in school, I will ask a student
to work as an assistant. I will surely finish it! (LE8)

Or she sought a break away from the stressful job as an alternative strategy (Sharplin et
al., 2011). As she clearly claimed:
Why don’t I go online to release stress? (LE8)
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Apart from stress caused by administrative and overloaded work, she also had worries
about being a first-time invigilator. Similar to the previous incident in which she used two
different strategies to deal with stress, in this incident, she used managing emotional
response as a strategy.
Today is June the second, an important day for all students because on this day
they all have to attend the graduation exam. It was not only the students but also
the first-time invigilator who felt worried. The more worried I felt, the more
heavily my heart beat. Entering the exam room with the packet of test papers, I felt
afraid, confused and embarrassed. When I put my pen on the students’ test answer
sheets, my hands trembled, my heart became anxious, and my handwriting was
illegible because I failed to control it. My face turned red because I was too
anxious. I stopped for a while and smiled calmly at the students. I gained
confidence and continued to sign. Gradually I got used to the work. […] (LE20)

The stressful schoolwork also included entering marks. This was stressful because it
required absolute precision.
Every teacher complains about entering marks. If I am allowed to choose a word
to describe the job, it is ‘terrible’. The deadline is May 15 when all the marks must
be entered in the main transcript book and computers. The red notice on the school
notice board said so. On the afternoon of the 15th, every teacher tried their best to
finish the job. Talking and entering marks, Ms H and then Mr N suddenly said,
“Let me borrow your red pen.” Congratulations! Somebody who does it wrong!
Everybody was afraid, and, therefore, they threatened each other just for a joke.
Even veterans made mistakes, let alone us novices. Funny! Laughter drove away
tiredness! I had entered marks in five books without shouting out loud once. I
wondered why I was precise today. When I looked at them again, I found that it
was the wrong column. Congratulations! I had to replace two pages. I do not know

167

how that happened. There should have been two columns for the second semester.
Take it easy! Keeping the two books in my hand, I felt concerned. I needed to be
more careful! (LE17)

It was obvious that she used a sense of humour as a strategy to drive away stress (Sharplin
et al, 2011).
Lindsey seemed to be able to deal with stress successfully with a variety of coping
strategies from seeking assistance to seeking a break away to managing emotional
responses to using a sense of humour. However, this strategy seemed to be largely
reactive and did not seem to enable her to take control of her situation.
3. Striving for Visibility: Establishing Authority as an Invigilator
Lindsey tried to affirm her authority as an invigilator in an event that took place at the end
of the second semester. Although she was appointed as a second invigilator, she worked

as if she had the same full responsibility as the first one, especially when she dealt with a
student with some illegal materials.
I have got used to working as an invigilator at the school. I have been acting as an
experienced invigilator as well. In the Vietnamese literature exam, as a second
invigilator I didn’t need to try hard but because I was active, I had been observing
the exam room carefully. I suddenly noticed an extra piece of paper on the table at
the place of a female candidate who took frequent glances at other candidates’
papers. As I doubted that she was cheating, I moved around the room and then
stopped by her place. I asked her to lift her arms but she refused to do so. Finally I
took the piece of paper, in which there was a proverb similar to the one in the
question. I took the piece away from her and intended to write a report. But the
first invigilator said nothing. Toward the end of the end of the exam, the candidate
behaved properly […] (LE15)
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Though she did not ask the first invigilator to write a report, she used her authority to
establish order in the examination.
[…] Anyway, I helped to establish order in the room and freed her from
dependence! (LE15)

4. Coping with Organisational Interests: Experiencing Job Insecurity
Job insecurity, an area related to organizational interests, became a great concern for
Lindsey. There were two incidents that made her pessimistic about her job. The first
incident happened near the end of the second semester when she attended the school
council meeting. There she was informed that English would continue to be excluded as a
main test from the upper-secondary school graduation exam. As she remarked:
I don’t know why. For many years students who have been weak in English have
continued to be forced to learn English. I am really upset about the news but I
don’t know who I can share my feelings with. If I express my negative feelings
publicly, I am afraid the principal will misunderstand as he did in the first
semester. But if I keep silent, I won’t feel comfortable […] (LE19)

What she had to do was to accept the situation.
I have to accept the uneasy feeling and imagine the hardship of the upcoming year.
(LE19)

However, her acceptance did not reduce the feeling of job insecurity that arose in her.
What will happen to my job if I am committed to teaching here in this school?
(LE19)

In another incident that took place at the end of the school year, Lindsey felt intense
worry about her unstable tutoring classes organised during the summer holiday.
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Summertime is a source of happiness for all except teachers in the rural area.
Therefore, opening summer tutoring classes is one way of spending spare time. As
publicly announced, on the date of X, I went to the school happily for my tutoring
class. But there was no sign of certainty because there were only seven students.
And I was not likely to be able to rent a room for such a small class. (LE24)

This unsuccessful class affected her emotions strongly and negatively.
My only happiness in the summer holiday was replaced by the feelings of
disappointment, unhappiness, and emptiness. Now I understand that people don’t
want to leave the city for the countryside where there is shortage of everything
despite the availability of human resources. I must have less free time if I live
somewhere else. (LE24)

5. Maintaining Social Professional Interests: Safeguarding Self in the Face of Tense
Relationships
5.1. Sensing Negative Relationships among Colleagues
Lindsey was well aware of the tense relationships among her colleagues at the end of the
school years. As she discovered by the end of the first semester, the internal relationships
among members of the subject division were characterized by tensions.
As this was a small school, many divisions were merged. My division includes
teachers of Vietnamese literature and teachers of English. Male teachers in this
school usually make jokes about a teacher whose wife belongs to the LiteratureEnglish division, saying, “Whenever she has a division meeting, just stay home
and do the housework.” You must be surprised at such a joke. Forgive me for what
I am going to tell you. Female teachers in the division are very talkative. I am
always tortured by their long talk whenever the division has meetings or seminars
or a feedback session after lesson observation. I have been sitting for hours and
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hours listening to the literature teachers’ useless comments and remarks that are
meant to attack each other. It is said that feedback or remarks are meant to support
progress but what is implied in their language of feedback is strong criticism of
their colleagues. One is happy to find fault with the others. And the consequence is
that sometimes someone bangs the table, showing his/her anger. I would beg your
forgiveness for my association of division meetings with noisy market quarrels. I
have been to three meetings in the past three months at school, and I have had a
really terrible time at all of these meetings. I always feel asphyxiated by the tense
atmosphere! (LE7)

Another event that happened at the start of the second semester appeared to increase the
degree of tension among members of the school community.
Recently a colleague of mine made a big mistake I had never expected. He tore up
a student’s notebook and threw it at the student’s face. His student’s class reported
him to the school council and asked for a change of teacher. Things become
complicated. There were many meetings with teachers who criticized the action,
and then with the school executive board who warned the staff to keep their
actions under control. One teacher expressed his opinion. “Teachers are like
actors. When they are on stage, they need to show a variety of emotions. That is
why they sometimes fail to control their feelings. Therefore, the teacher’s
behaviour is acceptable.” I am shocked at the opinion because if everybody
thought in that way, the relationship between teachers and students would be much
worse. (LE9)
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5.2. Using Silence as a Strategy to Protect Self from Negative Relationships
5.2.1. Protecting Herself from the Tense Relationships among Colleagues
All the tensions in the complicated relationships among colleagues resulted in her choice
of silence as her strategy linked to protective structure and process. She first protected
herself from being involved in the conflict:
On the surface, everybody looks friendly to each other but actually they don’t
behave truthfully toward one another. That is why I don’t dare to share anything
with anybody for fear of the fact that I may be involved in such a tension. I will try
to build up a good relationship with colleagues - not the kind that I have seen here
in this school. (LE7)

Then she wanted to keep herself from hurting the feelings of anybody from either of the
opposing parties.
If feedback were meant to help colleagues make progress, then their relations
would certainly be closer. However, in this case, comments are aimed at attacking
each other and their relations deteriorate. And for unknown reasons, I would
become the person with whom they share their complaints, blame and criticism.
Being aware that I am in the middle of a battle, I keep silent because I don’t want
to hurt anybody. (LE7)
[…] The difficulty was that there might be somebody who is more likely to get
upset by straightforward comments and feedback. That is why I don’t want to
confess anything to anybody. Sometimes we need to keep silent […]. There is
somebody who always reminds me that silence is the best principle. (LE9)

By the end of the year, however, she considered maintaining silence as her main strategy
to keep her away from trouble, especially in the face of the female colleagues’ gossip.
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After half a month on holiday, I came back to school with mixed feelings.
Students exchanged their greetings, driving away all her sorrows of being away
from school. Entering the staff room, the female teachers told each other stories
that happened when they worked as examiners, stories about parties. Ms H said
that during the examination days, she produced many different nicknames that she
attached to different people. Of the many nicknames she created, I was especially
interested in the nickname MB, which she created for Mr. H. Can you guess what
it is? I bet you can’t. MB was the short form of MONEY BUSY, which meant to
be busy making money. But if you read it the other way round, the nickname
meant “being mean” in Vietnamese. Actually Mr H was known as the teacher who
had made a lot of money from private tutoring. I think doing private tutoring to
earn money is a legal job and it is impossible to consider him as being mean. I just
kept silent, which was the best way to respond to their gossip! (LE25)

5.2.2. Dealing with Unfair Treatment by School Leaders
Unfair treatment took place in her relations with the school leaders. There were three
incidents that clearly revealed the problem. The first and second incidents happened early
in the year when she began her teaching at the school, and the third incident happened at
the end of the year. In my interview with Lindsey, I was told about the first incident.
Lindsey and another teacher were placed at the school at the same time. However, to her
surprise, the other teacher was assigned to teaching while she was not. When she asked
the vice-principal who was in charge of assigning teaching to the teachers for the reason,
he said that the average mark of the other teacher, which was higher than hers, showed
that he was better qualified for teaching than her. In the interview, she clearly expressed
her disagreement but, as she said, she was unable to show her disagreement in the face of
the vice-principal. That was why she felt uncomfortable, but nevertheless kept her views
to herself. She added that on the one hand, it affected her teaching psychologically, but,
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on the other hand, that incident made her more determined to show her continual efforts
to affirm her teaching ability. Although towards the end of the year, her efforts and
teaching abilities were recognized by the principal, this incident affected her
psychologically, making her waver in her confidence in her teaching ability.
The second incident happened in the middle of the year after the first semester. When the
results of several tests during the first semester were reported to the executive board, the
top school leaders agreed that the subject teacher had to take the blame for the low
English proficiency of the students. Once again in my interview with her, I found that she
did not agree with the leaders. She said that the main reason for low proficiency was the
students’ uncertainty, dependence and lack of basic knowledge of English, which resulted
from their experiences in the lower secondary school. She added that she was unable to
change the situation overnight. And once again she had to keep all the disagreement to
herself and was unable to make it known to the leaders.
The third incident happened at the end of the school year and was related to the unfair
calculation of additional hours of teaching.
It is good if a novice has additional hours of teaching. However, it is this excessive
load of teaching that drove me crazy. Calculating the additional hours is a terrible
task because it needs a lot of revision. In the first semester, I had not known about
claiming the additional hours and therefore, in the second semester, I calculated
the hours carefully. The total number of additional hours was 347 periods. Two
days later, I was called on by the principal. He said that my calculation was wrong
and it was impossible to have such a big number. He added that the head of the
division had a different calculation for me. I did not cheat and I explained my
calculations to him carefully. However, I did not know why two periods were
deducted from the total number. Actually I was absent for two periods but I did
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have make-up classes for the two periods […]. I did not argue with him and kept
silent as well. 60,000 Vietnam dongs is not a big sum, but I find the way the
principal did the calculations was unfair. (LE26)

Lindsey’s comments indicate that when she confronted either tense relationships among
the staff or unfair treatment, she resorted to silence as a strategy. This way of dealing with
the problem also showed that her position was on the periphery of the staff community
rather than in the centre, regardless of her efforts to affirm herself.
5.2.3. Using Redefinition of Roles to Avoid Tense Relationships
An alternative strategy to avoid involvement in the tense relationships with colleagues
was redefining one’s role. Early in the school year Lindsey realised that as an apprentice
teacher she had to accept her minor role in the school.
[…] On many occasions I have thought that as an apprentice teacher, my advice or
feedback is of no value in comparison with that of other teachers. Therefore, if I
have to express my opinion, I need to be more careful about what I say. (LE9)

In the school culture where elderly people must be absolutely respected, Lindsey regarded
herself as a “tiny tree” in comparison with senior colleagues or veterans considered as
“big trees”. At the end of the school year she noted:
Nowadays, B- level English has become one of the obligatory tests for all postgraduate candidates. However, a female teacher stared at me and said, “I don’t
think it is necessary to teach English. It is useless, boring, and noncommunicative.” It is unbelievable! I guess that at the time she learnt English,
English must have been taught in a very theoretical and uncommunicative way.
Nowadays, if she knew about the British Council, different techniques of
adaptation, and a variety of communicative activities, she would not make such a
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simplistic claim. I have argued that if English were not taught, how could we
integrate ourselves into the world, how could we have people qualified enough to
work for the foreign services…However, it is impossible to convince her because
she is regarded as a “great tree” at this school. Later she made another claim, “If I
were the minister of education and training, I would not ask students to learn
English.” (LE27)

It became evident that the strategy of role re-definition was closely linked to that of
silence keeping. In other words, her role as an inferior novice teacher led her to the choice
of maintaining silence that was related to the protective structure and process.
I think that although what she says is not right, we have to listen to her because
there is a saying that those who are 79 must follow those who are 80. If I am just a
tiny tree, what is rational to do is to live under the palm of a big tree. (LE27)

In summary, what made the adjustment hard for Lindsey was bound up with her
experiences with staff rather than students. She seemed to be creative, but also easily
demoralized. She had some successes as a teacher, but overall seemed to have felt that she
could not achieve the fundamental changes that the students really required and received
no acknowledgment at all for the effort that she was making. Further, her strategies for
dealing with her colleagues involved withdrawal and were associated with uncertainty so
that she had no clear sense of herself as a member of school community. Where there was
a sense of herself, it was clearly on the periphery.
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CHAPTER 7: CASES OF MIXED ADAPTATION
This chapter presents the two cases that are predominantly characterised by mixed
adaptation, Patrick and Smile. The chapter provides detailed evidence to clarify the seven
characteristics of the pattern of adaptation portrayed in Chapter 4. For these two cases,
their unifying pattern is that they have some areas of their experiences as novice teachers
that conform to the integrative adaptation pattern while other areas of their experiences
conform to the fragile adaptation pattern. My reason for describing them as ‘mixed’ is
that these divergent patterns of experience should not be averaged, but rather
acknowledged as contradictory aspects of a larger whole.
Each case report is constructed around the different categories of professional interests
that have already been outlined. For the case of Patrick, the report starts with Section 1
regarding self-interests. It continues to Section 2 about vulnerability, Section 3 about
visibility and Section 4 about organizational interests. The report ends with Section 5
dealing with social professional interests. For the report of the case of Smile, the only
difference is that Section 4 does not deal with organisational interests, but instead, with
material interests because data related to organizational interests was not mentioned in her
blog.

CASE 1: PATRICK
The analysis of the case of Patrick will show that he had a sense of efficacy as a result of
some achievements with his students. But his teaching competence was negatively
evaluated by his colleagues and he showed a failure in dealing with other teaching and
non-teaching work. He also failed to cope with vulnerability on his own and therefore had
to seek assistance. But he was able to safeguard his professional position and to gain
support and assistance from colleagues in both professional and personal matters.
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1. Maintaining Self-interests: Experiencing a Negative Sense of Efficacy with No
Social Recognition but Gaining Limited Achievements from Students
1.1. Instructional Competence Negatively Evaluated
There are two critical incidents through which Patrick found his efficacy negatively
evaluated either by his colleagues or by himself. The first incident happened early in the
first semester when his lesson was observed by teachers from the English division. His
colleagues felt that he was unable to determine the focus of his main lesson and that was
why he failed to allocate a proper amount of time to each part of the lesson. Although he
was well aware of what he needed to do in order to decide on the main focus, the failure
repeated itself in the second lesson that was observed by other teachers a month later.
I’ve found that I am disappointed in myself. Last week my lesson was observed by
other teachers. I chose the reading lesson. Although I prepared my lesson very
carefully, and had learnt a lot from the previous lesson where I had found myself
short of time, the result this time was terrible. I found myself again short of time. I
did most of the things well but the only problem was that I lost track of time for
many activities. I failed to determine the focus of the lesson. (PE11)

This problem coupled with his inability to predict up-coming events affected him
negatively. As he wrote:
If this kept happening, I would die. I do hope I won’t make the same mistake.
(PE11)

The second incident happened near the end of the first semester when he realized that he
had failed to turn his grammar lessons into interesting ones. As he recalled:
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For Language Focus as an important part of a unit, I failed to find an effective
method. I haven’t found ways to approach grammatical points in the most
interesting way, therefore affecting teaching effectiveness. (PE15)

Patrick seemed to be at a loss about how to find a better way of teaching grammar but he
knew that he had to rely on himself in this case rather than resorting to the knowledge he
had acquired from university.
These are very practical issues while the knowledge I have acquired from
university seems to be unhelpful because it is absolutely theoretical. I may need to
invest more time in reading materials. (PE15)

1.2. Experiencing a Failure to Deal with Non-teaching Work
Besides perceiving his instructional competence as negatively evaluated, Patrick
encountered a failure to cope with an unusual exam and study schedule near the end of
the school year. According to this schedule, the second semester exam would be followed
by learning opportunities rather than be preceded by them. For Patrick, this schedule was
much more difficult to accept because when it came into effect, due to holidays and days
off in the weeks before the exams very little time was left for his students to review
lessons before they took the exams.
I don’t know why the exam schedule for this semester is strange. By week 39 all
the tests will have ended so learning will resume in weeks 40, 41. Why do students
have to study when they have finished exams? By then will both teachers and
students work seriously? In the next two weeks there will be more days off either
for holidays or days when students in the lower grade are off schools so that there
can be enough rooms for exams for students in grade 12. Next week I have only 3
periods but will have to make-up classes. Obviously in these makeup classes
students will cram for exams, becoming overloaded with knowledge. Teaching
will therefore be ineffective. Besides, by the end of next week students are
scheduled to learn TEST YOURSELVES F. That means they will sit for exams
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without being helped to review the old lessons. They won’t get higher marks
themselves. What a difficulty! (PE24)

Although he found the schedule inappropriate and knew that it would affect his teaching
plan, there was nothing he could do to take advantage of the schedule or to change the
situation.
Patrick also found himself incapable of dealing with the additional challenges of his work
as a form teacher although the incident related to this happened at the end of the school
year when he had gained more experience in the work.
Time passes so quickly. I have taught for almost a year! For the past few weeks I
have managed to organize the meeting of the class of which I am the form teacher.
But I have now been very disappointed by the presence of very few students
although I have reminded them of the meeting many times. There were only
twenty students present while the number of the whole class was 39. I don’t know
what to do. I even invited a representative of their parents to the meeting in the
hope of receiving support from them. But none of them attended the meeting and
no reason was given for their absence. (PE28)

Despite his long preparation, the meeting he attempted to hold did not happen as he had
planned. This unsuccessful event affected him strongly because he perceived the lack of
success in arranging this event as possibly being connected with his inability to organize
the timing of his teaching.
I […] felt disappointed. I felt hurt, which made me very sad. Instead of having a
cheerful class meeting, this meeting was very dull! Was this my mistake? (PE28)

1.3. Projecting a Positive Self-evaluation of His Professional Work
Despite his instructional competence being unfavourably evaluated and his failure to deal
with some non-teaching work, he had some achievements with students that motivated
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him a great deal. The first achievement was the positive responses his students showed in
the middle of the second semester.
I have been teaching in the second semester for 4 weeks. And now everything
returns to normal. Students have worked harder. In class they have participated
more actively. (PE17.1)

These positive signs from his students were of great significance to him.
These have made me so happy that I feel energized. (PE17.1)

The second achievement, which was equally significant for him to confirm his selfefficacy was his students’ better results.
Last week we summed up all the semester activities and the results of English as a
subject in the class are good. (PE17.2)

This achievement not only motivated him but also made him feel proud. This was how he
reacted to the results:
This is my pride, which will motivate me to teach well in the second semester.
(PE17.2)

Through this event, he came to recognize the great effect students had on him – in
particular ways in which he could find confirmation that what he was attempting to do
was effective for student learning.
Seeing students work hard makes me happy. I do hope this will happen for the rest
of the time. Now I have realized students’ learning has a great effect on my
teaching. Whenever students look happy learning, I feel happy and energized. But
if they don’t, I feel depressed. (PE18.2)

In summary, Patrick had some achievements with students that confirmed his sense of his
instructional work even though he had other negative experiences in both instructional
and non-instructional work, which made him greatly depressed and demotivated because
he perceived his actions in those areas to have not been effective.
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2. Dealing with Vulnerability: Struggling with Contextual Constraints and Personal
Problems but Seeking Assistance
2.1. Struggling with Students’ Low English Proficiency, Laziness and Passivity
What seemed to make Patrick feel most vulnerable was his students’ low English
proficiency, which was coupled with what he termed laziness and passivity.
When he started his teaching at the school, he discovered this problem.
The school where I am working is a good quality school in the XM district, and a
nationally standardised one. But to my surprise the English proficiency of the
students is very poor. If I taught as I had been trained, the students would not learn
anything from my lesson, which makes me really worried about the quality of
learning. (PE1.2)

The situation was perceived by Patrick as being worse when he linked the problem of low
English proficiency coupled with laziness to a great disappointment for him. As he
described it:
I have administered the first test. I am really sad and disappointed by their poor
results and laziness. They get all the types of exercises wrong although they have
encountered those types so many times. There are only 10 out of 40 students who
got marks above average. Really disappointing! What can I do to improve their
learning quality? Extra lessons have been given and they have been forced to study
old lessons carefully. Why? It may take time to find the real reason. (PE3.2)

The problem of laziness appeared again in his blog three months later:
For the past two weeks, I have faced new problems with teaching. Students who
have experienced a stressful semester now want to relax and haven’t started
learning. If this continues, it will be worrying as they will lose knowledge in the
first three units of the second semester. What can I do? I have warned them many
times but they ignore me. When I check their work for the lesson, I realise that
they haven’t prepared it. (PE16.2)
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The problem, however, did not stop at that. He also discovered another negative
characteristic of his students, passivity.

The class, of which I am the form teacher, has received low marks for their
activities, under 10. That’s terrible! And that is really a surprise to me. Why? I am
new to this school, inexperienced as well. But the students are too passive,
especially in their studies and class activities. I know this through my own
monitoring and through talking to other teachers. I know this is unintentional but it
is negative! I am feeling very sad and disappointed! (PE7)

To cope with this persistent problem, which exposed him to vulnerability, Patrick
sometimes turned to his colleagues for assistance.

I have asked the experienced teachers who have given me a lot of useful advice.
According to their advice, my teaching should be made relevant to students’
levels, helping them understand and master the lessons. This is more important
than following what I have learnt from university courses. (PE1.3)

I will ask colleagues about ways to solve this problem (PE13)

However, sometimes he tried to solve the problem himself by applying different
measures.

I feel I need to motivate them and show more interest in them. I need to have a
meeting with the class board, maintaining discipline. I need to be both hard and
gentle so that they can be afraid of me but at the same time show respect so that
they will make efforts in their studies and activities. (PE7)

Perhaps I have to give them 15-minute tests more frequently. Hope that they will
be afraid of getting bad marks and will try their best. (PE16)

183

However, despite his efforts to solve the problem either by himself or by relying on
experienced colleagues, he failed to improve his students’ proficiency to the extent that he
hoped. Patrick ended his last entry relating to proficiency with a question that revealed his
failure to deal with this problem:

Time passes quickly. This is the second mid-term test. And the results of this test
are discouraging. Before this test, I’d prepared the students carefully for it in the
hope that the results would be better than previously. But things are different.
Students couldn’t answer even easy questions though these questions had been
practised many times. I am very disappointed and discouraged. They are too weak
in foreign languages. What can I do about it? (PE23)

These different aspects reveal the mixed pattern – some dimensions of teaching
confirming a perception of efficacy and also confirming the effectiveness of the initiative
that he had taken while other characteristics of his work with students reinforced a sense
that he could not make the kinds of difference that he desired.

2.2. Seeking Assistance to Deal with Negative Aspects of His Relations with Students
Another problem that made Patrick vulnerable was the relationships he had with his
students. The relationships in which he was not so strict brought about undesired
consequences that affected the traditional characteristics of teacher-student relationships
such as respect and being respected.
A week has passed with a lot of work. And I have realised a lot of things, which
are useful for my teaching. Up till now I have noticed easing up on students is
absolutely harmful. Since the beginning of the school year, I haven’t been strict
with them in terms of discipline and marks. And that leads to their bad behaviours.
It is time to be strict with severe punishments, which can force them to make
efforts to study better (PE3.1)
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In negative terms, my easy manner has led to their bad behaviour and disrespect.
When this happens many times, there is no distance between the teacher and
students. They show no respect for the teacher, which makes it difficult to educate
them (PE6.2)

To address this vulnerability, he relied completely on the assistance of experienced
teachers.

I have turned to experienced teachers for advice. And their answer is to be stricter.
(PE6.3)

2.3. Encountering a Different Instructional Method

After nearly three months at the school, Patrick started to realize the significance of the
differences between the skills-focused teaching method he had been trained in and the
grammar-focused method favoured by the school teachers.

I am now facing a new difficulty - that is, how to keep pace with the developments
of the new learning environment. In other words, how can I make students tune
into the teaching methods of the teacher? Here in this school, the teachers are
interested in teaching in the way that enables their students to answer questions in
exams. As a result, they show their interest in teaching grammar, ignoring all
skills. (PE10)

However, despite his awareness of the difference, there was nothing he could do to bridge
the gap. He tried to apply what he had been trained to do in his teaching practice, but he
came across the problem of lack of time:

I am equipped with teaching methods that can help them to gain more than just
knowledge of grammar. But the problem is that to do this fully, I don’t have
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enough time to teach them grammar. 45 minutes are too short for teaching
grammar. (PE10)

2.4. Experiencing Personal Problems

In addition to the methodological differences, there were two personal problems that
made him vulnerable. The first problem was related to his health.

I have been absent from school for nearly a week. I have to go to hospital. My
health has gone bad. I have a problem with my kidney and bladder, which causes
pain. Fever and cold spells made me exhausted. If this keeps happening, I can’t
come back to teaching. But this is the time for review and exams. Without me,
other teachers can replace me but students will find it difficult to study better.
What can I do to become better? Doctors here have very limited ability. But if I
have to go to the big city, am I able to go alone? (PE14)

That was why he was very happy to come back to work after a fortnight.
I feel happier because I have no health problem now (maybe the doctors weren’t
able to find one). I am no longer worried about health and can concentrate my
whole efforts on teaching. (PE25)

The other problem was the difficulties he encountered living and working a long way
from home.
I’m about to go home! Tomorrow I will go back home! I am very happy when I
think of going home. Home, and what is associated with home, helped me much in
the early days when I settled here in the far-way land. However I have encountered
a lot of difficulties when I am away from home. Take, for example, travelling back
home. Every time I am going to return home, I have a lot of things to prepare. I
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have to arrange everything here so that nothing affects our job at the school. Then
I need to prepare an adequate sum of money to travel home and this is not easy at
all for a graduate like me. I do hope everything will be better. (PE30)

In summary, to deal with vulnerability caused by student characteristics, his relations with
the students, or the conflict in the instructional methods or personal problems, he used
seeking assistance as a strategy or relied upon his own solutions. Whatever ways he used,
he felt vulnerable teaching at that school.

3. Struggling with High Visibility: Setting Work Boundaries as a Strategy to
Balance Work and Personal Life
Like other participants, Patrick experienced being overwhelmed by work. There was a
time when he had to participate in so many activities that his participation affected his
preparation of his lessons. This was in November when schools celebrated Teachers’
Day. As he recounted:

In the near future, the department of education & training in BV will organize a
variety show for all secondary schools. My school has 5 different acts. I have been
asked to dance. Oh my God! I have never danced in my life! But never mind!
That’s not too difficult. I have to practise from 19.00 to 23.00 every day. I feel so
exhausted that I can’t concentrate on planning my lessons because I have to
practise for almost a month. I don’t know whether I can survive till then. Besides,
I have to participate in other activities of the Youth League such as organizing
competitions, and extra-curricular events organised by the school. Moreover, I will
be inspected about my professional work for two periods. How can I prepare the
lesson well? That’s too difficult. (PE8.2)
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There was another time when form teachers were very busy. That was when one semester
ended and the next semester started.

This is the busiest time of the year because it is the end of the term, especially for
a form teacher like me. I need to prepare everything for the report on of activities
in the first semester next week although the second semester has been going for
two weeks. (PE16.1)

There was also another time when school activities became very concentrated. That was
in March when there were important political holidays to celebrate. At this time he was so
busy that his personal life was severely affected.

I have been very tired this week. And I have felt too exhausted to concentrate on
teaching. The reason is that the school has organized sports competitions and
others for several consecutive weeks, and I had to participate. Over these weeks I
had to teach, rehearse and compete. For the three consecutive weeks, I haven’t had
a Sunday to relax. If this continues to happen it’ll be very bad. I need fitness to
maintain teaching. The second semester is coming to an end and I need to increase
my teaching effectiveness. (PE21.1)

To prevent himself from being overwhelmed by work, he used the strategy of setting
work boundaries (Sharplin et al., 2011). According to Sharplin et al, this was an example
of direct-action coping strategies linked to the protective structure and processes where
teachers set boundaries on workload, or set limits on tasks and time. This was what
Patrick did by using this strategy:

Maybe I need to solve this problem. First I need to participate in fewer school
activities so that I can be fit enough to concentrate on teaching. (PE21.3)
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He also engaged himself in health promotion activities, an approach Sharplin et al. (2011)
classified as making use of palliative strategies. Like direct-action coping strategies, this
one was also related to the protective structure and process. As he recounted:

Second, I need to train myself to be physically fit. In this way I can maintain work
effectiveness. (PE21.2)

As a result, he became physically fit to the level that he expected.

4. Furthering Organisational Interests: Safeguarding Professional Position

One of the most important things novice teachers seek is gaining the best appraisal by
significant people in order to be officially admitted to the staff after one-year of
apprenticeship. That was the reason why novice teachers often invested time and effort
when they were inspected by significant others like the head of the division or the school
executive board or officials from the local department of education and training. The
same was true for Patrick. For the inspection, he prepared his documents and lesson plans
very carefully. As he recounted:
During this time although I haven’t focused on teaching practice, there is too much
work for me, which imposes a lot of pressure on me. Sunday this week the school
will check all teachers’ documents and lesson plans so I need time to prepare for
the check. This work requires careful and meticulous preparation. (PE27)

The reason for his careful preparation, as shown in the next extract, was that the results of
the inspection might affect the appraisal of his professional competence, which in turn
might influence the result of his apprenticeship:
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If there is something wrong, that will affect the appraisal of my performance and
probationary period. (PE27)

5. Maintaining Social Professional Interests: Seeking Support and Assistance
from Colleagues

One of the best experiences Patrick had with his colleagues was the enthusiastic support
he gained from them throughout the year. He realized that he had professional support
from them, indeed he attributed his learning to them. This was what he wrote about their
help:

I have been teaching for over two months. I have now been used to teaching. I
have gradually understood students’ proficiency as well as what they really need
for their English. This is really useful for my teaching from now on. All of these
are due to school teachers’ enthusiastic help. Regarding professional work,
whenever I have a problem with my lesson, I have received devoted help from
teachers. They have become my wonderful advisors. In addition, they are always
ready to give a hand in every case. That’s really helpful because that helps me
avoid mistakes in teaching. Regarding a form teacher’s duties, not only teachers in
the English division but also teachers from other divisions are always ready to give
support, which make me feel confident in this aspect of my work. I owe a lot to
them! (PE5)

He found that he was lucky because his colleagues’ assistance which was very concrete
and practical, helped him grow up professionally. In his words:
I‘ve found that I am lucky to work in a good environment. What I want to
mention is the enthusiastic help from the teachers in the division. Last week my
class on Language Focus was observed by a teacher in the same division. To tell
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the truth, the lesson was fairly good. However, under the teachers’ eyes it didn’t
go well enough. He said that I expended a lot of effort but efficiency was not high.
And he told me about what a good lesson on grammar was like. He said that for a
grammar lesson, teaching grammar theoretically should be avoided; instead, many
examples should be given to illustrate the grammatical point. Wonderful! I have
learnt a lot from his advice. In addition, many other teachers, especially Mr P,
were ready to correct my words. Mr P gave me many pieces of advice. He was
very kind to me. I promise to myself that I will try my best to please my “new”
teachers. (PE12)

Patrick’s support was not limited to professional work but it was extended to care about
his health.

I feel much care given by the school not only in terms of professional practice but
in terms of health. Working in such a school, I feel happy and try my best to
contribute to it. (PE25)

Patrick’s good relations with his colleagues could be maintained through opportunities
created by the school such as the trip he described below.

A week has passed and I have begun a new week. Last Sunday and Monday, the
school organized a trip for all teachers to places of interest in a famed place of
local interest. This is a super trip although only half of the teachers participated in
the trip. This is a very good opportunity for me to socialize with other teachers,
which helps me be more confident and happier when working with them. (PE20)

At the end of the year, he again wrote about his helpful teachers as a great source of
support when he needed it.
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Luckily by my side, there are excellent colleagues. My mentor loves me very
much and is very enthusiastic about helping me. He has shown me the way to best
organise a review for students, how to detect what students need in order to
respond to their needs. In addition, I have consulted with other teachers who are
not at all reluctant to provide me with review materials and show me the best way
to give a review lesson. Some helpful teachers even correct my students’ papers.
That is super! (PE26)

In summary, Patrick projected a positive self-evaluation of his efficacy but his teaching
competence was negatively evaluated by his colleagues. Although he experienced
powerlessness in coping with non-instructional work, in dealing with students’ low
English proficiency, laziness and passivity, he gained assistance from his colleagues in
dealing with negative relations with students. He also had personal health problems but he
was able to apply tactics to protect himself and gained support and assistance from the
school community. He was able to secure his job status. Patrick continued to gain support
from his colleagues and leaders and he seemed to be accepted by the community as he
tried his best to be a member of the community. So, despite very mixed outcomes in his
endeavours to make differences in his students’ learning of English, by the end of the
year, Patrick had established strong relationships with the school community and a sense
of himself as a member of that community.
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CASE 2: SMILE

The analysis of the case of Smile will show that she achieved self-affirmation by gaining
student acknowledgement and a sense of self-efficacy. Nevertheless, she experienced
powerlessness in dealing with vulnerability even though she was able to project a good
image as a proper teacher. Additional dimensions of mixed experiences were that she
failed to overcome material constraints in her school but she was able to receive some
support from her colleagues.
1. Furthering Self-interests: Gaining Social Recognition from Colleagues and
Mentor as well as Students and Achieving a Sense of Efficacy
1.1. Gaining Acknowledgement from Students
Smile experienced acknowledgement from her students. Early in the first semester, she
was deeply moved by the gifts her students gave her on the occasion of Vietnamese
Women’s Day (October 20).
In the afternoon, when I arrived at the school, a voice sounded “Congratulations
on October 20th”. With this came a bundle of beautiful flowers. “What a beautiful
au dai you have!” said a student. (SE1.2)

But it was not the gift that moved her. When she knew that they did not have classes that
afternoon and the only reason for their presence at the school was to offer her the gift, she
was emotionally touched because this gift-giving event made her feel part of the school
community. However, what made her feel really happy was the way her students behaved
towards her. As she said in the middle of the year:
Every day when I come to school, I have a little happiness and a little surprise
because I am called “Teacher” by my students and greeted with their friendly
smiles. (SE10.1)
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At the end of the year, when looking back at the past year, she expressed her feeling of
happiness with what she had received from her students. This was what she remarked
about the students:
Whatever has happened, I feel I have received a lot of love from my first group of
students. (SE20)

Clearly love from the students brought about a feeling of being acknowledged by students
as an official member of the school community.
1.2. Gaining Self-efficacy through Successful Use of Instructional Techniques and
Some Achievements with Students
Smile’s instructional competence was acknowledged by significant others. For the first
lesson observed by EFL teachers from the division in the middle of the first semester, she
received very encouraging comments from the head of the English division.
The lesson was generally good. The power-point presentation was very beautiful;
time allocation was appropriate; teaching techniques were effective. (SE1.3)

For the second lesson that took place a month later, although he was not satisfied with her
lesson, she also received positive remarks from the head of the division:
The teaching steps were properly arranged; time allocation was relevant. But some
parts of the lesson were not properly planned like vocabulary eliciting and followup activities. (SE7.2)

For the third lesson observed by more than ten teachers early in the second semester, she
had spent more than a week preparing the plan and in her perception, the result was better
than the second lesson. She also had good comments from the teachers.
The teacher is confident; the lesson plan is fairly coherent; the power-point slides
are beautifully presented. (SE11.2)
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Her instructional competence was acknowledged by significant others such as the head of
the division and other teachers. However, the acknowledgement not only came from
significant others but also from her achievements with the students.
In an incident that happened near the end of the first semester, she demonstrated her
ability to arouse her students’ interest in English by using an English song. This was what
she did:
On Saturday, I was satisfied with the listening lesson. The two classes I taught
went very well; they concentrated on the lessons and answered the questions well.
For the last three minutes, I asked students if they would like to listen to an
English song. The whole class said “Yes!” They liked the song “Love you and
love me”. I played the song. The whole class listened attentively; some of them
seemed to daydream. When the drum sounded, they refused to leave the room and
did not let me turn the cassette player off. (SE3.3)

Her students’ interest in the song brought about her feeling of happiness.
Although I was very tired then, I felt happy as I had made my students like English
through listening to the English song. (SE3.3)

In another incident that took place at the end of the year, Smile successfully ran a group
work activity.
Toward the end of the year, when students all had semester results, and noise
would not affect other classes, I decided to use a group work activity. It worked
successfully. Students showed interest in discussing in groups and then presenting
their opinions later in front of the class. There were groups where students were
not good enough and were afraid to do their public presentation. However, they
finally participated well. I thought this was a real English class. (SE19.2)

However, the clearest achievement she had was that she contributed to a positive change
in her students’ English proficiency. For a rural school like hers, the general situation was

195

that students had low English proficiency and showed a lack of interest in English and,
therefore, did not invest hard work invested in the subject.
In a class there is an average of 20 students who can be considered as having the
basic knowledge of English. The other students have almost no knowledge. When
I use English in class, they say they don’t understand and ask me to use
Vietnamese. I don’t know why the school sets as the target goal that 55% of the
students should have an overall score above average. For the past years, the figure
was under 50%. For unknown reasons, students in the school like learning
mathematics, physics and chemistry. Most of them are very afraid of the English
tests in the graduation exam […] (SE16.1)

Determined to change the situation, she implemented a plan to tutor the 20 weakest
students. The tutoring classes were from November till the first semester exam. And the
results occurred as she expected. Ten students showed interest in English, learnt very fast
and made very good progress. Another ten students with scores lower than average made
remarkable progress in aspects such as grammatical structures and vocabulary.
It was obvious that acknowledgement from students and significant others as well as
achievements she had with her students confirmed to her that she was an effective
teacher.
1.3. Using Authority to Establish Discipline: a Shift from Being Humanistic to Being
Custodial in Coping with Disruptive Students
As a strategy to establish discipline, Smile resorted to authority. The process of her using
authority to deal with students, especially disruptive ones, showed a change in her attitude
from being humanistic to being custodial. By the end of the year, Smile noticed a clear
change in her attitude.
Previously I used to think that a teacher who was gentle, well-qualified and
friendly to students could be in a better position to make students learn voluntarily.
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Now I realize that I have to be hard, cold and decisive at times; I need to praise
obedient students but to punish disobedient students who are not really serious or
lacking in awareness. (SE17)

Early in the year when she first encountered a disruptive student, she asked him to copy
the lesson 5 times. When the lesson ended, however, he asked her to reduce the task to
two times only. As she felt sympathy for him, she eventually agreed to reduce the penalty.
However, at the end of the year, she seemed to treat students very hard, especially
stubborn ones:
[…] there are some students who are stubborn and indifferent to my words. One
day, while in class, I noticed K, a student in the first row, talking privately and not
copying the lesson. I got very upset, saying to him that there were two options for
him to choose from: one was to repeat the class and the other was to copy the
lesson one hundred times which would be submitted in the next lesson. Of course,
he had to choose the second option. The next day he came to submit the copied
lessons, but showed his dissatisfaction clearly. And I told him that he was not
worthy of being a student of the school. (SE17)

It was clear that Smile strove for her self-efficacy in different ways by looking for
students’ acknowledgement, and then for significant others’ recognition and finally by
turning to authority to protect self and at the same time restore proper working conditions.
2. Struggling with Vulnerability: Restoring Desirable Instructional and Discipline
Conditions
2.1. Experiencing Contextual Constraints
There were constraints in the school context that she found impossible to change. These
constraints exposed Smile to vulnerability. Noise was a constraint that discouraged her
from trying communicative activities like games.
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I couldn’t organize games in the lesson because it causes so much noise, which
may influence other classes. For example, when I want to check vocabulary, I
have to avoid using the activity “Slap the board”. Or when I start a lesson, I have
to refrain myself from using games. (SE10.2)

In addition, school activities, especially in March, affected learning and teaching a lot. As
March was the month with important political national holidays, schools had a lot of
activities to celebrate the holidays. Like other schools, Smile’s school organised various
activities.
March is probably the busiest month for teachers and students, teaching
competitions, variety shows, camping… but the most popular activity in this
school is the variety show. (SE14)

However, it was not time and money that students had to spend on these activities; it was
learning that they sacrificed.
These days, students are all preparing for their tents on the occasion of March 26
(the foundation of Communist Youth League). The atmosphere was busy,
especially at class meetings. But learning is reduced. Some students don’t learn the
lesson by heart; others forget about the timetable; students talk privately a lot in
their classes. Sometimes I just want to reprimand them all! (SE14)
These days students are lazy. They concentrate only on preparing for camping
tents. So when they come to classes, they are all so tired that they don’t want to
copy their new lessons, nor learn their old lessons. Weak students ask for
permission to go to prepare the tents. (SE15)

Another constraint was her students’ low English proficiency. She spent much of her time
tutoring weak students and her tutorials did help these students make good progress.
However, this was a persistent problem she could not solve on her own. This challenge
was the main cause of her vulnerability. When she administered a semester test she hoped
for good results because she had given the students a very careful review lesson. But
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contrary to her expectations, she was extremely depressed by the low results of the
students.
When I looked at their papers, I am depressed because their results are very low. I
have given them various careful review lessons but except some students who are
good at English, most of them got all the answers wrong. The results made me
unhappy and disappointed and now I feel depressed by this very low proficiency.
(SE18.2)

In my interview with her at the end of the year, when asked about the effect of students’
low English proficiency, she said that students’ low proficiency made it impossible for
her to apply teaching techniques she had learnt at university and that she sometimes had
to make a shift away from communicative and interactive teaching to grammar-focused
teaching, which was completely exam-driven. She said that this was a negative trend.
When asked what she had done to restore more appropriate learning conditions, she said
that there were two things she had done. First, she talked to the teachers in the division,
showing them the need to introduce the new teaching method, which focused more on
interaction than on grammar. Second, she had gradually familiarized her students with
speaking and listening activities. She remarked that although they did not get used to
these activities, they became familiar with them by the end. Some of the students started
to speak in their classes and comprehend spoken English.
Although these various constraints became a source of vulnerability which restricted her
choice of teaching activities and strongly affected her emotionally, she was partly
successful in restoring what she regarded as more appropriate learning conditions where
she was able to apply her interactive activities to her teaching practice. This success gave
her a sense of control over her own professional activities at the level of techniques
specifically associated with language learning. Other dimensions of her professional
activities did not give her the same sense of effectiveness.
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2.2. Struggling to Maintain Discipline
Class management was a big challenge for Smile as a beginning teacher. She applied
various measures for nearly three months but she failed to establish order in her classes as
expected.
When I am teaching, weak students refuse to listen to my explanation. I don’t
know what to do so that students can be afraid of me and, at the same time, respect
me. I have been reprimanding them, entering their names in the lesson record
booklet. When I enter their names in the booklet, they ask for forgiveness because
they are afraid that their form teacher would call their parents if they are informed.
After each lesson, I feel very tired. I hate behaving in that way […] (SE7.2)

The failure to control students led her to a disastrous event that happened near the end of
the first semester when the principal blamed her for her inability to control noise.
Today may have been the saddest and most depressing day since the start of
teaching. I returned semester test papers to students in Class 10X. The whole class
got so noisy that I could not control them. At that time, the principal passed by and
came in to remind me about the noise. After the class, I was called to his office.
He blamed me for the noise caused by the students, which was not permitted in the
school. (SE8.1)

This incident affected her strongly. She felt disappointed, hopeless and lost her
confidence in her ability.
I feel so ashamed. I find myself absolutely weak in behaving seriously to make
them afraid. I really don’t know how to cope with those who talk privately and do
private things in the class or how to maintain order or how to attract students’
attention to learning and to listen to my advice. These are all the big questions that
I can’t find answers to. I hate teaching; I am tired of the school, classes, teachers
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and students! As other teachers have said, teaching is not a job of my choice but
my fate. I don’t know what will happen tomorrow and in the next few years. Will I
still be suitable for teaching as a job or will it be something I am forced to do? I
don’t know how to make my students love me but still maintain their seriousness.
I find it impossible to do this. (SE8.2)

As a result of her pessimism, she blamed herself for her inability to manage classes well
when she looked back at what she had done in the first semester.
[…] Perhaps because I am still young and inexperienced, I am unable to manage
classes well and, as a result, some of my classes become noisy. I have been
criticised and feel very unhappy. (SE10.2)

Once again, she expressed her desire to manage classes in the way she thought was
appropriate, but she found it impossible to practise.
[…] Teaching offers a chance to challenge the ability to deal with pedagogical
situations. What should be done is to use both hard and soft measures so that
students can show respect for teachers and don’t commit their mistakes again?
(SE13.1)

The experience of her lack of success in classroom management contrasted strongly with
her experiences of success in some areas of English language teaching and her ability to
influence the achievements of her students.
3. Striving for Visibility: Projecting an Image of a Proper Teacher
To maintain a positive image of a proper teacher, Smile invested great efforts in her
lessons, especially those which would be observed by her colleagues. As she wrote in her
first blog entry:
[…] This week is special as on Tuesday March 20th I had my first lesson observed
by my colleagues. I felt very worried, even more than when I was a teacher
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trainee. It is hard for a novice teacher, especially when I was catching flu. Without
a computer, I had to prepare a power-point presentation all day Sunday. On
Monday 19 December I did not feel the festive atmosphere of the holiday. After I
had finished my lesson and attended the flag salutation, I had to complete my
lesson plan. On Tuesday, I had to pilot the plan at the school because I was afraid
of the computer virus. There, as Mr. T was there to help with the computer and he
also acted as a student, I felt happier, less worried about the lesson to be observed.
(SE1.1)

She took advantage of reviews and tests to show that she was a qualified, serious and
strict teacher.
This week there were reviews and tests. For the second one-period test, I designed
8 different versions of the test so that students couldn’t copy from each other.
(SE5.2)

She also wanted to present herself as a responsible, enthusiastic and helpful teacher, so
she planned a tutorial class.
I intended to organise a tutorial class for those who are the weakest in English.
The school encouraged teachers to tutor weak students. Next week, I need to
collect 20 of the weakest students from the four classes I taught and arrange a
timetable of one class per week until the first semester exams. (SE5.3)

4. Attempting to Restore Material Interests: Struggling with Facility Constraints
Facilities in the school presented themselves as a big constraint, which made it impossible
for Smile to have better lessons.
If only the computers and projectors were better, I would make my lessons better
with appealing video clips. (SE19.2)
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I still remember when I was a first-year student, Ms C taught us a children’s song
which was cheerful and easy-to-remember and very good for vocabulary learning.
I want to use the song again but the problem is that the facilities available are not
as good as expected. (SE20.1)

Different from dealing with students’ low proficiency, when she succeeded in
establishing favourable working conditions for her teaching, Smile was unable to restore
proper learning and teaching conditions because of facility constraints.
5. Maintaining Social Professional Interests: Seeking Assistance from Colleagues
Smile established a good relationship with her colleagues. She received assistance from
an IT teacher who not only helped her with the power-point presentation but also acted as
a student in her pilot lesson. She also received very encouraging comments from the head
of the division who observed her lessons. In addition, school colleagues were considered
as a source of the assistance Smile sought as one of her strategies.
Being an apprentice teacher, I need to observe more to learn about appropriate
methods apart from making great efforts by myself. (SE6.3)
As an apprentice, I should ask forerunners about their experiences. (SE9)
Everything is all experience for which we should ask forerunners so that I can be
successful in the education of our children (SE17.4)

In summary, Smile achieved a sense of efficacy and gained student acknowledgement and
social recognition from her colleagues and mentor but she was not able to deal
successfully with discipline. She was able to project a good image as a proper teacher but
experienced powerlessness when reprimanded by the principal. She was unable to cope
with facility constraints and she struggled with class management but she received
support and assistance from the community. A key difference between Patrick and Smile
is that she experienced powerlessness in dealing with discipline and disruptive students
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and also negative evaluation from the principal while the main problems for Patrick was
the experience of powerlessness in coping with students’ negative characteristics.
It is evident that the six cases representing the three patterns of adaptation experienced by
first-year EFL teachers in Vietnam demonstrated distinctive features of their socialization.
In the following chapter, I will discuss significant issues emerging across the different
patterns.

204

CHAPTER 8: DISCUSSION
This chapter presents a discussion about eight major issues that have arisen in the
findings. I start the chapter with some insights into the advantage of the micro-political
perspective over the socialization perspective. Then I discuss four significant issues: the
formation of the three patterns of socialization, the role of interaction between first-year
EFL teachers and the micro-political realities, the importance of self-evaluation and of
acknowledgement by students and the absence of the cultural-ideological interests. After
that, I consider the issue of self-socialization in first-year EFL teachers’ process of
socialization. Following this, I examine the relationships between the use of micropolitical strategies and micro-political literacy. Finally I end this chapter with a discussion
about the issue of individuals returning as teachers to schools where they were once
students.
Sections 1 through 6 and Section 8 in this chapter clarify different aspects and
characteristics of first-year EFL teachers’ socialization process and, therefore, contribute
to answering the first research question “How do first-year teachers in Viet Nam
experience their professional socialization?” Section 7 dealing with the use of micropolitical strategies aims to help provide a deeper understanding of the second question
“How do novice EFL teachers in Viet Nam deal with the micro-political realities of
schools during their socialization?”
1. Micro-political Perspective Illuminating the Interaction between the Context and
First-year EFL Teachers and Highlighting the Concept of Agency among First-year
EFL Teachers
By illuminating the intentions and consequences of the varied and personalised
relationships from all sides involved in negotiating the process of socialization, the results
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of the study highlight the benefit of using the micro-political perspective to examine the
nature of the socialization process first-year EFL teachers experienced.
Kelchtermans and Ballet (2002b) showed the merits of the micro-political perspective in
understanding the realities of the school as an organization. As they explained,
[…] the micro-political perspective deals with a natural phenomenon in the
functioning of organizations; micro-political processes simply occur in any
organization, in processes of collaboration as well as in resistance, and within the
organization as well as in the interactions with the external environment. […]
Central in its focus are the personal or collectively shared interpretations of these
political processes by the members of the organisations, and thus also their
choices, values, interests, motives as well as their individual career stories,
intertwined with the history of the school. (pp. 107-108)

Similar to the micro-political perspective, one perspective of the socialization theory
focuses on the interaction between novice teachers and the school community. For
instance, the model of teacher socialization constructed by Staton and Hunt (1992)
considers socialization as a result of the interaction among different components such as
individuals, the context and various agents. Researchers who take the model as a
theoretical framework tend to seek affective, cognitive and behavioural changes.
However, different from the micro-political perspective, the socialization perspective fails
to capture the nature of the interaction. The point is that the nature of interaction depends
largely on the purpose of human behaviour. Although both of the perspectives explore
human behaviour, the socialization perspective examines changes in human behaviour
under a variety of influences without taking the purposes of the behaviour into
consideration while the micro-political perspective directly connects human behaviour
with its purposes. From the micro-political perspective, the ultimate purposes of first-year
teachers’ professional behaviour are perceived as safeguarding, restoring and/or
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establishing their professional self. With a focus on the connection between human
behaviour and its purpose, the micro-political perspective is able to reveal not only the
influence of the context upon novice teachers but, more importantly, the impacts human
behaviour has upon the context.
Clearly the two-way interplay between the contexts and individuals indicates the nature of
interaction in which the professional self plays a crucial part. This means whatever
professional actions novice teachers perform, all of these actions aim at safeguarding,
restoring or establishing their professional self. The elaboration or protection of
professional self is at the core of the interaction. Kelchtermans and Vandenberghe (1994)
explained the nature of the interaction:
A professional biography is the result of a dialectical relation between the teacher
and his or her (professional) environment. A personal meaning system (self,
subjective educational theory) is constantly interacting with supra-individual
meaning systems (e.g., school culture). These supra-individual meanings will in
turn be perceived, interpreted and filtered by the individual and so influence his or
her professional behaviour (p.49).

Accordingly, the context or specifically the working condition acts as a mediating force.
Kelchtermans (2005, p. 1003) explained:
Without contradicting Lasky’s claim that ‘‘political and social context along with
early teacher development shaped teachers’ sense of identity and sense of purpose
as a teacher’’ (thus mediating teachers’ agency), I want to argue that the working
conditions at the school level play a crucial role as mediating factors, interfering in
the processes of teachers’ sense making of changes in policy and society and the
emotions that go with it.
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The study findings showed ample evidence that specific professional cultures had a real
impact upon first-year EFL teachers’ socialization process. One example is that half of
the participants in the study relied on experienced teachers for professional assistance and
considered the veterans’ advice as the best solutions to their instructional problems.
Jason, for instance, turned to experienced colleagues when he faced confusion about the
assigned task of writing questions for exams organised by the local department of
education and training. Patrick sought veterans’ assistance when he found it difficult to
deal with his students’ low English proficiency, and when he found it necessary to limit
the negative impact of his relations with students on their behaviour towards him.
Similarly, Smile regarded learning from veterans’ experience as essential for coping with
student indiscipline and disruptive students, one of the important problems she
encountered in her first year. However, different from these three participants, Amanda
had to seek assistance from young colleagues as she received no guidance or support from
senior teachers, either her mentor or head of the English division. In the same way,
Lindsey, who found intense relationships among colleagues in her division, had to
maintain silence in her behaviour toward them, especially the senior ones, because in her
view of the school culture, senior teachers’ social and professional practice did not offer
norms and values for herself or the community. It can be clearly seen that these
participants performed opposing actions in dealing with their social professional interests.
Nevertheless, these conflicting reactions reflected the two major features of a professional
culture which Kardos et al. (2001, pp. 260-261) termed veteran-oriented.
The first feature is that many of these novice teachers tended to regard veteran teachers as
experts who were confident, effective and efficient in their work and turned to them for
professional advice, guidance and assistance. The reason is that they were the ones who
determined the norms of professional practice and interaction.
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The second feature is that the veterans had no need to interact with novice teachers or
discuss professional issues in depth with them. The lack of need to interact was mainly
because the veteran’s professional practice was well-established and they regarded
themselves as experts. As a consequence, novice teachers in this type of culture were
largely ignored. These examples clearly indicate that the veteran-oriented professional
culture in the first-year teachers’ schools shaped their micro-political actions.
Another example of the impact of the context on novice teachers were the radical changes
noticed in the way the participants dealt with disruptive students. The study results
showed that the first-year EFL teachers tended to become more custodial toward the end
of the year. Smile’s adaptation revealed a shift away from being a friendly teacher early
in the school year to being a strict and hard teacher toward the end of the year. Likewise,
while Amanda used both harsh and lenient measures to establish discipline in her class
early in the year, toward the middle of the year, she turned to only firmness to stop chaos
in her class (e.g. giving a B to the class). In the same way, to stop students’ disruptive
behaviours, Patrick seriously followed the advice of the veteran teacher who encouraged
him to be stricter to disruptive students. These examples revealed an important message
about the cultures of the schools where these novice teachers worked – strictness was
valued as the only effective way to deal with indiscipline and disruptive behaviours. It is
obvious that a culture favouring strictness made the teachers become more custodial in
their classroom management strategies.
Apart from the examples that describe the influence of the context on the individual, we
can also see the impact of the individual upon the context. The findings in the study show
that first-year teachers were actively involved in the socialization process where they
proactively employed a variety of micro-political strategies to cope with the micropolitical realities of the schools for safeguarding, restoring and furthering their
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professional interests. In this way, these first-year EFL teachers demonstrated their
agency although the extent of agency differed from group to group, or from pattern to
pattern. As shown in the findings, agency was manifested in two different ways. First, it
was revealed through the novice teachers’ desire to restore or to establish proper teaching
and learning conditions congruent with their professional self or educational subjective
theory. For example, the impact Amanda had on the context was the successful
introduction of interactive English language teaching into the particular classroom context
of her school. Likewise, the influence Jason had upon his classroom setting was his
effective adaptation of instructional techniques to his specific students and also his
successful dealing with their low English proficiency. Similarly, for Smile, the effect on
the context was the very good progress her students demonstrated thanks to the tutorial
lessons she gave to them.
Second, agency was also exhibited through first-year teachers’ safeguarding or protecting
of their professional self. For example, Lindsey demonstrated her ability to use silencekeeping as a strategy to protect her from getting involved with colleagues in conflict.
Similarly, Cindy employed a variety of strategies such as overt compliance, harsh and
lenient measures and humour to deal with instructional and disciplinary problems. In the
same way, Patrick turned to assistance seeking as a strategy several times to cope with
student- or teacher-related vulnerability. Seen in this way, the concept of agency is not
restricted to influences or impacts on the context as explicated by Lasky (2005, p. 900):
[Agency] starts with the belief that human beings have the ability to influence
their lives and environment while they are also shaped by social and individual
factors.

The definition of agency can also be extended to include the ability to “overcome
conditions of adversity” (Castro et al., 2010, p. 900). The aspects of agency that have
210

been identified in these novice teachers’ socialization processes centre round the safeguarding, restoring or establishing of their professional self, whether that is in the
classroom, the staffroom or the wider community. The micro-political dimension of this
is that agency is not a universal, but rather something that was negotiated (differently) in
the complex overlapping contexts in which the novice teachers operated.
2. The Impact of Interaction between First-year Teachers and Micro-political Realities of the
Schools upon How They Are Socialized

The findings in the study have revealed the mutual interplay among individuals, the
context and agents. It is the interaction as described in the previous section that affects
how the participants were socialized. The effect has streamed the six first-year EFL
teachers into the three different groups representing the three different patterns of
socialization according to the nature of interaction each group exhibits. Accordingly, the
nature of interaction within the group termed Integrative Adaptation is perceived to
exhibit a higher degree of effective novice teacher agency, which also implies a lower
degree of control over the first-year EFL teachers imposed by either the context or
significant others or both. In contrast, the interactional feature of the group experiencing
Fragile Adaptation reveals a lower degree of teacher agency and a higher degree of
control imposed by either the setting or significant others or both. For instance, take the
participants who demonstrated integrative adaptation. Amanda was able to use a wide
range of micro-political strategies in various aspects of her social and professional life.
She employed overt and resistant compliance to survive instructional challenges; she
applied both harsh and lenient strategies to deal with students’ disruptive behaviours; she
strove to project a good image of a competent teacher by investing efforts and time in her
substitute lessons; she actively connected herself with young colleagues in the face of
lack of guidance and assistance from her mentor. In her professional relationships with
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the staff, she used the strategy of compensation when she detected unfair treatment by
some staff; she also applied the strategy of selective responses when she found herself
overwhelmed by a wide range of assignments by the principal. The only areas where she
found herself vulnerable and pressured by the school structures were in non-teaching
work and lesson planning and review lesson where she had to deal with students’
questions. In these areas she found it impossible to control the situations.
Jason, another example of integrative adaptation, demonstrated a similar trend. He
achieved self-efficacy and gained social recognition through leaders and colleagues as
well as student acknowledgement. He strove for high visibility by taking part in various
school activities to project an image of a competent teacher; he also invested his time and
effort in improving students’ English proficiency and lesson planning to present himself
as a proper teacher. He accepted additional tasks as a strategy to win support and
recognition from his colleagues and school leaders. The only evidence of influences by
the school structures was time demand, where he found it difficult to keep a balance
between his personal and public life.
For those who demonstrated fragile adaptation, the picture was quite a stark contrast with
lower agency by participants and higher control over them by school structures. Cindy,
for instance, was able to use different micro-political strategies such as overt compliance,
and humour, as well as hard and soft measures but she failed to establish proper learning
conditions when she wanted to promote independent studies among her students. She was
able to achieve limited self-efficacy through her self-evaluation but she failed to restore
proper teaching conditions because of the very low level and quality of resources
available in her school. She gained some support from school leaders but she had very
limited social professional relationships with school staff. In addition, time demands
became a real challenge, which she found hard to overcome. Similar to Cindy, Lindsey
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was able to achieve self-efficacy through her self-evaluation but she was unable to restore
proper teaching and learning conditions because she encountered students’ low English
proficiency and her colleagues’ opposition to the use of games. She was also unable to
deal with overloaded non-teaching work, and she failed to establish good testing
conditions. Further, she found it impossible to establish a social professional relationship
with her colleagues because she was placed in a veteran-oriented professional culture and,
as a result, she had to apply silence-keeping as a strategy to protect herself.
The nature of interaction within the group representing the Mixed Adaptation shares
features with both of the other two groups.
The evidence presented above indicates very clearly two necessary and sufficient
conditions that can determine the nature of adaptation: competence and control. The
condition of competence indicates whether first-year EFL teachers were qualified enough
to use micro-political strategies to deal with the micro-political realities of the school. The
teachers who showed integrative adaptation exhibited competence whereas those showing
fragile adaptation were not able to assert control. The condition of control refers to
whether the school structures and processes were powerful enough to influence the
participants. As can be seen from the case studies, participants showing fragile adaptation
were more deeply impacted on by the school structures and processes such that they were
not able to demonstrate control over their professional selves. School structures and
processes were more controlling of those novices with fragile adaptation experiences,
including those fragile adaptation aspects of the novices with mixed adaptation patterns.

213

3. The Role of Self-evaluation in the Affirmation of First-year Teachers’ Professional
Self
Self-efficacy can be usually achieved with the evaluation and recognition by “significant
others” such as mentors and colleagues. In this study, however, participants achieved selfefficacy mostly through self-evaluation rather than evaluation by “significant others”. The
findings reveal that Amanda and Jason, who were both categorised as examples of
Integrative Adaptation gained self-efficacy through both self-evaluation and social
recognition. The findings also show that Lindsey and Cindy, who were both categorised
as examples of Fragile Adaptation achieved self-efficacy mainly through self-evaluation.
For the Mixed Adaptation pattern represented by Patrick and Smile, self-efficacy was also
achieved mostly through self-evaluation but also to some limited extent through
awareness of achievements with students. These findings affirm the important role of selfevaluation in the socialization of beginning teachers, and the comparative force of selfevaluation in comparison with evaluation from “significant others”. Rots et al. (2012)
emphasized a sense of satisfaction with one’s teaching achievements with students as one
of the two important sources of self-affirmation as a competent teacher. As they claimed,
“[…] the experience of making a difference in youngsters’ personal development strongly
contributed to their self-affirmation as a competent teacher” (p.4). Conversely, the
experience of failure which is usually found in the discrepancy between one’s task
perception and the evaluation of one’s actual performance will be the potential threat to
self-affirmation. As a result, positive or negative self-evaluation is likely to determine the
presence or absence of self-affirmation in the first-year teachers. Huberman, Grounauer,
Marti, and Neufeld (1993) discovered the role of self-perceptions in the life of beginning
teachers. As they claimed, while uncertain self-perceptions added more to pedagogical
difficulties and therefore affected their professional image of themselves, positive self214

perceptions “increase their sense of ease and self-confidence in the classroom” (p.204).
The findings in this study confirm that novices’ self-evaluation of their teaching
achievement/failure with students is as important as significant others’ social recognition
in self-affirmation. Taking the case of Amanda as an example of integrative adaptation,
although she received very limited student acknowledgement, she achieved self-efficacy
through a series of successful applications of teaching techniques congruent with her
subjective educational theory. These instructional successes affirmed her to herself as a
competent teacher. Similarly, as an example of fragile adaptation, Cindy received no
recognition from significant people. But instead, she maintained her self-efficacy through
her positive evaluation of her own image as a competent teacher. In the same way, with
limited student recognition, Lindsey sustained her professional practice thanks to her
positive self-evaluation of her instructional competence. Another example is Patrick. He
experienced negative feedback from his colleagues on his instructional competence and
unsuccessful dealing with non-teaching work. However, he still maintained his selfefficacy thanks to his positive evaluation of some of his work achievements with students.
These examples clearly indicate the powerful role of self-evaluation in the maintenance of
first-year EFL teachers in the induction phase.
4. The Role of Acknowledgement by Students in First-year Teachers’ Self-affirmation
An issue related closely to self-evaluation is social recognition by students, rather than by
“critical persons” (Rots et al., 2012) such as supervisors, mentors, teacher educators, or
colleagues or by the achievements the teacher makes with students. The findings of the
study confirm the role of social recognition by “significant others” such as mentors or
school leaders (head of subject division and principal) as in the case of Jason, whose
sense of self-efficacy was acknowledged by his mentor and colleagues. On the other
hand, the results of the study also suggest that acknowledgement by students plays as
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important a role as acknowledgement by influential colleagues as, also, in the case of
Jason, who was acknowledged not only by ‘significant others’ but also by his students.
Other acknowledgement was particularly evident in the case of Amanda, who was also
classified as an example of Fragile Adaptation. However, this role is not restricted to
examples of Integrative Adaptation. It was also found in Smile as an example of Mixed
Adaptation and Lindsey as an example of Fragile Adaptation. These three participants did
not achieve social recognition by “significant others”, but, instead, did receive symbolic
acceptance from students. For Amanda, the gifts offered by her students on different
occasions induced in her a variety of positive emotions, which in turn brought her a
feeling of being accepted as a member of the school community. Similarly, for Smile, the
gift offered by her students on the occasion of Vietnamese Teachers’ Day and the positive
emotions she felt as a result of their respectful behaviour made her feel accepted by the
community. Likewise, Lindsey felt warmly accepted by the school community when she
received a wish from one of her students. The study results affirm that acknowledgement
by students is no less important than social recognition by significant others.
5. The Absence of Cultural-ideological Interests in the Stories of First-year EFL
Teachers in Vietnam
Cultural-ideological interests refer to “the more or less explicit norms, values and ideals
that get acknowledged in the school as legitimate and binding elements of the school
culture” (Kelchtermans & Ballet, 2002b, p. 114). They can be manifested in “negotiation
and cultural definition processes by the members of the organisation” (Kelchtermans &
Ballet, 2002b, p. 115). The processes in turn can be found in “discussions, negotiations,
and actions among the competing ideas about goals”(Kelchtermans & Ballet, 2002b, p.
115). These discussions and actions are considered as “ideological struggles”
(Kelchtermans & Ballet, 2002b, p. 115). Despite the agency demonstrated by the first216

year EFL teachers in this study, there were no ideological struggles in the stories told by
the participants in my study. There can be two possible explanations. First, culturalideological interests appear only in certain conditions. As Kelchtermans and Ballet
(2002b, p. 115) clearly showed:
We found that the cultural–ideological interests to most of the beginning teachers
only came into play when they observed discrepancies between their own task
perception and job motivation and the dominant culture (values, norms) in the
school, or when they stayed in that school for a relatively long period (e.g. a full
year). If they only did an interim job of a few weeks, most respondents avoided
taking a stance in ongoing conflicts or discussions, and simply adapted to the
situation. But even in the case of longer contracts, many teachers still did not
commit themselves to these processes of cultural negotiation and complied with
the dominant values.

The novice EFL teachers in my study worked for one academic year but these interests
were rarely found. I would argue that another probable explanation could be the influence
of Vietnamese culture. As Garner (1989, pp. 127-128) claimed:
Vietnamese culture emphasizes the maintenance of harmony; candor and
directness are considered rude, so there is a reluctance to contradict someone
outright.
It is disrespectful to challenge a teacher. (p.127)

This aspect of the Vietnamese culture has an impact on the way Vietnamese EFL teachers
behave towards their colleagues. Take Lindsey, for example. In the face of conflicting
relationships among colleagues in her subject division, she chose silence-keeping as a
strategy to protect herself from conflicts. When she faced opposing opinions expressed by
senior colleagues, she tried to avoid challenging them publicly by keeping silent.
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Similarly, Amanda was another example. Although she recognized that her school leaders
assigned various tasks to young teachers and she disagreed with their assignment of too
much extra work, she never let the leaders know her disagreement and silently chose
selective responses to protect herself rather than publicly challenging them. These stories
are interesting examples of the impacts of cultures on the use of micro-political strategies,
which I think needs further research.
6. The Issue of Self-socialization in the Socialization Process of First-year Teachers
The lack of mentors (in the cases of Amanda & Lindsey) and their ambiguous and
unknown roles in the case of Cindy, coupled with the lack of a designed mentoring
program in place at upper-secondary schools in Viet Nam emphasizes the importance of
self-socialization for most of the participants.
Self-socialization is not a new concept. Lortie (1975) discovered this phenomenon in his
sociological research into teaching as an occupation. He indicated that teaching was an
individualistic rather than a collective occupation. As Lortie (1975, p. 79) explained:
[…] teachers are portrayed as an aggregate of persons each assembling practices
consistent with his experience and peculiar personality. It is not what “we the
colleagues” know and share which is paramount, but rather what I have learnt
through experience. From this perspective, socialization into teaching is largely
self-socialization; one’s personal predispositions are not only relevant but, in fact,
stand at the core of becoming a teacher.

Thus self-socialization or individualistic socialization refers to an individualistic
conception of performance, which Lortie (1975) confirmed leads to poor novice-teacher
socialization in schools. The most evident impact is the individual burden novice teachers
have to suffer. According to Lortie (1975), because people of other occupations perceive
knowledge as jointly shared and the individual can share his or her failures with other
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people, his or her burden is reduced. But teaching is totally different. “Teachers derive
little consolation from this source; an individualistic conception of practice exacerbates
the burden of failure” (Lortie, 1975, p. 81).
More than thirty years later, Hayes (2008) also found and discussed this phenomenon in
his occupational socialization research with beginning teachers in Thailand. He found that
in a culture of professional isolation where there was no systematic induction program in
place and also little support from mentors, self-socialization could cause failure and might
impose heavy demands on beginning teachers.
The findings from this study confirm this negative side of self-socialization. The
participants experiencing Fragile Adaptation, who formed very limited or no
relationships with colleagues and mentors, experienced powerlessness in trying to further
material interests and achieved no social recognition from ‘significant others’. One of the
participants experiencing Integrative Adaptation, who had no relationships with her
mentors and limited relationships with senior colleagues, struggled with the performance
of her professional duties and with understanding the school mechanisms. The
participants experiencing Mixed Adaptation who achieved no social recognition from
“significant others” or reported no social recognition also experienced as much
powerlessness as those experiencing Fragile Adaptation.
However, the study results also show that self-socialization could provide opportunities
for teachers who were competent to implement changes. The participants experiencing
Integrative Adaptation were an example. Within her relative independence in the class,
Amanda was able to apply communicative activities, and Patrick applied his adapted
technique of vocabulary pre-teaching successfully. These applications show two
necessary and sufficient conditions for this positive aspect of self-socialisation to occur.
One is whether beginning teachers were able to understand the realities and to use
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professional or micro-political actions properly enough. The other is student factors (their
level, desire to cooperate, support). Without these two conditions, self-socialization can
add a burden to the socialization process of novice teachers.
7. Micro-political Strategies and Micro-political Literacy
The concept of agency discussed in Section 2 in this chapter is associated closely with a
wide range of micro-political strategies (Goodman, 1988; Kelchtermans & Ballet, 2002a;
Sharplin et al., 2011) employed by novice teachers to protect, restore or establish their
professional self. A variety of micro-political strategies are also accompanied by the
concept of micro-political literacy (Kelchtermans & Ballet, 2002a, 2002b). These findings
raised three important issues that need to be discussed in this section.
First, although various micro-political strategies were used by all the participants to cope
with the micro-political realities, they differed in frequencies and types of strategies in
use. In comparison, the participants experiencing Integrative Adaptation used micropolitical strategies more widely and in a greater number than those with different
experiences, whereas the participants experiencing Fragile Adaptation utilised them in a
very limited way. For instance, Amanda employed ten different strategies and Patrick
used six different strategies. In contrast, Cindy who experienced Fragile Adaptation
utilised only three strategies and Lindsey with similar experiences employed two
strategies more than Cindy did. In addition, Cindy used the one and same strategy six
different times. Based on this evidence, I would argue that all the participants are more or
less micro-politically literate and that the participants who experienced Integrative
Adaptation are likely to be more micro-politically literate than those from the other
groups. By claiming they are micro-politically literate, I mean that they are able to
demonstrate the three aspects of micro-political literacy suggested by Kelchtermans
(2005) and Kelchtermans and Ballet (2002b), that is, knowledge, operational or
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instrumental and experiential aspects. By the knowledge aspect, novice teachers show that
they are able to recognise and interpret the issues of power and interests that arise in the
situation. By the operational or instrumental aspect, novice teachers demonstrate that
they are able to use micro-political strategies to safeguard, restore and establish desirable
working conditions. And by the experiential aspects, novice teachers reveal their feelings
resulting from the micro-political actions they perform, which can be positive (joy, pride,
self-esteem, fulfilment) or negative (powerlessness, anger, disappointment, depression).
The practice of novice teachers’ performance of the micro-strategies shows that most
participants show all the three aspects of micro-political literacy. In the case of Amanda,
having realised that she lacked support from her mentor, which made it very hard for her
to establish relationships with senior teachers, Amanda decided to use the strategy of
compensation to strengthen the relationship with young colleagues. This strategy brought
her the feelings of motivation and gratefulness as the young teachers were helpful and
enthusiastic colleagues. On another occasion when Amanda felt exploited by the school
leaders who required her to do too many tasks, she applied the strategy of selective
responses in which she did only tasks that she thought were relevant and ignored tasks
she believed were irrelevant. Despite the fact that by applying the strategy, she avoided
heavy task assignments, Amanda felt dissatisfied because she was forced to do tasks
against her will. For Lindsey as another example, having recognised that the staff had
very tense and adversarial relationships with each other, Lindsey resorted to silence to
protect herself from getting involved in complicated relationships with the school
colleagues. Being forced to keep silent, she reported feeling vulnerable and depressed.
Another illustration is the case of Patrick. Having realised that he would run the risk of
being overwhelmed by too much work, Patrick set work boundaries as a strategy to keep
a balanced social and personal life to safeguard his self-image. When he applied this
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tactic, he felt stressed and therefore unable to control the situation. All these examples
clearly show that novice teachers were able to interpret, to deal with the micro-political
realities to safeguard, restore or establish their professional self and together with the
application of a particular strategy they experience either negative or positive emotions.
Based on this evidence, I would argue that the first-year EFL teachers’ use of micropolitical strategies in this study may reveal that micro-political literacy is something that
reflects their social and political awareness. It is not something to be introduced from
external sources, but something to be awakened internally. This perspective reinforces the
relation between self-advocacy and micro-political literacy suggested by Kelchtermans
and Ballet (2002a).
[…] our study also sheds a different light on the widespread view on the
teaching profession as a service profession, often casting it as a selfless vocation.
Our analysis challenges the selfless mystique calling for teacher self-advocacy.
Rather than negative qualities, self-advocacy and micro-political literacy are
inherent and positive capacities of teachers committed to their profession (p.766)

Such perspectives indicate the value of integrating micro-political learning into teacher
education programs through which student teachers should pay due attention to the micropolitical dimension of teaching instead of the cultural and social dimensions through
encouraging them to reflect on their teaching practice for identifying different
professional interests and their influences on their actions and thinking.
Second, if the goal and direction of a specific strategy are examined, an important thing to
note is that almost all the strategies employed by the study participants were reactive
rather than proactive. This means the micro-political actions the participants use are
related more to protection than to influence/change. This evidence might lead naturally to
the belief that first-year EFL teachers had a limited command of micro-political literacy.
It may also be believed that the reason might be lack of training in the micro-political
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literacy to deal with schools as organizations as they acted according to their own
awareness. However, I would argue that it cannot be novices’ lack of training in micropolitical strategies that restricts their professional actions only to the goal of protection. I
would also argue that the main problem could be the arrangement of micro-political
strategies on the reactive/proactive continuum that may limit our understanding of the
nature of the strategies utilised by novice teachers. As Kelchtermans and Ballet (2002b, p.
117) explained,
[…] we think that these different variants of micro-political action have to be
understood as cyclical or iterative, rather than as positions on a continuum.
Actions to restore lost working conditions are, for example, reactive in goal and
direction of action, but they imply proactive strategies that aim at changing the
situation.

Seen in this way, I would argue that the nature of agency in the process of novice teacher
socialization can be easily detected and identified. The findings in the study showed
various examples of professional actions that are reactive in goals but proactive in effect.
To control indiscipline and disorder, different participants used direct power. Amanda
used the strategies of punishments and rewards; similarly, Jason used reprimanding as a
tactic; in the same way, Patrick and Smile resorted to punishments. The immediate goal
of the strategies is to stop indiscipline and disorder but the micro-political implication is
to restore the lost appropriate learning condition of discipline and order and, more
importantly, to train students to behave well and in respect toward teachers.
Third, more than half of the strategies employed by all the participants triggered intense
negative emotions, including feeling dissatisfied, risky/ vulnerable, angry, depressed,
stressed, tense and tired, vulnerable and disappointed and powerless. This indicates that
the use of a variety of micro-political strategies by the participants, on the one hand,
assisted their first-year survival and, on the other hand, added to their negative
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experiences in their already difficult induction period. The evidence might partly explain
the negative side of the socialization process that novice teachers may experience.
8. The Issue of First-year Teachers Returning to the Schools Where They Had Been
Students
The issue was raised in the study on the first-year socialization process of four first-year
Thai teachers conducted by Hayes (2008). This researcher found out that two of the study
informants returning to the place of their previous schooling were treated by their
colleagues (formerly their teachers) still as students, not as official teachers and that this
treatment triggered adverse emotions in them because they had to keep a low profile, thus
affecting their self-affirmation. However, the problem did not feature as a major theme in
other studies conducted in South-east Asia such as the study conducted with a Cambodian
teacher (Moore, 2008). Two of the participants in this study, Amanda and Lindsey,
returned to their own school with Amanda also having been placed at the school during
her teaching practicum. Neither of them reported similar treatment to that of the
participants in Hayes’ study. The findings in this study did not support those in Hayes’
(2008) study. Despite this, I discovered that these returning participants had both
advantages and disadvantages. The advantages included familiarity with colleagues,
students and the school culture that helped them overcome the feeling of being a stranger
in a strange environment and role ambiguity. As for the disadvantages, Amanda reported
the experience of pressures imposed on her, especially in her observed lessons because of
her colleagues’ high expectations of her ability. She also reported the negative feeling of
discomfort at the presence of her old teachers in her lessons. Different from Amanda,
Lindsey had no pressure or feeling of discomfort but she reported unfair treatment at the
end of the school year by the principal, who was formerly her teacher, despite his initial
support given to her. Nevertheless, as in the case of the informants in Hayes’ study, these
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problems did not feature in other studies and, therefore, there is a need for further
research.
In summary, the discussion in this chapter has brought to the surface distinctive themes.
These themes include the capacity of the micro-political perspective to uncover the
agency of novice teachers, the interaction between them and the micro-political realities
and its impact on their socialization process, their use of micro-political strategies and the
absence of the one category of professional interests are recognisable exemplars
supporting the usefulness of the micro-political perspective in detail and its value as a
general framework for establishing and analysing categories and issues. This chapter has
also highlighted the roles of self-socialization, student acknowledgement and novice
teachers’ self-evaluation, acknowledging their negative sides and affirming their value in
novice teachers’ self-efficacy. From this thematic survey, I will move on to the final
chapter where I consider the implications for professional development, teacher
education, teacher socialization research.
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CHAPTER 9: CONCLUSIONS AND IMPLICATIONS
1.

Introduction

In this chapter I reflect on what this research has contributed to our knowledge of the
experience of beginning teachers, and suggest some implications for future research and
for policy and practice in teacher education and professional development. I consider
first the contribution of the theoretical framework of micro-politics in comparison with
the prevailing framework of professional socialisation into teaching. Then I examine the
advantages and disadvantages of my choice of methods of data collection and analysis.
Finally I make some suggestions about the implications of my findings for policy and
practice in teacher education and professional development of beginning teachers in Hue.
2. Theoretical Frameworks: Micro-politics and Socialisation
Teacher change can be researched in relation to schools as contexts. However, the roles of
teachers or schools are examined differently by different researchers, who also take
different perspectives (Richarson & Placier, 2001). As discussed in Chapter Two,
according to researchers in the field of teacher socialisation, there are five different
theoretical perspectives: functionalism, conflict theory, symbolic interactionism, micropolitical theory and critical theory. The study of the socialization process is carried out on
the assumption that school contexts influence teachers’ beliefs, behaviours or both. By
combining the micro-political perspective with socialization theory, I have opened up
chances to see a variety of interactions between teachers and the context. More
importantly, teachers’ agency can be illuminated as long as the socialization perspective
is based on the interpretive view that “teachers influence and shape the structures into
which they are being socialized at the same time that they are being shaped by a variety of
forces at many levels” (Zeichner & Gore, 1990, p. 339). Using the framework of
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professional interests within the micro-political perspective, layers of mutual impacts of
novices and their context can be revealed. The key features of mutual impacts
demonstrated in the study are as follows:
(a) The study reveals three different patterns in how first-year EFL teachers were
socialized into their school communities in their induction period: integrative, fragile and
mixed adaptation. Integrative adaptation is characterised by confirmation of self-efficacy,
a wide range of micro-political strategies used to proactively cope with vulnerability, high
visibility, supportive social professional relationships and secure professional position or
status. The features are clearly demonstrated in the cases of Amanda and Jason. Amanda
achieved self-efficacy through self-evaluation and student acknowledgement. She
proactively demonstrated her agency through a wide variety of micro-political strategies.
She also projected an image of a proper teacher in some highly visible situations such as
substitute and observed lessons. In addition, she established very close social professional
relationships with young colleagues. Similarly, Jason achieved self-efficacy not only
through his self-evaluation but also through social recognition from school leaders and
colleagues as well as student acknowledgement. He also projected an image of an
enthusiastic and competent teacher by being highly visible in various school events,
especially instructional activities. Further, he showed his agency through varied micropolitical strategies to further his social professional interests. Thanks to these activities, he
was accepted by his community and gained a secure professional status.
The fragile adaptation pattern is the opposite of the integrative adaptation pattern and is
characterised by no recognition of efficacy, experiences of powerlessness, job insecurity
and limited and negative social professional relationships. These characteristics were
found in the cases of Cindy and Lindsey. Cindy achieved no recognition of her selfefficacy. She struggled with vulnerability perhaps because she used only a limited number
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of micro-political strategies. She experienced powerlessness in dealing with the pressure
of time and facility constraints. She had very limited social professional relationships with
colleagues despite some support from school leaders. Similarly, Lindsey gained no social
recognition of her efficacy. She also used a limited number of micro-political strategies to
deal with tense social professional relationships with colleagues and leaders and
experienced powerlessness. Further, she was the one who experienced feelings of job
insecurity.
The mixed adaptation pattern shared features of each of the other two patterns with such
typical characteristics as a negative sense of efficacy, experiences of powerlessness but
good relationships with school staff and safeguarded professional positions. These
characteristics were obviously demonstrated in the cases of Patrick and Smile. Patrick
projected a good evaluation of his efficacy but he experienced his colleagues’ negative
evaluation. He experienced powerlessness in dealing with some instructional and noninstructional work even though he managed to use some micro-political strategies to deal
with high visibility. He failed to cope with vulnerability but he received good support and
assistance from his colleagues and tried to secure his professional position. Likewise,
Smile had a sense of self-efficacy and gained student acknowledgement but she
experienced powerlessness in dealing with vulnerability such as indiscipline and
disruption. She received support from colleagues but she also experienced powerlessness
in coping with material constraints. So this key finding illustrates that the interaction of
agent and context can be described and organised consistently, based on the operation of
the distinctive criteria generated from my use of micro-political analysis as a general
framework and inductions from the data into categories generalizable across the
participants.

228

(b) The study shows that how first-year teachers are socialized into the teaching
profession depends upon the nature of the interaction between novice teachers and the
micro-political realities of their schools. And the nature of the interaction in turn depends
upon the extent to which first-year teachers establish, safeguard or restore their
professional self within schools as organizations and also the extent to which the
contextual constraints influence novice teachers. This means that the more micropolitically competent novice teachers are, the more agency they can achieve and the less
controlled they are by school structures and processes. The agency-structure interplay
plays a crucial role in determining the nature of the three different patterns. The
integrative adjustment pattern is characterised by higher agency by novice teachers and
lower control by the context. The fragile adjustment is characterized by lower agency
revealed for the novice teachers and higher control by the context. The mixed adjustment
pattern is characterised by competing degrees of novice teachers’ agency and control.
(c) The results confirm that whatever socialization process first-year teachers may
experience, self-socialization is an undeniable reality. Self-socialization is not necessarily
negative in nature. It can add more burdens to novice teachers, thus making the transition
a challenge for them, but it can assist competent first-year teachers to implement change.
For instance, the negative influences of self-socialization were novice teachers’
experience of powerlessness caused by lack of sharing with colleagues (as in the cases of
fragile adaptation) and lack of support of mentors (as in the case of Amanda). For
example, impressed by the successful independent learning she experienced at university,
Cindy applied it to her students without consulting with her mentor. But she failed
because her students did not take advantage of the opportunities that it offered. The
positive influences of self-socialization were successful applications of instructional
activities incongruent with their professional beliefs. For instance, without the influence
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of the mentor, Amanda applied the interactive activities she learnt from the teacher
preparation course to her context, where she believed English could be learnt only if
interaction were facilitated. So this layer of self-socialisation indicates that agency and
context interaction is sometimes a better explanation of behaviour than the socialisation
framework, which tends to assume that novices learn by modelling the behaviours of
veteran colleagues or mentors.
(d) The study results indicate that first-year teachers are micro-politically literate to
different extents and the differences in their command of micro-political literacy explain
the differences in how well they perform their strategies, which in turn determine how
they are socialized into the teaching profession. The novice teachers showing adaptation
were more micro-politically literate as they were highly visible and they were able to use
more varied strategies than those showing fragile adaptation. Those who showed mixed
adaptation were able to use some micro-political strategies in some contexts but they
experienced powerlessness in other contexts. So this layer of interpretation suggests that a
key variable in understanding the agent-context interaction is the degree of micro-political
literacy of the agents. This variable does not appear as a significant theoretical category in
the socialisation approaches commonly employed in this area of educational research in
the West, and to my knowledge has been absent from Vietnamese research.
(e) The results confirm that agency can be tellingly revealed by the use of micropolitical strategies. For the full demonstration of agency, micro-political strategies need to
be examined in terms of not only their goals and direction but also their implications. If
micro-political strategies are considered only in terms of their goals and directions, the
nature of agency is not fully manifested as most of the strategies used by the participants
in the study may be regarded as being reactive rather than proactive in nature.
Nevertheless, some strategies can be reactive in nature in terms of their goals and
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directions but proactive in their implications. Punishments and reprimanding, for instance,
aim at stopping indiscipline and disruption but they also imply attempts to change
students toward more productive behaviours. So this section indicates that an adequate
conception of micro-political understanding should look beyond surface level indicators
towards a more nuanced and perhaps long-term framework that includes the ecological
(system) implications of agents’ actions.
(f) The strategies the research participants employed triggered more negative than
positive emotions, which may have had a negative impact upon their socialization. This
finding may contribute to the explanation of induction as a “period of grieving” (Grady &
Brock, 2007, p. 18). This section indicates that strategies need to be analysed not only in
terms of strategic results but also in terms of psychic costs and benefits. The socialisation
approach interprets these costs and benefits in terms of moving from one set of norms to
another, more institutionalised set. My approach interprets them as consequences for
individuals that highlight the emotional side of their strategic choices. These negative
emotions might be powerful (even if unconscious) influences on micro-political choices,
but it is difficult to evaluate their influence using our conventional methodologies of data
collection and interpretation.
3. Methodology-related Issues
This research has demonstrated that the methodological approach I adopted has been
effective in at least two noteworthy aspects.
(a) It seems to harmonise with the theoretical foundations of the research. The
framework of professional interests (self, material, organizational, cultural ideological
and social professional) from the micro-political perspective is illuminated by, and in turn
facilitates the analysis of the narratives in the form of blog entries. The framework works
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for both vertical and horizontal data analysis to facilitate comprehensive data displays and
in-depth explanations. For example, it enabled me to describe more clearly and more
comprehensively the different aspects of novice teachers’ first year of teaching than the
orientation-complication-resolution framework, which may portray their initial year
clearly as a single experience but does not deal with the complexities of the experience as
comprehensively.
(b) This study has demonstrated the possibility and potential of narrative-biographical
method to analyse electronic diary data, instead of using interviews as a method of data
collection. The modified method used in this study indicates that the narrativebiographical method does not necessarily have to start with a cycle of biographical
interviews followed by (modified) text synthesis. The study has demonstrated that the
method can also be used with a different procedure, which starts with electronic diaries or
blogs, providing fragments of teachers’ stories that are subsequently synthesized to
construct more complete stories of lived experience. The procedure then continues with
interviews, which aim to clarify blog data and collect additional data. The value of the
blog-based narrative-biological method used in the study lies in the determination of
critical incidents, and critical people rather than critical phases. Searching for a critical
phase would have disguised many of the complexities and some of the contradictions and
interactive character of the novices’ experiences.
The effectiveness of the approach used in this research suggests that future studies in this
area could be carried out by using other online technologies such as email, face-book, and
wiki as a method for data collection. The use of such technologies could bring some
advantages, but might also have specific disadvantages that would need to be managed.
First, researchers can possibly avoid time-consuming interview techniques, but, at the
same time, they can collect very rich data, as these technologies themselves are tools that
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have potentially great reach and depth. Second, with blogs and wikis and social media
like Facebook and Twitter, for example, researchers can monitor the process of data
collection, ensuring the regularity of entry provision and gaining access to the participants
if necessary, but the capacity to edit wikis would need to be carefully managed in order to
avoid the danger of retrospective changes. And finally, researchers’ constant access to the
data during collection can assist them in the interim data analysis, which is essential for
the preparation of probe questions that can be used for follow-up interviews as a means of
triangulation.
The problem every researcher needs to be aware of is how to cope with very rich
narrative data. Although the critical incident approach to data analysis can be used to deal
with rich data, it may require the mastery of technical skills as well as the demonstration
of a high degree of patience.
4. Implications for Policy and Practice in Teacher Education and Professional
Development
(a) Early Career Teaching: First-year Teachers’ Agency
The early career teaching for first-year teachers may not be characterised only by reality
shock (Grady & Brock, 2007; Veenman, 1984) and their submission to the shock. As
these case studies showed, first-year teachers’ personal agency is a real feature of their
induction. Any socialization research related to the probation period should take into
account the role of novice teachers’ agency and their impact upon their environments.
The feature becomes especially important for those studies that focus specifically upon
exploring the influences of the environment on novices as research of this type tends to
over-emphasize the role of the environment and ignore the elements of novices’ personal
agency in the process of socialization.
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(b) Teacher Education: the Integration of Micro-political Literacy
Micro-political literacy should be integrated into teacher education programs
(Kelchtermans & Ballet, 2002b) with a view to awakening pre-service teachers’ or novice
teachers’ awareness of the micro-political realities of life in schools. The teaching
practicum is the appropriate period and place for student teachers to practise micropolitical literacy, which can be fostered through the raising of their competence to read
the micro-political circumstances and then experiencing the implementation of micropolitical tactics/strategies and a variety of emotions that can be triggered as the result of
strategy applications. To facilitate student teachers’ exploration of micro-political
strategies, related input should be provided in terms of three inter-related aspects of
micro-political literacy, knowledge, instrumental/operational and experiential aspects
(Kelchtermans & Ballet, 2002b). Input of this type does not mean a need to design and
deliver an additional course of micro-political literacy in the teacher preparation program.
What is needed is the inclusion in seminars of socialization studies and career stories for
student teachers to raise their awareness of the associated literacy and to encourage them
to reflect on the micro-political experiences they undergo in their teacher education and in
the practicum.
(c) Teacher Induction and Professional Development: A Need to Create A Space for
Positive Self-socialization to Grow
In contrast to the approach in teacher education where the issues can be integrated with
other learning, in schools and other places of teacher employment, formal induction
programs should be set up to provide support for novice teachers. Such programs should
pay due attention to the creation of proper spaces for self-socialization to develop. The
reasons for this suggestion can easily be found in the general novice teacher socialization
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literature and also described in the findings of my study with novice EFL teachers. First,
the general education literature on teacher socialization reveals that in veteran-oriented
professional cultures, seniority and experience are the valued criteria. If this culture
prevails in the high school in Vietnam, two contradictory situations may result. Either
novice teachers may find it impossible to be creative in their professional actions as they
have to respect well-established norms imposed by veteran teachers. Or they may be left
on their own as the veterans have no need to establish relationships with them. Getting
involved in both situations would definitely give them harsh experiences. What will be
needed is a different kind of school culture, a different kind of leadership, and a
modification of the traditional operation of Confucian principles of hierarchy, respect and
obedience. All of which are difficult in Vietnamese culture, but which need to be
addressed because of the challenges to traditional policy and practice, not only in
Vietnamese schools but in Vietnamese society at large.
Second, the study findings show that there were various examples where novice teachers’
actions were heavily influenced by experienced teachers. Patrick became a strict teacher
because he strictly practised experienced teachers’ advice to be strict to students. This
tendency was completely against his personal and theoretical inclination. In contrast,
there were various examples revealing that without mentors, novice teachers were able to
successfully apply instructional techniques on their own that reflected their professional
belief. Amanda was a clear example of this. And there were also examples showing that
novice teachers were able to adjust instructional techniques successfully on the basis of
novice teachers’ educational subjective theories and personal experience. Patrick was a
clear example.
These two reasons from the teacher socialization literature and the study findings have
confirmed the importance of self-socialization in teacher induction programs or
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professional development for novice teachers. For positive self-socialization to take
effect, two important things need to be done. First, novice teachers’ personal experiences
or their subjective educational theories should be respected by their mentors and
colleagues. If they are given respect, novice teachers can be protected from their mentors’
unnecessary influences and therefore can develop professionally on their own.
Alternatively, given respect, the novice teachers can exercise agency in co-operation with
their mentors. Second, to assist self-socialization, professional intervention should be
applied by mentors or colleagues only when novice teachers show definite signs of
burden or difficulties. In this case, conversations are necessary between mentors and
novice teachers in which their burden and problems can be shared.
5. Conclusion
This research originated with my concern at the difficulties I observed that beginning
teachers in Hue seemed to be experiencing. I wanted to ascertain the nature and extent of
these difficulties. After reading the literature on early teachers’ experiences I became
concerned at the limitations of the prevailing approach emphasising difficulties as a
temporary phenomenon eventually solved by socialisation into the profession and by
experience. My answer to my first research question is that the teachers in my study had
mainly negative experiences despite their differences in micro-political skills, but that
these negative experiences did not mean an absence of socialisation. After exploring the
experiences of a group of beginning teachers in Viet Nam, I am persuaded that the study
of teachers’ micro-political competency and its consequences is a much more insightful
route than socialisation theory to understanding not only the novice teachers’ experiences
and perceptions but also how we might begin to develop a more effective policy to
improve their experiences, both in their teacher education programs and in the school
where they commence their teaching careers. In my professional work as a teacher
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educator I hope to be able to implement some of the insights I have gained from this
research.
My answer to the second question is that the teachers in the study were able to use
different micro-political strategies to cope with problems engendered by the micropolitical realities. The most surprising thing for me is that although the strategies/tactics
in use differed in their effectiveness depending on novice teachers’ micro-political
competency, they affected novice teachers both positively (helping them solve some of
the problems affecting their social and professional life in the induction) and negatively,
making their emotional life more difficult through the negative emotions triggered.
Therefore, I am convinced that the micro-political perspective may be a better approach
than socialization theory to not only uncovering novice teachers’ agency by looking at
their use of strategies but also to revealing more of novices’ life in the first year of
teaching by exploring the emotional side of their employment of strategies. What I am
optimistic about in relation to their ability to cope with the realities is that although the
teachers in my study had not been trained in micro-political literacy, most of them seemed
to be able to employ it to various degrees. This leads to my belief that the integration of
micro-political literacy into teacher education is a suggestion that might be of great value
for teacher preparation programs in Viet Nam.
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APPENDICES
APPENDIX 1
EXTRACTS FROM AMANDA’S BLOG

Entry No.2
Class in chaos
Published: 10:30 20-10-2009
There is a class where students from various classes come together to learn Japanese as
their second language. This is the class where students learn Japanese/French and
English. It is rather crowded, 50 students. For the first week, only half of them were
present because of the storm. For the second week, I was sick. And this week almost all
of them were present. This class is very informal without a class monitor, a book of
lesson record, without seat plan, but the biggest problem is lack of discipline. Students got
together in groups of 5 to 7 to … talk privately. As soon as I reminded them of private
talk and returned to work, noise from private talk came again. When asked to answer the
questions, nobody raised their hands although they knew the answers (because of the
presence of students from other classes in this class, some told me later). When one
student was called to answer the question, other students felt relieved and made noise
again. I reminded them no more than 10 times to keep the discipline in the three
consecutive classes. This was the first time I had ever taught such a chaotic class and I
felt incapable because my voice seemed to disappear into noise. Later I began to
investigate the reasons and found that this was not an official class so this class had no
form teacher and different teachers took turns to teach so students got used to the style of
“learn and play”, talking privately because they were not afraid of punishments and if
they were pushed by teachers, there was no effect on them. These were the objective
reasons and the subjective one was that I had no experience in keeping class discipline. I
didn’t set any form of punishment or any regulation but only reminded, reminded and
reminded and this measure worked only for five minutes. I need to set some punishments
they would be afraid of so that they can concentrate on studying seriously and avoiding
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shouting all the time. I am thinking of giving bonus marks for correct or creative answers
and minus marks for talking privately. If they have 10 bonus marks, this will be
equivalent to a 10 but if they have 2 minus marks, 1 mark will be deducted from the
marks of their 15 minute test. Other measures include the choice of a monitor and
assistant monitor in charge of studies, and heads of groups in charge of recording the
marks given to members of their groups. This will be applied from Thursday this week.
Hope this will be effective.
Other periods go without complaints. This time I am perfecting my lesson plans to make
them interesting. I need to add that students in general are good and learn well so I have
many advantages esp. when I want to apply new methods or organise new activities in
class.

Entry No.3
Teaching Pressures
Published 9:07 02 Nov. 2009

Over the past two weeks there have been many different events, not just teaching that has
kept me busy, but there has been joy. On Sat I finished my lesson for the whole group to
observe. It lasted for only one period but it took me a whole week to prepare. The ppt.
presentation was still modified to the last minute, with which I was not satisfied; I had to
test the computer until 11.30 but at 12.30. I had the first period. Despite the careful prep.,
I still missed the electrical plug which was bought at the last minute. At last everything
was finished, not absolutely successfully but it was OK, without any serious mistakes.
Phew! To be honest, I feel relieved when I finished the lesson. I had felt very stressful,
more stressful than at the practicum (is that because I am now an official teacher?). The
lesson which might be worse than the normal lessons but the prep took much more time,
more painful effort. However, the teachers don’t observe for the whole year to know
exactly how I teach in a real class; they just observe one or two classes only, which make
me feel more stressed. There will be a meeting for the English division where specific
comments can be made. I don’t hope there will be many negative comments.
Regarding the class of Japanese, the measures that I have applied prove to be effective for
only a few classes where they participate actively in the lesson (for bonus marks) and I
am a bit generous in giving them marks. In the next few weeks when they found that I
gave only bonus marks, not minus marks, they made noise again. I don’t know why I
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don’t give them good marks. I think this is my weakness. “Practise what you preach”,
said one colleague, because they are very smart. Young teachers often don’t have such
power of experienced teachers because they are not strict enough and as a result students
are not afraid of young teachers.
Next week there will be more to do. A mountain of papers is waiting to be marked. The
deadline will soon come for the teachers to enter marks in the official record book. This
work requires much carefulness; if mistakes are made by someone, their names will be
made known to the whole staff, experienced teachers have warned. Who says that
teaching is free from pressures? There are different visible and invisible pressures waiting
for those who just enter the career. After all, I need to try my best!
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APPENDIX 2
INTERVIEW QUESTIONS
FOR PARTICIPANTS

1. What have happened in this semester that makes you feel happy?
Probes
- In areas of teaching and other work
- In areas of your relationships with other colleagues, leaders, students, their parents
2. Why do you think these positive events have happened?
3. How do you think these positive events affect you?
Probes
- To what extent?
- In terms of your personal growth
- In terms of your teaching and extracurricular work
- In terms of your relations with other people in your school
4. What have happened in this semester that make you feel unhappy?
5. Why do you think these negative events have happened?
6. How do you think these negative events affect you?
Probes
- To what extent?
- In terms of your personal growth
- In terms of your teaching and extracurricular work
- In terms of your relations with other people in your school
7. Have you attempted to do anything to deal with negative events?
Probes
- What have you done?
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- Why have you decided to do so?
- Have you noticed whether they are effective or not?
- Have you noticed why some have been successful while others have not?
8. How do you think your attempt to deal with negative events affects you?
Probes:
- You yourself.
- Your teaching
- Your other work
- Your relationship with other people in your school?
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APPENDIX 3
INTERVIEW QUESTIONS
FOR HEADTEACHERS & HEADS OF ENGLISH SUBJECT DIVISION

1. What do you think about beginning teachers in your school?
Probes:
- In terms of their class teaching/ teaching ability
- In terms of other work
- In terms of relationship with colleagues/ members of your division
- In terms of relationship with students and students’ parents
- In terms of relationships with school leaders
2. What do you as a head-teacher/ head of English subject division do to help
beginning teachers?
Probes:
- What do you do as an individual?
- What do you do as a head-teacher/head of English subject division ?
3. Have you noticed any difficulties beginning teachers often face?
Probes:
- What are they?
- To what extent do you think these difficulties affect beginning teachers?
- What do you think causes the difficulties?
4. Have you noticed whether they try to overcome these difficulties?
Probes:
- What have you noticed in terms of how they attempt to overcome their difficulties?
- Are they successful or unsuccessful?
- Why?
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5. What role(s) do you think beginning teachers have played in your school/ your
division?
Probes:
- What types of role are they?
- Do they contribute to your school/ your division?
- To what extent do they contribute?
6. What do you expect beginning teachers to do for your school or your division?
Probes:
- In terms of teaching
- In terms of extracurricular activities and other work
- In terms of relationship with students, colleagues and leaders
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APPENDIX 4

PARTICIPANT INFORMATION SHEET
(FOR HEADTEACHERS AND HEADS OF ENGLISH SUBJECT)
Dear head-teacher or head of English subject,
My name is Kham Bao, a Doctor of Education student studying under the supervision of
Dr Wan Ng and Dr Alan Williams at the Faculty of Education, La Trobe University. I am
writing to invite you to participate in a research titled ‘THE SOCIALIZATION OF NOVICE
TEACHERS OF ENGLISH IN VIETNAM (UHEC No 08-140)’.
The overall aim of the project is to understand how beginning teachers of English
become members of a teaching community in their first year at upper-secondary schools.
Although the main participants of the project include first-year teachers of English who
have already completed a four-year teacher preparation program and have been
admitted to teaching staff at an upper-secondary school for the first time, the research
project will also involve you as the novice teachers' superiors, who will provide some
opinions about the novice teachers at their school.
If you volunteer to participate in this research, you will be interviewed twice by the
researcher, one at the end of semester one and the other at the end of the school year.
The purpose of the interviews is to collect further information from a different perspective
other than the novice teachers'. The content of the interviews will focus on your opinions
about the novice teachers' advantages and difficulties, their efforts and ways to
overcome difficulties as well as their contributions and roles to the schools. All the
interviews will be recorded using a tape recorder for the purpose of transcription for later
data analysis.
A concern you might raise is that the interviews will affect your work schedule which is
already very busy. However, the interviews will not take too long and the arrangement of
the interviews will be made well in advance so that the interviews will fit well into your
schedule. I anticipate that each interview will take 20-30 minutes.
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All the data you provide will be kept confidential. The only person who is allowed to have
access to all the information you have provided is me, the researcher who will use the
data for the purpose of scientific analysis only.
All the results will be analyzed, reported or quoted (in-)directly either in hard or
electronic copies in the form of a final thesis and articles. But your real names will not be
used; instead, participant codes will be used.
You will be provided with an opportunity to review transcript(s) of your interview(s) prior
to submission of a thesis or publication of reports or articles if required; You will also be
provided with a summary of the results of the research upon request.
The interviews will give you a chance to reflect. Reflection on novice teachers' work will
give you time to re-examine your own way of managing your staff, especially new
teachers, and to reconsider the relevance and effects of your school policies on the
beginning teachers. This will obviously be valuable practice for better management of
your staff.
As your participation in the research is entirely voluntary, you are free to withdraw
consent and to discontinue participation in the research at any time. There are no
disadvantages, penalties or adverse consequences for not participating or for
withdrawing from the research. In addition, you, upon requesting for the discontinuation
of your participation in the project, will also have the right to request that data arising
from your participation be not used in the research project provided that this right is
exercised within four weeks of the completion of your participation in the project. In this
case, you will be asked to complete the “Withdrawal of Consent Form” or to notify the
investigator by e-mail or telephone that you wish to withdraw your consent for your data
to be used in this research project.
Any questions regarding this project may be first directed to the Investigator, Bao Kham,
College of Foreign Languages, Hue University (home phone: 054-833317 or mobile
phone 0914197063 or email: baokhamnp@yahoo.com.vn)
If you have any complaints or queries that the investigator has not been able to answer
to your satisfaction, you may contact the Administrative Officer (Research Ethics),
University Human Ethics Committee, Research & Graduate Studies Office, La Trobe
University, Bundoora, Victoria 3086, P: (03) 9479 - 1443, F: (3) 9479 - 1464; email:
humanethics@latrobe.edu.au. Please cite the ethics application number 08-140.
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APPENDIX 5

PARTICIPANT INFORMATION SHEET
(FOR NOVICE TEACHERS)

Dear teachers,
My name is Kham Bao, a Doctor of Education student studying under the supervision of
Dr Wan Ng and Dr Alan Williams at the Faculty of Education, La Trobe University. I am
writing to invite you to participate in a research titled ‘THE SOCIALIZATION OF NOVICE
TEACHERS OF ENGLISH IN VIETNAM (UHEC No 08-140)’.
The overall aim of this research is to understand how beginning teachers become
members of a teaching community in their first year of teaching at upper-secondary
schools. The participants of the project include first-year teachers of English who have
already completed a four-year teacher preparation program and have been admitted as a
teaching staff at an upper-secondary school for the first time.
If you volunteer to participate in this research, you will be required to write electronic
diaries or blogs once a week. You will be asked to write about the factors that facilitate
your socializing process and inhibit the process and how you deal with these factors. In
regards to these three areas (facilitating factors, inhibiting factors, and dealing with the
inhibiting factors), you will be asked to
- describe the context in which these factors happen
- explain the possible reason why these factors happen.
- describe how these factors affect you and to what extent the effect is on your
work.
Regarding dealing with the inhibiting factors, you will be asked to
- write about what strategies have been used
- explain why you decide to use such strategies
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- describe whether the strategies worked effectively or not
- say why they worked and why they don’t work
You will also be asked to write about how you respond emotionally to the new context of
upper-secondary schools. As you will be entering your thoughts into your diary on a
weekly basis during school terms over the period of one academic year you will be
expected to be committed to the anticipated time frame to write regularly.There should
be no adverse consequences emerging from writing electronic diaries. However, should
you feel that emotions have been evoked in reflecting on and writing about an
unpleasant incident that happened at school, I would be willing, as an experienced
teacher, to provide counselling to you. Alternatively, if you wish to be counselled by a
professional counsellor or another experienced teacher that you trust, I would be willing
to make the liason for you.
At the end of each semester, you will be asked to participate in an interview face to face
by the researcher. Participation is entirely voluntary. The purpose of the interview is to
clarify what has been written in your diaries and to collect additional information related
to your socializing process.
The head-teacher of your school as well as the head of English subject will be
interviewed. The content of their interviews will focus on beginning teachers in general
and no direct implications to you will be made, hence the information that you have
provided will be protected and remain confidential. Below are the types of questions I will
be asking head teachers and head of English.
1. What they think about beginning teachers in their school
2. What they as a head-teacher/ head of English subject division do to help beginning
teachers
3. if they have noticed any difficulties beginning teachers often face
4. If they have noticed whether the beginning teachers try to overcome these difficulties
5. What role(s) beginning teachers have played in their school/division
6. What they expect beginning teachers to do for your school or your division
A concern may be raised about the lack of diary-keeping skills, which might result in
taking so much time out of your busy schedule. However, before the study begins, you
will be trained of how to make an electronic diary or blog and how to enter a diary item.
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During the study you will also be supported by the researcher who is always available to
provide guidance, consultation, advice and answers to their questions.
All the data that you provide will be kept confidential. Your electronic diaries or blogs will
be password-protected. The only person who is allowed to have access to your blogs is
me, the researcher, and I will use the data for the purpose of scientific analysis only.

The results from the research will be presented as a final thesis and aspects of the
research may be presented at conferences or as journal articles. In these presentations,
your real name will not be used; instead, participant code will be used.
You will be provided with an opportunity to review the transcript(s) of your interview(s)
prior to submission of a thesis or publication of reports or articles; You will also be
provided with a summary of the results of the research upon request.
Participation in the study will bring many benefits, professional and personal. Diary
writing will offer you an opportunity to reflect and through reflection you will bring to the
surface things you usually take for granted and analyse and understand them. You will
have a chance to stop and think about your school environment and its impact on them.
You will also think about people involved in the environment and their relationship with
you and how the relationship affects your work. You will also think about what you have
done and evaluate what works and what doesn’t work. Obviously reflection will help them
understand the context and people more deeply. Such knowledge is crucial because it
will keep you better informed and helps you grow professionally. It clearly follows that
professional growth will result in personal growth because you will have a chance to
listen to not just yourself but also other people around you. Listening to and
understanding others will help you gain more experience and then improve your
relationship with other people in the new environment.
As your participation in the research is entirely voluntary, you are free to withdraw
consent and to discontinue participation in the research at any time. There are no
disadvantages, penalties or adverse consequences for not participating or for
withdrawing from the research. If you wish to withdraw your data from the research, you
have to make this request within four weeks of the completion of your participation in the
project, that is, after the interview. In this case, you will be required to complete the
“Withdrawal of Consent Form” and email or hand it to me.
Any questions regarding this project should be first directed to the Investigator, Bao
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Kham, College of Foreign Languages, Hue University (home phone: 054-833317 or
mobile phone 0914197063 or email: baokhamnp@yahoo.com.vn). If you have any
complaints or queries that the investigator has not been able to answer to your
satisfaction, you may contact the Administrative Officer (Research Ethics), University
Human Ethics Committee, Research & Graduate Studies Office, La Trobe University,
Bundoora, Victoria 3086,

P: (03) 9479 - 1443, F: (3) 9479 - 1464; email:

humanethics@latrobe.edu.au
Please cite the ethics application number 08-140.
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