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school leaders support to beginning teachers in Kyrgyzstan. Beginning teachers' ini-
tial experiences are the most challenging and influential in their future careers. School
leaders are reportedly the most significant persons in beginning teachers’ initial expe-
riences at school. This article is based on the findings of a qualitative case study which
explored beginning teachers' initial period of work at schools, and in particular what
challenges they face and how they get support from school administrators. The study
demonstrates that school leaders play critical role in helping new teachers adjust well
to a new workplace. The study findings offer significant policy and practical implica-
tions.
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Introduction

First, | present a brief background of the
country. Kyrgyzstan, officially the Kyrgyz
Republic, is a small, landlocked and mostly
mountainous country in Central Asia. Kyr-
gyzstan was part of the former Soviet Union.
After the breakup of the Soviet Union in 1997,
Kyrgyzstan faced serious challenegs in the
field of education [1]. Preschool enrolment
declined radically during the 1990s. Pre-
school institutions decreased from 1,604 to
416 by 2000. According to the Ministry of
Education and Science (MoES) statistics in
2009-2010, there were 2,134 public schools
in Kyrgyzstan: 1,379 were Kyrgyz-medium
schools, 162 were Russian-medium schools,
137 were Uzbek-medium schools, and sev-
en were Tajik-medium schools. Four hun-
dred and forty nine schools had two or more
languages of instruction (Interview, staff of
Ministry of Education and Science, July 5th,
2009).

This chapter describes how school leaders
in Kyrgyzstan provide support to beginning
teachers in their initial period of adjustment
at a new workplace. Internationally, begin-
ning teachers face many challenges in their
initial period of work at schools, and their in-
itial experiences are described as the most
challenging and influential in their future
careers [2]. Thus, they need a great sup-
port during this period of their work. When
they get proper support, it is more likely to
help beginning teachers survive their ini-
tial period and adjust more successfully [3].
Without a strong support, many beginning
teachers are likely to struggle and quite
teaching profession, and this causes further
problems including the increase of teach-
er shortage added with worsening quality
of education. School leaders thus need to
take this issue seriously. They need to offer
a strong support for beginning teachers by
making it one of the priority areas. School
leaders develop and use different approach-
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es and strategies to support beginning
teachers to help them adjust well and be-
come effective members of school commu-
nity [4]. Thus, this chapter explores school
leaders’ support for beginning teachers in
Kyrgyzstan employing a qualitative study
method. The study explores challenges be-
ginning teachers face and kind of support
they get from their school leaders in dealing
with the challenges.

Literature Review

School leaders are the most significant
persons in beginning teachers’ initial ex-
periences at school. They play a key role
starting from the moment when they hire
beginning teachers and then welcome and
supervise them. School leaders also guide
beginning teachers’ work, provide them
with professional support and induction to
help them adjust to a new workplace [5].
School leaders also make decisions while
they distribute resources, allotte schedules
and tasks, and decide on beginning teach-
ers’ promotion or dismissal.

Ideally, beginning teachers should be pro-
vided with such support as a reduced
workload, and a greater distribution of re-
sources and facilities and maintain regular
supervision, because they are still learning
to become teachers. Ongoing professional
support and induction can help beginning
teachers adjust more successfully [6]; help
make their experiences less traumatic and
more positive and at the same time contin-
ue to develop them as professionals. If be-
ginning teachers are not provided adequate
support and assistance, they may experi-
ence serious challenges during their initial
period of work. As a result, many potential-
ly good teachers become discouraged and
quit teaching profession [7].

Among school leaders, principals play the
most crucial role in beginning teachers’
adjustment at schools. Blasé (1997) states:
“Principals are the ultimate authority on
student discipline and make decisions
about the allocation of space, materials, and
equipment — decisions that strongly influ-
ence teachers’ working conditions” (p. 948).

They play an important role in helping be-
ginning teachers develop a sense of mem-
bership in their schools.

School principals form a school culture by
establishing the climate and vision for their
schools. Accordingly, the school climate can
be pleasant and welcoming for beginning
teachers or unpleasant, even threatening.
Goodlad (1984, cited in Bullough, 1989, p. 12)
observe that “Principals establish and main-
tain the academic tone of their schools and
are extremely important to faculty morale”.

School principals and her deputies observe
beginning teachers' practices to monitor
the teachers’ instructional and classroom
management strategies. Veenman (1984)
comments that school leaders may often
focus on how well beginning teachers can
well beginning teachers teach their classes
and handle discipline and control their pu-
pils and therefore, beginning teachers have
a fear and uncertainty while interacting
with the school leaders. On the basis of their
observations, principals make decisions re-
garding teachers’ performance, renewal,
promotion and disciplinary measures. Thus,
beginning teachers attempt to meet their
principals’ expectations, and they may feel
apprehensive or fearful when they are ob-
served and until they receive feedback and
affirmation from their principals [8].

School principals can be supportive or not
and as a result, beginning teachers may
or may not get proper support depending
on the type of their leadership. Brock and
Grady (2001) aruge that supportive princi-
pals “organize and orchestrate induction
activities, share their philosophy of educa-
tion with newcomers, and provide informa-
tion and encouragement” (p.45). Beginning
teachers who have supportive principals re-
ceive adequate, effective professional sup-
port and a welcoming induction in the new
workplace adjust better. These beginning
teachers can improve their practices signif-
icantly during and after effective induction.

Well being

Stress
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For example, Feiman-Nemser and Remil-
lard (1996) showed how a small number of
beginning teachers remarkably improved
their practices through professional sup-
port during their induction. These teachers
improved their use of instructional time,
classroom management techniques, black-
board use, record-keeping systems, voice
inflections, eye contact and questioning
strategies. They began paying attention to
every pupil individually rather than paying
attention only to those who were active and
interested in learning. They also encour-
aged pupils to understand concepts rather
than merely memorize facts [9].

Brock and Grady (2001) add that beginning
teachers can feel more comfortable and fre-
er to innovate if their principals treat them
as competent professionals and support
new ideas. However, critical and punishing
principals create an unhappy and unhealthy
climate, which alienates beginning teach-
ers, making them afraid of experiment and
creates frustration [8].

Many beginning teachers want their princi-
pals to support them in their practices, and
especially in pupil discipline matters. They
also want principals to support and protect
them from outside pressures, such as pu-
pils’ parents, education board administra-
tors and other community member.

As stated above, school administrators
make decisions about beginning teachers’
hiring, supervising their practices, evalu-
ating, promoting, sanctioning, allocating
space, materials or equipments to them.
Therefore, beginning teachers are usual-

ly cautious in interacting with their school
administrators though they want to remain
on good terms with them. They experience
self-concerns, feelings of uncertainty and
self-doubt while interacting with their ad-
ministrators. They feel vulnerable to exter-
nal criticism and feelings of personal failure.
They worry about how they are accepted by
the school community. “The experience of
professional success inside and outside the
classroom proves to be essential in the de-
velopment of professional self-confidence
to beginning teachers” [10]. Beginning
teachers thus seek self-affirmation and try
to demonstrate to their administrators that
they can cope with the tasks they are as-
signed to do.

Beginning teachers worry that their profes-
sional competencies may not be accurately
assessed by those limited, partial observa-
tions. Therefore, they do not want to expose
any possible weakness, instead, they try to
camouflage doubts and show their best
practices to their administrators. Teachers
come to terms with their administrators’
expectations and definitions of good class-
room management and good discipline;
then they try to demonstrate that they can
control their classrooms and impose disci-
pline on their pupils.

Blase and Anderson (1995) point out that
teachers’' relations with their administra-
tors are determined by what kind of princi-
pals they have. They categorize principals
broadly into “open” and “closed” and explain
how these types of principals and teachers
influence each other (Table 1) [17].

Table 1: Principals’ Characteristics and Teachers’ Responses (Blaze and Anderson, 1995)

N2 Principals’
Characteristics

Teachers’ Responses

1 “Open” principals

Based on honesty, collegiality, non-manipulation, supportiveness,

communicativeness, and participation

“Open” political responses

Diplomacy, conformity, extra work, and visibility

Greater proactivity, two-way (bilateral) coommunication and
influence, and complexity
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N2 Principals’
Characteristics

Teachers’ Responses

2  “Closed” principals

Authoritarian, inaccessible, inflexible

Manipulative, control-oriented

Use of sanctions, harassment, and the management of personal
access Accommodative, reactive, and protective political

responses

Anger, confusion, depression, insecurity, and sense of resignation

Avoidance and ingratiation

Covert and indirect responses

Individualized, privatized and reactive responses

Passive political orientations

Survival considerations

The authors further elaboare that when
principals are open, honest and supportive,
beginning teachers implement these polit-
ical tactics.

- They exhibit diplomacy to create a good
image of themselves in the eyes of prin-
cipals and colleagues;

- They may disagree with some of their
principals’ demands.

However, when princiapls are “closed” and
authoritarian, beginning teachers may of-
ten use conformity as a strategy to avoid
criticisms and sanctions as well as to gain
certain benefits. “Conformity is essentially
an adaptive response without the corre-
sponding value basis on which the behav-
iour rests” [12].

Blase argues that an effective principal also
plays an important role by establishing a
teacher culture that may either enable or
impede beginning teachers' relating to their
colleagues. An effective principal encour-
ages teachers to interact with one another
with respect, to cooperate and to support
each other. Beginning teachers, who join
schools where there is an ineffective prin-
cipal, encounter a teacher culture in which
flaunting, gossip, spying, criticism, tensions,
and aloofness are common [11].

In many schools, principals assign mentors
who provide beginning teachers with con-
tinuous direction and assistance, guiding
them in their most difficult period of ad-
justing and learning to work as teachers
[13] define mentor as “an individual with
experience and expertise who has assumed
primary responsibility for providing sup-
port and guidance for a beginning teach-
er” (p.71). Mentors are usually assigned
frorn amongst experienced teachers, of-
ten teachers of the same class (grade) and
subject, to help beginning teachers with
their problems, including instructional and
classroom management issues. Beginning
teachers without mentors’ support face far
greater challenges and are more likely to
quit teaching [8].

Research Design

The study employed qualitative research
approach to explore the beginning teach-
ers' initial period of work and what kind of
support the school administrators provided
to the beginning teachers [14]. Qualitative
research involves an interpretative, descrip-
tive and naturalistic approach to the world
[15]. The qualitative approach enabled meto
learn first-hand about the beginning teach-
ers' experiences through my participation
and involvement in their social world.
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Working within the qualitative paradigm, |
conducted in-depth case study. The main
and secondary participants of this study
are the beginning teachers who worked at
secondary schools (Classes of 6 to 11) of Kyr-
gyzstan for less than three years. | thus se-
lected two main participants: Ainura (pseu-
donym), a biology teacher from an urban
school and Kanybek (pseudonym), a histo-
ry teacher from a rural school. They were
teachers of two different subjects (social
science and natural science). | also had 28
secondary participants, whose inputs | used
to supplement and verify data from the two
main participants. All these participants
were selected with the help of purposive
sampling strategy.

Data were mainly collected with the help of
individual interviews, group interviews and
observations. | conducted 10 semi-struc-
tured indepth interviews with each of the
main participants. Each interview took from
one to two hours. They were arranged at a
mutually convenient time and place. | con-
ducted interviews prior to and following
field observations and at any opportune
times (e.g., break, lunch, preparation peri-
ods) during the course of the school day.

| also did group interviews with the second-
ary participants. With 28 secondary partic-
ipants | conducted overall twelve group in-
terviews (6 to 8 participants in each group
interview). | conducted these group inter-
views “to test a specific research question
about consensus beliefs; to obtain greater
depth and breadth in responses than occurs
in individual interviews; to verify research
plans or findings; and, more speculatively,
to enhance the reliability of interviewee re-
sponses” [16]. These group interviews yield-
ed additional data with wider perspectives;
they also helped to corroborate the findings
from the main participants’ interviews.

In addition to interviews, | also used ob-
servation as a data-gathering tool with my
main participants. Observation is systemat-
ic, deliberate and question-specific means
of gathering data. | observed them in their
classrooms, schools and communities while
they interacted with their pupils, colleagues,

school administrators, parents and other
community members.

Data analysis is a rigorous continuous pro-
cess of systematically searching and ar-
ranging the accumulated data in order to
increase one’s understanding of them [14].
This process involved making sense of the
data by arranging them into coherent and
plausible arguments. | developed coding
categories and kept different categories
in separate files. | arranged data by using
the following process codes: sequence of
events; changes over time; and participants’
chronological experiences, namely, child-
hood and school, university (pre-service)
and joining a school.

In the next section, | present the findings of
the study. Unfortunately, due to shortage of
space and word limit, | cannot present the
findings of both of the main participants.
Instead, | present the findings from one of
them only, Ainura, a young female teacher
of biology from Osh town school.

Findings of the Study

The findings of the study demonstrated
that when Ainura joined the town school as
a biology teacher, she faced many challeng-
es, but she also got a lot of support from
school administrators, in particular from
the principal of the school and a mentor as-
signed to her.

Initial encounters with a principal

In Ainura's school, the school leadership
comprised the principal and four vice-prin-
cipals. Kanyshay (pseudonym), the princi-
pal of the school, was a very serious woman
of around 60 years old. She was a very strict
principal and she tightly controlled all the
teachers. Ainura noticed immediately that
all the teachers were compliant and did not
talk back to Kanyshay. Kanyshay demanded
discipline from all teachers and she discour-
aged teachers from disobeying or talking
back to her. In fact, some teachers warned
Ainura to avoid getting into trouble with the
principal. A senior teacher advised, “If you
get into trouble with her, the principal can
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make your life miserable. Your name will go
into her “blacklist”, and she will chase after
you. She will attend your classes, and will
discuss your problems in a staff meeting”.
Ainura thus was very careful in her rela-
tions with the principal. She tried to avoid
conflicts with her and did not want to get
on Kanyshay's blacklist. She often tried to
avoid meeting the principal at school and
she did not spend much time in the staff
room, where the principal would be able to
see the teachers.

The principal’s unexpected visits

The principal regularly attended teachers’
lessons to assess and appraise. The teachers
were generally afraid to have the principal
as an observer. They were especially wor-
ried when the principal made visits with-
out prior notice. The principal would come
and sit in the class, and check whether the
teacher had a lesson plan and was following
it, whether the teacher used visual aids or
other teaching resources, and whether the
pupils were active in the class or not. Based
on those visits, the principal would usual-
ly make a judgement about the teachers’
work, who should be promoted and so on.

Ainura was usually well prepared for her
lessons. Nevertheless, she always worried
about the principal's dreaded visit to her
classes for observation. She feared that the
principal would negatively judge her teach-
ing on the basis of a particular lesson and
that she might not be able to show what
she could doin just one lesson. Ainura start-
ed working hard on her teaching practices;
she would often remind her pupils that they
should not let her down when the principal
came to observe.

Then one day, the principal came to her
class. Ainura was very nervous when the
principal attended her lesson. She tried
really hard: She had prepared a detailed
lesson plan which she followed; the pupils
seemed to understand what she explained
in the class; and she also had colorful visual
aids to explain the concepts. When the ob-
servation was over, Ainura thought her les-
son went well; she was confident that the

principal would praise her teaching. In-
stead, the principal commented that Ainura
should encourage the pupils to be more ac-
tive and should involve them in their learn-
ing, rather than pouring out information on
them.

Later, the principal attended Ainura’s les-
sons again. She was pleased that Ainura
was putting a lot of effort into improving her
practices; particularly, she noted that Ainura
was now asking more questions of her pu-
pils and was trying to engage them in talk-
ing. The principal told other teachers that
Ainura was trying to improve and that she
liked Ainura’s interest in self-development.
Ainura observed, “She did not praise my
lesson to me personally. Maybe that is her
strategy. She does not want to praise peo-
ple in their presence, but it was still good to
know from my colleagues that she liked my
lesson”.

During one of the staff meetings, the prin-
cipal spoke about the necessity of hiring
more teachers in several subjects, because
the teachers of those subjects could not do
a good job due to their overload of teaching
commitments. However, the principal was
positive about the Biology teachers and said
that she was pleased with them, “We have
few Biology teachers, but they are enough
for us because they work well, they are do-
ing good job". She also referred to Ainura's
teaching, saying that Ainura conducted her
classes well despite her lack of experience.
She encouraged the other teachers to at-
tend Ainura’s lessons, saying, “Ainura is a
young teacher, but she teaches better than
many experienced teachers. You should at-
tend and learn something useful from her
teaching.” Ainura was very pleased to hear
this kind of comment in front of the whole
staff and this really encouraged Ainura and
raised her self-esteem as a teacher.

The more Ainura got to know the principal,
the more she started feeling good about
her principal. Contrary to Ainura’s initial
fears, the principal proved to be a very sym-
pathetic, fair and objective administrator.
What we learn here is maybe that often the
beginning teachers regard their heads to
be more worrisome than they actually are
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out of their sheer fear. Therefore, beginning
teachers need to be more open to feedback
and do not necessarily entertain apprehen-
sion from their heads.

Growing appreciation towards the principal

As mentioned above, Ainura thought initial-
ly that the principal was an overly strict and
perhaps an authoritarian administrator, but
by the end of the academic year she had
more respect and understanding for the
principal. She associated the school’s suc-
cesses with the principal’s leadership, stat-

ing:

The school is good because of her. She
maintains good discipline. With our large
staff, we need someone like her; otherwise,
there could be a lot of conflicts and fights
among teachers over various issues. | think
our school is far better than many other
schools because of her.

Ainura also thought the principal was doing
a good job because her school had a repu-
tation of being one of the strongest in Osh
town. Many pupils were regularly winning
various regional and national Olympiads
in different subjects, and many graduates
were entering higher educational institu-
tions. Because of the principal’s proactivity,
the school had established contacts with
foreign educational institutions and many
pupils visited other countries for study trips
and exchange programs.

The principal made sure that teachers de-
velop collegial relationships with each oth-
er. She did not tolerate teachers who were
involved in gossip, blackmailing each other,
or fighting to burnish their images or estab-
lish their own positions. She was strict, but
she was also a motherly figure. She often
would say that the school staff members
were a family, and she insisted that anything
that happened should stay in the family.
When teachers quarrelled with each other,
she would immediately remind the teach-
ers that “those were internal family issues”
and that no one should air them outside the
school “as dirty linen”.

Ainura improved her relations with the prin-
cipal and increasingly she developed a lot of
appreciation for the principal. She felt that
her classroom performance helped her to
gain more recognition from the school ad-
ministrators. Ainura said, “Kanyshay is a role
model for me. | want to be like her”. The
principal too noted that Ainura was a prom-
ising young teacher and started sending
her to attend various in-service teacher ed-
ucation programs such as seminars, work-
shops and conferences. For example, the
principal chose and sent Ainura to Bishkek
(capital city) to attend professional develop-
ment courses. Kanyshay was also pleased
with Ainura’s commitment and interest in
self-development. She explained to Ainura
that she wanted to prepare her to become
a vice-principal of the school; therefore, she
encouraged her to participate in profession-
al development courses.

Support from a mentor

The principal assigned a mentor to help
Ainura adjust to teaching at the school:
Kalys (pseudonym), an experienced Biology
teacher. Ainura's mentor guided her careful-
ly during the initial period of her work at the
school. Initially, Ainura got a lot of help from
her mentor with school documentation and
planning. She learned how to manage doc-
uments such as the class register, calendar
plan and other teacher records. Kalys also
shared teaching resources with Ainura, in-
cluding illustrations and other visual aids for
teaching Biology that she had collected at
the school for many years.

Kalys also advised Ainura on personal and
professional matters. She explained that
the school was large and that there were
different problems with various teachers; in
addition, some teachers did not get along
well with each other. She told Ainura to be
aware of those groups and individuals and
not to get involved in any conflicts. She also
advised her to “stay away from other teach-
ers” and spend less time in the staff room in
order to avoid becoming involved in gossip
or conflicts. She also helped with classroom
management issues. An important lesson
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that Ainura learned from her mentor was to
be consistent in applying strategies of class-
room management. Kalys told her, “What-
ever you do, do it with consistence. Pupils
can get confused if they get mixed messag-
es, and they may revolt if you do not follow
what you do consistently”.

However, Kalys could not always be availa-
ble for offering support to Ainura, because
she was often busy teaching her own class-
es; she had 28 hours to teach per week in-
stead of the usual 18. Whenever she could,
the mentor also helped with class man-
agement, however, Ainura also felt that
the mentor's help was sometimes negative
than positive, as one example of her inter-
ference with Ainura’s teaching showed; she
actually undermined Ainura's authority in
front of her pupils (Box 1). It was the begin-
ning of the lesson; Kalys ejeke entered Ainu-
ra's classroom while the pupils were greet-
ing Ainura.

Box 1: Lesson episode
Ainura: Good morning.

P: [greeted her in chorus] | am strong. | am
clever. | love my country and | will make
my country prosperous. [The pupils did not
speak in unison, and several were talking to
each other. At that time, Kalys entered the
room to get teaching materials. She noted
that the pupils were not greeting “properly”
and that there was noise in the room. When
the pupils saw her, they grew quiet. Kalys
then intervened with a loud and firm voice].

Kalys: What happened to you? You are not
greeting your teacher properly. You forgot
how to do it? Now greet again [emphases
hers]. Repeat once more... Again.. Again...
[Ainura became visibly uncomfortable.... Pu-
pils repeated the greeting several times...
Kalys ejeke was finally pleased that she had
succeeded in organizing the class to greet
in chorus, and she looked at Ainura as if to
say “That is the way they should greet you".
She took her materials and left the room]

Even after Kalys left the room, Ainura felt un-
comfortable, because Kalys had intervened
in her practices in front of her pupils, rather

than guiding her with classroom manage-
ment strategies later outside the class:

| was upset because it was not profession-
al of her. | did not say anything. But she
should have told me how to address such
issues in private and not to embarrass me in
front of you and more important in front of
my pupils. What will my pupils think of me
now? They'll think | cannot handle things
on my own.

Ainura also often substituted in her men-
tor’s classes, because Kalys was a very senior
person and often used to get sick. She had
taught at the school for more than 35 years
and had already passed retirement age; she
was still working because she needed the
salary. At first, Ainura complied with her
mentor and took over her classes. She said,
“I can't say ‘no’ to her because of my respect
towards her and other senior teachers”. She
did not mind teaching the mentor's lessons,
especially because she thought she could
gain more teaching experience and thusim-
prove her practices. While substituting for
her mentor, Ainura worried about whether
she could do a good job and whether the
pupils would appreciate her teaching, be-
cause she was inexperienced.

After substituting for her mentor sever-
al times, Ainura became very disappoint-
ed with the pupils’ lack of knowledge and
lack of interest in studying. There were
many disciplinary issues; most of the pu-
pils did not do their assignments and just
sat in the classes looking indifferent. Ainu-
ra said: “These pupils just waste their time,
come to school, sit in class and hope to get
a school leaving certificate one day. When
| began teaching them | asked very simple
guestions, but they could not answer them.”
Ainura then realized that her mentor did
not teach her pupils well. Ainura was dis-
appointed, because often Kalys would tell
her how to teach, how to attract the pupils’
interest in lessons, how to engage everyone
in lessons, and how to help pupils learn well.
Now Ainura saw how poorly the mentor’s
own pupils performed.

Ainura planned her activities well; tried to
engage the pupils in question-and-answer
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sessions and discussions, and provided ad-
ditional information about the course con-
tent. As a result, after several lessons, the
pupils started appreciating her teaching.
The pupils were happy that they were learn-
ing more when Ainura taught than when
Kalys did. They told Ainura that Kalys con-
ducted “boring lessons”; therefore, they had
lost all interest and their knowledge was
poor. They said to Ainura, “Kalys comes to
classes with her old notes, sits on her chair
and tells us to study on our own. We read
the text and go home. Her classes are bor-

ing.”

Ainura was pleased at the improvement in
the pupils’ attitudes towards their studies.
She said, “Many pupils became more in-
terested in learning Biology. They listened
attentively in classes and asked questions.
When | questioned them, they tried to re-
spond.” The pupils liked her teaching so
much that they wanted to write a letter to
the principal, requesting her to assign Ainu-
ra to them on a regular basis instead of the
mentor. But Ainura refused, because she
feared that it could hurt her mentor; she
did not want to create a conflict with her
mentor. Ainura recalled an incident when
the pupils wanted to change one of her col-
leagues because they did not like her teach-
ing. They wrote a letter of complaint to
the principal, requesting she change their
teacher. The principal put in another teach-
er. She also brought up the issue during
a staff meeting in front of the whole staff;
she cautioned the teachers to improve their
teaching practices in order to avoid such
embarrassing situations. The teacher who
was changed became very upset that the
principal had brought the issue up in public;
she left the school soon after. Hence, Ainura
did not allow the pupils to write the letter
to the principal, though she was pleased
that the pupils recognised her efforts and
preferred her teaching to that of the more
experienced teacher.

As a new teacher, Ainura faced many chal-
lenges. For example she did not have a
classroom when she started teaching. In-
stead, she used any classroom which was
available for her classes. The older teachers
had already distributed the available class-

rooms among themselves before the aca-
demic year started. These senior teachers
usually locked their classrooms when they
did not have lessons, because they feared
other teachers’ pupils would damage their
classroom furniture if they are opened with-
out their supervision. Ainura thought she
would have fewer troubles and feel much
more relaxed if she had a permanent class-
room. Instead, she had to teach in small, un-
comfortable rooms and move from room to
room for her lessons. Therefore, she faced
difficulties in conducting her classroom ac-
tivities, demonstrating experiments or ar-
ranging visual aids and illustrations.

Ainura preferred conducting her classes
in the Biology classroom. A senior Biology
teacher, Kalys, who was Ainura’'s mentor,
was responsible for this Biology classroom.
This classroom had colorful pictures of an-
imals and birds, as well as a large hand-
drawn diagram of the theory of evolution
displayed on the walls; most of these illustra-
tions were from Soviet times. “lllustrations
are helpful for pupils to understand Biolo-
gy concepts better”, Ainura explained. She
believed, “If | stay at school longer, perhaps
next year | may get opportunities to choose
better classrooms, better classes and an
easier schedule in the future. Besides, Kalys
promised she will leave this classroom with
me when she leaves the school in a couple
of years”.

Thus, by the end of this study Ainura has de-
veloped a lot of confidence and her adjust-
ment at the school has been going well. She
is gaining respect of the students, trust and
support from the principal and the mentor.

Conclusion

This study explored how beginning teach-
ers in Kyrgyzstan are supported in their new
expreienes at schools and how different
systems such as the support of school lead-
ership and assigning mentors are in place.
The chapter presented the findings at one
example of a young female teacher in Osh
town of south Kyrgyzstan. The study found
out that this new teacher had, as expected,
different perceptions of school heads and
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general nerviousness about this experience.
Interestingly enough, her experience was
not that horrifying, instead she had a grow-
ing admiration towards her strict principal
who, after some initial introductory chal-
lenges, supported her in full to the extent of
seeing her (the teacher) as a model teacher.
In fact, the young teacher wanted to emu-
late the strict but fair principal.

The study demonstrated that the school
administrators provided support to the new
teacher. Thisis similar to what is widely doc-
umented in international research litera-
ture, effective professional support enables
beginning teachers to continue to develop
their teaching skills and helps them con-
front the adjustment difficulties of the first
year. The study showed that the beginning
teachers needed a lot of support, not only in
their teaching work or disciplinary matters
but also in working with other people such
as colleagues, pupils’ parents and education
officials.

The study shows the findings of this study
are consistent with other studies where the
role of the principal of the school is a criti-
cal factor for the success or otherwise of the
school. Ainura (pseudonym) reports that
her principal is the key to the success of her
school. This leads us to the conclusion that
the school principals can ensure a steady
career selection as teachers if they provide
conducive, enabling and empowering en-
vironment particularly for beginning teach-
ers.
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1. OPTA BIJ1IM BEPYOEN MEHEOXMEHT

MopaepiXKa HAUYMHAIOLWMX yYUuTenemn
CO CTOPOHbI LUKOJIbHbIX IMAEPOB

0. LLlamaTos
HazapbaeB YHUBepcUTET
AcTtaHa, Pecnybnuka KasaxcTaH

@ AHHoTauuda. [JaHHaa cTaTbad MOCBALLEHA O6pa3OBaHl/|IO LWKOMbHbIX Nngepos. B cTta-
Tbe NMpencraB/eHa NogaepXKa LWKOSbHbIX IMOEPOB HaUYMHAKOLWKMM ydnTenam B Kblip-
rbl3CTaHe. HadanbHbIM OMbIT HAYMHAKLWMX thTeneIZ ABNAeTCa Hanbornee CNoXKHbIM
N Ba>XXHbIM B X 6y,u,yu_Lel?| Kapbepe. LUKonbHble Nuaepsbl, Kak coobllaeTcs, aBnaTCs
Hanbonee 3Ha4YUMbIMM NNLEAMU B nepBoOHaA4Ya/ibHOM OrblTe€ HAYMHAKOLWMNX quTenelZ B
LKoJle. 3Ta CTaTbsd OCHOBaHa Ha pe3y/ibTaTax KayeCTBEHHOro TeMaTUYeCcKoro mccrne-
OOBaHWA, B KOTOPOM M3y4aliCHd HaYanbHbIN nepmnon pa6OTbI Ha4YyMHaroWwmnx thTeneIZ B
LKone, B 4HaCTHOCTU, C KaKMMKN TRYOHOCTAMU OHW CTalTKMBAKOTCA N KaK OHW MOJ1y4atoT
noogepixxkKy ot LLKOMbHOM aaAMUMHUCTPaUnK. MccrnegoBaHMeE NMOKa3bliBAET, UTO PYKOBO-
aOnTenn WKOJT NrpakoT BaXXKHYKO POJ1b B TOM, UTOOblI MOMOYb HAYUHAKOLLMM yyqynTendam
XOpOoLWo aganTtmpoBaTbCd Ha HOBOM pa6oqu MecTe. BbiBOAObl ccnenoBaHma UMeLoT
Ba>XHOE€ MOJINTUNHECKOE U MNMpPaKTN4YeCKoe 3Ha4vYeHne.

P KnioueBble crioBa: NMOEPCTBO, LUKOMbHbIN NUOEP, HAUMHAOLWMN yUnTenb, MHOYKLUMS,
MeHTOP

MekKTen Kew6aclbllapblHbIH XXac MyFaniMmaepai Kkongaybl

0. WamaToB
HasapbaeB YHUBepCUTETI
Ka3akcTaH, ACTaHa K.

@ AHpaTna. byn Makana MekTen kKelwbaclublnapbliHbiH GiniMiHe apHanFadH. Makanaga
KblpFbl3CTaHOarbl »aHa 6acTaraH MyfFaniMagepre Mekten KellbaclubllapbiH Kongay
KepceTinreH. XXaHagaH 6actaraH MyFaniMaepaiH anFallKpl Toxipubeci onapabiH 6ona-
LLIaK MaHcabblHOaFbl eH Kypaeni »xaHe biknangbl 6onbin Tabbinagbl. MekTten 6aclubina-
pbl MeKTenTeri anFalKbl MyFanimaep TaxipmbeciHaoeri eH MaHbi3gbl TyfFanap 6onbin
Tabblnagbl. Byn Makana 6acTaybill MyFaniMOepaiH MeKTenTeri XyYMbICbIHbIH, 6acTankpl
Ke3eHiH, aTan anTKaH4a, oflap KaHOaW KMbiHObIKTapFa Tan 60MaTbiHbIH YXoHe MeKTen
SKiMLWIiNepiHeH Kanam Kongay anatbiHbIH 3epTTereH canasnbl KeMCc-CTaan HaTwkenepi-
He HerisgenreH. 3epTTey KepceTkeHaew, MekTen 6Gaclibliapbl »aHagaH GacTaraH
MyFanimMaepre »aHa »XyMbIC OpPHbIHA XaKCbl 6eniMaenyre keMekTecyoe MaHbi3abl per
aTKapadbl. 3epTTey HaTMXKenepi MaHbi3Obl CAACU KoHe NPaKTUKasbIK MaHre mne.

p Tipek cespep: KolLbacllbiblK, MeKTen »eTeKLlici, 6acTayllbl MyFaniM, MHOyKUMS,
ToniMrep

Material received on 15.05.2023
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