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Abstract: The field of research in the context of teaching Barning is not solely characterized by
cognitive issues. For the last 30 years, mainlyoab; the affective domains have been the core of an
array of inquiries, which highlight the importanoé exploring such domains in a more systematic
way in order to obtain a better understanding o tteaching and learning process. This article
explores the affect of a student teacher in hest fpjear of teaching in an initial teacher education
program. Affective states such as calmness, happjnanguish and embarrassment colored the
student teacher’s practice and showed themselveslated to, for example, the methodologies used
in class, and decision-making.
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Resumo: O campo de pesquisa no contexto de ensino e dpegyaiin ndo se caracteriza mais por
aspectos cognitivos somente. No decorrer dos (8tiB anos, os aspectos afetivos, sobretudo no
ambito internacional, vém sendo o foco de invegfiganeste contexto e estudos tém salientado a
relevancia de explora-los mais sistematicamentdntuito de melhor compreender o processo de
ensinar e aprender. Este artigo explora a afetidielale uma aluna professora em seu primeiro ano de
docéncia em um programa de extensdo. Estados @fetivmo tranquilidade, felicidade, angustia e
constrangimento permearam a pratica da professosa enostraram, por exemplo, interligados com
as metodologias usadas e suas tomadas de decisoes.
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1 Introduction

One of the biggest drawbacks of the disciplinegclvlapproach emotion is the debate about
its conceptualization. For many years, emotionseha@en emphasized in philosophy, psychology,
sociology, history, and anthropology. However, nee ccan reach a consensus on its definition.
Zembylas (2002a, p. 188) contends that “given timg Ihistory of debates about what counts as an
emotion, it would be surprising indeed if there gvartidy definition” for it. About three decadesag
Fehr and Russel (1984, p. 464) pointed out thagri®ne knows what an emotion is, until asked for a
definition”. Scherer (2005) stated that the numbiescientific definitions of emotion reviewed until
1981 were over a hundred. Therefore, the literatems to present a broad scope and a thorny
problem concerning issues of what counts as aniemot

Although the term affect is also used by sevechbkars due to its broad meaning, which

includes emotion, feeling, mood and other dispacatestructs (Ochs and Schieffelin, 1989; Jackes
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and Vicari, 2005; Arnold and Brown, 1999; Bown affhite, 2010). Bown and White (2010, p. 433)
contend that, as it occurs to emotion, “researchaffect has long been hampered by issues of
definition”. Nonetheless, Araujo (2003, p. 156jirafs that affect is a “generic term which gives
quality to what it is considered affective, whidlvegs meaning to a great group of affective statas t
we feel in relation to ourselves, to others, te,litb the nature, etc”.

There is an array of studies in Education whichehanesented an outpouring debate about the
role affect/emotions play in the context of teaghiand learning, mostly about their effects on
students’ and teachers’ lives (Ehrmemn al, 2003; Dewaele, 2007; Imai, 2010; Bown and White,
2010). In this regard, Zembylas (2005, p. 466) {wiout that caring for and exploring teachers’
emotions is to work towards a “promising new dii@etin research on teaching”.

In this article, | highlight the importance of éagping teachers’ affective states in their first
year of teaching through a case study of a noviezilBan student teacher in her first semester as a
teacher of English language. For this purpose ¢ fako account the conceptualization of emotions
employed by Zembylas (2002a, 2002b, 2005), asasgahe concept of affect as a broader term (Ochs
and Schieffelin, 1989; Arnold and Brown, 1999; Bmw2005, among others). Firstly, | present the
theoretical framework and also justify the emploptnef the two terminologies (emotion and affect).
Secondly, the methodology used is described ancbflepof the participant is presented. Third, |
develop the data analysis based on the diary entnigten by the student teacher. Finally, | codelu
this work by pointing out some implications condegithe role of investigating novice teachers’

affect.

2 Theoretical Framework

In spite of the complexities which surround the aapt of affect, studies on this phenomenon
have greatly emerged abroad in the last thirty y@and they have been linked to a wide range of
constructs. In general, the investigations on affétempt to emphasize the role it plays in moving,
shaping, and coloring people’s lives (Hyson, 198&mpbell, 1997; Hargreaves, 1998; Zembylas,
2002b.).

In educational contexts affect/emotions also playnaportant role. Zembylas (2002b. p. 80)
argues that in this field emotion “is by no meansew terrain for researchers and educators”, it th
author claims that the interests in studying thiemomenon seem to be renewed. Moreover, such
interests should focus on the “emotions of teachtimg emotional politics of teacher development and
education reform, and their implications for teackducation”. The author also emphasizes that
emotions should not only be explored in their ipégsonal aspects, but an intrapersonal investigatio
should occur since teachers are often managinghagdtiating their emotions while they shape and

influence teachers’ decisions towards their prasti@nd establish connections with power relations.
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According to Sutton and Wheatley (2003), the ernbf Education did not provide much
exploration of emotions until three decades agowdi@r, the authors claim that even with the
growing body of research on emotions in the 8@gy 6f those focused on teachers. They affirm that
researchers had little knowledge about (a) “the mfi emotions in learning to teach”, (b) “How
teachers’ emotional experiences relate to thechieg practices”, (c) “how the sociocultural coritex
of teaching interacts with teachers’ emotions”, (tipw teachers regulate their emotions, the
relationship between teachers’ emotions and matingtand (e) “how integral emotional experiences
are in teacher development” (ibid., p. 328). Suttod Wheatley state that those unknown territories
on teachers’ affect started to be more exploratiér90’s, and currently Schultz and Zembylas (2009,
p. 4) argue there is a considerable number of esualbout this phenomenon. These studies highlight
the notion that emotions are “inextricably linkexdteachers’ work, development, and identity, and
how these emotions impact their lives”. As a rerploring teachers’ affect became as cruciahgs a
other aspects of investigation which value improgata in the context of teaching and learning once
“emotions are at the heart” of this process (Harges, 1998, p. 835).

The concept of emotion | employ in this study ie the which does not conceive emotion as
something solely private, internal. On the contramyotions will be treated as a phenomenon that is
also socially constructed. Based on Zembylas’ wq@02a, 2002b, 2005), emotions should be
explored in an attempt to construct what he nansegemealogies of emotions. By genealogy, the
author argues it is a method in which the discauese explored, and mainly the role they play in ou
society and the changes they have. In additionathbor (2002b, p.83) affirms that this genealogy
describes “events, objects, and persons and thgorehips among them [...], and the ways in which
these emotions are experienced in relation to eaehier-self (individual reality), the others (sbcia
interactions), and the social school culture inegah(sociopolitical context)”. In general, the agh
such genealogy is to lay emphasis on teaching aproagess that goes beyond cognitive
characterization.

As mentioned earlier in the introduction of thappr, it is a thorny problem to define what an
emotion is, and to find a unique concept that gedgidefines emotion seems to be an endless attempt
(Scherer, 2005). Therefore, taking into accountdisagreement among theorists on what counts as an
emotion (Zembylas, 2002a, 2002b, 2005), in thigclartl also employ the concept of affect as a
broader term. In this regard, Ortory. al (1987, p. 343) argue that affect and emotionusgally
used synonymously in the literature, but the awtlaolvocate the theory that affect has a wide rahge
constructs and call readers’ attention to the tiaat “all emotions are affective conditions, but ab
affective conditions are emotions”. Likewise, Mdgio (2004, p. 7) claims that the concept of
emotion is usually “used to refer to a wide ranf§eftective domains or, in a limited view, as an
emotional reaction”. For this reason, the auth@gssts that a great number of affective conditions
may be mistakenly treated as an emotion. Similadlghs and Schieffelin (1989, p. 7) argue that

besides emotion, affect includes “feelings, modalispositions, and attitudes associated with persons
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and/or situations”. Thus, affect covers a greateug of sentimental and emotional manifestations,
personality traits, beliefs, motivation (Bown andi®, 2010), among others. Lastly, Brown (2005, p.
153) also considers this premise about affect amdends that “the development of affective states
[...] involves a variety of personality factors, fiegls both about ourselves and about others with
whom we come into contact”.

Due to the lack of consensus regarding emotiod, @nsequently the lack of studies that
elucidate an explicit categorization that thes¢hose phenomena can be labeled as an emotion, | do
not consider pertinent to discuss about all affectitates reported by the participant as if theseved
emotions. When | employ Zembylas’ concept of emmtibam referring to the perspective of treating
them as a social construct, mainly his genealoggnuftions, which was not approached in any of the
works using the term affect used in this paper.tli@nother hand, | found relevant and adequate the
broader meaning of affect and affective states.celeduring the analysis | will be using the term
affect or affective states once the latter, astedimut by Jackes and Vicari (2005, p. 17), is aemo
adequate term since it includes “other affectistest besides emotions”. | only use the term emotion
or feeling when | respectfully refer to the findingf other authors’ studies. Next, | discuss alsoute

inquiries which focus on teachers’ affect.

2.1 Teachers’ emotions and affect

Among a group of 32 teachers in Ontario, Canadagtdaves (1998, p. 838) focused on “one
of the most significant emotional aspects of teaghthe emotional relationships teachers have with
their students” to investigate teachers’ emotiong|lrestioning about the nature of such relatiorship
His findings suggested that teachers (a) felt p@sg@motions by giving importance to the “emotional
bonds and understandings they established wittestst) (b) “teachers’ emotional commitments and
connections to students energized and articulaterything these teachers did: including the way the
taught, planned, and the structures in which thefepred to teach”, and (c) that some impositioms o
them by school rules or politics may damage somedémental aspect of what they do” (ibid. p,
850). Finally, the author also points out that kems felt happiness, satisfaction and pleasure when
their students’ learning progress was noticed, rmodtly when they were responsive to most of the
events in class. In another study, Hargreaves (200@stigated 60 (elementary and secondary)
teachers from Canada by exploring the perceptibaset teachers had about their relationship with
students. Positive emotions were experienced whaohers perceived that students showed some
affection towards them (elementary teachers). latios to Secondary teachers, positive emotions
were felt when students returned to thank themntHeir efforts which contributed to maintain their
satisfaction and motivation in teaching.

Almeida and Mahoney (2009) also reported the pasitffective states experienced by

professors at a university in Brazil. The authaiguad they experienced joy and satisfaction when
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students told them they learned the subject anadhiey effectively did different tasks in class.géo
and satisfaction were also felt at the end of theses due to the students’ interest and engagement
discussions, and when professors had their aimgwathand some problems solved as well. Lastly,
Day and Qing (2009) argued teachers experiencedttite of well-being and confidence every time
they found support from co-workers and experientethers in the first years of teaching. In
addition, their healthy and friendly relationshipitiw students let them prone to frequently
experiencing positive emotions.

On the other hand, negative affective states stiepe teachers’ daily life. Chaves (2009, p.
104) developed a study in which he investigateddbéngs elementary teachers experienced towards
students’ misbehavior in class. Some of the unpl@asmotions reported by the participants were:
“impotence, sadness, frustration, nervousness,rairgiégation, and indignation”. According to the
author, frustration, anger, sadness were all tegdibcause of students’ disruptive behavior, tad al
related to macro issues such as impunity in lawl, the lack of family support and engagement. In
general, his findings suggest that teachers styastgbwed the need of being supported by colleagues,
coordinators and school principal. They also had tiecessity of being listened, and having
opportunities to enable reflections in order toieed a good atmosphere at school to keep on
working.

Hargreaves (2000), in turn, discusses that elemenéachers felt anger when they were
defied by students, and when the latter did nobgeize the efforts of the former. In what comes to
secondary teachers, negative emotions were ememjpet teachers realized they were not felt
“known by their students either, as moral, emotigemple” (Ibid., p. 820).

Veen, Sleegers & Ven (2005, p. 927) found out Hratiety was experienced by David (the
teacher investigated) once he felt the “decrease#t pleasure related to his lack of time”. The auth
argues the lack of time prevented David from penfag his tasks “in a good manner according to his
educational standards” and by perceiving that bisvorkers had — in contrast to David - a part-time
job in the school. Hence, the lack of support fioisi colleagues seemed to “form a threat for David,
and it reinforced his emotions of anxiety” (ibig.,928). Almeida e Mahoney (2009) also pointed out
some negative affective states in their study withege professors such as sadness, irritation and
anger, which were experienced when students shéaeddof respect among themselves and to the
professors. Professors also experienced frustratien they were unable to solve different problems
in class.

Lastly, Candido-Ribeiro (2012) argued some affectates such as anxiety and nervousness
emerged when one student teacher had to teach gmamspeaking in English due to her own
perception towards her level of linguistic knowlefimpetence in that language. Preoccupation was
related to the managing of time to teach all th&teat required by the program. Anguish, sadness and
nervousness were felt in situations of conflictshwstudents due to power relation issues since all

students were much older than the teacher.
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The findings mentioned illustrate some of a widsge of affective states a teacher
experiences in his/her professional life. In additio this, those affective states portray howligar
is surrounded, constructed and shaped by positidenegative affect. In this regard, Arnold and
Brown (1999) state that seeking for a broader wtdrding of the affective dimension in language
learning is to value for a more effective teachiegrning process. Thus this article reports several
affective states that surrounded the participants year of teaching and attempts to explore tthem
seek for a better understanding of what a teaohes dr say in the classroom. Therefore, | belibae t
the more we broad our horizons towards affect is tontext, the better will be our chances in
understanding a wide range of aspects of teachimlglearning process which can be, for many,

considered as complex.

3. Methodology

3.1 Data collection

The data this article is based comprised the ffagorts of a longitudinal study that started to
take place in the second semester of 2011. Theidsttaiments chosen to develop this study were
diary entries, class observatfand interviews. Due to the lack of space, | btimghis paper the data
collected from her diary since such instrumentbie & provide a “power set of methods for studying
various human phenomena, including personalitygsses (Bolgeet. al, 2003, p. 580). In addition
to this, some authors have been elucidating seaehaintages in using diary as a research method,
such as its capacity of helping the researchersadte interpretations people give to their ownldgor
(Nicholl, 2010), its capacity of offering more diétaof the experiences lived, and because a diary
“serves primarily as a chronological of events egqbsitory for emotional reflection” (Griffee, 2005
p. 36). Lastly, it also allows to diagnose and exanfattitudes and beliefs about learning” and

teaching languages (Lally and Velebra, 2000, p).108

3.2 Context and participant

This study was carried out in a public universitythe state of Minas Gerais, Brazil in the
second semester of 2011. The Language Departmématiinstitution has an initial teacher education
program which provides undergraduate students fhmortunity to teach English. The students
enrolled in this program are supervised and momitdsy experienced teachers during the process.

Among over 30 student teachers engaged in thisrpmag Clara (pseudonym chosen by the

2 Even being one tool chosen to collect data, thescbbservation did not occurred in that first ssteredue to
the agreement arranged between the student teaodethe researcher, who respectfully understoodaGla
request.
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participant) was about to start her first semeagean English teacher. At the moment this research
began, Clara, 20 years old, was taking the sixtiesger at the Languages Department (Double major:
Portuguese/English) and had never had any teaelogriences. During an informal conversation we
had, she reported to be very curious and excitedtad teaching. Her first and only class was
constituted of public employees (14 students) efuhiversity who were beginners. Clara’s extensive
English course (two classes a week — Tuesdays husdays) was schedule to begin in August and
would last until the beginning of December.

Before the classes begin | gave Clara a molesii@ebwok that would be her diary and asked
her to write as much as she could about everytthiaghappened in the class. Moreover, she was told
to include in her diary entries all feelings andotions she felt in each class. Although Clara had h
diary (moleskin notebook), | used to receive hetriesn by email every week. In the end of the
semester there was a total of 18 entries

Next, | present and discuss the first reportsinbthfrom her class dairy by showing some of

the positive and negative affective states shereqpeed in her first semester of teaching.

4 Data analysis

The experiences in Clara’s first year of teachirege clearly characterized by issues of affect.
However, the majority of those were negative offd®e student teacher reported several affective
states throughout the first semester of teachind,due to the lack of space | bring to discussion i
this paper the following ones: feeling bad, prepetion, embarrassment, anxiety, regret, anguish,
lack of motivation, insecurity, and disappointme@n the other hand, Clara also felt the states of
motivation, satisfaction, and happiness. Theseestare approached into two parts: (a) creating

affective bonds with students, and (b) The clagsranew terrain.

4.1 Creating affective bonds with students.

Almost all entries (18) of Clara’s diary registérdoth implicitly and explicitly, her wish in
creating affective bonds with students. It seemas shich wish appeared as a primary aspect she must
have to maintain her willingness and motivatiorgiving classes. For this reason, Clara experienced
positive affective states when noticing some o@noes in the classroom that were favorable to
maintain her affective bonds. On the other handjatiee affective states were felt towards the
circumstances which emerged as a threat to suchtenaince. The excerpts summarize the positive

affective states Clara felt in different situations

% There were some times that | sent back some sri€lara with some questions of mine. Such qoesti
aimed at clarifying or broadening some arguments tsdd written. However, this occurred more ofterihi@
beginning since we were having problems in findinge to schedule interviews due to our own works atier
academic duties.
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Excerpt O1:

| got too much happy in relation to what the studemrote about me in the questionnaire. [...]
The sensation of making students feel well is \ggd. Sometimes | feel that teaching is not what
| want as a profession, but when | perceived | wasepted by the students and that | was
contributing to their learning | started to rethimlore about the choice | made, | kind of feel
motivated. (Diary: September, 22011)

Excerpt 02:

Today was the written test. [...] | brought chocatater them in order to help them feel relaxed
while taking the test. They made jokes by telling that they will give me a box of chocolates
when | correct their tests and that it was them wkee supposed to give away chocolates, not me.
(Diary: October 0% 2011)

Excerpt 03:

Today | applied the oral test and something verdy ls@ppened because one student came to me
and started to cry. [...] he explained that he hakdevere personal problems and because of that
he did not have emotional conditions to take tls¢ 4ad asked me if he could do it another day. |
accepted without a second thought. [...] He apolayipeme for crying and | got so moved with
his condition. But in the end | felt satisfactionrelation to the attitude | had because | was tble
calm him down. He even sent me an email to thanlkdoeeto the attention | gave him. (Diary:
October, 08 2011)

In excerpt 01 Clara clearly reports her happiress result of being well evaluated as a
teacher in the questionndimgiven to her students. In one of the informal @sations we had before
the classes begin, Clara had already mentionethéecurity about her profession and having to teach
for the first time, and because of this it seena the happiness she felt may have manifested as a
unique and strong affective state so that it magteréthink about the choice she made in being a
teacher. Therefore, students’ positive feedbachritaried to diminish her doubts about not being a
teacher. This report is in line with some studiegaachers’ satisfaction (e.g. Dinham and Sco@y719
Nias, 198%pud Hargreaves, 2000, p. 817) which suggested thathers’ most important rewards
are gained from students in the classroom”. MorgoMargreaves (2000, p. 817) contends that the
teachers investigated in Nias’' research “feel reedrwhen students show affection towards and
regard for them and when students demonstrate thiegt are enjoying (or have enjoyed) their
learning”. In excerpt 02, the participant shows pegoccupation with students’ well-being while
taking the test by bringing chocolates. Such attitseems to be a demonstration of the need in
creating affective bonds with students. The exc8fishows Clara’s satisfaction for accepting her
student’s requirement and mainly for being ablentke the student feel calmer. This way we can see
that empathy can play an important role in provgdi#tudents’ and teacher’s positive affective states
and such situation can create a pleasant enviranfimeboth. In general, these two last entries poin

out that Clara cares about providing a caring asig@ gnvironment for her students. Yet Clara’'s

“In the extension course in which Clara works feerg student teacher is evaluated twice, in thediridf the
semester (midterm-questionnaire) and in the emdl(fjuestionnaire). Both questionnaires are pravioye the
initial education program. The reason in applyimg én the middle of the semester is that the stutéather
can seek for improvements among other aspects dawaaching through a reflexive conversation wita t
experienced teacher who monitors and supports kim/h
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reports reinforce the scenario of the classroora pkace that is shaped and moved by affect, which
highlight Hargreaves’ words on this issue who codgethat “emotions are at the heart of teaching”
(Hargreaves, 1998, p. 835). Furthermore, they atsoforce that teachers “secure their psychic
rewards by establishing close emotional bonds or emotiamalerstanding with their students as a
foundation for teaching and learning” (Hargrea€$)0, p. 817).

On the other hand, negative affective states ezglendien Clara experienced situations which
threatened the maintenance of her acceptance bstudents. The aforesaid situations are about the

development of some activities in class that dithmark to all students.

Excerpt 04:

The class was flowing well because students didatttévity that | asked for and etc. | was
explaining everything in English, but there wassthtudent who suddenly said that she did not
understand a word of what | was saying. And shendidspeak in a polite way. | felt awful and
disappointed with that [...]. There is a listeningidty in the textbook that is very simple and
almost everybody understands [...], but there is larotstudent who frequently presents
difficulties and he always complains he can't ustlemd. However, he speaks in a way as if | were
responsible for his failures in learning Englistlddr@ ends up irritating with me.

In the excerpt 04 Clara experienced negative tkecstates due to the inappropriate
treatment, in her point of view, of those two stide The lack of politeness when talking to her and
the other student who made her feel responsiblaifodifficulties in learning emerged as a threat f
her well-being and, mostly as an occurrence that deenage the process of being accepted by them.
The teachers investigated in the study of Almei@ lflahoney (2009) as well in Chaves (2009) also
experienced negative affective states such as ssadinetation and anger when students showed lack
of respect towards the teacher. Thus, it seenmsatiakind of hostile behavior in class may bring
negative affective states which, and in turn, caveha stronger impact on novice teachers once they
are in the beginning of their careers. Consequgtityy environment of the classroom is a completely
new terrain for them. In this regard, | presenthia next subsection how affect, positive or negati
shaped and colored Clara’s first teaching expeedac being the classroom a brand new terrain for

her.

4.2 The classroom: a new terrain
“First years of teaching have long proven to be ltdvaging and frustrating for novice teachers”
(MASSEY, 20086, p. 73)

The words of the author in the quote portray V@ddira’s first year of teaching. In my view, it

is usually challenging and frustrating becausenéf/éeachers have considerable different categorie

® Psychic rewards is a term defined by Lortie tledéns to rewards which “rotate around classroormesvand
relationships with students; the cathexis of clagsr life underlies much of teachers feel aboutrtinerk”
(LORTIE, 1975, p. 183pudHARGREAVES, 2000, p. 817).
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of knowledge base such as content knowledge, depetdagogical knowledg@mong others, novice
teachers often face and experience the noveltyexample. In other words, some peculiarities of
teaching seem to be learned solely in this context.

Even being supervised and monitored by experieteachers, Clara faced thorny situations
in the classroom. The student teacher presentédutlies in managing and/or dealing with them in
order to feel secure. The excerpts that follow repome occurrences in class that triggered negativ

affective states.

Excerpt 05:

During the class, one student asked me about yleaftmy written test. [...] | did not know what

to answer him [...]. This worried me because | neelinow how my test is going to be, the style
of test that | am going to apply. | realized thateled to decide about this as fast as | can. [...]
Students are very anxious about the written tedtthis is making me anxious as well. There is
this student who always makes questions aboutetfie And he has been missing classes because
of health conditions and he missed classes of dendnat of the textbook. | don’t know what to do
about it (Diary, September, $82011)

Excerpt 06:
I think I am more insecure than students in refatmthe written test because | have not prepared
it yet, and | have no idea how my oral test is gdimbe either. (Diary, September 20 2011).

Preoccupation, anxiety and insecurity were expedd due to the fact that Clara never
applied exams before and when questioned about, tsleendid not have much to say. The students’
questions were the factor which triggered thoseatieg affective states, and the reason for
experiencing them lies on the fact that having newser could represent a threat to her professional
image, which she has just started to build. Moreo@ara claims she did not know what to do in
relation to the student who misses classes (Ex@&ptin this regard, the participant reported :thiat
already said that | could arrive earlier and expthie content to him (student)”. However, the shtide
teacher was worried about time management: “Butdvk that this is not going to be good for me
because time becomes too short because of the amibtitings | have to do”. Even then, she says
that: “I am worried about him and, | am afraid heedl not do well in the test even knowing that
helping him this way should not be a concern ofghiiDiary: September, 08 2011). Therefore, Clara
recognizes that it is not a teacher’s respongthitithelp a student who misses classes for anyngive
reason by saving time to explain the content alfreshadied. On the other hand, the concerns abeut th
student’s learning process seem to be of a greppriance to Clara. Many of the vast arrays of
aspects that surround a classroom may bring, abre mtense level, difficulties, problems, and/or
questionings to novice teachers since such envieohiis a completely new terrain for them. In other
words, one may view the case of the student wheedislasses as something easy to be solved,; it was

different for Clara, though. These accounts sugtiest novice teachers may be prone to have more

® Here | am referring to some of Shuman’s sevencétegories of Knowledge base in teaching. For more
information consult SHUMAN, L. S. Knowledge and dbang: foundations of the new reforriarvard
Educational ReviewNo. 57, vol. 1, p. 4-21, 1987.
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difficulties in what comes to decision-making anden they are worried about time management. As
highlighted in the study of Veen, Sleegers & Ve@(02), the teacher David experienced anxiety after
noticing his lack of time to perform some taskslass. However, Clara’s difficulties in not knowing
what to do with the student who has missed classest a result of not having time to perform tasks
in class, but the lack of time out of class to ha&lgh student. Thus the student teacher’s report ma
suggest that the lack of time can be a triggeregfative affective states on a teacher’s life.

A second occurrence is related to the activitiespéd and the questions made on vocabulary.

Excerpt 07:

In the listening activity of the textbook, theresathis part that the speaker said “He is beautiful”
Students got surprised about the use of beautifulnien once | had already explained that we use
“handsome” to refer to men’s beauty. They questiome about that and | did not know what to
answer. [...] | said to them | would look for an exyphtion about this but at that moment | got so
embarrassed with one student who said that | hpthieed something wrong to them, because in
the book it was written “he is beautiful”. Then theok was right and | was wrong. (Diary:
September, 09 2011)

Excerpt 08:

| brought a song as a listening activity. [...] Wheplayed the song | felt that students got a little
frustrated. Some filled the gaps correctly but ogttd not understand a single word. [...] Because
of the expression in their faces | regretted briggthe song. During the activity | thought to
myself “I will never bring any other song” becausey were very irritated with me once they
could not do the activity, and because of thatlt..fel don't know. | think, anguish. (Diary:
October, 25 2011)

Although the student’s behavior in excerpt 07 dbnted to Clara’s embarrassing experience,
not necessarily a student must be rude and causacher any negative affective state when not
knowing how to answer the student a question alvoggabulary, which can also happen to an
experienced teacher. What may have occurred inaGlarase is a matter of phases that novice
teachers go through in a classroom in their fisaryof teaching, that is, their preoccupation in
presenting themselves capable enough to be a teactdemainly, their worries in pleasing students
and have their approvals about everything theyosalp. Candido-Ribeiro (2012) pointed out that the
teacher (Nina), who was in her first year of teaghialso reported to be very uncomfortable every
time she did not know how to answer a question alkooabulary. Consequently, Nina argued she
used to feel bad and more convinced that she wa$atofrom being the teacher she wanted to be.
Therefore, Nina experienced embarrassing momeriteiclassroom and frustration in the end. Thus,
a teacher who faces difficulties in solving probdein class, even if it is a question on vocabulary
which could not be answered, he/she is likely teehtheir affective domains negatively affected.
Almeida and Mahoney (2009) also corroborate thilyming that teachers tend to feel frustrated
when they were unable to solve different problemslass.

In excerpt 08, Clara experienced anguish and redtet perceiving that the activity planned
did not work for every student. There is no guagarthat an activity previously planned will work

every time a teacher, experienced or not, applia&/hat may have contributed to Clara experiences
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those negative affective states was the lack ditylm managing the situation in order to make it
work what is prone to be a total failure. Harge=a(1998, p. 850) contends that emotions “energized
and articulated everything” the teachers in higaesh did, including “the way they planned, and the
structures they preferred to teach”. In other wptls negative affective states Clara experieneedd h

a negative impact on the song activity she planfiacs fact made her consider, even temporarily, in
never applying such activity again. Finally, Claeported that “it is awful when you plan a clasd an
try to use your creativity, bring nice things andthe end, you see that some students did not meet
your expectations. This case affected very muchmmtivation” (Diary, September, 9 2011). In his
inquiry with 60 elementary teachers in Canada, Hanges (2000, p. 820) stated that teachers reported
negative emotions when they felt “defied by studéraand when these ones “did not recognize their
teacher’s effort”. Therefore, affect plays an intpat role in the decisions a teacher makes towards

the practice and methodology used in class, agqubut by Zembylas (2002b).

5. Conclusion

Clara’s first year of teaching was shaped by owemi affective states which reveal and
reinforce the importance in providing teachers oy support based on cognitive matters but that
affect should be taken into account in order toemsihnd what teachers do and say and why they
behave in different ways in relation to their prees and their students. Although Clara has supgort
experienced teachers, which she also receivedéstarting to teach and continued to receive during
her teacher training, the student teacher preseiiffezllties in relation to some events occurradhe
classroom such as questions about the type ofewritist she would apply, and the song activity that
did not work. As Zembylas (2005, p. 468) arguesrtain aspects of teaching can only be learned in
practice through how one feels and are not onlgrilesd by cognitive schemes”. The author also
claims that affective issues must be part of othiees of knowledge that are taken into accountiwith
teacher education since “teacher knowledge is asynkmd of knowledge that involves content
knowledge, learning research and teaching techgigaavell as knowledge”, which Zembylas assures
that can solely “be attained in social practicéyppersonal exploration through how a teacher feels
Clara thought of never applying the song activiggia and the reason for this lies on affect. Howeve
after sharing such occurrence with experiencednhtxac she applied this type of activity a second
time, which was more successful. Therefore, thidifig suggests that having experienced teachers
who support novice teachers in their first yeargeafching is crucial to maintain their willing and
motivation in what comes to the unpredictabilitytbé classroom. In addition, experienced teachers
can provide an environment for discussion aimingoatributing to novice teachers’ development and
competences.

This paper also highlights the role affect playshe relationship between affect and decision-

making. In other words, the development of the saciiyity which was not completely succeed in
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class brought negative affective states to Cladh @emnsequently, made her think that such ideaavoul
not be applied in class again. Thus the affectitages experienced shaped Clara’s professional
decisions and practices in her first year of teagtbdwards the style of listening activities shanpled

and managed in the classroom. Moreover, in mangsca®vice teachers are not supported by
experienced ones or even participate of initialcation programs as Clara has been. In other words,
novice teachers who have lack of support may taklesan the process which may not be so fruitful in
terms of reflection, preventing them from havingpogunities to reflect on every aspect about their
teaching, which in turn can contribute for the degenent of their profession.

The discussions presented also suggest novichaeaseem to have concerns for students’
development in learning. As a result they are yaone to make efforts to help their students even
knowing that some efforts they may make are noessdarily up to them, as it happened to Clara
towards the student who missed several classdigielnvith this view, Candido-Ribeiro (2012) stated
that the first-year teacher investigated in higaesh showed much preoccupation with her students’
development by trying to provide a comfortable emwiment for learning, by creating affective bonds
with students, and making efforts to improve the@irning process.

Finally, this study was carried out with only divet-year teacher and thus | believe it may not
be generalized to other teachers. On the other, laisdact does not minimize the importance ard th
objective proposed, which was to explore teachaffsct in order to emphasize how teaching is
grounded in affect or that it has its roots in etifee dimensions. Yet this study presents infororati
that may help students and teachers to develop ressarches on this area by aiming at broadening
knowledge about affect so that any discussion ashiers’ identity and/or teachers education, for
instance, should consider the affective domainrasrgortant tool to understand what happens in a

classroom, a place where teachers undertake a ers@l of tasks every minute.
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