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Abstract. This study examined the challenges novice teachers 
encountered in Qatari government schools and the coping strategies they 
adopt. A qualitative study was conducted using semi-structured 
interviews with 15 novice teachers during their initial years of teaching. 
The findings demonstrated that most participants faced several personal 
challenges and other challenges within and beyond the school. Findings 
also indicated that these teachers confronted these challenges using 
various coping strategies. The challenges facing novice teachers include 
teaching and classroom, government, and administrative, and 
professional challenges. Novice teachers' coping strategies included 
individual internal peace strategies, active communication, and changing 
environment. Finally, based on these findings, suggestions are provided 
to support novice teachers' long-term success in Qatari government 
schools or similar contexts. 
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1. Introduction  
The novice teacher completed a university-based teacher education program with 
less than five years of teaching (Kim & Roth, 2011). Michel (2013) suggests that 
novice teachers could be viewed as strangers in a new land since they are 
unfamiliar with the school's culture and norms, and they must navigate through 
planning, teaching, assessing, and an assortment of other responsibilities and 
demands. Corcoran (1981) describes novice teachers' initial years as a "transition 
shock" or as a "not knowing" period, where new teachers discover that their 
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idealism of teaching is quite different from the realities of the classroom. More 
specifically, novice teachers are characterized as having a 'survive and thrive' 
encounter (Fantilli & McDougall, 2009) or 'sink or swim' experience during their 
first-year teaching in which they experience new and unknown situations (Sabar, 
2004). These experiences have led to significant numbers of teachers exiting the 
profession. Literature has documented the ongoing trend of leaving the 
profession citing between 25 to 50 percent of novice teachers resigning within the 
first five years (Bang, Kern, Luft & Roehrig, 2007; Massengill, Mahlios & Barry, 
2005). 
 
In Qatar, the government schools have difficulty recruiting and retaining new 
teachers. Novice teachers in Qatar face a shifting educational policy landscape, 
with many reform issues prevailing within the education system (Chaaban & Du, 
2017). Qatar's education reform, known as "Education for a New Era," moved 
from a centralized to a decentralized system, converting government schools to 
independently operated schools with limited government control. The 
implementation of this change began in 2002, and the first independent schools 
opened in 2004. The Independent School System modified the curriculum and the 
criteria used to determine quality teachers  (Khodr, 2011; Nasser, 2017). As Qatar 
is undergoing educational reforms designed to transform into a knowledge 
society, teachers play an essential role in enforcing educational innovation (Akyol, 
2016). Therefore, teachers' stability and job satisfaction are of particular 
importance for the quality of teaching and learning. 
 
Nevertheless, Qatar’s novice teachers are being expected to bear the same 
teaching loads and responsibilities as their more experienced colleagues (Alloh, 
Hasan, Du & Romanowski, 2019). This study demonstrated that novice (less than 
five years of teaching experience) and experienced (between five or more years of 
teaching experience) teachers reported high levels of EE burnout. Furthermore, 
the first year of a teacher's career is significant because it provides insight into 
whether the teachers will remain in the classroom (Sözen, 2018; Wang, Odell & 
Schwille, 2008; Watt & Richardson, 2008). Thus, it is essential to examine the 
challenges that novice teachers face and how they attempt to cope (Chaaban & 
Du, 2017) to improve current practices and teachers' work conditions. This study 
aimed to examine the challenges facing novice teachers and explore the coping 
strategies employed to accustom themselves to daily work in Qatari government 
schools. The study focused on understanding novice teachers’ experiences and 
gaining insight into their coping mechanisms rather than assessing their 
performance. 
 

2. Literature Review 
2.1 Novice teachers’ challenges  
Research supports that novice teachers' challenges are intrinsic to the teaching 
profession and conditions of the school environment (Glickman, Gordon & Ross-
Gordon, 1995; Gordon, 1991; Lieberman & Miller, 1984). Cody (2009) suggests that 
novice teachers struggle with various challenges upon graduation from teacher 
education programs designed to prepare them for teaching. However, novice 
teachers face challenges seldom addressed in their professional preparation. 
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Nevertheless, beginning teachers, in particular, face a wide range of challenges to 
navigate during their first years in the classroom (Ergunay & Adiguzel, 2019). 
 
Besides, they face multiple challenges that are fundamental to the teaching 
profession and the school environment's workplace conditions. New teachers 
realize that curricula and materials designed for them in their professional 
programs differ from those used in the school context (Lee, 2017). Previous studies 
examining beginning teachers outline the challenges related to many tasks 
associated with the school setting. For instance, increased demands beyond 
pedagogical tasks, frequent curriculum changes, additional administrative work, 
a growing need for technological competence, and increasing diversity among 
students (Tschannen-Moran & Hoy, 2007; Cody, 2009; Le Maistre, & Pare, 2010; 
Öztürk & Yildirim, 2013; Collie & Martin, 2016).) all confront novice teachers. 
 
More specifically, the pedagogical challenges that beginning teachers may include 
classroom management and organization, demands of teaching face loads, 
student diversity and motivation, assessment, and addressing individual student 
problems (Anhorn, 2008; Kelly & Northrop, 2015; Liu, 2007; Quinn & Andrews, 
2004; Schlichte, Yssel & Merbler, 2005; Yost, 2006). Improving student 
participation in classroom activities and developing supportive teaching 
materials is a challenge (Emmer & Stough, 2001). Roehrig and Pressley (2005) 
found that dealing with individual student differences and challenges posed by 
students were most cited as challenges, not just by first-year teachers, but also by 
their experienced counterparts.  
 
Furthermore, many novice teachers lack the advanced skills that experienced 
teachers have acquired for years. Unlike experienced teachers, novices are not as 
organized as their experienced counterparts and had limited pedagogical content 
knowledge. They cannot predict where in the curriculum, students could have 
difficulty, and therefore, struggle to make effective decisions around prioritizing 
content coverage (Gaikhorst, Beishuizen, Roosenboom & Volman, 2017). Novice 
teachers often take more time in the planning process for each lesson than the 
experienced teachers, due to a wide variety of lesson characteristics including 
timing, content, scope, pacing, instructional and behavioral management 
concerns, and sequencing activities. Therefore, novice teachers see planning as 
time-consuming compared to other core tasks they must fulfill for their students 
(Koni & Krull, 2018). 
 
Another aspect that impacts novice teachers' experiences is contextual challenges. 
Novice teachers’ understanding of their school contexts, for example, the collegial 
climate, influence their intentions to continue with their teaching career (Borko & 
Livingston, 1989; Coburn and Russell, 2008; Coleman, 1988; Penuel, Riel, Joshi, 
Pearlman, Kim & Frank, 2010). School policies and administration demands could 
also influence novice teachers' feelings about job conditions and satisfaction 
(Coburn & Russell, 2008; Ivanitsky, 1998; Penuel, Riel, Joshi, Pearlman, Kim & 
Frank, 2010; Powell, 2014).  
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There are also societal factors that influence teachers. The social status of teachers 
can be an essential area of how teachers perceive their profession. For example, in 
a society where teachers are highly respected and hired as civil servants with life-
long job security such as in Japan and Germany, teachers experience higher 
satisfaction with their jobs and enjoy a relatively higher social status than teachers 
in other countries where the status of teachers was lower (Fwu, & Wang, 2002). 
These factors influence the novice teachers' reaction to their first teaching position 
experiences and play a role in their choice to stay or leave the profession. 
 
2.2 Novice teachers' coping strategies 
When facing challenges and stress, teachers subjectively perceive the school 
environment's quality, and the support available to them is vital for dealing with 
a stressful situation (Montgomery & Rupp, 2005). Developing strategies to cope 
with stress and adversity is vital to ensure teacher retention (Prilleltensky, Neff & 
Bessell, 2016).  
 
Coping strategies are categorized into several areas. There are direct-action 
strategies that attempt to eliminate the source of stress (Austin, Shah & Muncer, 
2005; Sharplin, O’Neill & Chapman, 2011). Direct-action strategies can include 
seeking assistance, obtaining information, accessing professional development 
opportunities, connecting with others and reflecting, reframing, and establishing 
boundaries (Sharplin, O’Neill & Chapman, 2011). Research indicates that direct-
action strategies seem to alleviate job distress and are efficient in reducing teacher 
burnout (Pogere, López-Sangil, García-Señorán & González, 2019).  
 
Palliative strategies attempt to reduce internal or emotional reactions (Austin, 
Shah & Muncer, 2005; Pogere et al. 2019). These include adopting a goal focus, 
establishing psychological boundaries, using humor and maintaining health and 
well-being, and maintaining relationships. Finally, avoidant and distancing 
coping strategies lead to withdrawal from the cause of stress, depersonalization, 
and emotional fatigue, and lack of accomplishment (Chan & Hui, 1995; Gustems-
Carnicer, Calderón & Calderón-Garrido, 2019). However, these coping strategies 
increased psychological symptoms (Chan, 1998; Pogere et al. 2019). 
 
Regarding the Gulf Cooperation Council (GCC) countries, there are fewer studies 
that address novice teachers. Dickson, Riddlebarger, Stringer, Tennant and 
Kennetz (2014) studied novice teachers in the United Arab Emirates, reporting 
that novice teachers leaving the profession were high. These new teachers were 
challenged with classroom management issues, coping with their new workload, 
managing lesson planning, navigating inter-cultural relationships with 
colleagues, and balancing work with their demanding home lives. Chaaban and 
Du (2017) investigated the challenges and coping strategies of five novices and 
five experienced teachers in Qatari governmental schools. They reported 
differences in the challenges facing experienced teachers and their novice 
colleagues and the different coping strategies used by these teachers. Their 
findings indicated that novice teachers in Qatar governmental schools used 
several of the above-mentioned direct-action strategies, while experienced 
teachers used direct-action and palliative strategies. It was evident that new 
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teachers also employed strategies to seek help, mainly to deal with classroom 
management problems and manage a heavy workload.  
 

3. Background 
The Qatar National Vision 2030 depends on the fundamental goal of a knowledge-
based economy (Al-Mansoori & Koç, 2019). Education is the key to developing 
and unlocking human potential and building a sustainable society. The Ministry 
of Education and Higher Education (MOEHE) and Qatar’s leaders have 
recognized the value of educating the country’s citizens and residents in order to 
ensure future social, political and economic success (Hassen, 2020). Since Qatar 
places education as a national priority, it is worthwhile to examine the problems 
and challenges novice teachers face providing possible recommendations that 
enable schools to develop a supportive atmosphere.  
 
Qatar's Ministry of Education Education's (MOEHE) Strategic Plan of 2017–2022 
has been implemented in the education system. One aspect of the plan centers on 
developing a system that assures the recruitment of highly qualified teachers and 
ensures their continued professional development to effectively implement and 
achieve student-centered learning education and the achievement of 21st-century 
skills (Strategic Plan of Ministry of Education and Higher Education, 2017)., 
Qatari government schools still facing a severe lack of qualified teachers (Ahmed, 
2018; Nasser, 2017; Romanowski, Cherif, Al Ammari & Al Attiyah, 2013). Chaaban 
and Du (2017) posits that the numerous organizational changes and educational 
reform demands have also increased the challenges and stress for novice teachers 
as they struggle to address new pedagogical practices and the use of digital 
technology in the classroom.  
 
Statistically, Qatar's government schools contain 3,721 female Qatari teachers 
working in government schools, compared to 230 male teachers; in contrast, there 
are around 10,937 non-Qatari female teachers and 3,660 non-Qatari male teachers. 
Candidates for teaching positions must have earned a bachelor degree in the 
specialization required.  
 
The data also reveals the number of novice teachers who enrolled in governmental 
schools, including Qatari teachers from different grade levels and majors 
numbered around 183, while the non-Qataris were 155, with both genders 
included (The Ministry of Development Planning and Statistics, 2017). 
Interestingly, Qatari teachers receive several economic benefits, including 
bonuses and allowance related to the years of experience, qualifications, and 
yearly performance evaluation results. However, the burnout level in Qatar's 
schools remains high and the schools suffer from a high rate of shortages of both 
female and male new Qatari teachers (Alkhateeb, 2013; Alloh et al. 2019; Ridge, 
Kippels, Shami, & Farah, 2014). 
 

4. Methods  
This research aims to understand novice teachers' experiences as they face 
challenges in school environments and their coping strategies, rather than 
assessing their performance. Therefore, a qualitative research design was 
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developed because it provides a deeper understanding and offers insight into 
teachers’ lived experiences (Kvale, 1996; Punch & Oancea, 2014; Creswell & Miller, 
2000). This small-scale qualitative study used semi-structured interviews to 
examine novice teachers' challenges and coping strategies. In particular, the study 
was guided by the following research questions: 
1) What challenges beginning teachers in Qatar encounter during their first years' 
teaching experiences?  
2) What coping strategies they developed to overcome these challenges?  
 
4.1 Participants  
The target population for this research was novice teachers at diverse levels of the 
Qatar government schools. Participants had teaching experience ranging from 0 
to 3 years.The sample included novice teachers currently teaching in government 
schools and teachers who had left the teaching within the first three years. Both 
Qatari and non-Qatari residents who were born and raised in Qatar selected for 
this study.  
 
Snowball sampling was used to select participants. The sample included fifteen 
teachers, nine females, and six males. Eight of the participants are current 
teachers, while seven left the teaching profession. Concerning the participants' 
teaching levels, seven taught or are teaching at the primary level, six at the 
preparatory two have experience at several levels. Of the 15 teachers, 12 are Qatari 
nationals, with the remaining three born and raised in Qatar. Six teachers were 
contracted by "Teach For Qatar" and organizations that recruit individuals from 
various careers as teachers providing a two-year contract to teach in the Qatari 
government schools (Teach For Qatar, 2019). For detailed participant information, 
see Appendix A. 
 
4.2 Data Collection and Analysis  
Semi-structured interviews were used for data collection to capture the lived 
meanings and experiences of the subjects' everyday world (Kvale, 1996; Kvale & 
Brinkmann, 2015). The interviews centered on these teachers' challenges during 
the early years of their teaching. Participants convey in their own words their 
situations and from their unique perspectives. Each interview was guided by an 
interview guide developed based on the research question that directs this study. 
Two interview guides were utilized for this study (Appendix B provides 
details)—one designed for teachers currently working in schools and another for 
those who left teaching. Fifteen interviews were conducted in Arabic, transcribed, 
and then translated. All interviews were audio-taped, with each interview lasting 
approximately 30-60 minutes. Throughout the interviewers probing was used to 
further develop teachers' responses and collect relevant examples when possible.  
 
A thematic bottom-up approach was employed for data analysis in this study, 
which allows for the discovery of unconsidered themes that produce new 
meanings (Namey, Guest, Thairu & Johnson, 2008). The interview transcripts 
were analyzed using thematic analysis guided by the research questions (Fereday 
& Muir-Cochrane, 2006). The recorded interviews were transcribed and manually 
coded to identify emerging themes, subthemes, and patterns reported in detail in 
the next section. Data analysis was conducted collectively, with individual 
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analysis by all coauthors first followed by collective discussion before consensus 
was reached to improve the study's credibility. The analysis included several 
rounds of readings of the transcripts. In the first reading, the thematic analysis 
approach was applied to analyze the supporting and constraining factors early 
career teachers experienced and the challenges in Qatar's government schools. 
Identified patterns, themes, and sub-themes were coded to answer the research 
question for this study. Participants' quotes were used to develop the findings. To 
develop a compelling narrative and interpretation of the data and ensure 
confidentiality and identity protection, each teacher is identified using an 
interview number and F for female and M for male. 
 

5. Findings 
5.1 Challenges facing novice teachers in Qatar 

1) What challenges beginning teachers in Qatar encounter during their first 
years' teaching experiences? 

The challenges faced by novice teachers in Qatari governmental schools can be 
classified into three interrelated themes namely, teaching challenges, challenges 
created by government policies and administrative demands, and professional 
challenges. 
 
5.1.1 Teaching and classroom challenges  
There are a variety of teaching challenges novice teachers faced during their initial 
years of teaching.  
 
First, these teachers reported many challenges they faced concerning the tasks of 
teachers. Classroom management was discussed by ten teachers (T2, T4, T6, T7, 
T8, T10, T11, T12, T14, and T15) who considered classroom management a key 
challenge. They indicated that classroom management issues included students 
not following instructions or arguments between students during an instructional 
period. More importantly, these teachers reported that they lacked classroom 
management techniques. Several female teachers (T12, T14, and T15) suggested 
that some administrators would not receive punishments if there was poor 
behavior among the students and that misbehaving students posed a challenge 
for novices who lacked classroom management techniques. However, teachers 
often discussed classroom management in terms of class sizes, indicating that 
these management problems would be reduced if they have lower class sizes.  
 
Second, the number of classes and size was reported as a fundamental challenge 
that led to other teaching problems. Teachers (T2, T4, T6, T7, T8, T10, and T11) 
indicated that a large number of classes that they were assigned their first year 
was too much for them and what I made it more difficult was the high number of 
students in each class (33-40) or more. This concern is expressed by one teacher 
(T6) who stated: 

at first the most challenging thing was the workload that they gave me, as 
it was my first year. They should not give me these many periods—they 
gave me 12 periods per week. Yes, most teachers teach as much, and it is 
not easy, but I was new. They could have given them to me little by little, 
4 periods/week, one section, then two sections, then three, and then I 
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would be able to manage 4 sections. Giving me 12 periods/week at the 
beginning was hard. 

 
Large class sizes for these novice teachers created several instruction problems, 
such as not covering all the learning objectives for lessons. Also, teachers indicated 
that the high numbers of students in the classes prevented the teacher’s 
productivity. For example, for the writing lessons, the English teacher wanted to 
have the students write two to three drafts of each writing prompt in the class and 
then have the students share their writing pieces with their peers. Besides, the 
teacher needed time to review student writings and correct mistakes in-class. T4 
described the problem of class, size stating: 

I wanted to make a student improvement plan. So, students’ levels are A, 
B, and C, and I take the C group because they are the most in need for 
improvement while giving the other two groups exercises. I am alone in 
the class, so everyone is calling for me, but I want to focus on C group, 
see and touch stuff to understand, and need time… To be able to produce 
a well-educated generation. 20-25 students is good for the teacher to be 
able to focus on each student. 
 

According to participants, principals did not consider novice teachers’ needs 
when it came to the load or the number of students in a class.  
 
 
Finally, the participants addressed the challenges they faced with planning 
lessons. Seven among fifteen participants in this study, namely (T1), (T2), (T9), 
(T11), (T12), (T13), and (T14), mentioned the planning issues arose from various 
perspectives. Many teachers were disappointed with the standardized lesson 
plan, which they viewed as unfair and restricted their planning abilities somehow. 
T9 stated: 

They [MOEHE] standardize the lesson plans, so everyone delivers the 
same lesson, asks the same questions. I tried once to change something, 
and they did not like it in the department, regardless if it was better or 
not. So, this standardization is good for teachers to raise their levels, but 
it is also bad for creative teachers and dulls their skills. 
 

Teachers in governmental schools do not have much freedom or independence to 
alter lesson plans, and they are required to hand the lesson plans to their 
department coordinators weekly, as requested. The teachers’ interview data 
shows that their department coordinator controls the selected educational 
objectives and the instructional strategies for each daily lesson. Teachers also 
could be questioned if they did not finish the required educational objectives on 
time.  
 
Moreover, addressing individual differences among students was another 
challenge for the participant teachers because of their limited teaching field 
experience. As T15 explained:  

Several students enter preparatory schools not knowing how to read, 
multiply or add numbers. They did not cover the standards from the 
previous year. . . students move up a grade without completing the 
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standards and every time a student goes up a level, the burden is on the 
teacher; should he teach the student from zero or just give the current 
year’s curriculum. It was how the students treated you and you handle 
them, it was the biggest challenge as I taught 8th grade, which is the most 
difficult level to teach.  

 
Several teachers (T 4, 8, 10, 11, 12, and 15) reported difficulties in dealing with 
students’ academic levels within the same classroom and applying strategies to 
address the individual needs.  
 
5.1.2 Government and administrative demands 
The amount of additional work required by the MOEHE and the school 
administration was a challenge and the primary source of stress and perceived 
pressure. For example, ten out of the fifteen participants (T1, T3, T4, T5, T6, T10, 
T11, T12, T13, and T15) reported that governmental policy decisions were the 
second biggest challenge that novices faced beyond the context of the school itself. 
The majority of teachers were displeased with policymakers’ overnight decisions 
in the MOEHE, which translated into a sudden regulatory change in their schools. 
Female teachers (T12, T13, and T15) who left the field voiced disappointment that 
the MOEHE does not listen to its citizens' suggestions, and in a related way, the 
Ministry does not trust Qatari competence in further developing its educational 
system.  
 
Participants claimed that in taking the opinions of outside experts who do not 
study in Qatari governmental schools, the MOEHE is letting outside experts shape 
national policies instead of teachers from within the system. Participants 
indicated the value in taking the ideas of competent Qatari professionals who 
understand Qatari history, society, culture, and have previous experiences in the 
country's schools. As T5 said: 

This year it is a new curriculum. They should have given us a chance to 
examine it, you know, or give it to the teachers a year before getting good 
feedback. Instead, they bombarded us with new curricula and asked for 
new plans, new formats, and new everything without notice or research 
or workshops. Just like that, take it and get going.  

 
Finally, four teachers (T1, T2, T6, and T9) reported that some of the demands the 
Ministry of Education and Higher were the main reasons behind feelings of self-
doubt, which had the effect of lowering their self-confidence in their teaching 
abilities.  
 
Many of these teachers were unaware of the additional administrative demands 
assigned by school administrators. Most thought that they would only have a 
teaching load and responsibilities connected to students. Nine among the fifteen 
participants (T1, T2, T3, T5, T6, T8, T10, T11, and T14) mentioned that the school 
administrators ask teachers to take on an extra workload is not directly related to 
their primary teaching responsibilities. Some teachers were surprised by the tasks 
they were asked to perform, as female teacher T1 commented:  

There are many administrative demands. For example, in my last school, 
I used to look after the girls during their break time. … And If I didn't 
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want to come, the administrators, I have to sign a warning paper. ... For 
us as teachers, the academic vice-principal, she demands a lot. ... If we do 
not want to do something, she gives warnings, so I feel terrified. 
 

The school administrators ask teachers to take on extra workload, taking time 
from their primary teaching responsibilities. In addition, some teachers were 
surprised by the tasks they were asked to perform. T10 stated, “there is a written 
item that the teacher should do whatever the administrators required them to say. 
This means that the teacher should do everything without questioning why 
arguing with the school administration." T14 describes what work is involved 
stating: 

The essential tasks for me are to prepare, plan, get my material and tools 
ready for the class; these things already take much of my effort besides 
paperwork, grading, and other mandatory tasks. But, then, come other 
tasks like preparing for the morning line-up, and after morning line-up, 
write a report, and during the line-up do this and that, so many things, 
events, anything they put such a big load on teachers. Even the scientific 
research is considered a big load because it is mandatory. . . all at once, 
the teacher is a social worker, an officer, a principal; it is all in the 
classroom. The teacher is responsible for everything. 
 

Participants reported that was these demands created significant personal stress. 
Four female teachers (T1, 2, 12, and 15) believed they shared similar feelings of 
stress or exhausted throughout their workdays and at home. Two of them 
expressed that this stress was caused by school administrators and students in the 
classroom space. One teacher (T1) described having feelings of panic all day in 
school because of the warning letters that she may receive from the school 
administrators if she did something wrong. She stated: 

I am already exhausted with all the preparing, and they come and tell me 
take them to the morning line up or go with them to..., so many tiring 
tasks, it would be better if they left the teacher to do what she came to do, 
in the classroom. 
The other two female teachers were stressed from the teaching system in 
government schools in general as well as paperwork and exhaustion 
arising from administrative demands.  
 
 

5.1.3 Professional Challenges 
There are several what we term professional challenges reported by many of these 
teachers. There was a sense that several teachers lacked competence and a sense 
of the lack of self-efficacy during their first months of teaching. Three participants 
(T2) (T8) and (T14) discovered in their first months of teaching that they were 
unable to master their teaching goals with their students due to a lack of 
competence and skills. T14 stated: 

my first year was really hard. I needed to work a lot on myself, by myself. 
So, the load was on me, I had to develop myself; I worked hard and never 
expected anything from the school. Yes, some people offered help, but the 
perception of weakness was always there. 
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This teacher describes the lack of skills and the stigma associated with teachers 
who are not prepared or effective. Another teacher stated, “I was not good with 
computers, and everything was done electronically. … I felt depressed at the 
beginning, I had to make PowerPoints that covered the material in a suitable way 
for the students.” For many, novice teachers were viewed as experienced teachers 
with the expectation of possessing well-developed teaching skills. Furthermore, 
two of these teachers (T2) and (T14) reported that they had received insufficient 
support in developing competencies required in the teaching profession. 
 
One concern raised by these novice teachers was their preparation to be teachers. 
Five teachers (T1, 5, 9, 12, and 13) suggested that they faced the challenge of an 
existing gap between what they learned in the preservice education and the reality 
they faced in their classrooms. These teachers argued that they received the 
knowledge, practices, and beliefs about teaching practices from their 
undergraduate studies, but they found it challenging to experience a disconnect 
between their studies and practices and experiences in schools. Two teachers who 
eventually left teaching reported that it was difficult to reconcile what they 
experienced in the college and what occurred in schools. For teachers (T2, 3, 4, and 
6) who were graduates from a local College of Education, they reported that what 
they learned during their studies was useful and helped them in their daily 
routine in the school environment. They thought they were effective in their roles 
and had a sound knowledge of the subject or curricula. 
 
Regarding the schools’ attempt to possibly reduce this gap by providing 
professional development programs for teachers, teachers (T1, 2, 3, 9, 12, 13, and 
14) suggested that the school workshops dealing with instructional strategies and 
classroom management tools addressed topics that they were learned in their 
teacher preparation programs. They suggested that the PD was not effective and 
appropriate for their particular challenges. T13 expressed this concern, stating: 

They [the PD program] are not offering anything new. They could offer 
new strategies that would be great to learn, offer the latest research, global 
research, and apply new concepts to our classes. Instead, they teach us 
how to write objectives, of course we know how… they are not helping me 
to develop—they are just repeating old stuff. 
Pertaining to the workshop in schools, several viewed these workshops as 
not beneficial and a waste of time after a long day of work and following 
multiple other meetings that day. 
  

However, the two teachers (T7 and T8) reported that school workshops were 
useful, and were overall more satisfied. These teachers enjoyed attending the 
professional development sessions and looked forward to attending more and 
applying new things in their classrooms. T7 said: 
we attended 4 or 5 workshops at Al Faisal Foundation; they offered a teacher 
package…there are plenty of courses and development workshops for those who 
are looking to develop themselves. 
 
Finally, for teachers in this study, the low social status of teachers in Qatar became 
a challenge for several participants. Two female teachers (T5 and 15) and five male 
teachers (T6, T7, T8, T9, and T10) reported similar viewpoints regarding this issue. 
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Female teachers were suggested that they had to earn a graduate degree to gain 
respect in terms of social status. Since it was difficult to study full-time, some 
opted to leave the profession and seek a higher degree rather than stay as a 
teacher. 
 
Male teachers had suggested that teaching is not an appropriate career path for 
Qatari men. It seems that men in Qatar do not see teaching as a prestigious job to 
hold; consequently, there is a shortage of male Qatari teachers. Besides, the work 
culture in schools is very different from other companies. For example, the 
military is highly regarded in Qatari society due to special services offered to them 
to facilitate their transactions throughout Qatar. Likewise, they have better 
salaries than teachers, including healthcare and airline tickets for them and their 
families. Teachers only receive salaries at the end of each month. T9 describes this 
issue stating: 

Guys here look for prestigious positions, so they look for any position with 
the title of manager, head, or coordinator. A teacher is… they tell me ‘You 
went into teaching?’ as if it’s such a low job- that’s the perspective. Often, 
they tell me ‘Are you serious? A teacher? You were an engineer!’ Even 
my family tells me, ‘You went to university to become an engineer, and 
you became a teacher’… they look down on the job, unfortunately. 
 

For both genders, the low social status seems to play a role in teachers leaving, 
but it presents a challenge to recruiting and retaining Qatari teachers.   
 
5.2 Coping strategies used by novice teachers 

2) What coping strategies they developed to overcome these challenges? 
The teachers reported several coping strategies that they use to deal with the 
challenges they face during the initial years of teaching. Twelve out of the fifteen 
teachers interviewed suggested an assortment of coping strategies as their first 
choice in dealing with schoolwork challenges. These strategies are internal peace 
strategies, active communication, solving problems through networking or 
seeking professional development outside the school, and changing schools or 
leaving the profession. The first strategy used by six teachers (T1, T2, T4, T12, T13, 
and T15) demonstrates several of what we term individual internal peace 
strategies. Teachers reported that they immersed themselves in activities, 
isolation, and taking short time to de-stress and regain equanimity. Other teachers 
were able to manage their emotions, health, and well-being by seeking health 
professionals' assistance. Also, four participants (T1, T2, T4, and T15) used several 
activities to relieve daily stress. For example, some of the participants used to call 
their best friends and share their experiences at work, which made the teachers 
feel refreshed and allowed them to receive some advice about the challenges they 
faced. Others used negative coping strategies to relieve their frustrations by binge-
eating sweets, which led to an uncomfortableness with their appearance because 
of being overweight. 
 
For others, isolation became a strategy for stress relief. For example, two 
participants (T12 and T13) who left the profession avoided the teachers' break 
room since it contained a very negative atmosphere. T12 stated: 
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I would isolate myself from them [other faculty]. I don't react [to] their 
negativity; it's as if I didn't hear a thing. In this school, I sat in my own 
corner, [and] I left the teacher's room. [There] was so much negativity 
and complaining, so I had to leave the room so that they don't make me 
hate my work and dislike teaching. 
 

Their coping strategy was simply to evade the teachers' room to avoid negative 
feelings.  
 
The second strategy that these teachers utilized included active communication. 
Ten out of the fifteen participants (T1, T2, T3, T4, T5, T6, T7, T8, T9, and T14) 
preferred to make direct requests for help from school administrators, department 
coordinators, or experienced teachers whenever they wanted to learn new 
regulations in their schools or to solve problems they faced. Teachers said that 
ongoing administrative support such as the principal's open door and informal 
meetings with academic vice-principals and other teachers were effective in their 
first year. One participant describes this strategy and its effectiveness. 

An experienced teacher, ... made me love my profession even more, and 
made it easy for me because she taught me how to reach my goal[,] which 
is to make the students love the subject and find it easy – not difficult. She 
taught me how to leave an impression on them, either morally or 
education-wise. (T1) 
 

These individuals realized this strategy was useful while working with 
supportive administrative and academic vice-principals because they offered 
these novice teachers some space to voice their opinions and concerns. However, 
this coping strategy might be ineffective in another school setting. 
An alternative strategy used by five participants (T7, T8, T9, T10, and T12) dealt 
with findings solutions to challenges through networking or internet searches and 
seeking out opportunities for professional development outside of school rather 
than asking anyone at their schools. Males teachers were more likely to use 
technology and the Internet to solve problems they faced, seek new teaching 
methods, and increase their knowledge of the subject. For example, a male 
participant tried to teach students the skills they would require later in life. The 
participant said he observed a student who had advanced technology skills and 
asked him to make a video with iMovie. The student then explained the lesson on 
camera, edited the video, and performed multiple other related tasks. Students 
appreciate such gestures, and it encouraged them. Other interview participants 
expressed their need for individual professional development plans with some 
professional development sessions in their first probationary months; therefore, 
participants were particularly grateful for professional development 
opportunities during this period. 
 
Finally, these teachers coped with teaching by changing schools or leaving the 
profession. Teachers who are still in the classroom (T1 and T2) decided to change 
the location where they worked from one school to another, hoping to find a place 
that suited their teaching beliefs. One participant changed to a new school and 
chose to teach primary rather than preparatory and secondary levels. This 
participant thought that she would never teach secondary after what she went 
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through in the previous school at the secondary level. However, when she 
transferred to a more suitable environment for students. However, some 
participants left the teaching profession. One teacher (T9), a new teacher in his 
school and new to the teaching world, was looking forward to going back to his 
old job as soon as he finished his two-year contract with Teach for Qatar. He said, 
"I worked for 8 years in QP, it's a whole different culture there ... And after I finish 
my two-year contract, I will go back to my previous job at the QP company." Other 
teachers (T10, T11, T12, T13, T14, and T15) ultimately left the teaching profession. 
Some teachers left to complete their master's degrees or found other places to 
work, such as universities or offices which did not have any teaching loads. One 
teacher (T12) stated: 

I did a Master's of Arts in Curriculum, Instruction, and Assessment … 
Now, I am looking to get my PhD and work at the College of Education 
… You know, after leaving school, the administration would always 
contact me and tell me that the students were still asking about me. That's 
because there was love. 
 

Several male teachers who finished two years of the "Teach for Qatar" contract 
viewed themselves as excellent engineers and knew that they would have better 
options in private companies, especially from a financial point of view. Males 
focused on the financial aspect, and therefore, they generally preferred not to 
continue teaching. T11 said, "When I completed my teaching assignment, I still had my 
salary and all the benefits from QP, and I did not want to lose that. Teaching salaries, 
compared to the petroleum and private sectors, [are] very low." 
 

6. Discussion 
6.1 Challenges 
This study explored the challenges that novice teachers' faced teaching in Qatari 
government schools and the coping strategies that they adopted. Qualitative data 
from interviews with 15 participants showed that the majority of the participants 
face several challenges, including teaching and classroom, government and 
administrative demands, and various professional challenges. Participants 
reported various coping strategies employed to address these challenges. 
These teachers reported various challenges that are compatible with the findings 
Dickson et al. 2014 findings that reported similiar challenges faced by the novice 
Emirati teachers concerning the school environment. It is important to note that 
Qatar and UAE have similarities in their Arab culture and education systems, 
with both systems undergoing substantial educational reform and rapid changes 
in school every year, causing the same types of challenges to teachers' work in 
governmental schools. The addressed challenges were included as (1) 
implementing the new curriculum and (2) administrative demands, (3) classroom 
management, and (4) a perception of a lack of support (Dickson, Riddlebarger, 
Stringer, Tennant & Kennetz, 2014; Tennant et al., 2019).  
 
Novice teachers reported in the current study that they encounter challenges in 
planning the lesson plans and challenges in students' differences. This aligns with 
what was reported previously by Du and Chaaban (2020) that all lesson plans 
were identical and were restricted by MOEHE and had specific directions by 
subject coordinators, which created teachers' lack of understanding of PBL and 
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avoided them to be creative while delivering the lessons. Although PBL and PBL 
addressed the individual differences among the students, teachers still had issues 
of a lack of motivation among Qatari schools (Al Said et al. 2019). 
 
Several female participants in this study expressed their feelings of stress or being 
exhausted working at government schools, which is in line with what was 
reported previously by (Alloh et al. 2019) when female novice teachers in Qatari 
primary schools with less than five years of experience were scored high levels in 
their Emotional Exhaustion burnout (EE). In this study, it seems that male teachers 
suffered less from the burnout levels, feeling of exhaustion, and depression, which 
align with the findings of (Boström, Björklund, Bergström, Nybergh, Schäfer 
Elinder, Stigmar & Kwak, 2020), female participants were significantly more 
stressed than their male colleagues, with 20.2% of female teachers reported "very 
much stress" compared to 4.5% of male teachers. 
 
Concerning new policies and decisions from MOEHE, which affect instructional 
practices and the daily performance of teachers, some participants of this study 
hinted about implementing the PBL in Qatar's primary government schools as a 
new instructional approach in the classroom, and it is similar to a previous study 
obtained by Al Said et al. (2019). The study examined math teachers' beliefs 
regarding their roles, practices, and perceived change; half of the interviewed 
teachers mentioned that some of their peer teachers were resisting the change 
strategy and the top-down decision from MOEHE and school. They have negative 
attitudes toward participating in the daily practice of PBL and did not believe in 
the benefits of PBL that may be helpful to their students' achievement. Therefore, 
both the current study and the previous study concluded that the policy changes 
and decisions need to be better communicated if they are to be well understood 
by teachers and especially novices. The directives are not clear, and a meaningful 
discussion and improved communication would help schools offer extensive 
professional development for any new changes and regulations. 
 
Novice teachers in this study lacked self-confidence and self-efficacy beliefs that 
could eventually cause a lower job satisfaction among teachers (Klassen, Bong, 
Usher, Chong, Huan, Wong & Georgiou, 2009), it may also create barriers to 
professional development (Renbarger & Davis, 2019). The novice teachers' self-
efficacy beliefs will increase gradually along with the higher job satisfaction and 
positive energy in the profession as they gain years of experience and know their 
students' needs (Chaaban & Du, 2017).  
 
In addition, novice teachers in the current study mentioned the distinction 
between the pre-service teachers' programs and the reality of teachers' work in 
schools revealed by female and male teachers that is similar to research by Qadhi, 
Hendawi, Mohammad, Ghazi, Al-Dosari and Du (2020) when the interviewed 
teachers identified some significant challenges involved, the feeling a gap 
between the program and work-life; in terms of, the difficulty of using students' 
assessment results to provide feedback and confusing between theories of 
classroom strategies they learned from college and handling students in a 
classroom setting. The considerable gap between what novice teachers learned at 
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the College of Education and the reality of the schools' daily practices, which 
ultimately caused participants T12 and T13 to leave the teaching field. According 
to Kim and Cho (2014) and Mahmood (2013), beginning teachers who experience 
a high reality shock tend to leave teaching in their first years. 
 
Furthermore, male teachers preferred to work in companies with higher salaries, 
life insurance, and other job privileges for them and their family and this result is 
supported by previous literature (Hall & Carroll, 1973; Rumberger, 1987) in that 
males' concern for higher salaries because male teachers are more likely to be the 
primary breadwinners in their households than women. This also explained why 
in the Gulf countries and Emirati education systems, most males who work at 
schools are administrator staff rather than the classroom teachers (Badri & Al 
Khaili, 2014). 
 
The concern for teachers' social status was isolated to Qatari male teachers in the 
Qatari educational system and Qatari society. As five male teachers responded in 
their interview answers that being teachers for males is not prestigious in Qatari 
society compared to professions in engineering or the military, as well as they do 
not have privileges such as health care and airline tickets for themselves and their 
families, and salaries are much less than those of engineers or military personnel. 
Though the literature has highlighted the importance of recruit men and there is 
a need for male teachers in the education system to benefit young boys from 
having male role models (Hansen & Mulholland 2005; Mills, 2000; Mills, Martino, 
& Lingard, 2004). 
 
6.2 Coping Strategies 
Regarding coping strategies, this study identified several strategies that the 
participant teachers utilized to deal with the multiple demands of the teaching 
tasks in Qatari governmental schools. In this study, strategies that included active 
communication tended to be the most often used strategy by the study 
participants. According to Barber (2020), novice teachers prefer sending given 
information via an email daily with (51.9%) or in-person discussions or meetings 
at least monthly with (27.8%) as active communication with administrative staff. 
 
Another coping strategy expressed by teacher participants was finding a solution 
or seeking assistance, such as professional training outside the school. Male 
teachers in the study used YouTube and attended professional training outside 
the school to learn new teaching methods, considering these useful ways to get 
answers for problems they faced rather than asking anyone at their schools or 
waiting for assistance. Previous studies addressed this finding termed 'direct-
action strategies' or 'problem-focused coping,' and it is a traditional strategy 
suggested by scholars. Beers (2012) and Sharplin, O’Neill, and Chapman (2011) 
described earlier that beginning teachers could directly address challenges and 
problems by utilizing various strategies such as getting information from websites 
and accessing professional development without the schools' help. It is similar to 
male participants in the current study who graduated as engineers, and it seems 
that they enjoyed searching the Internet about anything related to the subject 
taught or students' learning in classrooms. 
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Equally important was strategies that sought personal internal peace. Female 
participants considered individual internal peace strategies as essential ways to 
relieve stress. These strategies included immersion in activities, isolation, and 
taking a brief time out. Specifically, they would call their best friends, go to a spa 
or salon, and stop spending time in the teachers' room to avoid negative feelings. 
These personal internal peace strategies have been presented in previous studies 
as palliative or avoidant coping (Sharplin, O’Neill & Chapman, 2011). The current 
study as well the past studies, support novice teachers to choose their own choice 
or way to release the stresses they feel and reduce the stress resulting from the 
teaching workload, including setting realistic expectations, positive thinking, 
blocking negative comments, pragmatism, sport, watching TV, listening to music, 
simply relaxing or talking, and reading (Murray‐Harvey, 2001).  
 
Finally, the working environment (to another school) and changing to other 
professions were also considered by some participants. Novice teachers in the 
study identified changing the school environment is an essential coping strategy, 
and since they changed their schools, they perceived high degrees of collaboration 
among administrators and experienced teachers and increased their level of self-
efficacy. Chester and Beaudin (1996) encouraged novice teachers to convert to a 
collegial school culture with the opportunity for collaboration and support for 
beginning teachers. However, six of the novice teachers later dropped out of the 
profession and worked in different careers. There are four main factors regarding 
teachers dropping out within the first teaching years. These are the teacher's core 
task-related factors, individual factors, social environment factors, and 
socioeconomic conditions (Karsenti & Collin, 2013). All of these factors are 
associated with the participant teachers who left the teaching profession. 

 
7. Conclusions  
In summary, the current study aimed to investigate the challenges novice teachers 
face and the coping strategies they employ during their first three years of 
working in Qatari governmental schools. The results demonstrate various, 
interrelated challenges novices face and that there are several coping strategies 
teachers use daily.  
 

8. Recommendations 
Based on these findings, we provide several recommendations. Institutions of 
higher education should provide the pre-service teachers two years of practical 
experience under the mentorship of an experience teacher before the completion 
of their undergraduate degree. This could aid in gaining knowledge and 
understanding more about the school environment teaching and its challenges by 
developing a shared vision between the program and schools. It could also prove 
useful to address teachers' work-related stressors, their perceptions of coercion 
effectiveness, isolation or rejection, and their struggles in their daily work. 
Therefore, it is recommended that schools assign professional mentors who can 
listen to novices' concerns and needs, especially in the first three years, and help 
them cope with these challenges. 
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Novice teachers may lack planning skills, and thus, they should have extensive 
professional development sessions and work on evaluating, developing, and 
revising lesson plans by their schools or the MOEHE. This will enable beginning 
teachers to improve their planning and Teaching. Likewise, before implementing 
any new technology, the school, the Ministry of Education, and the College of 
Education should study teachers' and pre-service teachers' attitudes and beliefs 
towards this new resource. They should address how it will be integrated into the 
curriculum and how it will be useful for students. In addition to helping novice 
teachers develop, government schools could provide relevant and applicable 
professional development reducing the frustration and disappointment expressed 
by these novice teachers. Finally, teachers' social status and image play a role in 
occupational prestige, the recruitment, and retention of teachers and can impact 
the satisfaction of having a teaching career. Qatar's Ministry of Education's 
strategic plan and future agenda could develop a national strategy to recruit more 
male primary school teachers because of its educational needs and the importance 
of positive male role models in boys' schools. 
 
We suggest that future studies use survey research to collect data about novice 
teachers gathering a large sample. Furthermore, future studies may include other 
perspectives, such as those of school leaders and experienced teachers. 
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Appendix 1 
 
Table 1. Participants’ Demographics 

 

Teacher Gender 
Teaching Status and 
Experience 

Teaching 
Level 

Educational 
Background 

Nationality 

T1 Female 
Current teacher (11 
months) 

Secondary and 
Preparatory 

Bachelor Education/ 
Islamic Studies 

Born and 
raised in Qatar 
 

T 2 Female 
Current teacher (3 
years) 

Primary, 
Preparatory, 
and Secondary 

Bachelor Education/ 
English Language 

Born and 
raised in Qatar 
 

T 3 Female 
Current teacher (3 
years) 

Primary 
Bachelor Education/ 
Math and Science 

Qatari 

T4 Female 
Current teacher (3 
years) 

Primary 
Bachelor Education/ 
Math and Science 

Qatari 

T5 Female 
Current teacher (3 
years) 

Primary 
Bachelor Education/ 
Math and Science 

Qatari 

T6 Male 
Current teacher (3 
years) 

Preparatory 
Bachelor Islamic 
Studies/ University 
in KSA 

Qatari 

T7 Male 
Current teacher (8 
Months) 

Primary 
Bachelor Shariah & 
Islamic in KSA 

Qatari 

T8 Male 
Current teacher (3 
years) 

Primary 
Bachelor Shariah & 
Islamic in KSA 

Qatari 

T9 Male 
Left teaching (2 
months)-Teach for 
Qatar 

Preparatory 
Bachelor Texas 
A&M/ Mechanical 
Engineering 

Qatari 

T10 Male 
Left teaching (2 years)- 
Teach for Qatar* 

Preparatory 
Bachelor Chemical 
Engineering 

Qatari 

T11 Male 
Left teaching (2 years)- 
Teach for Qatar 

Preparatory 
Bachelor Mechanical 
Engineering 

Qatari 

T12 Female Left teaching (2 years) Primary 
Bachelor Education/ 
English Language 

Born and 
raised in Qatar 
 

T13 Female 
Left teaching 
(months)) 

Primary 
Bachelor Education/ 
English Language 

Qatari 

T14 Female 
Left teaching (3 years)- 
Teach for Qatar 

Preparatory 
Bachelor Social 
Work 

Qatari 

T15 Female 
Left teaching (2 years)- 
Teach for Qatar 

Preparatory 
Bachelor Social 
Work 

Qatari 
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Appendix B 
 
Sample of interview questions: 
- Teachers who still working in teaching field  
1) Could you please tell me something about your background? For example, 

Educational background, past teaching experiences, how long have been 
working in Qatari schools and the current schools.  

2) How do you describe your daily life of being a young teacher in Qatari 
governmental school?  

3) How do you feel about your confidence and qualification in managing the job 
(specifically in your teaching career)? 

4) What are the challenges that you have faced so far as a young teacher? 
5) What are the reasons of these challenges from your opinion?  
6) Where do you go/whom do you ask when you have any questions or if you 

need help?  
7) Do you feel that the training prepared you well for your job? And what other 

support needs might be helpful for your teaching career?  
8) What is your career plan in the future? 
9) Anything else you would like to address.  
 
- Teachers who left the teaching field  
1) Could you please tell me something about your background? For example, 

Educational background, past teaching experiences, how many years 
have you lived in Qatar? How long have been working in Qatari 
governmental schools as a teacher before you changed your job?  

2) Do you get any pre-service education or training before you been a teacher?  
3) Could you provide me with some reasons behind leaving the teaching career?  
4) What do you think the reasons behind the challenges that novice teachers are 

facing in their daily life of teaching?  
5) When you had some challenges, who do used to ask for help? 
6) Anything else you would like to address? 
 

 
 


