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ABSTRACT

THE PERCEPTIONS OF PRE-SERVICE EFL TEACHERS ON THEIR PROFESSIONAL
IDENTITY FORMATION THROUGHOUT PRACTICE TEACHING

Tasdemir, Hanife
M.A., English Language Teaching
Supervisor: Prof. Dr. Golge Seferoglu

August 2016, 192 pages

This qualitative case study aims at exploring the pre-service EFL teachers’ opinions on the
essentials of teacher professional identity, their own professional identity development
throughout practice teaching, and the effects of practice teaching and reflection on their

understanding of their professional identity.

Thirty-one pre-service EFL teachers, enrolled to the second course of the practicum
component FLE 404 Practice Teaching, participated in the study. Data were gathered
through pre-practice teaching and post-practice teaching focus-group interviews and article

reflective response journals.

The findings revealed that teacher professional identity encompasses teachers as subject-
matter experts, didactical experts, and pedagogical experts according to the participant pre-
service EFL teachers. The findings also suggested that there was a transition from cue-based
and exemplar-based identities to rule-based and schema-based identities of pre-service EFL

teachers during practice teaching. Practice teaching was perceived as a process of

v



professional growth characterized by observations of real classroom practices and reflection

was found helpful for an in-depth understanding of the participants’ professional identities.

In this regard, pre-service EFL teachers can be encouraged to reflect critically on their
professional identities more frequently; practice teaching and reflective practice could be

tailored accordingly.

Keywords: Teacher Professional Identity, Pre-service EFL Teachers, Teacher Education,

Practice Teaching, Reflection
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INGILiZ DIiLI OGRETMEN ADAYLARININ OGRETMENLIK UYGULAMASI DERSI
BOYUNCA PROFESYONEL OGRETMEN KIiMLIGI OLUSUMLARINA ILISKIN
ALGILARI

Tasdemir, Hanife
Yiiksek Lisans, Ingiliz Dili Ogretimi
Tez Yoneticisi: Prof. Dr. Golge Seferoglu

Agustos 2016, 192 sayfa

Bu nitel durum c¢alismasi, Ingiliz Dili 6gretmen adaylarimin, profesyonel 6gretmen
kimliginin esas ozelliklerine, 6gretmenlik uygulamasi boyunca kendi profesyonel kimlik
gelisimlerine, 6gretmenlik uygulamasi ve yansitici diisiinmenin profesyonel kimliklerini

anlamaya olan etkilerine iliskin diisiincelerini incelemeyi amaglamistir.

Staj siirecinin ikinci asamasi niteligindeki FLE 404 Ogretmenlik Uygulamasi dersine kayith
31 Ingiliz Dili 6gretmen aday1 bu ¢alismaya katilmistir. Veri 6gretmenlik uygulamasi 6ncesi
ve Ogretmenlik uygulamasi sonrasi odak grup miilakatlari, ve yansitici makale cevap

giinliikleri araciligryla toplanmustir.

Sonuglar calismaya katilan Ingiliz Dili 6gretmen adaylarina gore profesyonel gretmen
kimliginin 6gretmenleri konu alani uzmanlari, 6gretici uzmanlar, ve egitimsel uzmanlar
olarak kapsadigini gostermistir. Sonuclar ayni zamanda Ogretmenlik uygulamasi dersi
boyunca Ingiliz Dili 6gretmen adaylar1 icin ipucu-temelli ve &rnek-temelli kimliklerinden

kural-temelli ve sema-temelli kimliklerine bir gecis oldugunu ortaya ¢ikarmistir.
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Ogretmenlik uygulamasi dersi gercek smif ici uygulamar1 gozlemleriyle nitelenen
profesyonel gelisim siireci olarak algilanmistir ve yansitict diigiinme katilimcilarin

profesyonel kimliklerini derinlemesine anlamasina yardime1 oldugu bulunmustur.
Bu baglamda, ingiliz Dili 6gretmen adaylari profesyonel kimlikleri iizerinde daha sik
elestirel yansitici diisinmeye tesvik edilebilir; 6gretmenlik uygulamas1 dersi ve yansitict

diistinme uygulamalar1 buna gére uyarlanabilir.

Anahtar Kelimeler: Profesyonel Ogretmen Kimligi, ingiliz Dili Ogretmen Adayi,

Ogretmen Egitimi, Ogretmenlik Uygulamas1, Yansitict Diisiinme
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CHAPTER 1

INTRODUCTION

We don’t need no education

We don’t need no thought control

No dark sarcasm in the classroom

Teacher, leave the kids alone

Hey!, Teacher, leave us kids alone

All in all you’re just another brick in the wall
All in all you’re just another brick in the wall

PINK FLOYD “Another Brick in the Wall Part 2” (1979)

In this chapter, I will present the foundations of this study and the factors that have triggered
my interest to explore pre-service English as a Foreign Language (EFL) teachers’
professional identity formation throughout practice teaching. I will first discuss the
background to the study and then elaborate on the purpose of the study by referring to the
research questions the current study was built on. Lastly, I will comment on the significance

of the study.

1.1 Background to the Study

Second language teacher education has attracted more attention for the past few decades.
Specifically, there has been a shift in second language education from looking for better
ways to educate teachers to focusing on how teachers learn to teach through reflection and
self-awareness (Richards, 2008). It is without doubt that teacher education plays a
significant role in pre-service teachers training and how they learn to teach, but it is also
important to note that pre-service teachers create their own teaching practices affected by a
variety of reasons of which their professional identity is one of the most influential driving

forces. My interest as a researcher came to the foreground when I realized that teachers enact



their professional identities in class, which could be followed down in their actual practices,

beliefs, values, and attitudes either related to the profession itself or their students.

As a language teacher, I had the chance to observe both my students and my colleagues.
There were some amazing teachers who were inspiring to anyone they met during their
teaching careers. They could create such classrooms that students were glad to be there, and
they also had such relationships with their colleagues that they could learn from each other
and share expertise. It was so clear that there was a difference between these teachers’
classes and others. They stood out among other language classes as a harmonious
community of teachers and students. When I thought about the reasons why these teachers
were able to make such a difference, I saw that the answer was pretty simple. They identified
themselves with the profession, which led them to be decision-makers and agents of change

in their institutions. Yet, I was curious about how they came up with this identification.

With all these taken into account, there was definitely one quote that affected me to turn my
curiosity into a research project, as Hamachek (1999) puts it: “Consciously, we teach what
we know; unconsciously, we teach who we are.” (p.209). The questioning of who we are as
teachers was pretty astonishing for me both as a teacher and a researcher. I was then
beginning to question: who a teacher is, what the struggle is behind identifying oneself as a
teacher. What is teacher identity? What is teacher professional identity? How do we
construct our identities as teachers? These questions appeared in my mind every time I
thought about my role as a teacher in the classroom. I thus wanted to figure out more what
teacher identity is, and how it is constructed. It was later that I decided practice teaching
would be a perfect site for investigation of pre-service English as a Foreign Language (EFL)

teachers’ professional identity formation.

It can be seen in the related literature that there is no single definition of identity. It could be
defined according to our relationship to the world or the future as it is for Norton (2000), it
could be defined in reference to others as it is for Danielewicz (2001). There are, however,
some generalizations that could be summarized as follows:

e Identity is both individually and socially shaped (Coldron & Smith, 1999).



e Identity is context-dependent, in relationship with other, shifting and multiple, and
about construction and reconstruction of meaning (Morgan, 2004; Peirce, 1995;
Rodgers & Scott, 2008).

e Identity includes beliefs, values, emotions about teaching and being a teacher
(Farrell, 2011).

e Identity is enacted in the classroom as decision making, or in different settings
(Alsup, 2006; Burns & Richard, 2009).

e Identity is often associated with some certain roles with which identity is intricately
interwoven and there is a differentiation between the roles and identity (Borg, 2006;
Farrell, 2011; Samuel & Stephens, 2000; Sugrue, 1997; Urrieta, 2007; Walkington,
2005; Zare-ee & Ghasedi, 2014).

e Identity consists of sub-identities such as professional, situated, personal or subject
matter, didactical, pedagogical experts (Beijaard, Verloop & Vermont, 2000; Day &
Kington, 2008).

e Identity could also be discussed under modern and postmodern dichotomy (Sugrue,

1997).

In addition to aforementioned basics of identity conceptualizations, identity is also explored
as ‘identity-in-practice’ and ‘identity-in-discourse’ (Varghese et al., 2005). Identity-in-
practice is operationalized through actual practices in contexts such as practicum for the
current study. Hence, teacher education becomes relevant in teacher professional identity
development. Teacher education could be evaluated as a process of becoming a teacher or
learning to teach. At this point, sociocultural view in teacher education and identity helps to
appreciate and utilize teacher education process more efficiently. Adopting a sociocultural
stance necessitates such a worldview identity construction is continuously shaped by
individuals and social discourses (Trent, 2014). Taking pre-service teachers’ professional
identity development into account, this study builds on the premise that identity is formed

through social and cultural interactions rather than possessing some identity types by birth.

It is also of utmost importance to refer to Wenger (1998) and Xu (2012, 2013) in parallel to
Moscovici’s (2000) theory while discussing identity and identity formation. It is debated that
identity formation is about three modes of belonging: engagement, imagination, and
alignment. Identities of engagement or disengagement arise from negotiation of meanings,

which basically means identifying oneself with a community as the experience becomes
3



relevant. Professional identity could be grouped as rule-based, cue-based, exemplar-based,

and schema-based identities as well.

There are two other areas that are under the focus of this study, namely, practice teaching
and reflection. Practice teaching or practicum is seen as an opportunity for pre-service
teachers’ professional identity development in this study if utilized well. It is for certain that
practice teaching is one of the most important pillars in teacher education, and it provides a
transition from university to schools. During this period, pre-service teachers are also
engaged in reflective practices, which is quite common in teacher education programs
(Beijaard & Verloop, 2000; Farrell, 1999). Practice teaching as a community of practice and
reflection is seen crucial in the development of teacher professional identities (Hochstetler,
2011; O’Connor, 2008; Walkington, 2005). Critical reflection is prioritized as well by
various researchers such as Alsup (2006), Beauchamp and Thomas (2009), Lee (2008), and
Rorrison (2010) and considered central in both teacher education and teacher professional

identity development.

1.2 The Purpose of the Study

It is debated that identification with teaching as a profession is an important first step for
teachers-to-be (Sugrue, 1997). Furthermore, Varghese, Morgan, Johnston and Johnson
(2005) point out that “in order to understand language teaching and learning we need to
understand teachers; the professional, cultural, political, and individual identities which they
claim or are assigned to them” (p.22); hence the point of view adopted here is that teacher
identity is the main focus of language teaching and learning. With this conceptualization of
teacher education in mind, understanding pre-service EFL teachers’ professional identity
development is an area that should be explored further. Hence, the present study aimed to
explore how pre-service English language teachers perceive their professional identity;
encompassing the argument whether they are “born” to be so or exposed to a social

construction during practice teaching.

In order to understand pre-service EFL teachers’ professional identity development, practice
teaching was found relevant to the aims of the current study as practice teaching is suggested

to be “clearly one of the most critical times in the development of student teachers’ beliefs”
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(Nettle, 1998, p.200). Also, a deeper understanding of student teachers’ identity development
is needed to find out more about “the identity baggage that student teachers bring with them
to professional arena” (Samuel & Stephens, 2000, p.488) and how they have constructed or

reconstructed their professional identities.

My aim was to explore the pre-service EFL teachers’ opinions on the essentials of teacher
professional identity, their own professional identity development throughout practice
teaching, and the effects of practice teaching and reflection on their understanding of their
professional identity. Based on these purposes, the study aims to find out answers to the

following questions:

1. What constitutes teacher professional identity according to pre-service English
language teachers?

2. How do pre-service English language teachers see their professional identity
development during practice teaching?

3. How do practice teaching and reflection influence pre-service English language

teachers’ understanding of their professional identity formation?

It was hypothesized that pre-service English language teachers need to understand their
professional identities to enhance their sense of belonging to teaching as a profession and
this should also include reflection by various means lending themselves for critical

understanding throughout practice teaching experience.

In order to answer these research questions, I used a qualitative case study approach which
allowed me to have thick descriptions of the participants’ experiences (Creswell, 2013).
Data collection methods included reflective response journals, pre-practice teaching and
post-practice teaching focus-group interviews from pre-service English language teachers
enrolled in FLE 404 Practice Teaching course in Middle East Technical University (METU)
English Language Teaching department during 2015-2016 Spring semester.

After meticulous analysis of the data, it was found out that teacher professional identity
encompasses teachers as subject-matter experts, didactical experts, and pedagogical experts.

The findings also suggested that there was a transition from cue-based and exemplar-based



identities to rule-based and schema-based identities of pre-service EFL teachers during
practice teaching. Practice teaching was perceived as a process of professional growth and
reflection was found helpful for an in-depth understanding of the participants’ professional

identities.

1.3 Significance of the Study

It is alleged that great emphasis should be placed on teacher professional identity in pre-
service teacher education programs (Thomas & Beuchamp, 2011). In this regard, how pre-
service teachers perceive themselves as teachers since “being a teacher is a matter of being
seen as a teacher by himself or herself and by others” (Coldron & Smith, 1999, p.172) needs

to be examined.

There are two very basic reasons that teacher professional identity should be explored.
Firstly, it is teacher professional identity that differentiates one classroom from the other
(Walkington, 2005), which assures quality of education. And secondly, the studies exploring
the development of teacher professional identity is limited as alleged in the literature by
various researchers (Furlong, 2013; Kanno & Stuart, 2011; Xu, 2013; Zare-ee & Ghasedi,
2014), notwithstanding, language teacher identity has started to gain interest lately
(Korthagen, 2004; Varghese et al., 2005; Tsui, 2007; Zivkovié, 2013).

Another issue is that in order to be a good teacher, it is vital to gain experience on schools,
teaching and the curriculum besides having theoretical knowledge about them (Sirmaci,
2010; Varghese et al., 2005). Practice teaching as a requirement in pre-service teacher
education programs is a site for achieving this. It could also be linked to what Watson (2006)
suggests, “professional action is doing professional identity” (p.510), perceptions of teacher

identity are directly associated with actions performed by teachers in class (Hong, 2010).

The reasons why it is of vital importance to explore practice teaching is that although it is
one of the most crucial components of teacher education, the research in this area is mostly
limited to Western countries, and foreign or second language practice teaching contexts have
received little attention (Yan & He, 2010). Therefore, examining practice teaching, which is

a site for putting theory into practice, developing pedagogical and classroom management



skills, coping with teaching workload and shaping teacher professional identity (Velez-

Rendon, 2010), seems to be a valid site to ground this thesis on.

It is also noteworthy to mention that understanding pre-service teachers’ identity
development enables teacher educators to reflect on teacher education programs as well. In
her study examining pre-service teachers’ belonging to the imagined community of English
language speaking world and their professional identities, Pavlenko (2003) reveals that not
all students reformed their identities and have a pre-set determined path to follow when they
become teachers. Thus, it will be insightfull to gain perspective on pre-service teachers’
professional identities in order for:

e policy making (Day & Kington, 2008),

e helping them set a clear agenda (Pavlenko, 2003; Walkington, 2005),

e guiding them to understand their practicum teaching experience better (Trent, 2013)

e and also actualizing university and school collaboration in ideal.

From the information provided up to now, it seems that pre-service teachers’ professional
identity development is a legitimate area of research to understand the complexities of it

(Furlong, 2013).

In short, this study is of significance regarding the context it was conducted in and the data
collection procedures it made use of to gain insight on how pre-service EFL teachers
construct or form their professional identities and how they perceive the relationship
between their teacher identity development and processes of practice teaching and critical

reflection.

It contributed to the literature as it provided a holistic account of teacher professional
identity formation by presenting various perspectives from a wide number of pre-service
EFL teachers. As this study is based on pre-service EFL teachers’ perceptions regarding their
professional identity development experiences and processes, it might raise awareness
among pre-service teachers, teachers, and teacher educators and provide them with new
perspectives about the specifics of teacher professional identity baggage. Likewise, by

looking at the results of this study, higher education institutions, namely, teacher education



programs might introduce identity development into their curricula and create more

opportunities for pre-service teachers to explore and comprehend who they are as teachers.

In this chapter, I presented background to the study in terms of how my interest as a
researcher came out, what identity is and how it is discussed in the literature. I explained the
reasons why [ wanted to explore pre-service EFL teachers’ professional identity
development, and then I introduced the purpose of the study and gave an overview of the
research process by mentioning data collection tools and analysis procedure along with
findings. I commented on the significance of the study. In the following chapter, I will
discuss key terms in research related to identity formation, theoretical framework and
elaborate on the reflective dimension of the current study. Previous research classified as
theoretical and empirical ones will be noted, and teacher education, teacher professional

identity, practice teaching and reflective practices will also be discussed.



CHAPTER 2

REVIEW OF LITERATURE

In this chapter, [ will explain how I conducted the literature research for the current study
and dwell upon the key terms, theoretical foundations, and previous research related to the
focus of this study. Firstly, I will discuss the key terms such as teacher education, teacher
identity and teacher professional identity, teacher education in Turkey and pre-service
teacher learning. After this background information for the current study, theoretical
frameworks on identity construction will be elaborated under broad heading of sociocultural
view in teacher education and identity, and two models of Wenger’s identity construction
and Moscovici’s social representations and cognitions theory. Based on these premises,
reflective dimension and the context of study will be presented as practicum as a community
of practice and journal writing and critical reflection. Finally, I will give an overview of
previous research addressing the issues in this study and will group them as theoretical
studies on identity, theoretical and empirical studies on reflective practice, empirical studies

on identity, and empirical studies on practice teaching.

2.1 Key Terms

This study aimed to explore the pre-service EFL teachers’ opinions on the essentials of
teacher professional identity, their own professional identity development, and the effects of
practice teaching and reflection on their understanding of their professional identity. Upon
giving brief information about the basics of literature research that I did, I would like to

present the key terms and theoretical foundations in the following sections.

2.1.1 Teacher education

One of the key terms for this study is undoubtedly teacher education. In second language

education research, teacher education has been a highly significant area for exploratory
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study. It has long been debated what teacher education should look like and what the
challenges are. Yet, one thing remains for sure: teacher education has its own characteristics
and complexity for different parties in teacher education experience and is commonly
discussed and evaluated by teacher educators, policy makers, teachers, and actually almost

everyone related to the field of education.

The literature provides robust number of studies related to teacher education. Specifically,
pre-service teachers are also among these groups of receiving attention in teacher education.
However, there are difficulties and knots besides opportunities in teacher education as

Britzman (1986) clearly states the challenge to it when she says:

Prospective teacher, then, bring to their teacher education more than their desire to
teach. They bring their implicit institutional biographies - the cumulative experience
of school lives- which, in turn, informs their knowledge of the student’s world, of
school structure, and of curriculum. All this contributes to well worn and
commonsensical images of the teacher’s work and serves as the frame of reference
for prospective teachers’ self images. But the dominant model of teacher education
as vocational training does not address the hidden significance of biography in the

making of a teacher, particularly as it is lived during student teaching. (p.443)

In the literature, pre-service teachers’ previous beliefs, ideas, and experiences are discussed
as being of utmost importance. The extent previous learning experience of pre-service
teachers relies on their identity formation before actual profession is contentious (Chong,
Low & Goh, 2011). That is to say, pre-service teachers have “a plethora of initial beliefs and
ideas about teaching” (Lee, 2008) before they actually start teaching. It is thus without doubt
that the construction of the professional identity begins even earlier than teacher education
and continues all through professional life (Lopes & Tormenta, 2010). However, it is
probable that student teachers to go through remarkable professional development during
pre-service teacher education (Lamote & Engels, 2010) and this development is quite
meaningful since the success of any education program depends heavily on the teacher
actualizing the curriculum and pre-set goals. (Cakiroglu & Cakiroglu, 2003). Throughout
this formation process, pre-service teachers interact with different components of teacher

education program to construct their professional identities too (Sexton, 2008).
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Still, teacher education is not without problems. These problems might stem from various
reasons such as the program itself, work conditions, and the misalignment between these two
entities. There is irrelevancy between teacher education and the realities of schools, which is
associated with western influence on knowledge and research base of teacher education
programs (Cakiroglu & Cakiroglu, 2003). In a similar vein, Lopes and Tormenta (2010)
allege that pre-service teacher education has an actual impact on teachers’ professional
identity but a great deal of this impact is neutralized in work conditions in their study

examining pre-service teacher training in terms of teacher identity and school work.

Nonetheless, it is postulated that teacher education program is a good starting point both for
developing and sustaining continuous development of a teacher professional identity
(Beauchamp & Thomas, 2009). In relevance to this study, teacher education is seen as a
dynamic process through which pre-service teachers construct their professional identities
and are affected by the components in teacher education, namely, practice teaching and

reflective practices during it.

2.1.2 Teacher identity and teacher professional identity

It is necessary to acknowledge another key term for the focus of this study as teacher identity
specifically teacher professional identity. There is variety of definitions in the literature on
what teacher identity and teacher professional identity is. Some scholars define it with
reference to the link to the outer world or the future. In this regard, according to Norton
(2000) identity is defined “to reference how a person understands his or her relationship to
the world, how that relationship is constructed across time and space, and how the person
understands possibilities for the future” (p.5). However, it could also be defined with
reference to the other. Thus, identity could also be defined as “our understanding of who we
are and who we think other people are” (Danielewicz, 2001, p.10). All in all, there is a
consensus that it is socially and individually constructed “ by active location in social space”

(Coldron & Smith, 1999, p.711).

There have been attempts to specify the basics of identity. For instance, Rodgers and Scott

(2008) note from a broader perspective into identity that:
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Contemporary conceptions of identity share four basic assumptions: (1) that identity
is dependent upon and formed within multiple contexts which bring social, cultural,
political, and historical forces to bear upon that formation; (2) that identity is formed
in relationship with other and involves emotions; (3) that identity is shifting,
unstable and multiple; and (4) that identity involves the construction and

reconstruction of meaning through stories over time. (p.733)

In line with these four basic assumptions stated above, it is proposed for this study that pre-
service teachers professional identity is affected by multiple contexts of practice teaching
course at college and practice teaching schools; pre-service teachers’ interaction with their
mentors, college professor, and peers shapes their understanding of their professional
identities; teaching includes emotions, which has been demonstrated in the data; there might
be shift in identities from the beginning to the end of practice teaching; and pre-service
teachers are involved in a continuous process of identity formation throughout practice

teaching.

After giving brief information on what identity is and how it is defined by different scholars,
I would like to focus on teacher identity and how it is discussed in the related literature.
According to Farrell (2011), teachers continuously construct their self-images (who they are)
and their professional identity (what they do). He argues that professional identity consists of
“beliefs, values, and emotions about many aspects of teaching and being a teacher” (p.54).
Likewise, Flores and Day (2006) argue professional identity development is “an ongoing and
dynamic process which entails the making sense and (re)interpretation of one’s own values

and experiences” (p.220).

When applied to the teaching context, Sexton (2008) argues that identity sheds light on how
one mediates teaching to present her/his professional selves in specific ways and allows for
understanding “complex, situated, and fluid attributes that individuals bring with them to the
study and practice of teaching” (p.75). Alsup (2006) proposes that by responding to learners’
needs over the course of lessons, teachers occasionally enact their identities for decision

making in class.
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Gee (2001) maintains the idea that identity is people’s understanding of who they are and

how they interact with others. The table below outlines his views on identity:

Table 2.1: Four Ways to View Identity (Gee, 2001, p.100)

Process Power Source of power

1. Nature-identity: a
state developed from forces in nature

2. Institution-
identity: authorized by authorities within institutions
a position

3. Discourse-
identity: recognized in the discourse / of / with “rational”
an individual trait dialogue individuals

4. Affinity-identity:
experiences shared in the practice of “affinity groups”

In this table above, Gee (2001) considers identity in four broad headings and proposes that
they build upon different premises such as nature, institution, discourse, and affinity. Each of
these identities are again shaped by different sources of power such as forces in nature,
authorities within institutions, the discourse with individuals, and the practice of affinity

groups.

Identity arguments also dwell upon teacher roles and the differentiation between these two
concepts. According to Burns and Richards (2009), identity “reflects how individuals see
themselves and how they enact their roles within different settings” (p.5). Thus, identity and
role refer to different concepts (Day & Kington, 2008). To be more precise in terms of role
identity, Urrieta (2007) maintains it is about how people “come to ‘figure’ who they are,
through the ‘worlds’ that they participate in and how they relate to others within and outside
of these worlds” (p.107).

In several studies in the literature, it is argued that there are some common roles that are
associated with teacher professional identity. Farrell (2011) alleges that there are some
common roles of teachers which have been suggested but not proven by scientific research
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such as teacher “as entertainer, cross-cultural expert, oral interviewer, language expert,
language model, disciplinarian, counselor, curriculum planner, curriculum evaluator, story
teller, team builder, materials developer, friend, surrogate parent, interaction manager, needs
assessor, and joke teller to name but a few” (p.55). In another study, Samuel and Stephens
(2000) acknowledge that professional roles of teachers are “the biographer”; “the critical
commentator” of previous schooling experience; “the agent of educational reconstruction”;
and “the student of alternative theoretical conceptions” due to inertial, programmatic and
contextual forces (p.489). Mayer (1999) also makes the difference clear between teacher role
and teacher identity by the statement; “a teaching role encapsulates the things the teacher
does in performing the functions required of her/him as a teacher, whereas a teaching
identity is a more personal thing and indicates how one identifies with being a teacher and
how one feels as a teacher” (pp.6-7). Similarly in their study, Zare-ee & Ghasedi (2014) put
forward the idea that teacher professional identity is “how teachers define their professional
roles and integrate them with personal roles” (p.1991) affected by factors both inside and
outside classroom. Teacher professional identity is built upon how teachers describe their
profession and how it interacts with other aspects of their lives. However, it has been
determined that role and identity, which is to say practice and core of teaching are
interwoven and shape teacher development together (Walkington, 2005). Taking all into
account, it is possible to say that it is not easy to separate identity and roles from each other

and rather they are intricately linked to one another.

There are other classifications in the literature regarding teacher identity. Research suggests
that identity is composed of three sub or competing identities: (i) professional identity:
educational ideals of the teacher; (ii) situated or socially located identity: in a certain
educational context; (iii) personal identity: social roles outside the school. (Day & Kington,
2008). Each of these identities would affect teacher professional package and their actual

classroom practices.

It is alleged that the professional identity that pre-service teachers construct during teacher
education program is deconstructed and reconstructed and there are two main relationships at
individual and social level. That is to say, there is a never-ending interaction between self
and identity and cultural context and professional environment. For this reason, it is as a

matter of fact that the relationship of competing and contradictory values, beliefs and
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attitudes is what constitutes teacher professional identity (Samuel & Stephens, 2000). In a
similar vein, Sugrue (1997) puts forward that being strict and distant, and following the
prescribed curricula and the rules to the letter are also among the common characteristics of
perceived culturally shaped teacher identity on the continuum from presentation to
facilitation of knowledge and learning. Nonetheless, as an attempt to bring clarity to the
concept of identity, it is probably a concise definition when Sachs (2001) claims professional
identity is a group of assumptions that are assigned to communities either by themselves or
outsiders, mnamely, characteristics differentiating teaching profession from other
communities. It is similar to Danielewicz’s (2001) definition of identity as it makes reference
to the concept of others but in terms of groups rather than individuals. As can be seen,
identity discussions have a dimension to refer to other entities in their attempt to define

identity.

Another classification for identity is made in terms of identity-in-practice and identity-in-
discourse (Varghese et al., 2005, p. 39). On the one hand, identity-in-practice as the name
suggests demands an action-oriented point of view and sees identity formation as a social
process of tasks. On the other hand, identity-in-discourse relies on the premise that “identity
is constructed, maintained, and negotiated to a significant extent through language and
discourse” (Varghese et al., 2005, p.23) and engagement in discourse, which is demonstrated
via language, shapes identity (Danielewicz, 2001). From this point of view, it is argued that
“construction of identity exposes the struggles and negotiations between different

discourses” (Zembylas, 2003, p.229).

It is possible to bring modern and postmodern dichotomy forward in identity discussions.
Sugrue (1997) argues that conflict and competition within modernity and postmodernity has
an important effect on teaching identities too. Modernity implies such a concept of identity
that in particular all teachers have some common essential characteristics they are born with.
This argument goes along with the fact that there are some commonalities for all teachers
and these are personality traits come from birth. However, postmodernity along with
ambiguity of concepts necessitates discursive teaching identities that are open to
reconstruction “rather than conforming to certain essential characteristics” (p.214). This

argument goes along with the fact that identity is dependent on contexts, multiple and
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shifting over the course of time as Rodgers and Scott (2008) proposes in their

conceptualization of identity in four basic assumptions as discussed before.

There are two additional competing discourses shaping teacher professional identity; that is
to say, democratic and managerial professionalism affect the way teacher identity is
constructed. Democratic professionalism puts emphasis on cooperation and collaboration,
whereas managerial professionalism depends on accountability and effectiveness. The latter
holds the premises that efficient management and functional practices of private sector are
main solutions for education systems as well. It is clear that democratic and managerial
professionalism contradicts with each other in terms of teachers’ active professional
development. From these two different professionalisms, two different types of identity
emerge. To put it differently, there are the entrepreneurial identity of efficiency under
managerial professionalism and the activist identity of collaboration and collegiality under
democratic professionalism. The activist identity has a transformative attitude towards
future, additionally it is not something occurring naturally to all, but it needs negotiation and

practice open to forming and reforming (Sachs, 1999).

Beijaard, Verloop, and Vermont (2000) discuss teacher identity under three headings: (i)
teacher as a subject matter expert grounding profession on subject matter knowledge; (ii)
teacher as a didactical expert grounding profession on skills necessary for teaching and
learning process; and (iii) teacher as a pedagogical expert grounding profession on students’
needs and development. Their results suggest that teachers are a combination of these three
types of identities affected by the work context, experience, and learning history. It is
teachers’ own combination of these three different types of identities into their professional

package.

Another classification is made in Doyle’s (1990) conceptualization of teacher education
where he investigates teacher education and proposes five different paradigms idealizing the
teacher as the good employee, the junior professor, the fully functioning person, the
innovator, and the reflective professional. The good employee paradigm necessitates a
teacher who “can cope with the real world of schooling” (Doyle, 1990, p.5); the junior
professor paradigm requires teachers at high academic standards. Those who support the

13

junior professor paradigm “want teacher education in the hands of academic professors
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rather than educationist” (Doyle, 1990, p.5). Another view according to Doyle (1990) is that
“teacher education is best when it facilitates personal development” (p.5) leading to the fully
functioning person paradigm, in addition teachers should also “be a source of renewal and
innovations for schools” (p.5) under the innovator paradigm, and “think critically about their
work” (p.6) having personal, craft, “propositional knowledge of classroom research and from

the social and behavioral sciences” (p.6) under the reflective professional paradigm.

Finally, Morgan (2004) explores “the transformative potential of a teacher’s identity” (p.172)
and concludes that teachers should present themselves in unthreatening and respectful ways
like other issues in class that are “open to critical analysis and reinterpretation” (p.184). As
can be seen, defining teacher professional identity requires tremendous attention and it

should be dealt with meticulous review of literature.

2.1.3 Teacher Education in Turkey and pre-service teacher learning

The last heading under the key terms of the current study will be teacher education in Turkey
and pre-service teacher learning. It is vital to understand teacher education practices in
Turkey while discussing pre-service teachers’ professional identity formation at a state
university in Turkey and how pre-service teachers learn to teach besides what this learning

encompasses.

Firstly, the focus will be on teacher education in Turkey. Among the efforts to improve
education in Turkey, there have been several attempts as it is noted in Cakiroglu and
Cakiroglu (2003) aiming to solve the problems of “lack of teachers, [...], the irrelevancy of
teacher education to the realities of Turkish schools, the need for a theoretical base for
teacher education” (p.254). The pendulum of reforms in teacher education in Turkey has
been on constant state of changes and it was affected by any type of challenges faced in
different fields of the history of the country especially closely knitted to the politics and

economy.

Cakiroglu and Cakiroglu (2003) present the reform movements as described on the following

table:
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Table 2.2: Reforms in teacher education in Turkey (Cakiroglu and Cakiroglu, 2003)

1) Centralization of the education system by enactment of the “Law of Unification
of Instruction” in 1924: The Ministry of National Education would make all
policy and administrative decisions.

2) Two types of teacher education schools in 1926: There would be secondary
schools for different demands of urban and rural areas besides the primary and
village teacher schools.

3) Village Institutes: They were grounded on the practical needs of people living in
the villages and Ismail Hakki Baltacioglu’s theory of ‘social school’
(Baltacioglu, 1942), having collaboration and problem solving as defining
features. Later, in 1954 these schools were shut down due to political concerns.

4) “Basic Law for National Education” in 1973: It was aimed to educate teachers
at higher institutes rather than ‘teacher schools’ or ‘institutes of education’.

5) The Higher Education Council in 1981 and faculties of education: Teacher
education became the responsibility of them. The requirement of four year of
university education for prospective secondary level teachers and two years for
prospective elementary level teachers.

6) The act in 1989: All teachers should get four years of undergraduate education.

Since then, faculties of education have been the main source of teacher education in Turkey

following a similar trend to European countries (Clay & George, 2000).

Now, I will move to the process how pre-service teachers learn to teach. Sugrue (1997)
alleges student teachers’ personal experiences holds both the form and the content; namely,
socio-historical dependence, beliefs, and attitudes of their teacher identities. Hence, it is of
utmost importance to gain insights on their professional identities through analysis of their
perceptions during teaching experiences. Seferoglu (2006) states that English language
teacher education programs were redesigned with more emphasis on methodology and
teaching practice with a reform by Higher Education Council in 1998 when it was aimed to

employ the same curriculum at all faculties of education around the country.

Nevertheless, there are major concerns stemming both from outside teacher education and
teacher education itself. Population leading to the appointment of any four-year university

graduates as teachers in 1997-1998 academic year besides of secondary level teachers to
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primary level, political issues either short term policies regardless of urban or rural
conditions’ difference or too much centralization of the education system, low socio-
economic status of teachers and the irrelevant admission which requires candidates to take a
multiple choice exam to get enrolled in a teacher education program are among the examples

of outside problematic factors (Seferoglu, 2006).

There are also concerns regarding teacher education programs such as curriculum, and
relevance of the courses and the school reality, namely, the course book, the physical
conditions of class etc. (Cakiroglu & Cakiroglu, 2003). However, it was decided by Higher
Education Council in 1997 that the focus should be on quality teacher education programs;
secondary level teachers should obtain a master’s degree without thesis; teacher education
program should put emphasis on methodology; practice teaching and technology;
scholarships should meet the staff need at faculties of education; and there shouldn’t be more

subject-matter teachers than needed, which was the case.

To summarize; “learning to teach is not a mere matter of applying decontextualized skills or
of mirroring predetermined images; it’s a time when one’s past, present and future are set in
dynamic tension. Learning to teach — like teaching itself — is always the process of
becoming: a time of formation and transformation, of scrutiny into what one is doing, and
who one can become” (Britzman, 1991, p.8). Additionally, when it comes to practice
teaching relevant to the scope of this research, mentoring a pre-service teacher, which
requires great commitment, is not a one-way transfer of knowledge from the experienced to
the inexperienced, but rather an opportunity for both sides (Walkington, 2005). It is
commonly agreed that there should be a local critical perspective along with global sources

in teacher education too.

2.2 Theoretical Frameworks on Identity Construction

After presentation of key terms as teacher education, teacher identity and teacher
professional identity, teacher education in Turkey and pre-service teacher learning I will now
discuss theoretical frameworks on identity construction. Under this heading, sociocultural
view in teacher education and identity, and the two models of Wenger’s identity construction

and Moscovici’s social representations and cognitions theory will be presented.
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2.2.1 Sociocultural view in teacher education and identity

In order to avoid misinterpretation of human nature, which originates as social engagement,
Lave (1996) attains a social and collective essence to learning and argues that learning
occurs as a part of altering practices; more specifically it “is a facet of the communities of
practice of which they are composed” (p.150). Under the light of his conceptualization of
“from apprenticeship to social practice theory” (p.155), Lave (1996) further argues learning
happens not as a result of instruction but rather as a process of “independent learners
learning” (p.161) and concludes that there should be more focus on the connection between
the locations, in this study’s case between practice schools and the processes which have the
highest potential to contribute to identity formation. Similarly, it has been alleged that
construction of teacher identity is linked to learning how to become a second language
teacher; that is, learning and identities coexist in practice (Kanno & Stuart, 2011). Trent
(2014) explores teacher identity construction “as the interplay between individual agency
and social discourses” (p.61). Another sociocultural perspective for teacher identity is that of

Olsen’s (2008) in the following lines:

I view identity as a label, really, for the collection of influences and effects from
immediate contexts, prior constructs of self, social positioning, and meaning systems
[...] that become intertwined inside the flow of activity as a teacher simultaneously

reacts to and negotiates given contexts and human relationships at given moments.

(p.139).

In order to be able to understand sociocultural view on in teacher education and identity, it is
required to remember the counter arguments first. For instance, Sugrue (1997) maintains the
idea that social and cultural construction of identity necessitates a particular kind of
personality and traits. Likewise, Borg (2006) puts forward the idea that there are certain
distinctive characteristics of language teachers as being creative, flexible, and enthusiastic
which are more related to giving out positive feelings. In this regard, pre-service teachers’

identification with the profession is modern, which means they are already teachers.
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However, sociocultural views differ in their interpretation of learning in general and teacher
identity in particular. By comparison, Vygotsky (1962) theorizes human cognition and
language are developed through social and cultural interaction with others. That is to say,
cognition is developed through semiotic mediation, and language acting as a quintessential
semiotic tool (Collin & Karsenti, 2011). Vygotsky (1962) suggests the transition from inter-
psychological to intra-psychological functioning where he (1981) alleges, “higher mental
functions are internalized social relationships™ (p.164; as cited in Collin& Karsenti, 2011,
p.574) to develop the concept of the zone of proximal development (Collin & Karsenti,
2011, p.575). Furthermore, Peirce (1995) suggests social identity as multiple and a site of

struggle and as changing over time.

Under the light of sociocultural view on identity formation, it can be concluded for the
present study that mentoring is more helpful for the growth of teacher identity rather than
usual supervision through practice teaching (Walkington, 2005). In order to address to this
need, there should also be an additional course in teacher education programs on the first
years of teaching and focus on language teacher education program—school-novice
cooperation as there is a gap between pre-service teacher education and in-service teacher

development (Farrell, 2012).

Discourse
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Figure 2.1: An integrated framework of teacher identity (Trent & Shroff, 2013, p.5)
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2.2.2 Two Models: Wenger’s identity construction and Moscovici’s social

representations and cognitions theory

Wenger (1998) describes five dimensions of identity, which “is produced as a lived
experience” (p.151); in other words, identity is perceived as negotiated experiences where
one defines who he / she is by interaction with others, as community membership where
identity is based upon familiarity and belonging to a group, as learning trajectory with future
concern in mind, as nexus of multi membership with various forms of our identities, and as a
relation between the local and the global with negotiation of broader discourses. (p.149). It
is argued, “there is a profound connection between identity and practice. Developing a
practice requires the formation of a community whose members can engage with one another
and thus acknowledge each other as participants” (Wenger, 1998. p.149). According to him
learning happens as experiencing, doing, belonging, and as becoming someone, respectively
consisting of meaning, practice, community and identity (p.5). As a whole, learning, likewise
in this case learning how to teach, is active social participation in communities and forming
identities regarding them (Wenger, 1998, p.4). The findings in the literature indicate that
teacher professional identity is realized by experiencing (Timostsuk & Ugaste, 2010) as
foreseen by Wenger (1998) and as learning-in-practice where practice is the main aim when

pre-service teachers complete their mission in class (Kanno & Stuart, 2011).

It is further discussed that identity formation refers to either three modes of belonging:
engagement, imagination, and alignment or the negotiation of meanings. Engagement occurs
during the process an individual gains actual experience by interacting with other people.
Imagination occurs when an individual creates a broader image of his/her community across
time and space as it is clear from the statement as: “the production of images of the self and
images of the world that transcend engagement” (Wenger, 1998, p.177); and alignment is

linked to internalizing the identity of the larger community to the identity of its participants.

By the negotiation of meanings, it is argued in Wenger (1998) that with each utterance and
context it is produced there are various meanings “for the definition of certain events, actions
or artifacts” (p.199), and people have different “ownership of meanings” (p.200): control
over them, and this leads to either negotiability or non-negotiability. If there is no

negotiation of meanings, an individual cannot identify himself / herself with a community as
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the experience becomes “irrelevant because it cannot be asserted and recognized as a form of
competence” (p.203). To conclude, identity construction is a binary process of identification
and negotiation of meanings based on the acceptance of proficiency by the larger
community, which are indeed sources of identity formation. When these overlap, either

identity of engagement or disengagement arises (Tsui, 2007).

As a visible product of social cognition, professional identity is classified grounding on
rules, cues, exemplars, and schema in Xu (2012, 2013) in parallel to Moscovici’s (2000)
theory of social representations and cognitions. It is argued that rule-based identities are
manipulated by concrete rules such as law; for example a police officer’s identity is
determined by that kind of identity. Next, cue-based identities stem from the content of the
different characteristics of social entities. In order to specify, when an individual thinks of
himself / herself as a hero or heroine, it is probable that he/she may sacrifice himself / herself
depending on this type of identity. Exemplar-based identities depend upon representative
examples of social identities and are aligned to individuals’ role models. Lastly, schema-
based identities consist of a group of social cognitions and behaviors in response to a
dynamic context and it is most of the time culture-specific such as the identity upon being a
guest at someone’s house (Xu, 2012, 2013). Xu concludes that there should be more
attention paid to the formation of imagined identities of pre-service teachers to help them
make a more realistic evaluation in their early years of teaching experience. The transition
from cue or exemplar-based identities to rule or schema-based identities has been

demonstrated (Xu, 2013).

2.3 Reflective Dimension and the Context of Study

After discussing theoretical frameworks on identity construction under sociocultural view in
teacher education and identity, and the two models of Wenger’s identity construction and
Moscovici’s social representations and cognitions theory, I will focus on the reflective
dimension and the context of the current study. Within this frame, practicum or practice
teaching as a community of practice and journal writing and critical reflection will be
discussed in reference to the literature. It is important to note that practice teaching and

practicum has been used interchangeably in this study.
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2.3.1 Practice teaching as a community of practice

Regardless of the time or person experiencing it, teaching is a challenge in itself in the form
of practicum demanding “commitment and development” (Armut¢u & Yaman, 2010, p.28).
As pointed out by Boz (2008), student teachers have a lot of concerns about teaching,
specifically, task-related ones in addition to self-survival ones. It is found that student
teachers concerns start with self-concerns about teaching and are superseded by task and
their impact-related concerns differing among different academic year groups of teacher
education program. Practicum offers opportunities to overcome these concerns as a fruitful

community of practice if utilized well.

Undoubtedly, the practicum is perceived as the milestone of teacher education programs and
it is during practicum when pre-service teachers get the chance to observe real classroom
settings, and are familiarized with the unpredictable nature of classrooms. It makes pre-
service teachers gain insights on how to respond best to any kind of problematic
circumstances (Armutgu & Yaman, 2010). Additionally, it is a pretty much important stage
in the integration of teachers—in—training into teaching (Velez-Rendon, 2010). As Wenger
(1998) states, “identification takes place in the doing” (p.193) “through mutual engagement
in activities” (p.73), taking practicum as a community of practice will increase the validity of
the current study. Practicum thus makes a sample of community of practice, which is
described as follows: “A community of practice is a set of relations among persons, activity
and world, over time and in relation with other tangential and overlapping communities of

practice” (Lave & Wenger, 2002, p.115, as cited in Bathmaker & Avis, 2005, p.10).

Overall, practice teaching will be taken as a community of practice in this study where pre-
service teachers interact with their environments. The university, the practice teaching
schools, the mentors, the university professor, and other pre-service EFL teachers are all

included in pre-service EFL teachers’ professional identity formation process.

2.3.2 Journal writing and critical reflection

Although reflective practice is a common component in many teacher education programs

(Beijaard, & Verloop, 2000; Farrell, 1999), an internationally accepted professional
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competency for teachers (Collin & Karsenti, 2011), and being decided crucial and authentic
for teachers’ professional growth, teacher educators and pupils (Korthagen & Vasalos,
2005), it remains vague in terms of description. However, it is possible to have an

understanding of reflection in Fendler’s (2003) statement:

Today’s discourse of reflection incorporates an array of meanings: a demonstration
of self consciousness, a scientific approach to planning for the future, a tacit and
intuitive understanding of practice, a discipline to become more professional, a way
to tap into one’s authentic inner voice, a means to become a more effective teacher,
and a strategy to to redress injustices in society. [...] It is no wonder then that current
research and practices relating to reflection tend to embody mixed messages and

confusing agendas. (p.20)

Reflection which is “an active, persistent and careful consideration of any belief or supposed
form of knowledge in the light of the grounds that support it and further conclusions to
which it tends” (Dewey, 1933, p.9) can be classified in various ways; such as, reflection in
action and reflection on action by Schon (1983, 1987, as cited in Urzua & Vasquez, 2008).
As their name suggest, reflection in action refers to making decisions through the action
whereas, reflection on action refers to reflection after the action (Urzua & Vasquez, 2008).
Both forms of reflection could form a vital part of teachers’ professional growth and provide

benefits for schools and the community (Griffiths, 2000).

Additionally, the onion model reflection argues that reflection could be made on different
levels such as; mission, identity, beliefs, competencies, behaviors and environment
(Korthagen & Vasalos, 2005, p.54) to detect problems teachers face; and core reflection
occurs in a cyclical way consisting of (i) encountering the problem, (ii) being aware of both
it and the limitations, (iii) being aware of core qualities, and (iv) actualizing them, lastly (v)

experimenting the possible solution (Korthagen & Vasalos, 2005, p.57).

In their study, Armutgu and Yaman (2010) explored pre-service teachers’ reflection through
practicum and concluded that reflection “can not be a simple or linear belief or notion in its
nature, but a dynamic and complex process” (p.29). Also reflection should be aimed to equip

pre-service teachers with “the artistry to open the way of critical thinking, problem solving
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and applying knowledge and theories in actions” (Armutcu & Yaman, 2010, p.29). For this
reason, critical reflection is equally important as time spent in class (Walkington, 2005) as

teachers’ concept of identity is reconstructed through teacher education (Furlong, 2013).

Similar to this, reflection is seen “pivotal to the development of teachers’ professional
identities” (O’Connor, 2008, p.118). From a broader perspective, putting reflection at the
core of teacher education is important because it enables reasoning about why teachers
employ some certain strategies and how they could foster learning with those strategies (Lee,

2005).

Overall, the literature on reflection focuses on the content, the process, or the pedagogy of
reflection. Above all, reflection is thought to be quite meaningful to explore professional
identity formation of pre-service EFL teachers in this study as “what we remember, what we
speak into existence and what we hear, are intimately tied to who we are” (Rorrison, 2010,
p-18). Also, Lee (2008) argues reflection is quite important for pre-service teachers as “it is
only when they reflect upon their knowledge critically that they can transfer what they have
learned in initial teacher preparation programs as students to the real classroom situations as
teachers” (p.117). It is alleged that reflection is decided to be “a powerful way for students
and practicing teachers to delve deeply into their teaching identities” (Beauchamp &
Thomas, 2009, p.183). Thus, critical reflection should be applied to broader aspects of

teacher identity in a way to reflect pre-service teachers’ development (Alsup, 20006).

Reflection is this study has been employed as writing reflective response journals to the
articles that pre-service EFL teacher read and discussed with their classmates and the

university professor.

2.4 Previous Research

After presenting the reflective dimension and the context of the current study under
practicum as a community of practice and journal writing and critical reflection, previous
research will now be presented as theoretical and empirical studies on identity, reflective

practice, and practice teaching.
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2.4.1 Theoretical studies on identity

As a teacher educator, Hochstetler (2011) hypothesizes that teacher education programs with
a base of teacher identity development will better equip prospective teachers with necessary
skills to cope with constantly differing changes in class. Teacher candidates need
opportunities to reflect on whether and how they overlap with teacher identity, hence, pre-
service teachers should be guided for thinking about and critically reflecting on their identity

in order for a more accomplished transition to the profession.

Three perspectives in examining language teacher identity as transformational and context
bounded are known to exist, unlike the past, which regarded language teachers as technicians
applying the right methodology (Varghese et al., 2005). Firstly, it is social identity theory
which alleges that individuals form their identity “in great part from the social categories to
which they belong” (Hogg & Abrams, 1998, p.19), which means teacher professional
identity is that of non-native English-speaking teacher that does not allow for individual
differentiation (Varghese et al., 2005). Secondly, Lave and Wenger’s (1991) situated
learning theory alleges learning is an “evolving form of membership” (p.53), sees learning
“as an identification process” (Varghese et al., 2005, p.29). Hence, it foresees language
teacher identity formation as a process of evolving as a teacher in the communities of
practice (Varghese et al., 2005). Lastly, with reference to Simon’s (1995 as cited in Varghese
et al., 2005) notion of the image text, identity is understood as being constructed through

discourse and open to “reinterpretation and critical readings” (Varghese et al., 2005 p.35).

To sum up, it would be inspiring to refer to Beijaard, Meijer, and Verloop’s (2004) meta-
analysis. In their analysis of studies on teachers’ professional identity between the years of
1988 and 2000, which introduces the period that teacher professional identity comes into
play as a research area, examines research on professional identity formation, identification
of professional identity characteristics, and narrated representation of professional identity.
When features of professional identity is revisited in selected studies, they reached to four
generalizations that identity is an “ongoing process of interpretation and re-interpretation of
experiences” (p.122), personally and contextually-collectively constructed, consisted of
“sub-identities” (p.122), and connected to agency. It is argued that there should be

conceptual clarity for ‘self’, ‘identity’, and ‘professional’ and more focus on the contextual
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factors in professional identity formation (Beijaard et al., 2004, p.126). They argue that

“identity is not something one has, but something that develops during one’s whole life”

(p.107).

In addition, a meta-synthesis of research on foreign language teacher identity between the
years 2000 and 2012 is conducted by Taner and Karaman (2013). This study reported that
beliefs about teaching are the most frequently searched area and pre-service teachers are the
most frequently focused group of participants whereas research on teacher educators is quite
limited. In their review of 44 studies, identity construction in collaboration with and in
teacher education is reported to attract the least interest, which underscores the need for
investigation. Overall, practicum, culture, reflection and motivation stand out as most
frequent themes analyzed in teacher identity formation. Practicum is pointed out to be “an
important component of any teacher education program that awaits further attention in terms
of providing more experience and feedback” (Taner & Karaman, 2013, p.69) to pre-service
teachers and all justifies the current study’s aims of understanding teacher identity formation

during practicum.

2.4.2 Theoretical and empirical studies on reflective practice

Collin and Karsenti (2011) develop a model of interactional reflective practice (see Figure 2
next) drawing on Vygotsky’s (1962) semiotic mediation by transposing it into teacher
education to “conceptualize the relationship between reflective practice and verbal
interaction in a collective approach to reflective practice” (p.569). To be more precise they
(2011) argued verbal interactions as a platform for enhancing reflective practice for student
teachers when they connect their peers and instructors. Collin and Karsenti (2011) assert the
model fits well into practice teaching upon engaging in real teaching experience, but also
hypothesized there might be variance with the interactional collective support for student
teachers. Similarly, Warford (2011) argues for the need of an approach of training teachers
within “zones of proximal teacher development (ZPTD)” (p.252). The figure below

summarizes interactional reflective practice model developed by Collin and Karsenti (2011):
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Figure 2.2: Model of interactional reflective practice (Collin & Karsenti, 2011, p.576)

Moreover, as far as Farrell (2013) is concerned, writing journals leads to self-awareness as a
teacher and “constructive behavior changes inside and outside the classroom” (p.465) as it
can be used “as a problem-solving device, for reflecting on new teaching ideas, and as a
means of legitimizing their own practice” (p.466). He (1999) further explores how to
promote reflective practice in teacher development groups and results show that teachers talk
about their personal teaching philosophies and problems that they face, and make descriptive
reflections rather than critical comments. It is suggested that teacher development groups

might increase the opportunities for teachers’ professional development.

In another study (Lee, 2008) examines reflection through response journals of teacher
candidates and the content of those reflections reveal that they wrote about describing and
recalling about teaching situations, interpreting and evaluating them, expressing their
personal opinion, and interacting with the university professor. The participants also stated
that journal writing has been an enjoyable, beneficial activity contributing to their personal

and professional development. It is quite important for this research that the literature
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exemplifies that response journals are useful for pre-service teachers “to develop their

professional identities” (Lee, 2008, p.134).

2.4.3 Empirical studies on identity

It is without doubt that development and understanding teacher professional identity requires
an in-depth knowledge of the contexts surrounding teachers, and the changes in society and
expectations from teachers are challenging to keep up with. All things considered, teacher
professional identity is a complex phenomenon. In their study (2011), Thomas and
Beauchamp analyze teacher selves through metaphors revealing significant information
about professional identities and ask the question of who someone is as a teacher. The
results suggest that teacher identity development is not smooth and full of “self-doubt and
questioning” (p.767), and it is further discussed that pre-service teachers should be provided
with necessary information about the result of such studies as it will give them a clear picture

of what to expect in early years of teaching.

Sugrue (1997) discusses that pre-service teachers are found to be worried about maintenance
of order in classrooms. Student teachers state having discipline, control, strictness and
fairness are essential for quality teaching and add that being task oriented, predictable,
consistent with a prescribed curriculum and assigning appropriate sum of homework are also
expected. Being nice, caring, nurturing and lovely is stated as necessary but not sufficient for
being a good teacher which is oriented around a teaching character, a need to care, ability to
control and deliver instruction. The classification lies in being traditional or progressive from
the aspect of teacher professional identity. Nevertheless, defining the qualities of a good
teacher is a difficult endeavor which can be characterized by the harmonious state among
levels of mission, identity, beliefs, competencies, behavior and environment (Korthagen,

2004) and they should be explored in detail (Schepens, Aelterman & Vlerick, (2009).

When Zare-ee and Ghasedi (2014) explore factors affecting teacher professional identity, the
lack of support from administration is the most common discouraging factor in teacher
professional identity development. Being able to use the Internet and technology is the most
common professional development expectation among teachers. With the purpose of

analyzing technology with a closer lens, Trent and Shroff (2013) examine identity
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negotiation struggles of pre-service teachers during practicum on using e-portfolios and
acknowledge that they might contribute to teachers’ identity development leading to some
certain characteristics such as being modern, up-to-date and are means of community

building and reconstructing teacher identities.

Farrell’s (2011) study explores ESL teachers’ role identity from what they talk about their
role identities implicitly or explicitly in a group. As a result, on a continuum of ready-made
and individually created roles, teacher as manager, professional and acculturator were
identified as main clusters of identity of ESL teachers. Being interculturally competent is
also acknowledged as a new type of identity helping learners to both relate to their own and
foreign cultures (Sercu, 2006). It goes both ways that ESL teachers also utilize their cultural
and ethnic identity to make sense of their roles (Ajayi, 2011). Though there are anticipated
roles of teachers, pre-service teachers will demonstrate differences in how they react to those
roles and personally attach to them (Schepens, et al., 2009). A case study examining the
development and maintenance of teacher identity (Samuel & Stephens, 2000) reveals that
there are tensions between “the hopes and ambitions that individuals have for themselves and
what they feel they can achieve as a teacher” (p.477) as well as students expectations from a
teacher. Traditional conceptions and future-oriented responsibilities are among pre-service
teachers’ dilemmas at the interplay of lying low or standing out. It is clear from the

statement:

“Young teacher trainees, [...], walk a tightrope in both developing a personal teacher
identity which sits comfortably with their own sense of self and maintaining a
balance between satisfying the requirements of state and society and providing the

source and impetus for change.” (Samuel & Stephens, 2000, p.478).

Subsequently, the formation of professional identity among a specific group of student
teachers aiming to teach at further education is explored in Bathmaker and Avis (2005) and
findings suggest that facilitating learning, guiding learners to become more autonomous in
addition to embracing the qualities of counseling, encouraging, and supporting are pointed
out as the desired roles of a teacher, making up her/his professional identity. As a further

focus in the study, poor workplace conditions, need for more management assistance, and
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teacher burnout are discussed as leading to marginalization in communities of practice where

student teachers gain actual teaching experience.

In a similar vein, it has been found out that novice teachers had difficulty in internalizing a
teacher identity and it takes time and effort to improve their understanding of what it means
to be a language teacher and to identify them with that understanding (Kanno & Stuart,
2011). For pre-service teachers there is a gap between their ideal and practice, which actually
should lead them to be the starters of innovations at schools. It is concluded that realizing
innovation at school cause pre-service and experienced teachers to position themselves as
certain kinds of teachers (Trent, 2014) quite similar to communicative or modern and
traditional language teacher dichotomy (Trent, 2011a). Farrell (2003) reports the same issue
of transition from teacher training to schools and refers to it as a “type of reality shock”
(p.95) coexisting with the support in the school environment and different phases in the first-

year teaching workload.

In their qualitative case study design, Trent and Lim (2010) explore teacher identity
construction in school—university partnerships and conclude that they are crucial in shaping
teacher identity through engagement, imagination and alignment. As identity formation is
experiential, participative and social (Trent, 2013; Tsui, 2007), learning how to become a
teacher during practicum when pre-service teachers attain themselves to become certain

types of teachers occurs as the construction of identity (Trent, 2013).

Similarly, Sexton (2008) investigates pre-service teachers’ identity, role and agency by
qualitative means and concludes that teacher education program effects teacher identity
besides individual differences, the harmony or lack of harmony between pre-service teachers
and teacher education programs leads either to alignment as being on the right path or
misalignment as questioning career choices, with the profession, and identity is also linked to

the fact whether teacher candidates look for immediate employment after graduation or not.

It is also acknowledged by Beauchamp and Thomas (2009) that professional identity covers
“the notion of agency, or the active pursuit of professional development and learning in
accordance with a teacher’s goals” (p.177). In a similar vein, Alsup (2006) builds on this

premise. In her book about the processes of pre-service teacher identity growth she suggests
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that if the gap between the personal and professional side of teacher candidates is not

bridged, they would not choose to teach after graduation.

There are quite few quantitative studies in the literature focusing on teacher identity
development; however, Hong (2010) illustrates a mixed-methods design sample study by
identifying teacher identity through scales as well as interviews. Surveys have been used to
measure pre-service and beginning teachers’ “value, self-efficacy, commitment, emotion and
micro politics” (p.1533). The findings argue that while the aforementioned factors constitute
teacher professional identity, teachers have practical concerns and teacher education
programs should be tailored to meet those concerns by having teachers reflect on their
professional identity formation. (Chong et al., 2011) explore how pre-service teachers
perceive teaching. The findings suggest that teaching is perceived to be a noble job and it
requires a wider range of responsibilities than just teaching. It has been also noted that there
are some concerns and difficulties in pre-service teachers’ expectations from teaching. In
this vein, the research proposes teachers may experience conflicts between their professional,

situated and personal identities at any time during their profession (Day & Kington, 2008).

Another sample quantitative study conducted through various scales acknowledges that
teacher professional identity consists of teaching practice, student development, personal
growth, schools, professional satisfaction, commitment to teaching and anticipated roles
(Zivkovié, 2013). Additionally, the core and peripheral elements of teacher identity are
explored as a content analysis and it is proven that teacher identity includes various personal
such as abilities, interests, work styles; professional and contextual factors (Rus, Tomsa,

Rebega, & Apostol, 2013).

Similarly, through quantitative means, pre-service teachers’ professional identity is
examined by different scales on professional and task orientation, teachers’ self-efficacy, and
commitment to teaching at different times of teacher education program in Lamote and
Engels (2010). Their findings suggest that the learner-centered approach to teaching, self-
confidence and efficacy increased over time with an attitude open to change and cooperation

as being a teacher covers more than content teaching.
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Departing from the notion that identity is in constant change, Urzua and Vasquez (2008)
examine reflection and professional identity in teachers’ reflection for the future and
conclude that situations signaling planning, prediction, uncertainty and conditionals are parts
of teacher identity construction. Their study also emphasized that reflection about the future
is not as common as reflection on action with a past orientation and reflection in action with
a present orientation. However, they argued that there should be more effort to create room
for reflection for action and the future in order to ensure “active and meaningful decision
making, problem definition, exploration, and evaluation, [...] to envision the future” (Urzua

& Vasquez, 2008, p.1945).

Through action research, Abednia (2012) conducts a course on critical EFL teacher
education and examines teachers’ professional identity with regard to it. It has been found
that there are three major shifts in pre-service teachers’ professional identities: (1) from
conformity to and romanticization of dominant ideologies to critical autonomy; (2) from no
orientation or an instrumentalist orientation to a critical and transformative orientation of
teaching; (3) from a linguistic and technical view to an educational view of ELT. It is made
clear that reflecting and redefining teacher selves is a hard mission to accomplish for

teachers who wish to be “transformative intellectuals” (Abednia, 2012, p.713).

Lopes (2002) reports action research on changes in professional identity in line with
curriculum development and maintains the ideas that there is a link between the two
concepts, identity changes require a shift from centered to decentered innovation, and
individual differences still play a key role. It is important to keep in mind that each pre-
service teacher “will develop a professional identity in a different way” (Alsup, 2006, p.

146).

Timostsuk and Ugaste (2012) present the role of emotions in pre-service teachers’
professional identity through semi-structured interviews and the findings suggest joy,
admiration, friendliness, excitement, contentment, and satisfaction among positive emotions;
and fear, insecurity, disappointment, confusion, anxiety, sorrow, reluctance and hopelessness
among negative ones affecting teacher professional identity. Positive emotions are linked to

pre-service teachers’ themselves but negative ones are linked to school mentors and
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university professors, which create more influence on pre-service teachers’ professional

identity.

Another study examining emotions is that of O’Connor (2008) with findings indicating that,
teachers’ beliefs in caring, as one of the most prevalent emotions demonstrated, for and
about students constitutes an important part of their professional identity. The relationship
between emotional experience and teacher identity is also examined and Shapiro (2010)
finally concludes that emotions need to be taken into consideration within teacher identity in
order to sustain “bonds of solidarity” (p.619) and to evaluate the situations of how and why
in learning and teaching process. Zembylas (2003) emphasizes the importance of exploring

emotions to understand identity as teacher identity is first and foremost “affective”(p.213).

It is for certain that pre-service teachers’ personal histories affect their professional
identities; it has been shown that the idealized teacher identity perceived by pre-service
teachers consists of personal qualities of previous teachers. Besides this, the desire to be
respected and remembered and valuing students’ individuality are major findings of
Furlong’s study (2013). In the end, she concludes pre-service teachers describe their
idealized teacher as “caring, warm, approachable teacher who facilitates children’s learning,
but who is firm and in control. [...], who commands respect, yet is remembered fondly” (p.

79).

A similar study examining teacher identity construction of pre-service English language
teachers suggest that remembering previous teachers, having close relationships with
students, fair and inspirational teachers shape pre-service teachers professional identities
(Trent, 2011a). Schepens, et al., 2009 also demonstrate that personality and motivation to
start teacher education programs are the most significant indicators of professional identity

on training completion.

Furthermore, English language pre-service teachers short-term abroad experiences are
claimed to influence constructing a new professional identity (Trent, 2011b; Velez-Rendon,
2006). That is to say, improving language skills and cultural understanding naturally besides
engaging with English language teachers of different backgrounds lead to positive changes

in identity formation. In addition, the ways in which the pre-service teacher education
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curriculum can encourage personal dimensions of teacher identity are explored; the results
suggest that there is an effect of initial teacher training on professional identity. Teacher
identity is also affected by generation differences and upgrading teacher education

curriculum, personal commitment are also emphasized (Lopes & Pereira, 2012).

Lastly, it has been proven that pre-service teachers develop their understanding of teacher
professional identity construction through reflective practice during practicum (Hamiloglu,
2014). The study reports that pre-service teachers had multi-layered identities and reflection

during practice teaching helped them gain awareness of their professional identity.

2.4.4 Empirical studies on practice teaching

In her study investigating the reflections of student teachers on pre-service education in
Turkey, Seferoglu (2006) found that student teachers do not feel that there is enough relation
between theoretical concepts and their usage in practice. There is an obvious need for more
microteaching and thorough observations in different practice teaching contexts. The results
were similar to those in Enginarlar’s study (1996) where he categorized problems as being
limited to one teacher and school, lack of actual teaching experience, and being unable to

cooperate with the co-operating teacher as problematic areas of practice teaching.

It is proven that there is a gap between the schoolwork and individual professional identity of
teachers (Lopes & Tormenta, 2010). To overcome this potential problem, teacher educators
should also be active participants in pre-service teachers’ learning and enabling a supportive

environment promoting individual professional growth (Velez-Rendon, 2010).

Another study evaluating practice teaching at a state university in Turkey is that of Sirmaci
(2010) when she observes practice teaching and concludes that it is found to be beneficial
among student teachers by giving them a more professional perspective. From student
teachers’ perspective, Rorrison (2010) reports similar findings; there should be more
comprehensive understanding of theories guiding teachers and the gap existing between
teacher education and schools should be aimed at. By achieving so, there would be room to
account for contextual differences during practice teaching when it is seen “not as a testing

ground but a learning experience” (Rorrison, 2010, p.20).
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Similarly, Velez-Rendon (2010) advocates practice teaching should provide student teachers
with opportunities to develop their own personal teaching theories. Reporting on Chinese
pre-service teachers’ statements via reflective papers of problems that they face during
practicum, Yan and He (2010) mention six major problematic areas: inconsistency between
the ideal and the reality of schools, time and length of practicum, distrust of schools,
inadequate supervision, not putting enough effort to prepare classes, and existing assessment
system. They (2010) argue for well-functioning collaborations between universities and

schools.

With regards to the stability and change in student teachers’ beliefs during practicum, Nettle
(1998) puts forward that encouraging, motivating and structuring learning and establishing
communication with learners are shared themes by a lot of student teachers. It was observed
student teachers both showed stability due to prior beliefs on education and change during

practicum, which might be explained with a developmental point of view.

Poulou (2007) examines student teachers’ concerns about teaching practice and the results
suggest that teaching practice enables pre-service teachers to get to know teaching as a
profession, makes them aware of the link between theory and real application, and
contributes to the growth of pre-service teachers’ professional identity in accordance with

Lamote and Engels (2010).

In addition, Lee (2005) explores the factors effecting pre-service teachers’ reflective thinking
and concludes that personal background, mode of communication, content of reflection,
teaching context, cooperating teacher’s attitudes and having close relationships with students
shape pre-service teachers’ reflections on practice teaching. Among the findings, the depth

and content of reflection are also evaluated.

In this chapter, I presented key terms in research related to identity formation, theoretical
framework and explored the reflective dimension of the current study. Previous research
classified as theoretical and empirical ones has also been noted. Teacher education, teacher
professional identity, practice teaching and reflective practices have been discussed in detail.

To my knowledge, studies that aimed to explore pre-service EFL teachers’ professional
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identity formation in Turkey are limited (e.g. Hamiloglu, 2014). Thus, the importance of the
current study has been demonstrated in reference to the literature. In the following chapter, 1
will present the methodology behind this study. I will refer to the data collection and analysis

methods, the context of the study acknowledging the rationale of employing such a design.

38



CHAPTER 3

METHODOLOGY

In this chapter I will present the study design in detail. I will elaborate on why I chose a
qualitative approach, and the specific methodological decisions I made for the study. Firstly,
I will discuss the theoretical framework and qualitative research paradigm and then I will
introduce the research design as context and the participants of the study, data collection
tools as focus group interviews and reflective response journals and meticulous data analysis
methods in qualitative terms Lastly, I will present the methods employed to justify

trustworthiness of the research.

It is important to note the research questions that have been asked for the current study
before presenting the specific methodology to answer them. The research questions guiding

this study are as follows:

1.  What constitutes teacher professional identity according to pre-service English
language teachers?

2. How do pre-service English language teachers see their professional identity
development during practice teaching?

3. How do practice teaching and reflection influence pre-service English language

teachers’ understanding of their professional identity formation?

In order to answer these questions, a qualitative case study approach has been adopted and
pre-service EFL teachers at Middle East Technical University (METU) English Language
Teaching department were chosen as participants who contributed to the study by
participating in focus-group interviews and writing reflective response journals over the
course of one semester of practice teaching. Data collection tools and data analysis methods
will be described thoroughly and the rationale behind choosing them will also be presented.
Lastly, peer checking, providing rich and thick description of the case, triangulation will be

demonstrated along with ethical considerations.
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3.1 Theoretical Framework and Research Paradigm: Qualitative Research

Acknowledging that it is hard to provide a clear definition of broad terms such as qualitative
research; Denzin and Lincoln (2005) define the qualitative paradigm as the “research which
involves an interpretive, naturalistic approach to the world. This means that qualitative
researchers study things in their natural settings, attempting to make sense of or interpret
phenomena in terms of the meanings people bring to them” (p. 3). It is possible to see a more

detailed description by Creswell (2013) as follows:

Qualitative research begins with assumptions and the use of interpretive/theoretical
frameworks that inform the study of the research problems addressing the meaning
individuals or groups ascribe to a social or human problem. To study this problem,
qualitative researchers use an emerging qualitative approach to inquiry, the collection
of data in a natural setting sensitive to the people and places under study, and data
analysis that is both inductive and deductive and establishes patterns or themes. The
final written report or presentation includes the voices of participants, the reflexivity
of the researcher, a complex description and interpretation of the problem, and its

contribution to the literature. (p.47)

Under the qualitative research paradigm, the current study which aims to understand pre-
service EFL teachers’ knowledge and perceptions on their professional identity development
throughout practice teaching and what factors contribute to these perceptions is described as

a case study; as stated by Creswell (2013):

Case study is a qualitative approach in which the investigator explores a real life,
contemporary bounded system (a case) or multiple bounded systems (cases) over
time, through detailed, in-depth data collection involving multiple sources of
information (e.g., observations, interviews, audiovisual material, and documents and
reports), and reports a case description and case-based themes. The unit of analysis
in the case study might be multiple cases (a multisite study) or a single case (a with-

in site study). (p.104)

Departing from the philosophical interpretive framework of social constructivism seeking

understanding of the world, allowing for subjective meanings (Creswell, 2013), I, as the
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researcher, acknowledge that I accept and value multiple realities, and negotiation and
reconstruction of meanings through lived experiences and address the interaction among
individuals for this study sharing “the goal of understanding of the complex world of lived
experience from the point of view those who live it.” (Richards, 2003, p.3). The current
study is further described as a single instrumental case study as the research focuses on a
concern: being the identity formation of pre-service English language teachers and then
investigates that issue within a bounded case chosen: being senior year students enrolled in
practice teaching of a English Language Teaching Department of an English-medium state
university in Ankara, Turkey (Middle East Technical University — henceforth METU) in
2015-2016 Spring term with regard to Stake (1995). Moreover, the research could also be
defined as an exploratory one aiming to reveal the perceived identity formation of the
participants (Yin, 2009). Overall, it is required to make in-depth analysis of the data to
interpret the complex nature of qualitative research (Creswell, 2013; Strauss & Corbin,

1990).

3.2 Research Design

The context and the participants of the study will be presented. Then the research process

will be illustrated.

3.2.1 Context

The current study has been conducted in METU - Faculty of Education- Foreign Language
Education - English Language Teaching (ELT) Department. The data have been collected
from Practice Teaching (FLE 404) course - a bachelor’s course offered in 2015-2016 Spring
term. This course is found to be directly relevant to the aims of current study, as the students
will develop a professional identity and cooperation as can be inferred from the course

outline (see Appendix A).

The university has outstanding stance accepting students to English Language Teaching
Department from the 2%-3% band of University Entrance Exams in Turkey. The department
offers BA, MA and PhD courses on English language, methodology of language teaching,
linguistics, English literature, and educational sciences. The table below outlines the must

courses for the students to take to complete their BA degree:
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Table 3.1: Undergraduate Must Courses

First Year — First Semester

First Year — Second Semester

FLE 129 Introduction to Literature

FLE 133 Contextual Grammar [

FLE 135 Advanced Reading and Writing |
FLE 137 Listening and Pronunciation

FLE 177 Second Foreign Language I

EDS 200 Introduction to Education

IS 100 Introduction to Information
Technologies and Applications

FLE 134 Contextual Grammar II

FLE 136 Advanced Reading and Writing 11
FLE 138 Oral Communication

FLE 140 English Literature |

FLE 146 Linguistics I

FLE 178 Second Foreign Language 11

Second Year — Third Semester

Second Year — Fourth Semester

CEIT 319 Instructional Technology and
Material Development

FLE 238 Approaches to English Language
Teaching

FLE 241 English Literature II

FLE 261 Linguistics 11

FLE 277 Second Foreign Language I1

EDS 220 Educational Psychology

FLE 200 Instructional Principles and
Methods

FLE 221 Drama Analysis

FLE 262 ELT Methodology |

FLE 270 Contrastive Turkish-English
FLE 280 Oral Expression and Public

Speaking

Third Year — Fifth Semester

Third Year — Second Semester

FLE 304 ELT Methodology II

FLE 307 Language Acquisition

FLE 311 Advanced Writing Research Skills
FLE 331 Novel Analysis

FLE 308 Teaching English
Learners

FLE 324 Teaching Language Skills

FLE 352 Community Service

EDS 304 Classroom Management

EDS 416 Turkish Educational System and
School Management

to Young

Fourth Year — First Semester

Fourth Year — Second Semester

FLE 405 Materials Adaptation and
Development

FLE 413 English Language Testing and
Evaluation

FLE 423 Translation

FLE 425 School Experience

FLE 404 Practice Teaching
FLE 426 The English Lexicon
EDS 424 Guidance
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This research has been conducted in FLE 404 Practice Teaching Course that is described as

below in the course catalog of the university:

Consolidating the skills necessary for teaching English as a foreign language at
primary and secondary schools through observation and teaching practice in pre-
determined secondary schools under staff supervision; critically analyzing the
previously acquired teaching related knowledge and skills through further reading,
research and in class activities in order to develop a professional view of the ELT

field. (METU General Catalogue, 2014, p. 453).

At the beginning of the term, the instructor arranged schools as visiting sites for the pre-
service teachers and assigned them to three different schools (one state middle school, one
private school (middle and high school of the same private school) taking their will into
consideration. Each pre-service teacher was also assigned a mentor who is a regular English
language teacher at these schools and whose classes were observed by student teachers
enrolled in FLE 404 Practice Teaching course for a 10-week period of four hours each week
to complete the observation tasks in the course (see Appendix A). In addition to this
observation time, the pre-service teachers attended 3-hour seminar held by their university
professor. In these sessions, they discussed about the articles they have read, and commented
on their relation to their actual teaching experience and what they observed in their mentor’s
classes. They were also asked to write a reflection on the ideas presented in the articles and
mentioned in the in-class discussions. Among their reflections, two of them are found
relevant to the aims of this study and taken for close analysis. Each pre-service teacher also
did two 40-minute lessons in the presence of the mentor teacher, and prepared a 40-minute
lesson plan as their final teaching task. These were observed and assessed by the course

instructor and their mentor (see Appendix A).

3.2.2 Participants

The study has been conducted with voluntary participation of pre-service senior year English
Language Teaching Department students enrolled in FLE 404 Practice Teaching course in
the Spring semester of 2015-2016 academic year. 31 pre-service teachers were enrolled in

the two sections of FLE 404 Practice Teaching course and they participated in the study after
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gaining their consent and getting access to the site by the researchers. The participants
consisted mostly of females with the number 27, while only 8 of them were males. Their
anonymity has been protected as to ensure ethics, which will be discussed later, in the
current research. Following purposeful sampling strategies; typical sampling strategy has
been adopted because the participants represented what is normal or average of their group
to understand the issue being examined (Creswell, 2013). The table below outlines the pre-

service teachers’ placement in their schools:

Table 3.2: Distribution of Student Teachers over Schools

State Middle School Private Middle School Private High School

ST11, ST12, ST22, ST27,| ST26, ST7, ST25, ST28, | ST29, STI10, ST2, STI,
ST17, ST18, ST3, ST9, ST4, | STS5, ST23, ST6, STI13, | ST15,ST19
ST16, ST, ST21, ST14 ST20, ST24, ST30, ST31

It is also important to note that pre-service teachers were familiar with writing reflections
and what they were expected to write in these reflections. They wrote reflections in some

classes they took till their 8" semester in the faculty.

They were also familiar with all required tasks of FLE 404 Practice Teaching Course;
observations, article responses, and teaching tasks. They spent time in state and private
schools in the first semester as required by FLE 425 School Experience. Thus, the
participants were engaged in reflective practice and practicum before, which makes them

appropriate for the aims of this study.

The following figure shows the data collection process:
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Figure 3.1: Visual representation of the research design

3.3 Data Collection Methods

The data have been collected through reflective response journals on articles placed in the
course syllabus, pre-practice teaching and post-practice teaching focus-group interviews with
pre-service English language teachers enrolled in FLE 404 Practice Teaching course in
Middle East Technical University English Language Teaching department during 2015-2016

Spring semester.

45



3.3.1 Reflective response journals

As Fletcher (1997) points out that journal writing is utilized in lots of teacher education
programs to encourage student teachers reflect on their initial teaching experience, likewise
Farrell (2013) believes reflection has become the main constituent of teacher education
programs all around the world and teacher reflection means teachers’ beliefs and practice in
class undergo a critical analysis and reflection is especially important as it guides teachers’
actions to be more critical rather than being based upon intuitions. Journal writing naturally
enhances organizing thoughts and conscious analysis than usual leading to the growing

ability to adjust to the unexpectedness of classroom (Farrrell, 2013; Larrivee, 2000).

Thus, reflection in this study is described as “the process of making sense of one’s
experiences by deliberately and actively examining one’s thoughts and actions to arrive at
new ways of understanding oneself as a teacher” (Freese, 1999, p.898), a concept requiring
teachers’ “continuous observation and monitoring of their own development and learning
(Poulou, 2007, p.103), and “examination of personal and professional beliefs systems, as
well as the deliberate consideration of the ethical implications and impact of practices”
(Larrivee, 2000, p. 294). 1t is alleged that when teachers are unable to reflect critically on
their teaching they are bound to unchallenged beliefs and practices in class and keeping a
reflective journal is a means to alter one’s existing beliefs, assumptions and practices
through a critical lens as teaching is not just solid accumulation of teaching skills and

strategies (Larrivee, 2000).

In a similar vein, it is reflection that enables teachers to build knowledge by asking critical
questions, bridge the gap between school realities and university ideals, additionally, journal
writing is a kind of reflection bearing out the same benefits as a recently introduced tool to
teacher education (Lee, 2008). Types of journals are as well summarized such as; “dialogue,
response, teaching, collaborative/interactive group” (Lee, 2008, pp.118-119). To sum up,

“reflection is a factor in the shaping of identity” (Beauchamp & Thomas, 2009, p.182).

For this study, participants are asked to write reflections as a response to articles keeping
what they discussed in class, observed in schools, and read in the articles in mind. The

following two articles have been used for the course and the tasks assigned to the
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participants have been tailored to get them reveal their understanding of teaching as a
profession. The reflection response tasks designed for them can be found in Appendix B.
The questions are designed such that it is aimed to analyze the participants’ understanding
and find out what they can take out from these articles to support their identity development.
The questions guide them to think about the structure and argument of the articles, to show
their own knowledge and understanding and engage critically by providing their evaluation
by general and article-specific guiding questions. Bloom’s (1956) taxonomy is also taken as
a basis to reveal the participant’s being able to understand, apply, analyze and evaluate of the
arguments in the articles. Although the participants were required to write five article

response tasks, two of the articles were found relevant to the aims of current study.

After discussion of the course instructor, the supervisor and the researcher it was decided
that the articles on characteristics of a good teacher (1) and teaching Generation Y (2) which
was preferred highest to write their reflections on would be used to understand their identity
formation and answer the research questions of this study. The reference information of the
articles is as follows:
1) Reilly, P. (2012). Understanding and Teaching Generation Y. In English teaching
forum (Vol. 50, No. 1, pp. 2-11).
2) Miller, P. (2012). Ten Characteristics of a Good Teacher. In English Teaching
Forum (Vol. 50, No. 1, pp. 36-38).

In total, 16 responses were submitted for Reilly’s (2012) and 21 for Miller’s (2012). Four of
the participants fell into the group who wrote their responses only on Reilly’s (2012) article,
whereas nine of them fell into the group who wrote their responses only on Miller’s (2012)
article. These participants’ responses were taken as data for the articles they wrote on.
Twelve of the participants wrote their reflections on both of the articles, so their responses
were taken for both articles. However, six of the participants didn’t write on either of the

articles.

3.3.2 Focus-group Interviews

Josselson (2013) describes interviews as “a shared product of what two people [...] talk

about and how they talk” (p.1) or “a meeting [...] for the purpose of one person sharing
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personal experience with the other” (p.13). As research instruments, interviews are “a
resource for investigating truths, facts, experience, beliefs, attitudes, and/or feelings of
respondents” (Talmy, 2010, 131). For this study, interviews have been taken as research
instruments. By employing them as inquiry tools, the researchers are interested in
“understanding of the lived experience of other people and the meaning they make of that

experience” (Seidman, 2013, p.9).

Interviews are taken as research instruments in this study according to Talmy (2010). That is
to say, status of interview and interview data, voice, bias, analytic approaches and analytic
focus are thus shaped accordingly during the data collection and analysis processes. Talmy’s
(2010) conceptualization of the research interviews could be summarized in the table on the

following page under two broad headings:
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Table 3.3: Contrasting conceptualizations of the research interview (Talmy, 2010, p.132)

Interview as research
instrument

Research interview as social
practice

Status of interview

A tool or resource for
“collecting” or “gathering”
information.

A site or topic for
investigation itself

Status of interview data

Data are “reports”, which
reveal truths and facts, and /
or the attitudes, beliefs, and
interior, mental states of self-
disclosing respondents.

Data are “accounts” of
truths, facts, attitudes,
beliefs, interior, mental
states, etc., coconstructed
between interviewer and
interviewee.

Voice Interviews “give voice” to “Voice” is situationally
interviewees. contingent and discursively
coconstructed between
interviewer and interviewee.
Bias Interviewers must strive to Reflexive recognition that
obviate data contamination. | data are collaboratively
produced (and analysis of
how they are); data cannot
therefore be contaminated.
Analytic approaches Content or thematic analysis, | Data do not speak for

summaries of data, and / or
straightforward quotation,
either abridged or verbatim,
i.e., the data “speak for
themselves.”

themselves, analysis centers
on how meaning is
negotiated, knowledge is
constructed, and interview is
locally accomplished.

Analytic focus

Product-oriented.
“What.”

Process-oriented
“What” and “how”.

An initial set of questions was adapted from Abednia (2012), Hamiloglu (2014) and

Timostsuk and Ugaste (2010). After reaching a large number of questions, the researcher

refined the number of questions and rewrote the new pre and post practice teaching focus-

group interview questions. Both sets of questions were discussed with the course instructor,

the supervisor, and a PhD student by the researcher. This reviewing process included

selecting, reordering of interview questions, what were expected as answers, and how to

elaborate on those. Also for post-practicum focus group interviews, piloting was employed.
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The researcher piloted the interview questions with a group of pre-service EFL teachers at a
state university in Istanbul where she also worked as a research assistant. After the pilot
interview took place, the questions were re-evaluated, re-ordered and re-worded by the
researcher, the supervisor, and the course-instructor. Participants were given interview
protocols (see Appendix C, Appendix D) and briefly reminded of the purpose of the study
before each interview. The pre-practicum focus-group interview schedule, information on

the interviewees and duration of interviews are as follows:

The Pre-Practice Teaching Focus-Group Interview Schedule

1) What do you want to do when you graduate? What are your plans? In what contexts
have you taught so far?

2) How would you describe yourself as a prospective teacher?

3) What does a student teachers’ professional growth mean to you?

4) 4a) What do you expect from this practicum?
4b) Do you think you will change in any ways during this practicum? As a teacher?
As a person?

5) What kind of a teacher do you want to be in the future?
5a) Why do you want to be that kind of a teacher?
5b) How do you think you can become that kind of a teacher?

6) What do you expect from this course?

7) What do you think about reflection as a student teacher?

Table 3.4: Pre-Practice Teaching Focus-Group Interviewees and Duration of Interviews

Interview No Interviewees Duration of Interviews
1 ST29, ST10, ST2, STI, | 37:48 minutes
ST15, ST19
2 ST26, ST4, ST7, STI16, | 53:42 minutes
ST25, ST8, ST28, ST21,
ST14
3 STS5, ST6, ST23, STI13, | 53:02 minutes
ST20, ST24, ST30, ST31
4 ST11, ST12, ST22, ST27, | 53:41 minutes
ST17, ST18, ST3, ST9
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The post-practice teaching focus-group interview schedule, information on the interviewees

and duration of interviews are as follows:

The Post-Practice Teaching Focus-Group Interview Schedule

1)
2)
3)
4)
5)
6)

7)
8)

9)

What made you choose teaching?

Please describe one of your past teachers who you liked most / least?

Who else has greatly influenced your teaching beliefs and performance? How?

What are your characteristics as a teacher?

How do you evaluate your teaching and language skills?

6a) What are your main responsibilities as a teacher?

6b) Who has power in your classroom and how is it expressed?

How do you feel as a teacher of EFL? What is your purpose of teaching EFL?

What do you want to change about the present situation of English language
teaching so that it will be more in line with your pedagogical ideas?

Do you think your practice teaching school has contributed to your development as a

teacher?

10) Do you think your practice teaching course has contributed to your development as a

teacher?

11) 11a) What are your plans about your professional life in the future?

11b) Is there any possibility of leaving teaching as your main career?

Table 3.5: Post-Practice Teaching Focus-Group Interviewees and Duration of Interviews

Interview No Interviewees Duration of Interviews
1 ST29, ST10, ST2, STI1, | 52:39 minutes
ST15, ST19
2 ST24, ST23, ST25, ST27, | 42:08 minutes
ST30, ST26, ST4, ST28
3 ST7, STI18, ST5, STI17, | 47:42 minutes
ST13, ST22, ST31
4 ST3, ST12, ST6, ST20, ST9, | 50:22 minutes

ST16
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All of the interviews were audio-recorded and verbatim transcribed by the researcher just
after the interviews were conducted to make it easier to review the interview and reflect on
what were talked for an initial thematic analysis (Josselson, 2013). Also, the researcher had
access to the online portal where the participants submitted their article reflection responses
and read their papers to grade them over 4 points. This gave the chance to the researcher for

an initial reading and memo writing.

3.4 Data Collection Procedure

Data were collected throughout Spring 2015- 2016 semester, and the table on the following

page shows the types and sources of collected data.
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3.5 Data Analysis

Before actual data analysis process, all the interview data was verbatim transcribed by using
Microsoft Word software meticulously; including pauses, slips of tongue, grammatical
mistakes. There were made no editions or corrections on the interview data in order to
preserve the authenticity of the participants’ views. The interviews were held in English. The
findings were written without stating any names of the participants; rather the participants

were referred to only by numbers such as ST1, ST2, ST3, etc.

3.5.1 Qualitative data analysis

As argued by Creswell (2013), data analysis process involves “a preliminary read-through of
the database, coding and organizing themes, representing the data, and forming an
interpretation of them” (p. 195). Departing from this framework, a cyclical - reiterative
analysis process has been adopted; namely, first reading and memoing, coding and
categorizing the emergent codes, combining them into themes, and then interpreting them,
and finally reporting the interpretations.

Before starting the actual data analysis process, the interviews have been transcribed
verbatim to eliminate the risk of losing or missing any data, which might be indeed useful
and insightful for the thorough interpretation. After all the data is in written format, the
researcher started in-depth analysis of the case under the focus of this study. The concept of
code is taken as “a word of short phrase that symbolically assigns a summative, salient,
essence-capturing, and/or evocative attribute for a portion of language-based or visual data”
(Saldana, 2009, p.3). Subsequent to coming up with preliminary codes, the data have been
coded by using “descriptive codes” which “assigns basic labels to data to provide an
inventory of their topics” (Saldana, 2009, p.66) as an elemental coding method to initially

review the data set and lead to future analysis processes.

Following this, pattern codes which are “explanatory or inferential codes, ones that identify
and emergent theme, configuration, or explanation. [...] They are a sort of meta-code”
(Miles & Huberman, 1994, as cited in Saldana, 2009, p.152) have been assigned to the data

as a second cycle coding method. This also allowed identify categories “to organize and
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group similarly coded data” (Saldana, 2009, p. 8). Subsequent to division of codes to
interrelated categories, themes described as “broad units of information that consist of
several codes aggregated to form a common idea” (Creswell, 2013, p.202), have be
constructed. The underlying process for data analysis has been guided by the model below
suggested by Saldana (2009).

>
Code
@ Category
n
Code :
1
! Themes/
1 Concents
|
1
Code 1
|
v
Category
Code

>

Figure 3.2: A streamlined codes-to-theory model for qualitative inquiry (Saldana, 2009,
p.12)

As argued in Ryan and Bernard (2003); analyzing text necessitates the following:
discovering themes and sub themes, deciding on important ones, putting them in a
hierarchical order, and relating them into theoretical models (p. 85); upon deciding on
themes the researcher could look for repetitions, categories, metaphors and analogies,
transitions, similarities and differences, linguistic connectors, missing data, theory-related
material, sorting, word lists, word co-occurrence, meta-coding (pp. 89-100). Upon

identifying themes, pattern codes have been taken as departing points.
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Also, the themes came “both from the data (an inductive approach) and from the
investigator’s prior theoretical understanding of the phenomenon under study (an a priori
approach)” (Ryan & Bernard, 2003, p.88). Throughout the data analysis process, the data
were analyzed by using MaxQDA software (Version 12, Release 12.1.4), and sample
screenshots of the analyzed data taken from the software program, MaxQDA could be found
in Appendix F. Also, the list of codes retrieved from the program could be found in
Appendix G. The table below outlines the whole data analysis process employed in this

study:

Table 3.7: Data Analysis Process

Step 1: Verbatim transcription of interview data

Step 2: First reading and memoing of interview and journal data
Step 3: Assigning preliminary codes

Step 4: First cycle coding: Descriptive codes

Step 5: Second cycle coding: Pattern codes

Step 6: Identifying themes

Step 7: Associating themes with the research questions

Step 8: Checking consistency among codes, categories, and themes
Step 9: Interpreting the results and relating them to the literature

3.6 Trustworthiness of the Research

Creswell (2013) suggests that qualitative researchers should engage in at least two of the
eight validation strategies Creswell and Miller (2000) identified: (1) prolonged engagement
and persistent observation, (2) triangulation, (3) peer-review or debriefing, (4) negative case
analysis, (5) clarifying researcher bias, (6) member checking, (7) rich and thick description,
and (8) external audits. For this study, I utilized triangulation, clarifying researcher bias, and

rich and thick description.
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3.6.1 Triangulation

In order to ensure internal validity, data will be collected multiple ways through reflective
response journals, pre and post practice teaching focus-group interviews. By doing so, it is
aimed to achieve to triangulate the data in specific methodologically; also, taking different
theories discussed in review of literature section into account to analyze the data will allow
for theoretical triangulation (Mackey & Gass, 2005) and it will give the researcher the
opportunity to compare and contrast findings for accurate and precise interpretation of data.
Theoretical triangulation is to be found in discussion in the next chapter by referring to
Beijaard, Verloop, and Vermont’s (2000) and Xu’s (2012, 2013) arguments as broader

frameworks and other research in the literature in detail.

3.6.2 Clarifying researcher bias

Merriam (1998) argues that the reader should be informed about the researcher’s position,
biases, and assumptions related to the study. Thus, I, as the researcher, stated my role as a

researcher at the end of this chapter in positioning as a researcher section.

3.6.3 Rich and thick description

To give a better picture of the case under focus, the context of the study, the requirements of
the course as data collection site, the participants, and what they experienced during this
process were described in detail. In order to achieve this, a separate section to give an
overview of the case is to be presented in findings and discussion section in the next chapter.
Also, presenting a large number of quotes to ground the researcher’s interpretation on in the
findings and discussion section was utilized as a tool to achieve rich and thick description of
the case (Creswell, 2013).

3.6.4 Peer checking

Peer checking was ensured as reliability in qualitative research refers to “the stability of

responses to multiple coders of data sets” (Creswell, 2013, p. 253). For this reason, the

researcher asked a colleague of hers, who was a native-speaker of English, an adjunct

professor in the ELT department where the researcher worked at, and had expertise in
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qualitative research, to analyze some sets of data. Due to the fact that Lombard, Snyder-
Duch & Bracken (2003) state the second researcher needs to analyze at least ten percent of
the whole sample, the second researcher analyzed 1 focus group interview transcriptions out
of 8, and 6 article response reports out of 37, which was equivalent to roughly 14% of the
whole data. Following this, 7 phrases or sentences were assigned more than one code, 2

phrases or sentences were recoded, and one category name was changed.

3.7 Positioning as a Researcher

The researcher had a participative and insider role during the research. As a graduate of ELT
department, and having 3 years of teaching experience at tertiary

level, | had an idea of practice teaching courses at university, practice teaching schools, and
actual language teaching. | believe this made it easier to interpret the journal and interview
data. | prepared the tasks for the articles that the participants were assigned each week and
graded them together with the course professor on online software, Turnitin. However, the
participants didn’t know that I graded their article responses that I would use for my study. I
attended the weekly class sessions when | gave the focus-group interviews. In addition to
that, | shared some sources that the participants might use in their teachings, my experiences
as a former language instructor, and foreign language teaching assistant abroad, and a current
research assistant. | believe these also made it more likely that the participants felt

comfortable while participating in the study.

3.8 Ethical Considerations

The researcher applied to the Human Subjects Ethics Committee of Middle East Technical
University; submitted the required documents, and carried out the study in accordance with
the codes of ethics. All the participants were informed about the purpose of the study and
their consent was taken. They were also informed of the data gathering process. They knew
that they would be interviewed and audio-recorded. To ensure confidentiality and anonymity
of the participants, their privacy were protected, a number was assigned to each participant
and they were referred to through these numbers. At the end of the data collection process,
debriefing forms were given to participants giving them the right to obtain information about

the results of the study.
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In this chapter, | presented the theoretical framework and research paradigm employed in the
study, gave a detailed description of the research design by introducing the context and the
participants. Data collection methods and data analysis procedure were clearly demonstrated.
The strategies employed for trustworthiness of the research were discussed along with
positioning as a researcher and ethical considerations. In the following chapter, | will present
findings and discussion related to them. | will present the emergent themes regarding my
aims to answer what constitutes teacher professional identity, how the participants
understood their professional identity formation throughout practice teaching, and the effects

of practice teaching and reflection on their understanding of their professional identities.
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Table 4.1: Summary of the themes

Research Question 1: What constitutes teacher professional identity according to pre-service
English language teachers?

e Teacher as a subject-matter expert
Subject knowledge — Lifelong learning in teaching

e Teacher as a didactical expert
Skills — Attributes — Teacher roles

e Teacher as a pedagogical expert
Student-centeredness — Instructional design

Research Question 2: How do pre-service English language teachers see their professional
identity development during practice teaching?

e Cue-based and Exemplar-based Identities
Features as teachers and referring to role-models

e Rule-based and Schema-based Identities
Authority driven practices and dynamic contexts

Research Question 3: How do practice teaching and reflection influence pre-service English
language teachers’ understanding of their professional identity formation?

e Practice Teaching as an Opportunity of Professional Growth
Effects of mentors and observation — Improvement of skills and knowledge

e Reflection as a Process of Deepening Understanding
In-depth grasp of practices

The findings answering the research questions were quite complex and interwoven. As can
be seen in the table above, regarding the first research question, three themes emerged as
essentials of teacher professional identity. According to the participants, teachers should be
subject-matter experts, didactical experts, and pedagogical experts. The skillful combination
of these three types of identity encompassed necessary skills for teaching and prioritizing
student development. Under these three broad identity types, there were related data of
subject knowledge, skills, teacher roles, attributes, student-centered approaches, and

instructional design categories.
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For second research question about how the participants understood their own teacher
professional identity, the data revealed that there was a transition from cue-based and
exemplar-based identities to rule-based and schema-based identities. However, these
classifications were by no means clear-cut. The participants’ frequent comments on the
characteristics of a social entity like teacher professional identity and their reference to past
teachers were interpreted to signal cue-based and exemplar-based identities at the beginning
of practice teaching process. On the other hand, the participants frequently discussed
authority and their possible identity shift in different contexts of teaching were interpreted to
signal rule-based and schema-based identities. Although there were more data that could be
tracked to rule-based identities, there were not so many instances that could be tracked to
schema-based identities. Still, all of these identity types were found relevant and justifiable

by the data.

Regarding the last research question on the ways practice teaching and reflection influence
the participants’ understanding of their professional identities; the finding obtained from the
data collection tools indicated that both of them were quite necessary and helpful. Practice
teaching was specifically crucial due to the fact that the participants had the chance to
observe real classroom settings, learn from their mentors, improved their teaching and
language skills, and question their own or common practices in language classrooms. In
addition, reflection was appreciated that it gave the participants time to digest knowledge
and associating it with real classrooms. It was also suggested that reflection was an

opportunity to critically evaluate what the participants had experienced.

Finally, there were two other themes found in the data. The participants provided an
overview of the case under study, which was placed first before presenting the findings.
Also, their future aspirations were expressed at the end of this chapter to give a broader sense

of the case and the themes of the current study.
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Figure 4.1: Visual representation of research findings
4.2 An Overview of the Case

In order to sketch out the general profile of participants, they were asked about some
background information such as their previous experience in teaching, and the reasons why
they chose teaching as a profession. As the analysis part of a case study also present a variety
of learners’ perspectives through rich and thick description of the participants and the

context (Creswell, 2013), related information is reported while presenting the findings.

The definition of teaching as an abstract concept differed from one participant to another.
One of them, ST17 gave a metaphorical definition of it by likening it to a journey:

“Teaching is a journey through which we discover the potential that we have” (Article 2).

It was agreed by the participants that it is a profession of multiple facets sometimes as “one
of the most difficult professions of all” (ST3-Article2), sometimes as “the only profession

that one steals things from his/her house and brings it to work” (ST7-Article2) or as further
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having been added: “the scope of the teaching profession is so broad that teachers need to do
various things in any field. For example, they need to know about health somehow in case
something happens to their students, or they need to know about art to broad their and their
students’ horizons.” (ST3-Article2). However, ‘individuality in teaching’ stood out in all of
their arguments. ST12 claimed, “there is not a simple set recipe for becoming an effective

teacher” as “what makes a teacher good is a relative issue” (ST20).

When the participants were asked about the reasons why they chose teaching as a profession,
‘being effected by other people’, ‘aptitude’, ‘the aim of shaping the future’ stood out the
most, whereas there were some participants who decided to be a teacher in order to be able
to study at a specific university, or effected by movies that they had watched. It was most of
the time their previous teachers who either guided or encouraged them to be teachers. ST10
stated that: “I have loved my teacher a lot from beginning of my childhood, I think. I really
admire them. I have very good connection with them so I want to be like them” (FGI-5)

similar to what ST23 said:

Actually I want to be a teacher from the first grade. I think it is because I had a
really nice teacher as my classroom teacher. [...] my teacher was so great that |
wanted to be so. The people from the profession stand a role model for us. If they
are good, we tend to have the profession. I think it is the teachers who affect me to

do so. (FGI-7)

It was the admiration they had for their teachers as the basic motivation; “I have always
wanted to be a teacher since my elementary school years. However, my teachers’ —especially
primary and elementary school teachers- behaviors and attitudes led me to choose this
profession. I admired them” (ST3, FGI-8), and this remained the same throughout years;
“When I met my first English teacher, I told myself that I will be an English teacher like him.
Then I had more different English teachers and all of them made me think that I should be an
English teacher” (ST20, FGI-8).

Besides having been effected by their previous teachers, the participants also mentioned
some of their family members inspiring them to be teachers. ST18 stated that: “I think my

sister made me choose teaching because she was also an English teacher at university”
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(FGI-6), and ST2 mentioned: “I have been grown up in school context, my mother was a
civil servant in a school so I was just holding the teachers’ hands and was going to the
lessons and always sitting just with the students” (FGI-5). Again for the family members it
was their admiration the participants had for them; “Besides my teachers, my father, who is a

teacher, influenced me because I saw his enthusiasm and passion for teaching” (ST16, FGI-

8).

Another reason to choose teaching for the participants was the aptitude either to languages or
teaching. As ST15 stated “I loved learning language especially English” and “it is like a
part of my characteristics when there is a thing that I know and I am sure of it I want to
teach it, I want to say it. I mean I can’t hold it to myself” (FGI-5), similarly indicated as
below:
Actually it all started with my language love, I guess. I found the language like a
secret code, I love to describe it I love to decode them and find the secret meaning |
guess and then when I was a child, I was a actually a successful student at the
school and our neighborhood, our neighbors would send their child to me to teach
something, to solve a problem, not only in language but also in math’s or, or Turkish
or any kind of thing and I loved it in that way.so it it’s that two thing language and
teaching I combined it together. (ST1, FGI-5).

It was also a part of their routine: “I always helped my friends while studying for the exams.
They were happy to study with me, said they understood the topic better. Then, I felt that 1
could convey my knowledge to other people easily and do this willingly.” (ST12, FGI-8), or
their childhood memories: “when I was a child, I used to write with board marker on the

surface of the door and put my toys as my students. It was one of my favorite activities”

(ST23, FGI-7).

Additionally, ‘the aim of shaping the future’ was mentioned by participants such as ST6:

I dreamed of being a teacher. I guess the reason was the satisfaction of teaching
something to someone. I liked helping people or being the source of information.
Also, I have genuinely believed that teachers can change their students’ life; they

can make a difference. Especially for young learners, they can shape students, so
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they can shape the society. I know this sounds a little bit utopian, but this was the

reason. (FGI-8),

ST3 added: “Also, the most important reason why I have chosen teaching is that you touch
upon children’s lives and you have an impact on them, which means you shape the future”
(FGI-8), and ST20: “Besides, I want to change the future and I believe that only the teacher
can shape the futures by raising students” (FGI-8).

Another participant shared that: “I believe I was affected by some movies such as “Dead
Poets Society”, “Freedom Writers”. These figures were role models for teachers and they
were helping students to choose the right paths for their lives. They were making a
difference” (ST6, FGI-8). Additionally, university choice was one of the determining factors
to be a teacher as ST5 said: “I always wanted to be studying at METU” (FGI-6).

In terms of their previous experience, participants mentioned tutoring, their former school

experience course, and Erasmus exchange programs as quoted below:

Last semester, I was doing my school experience in high school, (private high). And
I am also giving private lessons, I am tutoring young learners. I have 2 high school
students, 4 or 5 young learners. 2 or 3 years ago, I taught one primary level student.

(ST5, FGI-3)

ST13 also stated “It was only school experience course for me. I taught (private) high

school. For this semester 1 will teach (private) secondary school.” (FGI-3).

In addition ST26 mentioned that: “I had an internship at Erasmus program in Netherlands.
It was 8 and 9 years old students, also 12 and 13 years old students. I worked at a private

course as a lecturer. They were preparing for exam, 8th graders” (FGI-2), and ST12 added:.
1 am working at a private course. So far I really have worked with different students.

For example for one hour I work with a student 55 years old or another hour

university students for proficiency exam. Another hour with a young learner who is
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very active. And now I'm the teacher not substitute teacher and working with 6th

graders for one year. (ST12, FGI-4).

In terms of general description of the case; the participants’ previous experience in teaching
changing from one-on-one tutoring to private courses, their definition of teaching with a
focus on uniqueness of the practices of teachers, and their reasons to choose teaching as a

profession were discussed.

4.3 Emerging Themes

4.3.1 Essentials of teacher professional identity

In order to answer the first research question, participants were asked about the elements that
constituted teacher professional identity. The findings suggest that it is a successful
combination of subject and pedagogical knowledge, and certain skills. It was also found out
that teaching as a profession had some requirements from teachers who were of various roles

and attributes.

4.3.1.1 Teacher as a subject-matter expert

Assuring quality instruction by good command of subject knowledge and adopting a student-
centered approach to teaching were reported fundamental by the participants. Under
academic knowledge; lifelong learning in teaching, having a good command of subject, and
getting feedback on their teaching were expressed mostly by the participants to form an
important part of teacher professional identity. First and foremost, “being an expert in the
field” (ST15, Article2) and “competent in his/her field” (ST20, Article2), having
“knowledge of the subject matter” (ST13, Article2) was uttered to be indispensable by most

participants.

However, it was not enough just to have subject knowledge, rather it should be supported by
teaching skills as: “a good teacher should know how to teach as well as the subject matter
itself. There is no doubt that a teacher should be an expert in its field, yet the sole

information is not enough on its own.” (ST6, Article2). “Only with the qualified teachers
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who are able to transfer their knowledge effectively” (ST7, Article2) it was alleged possible

to sustain successful teaching. Also ST13 added:

Also, s/he has to be aware of the objectives of the lesson; s/he has to know what to
teach in the right time and in the right place especially in English language teaching,
in my opinion. This can also be associated with the knowledge of the subject matter
somehow. To illustrate, an English language teacher has to teach past tense before
teaching past perfect tense. Again, s/he should not look down on the young learners
when they forget something taught before, but s/he must make them repeat the learnt
knowledge in other contexts because young learners learn and forget something

quickly, and a language teacher must have the knowledge of these issues. (Article2).

When participants remembered their past teachers, similar issues arose. ST15 stated: “7 have
encountered many good teachers and when [ take into consideration the common features of
those teachers I can say that they have they are all knowledgeable and they are expert in
their areas.” (FGI-5) similar to ST18 who noted: “teachers have this subject knowledge and
they were really good at passing that knowledge on us” (FGI-6). However, lack of subject
knowledge sometimes led undesired experiences for the participants as ST19 mentioned:
“the teacher I least like was in high school, my mathematics teacher. He didn’t know the
subject, he couldn’t solve the problems. Sometimes one of our friends would go to the

teacher and explain the solution of the problem” (FGI-5).

Another area was found to be the importance of lifelong learning in teaching. As can be
understood from the quote below, subject knowledge and lifelong learning complemented

each other, and subject knowledge consisted of several sub-sets according to ST15:

The second property to be a good teacher is being an expert in the field. Namely, we
as language teachers need to know the language properly to teach it. For instance, we
should know the grammar, vocabulary, of the language, and have reading, writing,
and listening skills in foreign language. Of course, knowing everything is impossible
but we can keep learning throughout our lives so we need to open to learning new

knowledge. (Article2).
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It was acknowledged by ST4 as well: “In addition, teachers should be more open to
developments and advances in their fields. They need to follow new ways of teaching in
order not to repeat them and fall behind in the field.” (Articlel). It was also discussed to be
essential to be able to address to today’s learners: “In order to respond Gen Y’s needs and
cope with their curiosity, the teachers should renovate themselves by criticizing their current
level and asking for further improvements.” (STS, Articlel). In order to attain lifelong
learning in teaching participants proposed a variety of opportunities such as “attending
conferences” (ST6, FGI-3) and learning from colleagues as suggested as follows: “In this
department we always talk with the theoretical courses but in the conferences the speakers
will give us practical examples, practical lesson plans, practical solutions etc. I think it will

be golden knowledge for us as a prospective teacher.” (ST6, FGI-3).

“I want to learn from my colleagues also because they are more experienced than us.
Also we can learn from each other at the same ages. We can learn from anybody who
is teacher. So I would like to contribute to my colleagues and I would like to learn

from them.” (ST15, FGI-1)

Additionally, reading in English, getting experience in different levels, keeping up the hard
work were mentioned by participants as ways to contribute to their lifelong learning process

in their teaching career.

4.3.1.2 Teacher as a didactical expert

In order to answer what elements the participants see as fundamental to teaching profession,
they mentioned some skills as well such as classroom management skills, the ability to create
a positive classroom environment, to build rapport, or to engage students to the lesson. There
were other areas that could be related to the classroom practice of a teacher, namely, material
design and technological skills. Additionally, communication skills and effective use of body

language was also argued to be a part of teaching.

Among all these, technological skills were emphasized most by the participants. “Knowing
your ways around technology, being able to integrate it into the lessons to support the

students’ learning” (ST18, Article2) was investigated as a skill that teaching profession
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required. For ST13 being able to make use of technology was a way to be innovative

language teaching:

In language teaching, I believe that one of the most outstanding issues is that being
innovative by abstaining from traditional teaching methods. For instance, now we are
in technological era and a teacher should make use of the technology in his/her
classroom such as the computer, the mobile phones, PPT Presentation, etc. I think just
studying from the coursebook would not be enough for teaching and appeal to the
students. (Article2)

It was a requirement to be able to address to the new generations for ST1: “As we all know,
the new generation and new technological developments make teachers dependent on these
changes. That’s why we all need to improve ourselves in terms of new techniques and
methods for teaching” (Articlel). However, ST7 made it sure that integrating technology did
not always mean efficient use of it, it got meaningful when it was combined with justifiable

methodology behind as quoted below:

Firstly, the integration of technology into the classroom activities is a very important
factor. However, there are some principles to follow to take an advantage from it. For
instance, when a teacher uses a smart board for the old type of activities, there is not

much difference with or without that technological device. (Articlel)

ST5 agreed to ST7 by giving a concrete example: “preparing 50-slide PPT presentation full
of copy-paste factual information does definitely not means that we achieve to integrate the

technology in the class” (Articlel). Another participant exemplified:

For instance, there is a project called “Fatih” in Turkey and that project provides
schools with smart boards and is aimed to use technology more in schools. However,
as far as I observe, most teachers do not know how to use them. Even if when they use

smart boards, they fail to integrate them into the lesson effectively. (ST21, Articlel).

When participants evaluated themselves in terms of technology related skills, ST2 mentioned

that: “I am not a technology native and I think it will be challenging for me to follow the new
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games and applications all the time and adapting them into my lessons” (Articlel).
Similarly, STS5 felt that: “as a prospective English language teacher, I need to work hard
and understand characteristics of my learners in order to bridge the gap and utilize
technology for instruction” (Articlel). ST4 planned ahead and prepared for future teachings

in terms of technology and stated that:

We adopt technology into our student’s learning processes. For this purpose, there
are tons of activities, applications, games, videos etc. in the Internet. When I think of
my classes next year, I have already planned some of the technological tools in my
classes. In my opinion, instead of taking technology from students, we can make it fun

and educational. (Articlel).

ST6 had a brilliant idea on how to incorporate technology in teaching taking different

learners into account and made plans as well for future teachings:

For example, we can use “Whatsapp” to communicate with the student and give
feedback to them or we can use “Flipped Classes” sometimes. We can assign a video
as homework to our students and in the classroom, we can do different enjoyable
activities. This will also address the kinesthetic learners since they can participate in

lively activities in the lesson instead of listening to the teacher. (Articlel).

Likewise, ST21 mentioned several applications to be used in class but cautioned that: “The
most significant point about these apps is that they should have a purpose. Students should
know why they are using them and then learning is likely to take place. Having fun does not
necessarily mean that learning occurs.” (Articlel). For ST9, it was cell phones to be used in
classroom: “we need and should know how to integrate cell phones” (Articlel) and ST15
elaborated on this idea: “For instance, we can want students to prepare posters or
presentations on computers with the programs that they like or mobile phones can be used
interactively in lessons such as applications like Kahoot.” (Articlel). ST15 also suggested
using technology for feedback: “The teachers can also benefit from the technology while
giving feedback to students by giving feedback on the online blogs or asking them to post
comments on their friend’s works.” (Articlel). Furthermore, ST21 saw technology as an aid

for teachers’ relationship with students: “if we cannot integrate technology into the learning
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environment, then s/he cannot teach effectively and is likely to fail to build a strong

relationship with the learners” (Articlel).

Following technology skills, creating a positive classroom environment, being adept at
classroom management, and engaging students to the lesson were seen vital for teachers and
perceived as a part of teacher professional identity by the participants. According to most of
the participants in order to “create a classroom culture and a positive atmosphere in the
classroom” (ST11, Article2), or to “foster a friendly and trustful classroom in which
students can voice their opinions freely, make mistakes and share their knowledge with their
friends” (ST2, Article2); “teacher should try to get all of the students involved in the class”
(ST4, Article2) “so that students can learn in a more relaxed atmosphere in the classroom”
(ST20, Article2). In this sense, creating a positive classroom environment was one of
teachers’ priorities and among the areas that were a part of teacher professional identity as

“a teacher should create a healthy learning environment in which the students respect each

other” (ST6, FGI-8).

For ST12; a cozy classroom was necessary for language learning as found in the
participant’s own words: “I have always thought any learning environment should be warm
and intimate because especially language learning occurs best when the learners have the
lowest anxiety” (Article2). There were several opportunities to create a positive classroom

environment according to ST21 and the participant illustrated:

For instance, a teacher may smile and say well done to a young student and that
attitude may change the student’s whole impression about that teacher. As a result,
that student may be encouraged to participate in the activities more. How teachers act

in the classroom effects the way students learn. (Article2).

Two of the participants mentioned visuals as an alternative tool to create desired classroom
environment, ST6 mentioned, “we can equip our classroom environments with many
different visuals. I think these visuals will be more effective if they facilitate peripheral
learning” (ST6, Articlel), and ST8 discussed: “Considering this generation, there should be

many visuals and drawings etc. to get their attention and increase their motivation”
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(Articlel). Another class-related issue was having classroom management skills according to

the participants.

A teacher should have classroom management skills. What comes to mind when we
hear classroom management is mostly a class in silence listening to teacher. Of
course, teacher has to be able to make them listen to him in silence sometimes. He can
set some classroom rules with the class for this and some other purposes. On the other
hand, for me, classroom management also means that teacher should see and reach

each student whenever he wants. (ST4, Article2).

As can be understood from the quote above, ST4 referred to various aspects of classroom
management. Moreover, ST6 exemplified the importance of classroom management by the

example below:

If the teacher cannot manage the students, it does not matter how knowledgeable,
understanding, talented s/he is. For example, this year I observe 8th graders in the
scope of practice teaching course. The classroom management is so challenging in
one class that the lesson is interrupted countless times despite my mentor’s effective
classroom management. 1 cannot imagine what would happen in this class if my

teacher had had problems with management. (Article2).

For ST29 commented on how classroom management skills should find an echo on students:

Students should gain the awareness that their teacher is a professional who can
manage everything in the classroom and they should stop worrying about their
teachers because the only thing they are expected to do is studying their lessons.

(ST29, Article2).

Engaging students to the lesson was another competency that was included in teachers
professional package. ST22 put forward that as teachers: “You need to engage students to the
lesson with your energy and willingness as much as possible” (Article2). ST21 asserted the
need for prospective teachers “we should be aware of the fact that learners nowadays are

different from the previous ones. Knowing that, we are supposed to use different teaching
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strategies so that learners can be involved in an engaging learning environment” (Articlel).
The actual reflection of this on classroom were found in ST19’s utterances which was

questioning as well:

1 learn a lot when I experience or see what I am supposed to learn and the outcome is
much more permanent compared to the traditional lectures. Thus, why do teachers
stick to the traditional lectures while they can make students learn using visual and

kinesthetic methods? (Articlel).

In the same way, material design was mentioned to be a part of teachers’ skills. ST11
clarified the necessity that “teachers need to be creative to draw the attention of the students
and make the lesson more enjoyable and interesting for the students especially in language
teaching” and added: “We should be able to create some games or authentic activities which
are suitable for the subject as language teachers because students learn the language more
when they use it ” (Article2). ST2 argued: “when students see just drills, they skip the nature
of language learning and see the learning as a mechanistic process” (Article2) and further

remembered one past experience:

1 had a student and she thought that she hated English when [ first talk to her. When
we started to study together, she started to ask questions, form sentences and feel
excited about English, because she had a musical intelligence and we were taking

the lyrics as reading materials. (Article2).

ST13 also recommended that: “a language teacher should prepare colorful and
extraordinary activities for the students. Also, s/he should not use the same activities over

the years, but change them according to the students’ needs and interests as the time passes”

(Article2).

In addition to these, the participants mentioned building rapport, having good
communication skills, and using body language as necessary. ST15 put emphasis on the use
of target language: “Language teachers should know to maintain communication with
students mostly in the foreign language because the more the students expose to language

the more they will develop their language skills” (Article2) and ST7 reminded: “most
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effective teachers use the imitation, mimic and intonation to express a meaning or a feeling.
By doing that, teacher creates an affective bridge between students and herself by showing

students that s/he is a normal human being like them ” (Article2).

As a part of teacher professional identity, the participants commented on a variety of features
that a teacher should possess which were categorized as attributes to teacher professional
identity. Affective characteristics such as being enthusiastic, caring and loving the job stood
out as the features that the participants attribute to teacher professional identity most. The
participants emphasized that some of these features are “inborn abilities and related to the
teacher’s personality” (ST13, Article2). For most of the participants, enthusiasm ranked
first among the attributes that they had attached to teacher professional identity. ST18 was
also one to state this: “the most important one is being enthusiastic about the job. If you do
not love teaching, it does not matter how well you know the subject” and related it to
instruction as well. Enthusiasm was also linked to the reasons to choose teaching as a

profession by ST4:

In my opinion, the most important characteristic of a good teacher is his enthusiasm
for his job; teaching. This must be the first reason why he chooses this job. I did not
choose to be a teacher because it is easy, well-paid or something else. Only reason
why I chose was my passion for teaching. For me, even if someone carries all the
other characteristics of a good teacher but enthusiasm for teaching, I would not call

him a good teacher. (Article2)

ST23 evaluated the general situation of enjoying learning languages and associated it with

the teacher’s enthusiasm about the profession and the ability to transfer it to students:

As personally speaking, a teacher’s being having a contagious enthusiasm is the first
in rank. It all starts with the teacher to make the lessons attractive for the class.
Especially in English, I believe that there are two kinds of people who love English
and who do not. There is not in the middle, regardless of exceptions. And when I meet
a person who hates English, I ask the reasons, and s/he generally replies as s/he did
not like his/her teacher in the primary or secondary school. I think it goes as how it

has started. My English teachers in the primary and secondary school were really
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good, who make me love English and affect me choosing this profession. It is so
because they were enthusiastic about teaching and they could manage to transfer that
enthusiasm, at least, to me. I still remember amusingly doing my first English

homework with a classmate of me. (Article2).

ST22 asserted another questioning in his remarks related to enthusiasm:

1 believe enthusiasm is the most important feature of a teacher. Every student has at
least one teacher that seems even more bored than students while s/he is teaching in
the class. Who can expect the students in that class to do wonders in that lesson?

(Article2).

As in ST23’s case, having contagious enthusiasm is the key to be able to reflect it on the
students. ST27 also pointed out the importance of contagious enthusiasm: “our enthusiasm
and passion towards our lesson and our students play very important role. If we can give
these feelings to our students, they will also be more enthusiastic” (Article2). ST29

explained:

The first one is being good-humored and enthusiastic. As a language teacher, I know
that if you are not having fun teaching something, then your students may not be so
eager to listen you or the lesson. For that reason, a teacher should always use his/her
enthusiasm to make a lesson well enough for students to listen carefully and eagerly.
If you are just worried about teaching something and forgetting students’
psychological conditions inside the class, you will never have got the chance of
directing their attentions to the lesson you are trying to teach. A teacher must firstly
prepare the psychological and physical atmosphere of a class before beginning to
teach something and it can be only possible for a teacher by using his/her enthusiasm.

(Article2)

Being caring was another area that the participants reported as an attribute to teacher
professional identity. ST2 gave an idea about what being caring embodied: “understanding
the students, knowing their needs, being thoughtful about their characteristics, sparing time

for their mental and emotional developments are indispensable parts of the education; all of
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which can only be taken into consideration by a caring teacher” (Article2). ST11 suggested
a possible way of showing this: “we may show our students that we take care about them by
asking some questions about their interests or concerns for a few minutes at the beginning of

the lessons” (Article2).

ST17 saw it as a way of dealing with misbehaviors too: “if the students see that the teacher
values them and knows about them, sometimes misbehaviors lessen so as not to make the
teacher sad” (Article2). For ST2 it was the case that caring about students was a way to earn
their respect: “I know that if I can assure my students that I care about them and I am an
open-minded teacher who empathizes with them, they will trust me and respect will come
eventually” (Article2). ST29 exemplified another way of caring about students: “a teacher
should listen students’ problems and should try to find a solution to them for their sake”
(Article2). When the participants remembered their former teachers it turned out that it was
those teachers who was caring that they liked the best. ST23 stated: “She always cared about
our ideas. She says yes you're right but. At that point you can see that she is really good. 1
want to be a teacher like that” (FGI-3) and ST6 mentioned: “She was caring not only about

our learning but also about our personal development” (FGI-8).

The ability to add humor to class was as well attributed to teacher professional identity by
the participants. The reason why the teachers should be able to do so was that: “humor
lowers the affective filter of the students by creating a positive atmosphere in the classroom,
and this helps them to learn more in a language classroom” according to ST11 (Article2).
For ST17 humor was helpful to: “to draw the attention of the students, make the lesson more
enjoyable and lessen the stress level of the students” (Article2) as ST17 further remembered
a previous teacher, which showed that those teachers who were able to incorporate humor

into class were remembered dearly for a long time:

My math teacher in my primary school was very enjoyable person. He spared five or
ten minutes of the lesson to make and tell some jokes. Although my high school is
recent past, I do not remember any of my math teachers but I remember my primary

school teacher. (Article2)
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It was also related to creating a sincere classroom environment for ST15: “when a teacher
makes jokes when the students feel relaxed in the classroom, and it makes the relationship
strong between the teacher and the students. I personally remember the teachers that we can
laugh together, and it is so sincere” (Article2). ST23 agreed to the idea in terms that humor
is about: “creating a positive and enjoyable learning environment. It is essential for students
to have fun; this makes them look forward to the lessons, eager to learn and have fun as an
energetic lesson is always preferred to a monotonous one” (Article2). Additionally, ST14
claimed: “I can add pace and humor to the class. When humor is added to the classroom

atmosphere, students are not afraid of making mistakes anymore” (Articlel).

Loving the profession was one of the primary constituents of teacher professional identity
too for the participants. It was understood from ST18 following statement: “I believe all boil
into one; loving the profession. If someone loves teaching, with enough practice, s/he can be
a good teacher” (Article2); that love for the profession was the starting point to be later

combined with practice. In a similar vein, ST15 discussed:

Loving the job that you are doing is the first aspects of being a good teacher because
if a person is enthusiastic to do his/her job, s/he will do his/her best in order to be an
effective one, and s/he will be ready for all challenges or drawbacks that enable
him/her to continue doing the job. Based on my experiences and observation during
my student life, 1 can say that the teachers having a passion for teaching are
successful teachers. The students somehow feel the teacher’s desire, and they are
automatically motivated to learn from those teachers. When the teachers love their
job, it pushes them to prepare lessons that are attractive for students. Therefore, they
prepare lessons according to the interest or needs of the students, and they use

different methods. (Article2)

In ST15’s comments above, it would be concluded that love for the profession could be
transmitted as the desire to learn to students. It was due to the fact that: “being a teacher is a
job that must be done with the heart. Loving your students and your job is really important”
(ST21, Article2), and teaching for the participants required “an eternal love” for it (ST1,
Article2). It was when they liked their teachers as in the example of a past teacher of ST6: “/
liked her because I felt how much she loved us” (FGI-8).
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Other attributes were made as being patient and creative. Being patient was found quite
important while dealing with disruptive behaviors, waiting for students’ production in the

language for ST11 as can be understood from the statements below:

1 think patience is one of the most essential characteristics because we need it in every
stage of the lesson. The most obvious example is that we need to be patient enough to
deal with the disruptive behaviors in a constructive manner. In addition, teachers
should be patient to wait to get the answers from the students when they ask a question
because wait time requires patience in my opinion. They should also be patient when
they start to speak English for the first time in their classroom, when we start to speak
English, we need to be patient because the students may not understand us at first or

try to deter us _from speaking English with some verbal attacks. (Article2)

According to ST24 creativity was necessary for a variety of reasons such as: “to control the
classroom effectively, to make students in harmony, to enable students to learn things even if
they are not interested in, to get students’ attention, a teacher should be creative and present
students something different and new.” (Article2). For ST24: “being creative effects
different aspects of teaching such as the material design, classroom atmosphere and student

motivation” (Article2).

Finally, reducing anxiety, being honest and trustable, building empathy were tracked in the
participants’ statements such as ST12 put it: “You shouldn’t give the feeling of anxiety to
them because they’re already stressful with their family, with the exams, another things”

(FGI-4) and as below:

a teacher must be honest. For example, if s/he does not know the answer of a question,
s’he should not hide the truth from students. If teacher expresses that sometimes even
s’he may not know something by stating that learning is an endless process that is
taking the whole life of an individual, students may gain the self-confidence and try
practicing language learning activity without feeling any fear inside themselves. As a

teacher, I have never hidden the things that I do not know and my students have
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always seen that there is nothing to lose trying to achieve something without any fear.

(8129, Article2).

ST2 mentioned: “I know that if I can assure my students that I care about them and I am an
open-minded teacher who empathizes with them, they will trust me” (Article2) and similarly
STS stated: “Sometimes we need to be in shoes of learners and do not forget about our own

experiences as learners so that we can provide a better learning environment.” (Article2).

In addition to those, being encouraging, fun and friendly were attributed to teacher
professional identity. To “encourage the students to achieve something” (Article2) was of
utmost importance for ST21. ST7 added: “I think the teachers that I like most were the ones
that were funny but still informative I really care about the information he/she gave cause 1
want wanted to learn something all the time” (FGI-6), and having close relationships with

students led to positive experiences in ST29’s case:

The teacher that I liked most was my high school teacher he was not only a teacher
but also a friend for me when I had a problem I was going to him and talk to him

about my problems and he was always giving me some advice. (FGI-5)

The participants made references to discipline issues too; for example ST 13 suggested that:

a teacher must have some standards and put a limit to his or her relationship with
the students. For instance, if s/he puts a rule, s/he has to make all of the students
obey the rule every time because consistency is a very important aspect of effective

teaching. (Article?).

ST6 provided an actual implication of it in class and told that as teachers to sustain discipline
in class: “We should also teach them the importance of rules and deadlines. If the students
understand the underlying reasons for them, and they are informed about relevant

consequences, they will have to adapt these concepts.” (Article2).

However, there were some features for the participants that were found undesirable for

teacher professional identity package. They were mostly as a result of failing the above-
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mentioned skills, requirement, and attributes. “Coming late to the classroom, not following
the dress code, letting the students leave early” (ST13, Article2) and “being ignorant to
students mistakes and bad behaviors, carrying out the lessons without planning beforehand,
not using teacher voice effectively, being too traditional and making discrimination among

students” (ST1, Article2) were undesired. ST24 summed it up in the following remarks:

if I created a list of characteristics of a bad teacher, I would definitely say insensible
towards the students, intolerant towards any kind of mistake or pardonable
behaviors, possessive, prone to reflect her/his emotions/ private issues to the
students and finally being communication disordered because all these factors make

the necessary interaction between the teacher and students impossible. (Article2)

Similarly, ST12 concluded that:

Coming to the class unprepared, not being able to communicate well with people, lack
of content knowledge which I can tolerate the least, lack of motivation and lack of self-
confidence are the top five characteristics that I never expect to see in a teacher.

(Article2)

According to participants teachers had several roles such as being an inspirer, actor and a

role model, facilitator or leader. As ST6 stated below being inspirational was a must:

For me, a good teacher is inspirational, as well. I remember watching the movie
“Dead Poets Society” and “Freedom Writers” and how much I affected by the
teacher figures in the movies. They were making a difference in the students’ lives.
This may seem utopian, yet even the slightest chance is something. Regarding that the
teachers are role models especially for young learners, a teacher has the ability and

opportunity to make a difference. (ST6, Article2).

As acknowledging their role as actors, the participants mentioned various facets of it. “In
our system, the teacher is generally the actor one but we should remember that students are
not figurants. The teacher should be an actor sometimes, should be a director who watches

the classroom, should be audience in another time” was how it was expressed by ST24
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(Article2) in terms of teachers’ being like actors and its relation to students. ST23 gave an

explanation and stated a necessity regarding this role:

An actor’s main aim is to perform his/her play. Likewise, a teacher’s main aim is to
teach effectively. If the teachers focus mainly on teaching, then they will not shuffle
his/her emotions into lessons. Teachers are not robot, of course. But, the personal
emotions should always be in the second or third plan while teaching. That is one the

key characteristic of a teacher. (Article2).

ST1 mentioned the same role relating it to being a role model as well: “Most students see
their teachers as “role models” even without realizing it as they exposed to his/her “movie”
many hours in a week” and added: “Therefore, teachers are the movie stars of their students
and it is definitely up to them to be their favorite actors or not.” (Article2). ST23 and ST24
brought up being a role model too. In their own experience, ST23 noted: “we always get
effected from our teachers since we love them, respect them and take them as our models”
(Article2) and ST24 commented on how students should see their teachers: ‘first of all they

can see him as role model” (Article2).

There was another metaphor for a teacher’s role: “You are the engine of a class as a teacher.
The motion of the class depends mostly on you. You are the facilitator, helper, incentive
mechanism and so on.” (ST23, Article2). Teachers were also seen as “the leader in the

classroom” (ST20, Article2) or “a hero” (ST29, Article2).

Some participants mentioned about the shift in teachers’ roles like ST3 stated:

a teacher should leave all of his or her roles such as mother, daughter, son or
husband out of the class; she or he should just play his or her teacher role in the

classroom. A teacher should not confuse his or her roles and where to use which role.

(Article2)

trying to use the method which teacher lectures students and they listen can’t be
accepted. This led to a change in teachers’ role. Teachers should be more like a guide

and scaffolder in classroom and students must be at the center of education. This
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change in the education and teaching strategy is called ‘from sage on the stage to

guide on the side”. Again this show how the teacher role has switched. (STS, Article2)

4.3.1.3 Teacher as a pedagogical expert

The findings obtained from interviews and reflection journals showed that teachers are
required to meet certain criteria related either to themselves as teachers holding this
profession or their instructional design. Knowing about the general profile of the students

and their needs was mentioned the most by participants. As ST17 emphasized:

a teacher should know his or her students’ profile, hobbies, experiences etc. This is
very crucial for me to draw students’ attention to the activities and tasks. For
example, in our teaching task in last semester, we used “Minions” in our warm up
activity and students loved that and participated in the lesson willingly. Also, in a
speaking activity, we used some magazines that our students follow and subscribe to
and they became very enthusiastic and talked about them very easily. It is the
teacher’s task to follow the interests and hobbies of the students. (Article2).

In her example above, it was observed that knowing her students’ needs, ST17 was able to
adopt the way she taught the course material. The participants seemed aware of the fact that:
“In order to make our lessons appropriate for our students, we need to know the
characteristics of their generations and be aware of their needs.” (ST11, Articlel) since
“the best way to be beneficial to your student is to know your and your students’

characteristics” (ST10, Articlel).

In addition through a futuristic lens, ST3 stated: “/ am a prospective English language
teacher, and I think discovering our own characteristics and learning about our future
students will be very helpful for me when I start my profession.” (Articlel). Two of the
participants also mentioned the advantageous side of sharing some characteristics with their
prospective students: “If is advantageous for teacher candidates as we are all members of
generation Y and we are still students, because we can understand the characteristics and
behaviors of our students better than older teachers.” (ST4, Articlel), and “it made me

realize how much I would be sharing characteristic traits with my future students. Thus, |
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become more aware and confident about meeting these future students’ needs.” (ST10,

Articlel).

In relation to the points above, it was alleged by the participants that raising awareness was
necessary in class in terms of “also teaching them how to learn and why to learn” (ST20,
Article2), and sometimes pushing them to actualize their potential as could be deduced from
the statement: “a fteacher should encourage his/her students to perform their best by
encouraging. 1 think the important thing here is a teacher should believe in students and
make the students believe that they can achieve things if they want.” (ST6, Article2), taking
into consideration the very basic assumption that “students need to know what they are

trying to achieve in your class.” (ST4, Article2).

Being fair and respecting students was also clarified as a requirement and part of teacher
professional identity by participants: “A teacher should definitely treat students on an equal
basis with all the members of the class. We should always remember all students are people
first of all and they should be equal to each other regardless of any classification.” (ST24,
Article2) and “Respecting all the students as they are the persons in the society is another
characteristics, the teacher needs to respect the students and treat all of them equally.”

(ST20, Article2).

While teachers ensure that they are able to address to their students as has been noted, there
was one area that was found as probably causing problems. It was teachers’ leaving their
emotional baggage out, which was mentioned by most of the participants. ST11 described

this realization:

In the 9th grade of high school, my teacher wanted one of us to teach a topic to our
classmates who were absent in the previous lesson. 1 felt very depressed and sad in
those days because of some family issues. However, I said to myself that I would be a
teacher and I might need to teach even if I was very sad. I went to the board and

taught the subject to my friends without being noticed that 1 felt depressed. (Article2).

And ST11 further added: “I think that teachers should leave all the problems outside the

classroom and focus on the students. The classroom may be a place for them to relax for a

84



while and forget their personal problems.” (Article2). Similarly, ST14 recommended that:
“a good teacher should leave his emotional state outside the classroom. S/he should not
interrupt the students’ motivation. However, this is a difficult thing to do. We have emotions,

and we are sensitive living things.” (Article2).

Finally, adding to the intellectual growth of students was mentioned by two participants as
essential to teaching profession. ST27 took it as a duty: “As a teacher, we are supposed to
help students to develop themselves.” (Article2), and ST2 appreciated one of her past
teachers for doing this: “My favorite teacher was my philosophy teacher in the high school.
She just let me read something else too so it was effective for me. I still remember her and [

smile when I remember her.” (FGI-5).

There were other areas that the participants asserted as they needed to do related to the
delivery of instruction such as adjustment in teaching methods and good planning as the two
most frequent ones. Regarding making use of different strategies and methods, ST20 noted:
“teaching is not having a fixed plan but being creative and flexible in order to adjust
changing situations” (Article2), and ST11 added: “I believe that I can adapt my teaching
strategies according to the characteristics of my students as long as I know their needs”
(Articlel) with the condition of being aware of students’ needs. STS5 explained why it is
important to adjust teaching methods according to students’ needs: “teachers and the
students need to speak the same language. That is, the teachers need to adopt teaching
strategies that will respond to the learners’ academic needs so that the gap can be bridged”
(Articlel). Since “it is crucial to adapt the education system to the needs of the present”
(ST19, Articlel), some participants offered how it could be employed in their own future

teaching:

The teachers may not set up strict rules for the homework and activities. If the students
want to be free in their works, the teacher should provide a basis by letting them apply
their personal preferences within the frame of general regulations and necessities. |
will start my teaching live in coming years and I should identify the students to attract

their attention to the lesson by using activities that they can enjoy. (ST15, Articlel)
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In the example below, ST21 gave an idea how teaching methods would be adjusted: “While
learning languages, they (students) enjoy playing games, having online conversations with
their peers, watching videos and listening to music. In the past, learning a language was

mostly based on learning grammar and reading paragraphs” (Articlel).

It was found quite significant to adjust to new teaching techniques as stated by ST29:

This is so important that most of the old teachers still cannot get the point and they
are continuing teaching without the awareness of that. When I consider my high
school teachers, I can easily point out that they have just discouraged us by using

their old technics such as abiding by the one and only course books. (Articlel).

Furthermore, planning was reported fundamental by most participants; for ST11 it was
related to classroom management: “teachers should be well prepared for their lessons. This
may make their life easier especially during lessons, and it is essential for classroom
management. Thinking about what to do next even for a few seconds may cause chaos in

classroom.” (Article2), and for ST13 it supplemented teacher guidance and learning:

1 think one of the main responsibilities of a teacher is come to the class as being
prepared you have to get prepared before coming to the classroom and in the class
she or he should guide the students not just to teach them but learn with them as well.

(FGI-6).

As ST3 put forward planning should be in a way that teachers could enjoy lessons too: “/
should prepare and conduct classes that I enjoy so that my students can have meaningful

learning.” (Articlel).

Another topic was about the presentation of new materials for the participants. While
mentioning the necessity of presenting students something different and new, and letting
them get involved in, the participants agreed that there should be a bit challenge included.
STS stated some concerns about challenging students and how it related to trust issues and

actual classroom practices:
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To start with the ‘challenge’ issue, we should always think before act. For instance,
while using L2 as a mean of instruction in the class, turning back into L1 may actually
mean that as a teacher, you are not trusting your students’ and their capabilities. The
students may understand that they may never be successful in L2. Likewise, allowing
learners to code-switch may result in overuse of LI in the class. We have to think

about carefully about our decisions and the messages we give subliminally. (Article2).

Regarding the challenge issue, two participants made reference to the literature or implied
the same idea as can be seen in the excerpts as follows: “As Krashen’s Input Hypothesis
suggested, we should provide ‘comprehensible input’, which is the language that learners
cannot produce but still understand. Pushing students one step further also shows that we
trust in their abilities and success, which highly motivates them.” (STS, Article2), and
“Teachers must know his/her students level, and they should always force them to improve

with slightly harder tasks than students’ levels.” (ST22, Article2).

There were other suggestions made by ST11 as: “We may make our lessons more student-
centered with different types of activities requiring students to be active in the lessons like
games, and role plays. In addition, we may add some activities including some visuals.”
(Article2), and by ST15 as: “the teachers should use some exercises and tasks which allow
students to move to involve them to the lesson. For instance, the students can compete with

each other in groups while trying to write the right form of the verbs.” (Articlel).

The place of feedback was also discussed by the participants as feedback on students’ work,

peer feedback or feedback on their teaching. STS hypothesized a combination as below:

Giving feedback for students’ progress and works on time is an important part of
teaching life. Correcting the mistakes and giving positive feedback may teach more
than a lecture in language teaching environment in my opinion. In addition, we may
give immediate feedback to our students or may give a room to peer feedback in our
lessons. They trust the idea of their friends more than that of the authorities.
Therefore, peer feedback may be more effective and it may be followed by the teacher
feedback. (Articlel).
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It was recommended by the participants that teachers also needed students’ feedback on their

teaching as can be tracked in their statements below:

Teachers can ask their students to evaluate the lesson and the activities they do in the
class or the way the teacher teaches. I believe that this can help teachers to develop
themselves and also strengthen the relationship between the students and teacher in

the class. (STS, Articlel).

An activity or a method that can work according to the teacher’s beliefs would not
work in reality. Therefore, asking students about whether the method is okay, what the

teacher can do for better learning would be great, I think. (ST13, Articlel).

ST11 also gave an example: “For example, we may want our students to criticize our
teaching strategies and make some suggestions to improve them in the middle of the
semester. After getting all the criticism, we may arrange some of our strategies by taking

their suggestions into consideration.” (Articlel).

Getting feedback on their teaching was further added as a way of professional development

by ST11:

1 think there is another way. [...] Also after a while we may get feedback from our
students. What do you want? How you can learn better? How I can change my
teaching style, kind of questions. Maybe we may give it after a while, after one month,
in the middle of the semester. And we may change our teaching style or strategies

according to the culture of the classroom and their needs. (FGI-4).

ST12 agreed as:
asking the students, asking their opinions is a very good way to have a communication
with them. For example, I search for games online for young learners for example

there is a perfect game they are going to practice I mean Simple Past and in one

classroom you practice it and the students like it very much, but in the other the same
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age but they hate it they don’t want to play the game. Or they don’t want to do it so

it’s really different not from age to age from class to class. (FGI-4).

A creative way was suggested for evaluating their teaching by ST3: “also we can reflect on
our teaching. There is lots of ways to do this. For example, video recording of our classes,
what is going on, is it wrong or right way to do? Are my students happy with teaching style”
(FGI-4), and observation was advised by ST11:

In addition, observing other teachers while we are teaching, when we become a
teacher will be better in my opinion. Now we are observing our mentors but we are
not teaching yet. So we are not focusing on how they teach which topic. However

while we are teaching, it will be quite better. (FGI-4),

Incorporating hands-on learning was also emphasized by one of the participants: “I think
that learning by doing must be the key word in education anymore. Students would not be

content with lecturing, but would desire to learn by doing” (ST13, Articlel).

4.3.1.4 Discussion

The data from reflective response journals, pre-practice teaching, and post-practice teaching
focus-group interviews were analyzed in order to answer the first research question on what
constitutes teacher professional identity according to pre-service EFL teachers in this study.
The findings indicated that teacher professional identity could be grouped under three sub-
identities of teacher as a subject-matter expert, teacher as a didactical expert, and teacher as a

pedagogical expert.

In this regard, the participants’ ideas on teacher identity perfectly fit in Beijaard, Verloop,
and Vermont’s (2000) discussion. The participants similarly underscored teacher as subject
matter expert, as didactical and pedagogical expert in their arguments to make their genuine
combination of these three identities. They also pointed out the importance of assuring
quality of instruction by good command of subject knowledge and being student-centered,
and skillfully combining various skills, roles, and personality traits related to essentials of

teacher professional identity. According to the participants, teacher as subject matter experts
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should rely not only on their subject knowledge but also their continuous efforts to keep
learning in their professional lives. Lifelong learning in teaching profession was reported to

be crucial from the participants’ point of views.

Moreover, teacher as didactical experts stood out when the participants commented on skills
necessary for teaching and learning process. Teacher roles such as actor, facilitator, inspirer,
role-model, and leader were discussed under this type of identity along with certain attributes
and skills. For the participants, teacher as didactical expert included technology skills,
classroom management skills, communication skills, materials design skills, and the ability
to engage students to the lesson. As this type of identity focused on necessary skills and
features in teaching and learning process, having certain type of personality traits were
placed under it. As for attributes, emotional side of teacher professional identity was given
more importance by the participants. To be more specific, being enthusiastic, caring,
humorous, patient, creative, encouraging, passionate, fun, honest, and challenging was a part

of teacher identity as didactical experts.

Another type of teacher identity was teacher as pedagogical experts, which focused on
student needs and development. It was alleged by the participants that teaching necessitated
some practices both from teachers and instruction side. In all categories, being student
centered was the driving force for the participants. In the data analysis process, teachers as
pedagogical experts built on the requirements of teaching profession such as, knowing about
students, treating them fair, raising awareness, adding to the intellectual side of students, and
leaving one’s emotional baggage out as a teacher. For good quality of instruction, the
participants mentioned planning, presenting new material, adjusting teaching methodology,
making use of feedback, and hands-on activities pivotal to teaching. As these were all about
students need and development, the related parts in the data were found relevant to teachers
as pedagogical experts. This classification of subject-matter, didactical, and pedagogical

experts was of utmost relevancy to the current study.

Also, the findings revealed consistency with other studies in the literature. In line with
Norton’s (2000) definition of identity that focused on how one comprehends possibilities
regarding future, the participants commented on the possibilities for the future when they

talked about the requirements of teaching profession. The findings also confirmed the four
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basic assumptions of identity according to Rodgers and Scott (2008); it could be seen that
conceptions of identity for the participants depended on multiple contexts such as different
school and classroom cultures; identity encompasses emotions which constituted almost half
of the data for research question on the essentials of teacher professional identity in this
study; identity is multiple as triggered by different teacher roles and necessary shift in them;

and identity transforms over time — from the beginning of practice teaching to the end of it.

The findings revealed that identity is composed of “beliefs, values, and emotions” (Farrell,
2011, p.54) about teaching, which is justifiable by the participants’ ideas on various
constituents of teacher identity such as, having a good command of knowledge supported by
continuous learning in teaching, tailoring instruction by prioritizing learning, blending
different skills into teaching pot, deciding on the appropriate roles, and holding certain
features mostly associated with emotions. It has been also supported in the data that the
participants were aware of utilizing roles within different contexts (Burns & Richard, 2009)
as being signaled by their comments on the need of harmony of various roles of teachers, and
made reference to some common roles of teachers such as “language expert, friend, joke

teller, material developer, and disciplinarian” listed by Farrell (2011, p.55).

From Sugrue’s (1997) point of view, there are two competing discourses of modern and
postmodern for teacher professional identity. In this study’s case, the participants were found
to acknowledge a modern tradition, which implies certain characteristics of teachers to be
born with in their extensive comments on certain attributed features. Similarly, having
certain characteristics such as being creative and enthusiastic as Borg (2006) suggests is a

manifestation of modern identification with the profession.

However, the participants were also found to be inclined to a postmodernist view as they
appreciated lifelong learning in teaching signaling that their identity might transform during
time and time will be determining in this process along with Sachs’ (2001) ideas on identity
as assumptions assigned to communities by themselves in this study’s context. Besides,
hints of the good employee, innovator, and reflective professional paradigms could be found
in the data in line with Doyle’s (1990) conceptualization of teacher education. In this vein,
the participants stated that they had to take schools realities into account; they should lead to

innovation, and be critical about their teaching.
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It is without doubt for the participants that essentials of teacher professional identity as what
constitutes it were hard to achieve, but they were aware that it would be a long process of

construction and reconstruction of beliefs, and practices.

4.3.2 From imagined to practiced identities

In order to answer second research question on the participants’ perceptions about their
professional identity formation throughout practice teaching, the data were analyzed in terms
of their initial and final states at practice teaching. When their initial comments were
examined, it was seen that they mostly talked about their characteristics as a teacher, and
roles. However, when their final comments were examined, it was seen that they discussed
the authority in class and their responsibilities most. Evaluation of their skills in terms of
both language and teaching, how they felt about the profession, classroom environment and

management were other areas that the participants reflected on.

4.3.2.1 Cue-based and exemplar-based identities

The participants mentioned some of their characteristics as teachers at the beginning of
practice teaching. ST29 was aware that it would be process when they could improve
themselves and stated: “I think as a prospective teacher, I am eager to both teach and learn
something. Actually I aim to learn a lot because I'm not practical a lot” (FGI-1). ST2 listed

some features and described how language teaching would be like:

1 think I will be a caring, friend like teacher, but at the same time disciplined too. |
think language is important and students learn a lot from language. They go universal
by learning language. And I think I have no right to take this advantage away from
anyone’s hand. It is like, how can I say, shaping someone’s life. Teaching a language

is shaping someone’s life and I want to do that professionally. (FGI-1).
Some of the participants commented on how disciplined or flexible they thought they would

be as a teacher. For example ST1 imagined that: “I will probably be nor a strict teacher or

neither a flexible one. In between I think.” (FGI-1). ST13 also referred to this issue in her
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following remarks: “I want to be so both authoritative and not too much. Students both
respect and they can love you at the same time and they aren’t afraid but they respect you”

(FGI-3). Similarly, ST11 stated:

We shouldn’t be too strict. I'm going to be a flexible teacher. If they have some
problems, if they do not want to do that kind of exercise on that day, maybe they may
have an important exam or something like that. In that kind of situation, I will be
flexible. I don’t think I'm going to be too strict. Because if they don’t want to learn,
they don’t learn. (FGI-4).

Patience and tolerance was also among the participants’ focuses; in this sense ST9 predicted

how she would be as a teacher in the future:

Actually I will be a tolerant person. We will spend all that time in a crowded class, all
these noisy students. I think as a person I will be more tolerant. At the end of this

semester, I am going to learn to push my patience (FGI-4).

Regarding fun and humor sides of a classroom ST25 told that: “I will be a funny and serious
teacher. Sometimes I can laugh and all the class can laugh at, but we have some limit. Do
not exaggerate. This is my view of life. I have fun but not to exaggerate” (FGI-2), making it

sure that there needed to be a balance of fun and seriousness in class.

In a similar manner, ST3 mentioned that: “I will be an enjoyable teacher. Once students are
in my class they don’t get bored. Of course they can get bored for five minutes. I want to be
remembered when they get old, when they are in high school” (FGI-4). ST17 claimed that
she would be “a friendly teacher but not a friend of them, just friendly, smiling, positive”
(FGI-4). It was also referred in ST12’s utterances that: “that’s very critical both to be loved
and both to be respected. I want to be their friend but not their friends. Friendly but not their
friends” (FGI-4). There was a clear distinction for the participants that they would adopt
friendly approaches in their relationships with students but they would not be like friends.
However, the ability of having close relationships with students was what they imagined

themselves to possess. For instance, it was important for ST11 as below:
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1 think if you have close relationships with the students teaching gets better. I mean it
becomes easier for me. I think if you have better relationships with the students if they
care you if they respect you, if they listen to you, they know the limit and they learn
from you. Communication with the students is important. That’s why I would be a

caring teacher. (FGI-4).

Also as follows, building good relationships with students was again mentioned in the
participants’ projection on their future professional lives: “I should build a good relationship
with my students. I won’t be afraid of saying I don’t know because I can learn with my
students also.” (ST10, FGI-1), and “I should be able to create close relationship with my

students. But it must have some borders at the same time” (ST15, FGI-1).

In relation to being planned and organized, “I will to be a punctual teacher in the future”
(FGI-2) said ST23, and “I can say I'm an enthusiastic teacher because I always prepare a
lesson plan in a very detailed way. I always think about everything like if I do this, how do
students respond to me, like that” (FGI-3) added ST20. Having control over the class, how
students thought of the participant as a teacher, and being organized was mentioned by ST30
along with some other characteristics: “They treat like as if I'm their real teacher. The only
problem was I want to control each and every thing. I think I care for them. And I'm well

organized” (FGI-3).

Another area was the participants’ evaluations of their own roles as teachers. ST1
commented that: “I want to shape their ideas in a great way. I want to add them something
from me, if I cannot do this, I actually don’t want to be a teacher.” (FGI-1). Teacher as a
guide was found in ST11 remarks that: “I want to guide my students. I want them like
English. This is the most important thing I guess. They need to first like it and then learn it”
(FGI-4). Being “inspirational” (FGI-1) was what ST10 aspired to be, and there were other
comments as could be tracked in the following remarks from the participants: “I want to
teach my students that there are things to discover in the world and nature if they have
nature at that time. I don’t know we can create it in our little gardens but all things in
English” (FGI-2) with an environmentalist orientation by ST25, “I think being a role-model
for students is very important. There are a lot of things to be considered because you need to

act professional, you need to act friendly, you need to keep your distance. And also be
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approachable” with a list of necessities by ST24, with a focus on uniqueness of teacher

identity by ST16 as below:

1 will be a teacher as myself. I will of course be model, I will be an example, I will
take experiences of our lecturers and myself. I will find a new way for myself just
picking the good ones, taking the good ones, good examples. It might be just an
activity, just a smiling, just a attitude greeting. (FGI-2) .

I can tell it with a metaphor. I started like an orchestra chef/player and then I
changed it into a basketball coach. In the classroom, there need to be always a
harmony, we need to be altogether with our students. I need to guide them but they

need to take the action. I need to guide them and show the way, encourage them.

(ST30, FGI-3).

Under their imagined identities, classroom environment was another topic that the
participants reflected on. Most of them agreed that classroom management was not an easy
task for them as in the statement that: “Classroom management is also really difficult for us”

(ST27, FGI-4) and as follows:

1 think classroom management is more important than teaching. I mostly feel
uncomfortable in the class. Classroom management for the first 2 months maybe
because students know that you are not their actual teacher, you are only a helper
there and so. Whenever you start teaching to them [...], and then they start to show

some respect, real respect. (ST24, FGI-3).

ST7 believed that it was something to be improved by real practice as stated: “As a student
teacher I think we are not capable of expecting the students’ answer, like in a crisis moment.

I don’t know what I'm going to do, and it is experience again you can’t read and learn it

from a book.” (FGI-2).

When it came to the responsibilities, or the things the participants felt as they should have
had as teachers; the following remarks were found relevant: “I should be able to refer to
intellectual sides of students because language is something that you add life in it. And

students most probably are eager to learn out of the classroom so I should be able to
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integrate the real life or intellectual things in my lesson too” (ST2, FGI-1), and ST25 stated:
“I want to meet those students with new and beautiful things such as arts, music and
different hobbies because in the university I met with lots of people that they don’t have any
hobbies.” (FGI-2). ST also mentioned: “I think I want my students to know why they are in
my classroom. I want to teach them both academic things but also personal things. I mean |

want to help with their personal growth.” (FGI-3).

As can be seen in above quotes, some of the participants acknowledged themselves as
teachers who are to contribute to their students’ personal and intellectual growth. Sometimes,

the participants had big scale goals too as in ST6’s case:

When I was in another primary school, we didn’t think about any other foreign
languages so important. It wasn’t necessary. We solved math or science problems.
Maybe we change at least this idea. Maybe we can show them. In private schools, as
far as I observe they already know it is important but in state schools they focus on
the exams and there are some English questions in the exam they don’t care about so
much because it doesn’t affect their overall grade. Maybe we change it we can show
them it is important. Now it is a global world and we need to communicate, we can’t

change the world entirely but at least our own schools. (FGI-3).

The participants stated that how they would react as teachers depended on the school,

students, and contexts. For example, ST3 told that:

[ think it depends on the school. For example, the school that I went for internship
last semester was like a dream school. It was a state school but there were 15
students in the class. The classes were for visuals learners, smart boards and
everything. And I taught that class by loving the class because the students were

perfect even at a state school. But this semester this state school is different. (FGI-

4.

1t also depends on the school environment that we are working at, like state school
and other schools. Like ST11 said she wants to be a flexible teacher but they should

be on track all the time in state schools so you cannot postpone covering one subject
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to next week. Also maybe different schools may not allow it. So it also depends on
the tolerance that we will see from the administration and other teachers. (STIS,

FGI-4).

Evaluating their teaching skills, the participants stated that they needed more experience to
be able to make more realistic judgments on the topic, and several of them made it clear that
they were good in theory (ST3 & ST27, FGI-4). However, it was noted that practice
teaching would be a process to decide on their “behaviors towards students or improve their
communication with them” (ST20, FGI-3). In terms of their language skills, almost all the
participants agreed that they were “really good” (ST3, ST13 & ST17, FGI-4). However,
ST2 acknowledged that:

We may have mistakes. We are L2 speakers so I should be able to teach my students
that language learning as a concept is a collaborative work. So for example if 1
can’t remember a word, they should be able to look through their dictionaries and
tell me. Maybe they should be able to teach me how to pronounce that. And they
won’t blame me; they shouldn’t blame me of my gap in this. Because they should be
able to know that it is a process and it is collaborative and there is nothing to be

arrogant in learning. (FGI-1).

Also, ST18 clarified:

1 think knowing everything about English is not possible. And we had our internship
last semester at (private high school). And we have learnt a lot of stuff from our
students, our 5th graders. It was really amazing that how much they know about
English and every day use of the language. So we have learnt a lot from them. It is
not possible to know everything. [...] I learnt much vocabulary from last semester,
from the students. So they taught me new vocabulary. They have a large vocabulary

size in terms of games, technology or everything, and we can learn a lot. (FGI-1).

The participants were also asked to reflect on how they felt as language teachers, ST25

explained that:
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1 think I am not ready for a real life experience because we only have a chance to
see it for our first year. So it’s really hard to adapt I guess. Maybe at the end of this
term we can feel ready, be ready but we need to see more. For example me, |
couldn’t have a chance to work with very young learners or adult learners etc. I just
have 6 graders now 7th and 8th graders. So we need to see more, I don’t know how

it can be happen but maybe it can be better with the experience. (FGI-2).

ST21 felt the same way and gave an example:

in the classroom, I felt insecure because they were yelling at each other, they
weren'’t listening to me and they even broke the lamp. I got confused and lost. They
weren't listening to me, I then yelled but they again [...] 5th grade and that was
horrible for me. I don’t know I don’t feel ready myself for teaching. (FGI-2).

There were incidents where a participant felt ready though: “Last semester I gained my
experience in a state secondary school. What should I do is to be more strict to the students
because they see me as smiling face and they like me. Very young learners and they can

abuse this side I need to improve my strictness” (ST14, FGI-2).

Being “excited” (ST27, FGI-4), “motivated” (ST3, FGI-4) were other feelings that the
participants experienced in their initial state at their practice teaching journey to become
teachers. Only ST20 talked about being an authority in class at the beginning of practice
teaching and commented: “Even if you're so friendly, you should have some borders.
Otherwise, you may lose your [face]. You should build your communication in that way. You

can be friendly but you need to show that you re the teacher, you 're the authority” (FGI-3).

4.3.2.2 Rule-based and schema-based identities

The participants also evaluated themselves as teachers at the end of practice teaching. The
area that was discussed most was teacher authority in class. ST22 said that: “I think I am an
authoritative person as a teacher, not in real life but in the classroom environment I think 1
am authoritative” (FGI-6). Some other participants agreed as: “The power should be in the

teacher” (ST7, FGI-6) and “I feel like as authoritarian because I am dealing with
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misbehaviors” (ST17, FGI-6). ST8 commented on misbehaviors: “I think I would tell them
the correct way and encourage them to the right things in a satisfying manner. If I still see
the examples of any disrespect or cheating, I think I would use negative reinforcement as a

punishment.” (FGI-2).

There were some participants as well arguing that the teacher and students in class should
share the power. In this vein, ST10 asked: “I think the students and the teacher should share
the power in the class, I mean why not equality” (FGI-5). ST15 agreed with ST10 and added
that: “a teacher must have a little bit much more power in the class but I agree with ST10
sometimes she or he can share the responsibility with the students.” (FGI-5). Also ST13
said: “I think the teacher should have the power in the classroom but sometimes as ST17

said students take the power” (FGI-6). Similarly, ST2 asserted that:

We fake a mutual power but it is not true. I think there is no mutual power between
students and teachers. As ST19 said teachers should have power but not much.
Maybe not equal too, but not much too. So achieving a balance between them is

important. (FGI-5).

For ST3 it was the same as well: “I think the power can be shared between the teacher and
students. Students show their power by their willingness and need to learn, and the teacher

shows the power by having the right to control the class” (FGI-8). ST12 acknowledged that:

In my classroom, everybody should have the power and it is shared by everybody. As
our parents or grandparents told, there was a very strict discipline in the classrooms
in the past. They did not use to have right to talk in front of their teachers. However,
1 don’t think this is an effective strategy because the classroom is like a small

community and everybody has the right to talk. (FGI-8).

ST6 mentioned the idea of sharing the power between the teacher and students: “I do not like
the idea the teacher is the sole source of authority. The teacher should be a facilitator in the
classroom. [ think if students know their limits from the first day of the school name,

everything will be fine” (FGI-8). In a similar strand, ST20 told: “I am not that much
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authoritative teacher in the classroom, I like to share the power and the responsibility with

my students” (FGI-8).

On the other hand, ST26 stated some concerns:

At the same time, I don’t like being powerful in the classroom, I want being the same
status with the students. But because they are raised in this way, it is not so possible.
If I were in primary school and if I raised the students, I would do that but in Sth
graders, it is not so possible. We have to continue the system. I don’t like it but we
have to somehow. Not a leader, I want to teach them, I want them to teach me also
like collaborating with the students, creating a different atmosphere from what we

have learnt before. It is not so possible, or it is not easy to do right now. (FGI-7).

However, having the authority in class depended on several factors for the participants. For

example, ST25 commented on it and gave an example:

1 think I have the power if I am the only one in the classroom. But if there is a
mentor teacher or observer, I feel not so powerful because they are elders. Also if
there are experienced teacher, the students always listen to their orders. It happened
to me in my first semester in state school, it was 6th grade. Teacher went outside,
and left the class to one more trainee teacher and me. We were supposed to teach
something and class went mad. We couldn’t stop them. All of a sudden, the door
opened and the teacher came and yelled at students. Then they were absolutely
silent. When the teacher goes, they start to speak again and didn’t listen to us.

(FGI-7)

ST26 added to this:

Actually, if the students will get points out of this lesson, I really feel powerful
because I am working in a private institute and they are 8th graders, they will take
an exam, they need me, they really listen to me. And I have the power in the
classroom. But 7th graders, they think they have time till the exam so they don’t need

so much English. If I don’t do anything enjoyable in the classroom, anything fun
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they don’t want to participate in the lesson. So I have to do extra things in that
classroom. In the school that I do my internship, they listen to me but because the

mentor is here, I don’t feel that powerful. (FGI-7).

At the end of practice teaching, the participants argued some of their responsibilities as well.
ST10 stated that: “I need to create a relaxed atmosphere for children or I mean language
learners so that they can feel confident and they can do better” (FGI-5). Creating “a
classroom free from anxiety” (FGI-8) was something that ST12 attained as their
responsibility as a teacher. ST15 added: “coming fo class being prepared is my
responsibility because if the teacher doesn’t have a good plan don’t have a good plan to
apply it doesn’t work. I didn’t like the unplanned teachers because a teacher should know
what to do and what she or he expects from the students to do” (FGI-5). “Building mutual
trust between students and teachers” and ‘“caring about students” was what ST2 saw as a
part practiced teacher professional identity (FGI-5) and “fo teach students how to learn” was
ST6’s aim while teaching English. ST17 had a different concern: “I create a safe
environment for students because they sometimes especially the young learner they
sometimes throw something at each other the pencils and they are all dangerous sometimes

they can create some danger in the classroom” (FGI-6).

Similarly, ST27 aimed to make students ‘feel safe in the classroom” and added: “I think

they should feel relaxed in the classroom; they should not hesitate to speak in the
classroom” (FGI-7) and further described:

Our students don’t have so many chances to practice their English outside of the
classroom because of this, classroom is the only way to practice their English. We as
teacher, we should provide them more input to practice their English. They will face
so many problems in their future related to English, probably all of them will go to
preparatory school in university, to get rid of these problems, we should help them

in our classrooms. (FGI-7).

When it comes to the characteristics of the participants at the end of practice teaching, ST18

mentioned that:
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Personally, I was not a patient person or I did not have much interest in teaching
and students until my first school experience course. Now, after seven months, I can
say with confidence that I became more caring and patient towards the students. |
believe if we try to make the best out of our experiences, we make a lot of progress

on the way of being a good teacher. (FGI-6).

ST10 saw that she had a lot in common with her previous teachers, and mentor teachers so
far: “All of the teachers we talked about influenced us in a way that we couldn’t even realize
1 mean when [ think about myself and I compare with my teaching in a classroom
environment I sometimes catch myself like resemblance with the my model teacher” (FGI-5).
ST10 further stated that: “my both mentor teachers said that 1 had a good rapport with the

students I mean I love having communication with the kids” (FGI-5).

ST29 thought himself of that: “As a teacher I think I am enthusiastic, friendly and I am
professional” (FGI-5). Another participant criticized the fact that: “I am like very caring
towards students but maybe it is better not to get in that much detail with their lives. Like if
they want to talk because when they feel they have a connection with the teacher they start to

talk about those issues” (ST7, FGI-6). For ST27 it was the case that:

1 think that I can be patient according to students. When we go to 6th graders, they
are very curious and ask questions related to our private life or general knowledge
about us. [ think I can be patient towards them because I like them, I like the way
they are asking questions. They look so sweet and nice while asking questions and |

cannot get angry with them. (FGI-7).

Similarly, ST12 said: “I think I am an affectionate and caring teacher. I do everything to
create a peaceful and positive environment in the classroom” (FGI-8). ST23 added: “I think
it is the teacher who makes the student love or hate English. So I am the teacher, like the

amusing one. I want to see the students having fun in the classes.” (FGI-7).

It was also the case that characteristics of the participant pre-service EFL teachers changed

through time and ST30 explained that:
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I am trying to improve myself, last night I was preparing my lesson plan and I was
thinking about how can I be more effective. I thought that maybe last year I didn’t
think in that way. I wouldn’t do the same things. Now, I am trying to. For example
last year I was also too kind for students, they never take seriously anything that 1
said. This year I am trying to make them feel I am the teacher. And they have to
listen to me. Of course, they may have their opinions, but we have to have respect for
each other. Another thing is that I really like laughing and making jokes but I am
trying to limit these jokes and laughing things. But I don’t want to do it also,

because it is important I want them to fell comfortable in the class. (FGI-6).

ST6 thought at the end of practice teaching that: “I am an enthusiastic teacher. I am caring
and understanding, so I have good communication skills. Also, I believe I am well prepared
for the lessons.” (FGI-8). ST20 asserted that: “I am a creative person; I can produce new
activities or new ways to teach whatever I want to teach.” (FGI-8). ST23 shared the way to

treat students and their characteristics as teachers:

1 think we are too kind for the children. They sometimes abuse it. I observe that, I'm
sure that I did the same thing, when ST24 said “could you please open your books”,
then the students said “do we have to, why” etc. I think the teacher should say,
“open your books” but in a nice way of course, but not too kind. I can be affected
easily by the students’ reaction. If they get bored, I felt so nervous. I take it personal.
(FGI-7).

Regarding their teaching and classroom management, the participants evaluated their skills

at the end of practice teaching as follows:

1 think I can deal with misbehaviors successfully very effectively when I look at the
students they become quiet suddenly. I am not a really calm person actually in my
real life. [...] but in the classroom I am really very calm, I am really shocked at
myself and also 1 think I sometimes become funny in the classroom so I think the
children, the students love me. (ST17, FGI-6).

1 have learned lots of things about classroom and time management, encouraging

students and how to act effectively in the classroom. For instance, in one of my
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teachings, I designed an activity and that seemed easy for my students. Because of
that, I skipped that activity, as I did not want to disengage my students. I continued
with the next activity and involved them in the lesson. These things can only be

learned by practice. (ST21, Article2).

ST1 suggested an alternative way:

1 evaluate my teaching by comparing with my other teachers. For example X teacher
wouldn’t do the same thing if she thought this lesson and I evaluate myself. In my
first teaching I did this and it didn’t work, and in the second teaching I did this and
again it didn’t work, and [ say to myself that I should try another method or another
thing to develop myself and I check the students’ comprehension. If they can answer
to my questions at the end of the lesson, I said that this lesson was good because

nearly all nearly all of them can answer the questions that I ask. (FGI-5).

STS told that she could create a positive classroom environment but she had problems with
giving instructions and explained: “I think I can create positive atmosphere in the class
easily but to [...] giving instruction problems” and exemplified: “like when I am giving
instructions I always thought that the students understand me and I am saying the steps in a
fast way not step by step but all of them at once. And the students mixed up that’s why I think
I need to learn more” (FGI-6). Similarly, ST26 stated: “giving instructions in the classroom
is not so easy, so I need to improve it too. At least I have to know how to respond when a

student say something, do a disruptive behavior.” (FGI-7).

Although ST6 thought that they didn’t have enough experience, she told: “I can say I am
good at the interaction with students and the lesson plans. However, I have difficulty in
timing and classroom management” (FGI-8). The participants agreed that they needed more
experience as could be seen in: “I think teaching develops as we gain experience. For now,
I'm doing well, but I'm not as good as I might be. I will be a better teacher as I gain

experience” (ST3, FGI-8).

When it comes to their language skills, the participants asserted: “I think I'm very good at

my language” (ST3, FGI-8). However, most of them shared similar concerns such as
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improving speaking skills: “I need to develop myself in terms of speaking” (ST6, FGI-8),

and

At the very beginning of this semester, I think that we will be very disappointed with
our pronunciation skills, speaking skills. Because the students are very good at
[private high], their English are perfect. We don’t feel confident, and they interact
with us. So I actually evaluate my language skills in speaking with the students and
teachers’ speech. And I don’t think I have a problem with writing and reading etc.
But the only thing I guess is speaking. (ST25, FGI-8).

ST1 and ST29 also mentioned similar concerns:

When I come to language skills I think I am a little bit how can I say over-excited
especially while 1 was speaking because [ feel not comfortable with my
pronunciation. I am really afraid of saying the wrong version of the words and 1 feel
that the students or the teacher will laugh at me or teacher will say that “she doesn’t
know the correct pronunciation.” so before the my teachings I always try to look to

right pronunciation of the word” (ST1, FGI-5).

I haven’t got a chance to go Erasmus and interact with the people from English
spoken that’s one of the problems that I face and I think I have some problems as a
language skills not as a pronunciation but as a just combining the words let’s say
the sentences and I think as a teaching actually I can say that I know what to do 1
know very well what to do but I just I just have some problems to show it. I am trying
but always I have some problems and I think with a lot of practice I can solve this in

one or two years I don’t know but it will be all right in time. (ST29, FGI-5).

ST2 admired her mentor teacher and explained how she felt: “She [mentor teacher] is a
native speaker and 1 feel so inferior when I just face with her, participate in her lessons. So [
should I think develop my speaking skills more and it has no end, I am so doubtful about
myself” (FGI-5). For ST7, it was grammar-related issues:
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Yesterday I had a micro teaching and the feedback that I have from the students
from the teachers is very positive [...] but the problem is I speak really without a
grammar because yesterday I use a sentence like how many peoples are, and
students says “peoples” like I really can’t focus while speaking. I can’t focus on

grammar. (FGI-8).

The participants had different aims in mind at the end of practice teaching, ST1 aimed “to

make the world in a smaller place for [my] students” (FGI-5), for ST18 it was “fo help them

actualize themselves” besides helping with language skills (FGI-6). In addition, ST20

clarified her role in detail:

I was a theatre player in the primary, secondary and high school and I was on the
stage all the time. I was also in the management team of the plays, we were writing
or choosing the plays and I was one of the directors. Being on the stage and
controlling the play at the same time was making me happiest person in the world.
Then [ realized that feeling I felt in my stomach is the same with the feeling that [ am
feeling while I am teaching something in front of the classroom. Just before I enter
the classroom, I have the same excitement with the times when I was preparing to
get on the stage. Because, before you get on the stage, you leave everything behind,;
your life, your concerns, your thoughts. You just get on the stage, are someone else
and do whatever you should do. I think being teacher is similar because before you
enter a classroom you leave everything behind. There are only you and your

students, nothing else matters. (FGI-8).

ST23 also aimed to make students aware of different cultures: “It is the same that what my

purpose was to learn English. [ wanted to learn English to communicate with other cultures,

other people around the world to understand them and to make them understand me, not to

take exams” (FGI-7).

Yet still, ST23 had some concerns:

They have prejudice about different languages, foreign languages. So I want change

their mind at this point. At the same time, as you know linguistic imperialism thing [
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don’t want them to change their cultures just because they are so much exposed to

English or their culture. I want them to be aware of this. (FGI-7)

ST3 added: “My purpose is to help my students communicate throughout the world” (FGI-

8). Some other participants also mentioned culture-related aims as a teacher:

I want to teach English to broaden their horizon. If you learn one more language
and if it’s English the common language, lingua franca, it opens lots of doors. For
example now I can read anything in English, even if it is in Malaysian language 1
can find its English version. There is no need to find Turkish to get information.

(ST25, FGI-7).

1 think it is a cool thing to be a language teacher because you are not teaching just
an area, but you are teaching a culture. Since English is lingua franca nowadays, it
would be a great tool to learn more about the world. English can open new doors for
my students .I also believe that as people learn about the other cultures, they would
learn to accept differences, and respect each other because the things that we are

not aware of frighten us. (ST6, FGI-8).

ST12 felt “proud” to teach English as in her own words and clarified her aims as a teacher:

1 feel that language teachers are very important nowadays because everybody has to
learn a foreign language to get a job, apply for a master or doctorate degree, study
abroad and etc. People are aware of the fact that they need us and this makes me
proud. My purpose in teaching EFL is that to be able to see the people speak or
write something in this language. They should be able to produce something. (FGI-

8).

The remaining focus areas of the participants at the end of practice teaching was how they
felt about teaching English and their classroom management abilities. In reference to skills,
ST12 told that:
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As a senior student, I really feel that it is my turn to teach after being taught 4 years
in the university. I really trust my teaching and language skills when I look at the
education I get at METU and compare it to the other universities. However, I also
know that there are lots of things that we will learn while teaching because learning

never stops. (FGI-8).

For feelings, ST13 also stated:

1 feel so happy to be a teacher of EFL because teaching English is not like teaching
Math or something because language is limitless and we can learn lots of things at
the same time at the same time about culture language or another thing since it is

limitless I love is and I feel also energetic while teaching. (FGI-6).

Similarly, ST7 mentioned:

1 think it is it’s kind of having fun with them I really like those little creatures [...] in
the last teaching they told me some cruel, they gave me some cruel feedback students
but I didn’t get offended and I take them. [...] I really like it, I don’t feel like it’s a
duty or burden on my shoulder. (FGI-6).

Two of the participants had some questions though like ST23 indicated: “I don’t feel very
well for teaching EFL in Turkey, because I feel like it is not so effective especially for public
schools” (FGI-7), and ST17 asserted:

I think I am feeling neglected because English is important not only in school
settings but in the whole world, it has some dominance and it has some importance
but in school settings English is seen as another subject to be covered. And they
don’t have the facilities and sources to teach English properly and also as ST17
suggested the students also think of English as a as something to be passed and help
them pass their exams or something, and I think the main purpose should be as ST5

suggested learning English, not just passing some exams. (FGI-6).
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Although the participants stated that they were good at classroom management too (ST17,

FGI-8), there were some concerns identified:

1 am really interested in classroom management issue also I cannot stand that they
sometimes humiliate each other and I really cannot stand [...] I cannot put up with
that issue and [ ...] teacher should warn should prepare students for the social skills
for the social life and it is not only as a language not in terms of language focus but
in terms of social relations. (ST10, FGI-6).

1 realized that you can’t control everything in the classroom. You can’t say every
talking student to shush or stop talking. I don’t know it should be a natural
environment because they learn language and they need to use it even if it is a

chitchat. (ST20, FGI-5).

4.3.2.3 Discussion

The data from reflective response journals, pre-practice teaching, and post-practice teaching
focus-group interviews were analyzed in order to answer the second research question on
how pre-service EFL teachers saw their professional identity development throughout
practice teaching. In order to find out the participants’ understanding of who they are as a
part of their identity for Danielewicz (2001), the participants were guided to explore the
meaning of teacher professional identity for themselves; and they practiced how to be
teachers; shared a community in their own practice teaching contexts; and finally related all
these to their identities throughout practice teaching process. According to Mayer (1999),
teacher identity also encompasses one’s feelings as a teacher, and the participants mentioned

both positive feelings and some concerns that they had.

Xu (2012, 2013) argued that professional identity could be grouped under four assumptions;
cue-based, exemplar-based, rule-based, and schema-based in parallel to Moscovici’s (2000)
theory. In their answers to essentials of teacher professional identity and their own teacher
identity construction revealed that there is a shift from cue or exemplar-based identities to
rule or schema-based identities. This could be seen in the participants’ article response

journals and focus-group interviews.
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The participants’ statements about the traits of teachers stated in article responses which
were mostly written at the beginning of practice teaching, and discussion of their own
characteristics and roles as the most frequent topics in pre-practice teaching focus-group
interviews signaled their cue-based identities as these types of identity builds on the different
characteristics of social entities. These two findings clarified that the participants had cue-
based identities at the beginning of practice teaching. In addition, the findings presented
exemplar-based identities at the beginning of practice teaching. That is to say, in article
responses, and pre-practice teaching focus-group interviews, the participants associated the
characteristics that a teacher should possess with their previous teachers, which supported
exemplar-based identities depending representative examples of social entities or
individuals’ role models. To be more precise, the participants’ comments on their
characteristics and roles as teachers, and the frequent link to past teachers in pre-practice
teaching focus group interviews indicated cue and exemplar-based identities of the
participants. For their cue-based, and exemplar-based identities, the data were categorized
under characteristics, roles, responsibilities, teaching and language skills, and feelings of the
participants. As can be deduced from the findings, the participants relied on their cue-based
identities built on their different characteristics as teachers, and exemplar-based identities
built on their past teachers indicating either their role-models or representatives of the

profession.

The findings also revealed rule or schema-based identities in terms of the participants’ final
state in practice teaching. The most frequent topic in their final comments supported by post-
practice teaching focus-group interview data was the issue authority in class, which can be
directly linked to rule-based identities of teachers. The issue of authority was the least
frequent topic in pre-practice teaching focus-group interviews; however, it turned out to be
the most frequent one in post-practice teaching focus-group interviews. Besides, the issue of
responsibilities manipulated by the rules in the participants’ minds was the second most
frequent topic in post-practice teaching focus-group interviews. These two topics signaled
rule-based identities of the participants. Lastly, schema-based identities, which could be seen
as behaviors in response to dynamic contexts, were manifested through the participants’
comments on their changing practices in state and private schools stemming from different
identity traits, though not abundant in the data. It could be inferred that depending on

regulative rules and utilizing different schemas in different teaching contexts were quite
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important in all their comments on authority, responsibilities, characteristics, roles, teaching
and language skills, and classroom management. Overall, the findings supported the
literature in the sense that there is a transition from cue and exemplar-based identities to rule

and schema-based identities as alleged by Xu (2013).

As further discussed by Wenger (1998), identity was in modes of engagement, imagination,
and alignment. In this study, interacting with students, their peers and mentors could be
linked to engagement during practice teaching; constructing a broader image of teacher
professional identity across time and space through their comments on essentials of teacher
professional identity could be linked to imagination; and finally their evaluation of
themselves as teachers during practice teaching could be linked to alignment in Wenger’s
(1998) framework. Building on these premises, the findings also illustrated the binary
process of identification and negotiation of meanings. Overall, it is concluded that the
participants in this study manifested negotiability of meanings as they were able to identify
themselves with the profession through their sincere wishes to contribute to the betterment of
language teaching and learning as the experience were relevant to their own interpretation. It
is thought that the participants of the current study will be prospective samples of identities
of engagement as a result of matching of these two identity formation sources as suggested

by Tsui (2007).

When compared to previous research on teacher professional identity, the findings supported
the generalizations of Beijaard, Meijer, and Verloop’s (2004) in the sense that the
participants saw identity formation process as continuous starting even before practice
teaching, personally and contextually constructed having some certain personality traits and
being effected by the elements of practice teaching and reflection. The participants also
didn’t see their teacher professional identity fully constructed once-and-all, rather they saw it
as a lifelong process (Beijaard et al., 2004). Moreover, teacher identity development was a
process of self-questioning for the participants as in Thomas and Beuchamp’s (2011) study
throughout practice teaching. The findings revealed similar results with Sugrue’s (1997)
study too; the participants were also worried about the discipline issue in class as who held
the authority, they mentioned similar characteristics as being caring and lovely, they
underlined the fact that classroom management and delivery of instruction were crucial in

teachers’ professional baggage.
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There were other areas the participants commented on during pre-practice teaching and post-
practice teaching interviews. Likewise in Zare-ee and Ghasedi’s (2014) study, the
participants stated technology as a part of their identity in teacher as a didactical expert at the
beginning of practice teaching. In terms of their roles, the participants supported English
language teachers as interculturally competent guides as in Sercu (2006) at the end of
practice teaching. The participants also embraced the same roles such as facilitator, guide,
and encouraging throughout practice teaching with what Bathmaker and Avis’ (2005)
findings suggested.

Some other findings parallel to the literature were that teaching was a job to be proud of in
one of the participant’s words similar to Chong, et.al (2011), and adopting a learner-centered
approach and being open to change was vital in teacher professional identity similar to
Lamote and Engels (2010). In terms of the participants’ characteristics as teachers during
practice teaching, the findings reported caring as the most prevalent one parallel to
O’Connor (2008), and friendliness parallel to Timostsuk and Ugaste (2012) and Furlong
(2013).

4.3.3 Practice teaching and reflection as valuable aids

The data obtained from reflections and focus-group interviews were analyzed in order to
answer the third research question on which elements of practice teaching and reflection

affect pre-service teachers’ professional identity formation.

4.3.3.1 Practice teaching as an opportunity of professional growth

For practice teaching, the participants discussed the role of their mentor teachers, appreciated
the chance to observe, improve their skills, and to get to know different student profiles. The
participants valued the experience of their mentor teachers, ST13 told: “We learn from our
mentor. It is like if mentor teacher is doing something, we can think like if I were the teacher,
I wouldn’t do that or I would definitely do that.” (FGI-3). For ST18 stated that: “feedback
given from our mentor teachers is really helpful” (FGI-4), and ST17 aspired to be like her

mentor teacher and stated: “She was not always smiling, but she was very friendly, really
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caring and she was really professional at the same time. I want to be like her” (FGI-4).

ST18 and ST17 had the same mentor teacher, and ST18 gave an example:

In one of her classes, one student said something and she didn’t know what that is.
And she asked her to present it in the class for next hour. She presented it. It was
really nice that she accepted that she didn’t know it. And she said I want to learn it

from you. And she explained it and have a little presentation about it. (FGI-4).

ST17 further explained:

Our mentor teacher was really competent and I also try to improve my English. Our
mentor teacher was actually perfect in anyway and she has the good knowledge of
English and she knows how to pass that on to the students and she also know how to
include each and every student in the class to the lesson so it was really very
effective and she also had very nice classroom management skills she never shouted
at any of the students but she has this look when she looks at a student he or she
suddenly became silent and also she has many techniques actually to silence [...]
she turn off and on the lights and she raises her hands everybody who sees that she
raises her hand [...] as a threat. (FGI-6).

ST26 found her mentor teacher’s feedback quite helpful: “It is not so possible to evaluate my

own teaching, so I am trying to improve it according to my mentor’s feedback” (FGI-T7).

Our mentor teachers in practice teaching have influenced my teaching beliefs and
performance. Until now, we have learnt a lot of theoretical knowledge about
language learning and teaching. We did lots of micro-teaching but I think they were
all utopic because there were no real classroom and students. However, our mentor
teachers showed us how these theories worked in reality. They illustrated the reality
part of these teachings. For example, we learnt a lot of classroom management
techniques and we thought that they were all perfect to manage the classroom.
However, I saw many different techniques from my mentor teachers working very

well. (ST12, FGI-8).
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However, some participants faced some challenging situations related to their mentor
teachers such that: “She is not eager to interest on me I can say she was just continuing her
teaching but I want I just want her to show me something how the things work in a private
school” (ST29, FGI-5), or ST30 who was happy with her mentor teacher the previous term
but not during practice teaching: “She was really effective as a teacher I think but this term, 1
am at state middle and the reality hits hard. I simply didn’t learn anything actually it was
really hard for me. I learned how not to be a teacher” (FGI-6)

The participants connected what they observed with what they had reflected on as observers.

The two incidents below exemplified this situation:

Even though we insist on continuing to be a teacher as sage on the stage, it will not
work. For example, last semester I observed 5th graders for my School Experience
course. The teacher was using smart board for some activities which also require
some movements in some classes, while she was using just the course book in the
others. In parallel with the article’s ideas, the students were really engaged in the
lessons in which they use the smart board for some exercises. On the other hand,
when they were just dealing with the course book or listening to the teacher, the
students were obviously got bored which led them to lose their interests in the
lesson. Therefore, especially with the younger learners, we —as teachers- should
leave the stage and walk around the class during the lessons as well as using various

visuals to attract students’ attention. (ST3, Articlel).

Similarly, ST6 commented:

Students are experts on multitasking; they focus on multiple tasks while participating
in classroom activities and completing their HW assignments. I was observing a
student at private high last semester in the scope of the school experience course. In
a grammar class, Giirman was completing a fill in the blanks activity. Meanwhile,
he was also reading a short story from the book secretly and talking to his friends.
At the beginning, I thought that he was not interested in the class, but quite
surprisingly he was impressively careful about what his teacher was saying. He was

taking notes and asking questions to his teacher. (Articlel).
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Additionally, ST21 stated: “When I observe my students in practicum, I realize that they all
have cell phones and use social media and like using online sources for their homework”
(Articlel). Also, ST19 added: “we observe a lot.. But the more I learn the more I question
myself. And I see that it is a little bit pessimistic but I don’t like the self-confident and
dominant figure that I think which is necessary to become a teacher” (FGI-1). ST19 had a
concern though: “I think that we are just observing lessons” but added more: “we should
know what the teachers are doing besides classroom type, how they are preparing for a
lesson, how do they design their materials, what do they discuss in their group meetings, we
have no idea about that. I think we should be more involved with the whole process.” (FGI-

1). ST5 also mentioned practice teaching was also useful for observing different levels:

last semester we were in high school, I couldn’t see actually how to manage young
learners’ classroom. Actually we are lucky because our students in private middle
they are really good at English. It is really easy to communicate with them. I can see

how teacher manage them, how teacher calm them down. (FGI-3).

For ST24, observing was ‘“reducing their anxiety” (FGI-3), for ST23 it was a way “fo
correct their mistakes” (FGI-3) as “the more you are experienced in real life, the better you

become” (FGI-7).

Practice teaching also helped the participants’ improvement of their skills and knowledge.

ST25 summarized that:

Actually 1 find it beneficial because it helps me to get it a little bit serious, because it
is different from any other courses because it will be our profession and maybe the
aim of our lives, I don’t know. So it creates a little professional atmosphere, chat
with my colleagues, share ideas, enlighten each other. So it would be beneficial 1

guess. And I'm happy even with the readings. (FGI-2).

1 think mentor teachers, supervisors, the students and also the learning styles of the

students will help us because when you come across with a, let’s say, kinesthetic
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learner, you learn how to control it and you learn how to manage the classroom. So

all these things will contribute us. (ST13, FGI-3).

The participants found interaction with students, managing the classroom, and experiencing
real teaching important as well as contribution of practice teaching to these skills. ST6 had

positive experiences from practice teaching and realized:

My school has contributed me extremely. I faced with the reality. In our practice
teachings, we had the utopian class, utopian students. We assumed that our students
can do any task we give to them. However, now I know things are quite different.
Also, I realized perfect language teaching is possible. Namely, I attended private
middle this year. My observations showed me students can learn a language

effectively when appropriate materials, teaching methods are provided. (FGI-8).

Another area that was effective in the participants’ teacher identity formation was the fact
that practice teaching allowed for meeting different students of level and grade. ST15’s first

impression was:

Actually I am positively impressed because the students are more mature. For
example my 5th graders was so cute but they were hard to manage in the classroom.
So [ think in private high they are more eager to learn, they are aware of what they
are doing in the classroom. And they are aware of their aim in the classroom. And
the teacher is also more relaxed in the classroom, because their age is more closer

than the other one. (FGI-1).

It affected ST31’s way of instruction:

While working with high school students, I act according to their profile because
their English level was not so high like the private mid school. So I try to keep for
example while teaching my sentences as simple as I can. I try to approach them
thinking that they can understand this word or vocabulary but maybe they don’t
know this meaning. So I acted like to their background knowledge for teaching.
(FGI-3).
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ST13 made a comparison: “I’m still in the same school like last semester, the hardest part of
last semester was content, literature. I didn’t have any difficulty in managing classroom. But
this time it’s young learners and they are really hard to deal with.” (FGI-3), so practice
teaching was a chance in this sense. For ST6 it was the case that; “I learnt how to adapt my
language to their level. I mean for older learners we can explain things in different ways but
with young learners we have to be really careful. They need to understand what we mean.”

(FGI-8).

Practice teaching was also a process of questioning for the participants; to decide whether
they would be teachers or not (ST19, FGI-1), see do’s and don’ts of teaching (ST12, FGI-4),
observe characteristics of today’s learners (ST11, FGI-4). ST3 told: “For, example, I have
learned to wait for a while when I ask a question to a student before I direct the question to

another student or answer it” (Article2).

4.3.3.2 Reflection as a process of deepening understanding

Reflection that was described as “comments, experiences related to observation” (FGI-1),
“writing our opinions on something” (FGI-4) and was found useful by most of the
participants due to such aims as follows: “It realizes it as a concrete thing. When we
experience things and read an article we think, but it just in our minds. So to share and get a

feedback or keep for the future. It’s allowing for in-depth understanding, ” (ST25, FGI-2).

1 also realize that critical thinking ability is gained through this reflection process.
When 1 first started the university like you said we begin to reflect on everything that
we read, that we saw, that we watched, that we listened also. And but now I can say
that this is helpful to think. I realized that I began to question some thing, question
every thing in my life that I encounter. (ST1, FGI-1).

It was also found useful for the fact that: “we could talk about it we could relate it to our

real life and we can compare it with our observations” (ST7, FGI-2). ST30 discussed that:

“I think reflecting on ourselves our own teaching are quite helpful because when I think
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about my teaching I find my mistakes and I can think about how I can fix those mistakes”

(FGI-3). ST18 similarly commented:

1 think reflection provides us a framework to combine theory and practice. Like we
observe the classroom and we get the sense of the reality of practice. I will also have
the practical background so we can explain the behavior, and what works based on

theory. So it helps us to understand the dynamics of the classroom. (FGI-4).

ST18 added elsewhere in her speech: “for this class also sometimes we don’t recognize
events, but then we understand that was the reason she was doing that. It gives you a chance
to put yourself in the teachers’ shoes” combining what they had thought while writing their
reflections and the real classroom that they observed. ST11 explained the process of

reflection:

1 also like reflections. When we read the article on our own, we think just once. We
Jjust read, maybe we take notes but generally not. When we come to the class, we are
discussing the main issues, or important parts, we are emphasizing them. And when
we go to the observation, we will try to observe these principles. Are they real or
not? So we think 3 times and this makes the principles or the information that we

have learned more permanent. So, I think it is really important. (FGI-4).

ST20 commented in a similar vein: “they made me realize what I was exactly doing. If they
weren’t, I would go to my practice teaching school and I would just observe but [...] our
observations had a meaning.” (FGI-8). Most of the participants thought that writing
reflections was beneficial and worth spending time on as long as they ‘“‘focus on only one

issue” (ST4, FGI-2), and “talk about applications” (ST5, FGI-3) in class.

ST11 evaluated specifically one of the article reflections and said:

1 think it may help to change ourselves. For example when you read something, you

say that it may work in my classes. I may use it. Or [ may not use it. [ will not do it.

For example today we read an article about generation Y and Z. we learn the profile
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of our students. We learn about them. And we are going to teach them in a year. And

that may be helpful. (FGI-4).

ST3 saw reflection as a way to figure their real ideas on issues: “For example while reading
an article, or while observing something, we aren’t aware of our experience, opinion but
when we are writing a reflection, we have to think about them. And we can learn our

opinions from these reflections.” (FGI-4).

ST31 indicated that: “we provide each other different perspectives for the same situation.
We go to different schools; same situation can be treated in different schools” (FGI-3) for
their discussions in class prior to reflection writing. All in all, reflection was found that

relevant to question the participants’ own practices:

You question yourself stop and think. For example if we didn’t have to write
reflections on the articles, maybe we would forget about the events because it is
past.  We would forget, we wouldn’t question, we wouldn’t ask questions to
ourselves. But in this way by reflections, we question, stop, think, analyze and 1

mean it helps us in this course, especially in this course. (ST12, FGI-4).

Although the participants agreed on the fact that reflection was helpful, they stated some key
points so that reflection would reach its aims. It was stated that: “there should be some limit,
some criteria, some questions so that we know how to reflect and what to reflect” (ST26,
FGI-2), and “They have to focus on some specific things” (ST24, FGI-3). They also stated
they needed “some guidance to write” (ST12, FGI-4). Furthermore, ST13 stated: “when it
is a lot, it is really boring and enough I don’t want to reflect on anything.” (FGI-3) and
ST12 added: “Sometimes you repeat yourself. That’s the only problem I think for me” (FGI-
4).

4.3.3.3 Discussion

The data from reflective response journals, pre-practice teaching, and post-practice teaching
focus-group interviews were analyzed in order to answer the third research question on how

practice teaching and reflection influenced pre-service EFL teachers’ understanding of their
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professional identity formation. The findings indicated that teacher professional identity was
affected by practice teaching experience in the sense that it gave the participants
opportunities to observe real classroom settings, students at different language proficiency
levels and of various profiles, to benefit from their mentors, improve their skills and
knowledge. The underlying principle of these was the fact that practice teaching was seen as
a process of questioning by the participants. It was confirmed by the findings that
professional identity development is a continuous and dynamic process (Flores & Day,
2006), which manifested itself as the participants’ initial and final states at practice teaching.
Teacher professional identity consists experiencing, doing, belonging and finally becoming
someone (Wenger, 1998; Timostsuk & Ugaste, 2010), thus practice teaching made these

possible for the participants as can de deduced from the data.

The findings specifically indicated that practice teaching was a time to observe real
classrooms of different language proficiency levels and backgrounds as Armut¢u and Yaman
(2010) proposed, and the participants similarly reported that they had the opportunity to get
used to unpredictable essence of classrooms. The findings also confirmed that mentoring
should be prioritized rather than supervision as Walkington (2005) argues for practice
teaching as the participants stated that they wanted to learn from their mentor teachers, and
waited them to give some helpful tips for teaching life. However, the participants had some
practical concerns and they wanted teacher education get tailored to meet their expectations
like Hong’s (2010) research. At the end of practice teaching, in line with Sachs’ (1999)
classification of “the activist identity”, the participants in this study had a transformative
attitude towards future when they mentioned some areas that should be changed and
improved. Practice teaching as a school—university partnership was found vital in teacher
identity formation through engagement, imagination, and alignment; quite a few participants
had doubts about starting teaching immediately after graduation, and questioned career

choices as in Trent and Lim’s (2010) case study.

The participants also mentioned reflection as a crucial part of professional growth (Griffiths,
2000; Korthagen & Vasalos, 2005), and as central to teacher professional identity formation
(O’Connor, 2008) to get them deepen their understanding of their teacher professional
identity. The findings match with Farrell’s (2013) arguments on reflection as the participants

stated reflection was a way to understand their classroom practices, gave them new ideas on

120



teaching, and possible solutions to problems that they might face in their professional lives.
In addition, the findings showed that the participants wrote about describing and recalling
about teaching situations such as their mentor’s or their real classroom practices, evaluated
them, and shared their evaluation with peers and the university professor as alleged by Lee
(2008). Furthermore, reflection writing was an enjoyable activity for the participants and
found useful for the participants’ professional identity development (Lee, 2008). However,
there were some concerns of the participants such as unclear instructions, and repetition. The
participants wanted to reflect critically allowing transferring knowledge in teacher education
program to actual classroom situations as suggested by Lee (2008). It was acknowledged by
the participants that reflection should pave the way to criticize their own or their peers’
teaching in order to make it a strong means to dive into their teacher professional identities

as argued by Beauchamp and Thomas (2009).

Finally, both practice teaching and reflection were found to be relevant and valuable to pre-
service EFL teachers’ professional identity formation. Teacher cognition which is described
as “‘unobservable cognitive dimension of teaching” by Borg (2003, p.81) and about
understanding “what teachers think, know, and believe” (Borg, 2009, p.163) has also some

interrelations with classroom practice including practice teaching.

In addition to classroom practice, Borg (2003) also draws the interrelationships of teacher
cognition with schooling, professional coursework, and contextual factors. In his summative
themes emerging from research discussed in Borg (2003), some similarities could be found
in line with the findings of this study. For example; as Borg (2003) suggested the findings
reported “variable outcomes — individual developmental pathways” (p.91) that every pre-
service EFL teacher utilized teacher education program in a unique way and it was especially
observed in the participants’ comments when they discussed the nature of teaching and
mostly focused on individuality in the profession, which was presented under the emergent

theme: describing the case.

Another supportive finding was Borg’s (2003) argument was that participant pre-service
EFL teachers had different experiences from practice teaching and reflective practice
embedded in teacher education program. Similarly, behavioral change and cognitive change

do not guarantee each other (Borg, 2003) as a result of teacher education or two component
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of it in this study as practice teaching and reflective practice. In a similar vein, teacher
cognitions and in-service teachers’ beliefs were found to be influenced by teacher education
too (Borg, 1999; Borg, 2009; Borg, 2011), and pre-service EFL teachers’ professional
identities were likewise influenced by practice teaching and reflective practices.
Furthermore, classroom experience that was gained through practice teaching had an impact
on teachers’ cognition (Borg, 1999) and on the participants’ professional identity package in

this study.

The findings revealed that the pre-service EFL teachers underlined the contextual
dependency of their identity features on students, private or state schools. Although they
stated some areas as in their ideal signaling cognitive change, they also made it clear that it
was not sure if they would perform accordingly bringing contextual dependency forward.
There were also some links to Borg’s (1999) arguments in the sense that pre-service teachers
were also affected by educational and professional experiences in their lives. Schooling,
specifically teachers’ language education could be related in this study to the exemplar-based
identities of the participants when they connected their features as teacher to previous
representatives of the profession and their role models. However, Borg (1999) discusses this
issue under grammar teaching practices. It is still possible to connect these two findings, as
cognition and identity are interrelated concepts. According to Borg (2009), teacher cognition
could be explored by self-reports and reflective journal writings, which two was manifested

in focus-group interviews and article reflective response journals in this study.

The findings could also be discussed under Gee’s (2001) conceptualization of identity under
four headings as nature, institution, discourse, and affinity identities. Identity as “being
recognized as a certain kind of person” (Gee, 2001, p.99) could be linked to different sources
of power in each of these four identity types. According to the participant pre-service EFL
teachers, teacher professional identity is not a nature identity as it is also under the control of
the individual and the society. However, this type of identity could collapse into other kinds
of identities while discussing teacher professional identity as well. In this regard, the
participants could be told to enact their institutional identities throughout practice teaching as
they hold the positions of “interns” or “student teachers” in their observation schools. It
could be said that this type of identity enforces some duties on pre-service EFL teachers as

they also commented while discussing requirement of the profession under teachers as
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pedagogical experts. Or, the discursive perspective of Gee (2001) could be tracked through
the participants’ comments on how they are seen by the students. This type of identity is not
something that they brought by birth or some institutional forces enabled them, but rather it
is “a matter of one’s individuality” (Gee, 2001, p.103). That is to say, pre-service EFL
teachers “construct and sustain identities through discourse and dialogue” (Gee, 2001, p.103)
for which practice teaching could be an environment or community in the current study. As
this type of identity is also about “ascriptions” (Gee, 2001, p.104), it could be discussed that
pre-service EFL teachers had employed this understanding of identity while commenting on
their professional identity as exemplar-based ones. They grounded their arguments on some
ascribed features to their role models and how this related to them as teachers-to-be.
Moreover, when the participants stated how they wanted their students remind them later in

their lives, it was again discourse or discursive identities that was brought up to stage.

From a modern perspective, discourse or discursive identities are achieved by individuals
who merit the certain features of identity primarily in their minds according to Gee (2001).
On the other hand, postmodern perspective alleges that it is not the individuals or the
identities but “discursive, representational, and semiotic processes through which identities
are created, sustained, and contested” (Gee, 2001, p.114). For this study, it could be
postulated that it is not only about the features of the participants as teachers but also about
the unique experiences and processes during practice teaching and teacher education which

are in a constant change.

The participants’ likelihood to change their characteristics is never off the discussion as
hinted in their comments on state and private schools or the alleged fact that they will keep
learning which pretty much warrants modifications in their beliefs and practices shaping
their professional identities. Lastly, affinity identities which could be treated as the affinity
group of pre-service EFL teachers sharing their practice teaching experiences and ideas
through reflective response journals in the current study, are to be found in the participants’
comment on how these two elements of teacher education affected their understanding of
their professional identities. As a concluding remark, it is of utmost importance to clarify
that none of these identities are completely separate but rather interwoven in complex and

complicated ways for the participant pre-service EFL teachers of this study too.
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4.4 Future Aspirations

The data revealed the participants’ future aspirations as well. At the beginning and end of
data collection process, the participants were asked about their future aspirations. Almost all
of them stated that they would be teachers, however they had different preferences on
whether to work at state or private sector. Those who did not want to work at state sector
made this decision due to such reasons that there would be no opportunities of professional
growth, and necessary facilities. ST1 summarized her decision as to work at universities or
private shools so that she can develop herself professionally as: “In state schools I think it is
not possible, because there are lots of things that we have to deal with; for example the
students’ profile, the parents’ profile, administration will be very different. So I do not want

to deal with these issues. I want to develop myself at my profession.” (FGI-1).

Some participants stated that they would work at tertiary level such as: “I want to stay at a
university as an instructor, but if not, I want to go to private schools or so. Public schools...
My last choice will be public schools” (ST26, FGI-2), and “I am thinking about starting my
career as a instructor at a private university” (ST5, FGI-6). However, ST28 stated: “I want

to work at public schools” (FGI-2).

Most of the participants also told they wanted to continue with their graduate studies
depending on their area of interest such as ELT, linguistics, international relations, and
drama. ST18 was one of these and stated: “I/’m going to change my subject of my studies. I'm
going to pursue my graduate studies in Linguistics. It’s not about ELT but I think talking

about linguistics also may help me improving my teaching practices” (FGI-4).

According to the participants, there should have been some changes in the present situation

of English language teaching in Turkey. They stated various things as ST29:

I think the problem in Turkey is the course book based teaching, half of the English
teachers are just teaching the stuff in course books and doing nothing else, this is one
of the problems maybe they should go abroad and see what the others are doing.

(FGL-5).
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They offered changes in teaching methods as to quit traditional methods, improving the
physical conditions of state schools, leaving being exam-oriented, adding to teachers’

knowledge of instructional technology and so on.

1 think the first thing that should be done is to change the exam system in Turkey
because the students see English as a subject for passing an exam, I want to teach
them in line with communicative purposes but they will want to solve tests. (ST13,

FGI-6).

Similarly, ST3 told: “No matter whatever changes happen in the literature about ELT,
teachers at schools use the traditional models all the time. I would like to change this
situation. I would like them to use different styles” (FGI-8). ST30 expressed her opinions as

below:

Other than testing, English teachers should speak English in their classrooms. Some
universities don’t even speak English in their English lessons at university. That 1
think is a big problem. And also, every year we teach same grammar but we should
change it. We should integrate some discussions about the world, because when they
go outside they will not talk about grammar, they will talk about economy etc. We
should integrate those things and critical thinking skills into English so that students
will enjoy it more too. (FGI-7).

The participants agreed that there should be more time for practice teaching during their

university education. ST12 told that:

We have to meet with this course earlier in our university life. I want this course to
be a bridge between being a university student and being a real teacher. The 3rd
year is the best. At least the observation could be the 3rd year and practice the 4th
year. (FGI-4).

1 don’’t think just sitting at a corner of a classroom helps my teaching so much. I see

some activities yet I don’t have any chance to teach and see myself how to teach this
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topic. I think that this course should be given earlier and continue until we graduate.

(ST10, FGI-5).

Some participants declared they had other plans but teaching, such as being involved in
European Volunteer Service, Fulbright Program, working as a translator, or starting their
own business. They also had some concerns regarding their future administration like lack of

appreciation and excessive workload.

In this chapter, I presented the themes which emerged after the interpretive analysis of
reflective article responses, pre-practice teaching and post-practice teaching focus-group
interviews. I tried to incorporate the participants’ voices by providing as much detail as
possible and discussed the findings in relation to the literature. In the following chapter, 1

will suggest the implications and conclude the study.
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CHAPTER 5

CONCLUSION

In this chapter, I will provide an overall summary of the study, then discuss the implications
of the study for and point out limitations of the study by proposing recommendations for

further research.

The study aimed to explore the pre-service EFL teachers’ opinions on the essentials of
teacher professional identity, their own professional identity development throughout
practice teaching, and the effects of practice teaching and reflection on their understanding
of their professional identity. It was designed to analyze pre-service teachers’ perceptions
through reflections in the practice teaching component of teacher education in order to
enhance their professional identity formation. It was tailored specifically to explore the
features of identities that pre-service EFL teachers demonstrated during this transformation
of student teachers into regular teachers as well as their understandings of their
transformation and how reflecting on their transformation helped them to construct and
reconstruct their professional identities during practice teaching. The impetus to conduct
such a study stemmed from the researcher’s personal interests in pre-service teacher

education.

Departing from these aims and interests, I asked three research questions on what constitutes
teacher professional identity according to pre-service EFL teachers, how they perceived their
own professional identity formation, and how practice teaching and reflection affected their
understanding of their professional identities. In order to answer these research questions,
data were collected through focus-group interviews at the beginning and end of practice
teaching and reflective response journals. The analysis and discussion of the findings clearly
demonstrated that pre-service EFL teachers were able to develop their understanding of their
professional identity formation by the contribution of reflections in the practice teaching
course. This process seemed to help them understand the initial times in their journeys to

become teachers. However, it is acknowledged by pre-service EFL teachers that this would
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be a continuous process which will be backed up by time spent and experience gained in the

profession.

The findings revealed that it was a complicated process for the participants to understand
who they were as teachers. It was certainly a dynamic process among the participant pre-
service EFL teachers. It was argued that teachers should be subject-matter experts, didactical
experts, and pedagogical experts on what constituted teacher professional identity according
to the participants. The findings also reported that the participant pre-service EFL teachers
experienced a transition from cue-based and exemplar-based identities to rule-based and
schema-based ones. These demonstrated that different types of professional identities
emerged from the data in the pendulum of imagined to practiced identities. Finally, it was
seen that the participant pre-service EFL teachers commented on the role of practice teaching
and reflection quite positively indicating that these two components both helped them grow
professionally and deepen their understanding of their professional identities. Overall, it
could be clearly seen that the findings were in line with one broad assumption of what Swan
(2015) proposed. It discusses how English language teachers are globally defining
themselves and proves that their professional identity emerges from beliefs about teaching,
understanding of students’ needs and English in their contexts. It was the case for this study
as the pre-service EFL teachers based their arguments on the realities of their own contexts

and tried to bridge the gap between their ideals and realities in their professional identities.

The aim of this study was to attempt to understand how pre-service EFL teachers become
teachers and link the results to teacher education programs. Upon integrating the findings of
the study into the related literature on teacher professional identity and its development, it
could be seen that the findings might contribute to the betterment of teacher education in
order to address to pre-service teachers’ professional identity development. To this end, the
following implications have been drawn:

e Pre-service EFL teachers’ professional identity development is clearly a neglected
area in teacher education in Turkey in the sense that there is no direct or robust
attention paid to it. Teacher education programs are ignorant of the importance of
pre-service teachers’ need to understand who they are as teachers so that they could

identify themselves with the profession and develop a sense of belonging.
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There should be deliberate support and guidance to help pre-service EFL teachers
explore their professional identities. It could be actualized through mentoring, or
separate courses incorporated into teacher education syllabus.

There should be a constant guidance provided to pre-service EFL teachers so that
they could benefit from teacher education through practice teaching and reflective
practices in order to find out about their professional identities.

There should be more time devoted to critical reflection on pre-service EFL
teachers’ professional identity during practice teaching, as practice teaching is a
great opportunity to get familiar with real classes and to evaluate themselves and
their practices as teachers. It should pave the way to move pre-service EFL teachers
further in their profession. It would contribute to them in the sense that critical
reflection makes their practices more meaningful throughout teacher education
program.

Pre-service EFL teachers should be supported to gain awareness on the importance
of critical reflection and encouraged to improve a critical attitude towards their
professional identities.

In addition to the limited time for practice teaching, there should be more
opportunities for pre-service EFL teachers to have a better understanding of their
professional package enacted in classroom environments.

Pre-service EFL teachers should be able to experience teaching in different levels
and contexts as this might inform them about their types of identities such as
schema-based ones.

The findings also revealed that pre-service EFL teachers appreciated the feedback
from their mentor teachers at practice teaching schools and stated that they would
want to get more feedback and practical ideas for their teaching. This implies that
there should be more opportunities for pre-service EFL teachers to learn from their
mentors, and peers.

There should be more ways of giving and receiving feedback after structured
observation sessions of pre-service EFL teachers’ classroom teaching. Doing this
will also contribute to their understanding of their professional identities.

Teacher educators should also prioritize pre-service EFL teachers’ professional
identity development and be facilitators in their process of exploring who they are as

teachers.
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It is hoped that this study will add to the limited literature exploring professional identity
development of pre-service EFL teachers by sampling a local case from Turkey. Yet still, it
is not without limitations such as lacking prolonged observation of participants. This study
was completed over one semester. Despite its rich data, a longitudinal study might be
conducted to see teacher professional identity development from a broader perspective. By
this means, further and thorough understanding of the issue can be gained in pre-service EFL

teachers’ journey to become professionals.

This study could be replicated with different participants and in different contexts. It would
help to gain a better grasp of pre-service EFL teacher professional identity development and

contribute to the literature for those interested or involved in teacher education.

Also, employing observations to identify the effects of practice teaching and reflection on
teacher professional identity development of pre-service EFL teachers could be another way

to collect data and multiply data collection methods to triangulate findings.

Other studies could be conducted by collecting more frequent data from more frequent
teaching tasks. The participants in this study did not have a chance to teach every week, the
number was limited to three teaching tasks. It would have been better if pre-service EFL

teachers had more time to teach during practice teaching.

Different trends and concepts in language teaching such as English as a lingua franca,
intercultural communicative competence, and action research could be searched for in pre-

service teachers’ professional identities.

The present study kept its data sources limited to focus-group interviews and reflective
response journals for manageability of data amount from 31 participants. However, another
study can include individual interviews, evaluation forms of the participants’ for themselves

and their peers, notes from post-teaching conferences with the course instructor.

The same study could be done by utilizing a narrative approach. This study gave a holistic

account of the case under focus. However, it could be insightful to acknowledge the
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participants’ individual stories of becoming teachers. Adopting a different analysis strategy

could be enriching too.

Last but not least, incorporating teacher educators’ and mentor teachers’ voices will be
valuable to have more insights on pre-service EFL teacher professional identity
development. It is important to find out how different entities in practice teaching process
perceive pre-service teacher professional identity. The students in practice teaching schools
could also be consulted to give a clearer picture of the participants’ professional identity
development. It is for sure that all these will be informative and guiding for future teacher

education practices.
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APPENDICES

APPENDIX A: FLE 404 COURSE POLICY SHEET

FLE 404 (03-04) PRACTICE TEACHING / 2015-16 SPRING

Instructor’s Name
e-mail address

Wednesday 13:40-15:30/ 15:40-17:30

Course Aim/Objective

Course Learning Outcome

In this course, the students will

By the end of this course, students will be

able to

Become familiar with a new school
environment in order to gain authentic
experience at primary/secondary (state or

private) schools under staff supervision.

- Compare and contrast their experience
with that they have gained in FLE
425 School Experience in terms of
learner profile, mentor support and
school environment.

- Distinguish different learner groups in
terms of their age and level of
proficiency.

- Distinguish different school

community in terms of the type of

school and addressed learner group.

Become aware of the similarities and
differences between the theoretical aspects

of language teaching and their practical

- Analyze the previously acquired

teaching related knowledge and skills

through further reading, observation
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applications

and in class activities in order to
develop a professional view of the
ELT field.
- Discuss the observation data they have
collected and their mentor teacher’s
teaching methods and

language

techniques

Practice planning lessons, adapting and
developing materials and executing their
plan and materials in a real classroom
atmosphere under the supervision of a

language teacher.

- Design effective lessons that adapt the
materials given in the course book
according to the needs of the
learners.

- Develop materials relevant for the
needs of the students and appropriate

for the nature of the lesson

Develop a professional identity and

cooperation

- Reflect on their observation and

teaching  through  completing
relevant tasks

- Evaluate their and their partner’s
teaching

experience through

providing constructive feedback
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REQUIREMENTS

1. OBSERVATION TASKS (6 of 7 tasks)
The students are required to spend 6 (4+2) hours

per week (10 weeks) to perform their duties in

the school they are assigned to. This phase starts
in the first weeks of March and continues till

the end of May, depending on each student's

assigned schedule. If the student- teacher does
not complete the 10-week of observations, s/he

fails the course.

2. DISCUSSION & REFLECTION TASKS (6 of 8 reflections)
The students are required to read the articles assigned for each week and attend the
classroom discussions. After class, they are required to write a reflection on the ideas

supported in the article or mentioned in the in-class discussions.

3. TEACHING TASKS (2 Teaching Tasks)

Each student will also do two/ three _40-minute lessons in the presence of the mentor

teacher. These activities will be scheduled and evaluated by the mentor teacher.

Apart from these lessons, each student will prepare a 40-minute lesson plan as their final

teaching task. This class will be observed and assessed by both the course instructor and

the school teacher.
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Students are required to upload all their tasks to Turn-It-In. The course instructor will be

available for individual consultation on tasks throughout the course.

EVALUATION

a. Observation Tasks (6 x 4 pts) 24%
b. Discussion & Reflection Tasks (6 x 4 pts) 24%
c. Mentor Teacher’s Grading (2 x 15 pts) 30%
d. Final Teaching (1 class hour) 20%
e. Focus Group Discussion 2%
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FLE 404 PRACTICE TEACHING

ACTIVITY SCHEDULE
Week at Observation Teaching
Date Reflection/Discussion
school Tasks Tasks
February 22-26 | Introduction to the course
Student-Teacher Relationships & Building a Community
March
Lessons from FLE 425 School Experience and FLE 404 Practice
1-4
Teaching of 2014
Observation
Article 1
Task 1
March 7-11 Week 1 Understanding and
Interaction
Teaching Generation Y
Patterns
Observation
Article 2
Task 2
March 14-18 Week 2 20 Ideas for Using Mobile
Giving
Phones in Class
Instructions
Observation
Article 3
Task 3
Online Games for Young
March 21-25 Week 3 Formulaic
Learners’ Foreign
Classroom
Language Learning
Language
Article 4
March 28
Week 4 Ten Characteristics of a Teaching
April 1
Good Teacher Task 1
April 4-8 Week 5 Article 5 Observation
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Social Positioning,
Participation, and Second
Language Learning:
Talkative Students in an

Academic ESL Classroom

Task 4
Dealing with
Disruptive

Behavior

April 11-15

Week 6

April 18-22

Week 7

Observation
Task 5
Anecdotal

Reports

Deadline
for half of
the tasks so
far: April

24

April 25-30

Week 8

Observation

Task 6 Teacher

Talk Time vs.

Student Talk

Time

May 2-6

Week 9

Observation

Task 7

Create an

Observation

Focus

Teaching

Task 2

May 9-27

Week 10

Final Teaching Task
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APPENDIX B: REFLECTION RESPONSE TASKS

FLE 404 Practice Teaching (03-04) Article Reflection # 1

Ten Characteristics of a Good Teacher

Here are some issues you will need to consider while writing your response to the assigned
article of the week. Please keep in mind that you are required to demonstrate your
understanding of the issue by connecting it to your own knowledge, observation, experience
or recent learning, and /or show how it affects your ideas or possible future practice. You are
not required to answer all the questions below one by one, but rather they are designed to

help you to structure your ideas. Your paper should be at least around 1/1,5-page long.

General Guiding Questions

1) Does the article seem important or central to the field? Why or why not?

2) Do you feel you are part of the target audience for this article? If so, why? If not,
why not?

3) What does the author emphasize or spend the most time on? Why? How does it
affect your understanding of teaching as a profession, if any?

4) What are the aspects you enjoy reading in the article (or the aspects you
agree/disagree with)?

5) Would you suggest this article to other teacher candidates or teachers in service?

Why/why not?
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Article-specific Guiding Questions:

1))

2)

3)

4)

S)

6)

The article quotes the following that reads from ‘The Little Prince’: “That which is
essential cannot be seen with the eye. Only with the heart can one know it rightly.”
How do you relate it to be an essential criterion of teaching?

In what ways, do the adjectives /metaphors used to describe teachers and their
effects on students lead you think about teaching?

If you were to put the mentioned characteristics of a good teacher in order of
importance, what would be your top three?

How do these characteristics affect different aspects of teaching such as the material
design, classroom atmosphere, student motivation etc.?

Please comment on the following sentence quoted from the article: “The classroom
is a stage, and to be effective the teacher must in some cases be an actor.”

Does teacher-training program contribute to the qualities of teachers separated into
four areas of affective characteristics, skills, classroom management techniques, and

academic knowledge?
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FLE 404 Practice Teaching (03-04) Article Reflection # 2

Understanding and Teaching Generation Y

Here are some issues you will need to consider while writing your response to the assigned
article of the week. Please keep in mind that you are required to demonstrate your
understanding of the issue by connecting it to your own knowledge, observation, experience
or recent learning, and /or show how it affects your ideas or possible future practice. You are
not required to answer all the questions below one by one, but rather they are designed to

help you to structure your ideas. Your paper should be at least around 1/1,5-page long.

General Guiding Questions

1. Does the article seem important or central to the field? Why or why not?

2. Do you feel you are part of the target audience for this article? If so, why? If not, why not?
3. What does the author emphasize or spend the most time on? Why? How does it affect
your

understanding of teaching as a profession, if any?

4. What are the aspects you enjoy reading in the article (or the aspects you agree/disagree
with)?

5. Would you suggest this article to other teacher candidates or teachers in service?

Why/why not
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Article-Specific Guiding Questions

1.

In what ways do you think learners today behave differently when compared to your
own learning experiences?

The article says: Evidently, the “old way” of schooling, namely the teacher as “sage
on the stage,”is not effective with Generation Y (Skiba, 2008). How does it affect
teachers’ roles in class?

As a member of Generation Y, how would you describe a teacher who teaches other
members of Gen Y? Do you think it is easier for you to relate to them more than
Generation X or The Baby Boomer generations do?

It is apparent that the current schooling system mostly lags behind Generation Y
learners, how

can you adapt classroom environment to teach them?

Do you think it helps teachers to ask the question of “what can Peter do to be a better
teacher?” to learners?

Which characteristics of Generation Y do you find difficult to cope with? As
Generation Y

re-defines respect, how would you define teaching in line with it?

What would be your criteria to decide on a teaching tool, approach, or strategy to

target at Generation Y?
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APPENDIX C: PRE-PRACTICE TEACHING FOCUS-GROUP INTERVIEW
PROTOCOL

Institution:

Time of Interview:
Date:

Interviewee:

Interviewer:

The main purpose of this single case study is to elaborate on pre-service EFL teachers’
knowledge and perceptions on their professional identity development throughout practice

teaching and what factors contribute to these perceptions.

I would like to audio record the interview conversation. Please make sure that you have
signed the consent form. For your information, only the researcher in the study will have
access to the audio-recordings. Basically, this document assures that: (1) all information will
be held confidential, (2) your participation is voluntary and you may quit participating at any
time if you feel uncomfortable. This focus group interview is planned to last approximately

one hour.

Thank you for your agreeing to participate.

154



QUESTIONS:

1)

2)

3)

4)

5)

6)

7)

What do you want to do when you graduate? What are your plans? In what contexts
have you taught so far?

How would you describe yourself as a prospective teacher?

What does a student teachers’ professional growth mean to you?

4a) What do you expect from this practicum?

4b) Do you think you will change in any ways during this practicum? As a teacher?
As a person?

What kind of a teacher do you want to be in the future?

5a) Why do you want to be that kind of a teacher?

5b) How do you think you can become that kind of a teacher?

What do you expect from this course?

What do you think about reflection as a student teacher?
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APPENDIX D: POST-PRACTICE TEACHING FOCUS-GROUP INTERVIEW
PROTOCOL

Institution:

Time of Interview:

Date:

Interviewee:

Interviewer:

The main purpose of this single case study is to elaborate on pre-service EFL teachers’
knowledge and perceptions on their professional identity development throughout practice

teaching and what factors contribute to these perceptions.

I would like to audio record the interview conversation. Please make sure that you have
signed the consent form. For your information, only the researcher in the study will have
access to the audio-recordings. Basically, this document assures that: (1) all information will
be held confidential, (2) your participation is voluntary and you may quit participating at any
time if you feel uncomfortable. This focus group interview is planned to last approximately

one hour.

Thank you for your agreeing to participate.
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QUESTIONS:

D
2)
3)
4)
5)
6)

7)

8)

9)

What made you choose teaching?

Please describe one of your past teachers who you liked most / least?

Who else has greatly influenced your teaching beliefs and performance? How?

What are your characteristics as a teacher?

How do you evaluate your teaching and language skills?

6a) What are your main responsibilities as a teacher?

6b) Who has power in your classroom and how is it expressed?

How do you feel as a teacher of EFL? What is your purpose of teaching EFL?

What do you want to change about the present situation of English language
teaching so that it will be more in line with your pedagogical ideas?

Do you think your practice teaching school has contributed to your development as a

teacher?

10) Do you think your practice teaching course has contributed to your development as a

teacher?

11) 11a) What are your plans about your professional life in the future?

11b) Is there any possibility of leaving teaching as your main career?
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APPENDIX E: INFORMED CONSENT FORM

This is a qualitative case study conducted by Res. Asst. Hanife Tasdemir. The aim of the
study is to elaborate on the perceptions of pre-service EFL teachers’ knowledge and
perceptions on their professional identity development throughout practice teaching and
what factors contribute to these perceptions. Participation in the study is on a voluntary
basis. No personal identification information is required in the data collection instruments.
Your answers will be kept strictly confidential and evaluated only by the researcher; the
obtained data will be used for scientific purposes. The result will contribute to the Master’s
research study titled “The Perceptions of Pre-Service EFL Teachers on Their Professional

Identity Formation Throughout Practice Teaching”.

You will participate in two interviews. Each interview will last approximately one hour. The

interviews will be audio-recorded. The data collection instruments do not contain questions

that may cause discomfort in the participants. However, during participation, for any reason,

if you feel uncomfortable, you are free to quit at any time.

I would like to thank you for your participation in this study.
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I am participating in this study totally on my own will and am aware that I can quit
participating at any time I want/ I give my consent for the use of the information I provide

Jor scientific purposes.

Res. Asst. Hanife Tagdemir
Graduate School of Social Sciences
Department of English Language Teaching

METU

For further information about the study, please contact me by e-mail:

hnftasdemir@gmail.com

Name Surname Date Signature
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APPENDIX G: LIST OF CODES

Code System
Code System
Teacher Professional Identity
Essentials of Teacher Professional Identity
teacher as subject matter expert

Academic knowledge/Professionalism
lifelong learning in teaching
subject knowledge

teacher as didactical expert

Teacher role
actor
facilitator
inspirer
role model
leader
shift in roles

Attributes
enthusiasm
caring
humor
love
patience

creative

164

831

21

17

22

18

15

14

10

10



discipline

fun

encouraging

close relationship with sts(friendly)
passion

low stress/anxiety

trustable

honesty

challenge

empathy

Undesired features

Skills

tech. skills

positive classroom environment
classroom management

engage students to the lesson
material design

rapport

communication

body language

teacher as pedagogical expert

Requirements of teaching

Student centeredness

knowing students

165

27

23

13

18



fair treatment
leave his emotional baggage out
awareness
intellectual growth of sts
Instructional design
adjustment in teaching methods
planning
presentation of new material
feedback in class
feedback on their teaching
hands-on learning
From Imagined to Practiced Identities
Cue-based / Exemplar-based

characteristics

teacher role

classroom environment

responsibilities

contextual dependancy

teaching skills

language skills

feelings

authority

Rule-based / Schema-based

authority in class

166

17

10

20

11

11

15



responsibilities
characteristics
teaching skills
teacher role
language skills
feelings

classroom management

Practice Teaching and Reflection as Valuable Aids

Reflection for their understanding..

In-depth grasp of practices
in-depth understanding
usefulness
must-have's
problems
sharing experiences

evaluation/questions

Opportunity for professional growth

mentor teacher

student teacher as an observer

improvement of skills’knowledge as teachers
different student profiles-grade

as a process of questioning

sts of different lang.levelofcomp.

benefits of teacher education program

167

12

12

11

13

10

18

18

16

12

13



Description of case
previous experience in teaching
Nature of teaching
Individuality in teaching
reasons to choose teaching
other ppl's effect
aptitude
shaping the future
university choice
Future Aspirations
Future projection on profession
place of work
graduate studies
must changes
more time for practice teaching
decision to teach
other career plans
possible hardships

future administration

12

12

12

34

19

19

18

13
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APPENDIX K: TURKISH SUMMARY

1. GIRIS

Ikinci dil 6gretmen egitimi son yillarda daha ¢ok ilgi gosterilen bir alan olmustur. Ozellikle,
bu alanda Ogretmenleri daha iyi egitme yollarim aramaktan yaratici diiglinme ve 0z-
farkindalik yoluyla 6gretmenlerin 6gretmeyi nasil 6grendiklerine odaklanmaya gecis soz
konusudur (Richards, 2008). Siiphesiz, 6gretmen egitimi programlar1 6gretmen adaylarinin
egitimleri ve Ogretmeyi nasil Ogrendikleri konusunda ©nemli bir yere sahiptir, fakat
Ogretmenler kendi 6gretim uygulamalarini ¢esitli sebeplere dayanarak kendileri olustururlar.

Bu sebepler igerisinde profesyonel 6gretmen kimlikleri en etken belirleyicilerdendir.

Tgili literatiirde kimlige iliskin tek bir tanim olmadig1 goriilmektedir. Norton (2000) kimligi
diinya ya da gelecek ile olan iliskimize gore tanimlarken; Danielewicz (2001) diger bireylere
gore tanimlamaktadir. Bununla birlikte, kimlige iliskin bazi genellemeler asagidaki gibi
Ozetlenebilir:
e Kimlik hem bireysel hem toplumsal olarak sekillenir (Coldron & Smith, 1999).
e Kimlik baglam-bagimli, diger insanlarla iliski i¢inde, degisen ve ¢oklu, anlamin
yapilandirilmasi ve yeniden yapilandirilmasiyla iligkilidir (Morgan, 2004; Peirce,
1995; Rodgers & Scott, 2008).
e Kimlik 6gretme ve 6gretmen olma konusunda inanglar1, degerleri, duygular igerir
(Farrell, 2011).
e Kimlik, smifta karar alma olarak ya da farkli ortamlarda harekete gecirilir (Alsup,

2006; Burns & Richard, 2009).
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e Kimlik siklikla karmasik olarak i¢ i¢e oldugu bazi belirli roller ile iliskilendirilir,
fakat roller ve kimlik arasinda bir farklilik vardir (Borg, 2006; Farrell, 2011; Samuel
& Stephens, 2000; Sugrue, 1997; Urrieta, 2007; Walkington, 2005; Zare-ece &
Ghasedi, 2014).

e Kimlik profesyonel, durumsal, kisisel ya da konu alani, 6gretici, ve egitimsel uzman
kimlikleri gibi alt kimliklerden olusmaktadir (Beijaard, Verloop & Vermont, 2000;
Day & Kington, 2008).

e Kimlik aym1 zamanda modern ve post modern ikilem altinda da tartisilabilir

(Sugrue, 1997).

Kimlik kavramsallagtirmalarinda yukarida belirtilen temellere ek olarak, kimlik aym
zamanda 'uygulamada kimlik-' ve 'sdylemde kimlik' olarak incelenmektedir (Varghese et al.,
2005). Uygulamada kimlik, bu calismada 6gretmenlik uygulamasinda oldugu gibi farkh
baglamlarda gercek pratikler {izerinden islevseldir. Bu nedenle, Ogretmen egitimi,
ogretmenlerin mesleki kimlik gelisimi ile ilgili olmaktadir. Ogretmen egitimi, 6gretmen
olma ya da Ogretmeyi Ogrenme siireci olarak degerlendirilebilir. Bu noktada, 6gretmen
egitimine ve kimlige sosyokiiltiirel bakis, 6gretmen egitimi siirecini daha verimli kullanmaya
ve degerlendirmeye yardimci olur. Boylesi sosyokiiltiirel bir diinya goriisii benimsemek,
kimlik yapilandirilmasinin = siirekli olarak bireyler ve sosyal s6ylemler tarafindan
sekillendigini ortaya koymaktadir (Trent, 2014). Hizmet oncesi dgretmenlerin profesyonel
kimlik gelisimi dikkate alinarak, bu ¢alisma kimligin dogustan gelen bazi kimlik tiirlerine
sahip olmak yerine, sosyal ve kiiltiirel etkilesim yoluyla meydana geldigini savunan onciil

lizerine inga edilmistir.
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Kimlik ve kimlik olusumu tartisilirken Wenger’e (1998) ve Moscovicinin (2000) teorisiyle
uyumlu Xu’ya (2012, 2013)’ya atifta bulunmak son derece 6nemlidir. Kimlik olusumu
aidiyetin ti¢ boyutu a¢isindan katilim, imgelem ve uyum olarak tartisilmaktadir. Katilim veya
cekilme kimlikleri, temel olarak kisinin deneyiminin alakali oldugu bir toplulukla kendisini
tanimlamas1 anlamina gelen, anlam uzlagsmasindan ortaya ¢ikmaktadir. Profesyonel kimlik,

ipucu-temelli, 6rnek-temelli, kural-temelli, ve sema-temelli olarak da gruplanabilir.

Bu ¢alismanin dgretmenlik uygulamasi dersi ve yansitici diisiinme olarak iki odak noktasi
daha bulunmaktadir. Ogretmenlik Uygulamasi dersi veya staj hizmet oncesi 6gretmenlerin
profesyonel kimlik gelisimleri i¢in iyi degerlendirildiginde bir firsat olarak goriilebilir.
Ogretmenlik uygulamasi dersinin 6gretmen egitiminde en onemli ayaklarindan biri oldugu
ve tiniversiteden okullara gecis saglayacagi kabul edilmektedir. Bu siire¢ boyunca, 6gretmen
adaylar1 6gretmen egitimi programlarinda olduk¢a yaygin olan yansitict diisiinme

uygulamalarinda bulunmaktadirlar (Beijaard & Verloop, 2000; Farrell, 1999).

Ogretmenlik Uygulamas:1 dersi uygulama toplulugu olarak ve yansitict diisiinme
Ogretmenlerin profesyonel kimlik gelisimlerinde hayati bir uygulama olarak goriilmektedir
(Hochstetler, 2011; O’Connor, 2008; Walkington, 2005). Elestirel yansitic1 diisiinme Alsup
(2006), Beauchamp and Thomas (2009), Lee (2008), ve Rorrison (2010) gibi ¢esitli
arastirmacilar tarafindan 6n planda tutulmus, hem Ogretmen egitiminde hem de

Ogretmenlerin mesleki kimlik gelisiminde esas olarak dugtintilmiistiir.

Sugrue’ye (1997) gore, 6gretmen adaylart icin 6gretmenlik meslegi ile kendini tanimlama

o6nemli bir ilk adimdir. Ayrica, Varghese Morgan, Johnston ve Johnson (2005) dil 6gretimi
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ve Ogrenmeyi anlamak icin 6gretmenlerin iddia ettikleri ve onlara atfedilen profesyonel,
kiilttirel, politik ve bireysel kimliklerini anlamak gerektigine isaret etmektedir; dolayisiyla
ogretmen kimligi dil 6gretme ve Ogrenmenin ana odak noktasi olmasidir. Ogretmen
egitiminin bu kavramsallastirmas1 diistiniildiigiinde, Ingiliz Dili 6gretmen adaylarmin
profesyonel kimlik gelisimi daha fazla arastirilmasi gereken bir alandir. Bu nedenle Ingiliz
Dili 6gretmen adaylarinin 6gretmen olmak tizere dogduklar1 ya da 6gretmenlik uygulamasi
sirasinda bir sosyal yapilanmaya maruz kalip kalmadiklar tartigmasimi kapsayan bu
calismada, katilmcilarin  profesyonel kimliklerini nasil algiladiklarimi — aragtirmak

amaclanmustir.

Ingiliz Dili 6gretmen adaylarinin profesyonel kimlik gelisimini anlamak igin, Ogretmenlik
Uygulamasi dersi Nettle’ye (1998) gore Ogretmen adaylarinin gelisiminde en kritik
zamanlardan biri oldugundan mevcut ¢alismanin amaglarina uygun bulunmustur. Ayrica,
Samuel ve Stephens’e (2000) gore mesleki arenaya Ogretmen adayr dgrencilerin getirdigi
kimlik 6zelliklerini kesfetme ve 6gretmenlerin profesyonel kimliklerini nasil yapilandirdigini

veya yeniden yapilandirdigin1 anlamak gerekmektedir.

Bu g¢aligmanin amaci, Ingiliz Dili 6gretmen adaylarmin, profesyonel 6gretmen kimliginin
bilesenleri, Ogretmenlik Uygulamas1 dersi boyunca kendi profesyonel &gretmen kimlik
gelisimleri ve bu gelisime Ogretmenlik Uygulamasi dersi ve yansitict diisiinmenin etkilerine
iligkin gorislerini ortaya ¢ikarmaktir. Bu amaglara dayanarak, ¢alisma asagidaki sorularin

cevaplarint bulmay1 amaglamaktadir:
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1. Ingiliz Dili 6gretmen adaylarma gore, profesyonel dgretmen kimliginin bilesenleri
nelerdir?

2. Ingiliz Dili 6gretmen adaylar1 Ogretmenlik Uygulamasi dersi boyunca profesyonel
kimlik gelisimlerini nasil gormektedir?

3 Ogretmenlik Uygulamasi dersi ve yansitict diisiinme Ingiliz Dili 6gretmen adaylarmin

profesyonel kimlik olusumunu anlamalarinda etkilemektedir?

Ingiliz Dili 6gretmen adaylarmin dgretmenlik meslegine olan aidiyet duygularmi artirmak
igin mesleki kimliklerini anlamalar1 gerekmektedir ve bu ayni zamanda Ogretmenlik

Uygulamas1 dersi boyunca elestirel yansitici diistinmeyi icermelidir.

Hizmet 6ncesi 6gretmen egitimi programlarinda 6gretmen mesleki kimligi tizerine biiyiik bir
vurgu yapilmasi gerektigi distiniilmektedir (Thomas & Beuchamp, 2011). Bu baglamda,
"Ogretmen olmak baskalari tarafindan veya kendisi tarafindan bir 6gretmen olarak goriiliiyor
olmak meselesi” Coldron ve Smith’e (1999) gére 6gretmen olmak 6gretmenin kendisi ve
baskalar1 tarafindan nasil bir 6gretmen olarak degerlendirildigini icermektedir. Bu baglamda,

Ogretmen adaylarinin kendilerini nasil algiladiklarini arastirmak gereklidir.

Ogretmen kimliginin incelenmesinin ¢ok temel iki sebebi bulunmaktadir: (1) Siniflari
birbirinden aywran ve egitimin kalitesini saglayan profesyonel Ogretmen kimligidir
(Walkington, 2005), (2) profesyonel 6gretmen kimligi olusumunu inceleyen caligsmalar
kisithidir (Furlong, 2013; Kanno & Stuart, 2011; Xu, 2013; Zare-ee & Ghasedi, 2014). Bir
diger agidan, 6gretim ve miifredata iliskin teorik bilginin yan1 sira okullarda tecriibe edinmek

iyi bir o6gretmen olabilmek igin gereklidir (Sirmaci, 2010; Varghese et al.,, 2005).
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Ogretmenlik Uygulamasi dersi profesyonel kimlik algilarmin smiftaki uygulamalarla

dogrudan iliskilendirilebilmesi agisindan ¢alismanin amaglarina uygun bulunmustur.

Ayrica, Ogretmenlik Uygulamasi dersi yabanci ya da ikinci dil cevrelerinde ¢ok
incelenmemistir (Yan & He, 2010). Velez-Rendon’a gore (2010) s6z konusu ders teoriyi
pratige dékme, egitimsel ve sinif yonetimi becerileri gelistirme, dgretim is yiikii ile basa
cikabilme, profesyonel kimligi sekillendirme bakimindan (1) politika gelistirme (Day &
Kington, 2008), (2) giindem belirleme (Pavlenko, 2003; Walkington, 2005), (3) staj
tecriibesini daha iyi anlamlandirma (Trent, 2013), (4) okul-tiniversite arasinda isbirligi

saglama agilarindan yararl olacaktir.

2. YONTEM

Bu nitel durum ¢alismas1 Orta Dogu Teknik Universitesi Yabanci Diller Egitimi ingiliz Dili
Ogretimi boliimiinde gergeklestirilmistir. 2015-2016 Bahar yartyilinda FLE 404 Ogretmenlik

Uygulamas1 dersinde kayith 31 ingiliz Dili 6gretmen aday1 calismaya katilmistir.

FLE 404 dersi bir 6nceki donemde alinan 425 Okul Deneyimi dersinin devamu niteligindedir.
Bu ders kapsaminda ingiliz Dili 6gretmen adaylari bir 6zel okulun ortaokul ve lise
kisimlarina ve bir devlet okuluna gozlem yapmalar1 ve stajlarmi tamamlamalart icin
yerlestirilmislerdir. Ders, gézlem okullarina iliskin tiniversite danigsmani tarafindan verilen
her hafta farkli bir odak noktasi iizerinde formlar doldurmayi, simif i¢inde tartisilan
makalelere yansitici cevap raporlar1 yazmay: gerektirmistir. ingiliz Dili 6gretmen adaylari
bunun yani sira 6gretmenlik uygulamasi okullarindaki danigsmanlarinin gézetiminde iki ya da

iic kez 40 dakikalik dersler anlatmuslardir. Ogretmenlik uygulamasi dersi sonunda Ingiliz
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Dili 6gretmen adaylar1 40 dakikalik bir ders hazirlamis ve hem okullardaki hem de

tniversitedeki danigmanlari tarafindan degerlendirilmislerdir.

Veri 6gretmenlik uygulamasi dersi oncesi ve gretmenlik uygulamasi dersi sonrasi odak
grup miilakatlari, ve yansitict makale cevap giinliikleri araciliftyla toplanmgtir. Universitede
Ogretmenlik Uygulamas1 dersi hocasi ile yapilan goriismeler neticesinde, katilimcilarin en
cok goriis bildirdikleri iki makale ¢alismada kullanilmak i¢in se¢ilmistir. Toplamda, Reilly
(2012) makalesi i¢in 16, Miller (2012) makalesi i¢in 21 yansitict makale cevap giinliikleri

yazilmstir.

Bunun disinda, odak grup miilakatlar1 da veri toplama araci olarak kullanilmistir. Miilakat
sorular1 cesitli aragtirmacilarin ¢aligmalarindan baslangi¢ icin derlenmis, fazla sayida soru
sayisina ulasilmig ve ardindan belirli bir sayiya indirilmis, son olarak Ogretmenlik
uygulamas1 dersi dncesi ve sonrast olarak gruplanmistir. Her iki soru grubu arastirmaci, tez
danismani, dersin {iniversite 6gretim elemani, ve bir doktora dgrencisi ile tartisilmistir. Bu
gozden gecirme siireci, sorularin se¢imi, tekrar siralanmasi, cevaplarin neler olabilecegi ve
bunlarin tizerinde nasil yogunlasabilecegini igermistir. Ayrica, 6gretmenlik uygulamasi dersi
sonrast odak grup miilakat sorulari arastirmacinin calistigi iiniversitedeki Ingiliz Dili
Ogretmen adaylari ile yapilan pilot uygulamanin ardindan tekrar degerlendirilmistir. Her iki
miilakatta da katilimcilara miilakat protokolleri verilmis ve caligmanin amaci gibi genel

bilgiler hatirlatilmisgtir.
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Tim miilakatlar ses kaydi yapilmis ve aragtirmaci tarafindan baslangi¢ tema analizi hakkinda
fikir vermesi i¢in oldugu gibi yaziya gecirilmistir. Ayrica, yansitici makale cevap

glinliiklerini degerlendirmek de ilk okuma ve kisa not yazimina olanak tanimaistir.

Veri analiz siireci, Creswell’e gore verilerin bastan sona okunmasi, veriyi kodlama ve tema
organize etme, veriyi sunma, ve bunlarin yorumlamasini yapma asamalarini icermektedir. Bu
cergeveden yola cikarak, dongiisel bir data analiz siireci benimsenmistir. ilk okuma ve kisa
notlar almanin ardindan veri kodlanmis ve bu kodlar kategorilere ayrilmistir. Daha sonra
temalar olusturulmus, sonu¢lar yorumlanmis ve sunulmustur. Detayli veri analiz siirecine
baslamadan 6nce odak grup miilakatlarinin bire bir yaziya dokiilmesi ¢alismanin konusuna
yorum getirmede onemli olabilecek herhangi bir veri kaybiin oniine gecilmesine olanak
saglamistir. Tm veri yazili hale getirildikten sonra, arastirmaci titiz bir veri analiz siirecine
girmistir. Ik kodlar belirlendikten sonra, veri Saldana’ya (2009) gére “tanimlayic1 kodlar”
yazilarak kodlanmistir ve bu agsama verinin konu envanterini ortaya ¢ikaran temel tanimlar
ortaya ¢ikarmistir. Bu anlamda, dgesel kodlama verinin tizerinden ge¢cme ve sonraki analiz

stirecleri agisindan yardimci olmustur.

Ikinci asama olarak, veri “tammlayic1 kodlar” sonrasi iist kod olarak da diisiiniilebilecek
“baglant1 kodlar1” ile kodlanmigtir. Bu ayn1 zamanda kodlarin kategoriye doniistiiriilmesi
stireciyle baglantilidir. Kodlarin ilintili kategorilere gore siniflandirilmasinin ardindan,
Creswell’in (2013) ortak bir diislince olusturmak i¢in bir araya getirilen c¢esitli kodlardan
olusan genel bilgi birimleri olarak tanimladig1 temalar belirlenmistir. Veri analiz siirecini
yonlendiren temellerden birisi de Saldana’nin (2009) onerdigi koddan teoriye modelidir.

Veri analizi MaxQDA (Stirtim 12) yazilimi kullanilarak yapilmistir.
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Nitel bir durum calismasi olan bu arastirmanin gecerliligini ve giivenirliligini saglamak i¢in
arastirmaci tarafindan bazi stratejiler kullanilmistir. Bu ¢alismanin gegerliligini saglamak
icin birden fazla yontemle veri toplama ve veriyi birden fazla teoriye gore yorumlama,
aragtirmacinin  durumunu belirtme, ve zengin ve kapsamli tanimlamalar metotlar
kullanilmigtir. Gtivenirlik ise ikinci bir arastirmacinin veri analizi yapmasi ve bu analiz
sonuclarinin aragtirmacinin ¢ikarimlari ile kiyaslanip gerekli uyarlamalarin yapilmasi ile

saglanmisgtir.

3. BULGULAR

Bulgular katilimeilar igin 6gretmen olarak kim olduklarimi anlamanin karmasik bir siire¢
oldugunu ortaya cikarmistir. Ogretmen kimliginin konu-alani, &gretim ve egitimsel
uzmanligr kapsadiglr goriilmiistiir. Sonuclar ayni zamanda 6gretmenlik uygulamasi dersi
boyunca Ingiliz Dili 6gretmen adaylarinin ipucu-temelli ve 6rnek-temelli kimliklerinden
kural-temelli ve sema-temelli kimliklere gec¢is yasadiklarini gostermistir. Son olarak,
Ogretmenlik uygulamasi dersi katilicilar tarafindan profesyonel gelisim siireci olarak
algilanmis ve yansitic1 diisinmenin kendi profesyonel kimliklerini derinlemesine anlamada
faydali oldugu belirtilmistir. ~ Genel olarak bulgular Swan’in (2005) Onermeleriyle
bagdasmaktadir. Swan’e (2005) gore Ingiliz Dili 6gretmenleri kendilerini kiiresel olarak
tanimlamakta, ve profesyonel kimlikleri 6gretmeye iliskin inanglari, 6grenci ihtiyaglari
iizerine algilar1, ve kendi baglamlarinda Ingilizcenin statiisii ile iliskilidir. Bu ¢alismada da
Ingiliz Dili 6gretmen adaylar1 tartismalarin1 kendi ¢evrelerinin gercekligine dayandirmus, ve
profesyonel kimlikleri agisindan gerceklik ve idealleri arasindaki boslugu doldurmaya

calismislardir.
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[k arastirma sorusu katilimcilara gére profesyonel 6gretmen kimliginin bilesenlerinin ne
oldugunu incelemistir. Bu anlamda, profesyonel 6gretmen kimligi ii¢ alt baslik altinda
gruplanabilir: (1) konu alani uzmanlar olarak 6gretmenler, (2) 6gretim uzmanlar1 olarak
ogretmenler, ve (3) egitimsel uzmanlar olarak 6gretmenler. Bu siniflama Beijaard, Verloop,
ve Vermont’in (2000) calismasiyla uyum gostermektedir. Katilimcilar benzer sekilde

profesyonel 6gretmen kimliginin bu alanlar1 kapsadigini belirtmislerdir.

Yeterli alan bilgisi ve 6grenci merkezli yaklasimla, cesitli beceri, rol, ve kisilik 6zelliklerinin
birlestirilmesi profesyonel 6gretmen kimliginin temellerini olusturmaktadir. Katilimcilara
gore, konu alan1 uzmanlar1 olarak 6gretmenler sadece alan bilgilerine giivenmeyip, mesleki
hayatlar1 boyunca siirekli kendini gelistirme cabalari icinde olmalhidirlar. Ogretim mesleginde

hayat boyu 6grenmenin bu ¢ergevede 6nemli oldugu belirtilmistir.

Ogretmenlerin dgretim uzmanlar1 olmalar1 katilimcilarin 6gretmenlik igin gerekli gordiikleri
kisilik 6zellikleri, roller, beceriler ve 6zelliklere dayandirilmistir. Katilimeilar igin 6gretmen
rollerinin aktor, kolaylastirici, ilham kaynagi, rol model, ve lider oldugu bulunmustur.
Ayrica teknoloji, simf yonetimi, iletisim, materyal tasarimi, ve Ogrencileri derse ¢ekme
becerileri 6gretim uzmanlart olarak 6gretmenler kimligi agisindan tartigilmistir. Bunlarin
icinde teknoloji becerileri en fazla belirtilen alan olmustur. Bu kimlik 6gretim ve 6grenme
stirecinde belirli 6zelliklere dayandirildigindan, bazi kisilik 6zellikleri de bu baslikta yer
almistir. Ogretmen kimliginin duygusal tarafi katilimcilar agisindan 6nem gormiistiir.
Ogretmenlerin hevesli, ilgili, niikteci, sabirli, yaratici, cesaretlendirici, isini seven, eglenceli,

durist, ve gerektiginde zorlayici olmalari bu tarz kimligin 6zellikleri arasindadir.
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Egitimsel uzmanlar olarak O6gretmenler Ogrenci gereksinimleri ve gelisimlerine
odaklanmaktadir. Ogrenci merkezli olma katilmcilar icin 6nceliklidir. Ogretmenlik
meslegini bu anlamda 6grencileri tanima, onlara adil davranma, farkindaliklarini artirma,
entelektiiel yonlerine katki saglama, ve ek olarak duygusal zorluklar1 sinifin disinda
birakmay1 gerektirmektedir. Ogretimin kalitesi icin planli olma, yeni ders materyalinin
uygun sunulmasi, 6gretim tekniklerinin diizenlenmesi, geri bildirimden ve uygulamali

alistirmalardan faydalanma 6nemli bulunmustur.

Bulgular ayni zamanda kimligin gelecege yonelik olasiliklar1 anlamlandirmayr da
kapsadigint  katilimcilarin  6gretmenlik mesleginin  gerektirdiklerini yorumlamalarinda
goriilebilir. Ingiliz Dili 6gretmen adaylarmin profesyonel kimlikleri ayn1 zamanda ¢oklu
baglamlara dayandirilmistir. Okul ve simif kiiltiiriine gore degiskenlik gosterme profesyonel
ogretmen kimliginin bilesenlerini 6rnekleyen veri gruplarinda neredeyse cevaplarin yarisini
olusturmustur. Cesitli 6gretmen rollerinin tetikledigi kimligin ¢oklu ve zaman igerisinde
doniisebilir oldugu goriilmiistiir. Ogretmen adaylarmin Ogretmenlik Uygulamasi dersi 6ncesi

ve sonrasi gosterdikleri farkli kimlik tarzlar1 ve 6zellikleri bu durumu desteklemektedir.

Ek olarak, katilimcilarin profesyonel 6gretmen kimligini modern bir algilayisla kavradiklari
sOylenebilir. Bu anlamda 6gretmen kimligi belirli 6zelliklere sahip olma ile ilintilidir. Ayni
zamanda, kimligin zaman igerisinde degisebilecegi ve zamanin bu konuda belirleyici rol
oynayacagi diisiincesi ile 6gretimde hayat boyu 6grenmenin katilimcilar tarafindan takdir

edilmesi post modern bir algilayisi da orneklemektedir. Bu bakimdan, yeniliklere onciiliik
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etmek, 6gretimlerine elestirel bir bakis getirebilmek 6gretmen kimliginin bilesenleri arasinda

belirtilmistir.

Ikinci arastirma sorusu katilimer Ingiliz Dili 6gretmen adaylarinin Ogretmenlik Uygulamasi
dersi boyunca profesyonel dgretmen kimliklerinin olusumunu incelemistir. ipucu-temelli ve

ornek-temelli kimliklerinden kural-temelli ve sema-temelli kimliklere gecis gozlemlenmistir.

Yansitic1 makale cevap giinliikleri ve odak grup miilakatlarinda katilimcilarin Ogretmenlik
Uygulamas1 dersi oncesi ve ilk zamanlarmmda ogretmen kimligine iliskin algilar
incelendiginde kendi kisilik 6zellikleri ve rollerinin en ¢ok yorum yapilan alan olmasi ipucu-
temelli kimliklerinin gostergesidir. Bu tarz kimlikler sosyal varliklarin 6zelliklerine
dayanmaktadir. Bu sonuglar, katilimcilarin Ogretmenlik Uygulamasi dersi basinda ipucu-
temelli kimlige sahip olduklarin1 gostermistir. Buna ek olarak, 6rnek-temelli kimlikler de
gozlemlenmistir. Katilimcilar 6gretmen olarak sahip olduklar1 ve olmalar1 gerektigini
distindiikleri 6zellikleri 6nceki 6gretmenleriyle iliskilendirmislerdir, ki bu durum &6rnek-
temelli kimliklerin sosyal varliklarin onceki temsilcileriyle ya da kisilerin rol modelleriyle

baglantili oldugunu destekler niteliktedir.

Sonuglar ayn1 zamanda Ogretmenlik Uygulamasi dersi sonunda kural-temelli ve sema-
temelli kimlikleri ortaya ¢ikarmistir. Katilimcilarin son yorumlarinda en ¢ok tartigilan konu
sinifta otorite kaynagimin kim oldugudur. Bu durum ogretmenlerin kural-temelli
kimlikleriyle iliskilendirilebilir. Sinifta otorite kaynagi Ogretmenlik Uygulamas1 oncesi odak
grup miilakatlarinda en az yorum yapilan konu iken, bu ders sonunda yapilan goriigmelerde

en ¢ok yorum yapilan konu olmustur. Bunun yami sira, kurallarin gereksinimi olarak
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sorumluluklar en ¢ok tartisilan ikinci konu olmustur. Bu sonuglar, katilimcilarin kural-
temelli kimliklerinin gostergesidir. Son olarak, dinamik baglamlara verilen tepkiler sonucu
ortaya c¢ikan davraniglar olarak tanimlanabilen sema-temelli kimlikler katilimcilarin devlet
ve ozel okullarda farklilasan uygulamalarina yonelik yorumlarinda gozlemlenmistir. Fakat,
bu kimlik tarz1 katilimeilar i¢in belirgin degildir, ve ¢ok fazla yorumlanmamustir. Bulgular,
literatiirii Xu’nun (2013) 6nerdigine gore ipucu-temelli ve 6rnek-temelli kimliklerden kural-

temelli ve sema-temelli kimliklere ge¢is oldugu agisindan desteklemektedir.

Wenger’e (1998) gore kimlik katilim, imgelem, ve uyum olarak ele alinabilir. Bu caligmada,
Ogretmenlik Uygulamasi boyunca 6grenciler akranlar ve okullardaki danismanlar ile iletisim
icinde olma katilim, profesyonel gretmen kimliginin temellerine iliskin zaman ve mekan
genelinde yorumlar imgelem, ve bu ders boyunca katilimcilarin kendilerini 6gretmen olarak
degerlendirmesi uyum olarak alinmistir. Kimlik tanilama ve anlam uzlagmasimin ikili siireci
gozlenmis ve bu dogrultuda katilimcilar kendilerini  6gretmenlik  meslegiyle
tanimlayabilmistirler. Bu iki kaynagm uyumu ile katilimcilarin uyum kimlikleri gosterdigi
distiniilmektedir. Kimlik olusum siireci genel olarak inang ve uygulamalarin uzun bir

yapilandirilmasi ve yeniden yapilandirilmasi siireci olarak goriilmiistiir.

Uclincii arastirma sorusu Ingiliz dili 6gretmen adaylarinin profesyonel kimlik kavramalarina

Ogretmenlik Uygulamasi dersi ve yansitic1 diisiinmenin etkilerini incelemistir.

Katilimeilar Ogretmenlik Uygulamasi dersini farkl dil yeterlik seviyelerinde ve farkli sosyal

cevrelerden 6grencileri gozlemlemek ve sinifin tahmin edilemez dogasina aligmak i¢in bir

sans olarak gormiistiir. Bu siirecte danigsmanlik gézetim ve denetimden once tutulmalidir.
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Ingiliz Dili 6gretmen adaylarmin danisman &gretmenlerden kendilerine 6gretim hayatlari
i¢in pratik uygulamalar 6gretmelerini bekledigi ortaya ¢ikmistir. Ayrica 6gretmen egitiminin
Ogretmen adaylarinin ihtiyaglarma cevap verecek sekilde diizenlenmesi gerektigi
belirtilmistir. Ogretmenlik Uygulamasi dersi sonunda, Sachs’m (1999) siniflamasma gore
eylemci kimlik ile uyumlu olarak, degistirilmesi ve gelistirilmesi gereken alanlardan
bahseden katilimcilarin gelecege yonelik donistiiriicii bir tutum i¢inde olduklari
goriilmiistiir. Ogretmenlik Uygulamasi dersi okul-tiniversite ortakliginda katilim, imgelem,
uyum stireci olmasi bakimidan dnemli bulunmus ve ¢ok az katilime1r mezuniyet sonrasi

ogretmenlik meslegine hemen baslama konusunda stiphe duymaktadir.

Yansitict diistinme profesyonel gelisimin bir pargast ve profesyonel 6gretmen kimligini
kavramay1 derinlestirmeye yardimci olarak degerlendirilmistir. ingiliz Dili 6gretmen
adaylarina sinif i¢i uygulamalari anlamanin, 6gretimde yeni fikirler vermenin, ve mesleki
hayatlarinda karsilasabilecekleri sorunlarin olasi ¢oziimlerini 6rneklemesinin yolu olarak
belirtilmistir. Yansitici makale cevap giinliikler uygulama okullarindaki danismanlarin sinif
ici uygulamalarinin degerlendirilmesi, bunlarin akran ve {niversite Ogretim elemani ile
paylasilip tartisilmasini konu edinmistir. Yansitici diisinme eglenceli bir tecriibe olarak
benimsenmis ve profesyonel kimlik gelisimine katkida bulunmustur. Katilimcilar ayrica
yansitict  diigiinmenin kendi ve akranlarimin 6gretimini elestirmeye elverigli olmasi
gerektigini, ki bu uygulamanin profesyonel kimliklerini daha iyi anlamalarina yardimci
olacagim diisiinmektedirler. Hem Ogretmenlik Uygulamasi dersi hem de yansitici diisiinme
Ingiliz Dili 6gretmen adaylarinin profesyonel 6gretmen kimlikleri olusumunda alakali ve

degerli bulunmustur.
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4. UYGULAMAYA YONELIK SONUCLAR

Bu calisma Ingiliz Dili 6gretmen adaylarinin profesyonel dgretmen kimlikleri olusumunun
kapsamli ve biitiinsel bir tanimini yapmustir. Ogretmen adaylarinin algilarini temel alan bu
calisma, O6gretmen adaylar1, 6gretmenler, 6gretmen egitimcilerinin profesyonel &gretmen

kimligine iligkin farkindaligin1 artiracaktir.

Benzer bir sekilde, bulgular yiiksek 6gretim kurumlarinin 6gretmen egitimi programlarinda
kimlik gelisiminin miifredata dahil edilmesini ve Ogretmen adaylarimin profesyonel
kimliklerini kesfetmelerini, kavramalarini 6nermektedir. Bu baglamda, 6gretmen adaylarina
gerekli destek ve siirekli damismanlk verilmelidir. Ogretmen egitimi programlarinda
yansitic1 diisinmeye daha ¢ok yer verilmeli, Ogretmenlik Uygulamas: dersi boyunca da
elestirel yansitict diisiinme uygulamalarma yer verilmelidir. Ogretmen adaylarmin elestirel
yansitici diistinmenin ve profesyonel kimliklerine de elestirel bir tutum gelistirmenin

onemine iligkin farkindaliklar artirilmalidir.

Zaman agisindan kisith oldugu belirtilen Ogretmenlik Uygulamasi dersinin yani sira
Ogretmen adaylarina farkli baglamlarda ogretmenligi tecriibe edebilmeleri icin olanak
sunulmalidir. Uygulama okullarindaki danigman ogretmenlerden ve Ogretmen adaylarinin
birbirlerinden 6grenmeleri saglanmalidir. Ogretime iliskin gozlemler yapilmali, ardindan
geri bildirim vermek ve almak icin daha fazla imkan verilmelidir. Ogretmen egitimcileri bu
anlamda Ingiliz Dili 6gretmen adaylarmin profesyonel kimlik gelisimleri ve bu kimligi

kavrayis siirecinde kolaylastirict bir gorev {istlenmelidirler.
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Son olarak, profesyonel 6gretmen kimligini anlamaya yonelik farkli veri toplama ve analiz
yontemleri benimseyen cesitli baglamlarda 6gretmen adaylari, 6gretmenler, 6gretmen
egitimcilerinin goriislerini, Ogretmenlik Uygulamasi dersi, yansitici diisinme ve bunlarin

profesyonel 6gretmen kimligi ile olan iligkisini inceleyen ¢alismalar artirilmalidir.
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APPENDIX L: TEZ FOTOKOPISi iZiN FORMU

TEZ FOTOKOPISIi iZIN FORMU

ENSTITU

Fen Bilimleri Enstitiisii

Sosyal Bilimler Enstitiisii X

Uygulamal1 Matematik Enstitiisii

Enformatik Enstitiisii

Deniz Bilimleri Enstitiisii I:I
YAZARIN

Soyadi : Tasdemir
Adi : Hanife
Boliimii : Ingiliz Dili Ogretimi

TEZIN ADI (ingilizce) : THE PERCEPTIONS OF PRE-SERVICE EFL
TEACHERS ON THEIR PROFESSIONAL IDENTITY FORMATION
THROUGHOUT PRACTICE TEACHING

TEZIiN TURU : Yiiksek Lisans X Doktora

Tezimin tamamindan kaynak gosterilmek sartiyla fotokopi alinabilir.

Tezimin i¢indekiler sayfasi, 6zet, indeks sayfalarindan ve/veya bir
boliimiinden kaynak gosterilmek sartiyla fotokopi alinabilir.

Tezimden bir (1) yil siireyle fotokopi alinamaz.

TEZIN KUTUPHANEYE TESLIiM TARIiHi:
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