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ABSTRACT

AN INVESTIGATION OF PROFESSIONAL IDENTITY DEVELOPMENT
ACROSS STUDENT, NOVICE AND EXPERIENCED EFL TEACHERS: THEIR
EXPECTATIONS AND FEARS FOR THE FUTURE

ERDEM COSGUN, Gamze
Ph.D., The Department of English Language Teaching
Supervisor: Assoc. Prof. Dr. Perihan SAVAS

June 2021, 261 pages

The main purpose of this study was to investigate student, novice, and experienced
English as a foreign language teachers’ professional identity development through the
Possible Selves Theory in a Turkish context. The study also aimed to identify whether
teachers at various stages in their professional careers had different ideal and feared
language teacher selves, and the factors that influenced their future selves. To achieve
the purpose of the study, an explanatory sequential mixed method was used. First,
guantitative data were collected through a questionnaire and analyzed via SPSS. The
questionnaire participants were 194 student, novice, and experienced English teachers
working or studying at state schools in Turkey. Then, for the qualitative data, semi-
structured interviews were conducted and analyzed to obtain a more in-depth
understanding of the quantitative data. As a result of ANOVA, no significant
difference was observed between student, novice, and experienced English teachers
concerning their ideal and feared language teacher selves. In addition, in terms of ideal
language teacher selves, all three participant teacher groups emphasized professional
development, language competency, professional competency, personal qualities, and
recognition. Additionally, in terms of feared language teacher selves, five themes
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emerged: language incompetency, lack of professional development, undesired
personal qualities, undesired professional dispositions, and lack of recognition.
Moreover, the participants mentioned external and internal factors that affected their
possible selves. Additionally, with the effect of the Covid-19 pandemic, the
participants mostly emphasized the importance of using technology effectively and
having the ability to be adaptable.

Keywords: teacher identity, possible selves, English teacher, ideal self, feared self



0z

OGRENCI, MESLEGE YENI BASLAYAN VE TECRUBELI YABANCI DIiL
OLARAK INGILiZCE OGRETMENLERININ MESLEKI KIMLIK
GELISIMLERININ ARASTIRILMASI: GELECEGE DAIR BEKLENTI VE
KORKULARI

ERDEM COSGUN, Gamze
Doktora, Ingiliz Dili Ogretimi Boliimii
Tez Yoneticisi: Assoc. Prof. Dr. Perihan SAVAS

Haziran 2021, 261 sayfa

Bu calismanin amaci yabanci dil olarak Ingilizce 6gretmen adaylarmin ve meslege
yeni baslayan ve tecriibeli yabanci dil olarak Ingilizce dgretmenlerinin profesyonel
kimlik gelisimlerini Tiirkiye baglaminda Olas1 Kimlikler Teorisiyle aragtirmakti.
Ayrica bu ¢alisma farkl kariyer asamalarinda olan yabanci dil 6gretmenlerin ideal ve
korkulan benliklerinin farkli olup olmadigini ve onlarin gelecek kimliklerini etkileyen
faktorleri anlamaya calismistir. Bahsedilen amaglara ulagsmak i¢in karma desenlerden
biri olan aciklayici sirali karma desen kullanilmistir. Ogretmenlerin profesyonel
kimlik gelisimlerini Olas1 Benlikler Kuramiyla incelemek i¢in ilk olarak bir anket
araciligiyla nicel veri toplanmistir ve SPSS araciligi ile analiz edilmistir. Anket
katilimcilarini Tiirkiye’de devlet okulunda okuyan ya da calisan 194 6grenci, meslege
yeni baslayan ve tecriibeli Ingilizce ogretmenleri olusturmustur. Daha sonra
caligmanin ilk agsamasinda toplanan nicel veriyi daha iyi anlamak i¢in nitel veri olarak
yar1 yapilandirilmis goriismeler gerceklestirilmistir ve analiz edilmistir. ANOVA
sonucunda, Ogrenci, meslege yeni baslayan ve tecriibeli Ingilizce &gretmenleri

arasinda ideal ve korkulan Ingilizce 6gretmeni kimliklerine iliskin anlamli bir fark
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gozlenmemistir. Calisma sonuglari, biitiin katilimcei gruplarin ideal 6gretmen kimligi
olarak mesleki gelisimi, dil becerilerini, mesleki yeterlilik, kigisel nitelikleri ve
taninmay1 6nemsediklerini gostermistir. Ayrica korkulan 6gretmen kimligi olarak dil
yetersizligi, mesleki gelisim eksikligi, istenmeyen kisisel ozellikler, istenmeyen
mesleki egilimler ve taninmama olarak bes tema ortaya cikmustir. Ustelik, katilimcilar
olas1 kimliklerini etkileyen ig¢sel ve digsal niteliklerden bahsetmislerdir. Bunlara ek
olarak, Kovid-19 pandemisi etkisiyle katilimcilar teknolojiyi etkili bir sekilde

kullanmanin ve adaptasyon yeteneginin 6nemine vurgu yapmislardir.

Anahtar Kelimeler: 6gretmen kimligi, olas1 benlikler, Ingilizce 6gretmeni, ideal
benlik, korkulan benlik
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CHAPTER 1

INTRODUCTION

Within the scope of this chapter, the background to the study, a statement of the
problem, the purpose of the study, the significance of the study, and the research

questions for the study are presented in order.

1.1. Background to the Study

Becoming a teacher involves more than just learning some technical knowledge and
practicing it. It is a more complicated process that includes teachers’ professional
identity formation (Olsen, 2008). In particular, Zeichner (2005) states that the
insufficient understanding of teacher professional identity formation is the biggest
obstacle faced by teacher education programs. Beauchamp and Thomas (2009) also
state that an exploration into new teacher professional identity helps to develop more

effective teacher education programs.

Traditionally, teacher identity has not received enough attention in the field of
language teaching and learning. However, with the turn from cognitivist to
sociocultural views, language teacher identity has been placed at the heart of language
teaching and learning (Miller, 2009). Especially in recent decades, the number of
language teacher identity studies has increased (Nguyen, 2017; Tafazoli and Sadeghi,
2018). Most studies on teacher identity agree that understanding teacher identity is
crucially important to understand teachers and their professional development. In
addition, teacher identity is seen to be multiple, flexible, dynamic, and
multidimensional (Nguyen, 2019). Moreover, language teaching is an identity work

(Norton and De Costa, 2018). Therefore, studying language teacher identity is



crucially important in terms of improving language teaching and learning (Beauchamp
and Thomas, 2009).

Identity refers to how people view themselves, and how they perform their assigned
roles in specific environments (Burns and Richards, 2009). Norton (2000) defines
identity as being “how a person understands his or her relationship to the world, how
that relationship is constructed across time and space, how that person understands
possibilities for the future” (p.5). Therefore, teacher training involves not just learning
about the theories and methods of language teaching, but also learning what it means
to become a language teacher. Teaching is not just about good preparation and better
presentation; it is surely much more than that (Martel and Wang, 2014). In addition,
Gee (1996) states that “it is not just what you say or even how you say it, it is who you
are and what you are doing while you say it” (p.8), which indicates the importance of
understanding teacher identity. In addition, VVarghese, Morgan, Johnston, and Johnson
(2005) state that:

In order to understand language teaching and learning we need to understand teachers;
and in order to understand teachers, we need to have a clearer sense of who they are:
the professional, cultural, political, and individual identities which they claim, or
which are assigned to them. (p. 22)

Identity is both an individual and a social matter (Burns and Richards, 2009). Teacher
professional identity is affected by various factors, such as a teacher’s previous
schooling experiences, the level of motivation to become a teacher, the teacher
education program attended, practicum experiences, and various professional practice
contexts (Flores and Day, 2006). Both internal and external factors develop, shape,
and affect the professional identity formation of teachers (Beauchamp and Thomas,
2009).

Teachers go through various stages during their careers. They start their careers as
student teachers in pre-service teacher education programs. These student teachers
then continue on to become novice in-service teachers after graduation, and then they
become experienced teachers over the course of time. At every career stage, their

teacher professional identities change. During a teacher’s career, there is no point at



which professional identity is complete; rather, it develops and changes continuously
(Hall, 1999). Teachers continuously define and redefine their professional identities
during their careers in a dynamic relation with their past, present, and future selves
(Dalioglu and Adiguzel, 2016).

The process of learning to teach is a complex and challenging process during teacher
identity development (Yuan, 2016). Teacher education programs play a significant
role in the professional identity formation of teachers (Dalioglu and Adiguzel, 2016).
Even when they are at the start of their teacher education programs, trainee teachers
are already under the influence of the “apprenticeship of observation” (Lortie, 1975).
That is their previous experiences, previous and current teachers, and contextual
factors affect teacher identity formation. Consciously or unconsciously, memories
affect student teachers’ perception both of the self as a teacher, and their identity
development (Miller and Shifflet, 2016). Student teachers might be unaware of doing
so, but they compare and contrast the practices they learn during the teacher education
programs they take with their memories. However, sometimes this could mislead these
teacher candidates. Therefore, past experiences are a critical consideration for the
identity development of teachers.

In the literature, the practicum experience is not only mentioned as the most influential
part of teacher education, but also as one of the most crucial, critical, and challenging
experiences (Gebhard, 2009). Yuan (2016) also states that the practicum is one of the
most crucial parts of teacher education programs in terms of shaping the identity
development of teacher candidates. During the practicum, student teachers leave their
student identities and adopt teacher identities so as to form a self-image as a teacher
(Day, 2011). During a practicum, student teachers have a chance to practice the
theories that they have been learning during their teacher education programs. In
addition, the practicum also helps student teachers to imagine themselves with regard

to what kind of teacher they will be in the future.

Previously, studies investigating the practicum have mostly focused on the student

teachers’ teaching practices, and what they actually did in the classroom. However,

recently, within more sociocultural frameworks of investigation, the practicum
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experience has started to be perceived as part of the identity construction of teachers
(Prabjandee, 2019). The school context and the relationships with other teachers and
the student teachers’ own students influence their self-concepts and teacher identity
formation. Britzman (2003) states that student teachers’ thoughts related to what it
means to become a teacher should be ascertained in order to observe their professional

identity development.

After graduation, teachers start working as novice in-service teachers. In their first
years of teaching, they experience a type of reality shock (Burns and Richards, 2009).
The ideals that they learned during their teacher education programs are replaced by
the realities of the teaching environment. According to a NCTAF (2003) report, one-
third of new teachers leave the profession within three years, and one half of beginning
teachers leave the profession within 5 years. These statistics indicate that
understanding novice teachers’ professional identities has crucial importance for
understanding their teacher selves. In addition, Kanno and Stuart (2011) state that
novice language teacher learning is more about professional identity formation than it
is about language teaching knowledge. Pennington and Richards (2016) also mention
that, after graduation from education departments, novice teachers are not only
expected to know how to teach and to have the required knowledge but also to adopt
their particular teaching environment’s characteristics and to personalize their

knowledge.

Richards and Pennington (1998) state that most novice teachers in their first years in
the profession ignore the principles that they learned during their teacher education
programs. Their teacher identities are affected by their previous school experiences,
the teacher education program they attended, and the working environment (Farrell,
2009). Working conditions affect the professional identities of a teacher more than
pre-service teacher education (Flores, 2001), and most teachers have difficulty in
implementing the methods that they have learned during their teacher education.
Therefore, they adopt conventional teaching practices at schools even if they do not

believe in their effectiveness (Farrell, 2012).



Language teacher identity has been explored in many different ways in respect of the
constant changes that teachers undergo, the narratives that they use to explain
themselves from their own point of view (Connelly and Clandinin, 1999), the
discourses that they participate in, the metaphors that reflect their understanding, and
the influence of the contexts they come into contact with (Beauchamp and Thomas,
2009). This is especially important because teacher recognition and support diminish
across teachers’ careers (Evans, 1996). Experienced teachers receive less feedback and
support regarding the teaching profession, and they have more diverse responsibilities
than novices (Holbert, 2015). They also have less commitment to their professions
than novices. Therefore, to reach a complete understanding of the identity
development of teachers requires considering teachers’ identity formation as a

developmental process involving teachers at various stage in their professional careers.

The significance of self and identity is a recent trend in second and foreign language
teacher education (Rahmati, Sadeghi and Ghaderi, 2018). Most theories on self and
identity have sociocultural roots because of social nature of the human beings and
identity formation (Hiver, 2013). Teacher identity is connected to the terms “self” or
“self-concept” and an exploration into teacher professional identity also revolves
around these terms. An understanding of self is key to understanding teacher identity
formation (Beauchamp and Thomas, 2009). Therefore, self-related theories have
emerged in order to understand teacher identity development better (Dastgoshadeh,
2018). One of these theories is the Possible Selves Theory advanced by Markus and
Nurius (1986). This theory emerged in the field of psychology and has recently been
used in the field of language teacher education in order to understand the professional

identity development of teachers.

Possible selves are like the dynamic aspect of identity and understanding teachers’
professional identity includes not just understanding “who they are at the moment” but
also “who they want to be in the future” (Cheung, 2008; Sachs, 2001). From this
perspective, Markus and Nurius’s (1986) Possible Selves Theory provides a strong
theoretical framework for understanding teacher professional identity formation. More
specifically in the case of teachers, teachers’ possible selves can be defined as
teachers’ future probable selves related to what they could become and what they are
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afraid of becoming in their profession (Itoi, 2014). This is because, although
knowledge of what teachers think currently could indeed be helpful, knowing about
teachers’ expectation and fears for the future could lead to a transformation of
teachers’ future selves and better help teachers’ professional identity formation
(Shoyer and Leshem, 2016). Such knowledge could show variations in the change
regarding teachers’ values and contextual factors. Markus and Nurius (1986) state that
all self-concepts could change with experience, but possible selves are more
susceptible to environmental changes because social experience is missing to guide

one’s future perspectives.

1.2. Statement of the Problem

A future oriented perspective has been neglected in the field of language teacher
identity research. Most research on teacher identity has focused on the past or present
dimensions of professional identity formation (Van Lier, 2006). However, recently,
awareness has grown regarding the importance of future oriented practices in shaping
the self of teachers (Conway, 2001). Norton’s (2000) definition of the term “identity”
also points out that “how the person understands possibilities for the future’’ is part of
his or her identity. Therefore, understanding language teachers’ future oriented

perspectives is crucial to understanding their identity development.

Moreover, studies investigating language teacher identity have mostly focused on
teachers’ concerns and anxieties. However, Possible Selves Theory examines
teachers’ expectations and fears together, and so it presents a more balanced view of
teachers’ identities (Conway and Clark, 2003). Thus, teachers could direct their future
actions in order to achieve expected possible selves and avoid the feared possible
selves (Bak, 2015). In addition, the theory also reflects the effectiveness of
interventions in teacher education programs and in-service trainings (Mahmoudi-

Gahrouei, Tavakoli and Hamman, 2016).

Additionally, it is the case that student, novice and experienced teacher groups tend

not to interact with each other. Most of the time, they are isolated in their groups, and

they are not aware of each other’s specific expectations and fears regarding the
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language teaching profession. Although student teachers do interact with in-service
English language teachers during the practicum, the interaction is limited. Most of the
time, teachers do not benefit from the experiences of in-service teachers, experiences
that are important in the development of teacher identity. However, at every career
stage that teachers pass through, they define and redefine their identities (Dalioglu and
Adiguzel, 2016). Therefore, there is a need for greater awareness of the various teacher
groups’ ideal and feared possible selves concerning the teaching profession S0 as to
increase the collaboration and interaction among various teacher groups at different

stages in their careers and thus to support teachers’ professional identity development.

Within the research to date, most studies related to language teachers’ professional
identity formation through self-related theories have investigated only student or
novice language teacher identity formation (Sahakyan, Lamb and Chambers, 2018).
Few studies have investigated language teachers’ professional identity formation as a
developmental process throughout the teacher’s career. In their meta-synthesis on
foreign language teacher identity studies in Turkey specifically, Taner and Karaman
(2013) also state that most studies on language teacher identity have focused only on
student teachers. However, the professional identity development of language teachers
needs to be thought of in holistic terms, starting from pre-service teacher education

and continuing through in-service teaching practices over the years.

In addition, in the Turkish context, most studies regarding teacher education have
focused on teachers’ beliefs, attitudes, values and perceptions, but few have focused
on teacher identity (Taner and Karaman, 2013). However, understanding professional
identity formation of teachers is crucially important to improve teacher education
programs, and teaching and learning (Alptekin and Tatar, 2011). Thus, further research
on teacher identity construction is needed in the Turkish context (Taner and Karaman,
2013).

1.3. Purpose of the Study
The purpose of this study is to investigate student, novice, and experienced English as

a foreign language teachers’ professional identity development through Markus and
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Nurius’s (1986) Possible Selves Theory in the Turkish context. The study considers
the identity formation of language teachers as a developmental process. The study also
aims to identify whether teachers at various stages in their professional careers have
different ideal and feared language teacher selves, and the factors that influence their
future selves. For this reason, studying English language teachers at different career
stages could highlight language teacher professional identity formation, the teachers’
expectations and fears related to their future teaching and learning, and the possible

factors that affect their professional identity development.

Teachers are expected to reflect both their current and future selves concerning the
profession. Therefore, this study aims not only to learn about language teachers’
current selves, but also their future selves, including their expectations and fears for
the future. In this way a more complete understanding of EFL teachers’ professional
identity development can be achieved. With this study, the intention is also to assist
student, novice and experienced EFL teacher groups to become more aware of both
their own and each other’s future possible selves. At every career stage that teachers
pass through, they define and redefine their identities. Consequently, increasing the
interaction and collaboration among teachers, and increasing the awareness of
teachers’ various professional identity development processes, can support teacher
professional identity formation. Moreover, creating awareness regarding the
professional identity development of various EFL teacher groups can work towards
improving language teacher education policies and practices, and language teacher
identity studies.

1.4. Significance of the Study

This study is significant from various perspectives. First, the future oriented
perspectives of student, novice and experienced teacher groups regarding their
expectations and fears for the language teaching profession will be understood. Future
oriented perspectives act as a motivational drive for teachers, allowing them the
opportunity to arrange future actions and plans. In addition, teachers can be aware of

their current language teacher selves. Thus, teachers could develop their identities



better, and more effective language teaching and learning practices can be performed
(Beauchamp and Thomas, 2009).

Moreover, student, novice and experienced teacher groups will be aware of each
other’s specific expectations and fears regarding the profession. Thus, it could increase
the interaction and collaboration among teacher groups, and they could support each
other during the development of their professional identities (Han, 2021).
Additionally, the results of the study will provide insights for policy makers,
administrators, teacher educators, trainers, and material developers regarding language

teacher education policies and practices.

Besides these considerations, this study considers the professional identity
development of teachers as a developmental process. It emphasizes the stages that
teachers go through during their careers while being student, novice, and experienced
language teachers. Rather than studies that focus solely on either one of these stages,
this study investigates the identity development of teachers from a more holistic
perspective. Thus, the results will reflect a more complete understanding of teacher

professional identity development in the Turkish context.

1.5. Research Questions

Considering the above-mentioned background to the study, statement of the problem,
purpose of the study and significance of the study, this present study aims to answer
specific research questions to understand student, novice, and experienced EFL
teachers’ professional identity development better. The research questions of the study

are presented below:

1. How do student, novice, and experienced EFL teachers define their ideal
language teacher selves?
2. What do student, novice, and experienced EFL teachers fear becoming
regarding their professional identity?
3. Is there a significant difference among student, novice, and experienced EFL
teachers regarding their ideal and feared language teacher selves?
9



. What are the main factors influencing student, novice, and experienced EFL

teachers’ ideal and feared possible selves?

How do student, novice and experienced EFL teachers perceive each other in
terms of ideal and feared possible language teacher selves?

How has the Covid-19 pandemic affected student, novice and experienced EFL

teachers’ ideal and feared possible language teacher selves?
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CHAPTER 2

REVIEW OF LITERATURE

Within the scope of this chapter, a review of literature concerning the topic of the study
is given. First, teacher identity, language teacher identity, and Possible Selves Theory
are defined. In addition, teacher identity in respect of the effect of the Covid-19
pandemic is also considered along with the relevant studies in the field. Moreover,
studies concerning the identity development of pre-service, novice, and experienced

teachers are referred to.

2.1. Teacher Identity

Defining teacher identity is a controversial and complex area, but recently there has
been a shift from fixed definitions of teacher identity to more dynamic perspectives
(Ajayi, 2011). The main reason for this shift is the epistemological change from
positivist views to sociocultural perspectives in language teacher education (Yazan,
2018). Sociocultural perspectives do not view language educators as just the
transmitters of knowledge. They emphasize educators’ beliefs, thoughts, and previous
experiences. Thus, teacher identity has started to be thought of as multiple, flexible,
and changing rather than fixed and stable (Johnson, 2009; Noonan, 2018; Ruohotie-
Lyhty & Moate, 2016). In addition, sociocultural perspectives also emphasize that

social, cultural, political contexts affect the identity of teachers.

Among various definitions of teacher identity (Lasky, 2005; Olsen,2008; Hsieh, 2010),
Cohen (2010, p.473) defines it as “how teachers view themselves as professionals in
the context of changing work situations, often driven by changes in education policy”.
In addition, Mockler (2011, p. 519) defines it as “the way that teachers, both

individually and collectively, view and understand themselves as teachers and it is thus
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understood to be formed within, but then also out of, the narratives and stories that
form the ‘fabric’ of teachers’ lives”. What is common in all the definitions of teacher
identity is that teacher identity reflects teacher’ beliefs about themselves as teachers.
In addition, communities of practices affect teachers’ professional identities.
Moreover, teacher identity is multiple and changing, and it is affected by social
context. Finally, teachers’ investment in the profession develops their professional

identities (Yazan, 2018).

Beauchamp and Thomas (2009) emphasize teacher identity’s regulative role in
teachers’ professional lives. They state that teachers can facilitate their teacher
identities to explain, justify and understand themselves and their actions both to
themselves and to the outside world. Therefore, understanding teacher identity could

improve teacher education programs, as well as language teaching and learning.

2.2. Language Teacher Identity

In language teaching, language is used both as a subject of teaching, and a cultural and
linguistic tool. Thus, language teachers’ identities are also affected by their linguistic
identities as language users (Park, 2012). Language teachers’ positioning by
themselves and by others regarding their language competence and degree of

nativeness affects both their current and future professional identities.

Especially in decades with the sociocultural framework, it has been understood that
teacher identity is crucial for understanding teacher learning (Johnson, 2009).
Previously, teacher learning was assumed to be realized within teacher education
programs through theoretical and practical knowledge. Teachers were only seen as
transmitters of that knowledge. However, with the change in the epistemological
perspective, who teachers are has started to be considered as important and essential

in teacher learning (Yazan, 2018).

Language teacher cognition is also related to teacher identity (Miller, 2009). What
teachers think, believe, and know are part of their identities. Language teacher

cognition focuses on the unobservable part of teachers’ mental lives to understand
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teaching practices better. How teachers decide their teaching practices, and what they
think about their teaching practices, reflects their cognitions. Borg (2009) states that
we cannot understand language teachers without understanding teachers’ thoughts,

beliefs, and knowledge.

One of the important aspects in language teacher cognition is the effect of teachers’
prior language learning experiences. The language teacher identity framework devised
by Yazan (2018) refers to this as “teacher biographies”. Lortie (1975) expresses it as
“apprenticeship of observation”. Pre-service language teachers already have strong
beliefs about language learning and teaching when they start on their teacher education
programs, and this affects their teacher identities. Another important aspect in
language teacher cognition is the practicum experience during pre-service teacher
education. Farrell (2001) states that the practicum experience affects teacher

candidates’ cognitions regarding what it means to be a language teacher.

The impact of pre-service teacher education is another important aspect in language
teacher cognition. Studies indicate that pre-service teacher education has an impact on
teacher candidates’ teaching practices, but special attention should be paid to whether
the change in behavior is cognitive or behavioral (Borg, 2009). There is a need for
learner teachers to talk about what they are experiencing during pre-service teacher
preparation (Johnson, 2009). Finally, the practices of in-service teachers cannot be
explained just by considering what teachers think, believe, and know. Studies indicate
that, in addition to cognitions, contextual factors shape teachers’ practices (Miller,
2009).

Participation in communities of practice is another dimension for language teacher
identity. According to the sociocultural framework, teachers learn in communities by
actively participating. Lave and Wenger (1991) mention the term “communities of
practice” to indicate participation in communities with shared work theories and
practices. As a part of a community, teachers do not just learn new content; they may
also change what they believe or value. This indicates that teachers’ identities are not

fixed, and that could change through participation a new community (Johnson, 2009).
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Contextual factors affect all the dimensions of the language teacher identity.
Contextual factors include both micro and macro contexts affecting teachers’ identity
formation (Yazan, 2018). Micro contexts include the school environment, classrooms,
or any related contexts regulated by macro contexts like social, political, and cultural
contexts. Contextual factors are mostly ignored in language teacher identity formation,
but they are one of the most important factors in shaping the identities of teachers
(Johnson, 2009). Contextual factors affect language teachers’ decisions, beliefs, and

practices.

Finally, language teacher emotions are another of the important factor affecting
teachers’ identities (Song, 2016). Teacher emotions have an influence on teachers’
thoughts, beliefs, and knowledge. Most of the time, the emotional aspect of the
teaching profession is ignored. However, the teaching profession includes personal
commitment and emotional understanding (O’Connor, 2008). Emotions affect
teachers’ professional decisions and practices. Therefore, understanding the
professional identities of teachers requires an understanding of the emotions of
teachers, because emotions give insights towards understanding the unobservable part
of language teachers’ mental lives. For this reason, they should be part of any study

related to language teacher identity (Yazan, 2018).

2.3. Teacher Identity and the Covid-19 Pandemic

The effect of the Covid-19 pandemic has been seen all around the world, and Turkey
IS no exception. In response to the Covid-19 virus that outbroke in the first semester
of 2020 in Turkey, most services have been closed as a measure to reduce physical
proximity and to prevent the spread of the virus infection. Education practices have
also been affected by this pandemic. Most schools in Turkey have been closed to
students, and teachers have been asked to conduct their courses remotely. Both the
education system and the teachers were unprepared for the swift changes that occurred.

Teachers needed to find ways to connect with their students and to teach effectively.

During crises, a decrease in teachers’ sense of self-efficacy is observed (Seyle et al.,
2013). In addition, during Covid-10 pandemic, teachers’ technological competence
14



has become more important in order to conduct effective lessons. Online teaching
requires teachers to conduct their teachings synchronously and asynchronously
(Plaisance, 2018). Gonzales and Louis (2018) state that online teaching should be
arranged in a way that it would motivate students and get their interests. Additionally,
teachers experience confusion and stress because of abrupt school closures and
uncertainty about how long the effect of Covid- 19 pandemic will last (UNESCO,
2020; Kraft, Simon, and Lyon, 2020; Maclntyre, Gregersen and Mercer, 2020). In
addition, Dvir and Schatz-Oppenheimer (2020) assert that a crisis could influence the
professional identity of teachers. Moreover, Huang (2021) indicates that online
teaching poses challenges to teachers’ professional identities with respect to different
teaching experiences and context. They experience changes in their daily routines,

knowledge and skill, beliefs about teaching.

2.4. Studies on Pre-service English Language Teacher Identity

Studies have been conducted to understand the identity development of pre-service
English Language teachers. In one of the studies, Trent (2011) examined pre-service
English teachers’ professional identity development. The participants in this
qualitative study were six Chinese pre-service English teachers. Interviews conducted
with the participants highlighted that the pre-service teachers had rigid views regarding
teaching. The study also stated that the pre-service teachers’ rigid views could result
in problems when they started actual teaching practices at an institution. In another
study, Salinas and Ayala (2018) studied EFL student teachers’ professional identity
construction in a case study. The participants were two student teachers in their final
year in a teacher education program in Chile. The results suggested that student
teachers’ professional identities were formed by both internal and external factors such
as their self-perception, learning environment and practicum experiences. In addition,

student teachers’ identities were unstable, multiple, and dynamic.

Nguyen (2019) investigated three pre-service English language teachers’ identity

formation during their practicums in a case study. The study investigated the factors

that promoted or inhibited their professional identity development. The study showed

that the professional identity formation of each of the three pre-service teachers was
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different from that of the others. Their previous experiences, practicum school
contexts, and mentor teachers affected their identity developments differently. The
study indicated that mentors during the practicum had a major effect on their teacher
identity formation. Therefore, it was suggested that mentoring could promote the
identity development of teachers if it could be done properly.

In addition, Urzu’a and Va'squez (2008) investigated novice ESL teachers’
professional identity development through prospective reflections during mentoring
sessions. As one of the influential models on reflective teaching, the model developed
by Schoén (1983) emphasizes “reflection in action” and “reflection on action”. The
study underscored the idea that, besides reflection on action and reflection in action,
reflection for action, which includes plans for the future supports teachers’ identity
development. Through prospective reflections, novice teachers mentioned their plans
and considered their possibilities. Therefore, the study suggested that mentor teachers
should be aware of the importance of teachers’ reflection for action in terms of its

effect on the professional identity formation of teachers.

Prabjandee (2019) also investigated the practicum experiences of pre-service English
teachers from a professional identity formation perspective in Thailand. The
participants in this qualitative study were two pre-service English teachers. Analysis
of interviews and observation notes indicated that the practicum experience
contributed to the pre-service teachers’ identity formation. In addition, pre-service
teachers overcame challenges with the help of technical and psychological support
mechanisms. Moreover, the study also stated that teacher identity was formed through
emotion, practice, and symbolic entity during the practicum. The study also
emphasized the importance of the practicum experience in shaping teacher identity.

In addition, Prabjandee (2020) conducted another study with pre-service English

language teachers’ identity development in Thailand. The participants were fifty pre-

service English teachers studying at different stages of teacher training. Data were

collected through semi-structured interviews. The results showed that the participants

had various motivations to enter the profession, such as family influence, love of

English, enjoyment of teaching, and so on. In addition, the practicum experience
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affected participants’ identity development to a considerable degree. Nearly half of the

participants started to see themselves as teachers after completing the practicum.

2.5. Studies on Pre-service Teacher Identity and Possible Selves

Multiple studies have investigated pre-service teachers’ identity development using
Markus and Nurius’s (1986) Possible Selves Theory. A study by Hong and Greene
(2011) explored pre-service teachers’ hopes and fears regarding their future in the
teaching profession. The participants were eleven pre-service teachers. The results
indicated that the participants’ previous experiences had more of an effect than the
teacher education program in shaping the participants’ hopes and fears. In addition,
when the participants’ hopes, and fears were not balanced, they produced more fears

than hopes.

A study by Hamman, Coward, Johnson, Lambert, Zhou, and Indiatsi (2013) studied
the professional identity formation of pre-service teachers using Possible Selves
Theory. The participants were ten pre-service teachers studying at a state university in
the United States. Data were collected through interviews. The results revealed that all
participants took some type of action either to reach their hoped selves or to avoid their
feared selves. Future selves acted as a motivational drive for teachers to plan their
actions. Therefore, the results indicated that possible selves affected teacher
professional identity. In addition, the results also showed that teacher possible selves

were not fixed, but rather changed continuously.

In a qualitative case study, Itoi (2014) examined possible selves changes in EFL pre-
service teachers during their last ten months period in a teacher education program
together with the reasons for this change. The participants were four pre-service
teachers in their final year in a teacher education program. The main data collection
tools were interviews, practicum reports and e-mails. The results showed a change in
the pre-service EFL teachers’ self-perceptions regarding what they expect from their
professions. Their practicum experience had an effect on changing their future possible
selves from mostly ideal selves to ought to and feared selves. The participants
recognized the gap between their present selves, and ought to selves and this situation
17



led them towards the feared selves. The study also found that relationships with others,
such as their mentor teacher, the school environment and parents, also affected their

possible selves changes.

A study by Al-Khairi (2015) explored ideal English language teacher qualities in a
Saudi Arabian context. The participants were 216 student English teachers. Data were
collected through a questionnaire and analyzed via inferential statistics. The results
showed that student English teachers mostly emphasized personality and the
professional qualities of English teachers that could motivate and inspire students. In
addition, no significant difference was observed between male and female participants

regarding the ideal English language teachers’ characteristics.

Moreover, in his Ph.D. thesis, Gonzalez-Bravo (2015) investigated teacher candidates’
professional identity formation in terms of Possible Selves Theory. The participants in
the case study were thirteen teacher candidates. The study proved the utility of Possible
Selves Theory in understanding teacher professional identity. Teacher candidates’
desires, fears, and strategies regarding the teaching profession informed teacher
educators with respect to teacher professional identity formation.

Additionally, Shoyer and Leshem (2016) investigated student teacher candidates’
hopes and fears for the teaching profession. The participants in the study were 90
student teacher candidates at a college in Israel. Data were collected through an open-
ended questionnaire. The study concluded that the participants expressed more hopes
than fears. They mostly mentioned expected possible selves rather than feared possible
selves. The study also suggested that the teacher candidates’ possible selves should be
investigated across their careers to observe the process of professional identity

development, and so thus their hopes and fears towards the profession.

Studies indicate that the practicum is one of the most crucial parts of teacher education

programs in respect of developing teachers’ professional identities. Yuan (2016)

undertook a study with two Chinese pre-service language teachers that considered their

professional identity development and their possible selves. The study especially

aimed to investigate the effect of ineffective mentoring practices that were provided
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to final year language teachers during their practicums. The study indicated that
negative mentoring affected pre-service teachers’ identity development. The
participants developed both ought to and feared possible selves, leaving aside notions

of the ideal self.

Moreover, Miller and Shifflet (2016) studied the expected and feared possible selves
of pre-service teachers through their memories. The participants in this qualitative
study were 69 pre-service teachers. The results showed that the pre-service teachers’
memories influenced their professional identities and their perception of self as a
teacher. Some participants recognized a conflict between their memories and the
effective teaching methods that they had learned during their teacher education. In
addition, some participants negotiated their memories with their practices during the

courses they took.

In another study, Werbinska (2017) investigated student teachers’ autonomous identity
development and possible selves. The participants in this longitudinal four-year study
were two English language student teachers. The self-narratives of the participants, in
which they imagined their future professional lives, were analyzed. The study
highlighted that the possible selves of student teachers influenced their professional
identity formation. Similarly, Gaines, Choi, Williams, Park, Schallert and Matar
(2018) studied pre-service teachers’ possible selves via shared stories in an online
platform. The participants were four bilingual pre-service teachers. The stories shared
by the participants were analyzed to understand teacher candidates’ identity
development. The results showed that the participants’ individual past experiences
resulted in diverse possible selves for all of them. In addition, the shared stories also

affected the pre-service teachers’ identity development and their future possible selves.

In the Turkish context, Possible Selves Theory has also been used to understand pre-

service EFL teachers’ identity development. In one of the studies, Dalioglu and

Adiguzel (2016) explored possible selves and the self-efficacy beliefs of teacher

candidates after they had done their teaching practice (practicum) at a teacher

education faculty in Turkey. The participants were 70 senior students from various

departments, although most of the participants were from the English Language
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Teaching department. Data were collected through both quantitative and qualitative
methods. The results indicated that, with teaching experience, the participant teachers’
self-efficacy beliefs improved. In addition, regarding the possible selves of the teacher
candidates, it was seen that expected possible selves of the teacher candidates did not
change after the teaching practice, but their feared selves showed variation.

In addition, Babanoglu (2017) investigated the possible selves of pre-service English
as a Foreign Language (EFL) teachers in a Turkish context. The study explored pre-
service teachers’ fears and expectations for the teaching profession and their
professional identity development. Data were collected through a survey. The
participants were 149 pre-service EFL teachers studying at a state or a private
university in Turkey. The results showed that the EFL teacher candidates had positive
expectations and no serious fears for the teaching profession that they would enter in
the following year. In addition, the female participants had higher expected possible

selves scores than the male participants.

Another study, by Salli and Osam (2018), investigated pre-service English language
teachers’ identity development though expected and feared teacher possible selves.
The participants in the study were thirteen pre-service 4" grade ELT student teachers
at a university in Turkey. The main data collection tools were blog posts, interviews
and video recordings of teaching experiences from the pre-service teachers’
practicums. The results indicated that the student teachers developed both expected
and feared possible selves. The participants formed various expected possible selves
regarding interpersonal relationships, professional techniques, and strategies. In
addition, they also articulated feared possible selves regarding topics such as
classroom management and teaching strategies. Compared to expected selves, feared

possible selves were fewer.

Additionally, Babanoglu and Agcam (2018) explored pre-service teachers’ expected

and feared possible selves in the Turkish context via a questionnaire. The participants

were 179 pre-service teachers from three different undergraduate degree majors:

primary school teaching, science teaching and English language teaching. The study

reported that EFL teachers’ expected possible selves were lower than those of the
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primary school teacher and the science teacher trainees. The probable reason was
explained as being major specific properties in that English language teaching was
different from other majors as it also included language user identity besides teaching

identity.

Another study by Kiilek¢i (2018) researched prospective EFL teachers’ perceptions of
the ideal EFL teacher in the Turkish context. The participants were 165 prospective
EFL teachers studying at a state university in Turkey. Data were collected through a
questionnaire and interviews. The results indicated that the prospective EFL teachers
emphasized teachers’ giving authentic examples, being prepared for the course and
developing themselves professionally. In addition, the study also found that there was
not a statistically significant difference regarding the ideal language teacher
perceptions among participants who have various amounts of teaching experience.
Moreover, there was not a statistically significant difference between male and female

participants.

In another study published recently, Giin and Turabik (2019) investigated the effect of
possible selves on teacher candidates’ teaching motivation. The participants were 316
teacher candidates at a state university in Turkey. Data were collected through surveys
and were then analyzed using statistical analysis programs. The results demonstrated
that teacher candidates’ possible selves predicted their internal and external teaching
motivations well. There was a low relationship between possible selves of teacher
candidates and their internal motivations. However, there was not a relationship
between the possible selves’ teacher candidates and their external motivation towards

teaching.

In another recent study, Olmez Caglar (2019) explored possible selves of student
English teachers and its relationship with motivations and self-efficacy beliefs. The
participants in this mixed-methods study were 296 fourth year English language
student teachers at seven different state universities in Turkey. Quantitative data were
analyzed statistically, and qualitative data were analyzed via content analysis. The
results suggested that student teachers had strong ideal, ought to and feared possible
selves, autonomous teaching motivation and self-efficacy. The ideal selves of student
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teachers predicted the level of autonomous motivation. Moreover, the motivation of
student teachers predicted their self-efficacy. Thus, the results reflected the importance
of developing strong possible selves in order to increase their motivation and self-

efficacy beliefs.

Additionally, Tabak, Yenel, Tabak, and Sahin (2020) studied prospective teachers’
expectation and concerns regarding their future professions using Possible Selves
Theory. The participants in this qualitative phenomenological study were 449 teacher
candidates in their final year of study. The results showed that the most mentioned
expectation of the participants concerning the teaching profession was being
competent in the profession. Other than this, they also mentioned, among the other
things, staying up to date, training morally good individuals, and communicating
effectively. The participants also mentioned concerns regarding the profession, and
the most mentioned concerns were losing motivation and being inadequate
practitioners. In addition, the results also indicated that even if participants mentioned
both concerns and expectations regarding the profession, their expectations

outnumbered their concerns.

2.6. Studies on Novice English Language Teacher Identity

The identity development of novice English language teachers has attracted
considerable attention in the literature. In one study, Scherff (2008) investigated two
novice English language teachers’ identity development and their reasons for leaving
the profession. The study was designed as a case study. Interviews were conducted
and e-mails were collected for 17 months, and they were analyzed qualitatively. The
study concluded that workplace settings, and the relationships experienced there, had
been the main factor that had affected the teachers’ decisions to resign from their jobs.
The school culture and difficult working conditions made teachers decide to leave the

profession.

In another study, Lovett and Davey (2009) studied four novice secondary level English

teachers’ professional identity development in a case study. Analysis of semi-

structured interviews showed that the novice English teachers experienced challenges
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and needed professional help. The study results also revealed that one size does not fit
all. Each of the participants had different professional needs and support requirements.
Therefore, schools were seen as being responsible for providing novice teachers with

mentoring and professional help.

A study by Lomi and Mbato (2010) studied the professional identity development of
Indonesian novice EFL teachers. The study investigated the challenges that teachers
faced in their first year and the strategies they employed to deal with them. The
participants were three Indonesian EFL teachers who were in their first year of
teaching after graduation. Interviews were conducted with the participants and were
analyzed qualitatively through coding. The results indicated that the participants faced
both internal and external struggles in their first year. In terms of internal struggles,
the participants mentioned dealing with personal problems in teaching, maintaining
self-efficacy, their language ability, and job dissatisfaction. For external struggles,
they mentioned classroom management, a lack of teaching resources and facilities,
problems with colleagues, and salary problems. The study also suggested that teacher
education programs should prepare teacher candidates for the real-world teaching

environment.

Moreover, Kanno and Stuart (2011) studied two novice English as a second language
teachers’ transition from being graduate students to teachers, and their professional
identity development over a period of one academic year. The two cases were analyzed
using both within case and cross case analysis. The study revealed that the transition
from being students to teachers was not an easy task. It was a slow process. The
teachers’ professional identities also showed variation during the one year observation.

They felt more like a teacher after one year of teaching practice.

Djoudir’s (2019) doctoral thesis investigated novice EFL teachers’ professional

identity construction in an Algerian context. The participants in this qualitative study

were fourteen EFL teachers in their first year of teaching. The main data collection

tools were semi-structured interviews conducted with the participants, the participants’

written reflections and the researcher’s journal. The results of the study showed that

professional identity was a complex phenomenon, and that it involves negotiation of
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meaning among imagined, practiced, and future identities. In addition, the study also
revealed that the support provided by the school administration and colleagues affected
the teachers’ professional identity development positively. The study indicated that the
importance of communities of practices in shaping teacher professional identity.

Moreover, a study by Kennedy (2020) explored imagined and enacted teacher
identities of novice English teachers via a longitudinal ethnographic study in South
Korea. The participants in the study were ten novice English teachers who had not
received prior formal teaching experience before the study was conducted. The data
collection tools included interviews, small group conversations, monthly reflections,
field notes and teaching artifacts. The study was designed with a three-piece
dissertation by publication model. The first article investigated how a novice teacher’s
imagined identity collapsed. In the second article, a novice EFL teacher’s doubts and
insecurities were explored. Finally, the third article dealt with the power of community

in shaping novice EFL teachers’ identity.

In the Turkish context, Bulut Albaba (2017) conducted a study on EFL teachers’
transition from being pre-service teachers to being novice teachers through a
longitudinal case study. The study investigated teacher learning via social and
cognitive changes. The participants were five novice EFL teachers. The participants
were interviewed before they undertook their practicums, during their practicum, and
in the initial year of their teaching careers. The results suggested that when novice
teachers’ teaching practices conflicted with the actual teaching practices and accepted
values of teaching contexts, the novice teachers adapted to the conventional teaching
practices of the schools in which they were teaching. The novice teachers’ idealism
declined, starting from the practicum experience. The situation of “legitimate
participation” affected novice teachers’ decisions. The results also indicated that
teacher education programs should support teacher candidates with regard to how to

resist reverting to conventional teaching practices in local contexts.

In addition, Kaya and Dikilitas (2019) investigated the professional identity

development of a novice English language teacher in a qualitative case study in a

Turkish context. The participant in the study was one English language teacher. Data
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were collected through interviews, observations, and narratives. The research findings
indicated that the novice teacher was mostly under the influence of behaviorist
perspective at first, but over time, the teacher developed a more socio constructivist

teacher identity.

Another study by Tokoz Goktepe and Kunt (2020) explored novice English language
teacher’s identity development through a longitudinal case study of a single, female
participant in Turkey. The study reported on the teacher’s imagined and imposed
identity development. In terms of imagined identity, the teacher stated that, unlike a
traditional teacher, she would use the target language as much as possible. In addition,
she imagined becoming a teacher who was caring and loving, but also strict with regard
to managing the classroom environment. The results also showed that the teacher’s
identity had been affected by her prior teachers. She stated that, like her university
instructor, she emphasized being prepared for a lesson. In addition, the participant also
emphasized professional development, and so she undertook research to improve

herself.

2.7. Studies on Novice Teacher Identity and Possible Selves

The literature also contains a few studies investigating novice teachers’ identity
development through possible selves. A study by Hamman and Wood-Harp (2007)
suggested that Possible Selves Theory could explain well why some teachers at the
beginning of their careers were leaving the profession and some were not. Possible
Selves Theory helped teachers to evaluate the current situation and plan their future
actions. Teacher selves were dynamic and affected by environmental factors.
Therefore, the possible selves of teacher should be realistic and related to teachers’

actual working conditions.

In a longitudinal case study conducted with four novice Japanese teachers by

Kumazawa (2011), what emerged was a close relationship between one’s self concept

and motivation, indicating the usefulness of Possible Selves Theory and teacher

motivation. In 2013, Kumazawa conducted another study with four novice teachers to

investigate how student teachers’ self-concept changed during transition from being
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student to being a teacher and how it affected their teaching motivation. The study
indicated that there was a gap between student teachers’ ideal and ought to selves, and
this gap affected their motivation. The novice teachers struggled with the realities of
teaching environment and their ideal language teacher selves. However, over time, the

novice teachers reshaped their self-concepts, and this affected their motivation.

Moreover, Quinto, Kwon, and Gaerlan (2020) studied the future oriented identities of
twenty Filipino novice language teachers in a qualitative study. The results showed
that the participants had competent and incompetent language teacher visions. In
respect of ideal language teacher selves, the participants desired to expand their
competence in knowledge, teaching confidence, and behavior in teaching. For feared
language teacher selves, the participants feared becoming incompetent concerning

knowledge and teacher character.

2.8. Studies on Experienced English Language Teacher Identity

Most studies have investigated novice or student teacher identities, but few have
investigated experienced teacher identities (White and Ding, 2009). However, studies
have shown that experienced teachers also deserve to be studied with regard to the
developmental aspect of teacher identity. Similar to other teacher groups, they suffer
from teacher burn out and loss of teaching enthusiasm (Mercer, 2018). Moreover, their

professional identities were still multiple, flexible and a site of struggle.

A study by Cowie (2011) explored experienced EFL teachers’ emotional states and
how it affected their professional identities. The participants in the study were nine
experienced EFL teachers working in Tokyo. Interviews conducted with the
participants suggested that the teachers mostly held positive emotions towards their
students, but they held more negative emotions towards their colleagues and the
institutions they worked in. The study also suggested that the emotional state of

teachers had an effect in terms of shaping the teachers’ identities.

Most recently, Xie and Dong (2020) studied experienced English teachers’ identity
development through narrative inquiry. The participants were three experienced
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Chinese teachers of English. The study concluded that the teachers’ identity
development was affected by social factors, institutional factors, and personal factors.
In addition, the results also indicated that in their mid-career years, the teachers faced
identity crises. Therefore, the study’s results suggested that mid-career teachers should

be supported by relevant parties during their identity construction.

Moreover, a very recent study by Analisti (2021) investigated an experienced
Indonesian English teacher’s professional identity construction through a narrative
inquiry. Interview analysis showed that the teacher’s professional identity construction
was affected by three factors. These were professional development activities,
inspirational people and relationships with them, and institutional norms. Moreover,
the study also concluded that the teacher constructed and reconstructed his identity

over time, indicating that identity construction was dynamic.

2.9. Studies on Experienced Teacher Identity and Possible Selves

Possible Selves Theory was also used to understand the professional identity
development of experienced language teachers. In a study, Kubanyiova (2009)
developed a Possible Language Teacher Self that consists of ideal, ought to and feared
self of language teachers. The study researched the effect of a 20-hour in-service
teacher professional development course on in-service teachers’ concept formation.
The participants in the study were eight non-native English language teachers in
Slovakia. The research was designed as a case study, and interviews and observations
were the main data collection tools. The results suggested that the ideal language
teacher self affected language teachers’ motivation and passion towards the profession.
In addition, contextual factors and ought to selves were also effective in the

construction of the language teacher’s feared selves.

In another study, White and Ding (2009) studied experienced language teacher identity
and self towards e-language teaching. The participants were 23 language teachers
from China, the UK, and New Zealand. Over a period of more than nine months, the

participant teachers were engaged in an e-language learning project. The study
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concluded that experienced language teachers’ possible selves had an effect in terms

of motivating teachers to engage in learning facilities during the project.

A study by Kubanyiova (2015) considered the relationship between language teachers’
use of language and opportunities for language development. The participant in the
study was one experienced EFL teacher working at a state university in Slovakia.
Classroom observations, audio recordings and interviews showed that the language
teacher’s possible selves affected the teacher’s classroom language use, practices, and
the learning opportunities. The study also suggested the importance of professional
development opportunities for teachers to foster teachers’ possible selves. Moreover,
a study by Holbert (2015) explored mid-career teachers’ classroom community
development across three seminars using Possible Selves Theory. The participants in
this qualitative study were seven, midcareer teachers with more than five years of
experience. The three seminars that they participated in were part of a Master’s
program and were intended to improve the teachers’ teaching skills and strategies. The
results suggested that mid-career teachers’ classroom practices improved with the
increase in classroom community. The participating teachers also found the seminars

beneficial especially because of the effect of classroom community.

The study of Ordem (2017) investigated the relationship between teacher immunity,
the term used by Hiver (2015) to describe the protective mechanism teachers use to
protect themselves from negative teaching experiences, possible selves, and
motivation. This qualitative study aimed to explore how a teacher developed such an
immunity, and how the experiences shaped her possible selves and motivation. The
participant in the study was one language teacher with 17 years of experience in the
field. Data were collected through interviews, a teacher diary and students’ views on
the participant teacher. The results showed that, although the teacher reflected on her
teaching practices continuously and mentioned her ideal possible selves, she also
developed maladaptive behavior, even if she was aware that it was not long lasting.
Moreover, she neglected students’ needs. Thus, she became part of the maladaptive

system.
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Sahakyan, Lamb and Chambers (2018) also studied experienced language teachers’
possible selves in order to understand their motivation to teach. The participants in the
study had more than five years of teaching experience. Data were collected through
interviews, observations, and journal writings. The study aimed to investigate how
experienced language teachers formed their professional identities and how their
teaching motivations were shaped. It was concluded that the participant teachers
constructed feasible selves by mixing their ideal, ought to and feared selves. It was
observed that teachers adapted their selves to their working contexts and social

expectations so as to reach a more achievable teacher self.

Moreover, a study by Kapranov (2020) explored the ideal English teacher self of
primary school teachers in a Norwegian context. The participants in the study were 32
experienced in-service primary school English teachers with an average of sixteen
years of teaching experience. The data collected for the study were the participants’
reflective essays about their ideal EFL teacher selves. The results of the study showed
that participants framed their ideal EFL teacher with the aid of a fictional hero, a
former English teacher, a role teacher, authority, classroom atmosphere, and subject

knowledge.

A study by Stickler (2021) investigated experienced language teachers’ ideals in the
teaching profession which was believed to be related to their professional identities.
The study was designed with a three-step method which included drawings and one to
one interview with a voice centred relational method for analysis. The results indicated
that teachers emphasized various qualities as their ideals for the language teaching
profession. To exemplify, one of the participants emphasized use of technology,
integration of ICT into lessons, and being reflective, or another teacher emphasized
being knowledgeable, skillful, and motivating. The study also showed that teachers’
ideals were affected from their past such as their prior teacher. Moreover, teachers felt

close to their ideal language teacher selves.
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2.10. Studies on the Comparison of English Language Teacher Identity across

Various Teacher Groups

The literature also contains studies that have compared various language teacher
groups across a career with regard to their professional identity development. A study
by Nunan (1992) compared novice ESL teachers with experienced teachers rin terms
of classroom decisions, and the study concluded that novice teachers tended to focus
more on classroom management issues. In contrast, experienced teachers focused
more on language issues, thus indicating different developmental processes of teacher

professional identity formation.

In addition, Tsui (2003) studied the professional identity formation of ESL teachers at
various stages in their career paths. The study compared one expert, two experienced
and one novice teacher with respect to classroom decision makings. It was concluded
that the expert teacher was better at using theoretical knowledge when having to take

curricular decisions.

Moreover, a study by Tafazoli and Sadeghi (2018) compared professional identity
perceptions of pre-service and current English language teachers in a descriptive study.
The participants in the study were 440 Iranian pre-service and current English
language teachers who were selected through convenience sampling. Data were
collected through a survey and then analyzed using SPSS. The results suggest that
there is a statistically significant difference between the pre-service and current
teachers’ perspectives on teacher professional identity, indicating that teachers have

different professional identity perceptions throughout their careers.

In another recent study that was published lately, Parsi and Ashraf (2020) studied the
relationship between critical thinking, professional identity, and teaching experience
among EFL teachers. The participants were 120 EFL teachers who had various
amounts of teaching experience ranging from 4 to 23 years. Data were collected
through questionnaires. The results suggested that there is a significant positive

relationship between professional identity and teaching experience. In addition, the
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results also suggested that the teaching experience of the participants was a good

predictor of teachers’ professional identity.

A study by Florida and Mbato (2020) compared novice and experienced English
teachers’ professional identity formation in an Indonesian context. The study was
designed in a qualitative manner. Data collection tools were teacher reflections and
semi-structured interviews. The study aimed to reflect how they saw themselves as
teachers, and what were their ideal language teacher vision, and what did they fear.
The results indicated that both novice and experienced English teachers decided to
become English teachers because of personal interests such as interests towards
English or a desire to become a teacher. In addition, as an expected self, novice
teachers emphasized professional competencies and language competence. Whereas
experienced teachers mostly emphasized professional competencies such as teaching
effectively. Regarding the feared self, novice English teachers feared students’
becoming unsuccessful, but experienced teachers did not utter any fears in terms of
teaching practices. The study also showed that novice teachers gave importance to
professional development practices. Moreover, as a quality of a good teacher, novice
teacher participants emphasized teaching in a simple and enjoyable way. Whereas

experienced teachers mostly emphasized recognition.

Moreover, a very recent study by Han (2021) investigated professional identity
development of a beginning and an experienced English teacher through collaboration
of their teaching practices and thoughts concerning their teaching practices. The
analysis of results showed that both beginning and experienced English teachers
reconceptualized their professional identities in collaboration with each other,
indicating that teachers being in contact with each other positively affected their

identity construction.

In the Turkish context, Ertiirk (2020) studied an EFL teacher’s identity development

via a longitudinal case study over a three year periods. The participant was a student

teacher for the first two years of the study, and a novice teacher in the final year of the

study. The results showed that the teacher’s definition of teaching and understanding

of the scope of teaching were not changed. In each year the teacher emphasized that
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teaching should be shaped according to the needs of learners. However, the meaning
of teaching changed over the study’s duration. As student teacher, the participant
stressed the mothering role of a teacher, but a novice teacher, she emphasized a more
professional teacher role. In addition, the participant’s definition of good teaching was
the same over the three years. Teaching in an entertaining way was mentioned by the
participant in each year. Moreover, as a student teacher, the participant mentioned
classroom management as an objective. However, as a novice teacher, she cared more
about the learners. Consequently, in the process of moving from being a student to
becoming a novice teacher, her definition of what a good teacher is shifted from a
focus on the subject matter to a focus on transferring knowledge to students.

2.11. Studies on the Comparisons of Teacher Identity across Various Teacher

Groups and Possible Selves

Studies can also be found in the literature that have compared various language teacher
groups’ professional identity development throughout their careers using Possible
Selves Theory. For example, a study by Hamman, Gosselina, Romano and Bunuan
(2010) investigated the identity development of in-service teachers in their first year
as teachers in comparison with student teachers using Possible Selves Theory. The
participants were 221 student teachers and in-service teachers in the United States.
Data were collected through an open-ended questionnaire, and the participants
expressed their expected and feared possible selves. The results revealed that student
teachers and the in-service teachers had different future possible selves regarding their
profession. While student teachers showed a greater focus on task issues, the in-service

teachers focused more on quality-oriented issues.

In another study, Hiver (2013) used a qualitative study to research how the notion of
possible selves affects Korean English language teachers’ professional development
choices. The participants were seven in-service English teachers with various levels of
experience. Data were collected through interviews, research journals and memos. A
lack of language self- efficacy was seen to be related to a lack of teaching self-efficacy.
The results showed that teachers’ possible selves affected their professional
development choices in two ways. They either enhanced their selves regarding their
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language self-efficacy beliefs, or they chose to repair their self-perceived inadequacies

regarding language.

Additionally, Mahmoudi-Gahrouei, Tavakoli and Hamman (2016) conducted a study
investigating the professional identity development of student, new and experienced
English teachers through Possible Selves Theory. The study aimed to understand
teachers’ future possible selves across their careers, together with their expectations
and fears for their future professional work. The study was designed with mixed
methods and data were collected by both questionnaires and follow up surveys. The
participants were 120 teachers representing three teacher groups in Iran. The results
indicate that the three teacher groups, who were at different places along their
professional career paths had different future possible selves. Student teachers were
mostly both task-focused and quality focused, while new teachers were mostly task
focused. In addition, experienced teachers were mostly both task and quality focused,
like the student teachers. The results reflected a U-shaped progress regarding the

quality focused tasks of teachers’ possible selves.

In the Turkish context, Demirezen and Ozénder (2016) focused on non-native English
teachers’ professional teacher self as one type of possible self. The notion of the
professional self is a recently introduced concept in the language teaching literature,
and it took its roots from the possible selves of teachers. The participants were 43
experienced and novice English instructors with different educational backgrounds.
Data were collected through a questionnaire. The results showed that the participants’
professional teacher selves did not differ in respect of their experience years, but there
was a significant difference among participants from different educational
backgrounds.

Olger (2019) also investigated pre-service teachers’ expected and feared possible

selves regarding the teaching profession in a Turkish context. Data were collected

through a questionnaire. The participants were 883 pre-service teachers studying in

various departments, including English language teaching, at a state university. The

results indicated that the expected possible selves of the participants were high.

However, the participants’ feared possible selves were moderate when compared to
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their expected selves. In addition, there was a significant difference between male and
female participants regarding the classroom management dimension of the scales.
Moreover, there was also a significant difference in respect of the year of study of the
pre-service teachers regarding expected possible selves. The expected selves of those
in their first year of study were higher than those in their fourth year of study.

2.12. Studies on Teacher Identity in Response to Covid-19

In the literature, there were also studies regarding how Covid-19 had affected teachers’
identities. For instance, Kim and Asbury (2020) investigated the effect of Covid-19
on teachers’ teaching practices in England. The participants were 24 teachers with
various amounts of teaching experience. Data were collected through online
interviews. As a result of the study, six themes emerged that were identified as follows:
uncertainty, finding a way, worry for the vulnerable, importance of relationships,
teacher identity, and relationships. In addition, Kim, Leary, and Asbury (2020) also
researched teachers and the partial reopening of the schools during Covid-19. The
participants in the study were 24 teachers with various amounts of teaching experience.
Analysis of the interviews also resulted in six themes: uncertainty, practical concerns,
worry for pupils, importance of relationships, teacher identity, and reflections. The
study concluded that teachers needed support to deal with the new circumstances in

education that has arisen as a result of the effects of the Covid-19 pandemic.

A study by Donitsa-Schmidt and Ramot (2020) studied teacher education of Israel
during the Covid-19 pandemic. It was observed that the teachers were unprepared for
remote teaching, and they did not have enough knowledge to cope with the demands
of the new situation. Moreover, most of their learners were absent during online
teaching sessions. The study also indicated that Covid-19 had made teachers benefit

more from teacher training programs designed to aid better remote teaching.

Additionally, Kaden (2020) studied the changes in the professional lives of teachers

during the Covid-19 pandemic. The participant in this single case study was an

experienced teacher with 12 years of teaching experience in America. The study results

suggested that the teacher’s workload has increased during the pandemic period. The
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results also showed that teachers mostly spent time on planning for and giving
feedback on the online lessons. Analysis of the interviews revealed that the most used
key words were related to students and instruction-related activities. The participant
teacher also stated that it was difficult to reach all students through remote teaching.
Besides the challenges of remote teaching, the study also indicated that individualized

assessments made learning fun and enjoyable.

A study by Nasr (2020) considered teachers as students during the Covid-19 pandemic
with regard to their online teaching practices. Within the scope of the study, the
researcher shared her own experiences of teaching remotely during the pandemic. The
teacher researcher emphasized technology, academic integrity, and Kkindness.
Regarding the technology, it was stated that the use of applications was necessary to
in order to provide more effective online courses. With respect to academic integrity,
the importance of using alternative assessments methods, such as group collaborations,
video recordings, and photographs was mentioned. Finally, the teacher stated that

being supportive and flexible were important during this pandemic period.

Sepulveda-Escobar and Morrison (2020) investigated the challenges and opportunities
of teaching placement during the Covid-19 pandemic in Chile. The participants were
27 Chilean EFL teacher candidates. Both quantitative and qualitative data were
collected. The results suggested that more than half of the participants considered this
pandemic period to be an opportunity to learn how to use technology efficiently for
teaching practices and to move outside their comfort zone. However, the participants
also mentioned the challenges of this pandemic period, such as the lack of direct
interaction with their students, possible distractions in their home, and the lack of
technological equipment. Nearly half of the participant teacher candidates stated that
their home environments were not suitable for conducting online lessons. Despite
some opportunities mentioned by the teacher candidates, most participants preferred

the face to face teaching placement under normal circumstances.

Moreover, a study by Kraft, Simon, and Lyon (2020) investigated teachers’ sense of

success and the effect of their working conditions during the Covid-19 Pandemic. The

participants were 7,841 teachers working in the United States. The study results
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showed that teachers had experienced a decrease in their sense of success during the
pandemic. In addition, it was observed that working conditions had affected the
teachers’ sense of success. Furthermore, Dvir and Schatz-Oppenheimer (2020) studied
novice teachers’ identity formation during the Covid-19 pandemic in a qualitative
study. The results indicated that the teachers experienced challenges and opportunities

regarding technological, pedagogical, and educational system.

A very recent study by Chen (2021) has investigated a novice Japanese teacher’s
identity construction during the Covid-19 pandemic. The data from this qualitative
study were collected via interviews and classroom observations. The study states that,
during the Covid-19 pandemic, teachers had given their courses through online
teaching, and this mode of delivery had affected their identities. The study’s results
revealed that the participant teacher emphasized authenticity and communication. In
addition, the participant teacher also mentioned the pros and cons of online teaching.

Finally, the various strategies that were used by the teacher were also mentioned.

The study of Subekti (2021) studied pre-service English teachers’ beliefs and learning
practices with the effect of Covid-19 pandemic in Indonesian context. Participants of
this qualitative study were nine pre-service English teachers. The study found three
factors that disrupted online learning. These were inadequate infrastructure and
resources, teachers’ lack of pedagogical skill to manage online learning, and lack of
teacher-student relationship during learning process. In addition, the study also
asserted that using both synchronous and asynchronous mode of teachings together
and teachers’ considering students’ special circumstances contributed the

effectiveness of teaching.

Moreover, Huang (2021) explored experienced EFL teachers’ professional identity
development with the effect of Covid- 19 pandemic which required teachers to conduct
online teaching instead of face to face teaching. Participants of this narrative inquiry
were three experienced EFL teachers. Results showed that participants reconstructed
their professional identities with respect to daily routines such as preparing lesson
plans, knowledge, and skill. In addition, it was observed that their teaching beliefs

either hindered or enabled teachers’ adaptation to online teaching.
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The study of Maclntyre, Gregersen, and Mercer (2020) investigated language
teachers’ coping strategies during Covid-19 pandemic. 600 language teachers
completed a survey. The results showed that with the conversion to online teaching,
multiple stressors were reported by teachers. Teachers either avoided or coped with
stressors. Moreover, teachers avoided stressors more with the increase in stress level.
Additionally, Moser, Wei, and Brenner (2021) studied language educators teaching
practices during Covid-19 pandemic through a survey study. Participants were 377
language educators. Results suggested that few language educator participants had
prior online teaching experience before pandemic. The study also showed that they

adjusted their teachings accordingly as suitable to online teaching.
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CHAPTER 3

METHODOLOGY

Within the scope of this chapter, the methodology of the study is given in depth. First,
the theoretical framework of the study is outlined. After that, the research design,
participants, data collection, data analysis, and the ethical issues are set out. Finally,

the results of the pilot study and the construct validity of the scales are also provided.

3.1. Theoretical Framework

Markus and Nurius’s (1986) Possible Selves Theory is used as a theoretical framework
for this study. Markus and Nurius (1986) define possible selves as “individuals’ ideas
of what they might become, what they would like to become, and what they are afraid
of becoming” (p. 954). Markus and Nurius (1986) state that future oriented perspective

should not be ignored in such self- related studies.

Markus and Nurius first developed the Possible Selves Theory in the field of
psychology in 1986. The theory has been used in various fields, such as adult aging,
prison transition and counseling (Mahmoudi-Gahrouei, Tavakoli and Hamman, 2016).
The theory reflects future thinking patterns related to self-relevant issues. The theory
includes both positive and negative cognitive thoughts for the future self (Roshandel,
2012) and it represents who people want to be in the future and what they want to

avoid becoming.

Possible selves are socially constructed. Therefore, the constructed self changes with
time and exposure to different environments (Dunkel, 2000; Itoi, 2014). A person’s

self and other social factors shape and change the possible selves of people over time.
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Some of these factors are future time perspective, personalities, age, experiences,
sociocultural context, and gender. To exemplify this in the context of a teacher’ self, a
teacher’s practicum experience, school environment, and the other teachers that he or
she comes into contact with all affect a teacher’s future possible self, and naturally
they affect the teacher’s professional identity, too (Itoi, 2014).

Higgins, Roney, Crowe, and Hymes (1994) mention three possible selves that affect
an individual’s future actions. These are ideal self, ought to self and feared self. The
ideal self is related to individual desires and hopes for the future self. It acts as a
motivational drive for future actions and plans. The ought to self is more related to
individuals’ beliefs regarding what should be regarding their beliefs about
responsibilities and necessities. The feared self includes negative possible selves that

a person potentially holds for future actions and situations.

Possible Selves Theory has only recently begun to be used in the field of teacher
education in order to understand teachers’ professional identity formation and their
future possible selves (Hamman, Wang, and Burley, 2013; Hiver, 2013). The theory
is appropriate and beneficial in terms of explaining teacher professional identity
formation (Dunkel, 2000) because teacher professional identity development is a
consequence of the attempts to reach the possible self or to refrain from them (Palmer,
2006). The theory reveals the significance of future oriented self-concepts in respect
of the current state together with their effect and motivation for future actions and
plans. Possible Selves Theory reflects what a teacher expects and fears for their future

professional work (Hamman et. al., 2013).

Teacher identity has associations with teachers’ current and future selves (Mahmoudi-
Gahrouei, Tavakoli and Hamman, 2016). Teacher identity is concerned with the
questions of who teachers are at the present moment and who they want to be in the
future, indicating the dynamic and changing characteristic of teacher identity. The
Possible Selves Theory developed by Markus and Nurius (1986) indicates the
developmental aspect of teacher identity, and it is one of the self-related theories on

teacher identity which aims to answer these questions.
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Understanding the possible selves of teachers is especially important from two
perspectives (Mahmoudi-Gahrouei et al., 2016). The first of these is related to the idea
that teachers’ self-relevant fears and expectations for the future are a reflection of the
teachers’ current selves. Teachers’ future possible selves result from their previous
experiences and social situations, and from their current experiences. Therefore,
teachers’ possible selves are important in understanding teachers’ identity formation
during their careers. Second, teachers’ possible selves have a motivational drive on
teachers’ future work. Teachers could regulate their behaviors with regard to their
expected possible selves, and they can avoid moving towards their feared possible
selves. Hamman et al. (2010) also state that understanding teachers’ possible selves is
not only beneficial for understanding teachers’ current teacher professional identities,

but also for understanding their possible future identities.

The Possible Selves Theory also reflects the gap between the teachers’ current and
future selves when considering their present and future professional practices. With
respect to the developmental aspect of teacher identity, Possible Selves Theory has an
explanatory power in terms of explaining teacher professional identity formation

during their careers.

3.2. Research Design

To achieve the above-mentioned purpose of the study, a mixed-methods research
design was adopted. The mixed method research design originated at the beginning of
the 1990s (Dornyei, 2007). It is the third wave of research design after the quantitative
and qualitative research paradigms. It has the strengths of both quantitative and
qualitative research, and it minimizes the limitations of those methods (Teddlie and
Tashakkori, 2003). Lazaraton (2000) and Dornyei (2007) state that more research
conducted with mixed method is desirable in the language teaching and learning

domain.

Considering the purpose of the study, the main reason for using a mixed method
research design is to triangulate both quantitative and qualitative data. A mixed method
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study design can answer questions that quantitative or qualitative methods alone
cannot answer (Teddlie and Tashakkori, 2003). Therefore, through a mixed method
design, both quantitative and qualitative data were collected and analyzed in order to
grasp the professional identity development of teachers at various career stages in their
professions.

A mixed method research design requires careful consideration of the data collection,
analysis, and interpretation (Creswell, 2003). First, the implementation of quantitative
and qualitative methods can be concurrent (both methods occur simultaneously) or
sequential (one method precedes the other). Second, a priority between the methods
must be decided. For instance, both methods can be equal regarding the weighting of
the data, or one of them can be given more weight than the other. Third, the integration
of the methods could be at the data collection, analysis, or interpretation stage. Finally,
the theoretical perspectives leading the study should guide the design. In the light of
these possibilities of mixed method research design, more concrete designs are

suggested by Dornyei (2007).

One type of mixed method design mentioned by Dornyei (2007), the explanatory
sequential mixed method, was used for the present study (see Figure 1). In this specific
design, the implementation of quantitative and qualitative methods was carried out
sequentially. First, quantitative data were collected through the use of a questionnaire,
and the data were then analyzed in order to understand the professional identity
development of the student, novice and experienced EFL teachers using Possible
Selves Theory. Then, for the qualitative data, interviews were conducted and analyzed
so as to obtain a more in depth understanding of the quantitative data collected in the
first phase of the study. In this instance and based on the scope of current study as
outlined earlier, the qualitative data was weighted more than the quantitative data. The
participants in the qualitative element of the study were selected from among the
voluntary participants in the quantitative element. This selection was carried out
according to pre-determined criteria. Finally, both quantitative and qualitative results

were interpreted together, and this interpretation forms the discussion section below.
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Figure 1. Sequential Explanatory Design of Mixed Method Research (Adapted from
Creswell, 2013)

Because they were considered suitable for the design of the study, both quantitative
and qualitative data collection tools and data analysis methods were used to answer

the research questions given below:

1. How do student, novice, and experienced EFL teachers define their ideal
language teacher selves?

2. What do student, novice, and experienced EFL teachers fear becoming
regarding their professional identity?

3. Is there a significant difference among student, novice, and experienced EFL
teachers regarding their ideal and feared language teacher selves?

4. What are the main factors influencing student, novice, and experienced EFL
teachers’ ideal and feared possible selves?

5. How do student, novice and experienced EFL teachers perceive each other in
terms of ideal and feared possible language teacher selves?

6. How has the Covid-19 pandemic affected student, novice and experienced EFL

teachers’ ideal and feared possible language teacher selves?

Related research questions of the study were planned to be answered through both
quantitatively and qualitatively as can be seen in Table 1,. For the first and second
research questions, the related data, which were collected through questionnaire and
interviews, were analyzed with descriptive and content analysis. For the third research

question, ANOVA was performed with the related questionnaire data. And, for the
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fourth, fifth and sixth research questions, content analysis was performed with the

interview data.

Table 1. Design of the Mixed Method Study

Research Design Data Collection Data Analysis
Questions Tool Method
Quantitative+ | Questionnaire+ Descriptive

Question 1 | Qualitative Interview Analysis +
(Questions Part | Content
:4,5,6,7,8,9) Analysis

Quantitative+ | Questionnaire+ Descriptive

Question 2 | Qualitative Interview Analysis +
(Questions Part | Content
:11,12,13,14) Analysis

Question 3 | Quantitative | Questionnaire Analysis of

Variance
(ANOVA)

Question 4 | Qualitative Interview Content
(Questions Part | Analysis
:1,2,3)

Question 5 | Qualitative Interview Content
(Questions Part 1I: | Analysis
1,2,3,4)

Question 6 | Qualitative Interview Content
(Questions 10, 15) | Analysis

3.3. Participants

Because it is one of the most preferred sampling techniques for a mixed method
research design, a sequential mixed method sampling was used as can be seen at the
Figure 2 below (Teddlie and Yu, 2007). In this sampling, information taken from the
first sample of the study was used for the selection of the second sample of the study
(Kempler, Stringfield and Teddlie, 2003). The questionnaire participants formed the
first sample for the study, and the interview participants were the second sample for

the study.

43



Questionnaire
Participants

Purposive
Sampling

(Student
Teachers)

'_

A

Snowball
Sampling (Novice
Teachers)

Snowball
Sampling
(Experienced
Teachers)

Interview
Participants

Y

Purposive Sampling
(Maximum
Variation)

Figure 2. Sampling Types for the Participants

The questionnaire participants were selected through purposive and snowball
sampling; and interview participants were selected among the voluntary participants
of the questionnaire participants through maximum variation sampling as one type of

purposive sampling.

3.3.1.Questionnaire Participants

The questionnaire participants in the study were 194 English language teachers
(student, novice and experienced). Because of feasibility issues, the student teachers
were selected through purposive sampling as one type of non-probability sampling
(Doérnyei, 2007). According to the information provided by Council of Higher
Education in Turkey, the Middle East Technical University (METU) was the second
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top university in the county in terms of the university placement score of students who
had chosen to study in the English Language Teaching department in 2019. However,
Amasya University was moderately lower in the rankings. Thus, these two universities
were chosen for the study because the range of student teacher participants would be
able to represent a more diverse group overall. Consequently, the student teacher
participants were all in the final year of a four-year undergraduate teacher training
program at either the Middle East Technical University (METU) or Amasya
University. During their final year of undergraduate study, student teachers in Turkey
continue to take academic courses but, at the same time, they gain experience through
undertaking teaching practicums at various schools. None of the participants had any

teaching experience other than the time spent on the practicum.

The selection of novice and experienced English as a Foreign Language teacher
participants for the study was achieved through snowball sampling (Creswell, 2013)
due to the difficulty of reaching in-service teachers during the pandemic. The novice
and experienced teacher participants in the study were all working as English language
teachers in state schools in Turkey, and each had various amounts of teaching
experience. Even if there is no consensus regarding how many years a novice teacher
must work to be considered experienced, some researchers define novice teachers as
being those teachers who are still within their first five years of working experience
(Kim and Roth, 2011). Therefore, within the scope of this study, novice English
teachers were classified as having 1-5 years of experience, and experienced English
teachers were considered to be those who had more than 5 years of teaching

experience.

In terms of the number of years of teaching experience the participants had, the
demographic information for the participants given in Table 2 shows that 63 of the
participants had no teaching experience other than for the practicum, 65 of the
participants had one to five years of teaching experience, and 66 of the participants
had more than five years of teaching experience. In terms of gender, 155 of the
participants were female and 39 of them were male. With respect to level of academic

qualifications held by the participants, 63 of the participants were still university
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students, 92 of the participants had graduated with a Bachelor’s degree, 31 of them
had graduated with Master’s degree, and 8 of them had obtained a Ph.D.

Table 2. Demographic Information of Participants in the Questionnaire Phase

N %

0 63 32.5
Years of teaching experience | 1-5 65 33.5

More than 5 66 34
Gender Male 39 20.1

Female 155 79.9

University Student | 63 32.5
Degree BA 92 47.4

MA 31 16

PhD 8 4.1

ELT 182 93.8
Department studied English Literature | 8 4.1
in/graduated from English 4 21

Translation

Studies

Primary Level 23 11.9
Level of teaching Secondary Level 78 40.2

High School Level | 65 335

University Level 28 14.4
Total 194 100

In addition, 182 of the participants had either studied at, or graduated from, an English
Language Teaching department, eight of them either studied at or graduated from, an
English Literature department, and four of them had either studied at, or graduated
from, an English Translation Studies department. With regard to the school year/grade
of learners the participants were teaching, 23 of the participants were teaching at the
primary level, 78 of them were teaching at the secondary level, 65 of them were

teaching at the high school level, and 28 of them were teaching at the university level.
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3.3.2.Interview Participants

The participants for the interviews were selected from among the voluntary
participants in the first stage of the study. For this interview group, the participants
were selected through a maximum variation sampling strategy as one type of purpose
sampling (Creswell, 2013) in order to understand how different groups of English
teachers developed their ideal and feared selves during the course of their careers.
Voluntary interview participants’ experience years and their teaching levels were used

as a critea for the maximum variation.

Table 3. Demographic Information of Interview Participants

Partici | Gender | Years | Teaching Interview Inter
pants of Level Time view
teachi Durat
ng ionv
exper (min.)
ience
1 Female 0 Practicum | 04.06.2020 28
(High
School)
2 Female 0 Practicum | 05.06.2020 40
Student (High
Teachers School)
3 Male 0 Practicum | 04.06.2020 44
(Secondary)
4 Female 0 Practicum | 09.06.2020 34
(Secondary)
1 Female 1 Secondary | 01.07.2020 42
Novice 2 Female | 4 University | 05.06.2020 24
Teachers 3 |Female | 3 | HighSchool | 05.06.2020 | 28
4 Male 1 High School | 11.06.2020 52
1 Female 12 High School | 22.06.2020 38
Experienced 2 Male 7 High School | 10.06.2020 64
Teachers 3 Female | 14 University | 28.06.2020 | 59
4 Female 6 Secondary | 23.06.2020 33

The interview participants in the study were four student, four novice, and four

experienced English teachers, as can be in Table 3. The participants had various
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amounts of years of teaching experience and worked at different levels. Four of the
participants worked at secondary level, six of the participants worked at high school
level, and two of the participants worked at university level. The interviews were
realized through telephone in June and July 2020, and voice recordings of the calls
were made with the permission of the participants. Interview durations ranged from
24 t0 64 minutes.

3.4. Data Collection Instruments

Data were collected in two phases through a questionnaire and interviews. For the first
phase of the study, the cross-sectional survey design (McMillan, 2000) was used.
Questionnaires are one of the most used data collection methods, largely due to
feasibility (Dornyei, 2007). A questionnaire developed by Karimi and Norouzi (2019)
was used as the instrument for this first phase of the study after obtaining the necessary
permission from the authors. This questionnaire consisted of two scales: “Ideal
Language Teacher Selves” and “Feared Language Teacher Selves” (see appendix B).
Moreover, one open ended question about the ideal language teacher self and one open
ended question about the feared language teacher self were added to the questionnaire
S0 as to learn more about participants’ possible language teacher selves. In addition, a
few multiple and open-ended questions were added to the questionnaire to gather

demographic data and learn more about the participants generally (see Table 4).

The Ideal Language Teacher Selves Scale is a six-point Likert type scale (ranging from
‘very untrue of me’ to ‘very true of me’) with 15 items. The scale has four factors:
“self as an expert language user (SELU)” (items 1, 2, 3), “self as a
socially/professionally recognized teacher (SSPRT)” (items 4, 5, 6, 7), “self as a
teacher interested in professional development (STIPD)” (items 8, 9, 10), and “self as
an expert in pedagogy (SEP)” (items 11, 12, 13, 14, 15).

The Feared Language Teacher Selves Scale is a six-point Likert type scale (ranging
from “very untrue of me’ to ‘very true of me’ with 13 items. The scale has three factors:

“self as an inexpert/unknowledgeable teacher (SIUT)” (items 1, 2, 3), “self as an
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uncaring/demotivated teacher (SUDT)” (items 4, 5, 6, 7, 8) and “self as a
professionally fatigued teacher (SPFT)” (items 9, 10, 11, 12, 13).

Table 4. Parts of the questionnaire

Parts Purpose Question Type Number
of Items
Part | Demographic Multiple Choice 5
|nfo_r mation of Open-ended question 2
participants
6 point Likert Item 15
Part 11 Ideal language :
teacher self Open-ended question 1
Part 11 6 point Likert Item 13
Feared language
teacher self Open-ended question 1
Part IV | Voluntary interview | Open-ended question 1
participant
information

For the second phase of the study, semi-structured interviews were conducted with the
selected voluntary participants from the first phase of the study. The preliminary
interview questions were prepared before the collection and analysis of the
questionnaire data and were considered as suitable both in relation to the theory of the
study and the questionnaire items (see appendix C). There were two separate parts in
the interviews. The first part of the interview included questions that were asked to all
interview participants, and the second part included questions specific to each teacher
group that participated in the interview (see Table 5). After the collection and analysis
of the questionnaire data, interview questions were revised accordingly so that the
interview questions were suitable to explain the results of the questionnaire data in a

more detail.
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Table 5. Parts of Semi-structured Interview Questions

Parts Purpose Number of
Questions
Influencing Factors of Possible 3

Part | (Questions  Language Teacher Selves
to all interview

participants) Ideal Language Teacher Selves 7

Feared Language Teacher Selves 5
Part Il (Questions Teachers’ Thoughts about Other 12
specific to each Teacher Groups’ Possible Selves

teacher group)

3.5. Constructing and Piloting of Data Collection Tools

The data collection tools for the study were a questionnaire and follow up, semi-
structured interviews conducted with the selected participants from among the
questionnaire participants. To ensure the reliability and validity of the study results,
the data collection tools were piloted before actual implementation of the tools in order
to identify and revise any parts that might be unclear and/or obscure for the intended

group of participants in the present study.

3.5.1. Questionnaire Piloting Phase

The quantitative data for the study were collected through a questionnaire. Piloting of
the questionnaire evaluated the tool with respect to three crucial categories (Beckers,
1999). First, it ensured that the questionnaire was of the appropriate length and format.
Dornyei (2007) suggested that a questionnaire should be 4 or 5 pages at most. Second,
it ensured that the questions were understandable and served the intended meaning of
the questions. And finally, it ensured that the questionnaire was suitable for the data
analysis procedure. In addition, piloting of the questionnaire indicated the optimum
required time for participants to complete the questionnaire. Kasper and Dahl (1991)
stated that completing a questionnaire should not take more than 45 minutes;

otherwise, it could affect the reliability of the questionnaire.
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3.5.1.1. Face Validity

Before the piloting of the questionnaire, expert opinions were obtained with regard to
face validity. The questionnaire was shown to three experts in the field of language
teaching and learning. They read the statements and evaluated whether the statements
were clear, understandable, and reader friendly. Certain changes were made after the
review by the experts to make the questionnaire more understandable and to avoid

possible misunderstandings.

As a result, for one of the demographic questions, which asked about the participants’
years of teaching experience, an additional statement was added to distinguish the
practicum from in-service, full-time teaching experience. Within the scope of the
study, student teachers’ practicum experience was not considered to be the same as
full-time teaching experience in order to differentiate student teachers from novice and
experienced teachers. Second, for the demographic question that asked participants’
university department they had studied in or graduated from, selecting more than one
option was enabled on the basis that it was a possibility that they could have graduated

from or studied in different departments during their careers.

In addition, a question that asked participants’ institution type (state or private
school/university) they worked in was also added to the questionnaire. Within the
scope of the study, teachers working in state schools would participate in the study.
However, during snowballing sampling, if teachers working in private schools
completed the questionnaire, they would be excluded from the main study data. For
the piloting phase of the study, participants working at private schools were also

accepted.

Moreover, certain changes in the instructions of the questionnaire were also made to

make it more understandable and clearer. Additionally, for some items on the

questionnaire, synonyms for some of the words were also added in order to make it

more reader friendly. To exemplify this, for the statement “I have a strong desire to

have a perfect command (competence) of English vocabulary,” and “I would like to
51



have a perfect command (competence) of English grammar,” a synonymy for
“command” was also added. In addition, for some statements, explanations were added
to make it clearer for participants. For example, for the statement “I imagine myself as
a teacher who has his/her own repertoire of supplementary teaching materials,” to
explain “supplementary materials,” the explanation “other than coursebooks” was

added.

3.5.1.2. Demographic Information of Participants in the Questionnaire Piloting
Phase of the Study

The questionnaire was piloted with a representative group of 208 teachers that were
similar in profile to the target participants (see Table 6). Dornyei (2007) stated that “if
you do not have participants for piloting, do not do the study. It diminishes the future
probable problems. The participants for the piloting phase of the study were chosen
through convenience sampling and snowball sampling methods. The participants were

reached through e-mail.

Data for the questionnaire piloting were collected in November, 2019. Student teachers
in the study were fourth year ELT students studying at nine different universities in
Turkey (Gazi, Isparta, Sivas, Trabzon, Mugla Sitki Kocaman, Balikesir, Yildiz
Teknik, Hatay Mustafa Kemal, Osman Gazi University). They were reached through
convenience sampling. The novice and experienced teachers were Turkish EFL
teachers working in different regions of Turkey. They were reached through snowball
sampling. The student and the novice English teachers sent the questionnaire to each
other to reach more teachers for the piloting phase. Demographic information for the
participants is listed below in Table 6. For the piloting, 96 student teachers, 48 novice
teachers, and 64 experienced teachers were reached. Moreover, most participants were
female and they were mostly from ELT department. Additionally, they worked at
primary, secondary, high school, and university levels. The participants were mostly

working at state schools.
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Table 6. Demographic Information of Participants at the Questionnaire Piloting

Phase

N %
0 96 46.2
Years of teaching experience  1-5 48 23.1
(Full time, excluding 6-10 17 8.2
practicum) 11-15 16 7.7
16-20 18 8.7
More than 20 13 6.3
Gender Male 59 28.4
Female 149 71.6
University Student 95 45.7
Degree BA 79 38.
MA 26 125
PhD 8 3.8
ELT 178 85.6
Department studied English 4 1.9
in/graduated from Translation
Studies
English Literature 25 12.
Others 1 5
Primary Level 49 23.6
Secondary Level 72 34.6
Level teaching in High School Level 55 26.4
University Level 32 15.4
Institution type State 178 85.6
working/studying in: Private 30 144
Total 208 100

3.5.1.3. Reliability of Ideal and Feared Language Teacher Selves Scales

For a scale to be valid, it should also be reliable. Therefore, Cronbach’s alpha values

were measured for both the Ideal and Feared Language Teacher Selves scales. The

scale is thought reliable if Cronbach’s alpha is greater than 0.70 (Hair, Black, Babin

& Anderson, 2010). As can be seen in Table 7, the Cronbach’s alpha for all constructs

was above the acceptable level. The Cronbach’s alpha for the Ideal Language Teacher

Selves scale was .96, and for the Feared Language Teacher Selves scale, the

Cronbach’s alpha was .94. In addition, the Cronbach’s alpha for all factors of the two

scales was above .70. Therefore, it can be said that the scales were reliable.
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Table 7. Internal Consistency of Ideal and Feared Language Teacher Self Scales

Constructs Cronbach’s alpha

Ideal Language Teacher Selves (ILTS) .96
Ideal 1 SELU .88
Ideal 2 SSPRT 94
Ideal 3 STIPD 81
Ideal 4 SEP .96

Feared Language Teacher Selves (FLTS) 94
Feared 1 SIUT 74
Feared 2 SUDT 94
Feared 3 SPFT .90

3.5.1.4. Construct Validity of the Scales

To examine the construct validity of the scales that were used in the study,
confirmatory factor analysis (CFA) was performed for both the Ideal Language
Teacher Selves and Feared Language Teacher Selves scales using Amos 21.
Confirmatory factor analysis is a multivariate statistical analysis that is used to
investigate how well the measured variables represent the number of constructs. It was
stated that sample size should be a minimum of 200 in order to use multivariate
statistical techniques (Tabachnick and Fidell, 2001). Therefore, for the validity of the

scales, data obtained from 208 samples were analyzed.

CFA evaluated the model through fit indices and there were a variety of fit indices. In
the literature, no rule is stipulated for the reporting of certain fit indices to confirm the
model. However, reporting a variety of indices is advised (Schermelleh-Engel,
Moosbrugger and Miiller, 2003). It is also stated that the X test statistic is affected by
the sample size, and that for samples of more than 200, it did not give reliable results
(Tabachnick and Fidell, 2001). Hence, the y2/df value was used on behalf of x? test

statistic, because it was less affected by the sample size (Simsek, 2007).
Therefore, to test the model’s adequacy, the y2/df rate, RMSEA (Root Mean Square

Error of Approximation), SRMR (Standardized Root Mean Square Residual), CFI
(Comparative Fit Index), NFI (Normed Fit Index), IFI (Incremental Fit Index), and
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RFI (Relative Fit Index) fit indices were reported. Table 8 below shows the acceptable

and good fit indices accepted in the literature.

Table 8. Fit indices for Confirmatory Factor Analysis

Fit indices Good fit Acceptable fit
y2/df 0<y2/df <3 3<y2/df <5
RMSEA 0<RMSEA<0.05 0.05<RMSEA<0.10
SRMR 0<SRMR<0.05 0.05<SRMR<0.10
CFl 0.97<CFI<1.00 0.95<CFI<0.97

NFI 0.95<NFI<1.00 0.90<NFI<0.95

RFI 0.90<RFI<1.00 0.85<RFI<0.90

IFI 0.95<IFI<I 0.90<IFI<0.96

(Schermelleh-Engel, Moosbrugger and Miiller, 2003; Munro, 2005; Simsek, 2007)

3.5.1.5. Normality Analysis of the Ideal and Feared Language Teacher Selves
Scales

Before the analysis of the data, the data were checked to ascertain whether there were
any missing values. The analysis showed that there were no missing values. To check
normality of the data obtained in the piloting phase of the study, descriptive statistics
were used. Skewness and Kurtosis values were observed to check the normality of
data. In the literature, it is stated that for psychometric purposes skewness and kurtosis

values between -2 and +2 are acceptable (George and Mallery, 2010; Khan, 2015).

Normality analysis indicated that data were normally distributed for the study aims.
Both Ideal Language Teacher Self and Feared Language Techer Self scales were
approximately normmaly distributed. Moreover, factors of the both scales were also
normally distributed for the study aims.
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Table 9. Normality Analysis of the Questionnaire Piloting Data

Skewness Kurtosis
Ideal Language Teacher Self Scale -1.74 1.98
Ideal 1 SELU 1.41 1.18
Ideal 2 SSPRT -1.61 1.50
Ideal 3 STIPD -.88 -.15
Ideal 4 SEP -1.68 1.69
Feared Language Teacher Self Scale -.70 -.66
Feared 1 SIUT -.22 -.96
Feared 2 SUDT -.69 -.92
Feared 3 SPFT -.61 -71

3.5.1.6. Data Suitability (Kaiser Meyer Olkin Measure of Sampling Adequacy
and Bartlett’s Test of Sphericity)

To test the suitability of the data for confirmatory factor analysis, Kaiser Meyer Olkin
(KMO) Measure of Sampling Adequacy and Bartlett’s Test of Sphericity were used

for both Ideal and Feared Language Teacher Self scales.

Table 10. Kaiser-Meyer-Olkin and Bartlett’s Tests for Ideal Language Teacher Self
Scale (ILTSS) and Feared Language Teacher Self Scale (FLTSS)

ILTSS FLTSS

Kaiser-Meyer-Olkin Measure of Sampling .946 931
Adequacy
Bartlett's Test of Approx. Chi-Square 3668.957 2411.499
Sphericity
df 105 78
p. .000 .000

As shown in Table 10, the KMO Measure of Sampling Adequacy was .946 for the
Ideal Language Teacher Self scale, and .931 for the Feared Language Teacher Self
scale. Biiyiikoztiirk (2018) has stated that the KMO needs to be 0.60 or beyond. In
addition, Bartlett’s Test of Sphericity was significant (p<.05) for both scales.
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Therefore, the test results indicated that the data collected for the piloting phase of the
study was suitable for CFA.

3.5.1.7. Confirmatory Factor Analysis of Ideal Language Teacher Selves Scale

For the construct validity of the Ideal Language Teacher Selves scale, CFA was
performed with Amos 21. A maximum likelihood estimation was used, as the data was
normally distributed. The CFA output indicated that the x2/df (3.68), SRMR (.04), RFI
(.89), IFI (.93) and NFI (.91) fit indices were either good or acceptable fit values.
However, the RMSEA (.11) and CFI (.93) fit indices were very close to acceptable fit

indices values.

All standardized factor loads were observed to be significantly above 0.40. Tabachnick
and Fidel (2001) state that factor loads which are 0.40 and above can be taken as “very
good” while values equal to 0.70 or above can be considered as “excellent”. Therefore,
no variables dropped out. Hence, modification indices were examined to see whether
it was possible to improve the model fit. It was seen that item pairs e5-e6 and e13-e14
showed high covariances. Both item pairs were the items of the same construct.
Therefore, two modifications were undertaken between the items of the same

constructs, and the CFA was run again (Figure 3).
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Figure 3. Standardized Path Coefficients for Four-factor Model of Ideal Language
Teacher Selves Scale

58



The fit indices shown in Table 11 were proposed after the modifications. The results
of the CFA indicated that all fit indices were either acceptable or a good fit value
(2/df=2.89, RMSEA=.09, SRMR=.03, CFI=.95, NFI=.93, RFI=.91, IF1=.95). For this
reason, it can be said that the factor structure of the Ideal Language Teacher Selves
scale with four factors was confirmed by the CFA, and the scale was valid for the study

purposes.

Table 11. Fit indices of Ideal Language Teacher Selves Scale

x2/df | RMSEA | SRMR CFl NFI RFI | IFI
Ideal 2.89 .09 .03 .95 .93 91 .95
Language
Teacher
Selves Scale

Good | Acceptable | Good fit | Acceptable | Acceptable | Good | Good
fit Fit Fit Fit fit fit

3.5.1.8. Confirmatory Factor Analysis of the Feared Language Teacher Selves

Scale

For the construct validity of the Feared Language Teacher Selves scale, CFA was
performed with Amos 21. A maximum likelihood estimation was used, as the data was
normally distributed. The CFA output indicated that the y2/df (4), SRMR (.04), RFI
(.87), IFI (.92) fit indices were either good or acceptable fit values. However, the
RMSEA (.12), NFI (.89) and CFI (.92) fit indices were very close to acceptable fit

indices values.

All standardized factor loads were observed to be significantly above 0.40.
Tabachnick and Fidel (2001) state that the factor loads that are 0.40 and above can be
taken as ‘very good’, while the values equal to 0.70 or above can be considered as
‘excellent’. Therefore, no variables dropped out. Hence, modification indices were
examined to see whether it was possible to improve the model fit. It was seen that item
pairs €9-e10 and e4-e8 showed high covariances. Both item pairs were the items of the
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same construct. Therefore, two modifications were made between the items of the

same constructs, and the CFA was run again (see Figure 4).
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Figure 4. Standardized Path Coefficients for Three-factor Model of Feared Language
Teacher Selves Scale
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The fit indices shown in Table 12 were proposed. The fit indices were either an
acceptable or a good fit (x2/df=2.45, RMSEA=.08, SRMR=.04, CFI=.96, NFI=.94,
RFI1=.92, IFI=.96). For this reason, it can be said that the factor structure of the Feared
Language Teacher Selves scale with three factors was confirmed by the CFA, and so

the scale was valid for the study purposes.

Table 12. Fit indices of Feared Language Teacher Selves Scale

y2/df | RMSEA | SRMR CFlI NFI RFI | IFI
Feared 2.45 .08 .04 .96 .94 92 | .96
Language
Teacher
Selves
Scale

Good | Acceptable | Good fit | Acceptable | Acceptable | Good | Good
fit Fit Fit Fit fit fit

3.5.2. Interview Piloting Phase

Piloting interviews is crucially important for a qualitative study (Creswell, 2013).
Unlike in quantitative research, the researcher is the key instrument in a qualitative
study, and interview questions are at the heart of interviewing in a qualitative research.
Therefore, piloting the interviews was necessary in order to ensure a valid study. The

steps taken for the piloting interviews are shown in Figure 5.

Determining Reporting

Interview

Questions modifications

Figure 5. Interview Piloting Steps
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3.5.2.1. Determining Interview Questions and Face Validity

First, the researcher prepared preliminary interview questions that were considered to
be suitable for the framework and the study’s research questions at the beginning of
the study. At the second step, the interview questions were validated though a vetting
process conducted by asking three experts in the field of language teaching. They were
asked to read the questions and identify any misunderstandings, unclear statements, or
unnecessary parts. After obtaining these, the questions were revised again by the

researcher and minor modifications were realized.

For the first question, rather than just asking “what was your motivation”, the
statement “or your motivations” was added to the question. This was done on the basis
that participants might have had more than one motivation. For the second question,
an explanation “explain by giving examples from your experiences”, was added in
parentheses in order to direct participants to answer the question better. For the third
question, example situations were given to help the participants understand the
question better. In the same way, for the sixth research question, example situations
were given in order to help participants understand the question better.

For the eighth question, considering that the word “recognized” might be unclear for
participants, a synonym of that word was added. For the ninth, thirteenth and
fourteenth questions, the wording of each question was changed so as to make the
questions clearer. Additionally, for questions that included ‘“student, novice or
experienced teachers” additional information was added in parentheses to explain what
was meant by these terms. For example, to explain student teacher, fourth year ELT
student was added in parentheses.

3.5.2.2. Piloting Interviews

For the next step, the interview questions were piloted with two teachers from each

teacher participant group (student, novice and experienced). Participants for the pilot

interviews were selected from the voluntary participants in the questionnaire piloting

since they were considered to be suitable for the actual study procedure. Semi-
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structured telephone interviews were conducted with the selected participants (see
Table 13).

The student teachers in the pilot study were studying at two different state universities
in Turkey (Sivas Cumhuriyet and Siilleyman Demirel University). They were fourth
year ELT student teachers, and they had attended their practicums for one semester.
The novice and experienced English teachers in the pilot study were English teachers
at various state schools in Turkey. The interviews were realized in Turkish in order to
make participants express themselves better. The interviews were recorded after
obtaining permission from the participants.

Table 13. Participants for the Interview Piloting

Years of Teaching Interview Interview
teaching Level Time Duration
experience
Participant 1 0 Primary 17.12.2019 25 min.
(student) (Practicum)
Participant 2 0 Secondary  19.12.2019 21 min.
(student) (Practicum)
Participant 3 1 High School  23.12.2019 19 min.
(novice)
Participant 4 5 High School  27.12.2019 33 min.
(novice)
Participant 5 13 University  18.12.2019 23 min.
(experienced)
Participant 6 15 High School  24.12.2019 33 min.

(experienced)

Through these piloting procedures, approximate interview durations and possible
problems that might arise in the main study were observed. The interviews and
analysis of the qualitative data showed that the research questions were clear and
understandable. Therefore, no change was made to the research questions after the
analysis of the qualitative data in the piloting phase. However, two additional
interview questions were added concerning the Covid-19 Pandemic in order to learn
about the effect of the pandemic on participants’ ideal and feared English teacher

selves.
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3.6. Data Collection Procedures

The data collection procedures included both quantitative and qualitative methods.
First, quantitative data were collected through a questionnaire and then analyzed. In
the second stage, qualitative data were collected through interviews (see Figure 6).
Required permission was taken from Institutional Review Board before the collection

of both data sets (see Appendix A).

Qualrjlg;tgtive Quantitative Qualitative
] Data Data
Collection Analysis Collection
(April-May (May-June (June-July
2020) 2020) 2020)

Figure 6. Data Collection Procedure

3.6.1. Quantitative Data Collection

The questionnaire for the study was prepared using google forms, and it was sent to
participants through e-mails because of feasibility issues. The participants were also
informed about the study’s aims and procedures through email, and only those who
volunteered to continue participated. Subsequently, the volunteer participants
completed the questionnaire. The data from the questionnaire were collected in April
and May, 2020. 194 student, novice, and experienced English teachers completed the

questionnaire.

Because it was suggested that completion of a questionnaire should not exceed more
than 30 minutes (Dornyei, 2007), the questionnaire was constructed so that it took
participants approximately 15-20 minutes to complete the questionnaire. In addition,
the questionnaire was completed anonymously by the participants in order to protect
the participants’ privacy. Only participants who had volunteered for the follow up
interviews wrote their e-mail or telephone number for later contact.
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3.6.2. Qualitative Data Collection

From among the 194 questionnaire participants, 47 of them volunteered to participate
in the semi-structured interview that would be realized as the second phase of the
study. After analysis of the questionnaire data, 12 interview participants (4 student, 4
novice, and 4 experienced teachers) were selected from among the volunteer
participants of the questionnaire through maximum variation sampling as one type of
purpose sampling. The aim of choosing the participants through maximum variation
was to reflect different perspectives (Creswell and Plano Clark, 2011). The volunteer
participants for the interview wrote their e-mail or telephone number at the end of the
questionnaire so that they could be contacted later. The criteria for maximizing the
differences among the volunteers was the mean scores of the participants in the

questionnaire.

The interviews were realized in June and July 2020, and they were conducted in
Turkish in order to make the participants express themselves better. The participants
for the interviews were contacted via e-mail or telephone so as to decide an appropriate
time for the telephone interviews. Recordings of the interviews were taken with the

permission of participants. Interview durations ranged from 24 to 64 minutes.

3.7. Data Analysis

As required for a mixed method research design, the quantitative data were analyzed
using quantitative methods, and qualitative data were analyzed with qualitative
methods (Creswell and Plano Clark, 2011). The analysis procedure also included
integrating both quantitative and qualitative data. In line with the suggestions from
Creswell and Plano Clark (2011) for quantitative and qualitative data analysis and the
procedures for mixed method studies, the data from this study were analyzed in a six

step process for both the qualitative and quantitative data (see Figure 7).
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This study was designed with an explanatory sequential mixed method. Therefore, the
data collection involved two separate phases. The quantitative data were collected
using a questionnaire in the first phase. Then, the quantitative data were analyzed
before the second phase of the study. Analysis of the first phase shaped the second
phase of the study, which included interviews with the selected participants.

The participants for the interview phase were selected from the participants who had
volunteered in the questionnaire phase. In addition, preliminary interview questions
were also revised according to the results of the questionnaire. After conducting the
interviews, they were analyzed qualitatively. In the final step, both the questionnaire
and the interview results were interpreted together in order to understand better the
professional identity formation of language teachers for the discussion section
(Creswell & Plana Clark, 2011).
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3.7.1. Quantitative Data Analysis

In accordance with the six step data analysis set out by Creswell and Plano Clark
(2011), the first step was to prepare the quantitative data for analysis. For this purpose,
numeric values were assigned to each data set, and the data sets were cleaned off entry
errors. In addition, where necessary, new variables were formed by computing the
existing variables. For the analysis, the Statistical Program used in Social Sciences
(SPSS) was used for descriptive and inferential analysis. In the second step, the data
were explored. Exploring the data included a descriptive analysis of the data to observe
general trends in the data set. The descriptive analysis included computing means,
standard deviation, and the ranges of the scores (APA, 2010). In addition, exploring
the data included identifying whether the data were normally or non-normally
distributed in order to choose the proper statistics for analysis. Finally, Cronbach’s
alpha was computed to check the reliability of the results.

Analyzing the data was the third step of the data analysis. The data were analyzed as
to suitability to the study’s research questions through appropriate statistical tests.
Analysis of Variances (ANOVAs) were performed to see whether the student, novice,
and experienced teacher groups were significantly different from each other with

respect to ideal and feared language teacher selves.

Before conducting the ANOVA, all assumptions were ensured. First, the dependent
variable was measured at the interval level, and the independent variable consisted of
three categories, namely student, novice, and experienced teacher groups. In addition,
independence of observations was ensured, indicating that there were different
participants in each group. Additionally, no significant outliers were observed in the
data set. Moreover, homogeneity of variances was ensured using Levene’s test for both
Ideal (significance value .146) and Feared (significance value .475). The Language
Teacher Selves Scales were not significant (the value of significance is more than 0.05)

indicating that the variances of the groups were the same.

Finally, the data were approximately normally distributed. To check the normality of
the data, descriptive statistics were used. Skewness and kurtosis values were applied
67



to check the normality of the data. In the literature, it was stated that, for psychometric
purposes, skewness and kurtosis values between -2 and +2 are acceptable (George and
Mallery, 2010; Khan, 2015). As can be seen in Table 14, the skewness and kurtosis
values of both the Ideal and Feared Language Teacher Selves scales were within the
acceptable range indicating that the data was approximately normally distributed.

Table 14. Normality Analysis of Ideal and Feared Language Teacher Selves Scales

Years of Skewness Kurtosis
Teaching
Experience
Ideal Language Teacher 0 -.937 391
Selves Scale 1-5 -1.126 1.657
More than5 -.052 -1.217
Feared Language Teacher 0 -.946 141
Selves Scale 1-5 -.662 -.563
More than5 -.389 =777

Additionally, Cronbach’s alpha values were measured for both the Ideal and Feared
Language Teacher Selves scales. The scale is thought reliable if the Cronbach’s alpha
is greater than 0.70 (Hair, Black, Babin & Anderson, 2010). As can be seen in Table
15 below, the Cronbach’s alphas of both scales were above the acceptable level. The
Ideal Language Teacher Selves scale’s Cronbach’s alpha was .83, and the Feared

Language Teacher Selves scale’s Cronbach’s alpha was .92.

Table 15. Internal Consistency of Ideal and Feared Language Teacher Selves Scales

Constructs Cronbach’s alpha
Ideal Language Teacher Selves (ILTS) .83
Feared Language Teacher Selves (FLTS) 92

In the fourth step, the data were represented in the form of statements, tables, and

figures to make the data presentation clear, understandable, and reader friendly. Tables

and figures reflect the results visually in a more organized way. In the fifth step, the

results were interpreted. In the discussion part of the present study, the quantitative
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data were interpreted together with the qualitative data in order to reflect the larger
meaning of the results in comparison with the existing literature. And the final step of
the guantitative data analysis was to validate the data and results. VValidation is one of
the important steps in a good research. The reliability and validity of the instrument
were ensured at the beginning of the study. In addition, the results of the questionnaire
were triangulated with the interview results to strengthen the validity and reliability of

the quantitative results.

3.7.2. Qualitative Data Analysis

In line with the six step data analysis process proposed by Creswell and Plano Clark
(2011), the first step was to prepare the qualitative data for analysis. To achieve this,
interviews and the open-ended questions from the questionnaire were transcribed into
word processing files. The interviews were transcribed in the original language of the
interviews, which was Turkish. However, the Turkish data transcriptions were
analyzed in English by the researcher. MAXQDA was used for the analysis of the
transcribed data. MAXQDA is a qualitative data analysis software program, and it
assists researchers in terms of data analysis and storage. Richards and Richards (1998)
state that it was nearly impossible for researchers not to benefit from technology in
doing research because, however technology is perceived, it has become a part of data

collection and analysis.

Exploring the data was the second step of analyzing the qualitative data. The
transcribed data were read several times to get an overall meaning, and short memos
were written while reading. Written memos were guidance for the later coding process.
After exploring the data, the next step was to analyze the data. Through content
analysis, codes were extracted from the transcribed document using MAXQDA. Both
conventional content analysis and directed content analysis were used (Hsieh and
Shannon, 2005). In conventional data analysis, codes are defined during data analysis.
However, in directed content analysis, codes are defined before and during data
analysis. In this analysis, preliminary codes were derived from the relevant theory of

the study.
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For questions related to the Possible Language Teacher Selves Theory, and teachers’
thoughts about other teacher groups’ possible selves, directed content analysis was
used. Therefore, analysis started with predefined codes, and any necessary new codes
were added during the analysis. Thus, the theory could be enriched. However, for
questions related to the influencing factors of Possible Language Teacher Selves,
conventional content analysis was used. In addition, both in vivo coding (which
included codes from the participants’ exact words, and original coding by the
researcher) were used. From the codes, themes were formulated by winnowing the

data. These themes were suitable for answering the research questions.

The fourth step was to represent the data. The themes were interpreted so as to form a
larger meaning of what was happening. Direct citations from interviews were given to
explain the themes in depth. Patton (1990) states that direct citations uncover
participants’ thoughts, beliefs, and experiences. In addition, the data were represented
in the form of texts, tables, and figures as a way to make the interpretations clear and

reader friendly.

The fifth step in the qualitative data analysis was to interpret the results. The qualitative
data were interpreted in the discussion part together with the quantitative data. In
addition, the results were compared with the existing literature to give a larger meaning
to the results. The last step of the qualitative analysis was to validate the data and
results. To ensure validity, member checking was performed with three interview
participants to ensure whether the interpretations of the researcher were consistent with
the participants’ implied meaning. In addition, qualitative results were triangulated
with the questionnaire results. Moreover, intercoder agreement was performed for the
codes by asking another expert in the language teaching profession to code a sample

transcribed interview data for reliability.

3.8. Ethical Issues

In recent years ethical issues have received considerable attention, and any such issues

that may arise during the study needed to be anticipated by researchers (Berg, 2001).

As this study included data from people and data about people (Punch, 2005), ethical
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considerations were important. Ethical issues can be described as occurring prior to
the study, at the beginning, and during data collection and analysis, reporting and
publishing (APA, 2010). Consequently, prior to the study, Institutional Review Board
(IRB) approval was obtained together with local approvals. At the beginning of the
study, participants were informed about the research procedures and aims, and only
those who volunteered ones participated. In addition, in order to be more ethical,
multiple perspectives of the participants were reported (Creswell, 2013). The names
of the participants were not used in order to protect their privacy. The data were used
just for one publication and stored for five years. Consequently, this study posed no
serious ethical problems.
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CHAPTER 4

RESULTS

Within the scope of this chapter, the results of the study are given in the order of the
research questions of the study. The results are presented in the form of statements,
tables, figures, and participant quotations so as to make the results more reader

friendly.

4.1. How do Student, Novice, and Experienced EFL Teachers Define Their Ideal

Language Teacher Selves?

To answer the first research question which was about the ideal language teacher
selves of student, novice, and experienced teachers, both the questionnaire and the
interview results were considered together. Descriptive statistics were performed for
the ldeal Language Teacher Selves scale, which consisted of four factors. In addition,
content analysis was performed for the interview questions concerning the ideal
language teacher self. Overall, the results indicated that all three teacher groups gave
importance to professional development, language competency, professional

competencies, recognition, and personal qualities.

4.1.1. Descriptive Statistics of Participants’ Ideal Language Teacher Selves

The ldeal Language Teacher Selves Scale included four factors: Self as an Expert
Language User (SELU), Self as a Socially/Professionally Recognized Teacher

(SSPRT), Self as a Teacher Interested in Professional Development (STIPD), and Self
as an Expert in Pedagogy (SEP).
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The Table 16, which is descriptive concerns the factor Self as an Expert Language
User (SELU) on the Ideal Language Teacher Selves scale. It shows that all three
teacher groups mostly agreed that having a native-like accent, perfect competence in
English, and English grammar were important for them. The mean scores indicated
that, with the increase in a teacher groups’ years of teaching experience, more
importance was given to being expert language users. Compared to teacher groups,
experienced teachers gave more importance to being expert language user than novice
teachers; and novice teachers gave more importance to being expert language user than

student teachers.

Table 16. Descriptive Statistics of Factor SELU on the Ideal Language Teacher
Selves Scale

Student Novice Experienced

Teacher Teacher Teacher

(N=63) (N=65) (N=66)
ltems M SD M SD M SD

1 | I wish to have a native- 475 | 1.23 |4.86 |[1.09 | 502 |1.13
like accent because | think
that English teachers must
be role models for their
students in
accent/pronunciation

2 | I have a strong desire to 524 | .92 |526 |.98 |5.44 |.63
have a perfect command
(competence) of English
vocabulary

3 | I would like to have a 527 | .93 |520 |1.04 |524 |.92
perfect command
(competence) of English

grammar.
(1= very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of
me, 5= true of me, 6= very true of me)

Table 17 shows the descriptive statistics of the Self as a Socially/Professionally
Recognized Teacher (SSPRT) factor on the Ideal Language Teacher Selves Scale. It
reflects the outcome that all three teacher groups in the study (student, novice, and
experienced) gave importance to being a recognized teacher in the eyes of their

students. The mean scores indicated that the three teacher groups emphasized being
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admired, and being appreciated as punctual, patient, and energetic teachers by their

students.

Table 17. Descriptive Statistics of SSPRT factor on the Ideal Language Teacher
Selves Scale

Student Novice Experienced
Teacher Teacher Teacher
(N=63) (N=65) (N=66)

N| Items M SD M SO |M SD

| would like to become a|559 | .61 |568 |.68 |553 .70
teacher who is admired by
his/her students

5| I would feel great if students | 5.30 | .94 |529 |1.01 | 550 | .61
appreciate me as a punctual
teacher

6 | I would feel great if students | 5.32 | 1.02 | 5.26 | 1.06 | 5.38 |.79
appreciate my patience
7 | 1 would feel great if students | 541 | .92 |558 |.76 |5.55 |.63
remember me as an energetic

teacher
(1= very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of me,
5= true of me, 6= very true of me)

SN

Table 18 presents descriptive statistics for the Self as a Teacher Interested in
Professional Development (STIPD) factor on the ldeal Language Teacher Selves
Scale. The participants’ answers to the questions showed that all three teacher groups,
student, novice, and experienced, emphasized developing themselves professionally.
Most of the participants had a desire to teach at more prestigious schools in the future.
In addition, most of them were eager to participate in workshops and conferences on
pedagogical issues, and to continue their studies to obtain higher academic degrees.
The results indicated that all three participant teacher groups gave importance to
professional development practices and improving themselves. Among the items
related to professional development, participants mostly gave importance to keeping
up with innovations in teaching and participating in workshops and conferences on

pedagogical issues.
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Table 18. Descriptive Statistics of STIPD factor on Ideal Language Teacher Selves
Scale

Student Novice Experienced
Teacher Teacher Teacher
(N=63) (N=65) (N=66)

N Items M SD M SD | M SD

8 When | think about | 4.83 1.37 |5.06 |1.23|4.79 |1.35
the future, | desire to
teach at a more
prestigious
institute/school

9 To keep up with 5.32 87 |546 |.68 |545 |.74
innovations in
teaching, | would
like to participate in
workshops and
conferences on
pedagogical issues
10 I would like to 5.06 1.20 | 5.05 |1.09 |4.97 |1.17
continue my studies
and obtain higher
academic degrees

(1= very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of
me, 5= true of me, 6= very true of me)

Descriptive statistics regarding the Self as an Expert in Pedagogy (SEP) factor on the
Ideal Language Teacher Selves Scale are given in Table 19. The participants’ mean
scores demonstrated that student, novice, and experienced teacher groups gave
importance to being good at pedagogy. Most of the participants had a desire to develop
themselves in terms of using technology more effectively, creating different learning
opportunities, and adapting different strategies so as to teach better. Results also
indicated that student teachers mostly emphasized considering students’ learning
styles and preferences; novice English teachers mostly emphasized using technology
effectively and considering students’ learning styles and preferences; and experienced
English teachers mostly emphasized adopting various strategies to facilitate the

learning process.
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Table 19. Descriptive Statistics of SEP factor on Ideal Language Teacher Selves
Scale

Student Novice Experience
Teacher Teacher d Teacher
(N=63) (N=65) (N=66)

N Items M SD | M SD M SD

11 I can imagine myself as a 541 | .71 | 548 | .66 |5.45 |.70
teacher who can develop the
ability to masterfully use

technology in his/her classes

12 I can imagine myself as a 541 | .85 | 538 | .74 |553 |.58
teacher who can create
various learning
opportunities in his/her
classes

13 I can imagine myself as a 538 | .86 [543 | .80 |5.61 |.60
creative teacher who can
adopt various strategies to
facilitate the learning
process

14 I would like to become a 549 | .78 | 5.48 | .73 |5.58 | .63
teacher who considers
students’ learning styles and
preferences

15 I imagine myself as a 538 | .86 | 5.26 | 1.00 |5.35 |.85
teacher who has his/her own
repertoire of supplementary
teaching materials (other
than course books)

(1=very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of me,
5= true of me, 6= very true of me)

In addition, they mostly wanted to become teachers who considered students’ learning
styles and preferences, and who had their own repertoire of supplementary teaching
materials. Among the items, student EFL teachers mostly emphasized considering
students’ learning styles and preferences; novice EFL teachers mostly emphasized
considering students’ learning styles and preferences and developing their ability to
masterfully use technology in their classes; and experienced EFL teachers mostly

emphasized adopting various strategies to facilitate the learning process.
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4.1.2. Results of Open-Ended Question on the Questionnaire Regarding

Participants’ Ideal English Language Teacher Selves

Analysis of open-ended question regarding the participant teachers’ ideal English
language teacher selves indicated that all three (student, novice, and experienced)
teacher groups emphasized professional development, language competency,
professional competency, personal qualities, and recognition as ideal English language
teacher selves characteristics. Among the five themes, all three teacher groups mostly
mentioned personal qualities and professional competency as ideal English language
teacher possible selves.

4.1.2.1. lIdeal English Language Teacher Selves of Student English Teachers
(Results of Open-Ended Question of the Questionnaire)

Analysis of the open-ended questions of the questionnaire concerning the ideal English
language teacher self of student teachers indicated that these participants emphasized
professional development, language competency, professional competency, personal
qualities, and recognition (see Table 20). Among these themes, they mostly mentioned

professional competency and personal quality.

Regarding the “professional development” theme the student teachers thought that an
ideal English teacher should improve their cultural knowledge and be up to date in the
field. In addition, they also cared about teachers’ having a native like accent.
Moreover, student teachers were of the opinion that an ideal English teacher should
have certain professional competencies. Professional competencies was the second
most mentioned theme after personal qualities. Most of them mentioned professional
competency as being about motivating students. It was the most mentioned
competency among others. Besides, student teachers also emphasized considering
their students’ learning styles and preferences, teaching with enthusiasm, improving

their students’ speaking ability, and using methods effectively.

Personal qualities was the theme the student teachers mentioned in terms of the ideal
English language teacher self. The results indicated that student teachers emphasized
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personal qualities more than other qualities. To exemplify this, they stated that an ideal
English teacher should be patient, flexible, energetic, disciplined, sympathetic,

friendly, enjoyable, self-confident, and creative.

Table 20. Ideal English Language Teacher Selves of Student Teachers (Results of
Open-ended Questions of the Questionnaire)

Themes and Codes f
Professional Development 5
improving their cultural knowledge 3
being up to date in the field 2
1
1

Language Competency
having a native-like accent
Professional Competency 20
being able to motivate students 10
considering students’ learning styles and preferences 5
teaching with enthusiasm
improving students’ speaking ability 1
using methods effectively 1
Personal Qualities
being patient

being flexible

being energetic
being disciplined
being sympathetic
being friendly
being enjoyable
being self-confident
being creative
Recognition
admired by students
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Among the qualities, student teachers mostly emphasized being patient and flexible.
Moreover, student teachers also gave importance to being admired by students. It was
one of the most mentioned quality of ideal language teachers by student English

teachers.
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4.1.2.2. ldeal English Language Teacher Selves of Novice English Teachers
(Results of Open-Ended Question of the Questionnaire)

Analysis of the open-ended questions of the questionnaire concerning the ideal English
language teacher selves of the novice teachers indicated that these participants
emphasized professional development, language competency, professional
competency, personal qualities, and recognition. Among these themes, they mostly

mentioned professional competency and personal qualities.

The novice teachers were of the opinion that the professional development of teachers
was important. They mostly mentioned the importance of teachers’ being up to date,
improving their cultural knowledge, and developing and/or joining projects. In
addition, they also cared about language competency. Teachers indicated that teachers’

having fluency and accuracy in English was important to be an ideal English teacher.

Professional competency was the second most mentioned theme by the novice English
teachers. Most mentioned competency by the novice teachers was considering
students' learning styles and preferences. They also emphasized teaching with
enthusiasm and building a good relationship with students. Moreover, the novice
English teachers also emphasized having classroom management skills, using methods
effectively, using a variety of materials other than coursebooks, and being able to
motivate students. Among the themes, personal qualities was the theme that novice
teachers mentioned most. The results indicate that the novice teachers cared about the
personal qualities of English teachers as ideal teacher selves more than other

competencies and qualities.

As can be seen in Table 21, being energetic, creative, disciplined, patient, and flexible
were the most mentioned codes by the novice teachers. Among the codes, being
energetic was the most mentioned code among others. Results also showed that the
novice English teachers cared recognition. They also listed being admired by students
as one of the characteristics of ideal English language teacher.
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Table 21. Ideal English Language Teacher Selves of Novice Teachers (Results of
Open-ended Questions of the Questionnaire)

Themes and Codes

Professional Development

being up to date in the field

improving their cultural knowledge
developing and/or joining projects
Language Competency

having fluency and accuracy in English
Professional Competency

considering students’ learning styles and preferences
teaching with enthusiasm

building a good relationship with students
having classroom management skills
using methods effectively

using a variety of materials other than coursebooks
being able to motivate students

Personal Qualities

being energetic

being creative

being disciplined

being patient

being flexible

being fair

having communication skills

having self-directed learning ability

being reflective

using technology effectively

Recognition

admired by students
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4.1.2.3. Ideal English Language Teacher Selves of Experienced English Teachers
(Results of Open-Ended Question of the Questionnaire)

As can be seen in Table 22 below, the experienced English teachers mentioned
professional development, language competency, professional competency, personal
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qualities, and recognition as ideal English language teacher self characteristics.
Among the themes, they mostly referred to professional competencies and personal

qualities.

Concerning professional development, the experienced teachers thought that
improving their cultural knowledge, being up to date in the field, and developing
and/or joining projects were important characteristics of an ideal English teacher. In
addition, the experienced teachers also believed in the importance of having fluency
in speaking and listening in English and having a perfect command of the English
language.

Moreover, the experienced teacher participants mostly mentioned professional
competencies as ideal English language teacher selves. The most mentioned codes
were being able to motivate students, building a good relationship with students, and
teaching with enthusiasm. Other competencies mentioned by the experienced teacher
were considering students learning styles and preferences, being good at classroom
management, being good at collegiality, using English in class rather than the native
language, using methods effectively, stimulating learner autonomy, and being a role

model for students.

Additionally, various personal qualities were noted from the experienced teacher
participants’ statements as ideal English language teacher quality. Most mentioned
qualities were being creative and enjoyable. Other personal qualities were being
patient, using technology effectively, having communication skill, being disciplined,
being flexible, being energetic, having problem solving ability, and having 21% century
skills.

Moreover, another theme mentioned by the experienced teachers as ideal language

teacher selves was recognition. Teachers stated that being respected by students was

one of the quality that an ideal English teacher should have.
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Table 22. Ideal English Language Teacher Selves of Experienced Teachers (Results
of Open-ended Questions of the Questionnaire)

Themes and Codes

Professional Development

improving their cultural knowledge

being up to date in the field

developing and/or joining projects

Language Competency

fluency in speaking and listening in English
having a perfect command of the English language
Professional Competency

being able to motivate students

building a good relationship with students
teaching with enthusiasm

considering students learning styles and preferences
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being good at classroom management
being good at collegiality

using English in class rather than the native language
using methods effectively

stimulating learner autonomy

being a role model for students
Personal Qualities

being creative

being enjoyable

being patient

using technology effectively

having communication skill

being disciplined

being flexible

being energetic

having problem solving ability
having 21% century skills
Recognition

being respected by students
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4.1.3. Interview Results Regarding the Ideal English Language Teacher Selves of

Participant Teacher Groups

The interview results regarding ldeal English Language teacher selves of the
participant teachers showed that the three teacher groups gave importance to
professional development, language competency, professional competency, personal
quality, and recognition as ideal English language teacher self characteristics. Among
the themes, the student and experienced teachers mostly mentioned professional
development, personal qualities, and professional competency, whereas the novice
teachers mostly mentioned professional competency as ideal language teacher selves.

4.1.3.1. ldeal English Language Teacher Selves of Student English Teachers

(Interview Results)

As can be seen in Table 23, the student English teachers mentioned professional
development, language competency, professional competency, and personal qualities
as ideal English language teacher selves. Among the four themes, they mostly

mentioned professional development, professional competency and personal qualities.

One of the themes that was mentioned by the student English teachers as the ideal
language teacher self was professional development. Concerning professional
development, student teachers emphasized developing their general knowledge,
following updates in the field, participating in conferences and/or in-service training,
doing academic research, and making and/or joining projects as can be deduced from

the example quotations below.

Ideal teachers should always read and develop themselves. It could be about health,
technology, or games. In different domains, we need to develop ourselves. Thus, we
could integrate them into our lesson. For example, there is an artificial intelligence
page. On that page | learned an application and later | integrated that app. into my
lesson. Via the application | draw a picture and students try to predict in English. We
enjoyed italot. (S. T. 3)

English teachers should always develop themselves. They need to follow the latest

changes regarding the language. Not just the changes in their countries, but also the
changes about the English language in the world. (S. T. 2)

83



Table 23. Ideal English Language Teacher Selves of Student Teachers

—h

Themes and Codes

Professional Development

developing their general knowledge

following updates in the field

participating in conferences and/or in-service training
making academic research

developing and/or joining projects

Language Competency

having perfect command of English

having good pronunciation in English

being fluent in speaking and listening in English
Professional Competency

emphasizing students’ emotions

considering students’ learning styles and preferences
having teaching ability

teaching with enthusiasm

making enjoyable lessons

having successful students

using a variety of materials other than coursebooks
being able to adapt their English to students’ level
giving feedback to students
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Personal Qualities

having communication skill

using technology effectively

being energetic

having good oratory skills

being tolerant towards other cultures
having problem solving ability
being versatile
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Language competency was the least mentioned theme by student teachers as the ideal
language teacher self. They were of the opinion that having a perfect command of
English, having good pronunciation in English, and being fluent in speaking and

listening in English were important language competencies that an ideal language
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teacher could have as can be deduced from the quotation below.

Being proficient in English is important for an English teacher, especially in the four
language abilities of speaking, listening, writing and reading. In addition, they need
to have vocabulary knowledge to teach effectively. | mean that they should be
proficient English language users. (S. T. 3)

The most mentioned theme by the student teachers as ideal English teacher selves was
“professional competency”. The results showed that the student teachers emphasized
the professional competencies of an English teacher more than other characteristics.
For example, they stated that caring about their students’ emotions was crucial to
teaching effectively. In addition, they also put an emphasis on considering students’
learning styles and preferences, having teaching ability, teaching with enthusiasm, and
giving enjoyable lessons. The excerpts below reflected the student teachers’ thoughts

on this topic.

Knowing how to approach a group of learners is an important characteristic of a
skillful English teacher. You need to behave suitably towards your students. For
example, if you work with children, you need to consider their energy. Or, if you work
with high school students, you need to know their interest to attract their attention.
(8.T.1)

Ability to teach is something different. Sometimes, knowing a lot is not enough. How
you transfer that knowledge to the other side is also important. As a teacher, you need
to know how to teach. You need to know your style and way of teaching and improve
yourself. (S.T.2)

Personal qualities was the second most mentioned theme. Student English teachers
also mentioned the personal qualities that an ideal English teacher should have. For
instance, they stated that teachers’ use of technology was important for teaching more
effectively. In addition, they also emphasized that teachers’ caring about their

students’ emotions was important as can be understood from the quotations below.

To make a more interactive lesson, rather than using a coursebook, integrating
technology into the lesson could be more helpful. Even showing a video could attract
students’ attention regardless of their ages. We even enjoyed more of our
presentations when a kind of technology was integrated. | believe that English
teachers should use technology to teach more effectively. (S.T. 2)
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An English teacher should also be humanistic towards students. Just caring about the
grades of students is not enough to be an effective teacher. You need to be aware of
your students’ feelings and emotions. They could affect their performances and
motivation to learn English. (S.T.1)

Moreover, student teachers also mentioned other personal qualities such as teachers’
having communication skills, being energetic, and having good oratorial skills. The

excerpt below is an example concerning teachers having communication skills.

Personal characteristics of a teacher are important. For example, a teacher should
know how to communicate with students. You could have students in your classroom
with different world views. An ideal teacher should build a bridge among people just
like building a bridge among languages. (S.T.3)

The quotation above indicated that communication skill of a teacher is important to be
an effective teacher. An ideal teacher need to have an ability to bridge among different

among different students with different worldviews.

4.1.3.2. ldeal English Language Teacher Selves of Novice English Teachers

(Interview Results)

As can be seen in Table 24, the novice English teachers mentioned professional
development, language competency, professional competency, personal qualities, and
recognition as ideal English language teacher selves. Among the four themes, they

mostly mentioned professional competency as ideal English language teacher self.

One of the themes regarding the ideal English Language teacher selves of the novice
English teachers was professional development. The novice teachers stated that being
up to date in the field and participating in conferences and/or in-service training were

important, as can be deduced from the quotations below.

Firstly, an ideal English teacher should follow new methods in language teaching.
They should be in contact with other teachers. In addition, they should take courses
to follow the latest improvements and changes. For example, at university | did not
take a technology-based course, but now, teaching with technology is common, and if
I do not update myself regarding my technology knowledge, | cannot teach with
technology effectively. (N.T. 2)
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For example, during this distance education period, the Ministry of National
Education opened online seminars. They were absolutely beneficial. They were about
different approaches to English teaching, different methods, how we should give
feedback to our students, the effectiveness of coursebooks. If we follow and participate
in these kinds of seminars, we can increase our motivation to teach better, and we can
improve our content knowledge. (N. T. 1)

Table 24. Ideal English Language Teacher Selves of Novice Teachers

Themes and Codes

Professional Development

being up to date in the field

participating in conferences and/or in-service training
Language Competency

having a perfect command of English

being fluent in speaking English

having a native-like accent

Professional Competency

being good at collegiality

using the target language in class rather than native language
being fair to students

being able to motivate students

teaching with enthusiasm

developing students’ speaking ability in English
considering students’ learning styles and preferences
having content knowledge

being good at classroom management

adapting their English to the students’ level
Personal Qualities

using technology effectively

having communication skill

being flexible

being reflective

being creative

being punctual

Recognition

admired by students
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In addition, the novice English teachers also mentioned language competencies that
an ideal English teacher should have. They mostly stated that teachers having a perfect
command of English, being fluent in speaking English, and having a native-like accent
was important to be an ideal English teacher. The excerpt below shows how the novice

English teachers emphasized being fluent in speaking English.

Fluency in English speaking is so crucial for me. Whether one can speak confidently
and flexibly in an environment is important for being a good English teacher. (N.T. 2)

Professional competency was the most mentioned theme among themes by the novice
English teachers as ideal English teacher selves. The results show that the novice
teachers gave importance to certain professional competencies. For example, they
stated that teachers’ use of the target language, English, was important. In addition,
they also considered that students should be able to speak the target language, and that
the teacher should motivate students to use English. The quotations below reflect the
novice English teachers’ ideas on certain professional competencies that a teacher

should have.

Unfortunately, some English teachers do not speak in English in class. | do not want
to say they cannot speak in English. I think they do not have confidence to speak in
English in class. It is easier for them to speak in Turkish. | think they need to overcome
this to be a more effective English teacher. (N.T. 3)

I think an ideal English teacher should focus on improving students’ speaking ability.
Unfortunately, as teachers we mostly focus on written exams, and we neglect the
speaking ability of students in English. However, when students realize that they can
speak in English, both the teacher’s and the students’ motivation increase, and they
get more pleasure from the lesson. (N.T. 3)

In addition, regarding professional competency, the novice teachers stated that
teachers’ getting in contact with other teachers was important. They believed that, in
this way, they could learn from each other. Moreover, they also emphasized teachers
having content knowledge to teach more effectively. They were in the opinion that an
ideal teacher should satisfy students’ curiosity regarding the language related areas.
they also believed that being able to answer or not being able to answer students’
questions affected teachers’ motivation to teach. The quotations below demonstrate

the novice teachers’ thoughts on the subject.
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| think the most important aspect of an ideal English teacher is his/her content
knowledge because if students are a little bit curious, they ask so many different
questions. For example, they ask the meaning of “the”. If you do not have content
knowledge you will be in a difficult situation in front of students, and it affects your
motivation. (N. T. 1)

For example, we have a WhatsApp group with English teachers all around Turkey. |
learn so many things from them. We share our sources, documents, or suggestions in
that group. | absolutely think that we should not disconnect from other English
teachers. They can also be our university friends. We learn a lot from each other.
(N.T. 4)

The novice English teachers also shared certain personal qualities that an ideal English
teacher should have. They were of the opinion that characteristics of a teacher are
important for teaching more effectively and being an ideal English teacher. English
teachers being fair and having communication skills were some of the personal
qualities that the novice English teachers stated as can be deduced from the excerpts

below.

Characteristics of a teacher are also so important. For example, students give
importance to teachers’ being fair among students more than you would expect. For
example, a student can even complain about when you allow one student three times
to come to the board, but you allow that student only two times. As a teacher, you need
to be fair to all students. (N.T. 1)

For me, the thing that differentiates successful English teachers from all other
teachers is their communication skill. You can teach mathematics on the board by
solving problems, but to teach the English language you need to be good at
communication with students. The students should have a desire to communicate with
the teacher. Thus, students could develop their productive skills. (N.T. 2)

Another personal qualities that the novice teachers stated was the ability to be flexible.
They were of the opinion that teachers should keep pace with changing situations and
be flexible. As an example, they mentioned the effect of Covid-19 Pandemic and
teaching practices which was performed through distance education with the effect of
coronavirus disease. Additionally, teachers’ use of technology was also emphasized
by the novice teachers. The novice English teachers believed that when used
effectively, technology fosters learning and motivates students. The quotations below
reflect the novice teachers’ thoughts about an ideal English language teacher self in
terms of flexibility and using technology effectively.
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Especially in these times, an English teacher should be flexible. We always have
changing circumstances. Maybe, we will teach online totally. An ideal teacher should
break with tradition. (N.T. 2)

I am of the opinion that technology affects language teaching positively when used
effectively. When we use technology for speaking and listening activities, they become
more attractive for our students. In addition, using songs especially for primary level
students helps teachers to motivate students better. (N.T. 1)

The quotations above reflected that an ideal English language teacher should be
flexible and use technology effectively. Thus, the teachers could make their lessons

more efficiently.

4.1.3.3. Ideal English Language Teacher Selves of Experienced English Teachers

(Interview Results)

As can be seen in Table 25, the experienced English teachers mentioned professional
development, language competency, professional competency, and personal qualities
as ideal English language teacher selves. Compared to other themes, language

competency was the least mentioned theme by the experienced English teachers.

Regarding their ideal English Language teacher selves, the experienced English
teachers gave importance to professional development. They were of the opinion that
teachers should develop themselves, and that there were many ways forms of
professional development practices. For example, they can be in contact with other
teachers, join projects, or use technology, as can be understood from the excerpts

below.

A teacher should never stop learning because you can always learn something new.
For example, today, | talked with one of my colleagues and | learned something new
about writing exam questions. In addition, | joined so many WhatsApp teacher groups
and Facebook teacher groups, and I learn from these groups so much. Every day,
something new happens in our field. A teacher should be willing to learning and
improve himself/herself. (E.T.2)

There are a variety of different projects that a teacher could join like e-twinning or
Erasmus plus. They enable participants to use the English language productively. For
example, via an e-twinning project, we were in contact with a school from Malta and
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a school from Romania. Their students and our students communicated using English.
It was so motivating both for us and our students because our school is in the country,
and the students do not have a chance to speak English with foreigners so much.
(E.T.2)

Table 25. Ideal English Language Teacher Selves of Experienced Teachers

—h

Themes and Codes

Professional Development

being up to date in the field

participating in conferences and/or in-service training
developing and/or joining projects

developing their general knowledge

doing research

Language Competency

being fluent in speaking English

having a perfect command of English

having good pronunciation in English

Professional Competency

considering students’ learning styles and preferences
being able to motivate students

using the target language in class rather than native language
teaching with enthusiasm

having successful students

using methods effectively

being good at collegiality

being a role model for students

Personal Qualities

having communication skill

being creative

using technology effectively

having the ability of persuasion

being versatile

being hardworking

being a world citizen

being energetic
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Experienced English teachers also believed that language competency was another
competency that an ideal English teacher should have. They mostly indicated that
being fluent in speaking English was important to be an ideal English teacher. It was
the most mentioned code by the experienced teachers as one of the qualities of an ideal
English teacher. In addition, they also mentioned having perfect command of English
and having good pronunciation in English as ideal English teacher selves. They
thought that teachers’ language competence was related to students’ motivation to
learn the language. Example quotations are given below that reflect the experienced

teachers’ views on the topic.

For me, fluency in speaking English is an important characteristic of an ideal English
teacher. A teacher could express himself/herself fluently in the target language.
Otherwise, it could be difficult to motivate students to learn that language. (E.T.4)

Language competence is so crucial for an English teacher. Even if you have a good
relationship with students, when you make a mistake it could be discouraging. You
need to make students feel your professional competence. (E.T.1)

The experienced teachers also mentioned certain professional competencies that an
ideal English teacher should have. Considering students' learning styles and
preferences was the most mentioned code among professional competencies. The
experienced teachers believed in the importance of conducting lessons that were
relevant to students’ interests and capabilities. One of the teachers stated that students’
level was important in deciding and planning how to teach the content. In addition,
they also mentioned other competencies, such as being able to motivate students, using
the target language in class rather than native language, and teaching with enthusiasm.
They especially mentioned the use of Turkish in class and its demotivating effect on
students. Sample quotations are given below to reflect the experienced teachers’

thoughts on the subject.

Planning your lesson according to your students’ level and interests is so crucial. You
need to consider your students’ ages or personal development. For example, you
cannot conduct the same lesson both with primary level and high school level students.
Both student groups have Simple Present Tense in their curriculum, but you need to
arrange different activities considering your students’ preferences and learning
styles. (E.T. 1)
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Of course, the four language skills of an English teacher are important, but for me,
speaking in English during the lesson is more important. Especially at state schools,
most teachers use Turkish during the lesson to teach English. It demotivates students

about learning the language. (E.T. 1)

Personal qualities was the most mentioned theme in terms of the frequency of the
codes. The results show that the experienced teachers gave importance to teachers
having personal qualities as ideal teacher selves. For example, they cared about
teachers’ being good at communicating with students. Thus, they believed that they
could motivate students and support their learning. In addition, they also attached
importance to teachers’ being versatile. By being versatile, the teachers meant that an
ideal English teacher should have interests such as literature, technology, or a sport
and the ideal teacher should integrate these personal interests to the lesson in some
way to make the lessons more attractive and motivating in the eyes of students. Below
are quotations about certain personal qualities that the experienced teachers

emphasized.

Having a good relationship with students is also so important. For example, how a
teacher gives feedback to students or how a teacher motivates students. The
communication skills of a teacher affect the teachers’ teaching practices so much.
(E.T.3)

I think, teachers should also be interested in different areas in addition to their own
field. For example, | am interested in literature. Maybe, another teacher could be
interested in technology, movies, or music. As teachers, we should integrate our
interests into the lesson because language is also a vehicle for us to transmit
knowledge to students. Thus, we can make our lessons more interesting and
motivating for students. (E.T.2)

Moreover, experienced English teachers also gave importance to using technology
effectively. They especially mentioned the pandemic period and the necessity to give
their courses through distance education. The experienced teachers believed that using

technology was important to make effective lessons.

In this pandemic time, we use technology a lot. Unfortunately, most traditional
teachers did not keep pace with the changes while giving online courses. Most teachers
give online courses in the same way that they would give at class. However, it was not
effective. Teachers should benefit from Web 2 tools such as applications like Kahoot.
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They should integrate technology into their lessons. Moreover, we need to make
students use these applications to foster their learning. (E.T.4)

The quotation above was an indication that integrating technology into lessons was
essential. The participant teacher especially emphazised that the pandemic period
proved the fact that use of technology is important to be an ideal teacher.

4.2. Research Question 2: What do Student, Novice, and Experienced EFL

Teachers Fear Becoming Regarding Their Professional Identity?

To answer the second research question which was about the feared language teacher
selves of student, novice, and experienced teachers, both the questionnaire and the
interview results were utilized. Descriptive statistics were performed for the Feared
Language Teacher Selves scale, which consisted of three factors. Means and standard
deviations were calculated for the items. In addition, content analysis was performed
on the open-ended question in the survey and interview questions concerning the
feared language teacher self. Overall, the results indicate that the teachers feared being
incompetent in language, lack of professional development, having undesired
professional development, having undesired personal qualities, and lack of
recognition. Among their fears, having undesired professional dispositions was the
most mentioned one by three teacher groups.

4.2.1. Descriptive Statistics of Participants’ Feared Language Teacher Selves

The Feared Language Teacher Selves scale included three factors: Self as an
Inexpert/Unknowledgeable Teacher (SIUT), Self as an Uncaring/Demotivated
Teacher (SUDT), and Self as a Professionally Fatigued Teacher (SPFT).

Table 26 reflects descriptive statistics concerning the Self as an
Inexpert/Unknowledgeable Teacher (SIUT) factor on the Feared Language Teacher
Selves scale. The mean scores of the participants indicate that all three teacher groups
in the study did not have a much concern regarding students having a greater command
of English than the teacher. The experienced teachers in particular selected “untrue of

me” for the statement “I do not like to become a teacher whose students have a greater
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command of English than she/he does”. However, student and novice English teachers

selected “somewhat untrue of me” for the same statement.

In addition, the results also show that student and experienced teachers mostly thought
that students making fun of their teachers’ English accent worried them. However,
compared to student and experienced teacher groups in the study, the novice teachers
did not consider it a problem. Moreover, the mean scores for the third statement show
that all three teacher groups gave importance to being admired by their students for

their English proficiency.

Table 26. Descriptive Statistics of SIUT Factor on the Feared Language Teacher
Selves Scale

Student Novice Experience
Teacher Teacher d Teacher
(N=63) (N=65) (N=66)

N| Items M SO |M SD | M SD

1| 1 do not like to become a | 3.70 | 1.70 | 3.37 1.65 | 2.94 | 1.59
teacher whose students
have a greater command
of English than she/he
does

2 | It worries me if I become | 4.35 | 1.60 | 3.65 1.57 | 4.27 | 1.57
a teacher whose students
make fun of my English
accent

3 | I am afraid of becominga | 4.49 | 1.52 | 4.32 147 | 439 | 145
teacher whose students
do not admire my
(English) proficiency

(1= very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of
me, 5= true of me, 6= very true of me)

Descriptive statistics regarding the Self as an Uncaring/Demotivated Teacher (SUDT)
factor on the Feared Language Teacher Selves scale demonstrate that all three teacher
groups in the study had fears concerning being an uncaring/demotivated teacher (see
Table 27). Student, novice, and experienced teachers’ mean scores reflect the fact that
they had concerns regarding giving a stressful class or having a class that their students

did not enjoy. In addition, the participants had concerns regarding being a teacher who
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were treating their students as objects, or who humiliated students and became an

uncaring teacher.

Among the items, both student and experienced teachers feared most to be a teacher
whose students do not enjoy their classrooms compared to others. However, novice
English teachers’ most mentioned fear regarding the SUDT factor was becoming an

uncaring teacher.

Table 27. Descriptive Statistics of SUDT Factor on the Feared Language Teacher
Selves Scale

Student Novice Experienced

Teacher Teacher Teacher

(N=63) (N=65) (N=66)
ltems M SD M SD M SD

>~ 2

I am afraid of becoming | 4.62 | 154 |431 |155 |445 |154
a teacher whose classes
are known as stressful
5 | I am afraid of becoming | 4.78 | 152 |474 |148 |486 |1.18
a teacher whose students
do not enjoy his/her
classes

6 | I am afraid of becoming | 4.44 | 176 |4.68 |159 |452 |1.68
a teacher who treats
students as objects
7 | It frightens me if | 440 (178 |4.82 |157 |467 |1.64
become a teacher who
humiliates students

8 | I am afraid of becoming | 4.43 | 179 |4.88 |140 |4.71 |1.58

an uncaring teacher
(1= very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of me,
5= true of me, 6= very true of me)

Table 28 below shows descriptive statistics concerning the Self as a Professionally
Fatigued Teacher (SPFT) factor on the Feared Language Teacher Selves scale. The
mean scores of the participants demonstrate that all three teacher groups had fears
related to becoming a professionally fatigued teacher. For instance, the participants
had fears about becoming a teacher who felt exhausted by the thought of another day

at work, who was tired of preparing lesson plans for every class, who used the same
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teaching methods in all classes, and who was afraid of new challenges (such as new

courses).

Table 28. Descriptive Statistics of SPFT Factor on the Feared Language Teacher
Selves Scale

Student Novice Experienced
Teacher Teacher Teacher
(N=63) (N=65) (N=66)

N | Items M SD | M SD | M SD

9 | am afraid of becoming | 4.65 | 1.48 | 4.66 | 1.48 |4.71 |1.33
a teacher who feels
exhausted by the thought
of another day at work
10 | I am afraid of becoming |4.57 | 1.53 | 4.45 |1.49 | 458 |1.25
a teacher who is tired of
preparing lesson plans
for every class

11 | | fear becoming a teacher | 4.46 | 158 |4.45 | 149 |4.64 |1.32
who uses the same
teaching methods in all
classes

12 | I don’tlike to becomea |4.65 |156 |4.80 |1.27 |4.64 |161
teacher who is afraid of
new challenges (for
example new courses)
13 | I don’tlike to becomea |4.92 |1.47 |520 |1.20 |5.26 |1.18
teacher who gets tired of

learning
(1= very untrue of me, 2= untrue of me, 3= somewhat untrue of me, 4= somewhat true of me,
5= true of me, 6= very true of me)

Moreover, the Table above also show that the teacher groups in the study, especially
the novice and experienced English teachers, mostly had concerns regarding growing

tired of learning.

4.2.2. Results of Open-Ended Question in the Questionnaire Regarding

Participants’ Feared English Language Teacher Selves

The analysis of the open-ended question regarding the feared English language teacher
selves of the participant teachers indicate that the student, novice, and experienced
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teachers have various fears. Five themes, identified as language incompetency, lack of
professional development, undesired personal qualities, undesired professional
dispositions, and lack of recognition were noted. Among these five themes, all three
teacher groups mostly mentioned having undesired professional dispositions as their

feared English language teacher selves.

4.2.2.1. Feared English Language Teacher Selves of Student English Teachers
(Results of Open-Ended Question of the Questionnaire)

Results of open-ended question of the questionnaire concerning the student English
teachers’ feared language teacher selves showed that the student participant teachers
had certain fears. As can be seen in Table 29, five themes emerged regarding student
English teachers’ feared language teacher selves: language incompetency, lack of
professional development, undesired personal quality, undesired professional
dispositions, and lack of recognition. Among these five themes, the participants mostly
mentioned having undesired professional dispositions as their feared English language

teacher selves.

Concerning their feared English teacher selves, the student teachers had various fears
in terms of being incompetent in language such as not being able to speak fluently and
making pronunciation mistakes. In addition, lack of professional development was
another theme mentioned by the student teachers as their feared language teacher
selves. Regarding that theme, the student teachers feared not being up to date.
Moreover, having undesired personal qualities was another fear of the student teachers.
They mentioned that being impatient and not being energetic were their fears regarding

the teaching profession.

Additionally, the student teachers also feared lack of recognition. They indicated that
not being respected by students and being labelled by students as problematic and/or
unsuccessful were their fears about being an English teacher. However, their prime
fear was about having undesired professional dispositions. They mostly feared losing

the enthusiasm to teach and becoming an insufficient teacher.
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Table 29. Feared English Language Teacher Selves of Student Teachers (Results of
Open-ended Questions in the Questionnaire)

Themes and Codes

Language Incompetency

not being able to speak fluently
making pronunciation mistakes
Lack of Professional Development
not being up to date

Undesired Personal Qualities
being impatient

not being energetic

Undesired Professional Dispositions
losing the enthusiasm to teach
becoming an insufficient teacher
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having classroom management problems

having problematic relationships with administration and colleagues
getting angry at students easily

being uncaring towards students

being unfair to students

not being able to motivate students

Lack of Recognition

not being respected by students

being labelled by students as problematic and/or unsuccessful
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In addition, having classroom management problems and having problematic
relationship with administration and colleagues were also frequently mentioned by the
student teachers within the scope of having undesired professional dispositions. Other
fears of the student teachers in terms of having undesired professional dispositions
were getting angry at students easily, being uncaring towards students, being unfair to

students, and not being able to motivate students.
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4.2.2.2. Feared English Language Teacher Selves of Novice English Teachers

(Results of Open-Ended Question in the Questionnaire)

As can be seen in Table 30, five themes emerged regarding the novice English
teachers’ feared language teacher selves: language incompetency, lack of professional
development, undesired personal qualities, undesired professional dispositions, and
lack of recognition. Among these five themes, the novice teachers mostly mentioned
having undesired professional dispositions as their feared English language teacher

selves.

Table 30. Feared English Language Teacher Selves of Novice Teachers (Results of
Open-ended Questions of the Questionnaire)

Themes and Codes
Language Incompetency
losing language competence
Lack of Professional Development

not being up to date
Undesired Personal Qualities

being lazy
not using technology efficiently

not being energetic

Undesired Professional Dispositions
losing the enthusiasm to teach

being an inadequate teacher

having classroom management problems
not being able to motivate students
being uncaring towards students

getting angry at students easily

having communication problems with students
Lack of Recognition

not being admired by students
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The results indicate that the novice teachers had various fears regarding their teacher

selves. Regarding language incompetency, they mentioned losing language

competence. Moreover, not being up to date was another novice teachers’ fear
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concerning lack of professional development. It was the most mentioned fear of the
novice English teachers. The novice teachers also mentioned fears concerning having
undesired personal qualities such as being lazy, not using technology efficiently, and

not being energetic.

In addition, the novice teachers mostly focused on having unprofessional dispositions
as their feared language teacher selves. It was the most mentioned theme by the novice
teachers. The most mentioned fears of the novice teachers were losing the enthusiasm
to teach, being an inadequate teacher, having classroom management problems, not
being able to motivate students, and being uncaring towards students. Moreover, the
novice teachers also gave importance to being recognized by students, and therefore

they also feared not being admired by their students.

4.2.2.3. Feared English Language Teacher Selves of Experienced English

Teachers (Results of Open-Ended Question in the Questionnaire)

As can be seen in Table 31, four themes emerged regarding experienced English
teachers’ feared language teacher selves. These were lack of professional
development, undesired personal qualities, undesired professional disposition, and
lack of recognition. Among these themes, the experienced teachers mostly mentioned
having undesired professional disposition as their feared English language teacher

selves.

Compared to other themes, it was clear from the frequencies that experienced English
teachers’ fears regarding the teaching profession was mostly related to professional
practices. The results also show that They experienced English teachers mostly had
fears concerning losing enthusiasm to teach. It was the most mentioned fear of the
experienced teacher participants as can be understood from the frequencies. Other
fears concerning having undesired professional disposition was being an inadequate
teacher, not being able to motivate students, getting angry at students easily, having a

stressful class, and being uncaring towards students.
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Table 31. Feared English Language Teacher Selves of Experienced Teachers
(Results of Open-ended Questions in the Questionnaire)

Themes and Codes

Lack of Professional Development
not being up to date

Undesired Personal Qualities

not using technology effectively

not being energetic

Undesired Professional Dispositions
losing the enthusiasm to teach

being an inadequate teacher

not being able to motivate students
getting angry at students easily
having a stressful class

being uncaring towards students
Lack of Recognition

not being respected by students
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The experienced teachers mentioned “not being up to date” as their fear about lack of
professional development. In addition, they feared having undesired personal qualities
such as not using technology effectively, and not being energetic. Additionally, they
had also fears about not being respected by their students.

4.2.3. Interview Results Regarding Feared English Language Teacher Selves of

the Participant Teacher Groups

Interview results regarding the feared English Language teacher selves of the student,
novice, and experienced teachers showed that the participants had various fears. As a
result of content analysis, five themes emerged: language incompetency, lack of
professional development, undesired personal qualities, undesired professional
dispositions, and lack of recognition. The most mentioned fears of the participants

were related to having undesired professional dispositions.
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4.2.3.1. Feared English Language Teacher Selves of Student English Teachers

(Interview Results)

As can be seen in Table 32, the student English teachers feared lack of professional
development, having undesired personal qualities, undesired professional dispositions,
and lack of recognition. Among these themes, they mostly had fears regarding having

undesired professional dispositions.

Table 32. Feared English Language Teacher Selves of Student Teachers

Themes and Codes

Lack of Professional Development
not being up to date

Undesired Personal Qualities
getting angry easily

not using technology effectively
Undesired Professional Dispositions
losing the enthusiasm to teach
teaching in an incorrect way

teaching without any preparation before lessons
being an inadequate teacher
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not assessing what you teach

using native language in class rather than English
using only coursebooks as material

losing teaching ability

being uncaring towards students

Lack of Recognition

not being respected by students
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Regarding their feared English Language teacher selves, the student English teachers
mentioned lack of professional development. Their fears were about not being up to
date. They were of the opinion that teachers should develop themselves to be an

effective teacher as can be deduced from the interview excerpt below.
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Sometimes, experience means a lot for a teacher, but if the experience and the years
have not contributed to that teacher, it does not mean anything. Using old methods
that do not motivate students and make learning easier can be an example of this
situation. In addition, not doing any research in the field also makes the teacher
ineffective over time. Following improvements in the field is crucial for teachers.
(S.T.4)

In addition, the student teachers also had fears concerning having undesired personal
qualities. They stated that they were afraid of becoming angry easily and not using

technology effectively in the future, as can be understood from the quotation below.

| do not want to be a teacher that cannot stand students. This kind of teacher does not
want any noise in the classroom. If there is some noise in the classroom, he/she gets
angry with the students. Interaction among students is very limited even during
activities. (S.T.3)

Having undesired professional dispositions was the theme most mentioned theme by
the student teachers as their feared English language teacher selves. They had various
fears concerning undesired professional dispositions, but they mostly had fears about
losing the enthusiasm to teach. The quotation below reflects the student teacher

participants’ fears about losing the enthusiasm to teach.

Some teachers teach as if someone holds a gun against their head. It was so clear
even from their gestures and facial expressions that they do not have any motivation
to teach that lesson. Even a primary level student understands or feels that situation.
(S.T.2)

Moreover, they had also other fears concerning undesired professional dispositions.
To exemplify this, they mentioned teaching in an incorrect way, teaching without any
preparation before lessons, being an inadequate teacher, and not assessing what they
teach as their feared English teacher self. Below are quotations regarding what the
student teachers feared becoming in the future.

These teachers also have problems in their English language knowledge. For
example, during my practicum | observed a teacher. The teacher mentioned buildings
and used the words tall and long. He used the word long when mentioning
skyscrapers. | think, he did not know the difference between these two words.
Therefore, he taught it wrong. | do not want to be a teacher like him. (S.T.3)

| certainly do not want to be the kind of teacher that does not do any preparation
before the lesson. Other than this, I do not have any big fear. I need to plan the lesson
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beforehand and consider some issues such as how much time will it take, or which
parts can students have difficulty with. (S.T.4)

The quotation above ragrding the feared self of student English teachers showed that
they emphasize language competency. Thus, they feared being incompetent in
language and also giving lessons without any preparation.

4.2.3.2. Feared English Language Teacher Selves of Novice English Teachers
(Interview Results)

Table 33 shows the novice English teachers had fears about language incompetency,
lack of professional development, having undesired personal qualities, and undesired
professional disposition. Undesired professional dispositions was the most mentioned
theme by the novice English teachers.

Table 33. Feared English Language Teacher Selves of Novice Teachers

Themes and Codes
Language Incompetency

losing language competence

Lack of Professional Development

not being up to date

Undesired Personal Qualities

complaining a lot

not using technology effectively

Undesired Professional Dispositions

losing the enthusiasm to teach

having a problematic relationship with students and/or colleagues
using only coursebooks as material

being an inadequate teacher

emphasizing paperwork more than actual teaching
using native language in class rather than English
being unhappy at work

being unfair to students
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Regarding their feared English teacher selves, the novice English teachers mentioned
language incompetency. They were afraid of losing language competency over time.
In addition, regarding lack of professional development, their fears were about not
being up to date. The quotations below reflect the novice teachers’ thoughts on the

topic.

I am afraid of losing my English language competence over time if | work with the
same group of learners for a long time. Language is ungrateful. Therefore, we need
to read a lot and keep our language knowledge alive. (N.T.3)

Or not adapting oneself. Teaching the same topics in the same manner for vyears. |

am afraid of being like that. (N.T.3)

The novice English teachers also had fears concerning having undesired personal
qualities. Their fears were about complaining a lot and not using technology

effectively. Below are quotations concerning the novice teachers’ fears about the topic.

Some teachers complain a lot. They also do not produce a solution. They do not make
an effort, and they criticize everything. | do not want to be such a teacher. (N.T. 4)

For now, | can keep pace with technology, but in the future, maybe more advanced
technological applications will be used. I am afraid that students will have a better
command of technology than me in the future. (N.T.1)

Moreover, the novice teacher mostly feared having undesired professional
dispositions. Among the codes for this theme, they primarily mentioned losing their
enthusiasm to teach. One novice teacher said that, even if she was at the beginning her
their teaching career, she feared losing enthusiasm to teach in the future because of
unmotivated student behavior. In addition, another novice teacher stated that teachers’
losing motivation to teach would affect their students’ learning motivation. The

quotations below reflect the novice teachers’ ideas on the subject.

In fact, one of my biggest fears in this profession is losing my motivation to teach.
Even if this is my first year in the profession, | was affected when students said to me,
“teacher, what we will do with English in this village, we do not want to learn that
language”. If I encounter these kinds of comments in the future, | am afraid of losing
my enthusiasm to teach. (N.T.1)
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If the teacher is not eager to teach, it is more difficult for students to be motivated to
learn English. Students feel whether the teacher is motivated to teach or not.
Therefore, it is important for teachers not to lose the motivation to teach. (N.T.2)

Additionally, the novice English teachers also had other fears about having undesired
professional dispositions. For example, they feared having a problematic relationship
with their students and/or colleagues. In addition, they also had fears concerning using
only course books as teaching materials as can be understood from the interview

excerpt below.

An English teacher should not just use coursebooks. At university, our professors
always used to say that “a coursebook is not a bible”. Sometimes a text in a book may
not be suitable for the level of your students. You need to supply other materials to
teach better. (N.T.4)

The example quotation which was uttered by a novice English teacher participants
indicate that using various materials was important. For this reason, teachers had fears

concerning havingundesired professional dispositions.

4.2.3.3. Feared English Language Teacher Selves of Experienced English
Teachers (Interview Results)

As can be seen in Table 34, experienced English teachers mostly feared a lack of
professional development, having undesired personal qualities, and undesired
professional dispositions. Among these themes, their fears were mostly about having

undesired professional dispositions.

Lack of professional development was one of the themes mentioned by the
experienced English teachers regarding their feared English Language teacher selves.
The experienced teachers stated that they feared becoming a teacher who was not up

to date in the field, as can be deduced from the interview excerpt below.

Some teachers do not teach according to the students’ level and interest, and as an
excuse they mostly say that they do not know any other way. However, it is not an
excuse for me. There is the Internet or Google, you can do research and learn.
Unfortunately, there are teachers thinking that | graduated, and | became a teacher,
that is all. They do not read and develop themselves. I think, they are lazy. (E.T.4)
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Table 34. Feared English Language Teacher Selves of Experienced Teachers

Themes and Codes

Lack of Professional Development

not being up to date

Undesired Personal Quality

complaining a lot

being asocial

Undesired Professional Dispositions

losing the enthusiasm to teach

being uncaring towards students

having a problematic relationship with students
losing teaching ability

making effort but not getting expected results from students
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teaching without any preparation before lesson
being a boring teacher
getting angry at students easily
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The experienced English teachers also mentioned their fears concerning having
undesired personal qualities such as complaining a lot and being asocial. In addition,
they mostly feared having undesired professional dispositions. The most mentioned
code was losing the enthusiasm to teach. Experienced teachers feared becoming a
teacher who did not have enthusiasm to teach. In addition, they also feared of
becoming a teacher who does not care about their students. Below are quotations
concerning experienced English teachers’ fears about these two most mentioned codes

under the theme of undesired professional dispositions.

Some teachers do not have a motivation to teach. They feel aimless, and define
themselves as “jack of all trades, master of none” because they start so many things,
but they leave them unfinished. They do not have an interest in the teaching profession
anymore. They are not happy with their profession. (E.T.3)

The teaching profession requires being sincere. If a child in your classroom has some

problems and you do not even realize it, do not do that job. You need to care about
your students besides teaching. (E.T.4)
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Moreover, the experienced teachers also mentioned their fears concerning losing their
teaching ability in the future. They thought that teaching was an ability and that, over
time, they could lose that ability. Additionally, being a boring teacher was another of

their fears. Example quotations are given below.

Some teachers only know a few words in English, but they teach in a way that you
consider her/him as one of the best teachers in Turkey. However, there are also some
teachers who know a lot, but he/she cannot transfer that knowledge to the target
student group. Teaching is also an ability. | do not want to be the second kind of
teacher. (E.T.1)

| certainly do not want to be a boring teacher. Even thinking about it makes me
stressed because | had so many boring teachers. | mean by “boring” that the teacher’s
being monotonous and teaching in the same way continuously. (E.T.4)

Using the native language in class was another issue that the experienced teachers
feared. They stated that they were afraid of becoming an English teacher who did not
give importance to using the target language in class. Additionally, they also feared
becoming an English teacher who made an effort but who does not get the expected
results from their students. The interview excerpts below reflect the experienced

English teachers’ views on the topic.

I do not want to be an English teacher who uses her/his native language in class. Now,
I do not use it as much as possible. However, | do not know how I will be in the future.
| hope I do not lose my current vision in the future. (E.T.4)

In one night, you prepare activities and give a few hours of yourself rather than being
relaxed. You prepare good materials. However, the next day, when you use your
materials, sometimes you do not get what you expected. It is demotivating for a
teacher. (E.T.2)

The quotations given above show that experienced English teachers had fears
concerning not being competent in using target language. They were in the opinion

that using target language was necessary rather than using native language in class.
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4.3. Research Question 3: Is There a Significant Difference Among Student,
Novice, and Experienced EFL Teachers Regarding Their Ideal and Feared

Language Teacher Selves?

Within the scope of the study, differences between the student, novice, and
experienced English teachers’ ideal and feared possible selves were investigated. For
this purpose, one-way ANOVAs were conducted to observe whether the experiences
of the participant teacher groups influenced the possible selves of the three participant

teacher groups.

4.3.1. Differences between Student, Novice, and Experienced Teacher Groups
concerning the Ideal English Language Teacher Selves

One-way ANOVA was conducted to see whether there was a significant difference
among student, novice and experienced teachers concerning the ideal English language
teacher selves of the participants. Within the scope of this study, the student English
teacher participants were fourth year ELT students, and they did not have any teaching
experience except for the practicum experience. The novice English teachers had been
working as English teachers for 1-5 years. The experienced English teachers had been

working for more than 5 years.

Before conducting ANOVA, all assumptions were ensured. First, the dependent
variable was measured at the interval level, and the independent variable consisted of
three categories, namely student, novice, and experienced teacher groups. In addition,
independence of observations was ensured indicating that there were different
participants in each group. Additionally, no significant outliers were observed in the
data set. Moreover, the data were approximately normally distributed. And finally,
homogeneity of variances was ensured using Levene’s test. Levene’s test for the Ideal
English Language Teacher Selves Scale (significance value .146) was not significant
(the value of significance is more than 0.05) indicating that the variances of the groups

were the same.

As shown in Table 35, the mean score of the student English teacher participants was
5.27 (N=63, s=.54), for the novice English teacher participants, the mean score was
110



5.31 (N=65, s=.54) and for the experienced English teacher group, the mean score was
5.31 (N=66, s=.49).

Table 35. Descriptive Statistics of Participants’ Ideal Selves

Teacher Mean Std. Deviation N
Groups

Student 5.27 54 63
Novice 5.31 .54 65
Experienced 5.35 .39 66
Total 531 49 194

Table 36 below shows that, there was not a statistically significant difference between
the groups as determined by one-way ANOVA (F(2, 191) = .427, p=.65). However,
the mean scores of the participants showed that, with experience, the mean score of

the participants’ ideal selves increased to some extent.

Table 36. ANOVA Result of Participants’ Ideal Selves

df F Sig.
Between Groups 2 427 .65
Within Groups 191
Total 193

The student English teachers had the lowest mean score compared to the other teacher
groups, and the experienced English teachers had the highest mean score compared to

the other teacher groups in the study.

4.3.2. Differences between Student, Novice, and Experienced Teacher Groups

concerning their Feared English Language Teacher Selves

One-way ANOVA was conducted to see whether there was a significant difference
among the student, novice, and experienced teachers concerning the feared English
language teacher self of participants. Within the scope of the study, the student English
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teacher participants were fourth year ELT students, and they had not had any teaching
experience except for the practicum experience. The novice English teachers had been
working as English teacher for 1-5 years. In addition, experienced English teachers

were working for more than five years.

Before conducting ANOVA, all assumptions were ensured. First, the dependent
variable was measured at the interval level, and the independent variable consisted of
three categories, namely student, novice, and experienced teacher groups. In addition,
independence of observations was ensured indicating that there were different
participants in each group. Additionally, no significant outliers were observed in the
data set. Moreover, the data were approximately normally distributed. And finally,
homogeneity of variances was ensured using Levene’s test. Levene’s test for the
Feared English Language Teacher Selves Scale (significance value .475) was not
significant (the value of significance is more than 0.05) indicating that the variances

of the groups were the same.

As shown in Table 37, the mean score of the student English teacher participants with
no teaching experience except for the practicum was 4.49 (N=63, s=1.20), for the
novice English teacher participant group, the mean score was 4.48 (N=65, s=1.08),

and for the experienced English teacher group, the mean score was 4.51 (N=66, s=.99).

Table 37. Descriptive Statistics of Participants’ Feared Selves

Teacher Mean Std. Deviation N
Groups

Student 4.49 1.20 63
Novice 4.48 1.08 65
Experienced 4.51 .99 66
Total 4.49 1.08 194

Table 38 shows that there was not a statistically significant difference between the
three groups as determined by one-way ANOVA (F(2, 191) =.009, p=.99).
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Table 38. ANOVA Result of Participants’ Feared Selves

df F Sig.
Between Groups 2 .009 .99
Within Groups 191
Total 193

However, the mean scores of the participants’ feared selves showed that the
experienced teachers had the highest mean score compared to the other groups. In
addition, the student English teacher participants had higher mean score for feared

selves compared to the novice English teacher participants.

4.4, Research Question 4: What are the Main Factors Influencing Student,

Novice, and Experienced EFL Teachers’ Ideal and Feared Possible Selves?

The participants were asked about the factors that affected their ideal and feared
English language teacher selves. As a result of analysis of the participants’ answers,
two categories of factors emerged: internal and external factors. The results showed
that the participants mostly mentioned external factors as compared to internal factors.
Moreover, educational forces were the most mentioned external factor by all three
teacher groups. The results indicate that internal factors generated teachers’ possible

selves, and external factors shaped teachers’ possible selves.

4.4.1. Interview Results Regarding the Factors That Affect Student English

Teachers’ Ideal and Feared English Teacher Selves

Analysis of the interviews concerning the factors that affected the student English
language teachers’ ideal and feared selves indicated that the student English teachers’
ideal and feared selves were affected by both internal and external factors (see Table
39). The student teachers mostly mentioned external factors compared to internal
factors. In addition, the most mentioned external factor was ‘“a former teacher”,
indicating that their ideal and feared English language teacher selves were affected

from their experience of previous teachers.
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Table 39. Factors that Affect Student English Language Teachers’ Ideal and Feared
Teacher Selves

Themes and Codes

Personal Qualities
interest towards English language
interest towards teaching

Internal factors
(f=4)
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Educational Forces 12

a former teacher
External factors | Practicum experience
(f=16) university courses
Social Forces
advantage of knowing a foreign language

Professional Development Practices
conferences
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Among the factors that affected their ideal and feared selves, the student English
teachers mentioned certain personal qualities such as interest towards the English
language and interest towards teaching. One of the student teachers stated that “the
English language attracted my attention when I was a child”. The interview excerpts

below also reflect the student teacher’s interest towards English language.

Since | was 10 years old, | have wanted to learn English. At that time, | thought that
it was so interesting to communicate with another language. | had the motivation to
learn English. Having another language in our brains always attracted my attention
and motivated me. (S. T. 4)

I really liked English and when | studied, | got good results. When | studied other
courses, | could not get what | expected. In the language classroom, | was so happy
and successful. (S.T. 1)

Moreover, student teachers also referred to various external factors that affected their
ideal and feared selves such as educational forces, social forces, and professional
development practices. Among these themes, educational forces were mentioned most
by the participants. One of the codes of the theme educational forces, the effect of a
former teacher was the most mentioned. The quotation below reflects one teacher’s

thoughts on the subject.
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My English teacher at primary school was so sweet. | really liked her. She was so
good in her profession. She always prepared good activities for the lesson. In other
lessons, we just followed course books, but English lessons were different. She gave
too much effort to teach us, and it really affected my teaching philosophy. (S.T. 1)

The student teachers also mentioned the effect of their practicum experience in shaping
their identities. During the practicum, they had a chance to observe other English

teachers, and experience teaching practice.

For the practicum, in the first semester, | went to a secondary school. | observed that
if you work at that level you need to prepare a lot of materials, and you need to attract
their attention to teach effectively. In the second semester, | went to a high school.
Compared to secondary school, | enjoyed it more at high school. | realized that
working with high school students was more suitable for me. (S.T. 4)

| always thought that one language is one person, and two languages are two people.
I mean that if you know a foreign language, you can be one step ahead in many areas.
Therefore, | decided to become an English teacher and teach that language. (S.T. 2)

Additionally, social forces were effective in shaping the student English teachers’ ideal
and feared selves. The student teachers thought that knowing English was an
advantage for them in many social areas. The quotations above reflect the teachers’

ideas on the practicum experience and the advantage of knowing a foreign language.

4.4.2. Interview Results Regarding the Factors That Affect Novice English

Teachers’ Ideal and Feared English Teacher Selves

Analysis of the interviews concerning the factors that affected the novice English
language teachers’ ideal and feared selves indicated that the novice English teachers’
ideal and feared selves were affected by both internal and external factors (see Table
40). The novice teachers mostly mentioned external factors compared to internal
factors. In addition, the most mentioned external factor was “a former English
teacher”, indicating that their ideal and feared English language teacher selves were

affected by their previous teachers.
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Table 40. Factors that Affect Novice English Language Teachers’ Ideal and Feared
Teacher Selves

Themes and Codes

Personal Qualities

interest towards English language
interest towards teaching

Internal factors
(f=6)

Wl Wl o =

Educational Forces 12

a former English teacher
External factors | University courses
(f=14) practicum experience
Institutional Forces

working place
Teaching Practices
teaching experience

PR R R w w o

Concerning the factors that affected their ideal and feared teacher selves, the novice
English language teachers mentioned certain personal qualities, such as interest
towards the English language and interest towards teaching. The quotations below
reflect the novice English teachers’ thoughts on this topic.

I had an innate interest towards teaching. | liked teaching or telling someone
something. | also liked speaking. Therefore, | wanted to become a teacher. (N. T. 2)

I'd liked the English language since | was a child. Talking or hearing something in
English made me happy. It was like a different world for me. 1 still like English in the
same way. (N. T. 3)

Among the external factors that affected the novice English teachers’ ideal and feared
selves, three themes emerged: educational forces, institutional forces, and teaching
practices. The most mentioned theme was educational forces. The novice teachers
mostly mentioned the effect of their previous English teachers as can be seen from the

interview quotations below.

The ideal teacher in my life is absolutely my university instructor. He had a perfect
teaching style. He was so fair, and he gave a classroom management course. | really
emphasize being fair in my teaching. Therefore, | feel lucky for taking the course from
him. I learned so much from him. (N. T. 4)
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My high school English teacher was a source of inspiration for me. She always
motivated us to speak English and to have foreign friends. (N. T. 3)

Moreover, the novice English teachers were of the opinion that their university courses
and practicum experience affected their ideal and feared language teacher selves as

can be understood from the interview excerpts below.

In one of our university courses, we wrote a teaching philosophy. Writing that
reported affected me so much. To write that report, I investigated and considered what
kind of teacher | wanted to be. Then, I thought I could use communicative teaching
and | emphasized group work. And now, | still think in the same way and | conduct so
many communicative activities with group work. (N.T.2)

In the practicum, I observed a teacher. During a two-hour lesson, the teacher did not
sit even for a minute. The teacher’s motivation and her energy really affected me. I
have been a teacher for nearly one year and, | also do not sit during lessons, and I try
to be energetic. She became a good example for me. (N.T.1)

The quotations above which were uttered by novice English language teacher
participants show the importance of practicum experience and university courses in

shaping teachers’ teaching identities.

4.4.3. Interview Results Regarding the Factors That Affect Experienced English
Teachers’ Ideal and Feared English Teacher Selves

Analysis of the interviews concerning the factors that affected the experienced English
language teachers’ ideal and feared selves indicated that the experienced English
teachers’ ideal and feared selves were affected by both internal and external factors
(see Table 41).

The experienced teachers mostly mentioned external factors compared to internal
factors. In addition, the most mentioned external factors were “teaching experience”
and “a former English teacher”, indicating that their ideal and feared English language

teacher selves were affected by their teaching experiences and previous teachers.
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Table 41. Factors that Affect Experienced English Language Teachers’ Ideal and
Feared Teacher Selves

Themes and Codes

Personal Qualities

In_ternal factors [interest towards the English language
(=6) interest towards teaching

N| Wl o] =

[EEN

beliefs about teaching a foreign language

Educational Forces

a former English teacher
External factors | Téaching Practices
(f=11) teaching experience
Institutional Forces

working place
students’ attitudes
colleagues

N RSN N RIS I N R N N

Regarding the factors that affected the experienced English language teachers’ ideal
and feared teacher selves, certain personal qualities were mentioned. The experienced
teachers mentioned interest towards the English language, interest towards teaching,
and beliefs about teaching a foreign language. The example quotations given below

reflect the experienced teachers’ thoughts on the topic.

My biggest motivation to become an English teacher was that | liked English
language. | was really interested in learning English. | enjoyed English lessons, and
I was successful. These all motivated me. Being able to speak a different language,
learning a different language were all attractive. (E. T. 4)

I thought that being an English teacher and sharing my knowledge with others could
be pleasing. The taste that you got from teaching was something different. If | had a
chance to go back to the past, once again | would be a teacher. (E. T. 2)

Among the external factors, the experienced English teachers mostly mentioned the
effect of educational forces on their ideal and feared selves. One of the educational
forces that the experienced teachers mentioned was their previous English teachers.
One experienced teacher stated that her university instructor had had an influence on

her teacher identity as can be deduced from the interview gquotation below.
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One of my university instructors affected me so much regarding his approach to
students. He still has an impact on me. He considered students as adults and, he often
took the opinions of students. He was really professional in this profession. He could
balance the relationship with students skillfully. (E. T. 3)

The experienced teachers also mentioned the effect of their teaching practices on their
ideal and feared selves. They stated that their various teaching practices changed over
time and place. The quotations below reflect how their teaching experiences had

affected their teacher identities.

Teaching at different levels affected me so much. For example, at primary school, |
got a different taste. At secondary school, my experiences were all different. All my
teaching experiences contributed a lot regarding my teaching style and preferences.
(E.T.4

When | started teaching, | was stricter towards students. Now, | am more relaxed. |
started to see students’ good sides when they were unsuccessful in English. For
example, | now think that even if they cannot speak English perfectly, they deserve
respect. (E. T. 2)

Institutional forces were another theme that was extracted from the analysis of the
participants’ utterances on the factors that affected their ideal and feared selves. The
quotations below indicate the importance of institutional forces in shaping the identity

of teachers.

At every school | worked at, | gained a different point of view. For me, there is not a
fixed or stable way of teaching. You need to organize your teaching according to your
students’ special needs and preferences in every different class. Therefore, | improved
myself over the years at different schools. (E. T. 1)

A message that comes from students after years, a smiling face of students, positive
comments of students about the teacher. (E. T. 2)

Like institutional forces, the experienced teacher participants mentioned the effect of
their work place, students’ attitudes, and colleagues, as can be seen in the interview

extracts above.
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4.5. Research Question 5: How do Student, Novice and Experienced EFL
Teachers Perceive Each Other in Terms of Ideal and Feared Possible Language

Teacher Selves?

Analysis of the questions concerning the perspectives of the participant teacher groups
regarding their thoughts on the other teacher groups’ ideal and feared selves indicated
that the teacher groups had various notions about each other’s ideal and feared selves.
However, the results indicate that three teacher groups mostly emphasized professional
competencies as ideal language teacher selves for the other teacher groups. In addition,
having undesired professional dispositions were mentioned for the three teacher

groups as feared language teacher selves.

From the perspective of the student teachers, they felt that the novice teachers would
emphasize having a good relationship with colleagues and administrations, and they
would also have fears regarding this issue. In addition, both the student and novice
teachers thought that the experienced teachers would emphasize being competent and
practical in teaching as their ideal teacher characteristics. In addition, they felt that the
experienced teachers’ fears would mostly be about losing the enthusiasm to teach and
not being up to date in the field. Moreover, both the novice and the experienced
teachers thought that the student teachers would mostly emphasize being good at
classroom management and teaching effectively, and they would mostly fear being

inadequate and having classroom management problems.

45.1. ldeal and Feared Possible Selves of Novice and Experienced English
Teachers from the Perspective of Student English Teachers

Analysis of the questions regarding the student English teachers’ perspectives on the
ideal and feared English language teacher selves of novice and experienced teachers
showed that they thought that the novice and experienced teachers would emphasize
different features as ideal and feared selves than the student teachers would. However,
both the novice and experienced teacher emphasized professional competencies as

ideal language teacher selves, as can be seen in Table 42.
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Table 42. Ideal and Feared Possible Selves of Novice and Experienced English
Teachers from the Perspective of Student English Teachers

Themes and Codes f
Novice Teacher Ideal Self 5
having good relationships with colleagues and | 2
administration
Professional considering students' learning styles and | 1
Competency (f=4) preferences
using methods and techniques effectively 1
Professional being up to date in the field 1
Development (f=1)
Novice Teacher Feared Self 4
having problems with families, administration | 3
Undesired Professional | and/or colleagues
Dispositions(f=4) not being able to answer students’ questions | 1
Experienced Teacher Ideal Self 8
Language Competency | having language competence 2
(=3) being fluent in speaking and listening in |1
English
having problem solving abilities 1
Professional having good relationships with colleagues and | 1
Competency (f=5) administration
being good at classroom management 1
having their own teaching methodology 1
being able to teach without any preparation 1
Experienced Teacher Feared Self 4
Undesired Professional | losing the enthusiasm to teach 2
Dispositions (f=2)
not being up to date in the field 1
Lack of Professional - -
Development (f=2) not keeping up with changes 1

Analysis of the interviews showed that the student teachers thought that novice
teachers would mostly emphasize professional competencies as their ideal English

teacher possible selves. From the student teachers’ perspective, they believed that
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novice teachers gave importance to having good relationships with colleagues and the
school administration. To illustrate this, one of the student teacher interviewee stated

the following:

I think, novice teachers would mention the importance of having a good relationship
with other teachers in the school and administration because they will be also in
contact with them besides students. (S.T.4)

Moreover, the student teachers thought that novice teachers would also mention
considering students’ learning styles and preferences, using methods and techniques
effectively, and being up to date in the field as ideal English teacher characteristics. In
terms of feared language teacher selves, the student teachers were of the opinion that
the novice teachers would have fears concerning having problems with families, the
school administration and/or colleagues, and with not being able to answer students’

questions, as can be seen from the quotation below.

Sometimes, novice teachers start their profession with great motivation, but they might
have fears about families of students or administration. For example, they want to do
projects and go abroad with students, but the administration may not allow this. Or
the families of students do not want it. Then, they can get desperate. (S.T.3)

As ideal possible language teacher self characteristics, the student teachers thought
that the experienced teachers would give importance to language and professional
competencies. More specifically, they stated this as meaning having language
competence, problem solving abilities, and good relationships with colleagues and
administration. They also included being good at classroom management, being fluent
in speaking and listening in English, having their own teaching methodology, and

being able to teach without any preparation, as illustrated in the examples below.

Because, with experience, they are more aware of the importance of using the target
language effectively, they would mention the importance of teachers’ being proficient
language users, especially in speaking and listening in English as ideal English
language teacher characteristic. (S.T.2)

How to have a good relationship with the administration is something that we do not
learn at university, but it is important. | think, experienced teachers figure this out
over the years. When they start their profession, they mostly have difficulty with this
topic, but, over time, they learn how to manage these relationships. (S.T.3)
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Moreover, the student teachers mentioned the fears that they thought the experienced
teachers might have. Among these fears, the student teachers mostly thought that the

experienced teachers would have fears concerning losing the enthusiasm to teach.

I think, an experienced teacher should not have any fears. Maybe, their only fear might
be not being able to adapt to changes easily. For example, during this pandemic
period, some experienced teachers experienced difficulties especially with distance
education and the use of technology. (S.T.2)

Additionally, they felt that experienced teachers might also have fears regarding not
being up to date in the field and not seeing any opportunities that might arise, as can

be seen from the excerpt above.

4.5.2. ldeal and Feared Possible Selves of Student and Experienced English

Teachers from the Perspective of the Novice English Teachers

Analysis of the interview questions regarding the possible ideal and feared English
language teacher selves of student and experienced teachers from the perspectives of
novice English teachers shows that the novice teachers thought the student and
experienced teachers would mostly emphasize professional competencies as ideal
selves, and that they would mostly have fears concerning having undesired

professional dispositions. These views are set out in Table 43.

From the perspective of the novice teachers, student English teachers would be
idealistic towards the profession, and therefore they would emphasize professional
competencies and a desire to teach effectively. In addition, they would also give
importance to being recognized and using technology effectively. An example
quotation is given below to exemplify the perspectives of the novice teachers regarding

the ideal English language teacher selves of student teachers.

Most student teachers are so enthusiastic and idealistic towards the profession.
Therefore, they would say so many things as ideal teacher characteristics. Using
methods effectively, making students speak in English, doing projects with students,
and being an energetic teacher are some of these. They plan to do everything perfectly
after graduation. (N.T.3)

123



Table 43. Ideal and Feared Possible Selves of Student and Experienced English

Teachers from the Perspective of Novice English Teachers

Themes and Codes f
Student Teacher Ideal Self 6
being good at teaching 2
Professional bei datcl n 1
Competency (f=4) eing good at classroom managemen
being able to teach according to students’ | 1
level
Recognition (f=1) being a sympathetic and smiling teacher |1
Personal Quality (f=1) | using technology effectively 1
Student Teacher Feared Self 6
not being able to answer students' |3
Undesired Professional | questions
Dispositions (f=6) having problems with administration, | 2
students and/or colleagues
having classroom management problems | 1
Experienced Teacher Ideal Self 8
having content knowledge 2
Professional being practical in teaching practices 2
Competency (f=7) being disciplined and organized in|1
teaching
being good at classroom management 1
being good at communication with |1
students
Recognition (f=1) being admired by students 1
Experienced Teacher Feared Self 6
Undesired Professional | losing enthusiasm to teach 3
Dispositions (f=3)
Lack of Recognition not being respected and admired by |1
(f=1) students
Lack of Professional not being up to date in the field 1
Development (f=1)
Undesired Personal not using technology effectively 1
Quality (f=1)

124



Concerning the feared language teacher selves of student teachers in the eyes of the
novice teachers, the belief was that the student teachers would fear having undesired
professional dispositions. This is because, as student teachers, they had not
experienced full time teaching practice, and they also had not experienced a close
relationship with the administration, the school students, and their work colleagues.
Therefore, the novice teachers felt that the student teachers’ fears would mostly be
about institutional factors that they had not yet experienced, as can be understood from

the quotations below.

1 think, student teachers mostly fear not being able to answer students’ questions and
making mistakes in front of students. I remember that at university, during the
practicum, | also had the same fears. (N.T.4)

They might have fears about whether they have will have adaptation problems when
they start teaching in a school. Maybe, they will experience problems with the
administration, other teachers, or students. The uncertainty waiting for them might be
frightening. (N.T.2)

The novice teachers felt that experienced teachers would mostly emphasize
professional competencies as ideal language teacher characteristic. Because the
experienced teachers had all had at least five years of teaching experience, the belief
was that, besides the matter of having content knowledge, they would also give
importance to practicality in teaching, as can be understood from the excerpt below.

I think, as ideal English teacher characteristics, experienced teachers might state
having content knowledge and teaching practicality because over the years, they get
how to teach more effectively right. Rather than doing something perfectly, they can
give more importance to doing it more practically and effectively. (N.T.2)

Maybe they have fears about experiencing occupational burnout. As far as | have
observed, some teachers, especially experienced ones, do not have any desire to teach.
Maybe teaching the same topics to the same level of students for years might have
negatively affected their motivation to teach. (N.T.1)

The novice teachers considered that the fact that the experienced teachers had years of
teaching experiences might have caused them to experience occupational burnout over
time. In the eyes of the novice teachers, the experienced teachers would also be likely
to have fears about undesired professional dispositions, as can be seen from the

quotation above.
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4.5.3. Ideal and Feared Possible Selves of Student and Novice English Teachers

from the Perspective of Experienced English Teachers

Analysis of the questions regarding the ideal and feared English language teacher
selves of student and novice teachers from the perspectives of the experienced English
teachers shows that they thought that the student and novice teachers would mostly
emphasize professional competencies as their ideal selves. In addition, they felt that
the student and novice teachers’ fears would mostly be about having undesired

professional dispositions and lack of recognition, as can be seen in Table 44.

Concerning the student English teachers’ ideal selves, the experienced teachers
thought that they would emphasize students and their emotions. In addition, they felt
that the student teachers would be idealistic towards the profession, and that they
would have a desire to touch the lives of students, as can be seen from the excerpt

below.

They would most probably be so idealistic at that time. They could imagine working
at schools that most teachers would not prefer and touching the lives of students at
that school. (E.T.2)

The experienced teachers also mentioned classroom management problems as the
student teachers’ feared language teacher selves. The experienced teachers were of the
opinion that the student teachers would have fears of experiencing classroom
management problems when they started their profession, as can understood from the

quotation below.

When I was at university, | had fears regarding classroom management. Imagining
many students looking at you was frightening. You need to manage students, and you
had a limited time. When | start teaching, | still had similar fears, but over time, you

learn how to manage the classroom. (E.T.4)
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Table 44. Ideal and Feared Possible Selves of Student and Novice English Teachers
from the Perspective of Experienced English Teachers

Themes and Codes f
Student Teacher Ideal Self 8
touching students’ lives 3
Professional Competency (f=4 ; .
P y (1=4) being good at teaching 1
Language Competency (f=2) having language competence 2
Professional Development (f=2) | being up to date in the field 2
Student Teacher Feared Self 6
having classroom management | 3
Undesired Professional problems
Dispositions (f=5) not being able to answer students' | 1
guestions
teaching ineffectively 1
Lack of Recognition (f=1) not being respected by students | 1
and/or colleagues
Novice Teacher Ideal Self 8
participating in  professional | 2
Professional Development (f=2) | development practices
emphasizing students’ needs and | 2
Professional Competency (f=5) | preferences
using the target language in class | 1
having rules 1
emphasizing paperwork at school | 1
Personal Quality (f=1) using technology effectively 1
Novice Teacher Feared Self 5
not being admired by students 2
Lack of Recognition (f=4) not_proving themselves regarding | 2
their teacher competences
Undesired Professional losing the enthusiasm to teach 1

Dispositions (f=1)
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The experienced teachers considered that, in terms of the characteristics of an ideal
language teacher self, the novice teachers would mention professional development
practices, professional competencies, and personal qualities. The experienced teachers
also considered that novice teachers would have more spare time for professional
development practices, and that they would therefore give importance to developing
themselves professionally. In addition, they felt that the novice teachers would
emphasize students’ special needs and preferences. The excerpts below reflect the

experienced teachers’ views on the ideal selves of the novice teachers.

I think, they could emphasize professional development practices, more especially in
their first years, because they have both more energy and time. When I consider
myself, | remember that | participated in so many professional development activities
in my first years of teaching, but now | do not have time. (E.T.1)

Novice teachers might give more importance to emphasizing students’ special needs
and preferences. They can be more humanistic towards students. They would most
probably mention caring about students and their needs as an ideal language teacher
characteristic. (E.T.3)

Moreover, the experienced teachers also felt that, in terms of feared language teacher
selves, the novice teacher would care about recognition in the eyes of their students.
Because novice teachers were just at the beginning of their careers, the experienced
teachers saw novice teachers as likely to emphasize being recognized as can be
understood from the quotation below.

Novice teachers mostly fear whether they could show their competence or not. They
emphasize being known as successful and effective teachers. (E.T.3)

The quotation above which was uttered by an experienced teacher participant showed
that novice teachers’ fears would also be about not being competent in their teaching

and not being recognized.
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4.6. Research Question 6: How has the Covid-19 Pandemic Affected Student,
Novice and Experienced EFL Teachers’ Ideal and Feared Possible Language

Teacher Selves?

The participant teacher groups were also asked about the effect of the Covid-19
pandemic on their ideal and feared English teacher selves. The results showed that the
three teacher groups emphasized personal qualities and professional competencies as
ideal language teacher selves, and their fears were about having undesired professional
dispositions and undesired personal qualities. Concerning the effect of the Covid-19
pandemic on the three teacher groups’ ideal selves, all teacher groups emphasized the
importance of using technology effectively, not giving up easily, and having the ability
to be adaptable. In addition, concerning the effects of the Covid-19 pandemic on the
teacher groups’ feared selves, all the teacher groups mentioned fears about not using

technology effectively.

4.6.1. Interview Results Regarding the Effect of the Covid-19 Pandemic on
Student English Teachers’ Ideal and Feared Selves

The Covid-19 pandemic that has been experienced recently has also affected the ideal
and feared selves of the student English teachers. As ideal language teacher selves,
student English teachers mentioned certain personal qualities and professional
competency. The student teachers mostly mentioned the importance of “using
technology effectively” in this period. In addition, they also stressed the importance of

“having the ability to adapt” as ideal English teacher characteristics (see Table 45).

Using technology effectively was the most mentioned characteristic of an ideal
language teacher self for the student teachers given the effect of the Covid-19
pandemic. The student teachers mostly considered that to conduct effective lessons
with students remotely, teachers should be able to use technology effectively. The

quotation below reflects the student teachers’ opinions on this topic.
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During this pandemic period, the most prominent topic was the use of technology in
distance education. This period showed that the use of technology was so important
for a teacher to continue teaching effectively. Luckily, | am good at using technology.
(S.T.4)

Table 45. Ideal and Feared English Teacher Selves of Student Teachers with the
effect of the Covid-19 Pandemic

Themes and Codes f
Ideal Self 10
using technology effectively 4
Personal Qualities (f=8) having ability to adapt 3
not giving up easily 1
caring about students’ special | 1
Professional Competency (f=2) circumstances
using  alternative  assessment | 1
techniques
Feared Self 4
Undesired Personal Qualities not using technology effectively
(f=1)
teaching ineffectively 1

Undesired Professional

) . having communication problems
Dispositions (f=3) J P

with students at distance
getting tough with students 1

Besides using technology effectively, the student teachers also mentioned other
personal qualities and professional competencies that were considered important
during the pandemic period. To exemplify this belief, the student teachers mentioned
adaptability. They were of the opinion that teachers should be able to adapt themselves
to unexpected situations. In addition, the student teachers referred to using alternative
assessment techniques in this pandemic period as ideal language teacher selves, as can

be understood from the excerpts below.

| certainly think that adaptability was so important. This period also proved that fact.
For example, teachers who cannot adapt themselves to distance education were
ineffective in this pandemic period. In the same way, even if | am in favor of using
technology, | should also adapt myself to a teaching circumstance in which no
technological equipment is present. | think, teachers with adaptability skills are ideal
teachers. (S.T.4)
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Teachers should also be able to know about and use alternative assessment methods.
For example, during this pandemic period, rather than just giving exams at a distance,
a teacher can assess students through a report, an online presentation, or a portfolio.
(S.T.3)

As feared language teacher selves during the Covid-19 pandemic, the student teachers
mostly stressed their fears about having undesired professional dispositions, and
undesired personal qualities. One of their fears was about not using technology

effectively as can be seen in quotations below.

As we are still taking courses at university during this period, our professors gave
their courses at distance. Some of our teachers were not good at using technology,
and | was afraid about whether | would be such a teacher if | had to give my lessons
at distance. Now, | am good at using technology, but in the future, I do not know how
I will be. I hope, I can still use technology effectively in the future. (S.T.2)

As | have experienced this period while I am still a university student, | observed that
some teachers are tough with students. For example, even if a student does not have
any opportunity to connect to the Internet, the teacher tells this student to send the
homework by a certain date. Normally, | also used to think that we need to be tough
with students, but now | am afraid of being too tough with students. | think we should
also be humanistic if necessary. (S.T.3)

In addition, they had other fears such as getting tough with students during this
pandemic period as can be seen in quotations above. The participant teacher was in the

opinion that being humanistic was also important to be an effective teacher.

4.6.2. Interview Results Regarding the Effect of the Covid-19 Pandemic on Novice
English Teachers’ Ideal and Feared Selves

The Covid-19 pandemic has also affected the ideal and feared selves of novice English
teachers. This group mostly mentioned the importance of “using technology
effectively” in this period. In addition, they also pointed to the importance of “not

giving up easily” as ideal English teacher characteristics (see Table 46).

The novice English teachers mentioned the importance of having certain personal
qualities and professional dispositions as ideal language teacher selves during the
Covid-19 pandemic period. The most mentioned code was using technology

effectively. The novice teachers stressed that, during this Pandemic period, teachers
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who could use technology effectively were at an advantage, as can be seen in the

example quotation below.

During this period, teachers who can use technology effectively were definitely one
step ahead. Teachers who had difficulty in using technology experienced difficulties. |
think the infrastructure of “Eba” was so good. We could give our lessons without any
problems. However, some teachers even did not know how to log in to the system.
(N.T.3)

Table 46. Ideal and Feared English Teacher Selves of Novice Teachers with the
effect of Covid-19 Pandemic

Themes and Codes f
Ideal Self 14

using technology effectively

Personal Qualities (f=8) not giving up easily

having ability to adapt

motivating students at distance

Z:E%I‘)essional Competency having collegial relationships

NN P>

caring about students’  special
circumstances

Feared Self
Undesired Personal Qualities | not using technology effectively
f=3
(Undzasired Professional losing the enthusiasm to teach
Dispositions (f=3) not being able to motivate students 1

Moreover, the novice English teachers also referred to other personal qualities as ideal
language teacher selves during the pandemic period, such as not giving up easily and
having the ability to adapt. Teaching remotely affected the teachers’ teaching practices
because, besides being prepared for the lesson, they also needed to be able to reach
their students to teach them. The quotation below reflects a novice teacher’s

expressions regarding not giving up easily as an ideal language teacher self:

Unfortunately, it was so difficult for me to teach in this pandemic period. | could not
reach most students. | could not even reach their families. Only a few of them were
interested. However, | did not give up. | did my best to teach effectively in this period.
(N.T.2)
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During this pandemic, | observed a few teachers who did not have good
communication with students. They just did their exams. | was afraid that in the future
maybe, | would be like them. I am afraid of losing my motivation to teach in the future.
(N.T.2)

Additionally, the novice teachers also expressed their concerns during the Covid-19
pandemic. Their fears were mostly about not using technology effectively. In addition,
they had also fears concerning losing the enthusiasm to teach, and not being able to
motivate their students. The excerpt above reflects a novice teacher’s fears for the

teacher’s future in the profession with the effect of the Covid-19 pandemic.

4.6.3. Interview Results Regarding the Effect of Covid-19 Pandemic on

Experienced English Teachers’ Ideal and Feared Selves

The Covid-19 pandemic has also affected the ideal and feared selves of the
experienced English teachers (see Table 47). In terms of ideal language teacher selves,
they mostly mentioned personal qualities rather than professional competencies. In
addition, for feared language teacher selves, they mostly mentioned having undesired
professional dispositions rather than having undesired personal qualities. They mostly
mentioned the importance of using technology effectively in this period. In addition,
they also mentioned fears about “having communication problems with student at

distance”.

Regarding their ideal selves and the effect of the Covid-19 pandemic, the experienced
teachers mostly mentioned the importance of using technology effectively. With
regard to professional competency, they referred to being able to communicate with
students at distance. Moreover, for personal qualities, they mostly stressed the crucial
role of Web 2.0 tools during their distance teaching practices. In addition, they also
stressed the importance of having the ability to adapt during the pandemic. The
quotation below reflects the experienced teachers’ ideal language teacher selves during

the pandemic period.

Using the web 2.0 tools that I mentioned before was important in this period. I also
investigated these tools to make more effective lessons because | felt inadequate in
using these tools. (E.T.4)
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During this period, the ability to adapt came into prominence. We adapted to the
current situation very well, and we did not have any difficulty. Our university’s
infrastructure was also very good. (E.T.3)

Table 47. Ideal and Feared English Teacher Selves of Experienced Teachers with the
effect of the Covid-19 Pandemic

Themes and Codes f
Ideal Self

Professional Competency | being able to communicate with students at
(f=2) distance
using technology effectively

Personal Qualities (f=6) ability to adapt

not giving up easily
Feared Self

having communication problems with
student at distance
not being able to motivate students

N N R R D

[

Undesired Professional

Dispositions (f=6) losing the enthusiasm to teach 1

not being able to make students autonomous | 1

learners
being unorganized in teaching 1
Undesired Personal not using technology effectively 1

Qualities (f=1)

The experienced teachers also mentioned their fears for the teaching profession in the
future as a result of the effect of pandemic. Among their fears, they mostly stated
having undesired professional dispositions. To exemplify this fear, one of the most
mentioned fears of the experienced teachers was having communication problems with

students at distance as can be seen below.

During this pandemic period, | said that, luckily, I am not the kind of teacher who
does not have a good relationship with students because | not only taught but also
motivated students to follow their lessons. They also needed psychological support
from teachers. (E.T.4)

In this period, when | saw that participation in an online lesson was very low, |
realized that my motivation to teach also decreased. It was like a supply and demand
relationship. Then, | was a little bit afraid that in the future, my motivation to teach
could decrease if | experience such situations. (E.T.1)
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Other than this, not being able to motivate students, losing the enthusiasm to teach, not
being able to make students autonomous learners, being unorganized in teaching, and
not using technology effectively were mentioned by the experienced teachers. The
excerpts above reflect some of the experienced teachers’ concerns regarding their

teacher identities in the future.
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CHAPTER 5

DISCUSSION

Within the scope of the study, the results were interpreted taking into consideration
the relevant studies in the field and following the order of the study’s research
questions. In addition, at the end of the discussion, a model regarding the identity

development of English language teachers is suggested and explained.

5.1. Discussion in Relation to Research Question 1: How do Student, Novice, and

Experienced EFL Teachers Define Their Ideal Language Teacher Selves?

In order to assess the ideal language teacher selves of the student, novice, and
experienced English teachers, the questionnaire on ideal language teacher selves and
the interviews were evaluated. The questionnaire included the Ideal Language Teacher
Selves scale and one open-ended question. Descriptive statistics of the scale items
indicate that the student, novice, and experienced English teachers all emphasized
being an expert language user, a socially/professionally recognized teacher, a teacher

interested in professional development, and an expert in pedagogy.

Consistent with the descriptive statistics, the analysis of the open-ended question on
the questionnaire and the interviews showed that the three teacher groups gave
importance to professional development, language competency, professional
competencies, recognition, and personal qualities. Overall, the results demonstrate
that, for their ideal language teacher selves, the student, novice, and experienced
English teachers care about language competency, professional development
practices, personal qualities, professional competencies, and being recognized by their

students. Moreover, all three teacher groups mostly emphasize personal qualities and
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professional competencies, more than others indicating that teacher groups’ ideal

teacher selves were similar to each other.

In contrast to the present study’s findings, Nunan (1992) studied novice and
experienced English teachers’ classroom decisions and found that novice teachers
tended to focus more on classroom management issues whereas, experienced teachers
focused more on language issues, thus indicating the different developmental

processes of teacher professional identity formation.

However, the present study’s findings were consistent with the findings of Al-Khairi
(2015), who investigated student English teachers’ teacher qualities, and who stated
that student English teachers mostly emphasized personality and professional qualities
that could motivate and inspire their students. In the same vein, Salli and Osam (2018)
explored student English teachers’ possible selves and found that they mentioned
various expected possible selves regarding interpersonal relationships, professional
techniques, and strategies. In addition, in a very recent paper, Sclafani (2021) states
that teachers should consider that their students were also human beings an indication
that emphasizing personal qualities is important in teaching. Moreover, the study by
by Florida and Mbato (2020) showed that as ideal self, novice English teachers mostly
emphasized professional competency such as teaching in a simple and enjoyable way,
language competence, and recognition. However, experienced English teachers mostly
mentioned professional competency such as teaching effectively and recognition by

students.

Consistent with the present study’s findings, in the Turkish context, are those by
Kiilek¢i (2018), who states that student English teachers give importance to
professional development and professional competencies. In a similar vein, Olmez
Caglar (2019) has explored student English teachers’ possible selves and notes that the
student teacher participants had strong ideal teacher selves.

Moreover, a very recent study by Tabak et al. (2020) has explored prospective

teachers’ expectation and concerns regarding their future professions using the

Possible Selves Theory. They found that the prospective teachers put emphasis on
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professional development, personal qualities, and professional competencies as
expected teacher selves. Moreover, Shoyer and Leshem (2016) have studied trainee
teachers’ hopes and fears, and their results indicate that the trainee teachers
emphasized recognition, professional competencies, and personal qualities such as
being loved by students, reaching the hearts of students, and improving their
achievements. In parallel to the findings, Stickler (2021) reported that as ideal selves,
language teachers reported various qualities such as use of technology, integration of
ICT into lessons, being reflective, knowledgeable, skillful, and motivating indicating
that they emphasized professional and personal qualities as ideal language teacher
selves. Moreover, results also reflected that participant teachers felt close to their
ideals that they mentioned. Additionally, teachers’ ideals changed from teacher to

teacher with the effect of their pasts.

Consistent with the present study are the findings of Tokdz Goktepe and Kunt (2020).
They explored the imagined and imposed identity development of a novice English
language teacher and found that the teacher stressed professional competencies, such
as using the target language as much as possible, becoming a teacher who was caring
and loving while also being strict with managing the classroom, and professional
development practices, such as doing research to improve herself. In addition, White
and Ding (2009), who studied experienced language teacher identity, have stated that
teachers’ possible selves were effective in motivating teachers to engage in learning

practices.

Somewhat different from the present study’s findings, Lamb and Chambers (2018)
investigated experienced language teachers’ possible selves and, found that the
participant teachers constructed feasible selves by mixing their ideal, ought to and
feared selves indicating that teachers adapted their selves to their working contexts and

social expectations in order to reach a more achievable teacher self.

Additionally, in line with the present study’s findings, a very recent study by Kapranov
(2020) about the ideal English teacher selves of experienced teachers indicates that
teachers mostly cared about professional competencies. In contrast, however, Ordem’s
(2017) study on an experienced teacher’s possible selves and motivation found that
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the teacher mentioned ideal teacher selves, even though she had become part of the
maladaptive system. Moreover, Quinto et al. (2020) studied novice language teachers’
ideal selves and found that they desired to expand their professional competences, such
as competences in knowledge, teaching confidence, and behavior in teaching.
Consistent with the present study’s findings are those by Ertiirk (2020), who explored
student English teacher identity in a longitudinal study. Ertiirk (2020) found that, when
the participant student teacher became a novice teacher, the meaning of teaching did
not change and, in each year, the participant specifically mentioned the value of

teaching in an entertaining way.

5.2. Discussion in Relation to Research Question 2: What do Student, Novice, and
Experienced EFL Teachers Fear Becoming Regarding Their Professional
Identity?

With regard to the feared language teacher selves of student, novice, and experienced
English teachers, the feared language teacher self questionnaire and interview data
were evaluated. The questionnaire included the Feared Language Teacher Selves scale
and one open-ended question. Descriptive statistics of the scale items indicated that
the student, novice, and experienced English teachers feared becoming an
inexpert/unknowledgeable teacher, an uncaring/demotivated teacher, and a

professionally fatigued teacher.

Consistent with the descriptive statistics, analysis of the qualitative data showed that
the student, novice, and experienced English teachers feared language incompetency,
a lack of professional development, having undesired personal qualities, having
undesired professional dispositions, and a lack of recognition. These results indicate
that all three teacher groups had similar kinds of fears regarding the teaching
profession in the future. However, the three teacher groups mostly feared having
undesired professional dispositions, such as losing the enthusiasm to teach, becoming
an insufficient teacher, having classroom management problems, having problematic
relationship with students and/or colleagues, and being uncaring towards students

more than other themes.
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Consistent with these finding, a very recent study by Quinto et al. (2020) investigated
novice language teachers’ future-oriented identities and found that teachers had fears
concerning becoming incompetent in terms of subject knowledge and teacher
characteristics. Consistent with these findings, Salli and Osam (2018) studied pre-
service English language teachers’ identity development in terms of expected and
feared teacher possible selves in a Turkish context and found that the participants
feared having difficulties in classroom management and in applying teaching
strategies. However, unlike the present study’s findings, Babanoglu (2017) explored
the possible selves of pre-service English teachers in a Turkish context and reported
that the participant teachers, when they were still trainees, had no serious fears for the
actual teaching that they would perform in the following year. Indeed, they mostly

mentioned positive expectations regarding the profession.

Again, in line with the present study’s findings, a study by Tabak et al. (2020), which
investigated prospective teachers’ expectation and concerns regarding their future
professions, states that the participants mentioned concerns regarding the profession.
the participants most mentioned concern was about losing motivation and being
inadequate, which indicates that they feared having undesired professional
dispositions. Moreover, also consistent with the present study’s findings, a study by
Lomi and Mbato (2010) on the professional identity development of Indonesian novice
EFL teachers remarks that the participants faced both internal and external struggles
in their first years of teaching. The internal struggles were mostly related to having
undesired personal qualities and language incompetency. The external struggles were
mostly concerned with having undesired professional dispositions, such as difficulty
with classroom management, a lack of teaching resources and facilities, problems with
colleagues, and salary problems. Consistently, the study by Florida and Mbato (2020)
found that regarding the feared self, novice English teachers feared students’ becoming
unsuccessful, but as different from the current study’s findings, experienced teachers

did not utter any fears in terms of teaching practices.

Additionally, in another study, Kumazawa (2013) found that the novice teachers

struggled with the realities of the teaching environment. The study indicates that there

was a gap between the student teachers’ ideal and ought to self, and this struggle
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affected their motivation. Similarly, Shoyer and Leshem (2016), who studied student
teachers’ ideal and feared selves found that student teachers feared not teaching
effectively, having problems with the staff at school and with their students, and not

being able to use teaching strategies effectively.

5.3. Discussion in Relation to Research Question 3: Is There a Significant
Difference Among Student, Novice, and Experienced EFL Teachers Regarding

Their Ideal and Feared Language Teacher Selves?

Within the scope of the study, differences between the student, novice, and
experienced English language teachers’ ideal and feared selves were investigated. For
this purpose, one-way ANOVAs were conducted. The results indicate that no
significant difference was observed between the student, novice, and experienced
English teachers regarding their ideal and feared language teacher selves. However,
the mean scores of the participants show that, with experience, teachers’ mean scores
regarding ideal language teacher selves increased to some extent. The experienced
English teachers had the highest mean score compared to the other two teacher groups,
and the student English teachers had the lowest mean score compared to the other
teacher groups, indicating that teachers’ expectations and ideal selves regarding the

teaching profession for the future increased over time.

Consistent with the present study’s results is the outcome of a study by Dalioglu and
Adiguzel (2016). Their study investigated pre-service teachers’ possible selves before
and after teaching practice, and they found that the expected possible selves of teachers
did not change after their teaching practice. In line with the present study’s results,
Kiilek¢i (2018) found no significant difference on the ideal language teacher

perceptions among participants who had various amounts of teaching experience.

In addition, the results of the present study indicate that there is no significant

difference between student, novice, and experienced English teachers regarding their

feared language teacher selves. When the mean scores of the participants were

examined, it was observed that the mean scores of the three participant teacher groups

were close to each other. However, the experienced English teachers had the highest
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mean score; and the novice teachers had the lowest mean score, indicating that the
experienced teachers had more concerns and fears towards the teaching profession in
the future, whereas the novice teachers had the least fears and concerns concerning the

teaching profession in the future compared to the other teacher groups in the study.

In contrast to the present study’s findings, Dalioglu and Adiguzel (2016) who
investigated pre-service teachers’ possible selves before and after their teaching
practice (practicum), state that the teachers’ feared selves showed variation after their
teaching practice. In parallel to findings, a very recent study by Mirici and Sar1 (2021),
which investigated the feared selves of Turkish EFL instructors, found that no
significant difference was observed among participants with different amounts of
experience regarding their feared selves. However, a significant difference was
observed between the participants’ feared selves concerning their ages. It was
observed that participants above 40 years had a lower feared self when compared to

the other participants.

In another study consistent with the present study’s results, Demirezen and Ozénder
(2016) researched non-native English teachers’ professional teacher selves as one type
of possible selves. They found that the professional teacher selves of the participants
did not differ in respect of their years of teaching experience. Contrary to the present
study’s findings, the study by Tafazoli and Sadeghi (2018) showed that that there was
a statistically significant difference between pre-service and current teachers’
perspectives on teacher professional identity, indicating that teachers had different
professional identity perceptions across their careers. In addition, Parsi and Ashraf
(2020) who investigated the professional identity of teachers with various amounts of
teaching experience, stated that there was a significant positive relationship between
professional identity and teaching experience. This suggests that the amounts of
teaching experience participants had accumulated was a good predictor of teachers’

professional identities.

Another study whose findings contrast with those of the present study is a longitudinal

study by Ertiirk (2020) investigating the professional identity development of a student

teacher over three years period until the participant teacher became a novice teacher.
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Ertiirk found that the meaning of teaching for the participant changed over time.
Additionally, a study by Hamman et al. (2010) showed that student teachers and in-
service teachers had different future possible selves regarding their profession. the
student teachers showed a greater focus on task issues, whereas the in-service teachers
focused more on quality-oriented issues.

Mahmoudi-Gahrouei et al. (2016) also found that student, new and experienced
English teachers had different future possible selves. The student teachers were mostly
both task-focused and quality focused, while the new teachers were mostly task
focused. In addition, the experienced teachers were mostly both task and quality
focused, like the student teachers. The results reflected a U-shaped progress regarding
the quality focused tasks of teachers’ possible selves. In the same vein, Florida and
Mbato (2020) found that novice and experienced English teachers emphasized
different qualities as ideal and feared self. Novice English teachers mostly emphasized
professional competencies, language competence, and professional development
practices while experienced English teachers emphasized professional competencies

and recognition.

5.4. Discussion in Relation to Research Question 4: What are the Main Factors
Influencing Student, Novice, and Experienced EFL Teachers’ Ideal and Feared

Possible Selves?

Within the scope of the present study, the factors that affected the student, novice, and
experienced English teachers’ ideal and feared selves were investigated. The results
show that two categories of factors, internal and external factors, affected the teachers’
possible selves. Internal factors included personal qualities, regarding which, all three
teacher groups mentioned an interest towards the English language and an interest
towards teaching. The external factors included various themes, such as educational
forces, institutional forces, teaching practices, institutional forces, social forces, and
professional development practices. The results indicate that internal factors generated
teachers’ possible selves, and that external factors played a shaping role on teachers’

possible selves. In support of the results, Analisti (2021) also states that teachers
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constructed and reconstructed their professional identities in relation to the effect of

external factors such as institutional realities.

Among the external factors, all three teacher groups mainly mentioned educational
forces as the factor that affected their ideal and feared selves. As one of the most
mentioned code of the external forces, “a former English teacher” was mentioned by
all three teacher groups, indicating that former teachers play a large role in shaping
teachers’ professional identities. In addition, both the student and the novice English
teachers mentioned the effect of their practicum experience and university courses.
Yazan (2018) also states that teachers’ cognition, which was closely related to
teachers’ identities was affected from teachers’ previous language learning
experiences and their practicum experience. Moreover, both the novice and the
experienced English teachers mentioned the effect of their place of work and teaching
experience. The results indicate that the teachers’ identities were not flexible, but there
was change over time because of the external factors that the teachers experienced

throughout their teaching careers.

Consistent with the present study’s findings are those from a very recent study by Xie
and Dong (2020), which investigated three experienced English teachers’ identity
development. Xie and Dong (2020) state that the teachers’ identities were affected by
social factors, institutional factors, and personal factors. An exploration of experienced
English teachers’ identities by Cowie (2011), however, had different findings,
suggesting that it was the emotional state of teachers that was effective in shaping the
teachers’ identities. Parallel to the findings, a very recent study by Analisti (2021)
showed that an experienced English teacher’s professional identity was affected by
professional development practices, inspirational people and the relationships with
them, and institutional realities, which is in line with the present study’s findings. In
the same vein, Stickler (2021) who studied experienced language teachers’ ideals
reported that teachers’ ideals were affected from their past experiences such as prior
teachers and personal qualities such as an interest towards foreign language and culture

and being a teacher.
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In line with the present study’s findings were those of Salinas and Ayala (2018), who
studied EFL student teachers’ professional identity construction. They found that
student teachers’ professional identities were formed by both internal and external
factors, such as their self-perception, the learning environment, and practicum
experiences. In addition, their study reported that the student teachers’ identities were
unstable, multiple, and dynamic. Moreover, Nguyen (2019) also studied pre-service
English teachers’ identity formation and expressed that the pre-service teachers’
identities were affected by their previous experiences, practicum school contexts, and

mentor teachers.

Additionally, from a study conducted in Thailand, Prabjandee (2019, 2020)
emphasized the importance of practicum experience in shaping teacher identity, which
is a similar result to the present study’s findings. Likewise, 1toi (2014) also observed
that practicum experience was effective in changing teachers’ possible selves, while
their relationships with others (such as their mentor teacher), school environment, and
parents affected their possible selves. Consistent with the present study’s findings, are
those from the longitudinal study by Ozmen (2012), carried out in Turkey, which
indicate that the practicum had a profound effect on the beliefs of student English

teachers.

Moreover, in a Chinese context, Yuan (2016) also suggested that mentoring affected
pre-service teachers’ identity development. In Turkish context, Dalioglu and Adiguzel
(2016) also observed that, after the practicum teaching experience, student teachers’
feared selves showed variation. In addition, a recent study by Prabjandee (2020) states
that the student teachers mentioned various motivations for entering the profession,
such as family influence, a love of English, and enjoyment of teaching, which aligns
with the present study’s findings. In contrast, however, Hong and Greene’s (2011)
investigation of pre-service teachers’ hopes and fears found that the participants’
previous experiences were more effective than the teacher education program in

shaping participants’ hopes and fears.

Consistent with the present study’s findings regarding novice English teachers’
professional identities, Scherff (2008) mentions that workplace settings and the
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relationships at school mostly affected teachers’ identities. In addition, in another
study that investigated novice English teachers’ professional identities, Djoudir (2019)
notes that support received from the administration and colleagues affected teachers’
professional identities. Moreover, consistent with the study findings, Florida and
Mbato’s (2020) study on novice and experienced English teachers found that both
novice and experienced English teachers decided to become English teachers because

of personal interests such as interests towards English or a desire to become a teacher.

Similarly, Tokéz Goktepe and Kunt (2020) explored a novice English language
teacher’s identity development and found that the participant teacher’s identity was
affected by her prior teachers. Hamman and Wood-Harp (2007) also state that teacher
selves are dynamic and affected by environmental factors. In line with the present
study’s findings, Kubanyiova (2009) also points to contextual factors having an effect
in the construction of feared language teacher selves.

Moreover, Kapranov (2020) mentions that previous English teachers had an effect in
shaping teachers’ ideal selves. In addition, a very recent study by Lin, Grudnoff, and
Hill (2021) share the conclusion that personal and contextual factors have an effect in
shaping teacher identity, which is consistent with the present study’s findings. Lastly,
in parallel to the findings, Daud’s (2021) narrative inquiry about an English teacher’s’
reason to become an English teacher in Indonesian context states that both internal and
external factors such as sociocultural influences, economic factors, political factors
affected his decision to become an English teacher. The author concludes that even if
external factors dominated his first years in teaching, he then realized that he had a

great passion to become an English teacher.

5.5. Discussion in Relation to Research Question 5: How do Student, Novice and
Experienced EFL Teachers Perceive Each Other in Terms of Ideal and Feared

Possible Language Teacher Selves?

The present study also investigated the student, novice, and experienced English

teachers’ perceptions about each other with regard to ideal and feared possible selves.

As with the findings concerning the perceptions of the three teacher groups regarding
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their own ideal and feared language teacher selves, the results show that in terms of
ideal language teacher selves, all three teacher groups mostly emphasized professional
competencies for the other teacher groups. With regard to feared language teacher
selves, all three teacher groups mostly emphasized having undesired professional
dispositions as being the other teacher groups’ fears for the teaching profession in the
future. This finding indicates that all three teacher groups gave importance to

professional competencies more than other competencies.

When considering the student teachers’ ideal English language teacher selves, both the
novice and the experienced teachers mostly stated that they believed that the student
teachers would favor professional competencies, such as being good at teaching and
touching students’ lives. In addition, regarding the feared English language teacher
selves of the student teachers, both the novice and the experienced teachers thought
that the student English teachers would mostly fear not being able to answer students’
questions, and having problems with the school’s administration, students and/or
colleagues. The results indicate that, from the perspective of novice and experienced
teachers, the student English teachers would most probably like to be a competent
teacher, and that they would mostly have fears about not being adequate in the teaching

profession.

As with the findings of the present study, Al-Khairi’s (2015) investigation of student
English teachers’ ideal selves found that student teachers mostly mentioned personal
and professional qualities as their ideal teacher selves. Moreover, Salli and Osam
(2018) studied the expected and feared possible selves of English teachers and found
that, for expected selves, the student teachers mentioned professional techniques and
strategies. However, for feared selves, they found that the student teachers mostly
feared having problems with classroom management and applying teaching strategies,
which is a different finding from that of the present study. In line with the present
study’s findings, however, are the results of research by Shoyer and Leshem (2016),
who also state that student teachers had fears concerning not being adequate, not

teaching effectively, and having problems with the staff at school.
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Regarding the other groups’ perceptions of the novice teachers’ ideal English language
teacher selves, both the student and the experienced teachers mostly referred to
professional competencies, such as having good relationships with colleagues and
school administrations. In terms of the novice teachers’ feared English language
teacher selves, both the student and the experienced teachers thought that the novice
English teachers would mostly fear having problems with families, administration
and/or colleagues. These results indicate the belief by the student and experienced
teachers that the novice English teachers would emphasize relationships in the
workplace. This is compatible with the findings of Nunan (1992), who states that
novice teachers tended to focus more on classroom management issues, indicating that

they emphasized professional competencies.

Moreover, Quinto et al. (2020) investigated novice language teachers’ future-oriented
identities and found that they mostly desired to expand their competence in knowledge,
teaching confidence, and behavior in teaching. With regard to their fears, they feared
becoming incompetent in respect of knowledge and teacher character. Likewise, Lomi
and Mbato (2010) also note that one type of external struggles that novice teachers
experienced was, problems with colleagues, which is in line with the present study’s

findings.

On the matter of what they expected regarding the experienced teachers’ ideal English
language teacher selves, the student and the novice teachers mostly stated professional
competencies, such as having content knowledge and being practical in teaching
practices. These results indicate that, from the perspective of the trainee and the novice
teachers, the experienced English teachers would most probably like to be a competent
teacher, whereas they would mostly have fears about experiencing teacher burnout. In
addition, regarding the experienced teachers’ feared English language teacher selves
both the student and the novice teachers thought that the experienced English teachers
would mostly feared losing their enthusiasm to teach. A loss of enthusiasm is one of

the reasons why teachers experienced burnout (Shukla and Trivedi, 2008).

Compatible with the present study’s findings are those from Mahmoudi-Gahrouei et
al. (2016), who found that experienced teachers were mostly both task and quality
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focused. Xie and Dong (2020) also identified the fact that, in their mid-career years,
teachers could face identity crises which might be one of the reasons for experienced

teachers experiencing teacher burnout and losing the enthusiasm to teach.

5.6. Discussion in Relation to Research Question 6: How has the Covid-19
Pandemic Affected Student, Novice and Experienced EFL Teachers’ Ideal and

Feared Possible Language Teacher Selves?

The results of the present study indicate that the Covid-19 pandemic has affected the
student, novice, and experienced English teachers’ ideal and feared selves.
Unexpectedly, they had to teach their students through distance education. Therefore,
they regulated their teaching accordingly, and this coronavirus pandemic, as the study

results indicate, has affected their professional identities.

First, all three teacher groups emphasized using technology effectively as ideal
language teacher selves. In addition, all three teacher groups also mentioned the
importance of the ability to be adaptable and not giving up easily. Moreover, both the
student and the novice teachers believed in the importance of caring about their
students’ special circumstances during these difficult times. Additionally, as ideal
language teacher selves, the student teachers mentioned using alternative assessment
techniques, the novice teachers mentioned having collegial relationships, and
motivating students at distance, and the experienced teachers mentioned being able to
communicate at distance. Consistent with the present study’s findings, those from a
study in England by Kim and Asbury (2020) showed that the teachers mentioned the
importance of relationships, a sense of worry for the vulnerable, and finding a way to

overcome the effect of Covid-19 on teachers’ teaching practices.

Consistent with the findings, Huang (2021) also stated that experienced EFL teachers

reconstructed their professional identities with the effect of Covid-19 pandemic. They

had to regulate their daily routines such as preparing lesson plan as suitable to online

teaching. They also regulated their pedagogic and content knowledge to be more

effective at distance teaching. Moreover, Nasr (2020) investigated teachers’ teaching

practices during the Covid-19 pandemic and found that teachers emphasized
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technology, academic integrity, and kindness, which is in line with the present study’s
findings. In addition, they also mentioned the importance of using alternative
assessment techniques, which is also consistent with the present study’s results.
Moreover, the participant teachers in Nasr’s (2020) study also expressed the notion
that teachers should be supportive and flexible, which is also in line with the present
study’s findings.

Similarly, Sepulveda-Escobar and Morrison (2020) investigated teacher candidates’
challenges and their opportunities for teaching placement during Covid-19 in Chile.
They also found that teachers emphasized using technology efficiently and getting out
of comfort zone. In furtherance, Dvir and Schatz-Oppenheimer (2020) stated that
teachers experienced technological and pedagogical challenges and opportunities

during Covid-19 Pandemic.

Concerning the effect of the Covid-19 pandemic on the student, novice, and
experienced English teachers’ feared selves, all three teacher groups feared not being
able to use technology effectively. As a complement to the present study’s results,
Savas (2019) has stated that teachers should be supported by specialists in order to
allow teachers to make more effective use of Computer Assisted Language Learning
(CALL). In addition, both the novice and the experienced teachers feared losing their
enthusiasm to teach together with not being able to motivate their students. Moreover,
the teachers also feared teaching ineffectively, having communication problems with
their students, and being unorganized. Consistent with the present study’s findings,
Kim, Leary, and Asbury’s (2020) research into teachers’ responses to the reopening of
schools during the Covid-19 pandemic found that teachers feared uncertainty. In
addition, they had practical concerns, and worried about their students.

In line with the present study’s findings, the results of a study by Donitsa-Schmidt and

Ramot (2000) revealed that teachers in Israel were unprepared for remote teaching,

and that not only did they have practical concerns, but they also had to deal with the

problem that most of their students were absent during online teaching. Kaden (2020)

also studied changes in the professional lives of teachers during the Covid- 19

pandemic and found that teachers experienced challenges with reaching their students
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at distance. Moreover, the study of Subekti (2021) on pre-service English teachers’
learning practices with the effect of Covid-19 pandemic showed that poor
infrastructure and resources, teachers’ lack of pedagogical skill, and difficulty of
relationship between students and teachers affected the quality of online teaching.
Moreover, consistent with the present study findings, caring students’ special

circumstances improved teaching practices.

However, unlike the present study’s findings, the participant teachers in Kaden’s
(2020) study also expressed the idea that individualized assessment made learning fun
and enjoyable during Covid-19. Consistent with the findings of the present study,
Sclafani (2021) stated that flexibility in teaching was important and that, to be more
effective in terms of teaching, a change in pedagogy was crucial during this pandemic
time. In a similar way, Marek, Chew and Wu (2021) shared that teachers emphasized

adaptability and good planning during Covid-19 Pandemic.

Moreover, Sepulveda-Escobar and Morrison (2020) also found that the teachers in the
study mentioned the challenges of this pandemic period, particularly a lack of direct
interaction with their students, possible distractions at home, and a lack of
technological equipment. In addition, despite some opportunities mentioned by
teacher candidates, such as being able to learn using technology effectively, most of
the participants preferred the face to face teaching placement they would have
experienced under normal circumstances. Additionally, Kraft, Simon, and Lyon
(2020) investigated teachers’ sense of success and the effect on their working
conditions during the Covid-19 pandemic and found that teachers experienced a

decrease in their sense of success during the pandemic.

Additionally, Chen’s (2021) study shows that a novice teacher emphasized
authenticity and communication as important for online teaching during the Covid-19
pandemic as different from the study findings. Moreover, the novice teacher stated
more disadvantages than advantages for their online teaching experience. As one of
the negative aspects, the participant teacher mentioned the technical problems faced
during online teaching while, one of the advantages the teacher noted was sharing the
link easily.
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5.7. A Suggested Data-Driven EFL Teacher Professional Identity Development
Model

Considering the results of the present study, a data-driven EFL Teacher Professional
Identity Development (TPID) model is suggested (see Figure 8). The model is derived
from both the quantittaive results which are descriptive and inferential analysis of the
questionnaire and qualitative results which are themes, codes, frequencies, and
quotations of the interview analysis through content analysis. Moreover, the model
also represents student, novice, and experienced EFL teachers’ identity development
in a holistic way. As one of the aims of the presents study, the three teacher groups’
professional identity development is investigated as a development process which
include their various career stages that they go through in their teaching profession.
Therefore, the model given below represents the EFL teachers’ professional identity
as a developmental process including their ideals and fears regarding the teaching
profession, and how their selves are affected from various factors during identity

formation.

The model presents a detailed explanation on teacher professional identity
development. The model shows the factors that affect EFL teachers’ profesisonal
identity formation and how these factors also affect each other. Moreover, the model
also presents the selves that EFL teacher have regarding their tecahing identities, and
how these selves also affect each other in shaping their selves. Additionally, the model
also emphasizes the importance of specific factors in influencing the professional
identity, and also the ideal and feared selves characteristics with their order of
importance. By giving the factors, ideal and feared selves characteristics with their
order of importance, the study aims to reflect a true picture of EFL teachers’ identities

in detail.

152



Acoz_cmoum”_ jopet s

Aduajadwoou)
a8en3ue 'y

A AljenD [euoSIad palisapun 'g

<

juawdofPAR( [BUOISS3J0.d 4O 26T °Z

<

suopysodsiq [euolIssajoid paJisapun 't

A uonIuS023Y '§

AucmumnEoU a8en8ue 'y

A juswdojaAaq |BuoISSaJ0id '

<

Anjend [euossad 'z

Aduazadwo) |euolssajold ‘T

4195 patead

39S [e=p]

sapi[end |euosiad

Anuspl
|euoissajoid
laydea|

ajesauab

adeys

sJ1o1oe4
|eusaiug

sloloe4
[euta1xq

S321deId
wawdopAsq
|euoissajold g

A $92104 [B120S '}

<

$92104 [BUOIIN}ISUI'E

<

sadljoeld Suiysea) ‘g

592104 [euoljednp3 ‘T

Figure 8. A Data-Driven EFL Teacher Professional lIdentity Development (TPID)

Model

153



First, the model above shows that teacher professional identity is affected from both
external and internal factors indicating that external and internal factors have an
influence on teacher professional identity. Moreover, it is the internal factors that
generate the professional identity of EFL teachers, whereas it is the external factors
that shape the identity of EFL teachers. This was an indication that internal factors that
EFL teachers experience play an initial role in developing the teaching identities of
three EFL teacher groups, which are student, novice, and experienced teachers.
However, it was the external factors that shape tecahers professional identities in time

through external factors.

The model also clearly shows that external factors affect both teacher professional
identity development and internal factors. Therefore, it is possible to say that external
factors influence teacher professional identity development more than internal factors
do in time. As the study investigates the professional identity of teachers as a
developmental process, the model also reflect that in time teachers’ professional
identities change with the affect of both internal and external factors. EFL teachers
shape and reshape their professional identities with the affect of different factors that

they have experienced during their teaching careers.

In order of priority, external factors include educational forces (i.e., practicum
experience), teaching practices (i.e., teaching experience), institutional forces (i.e.,
working place), social forces (i.e., advantage of knowing a foreign language), and
professional development practices (i.e., conferences). Compared to other factors,
educational forces influence teacher professional identity more than any other
indicating the importance of a teacher’s educational background on their identity
formation. Educational forces includes the practicum experience that student tecahers
perform at pre-service teacher education programs, a former teacher that they met
during their previous education, and university courses that they took during pre-
service teacher education. By reflecting the importamce of educational forces on the
model, it is aimed to show the crucial role of EFL teachers’ past experiences on their
future teaching identities. Therefore, the model asserts that if we want to understand

teachers’ professional identity development, first of all, we need to have an
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understanding on their past learning experiences. Moreover, teaching practices were
the second most influencing factor affecting the identity of EFL teachers. It is a clear
indication that teachers learn by practicing, and experience means a lot in shaping the
identity of tecahers. Therefore, teachers’ teaching experiences should be investigated

to understand their identity development better.

Institutional forces also affect EFL teacher professional identity to great extent.
Teachers’ teaching envionments, the people that they interact at the teaching
environment affect their identities. Social forces such as knowing a foreign language
are another external factor that affect EFL teachers’ professional identities. This
factors show the importance of teachers’ being versalite to develop their teaching
identities. Besides their academic sides, it is essential for teachers to be social and
develop themselves socially. Thus, they could reflect their identities to the teaching
practices and teach more effectively. And lastly, professional development practices
also affect teacher professional identity. Therefore, it is suggested for teachers to
participate professional development practices at regular periods to foster their

teaching identities.

Internal factors include personal qualities, such as interest towards the English
language. The model clearly indicates that internal factors influence teacher
professional identity and thus, the teachers’ ideal and feared selves. Therefore,
teachers’ characteristics are crucially important in generating a teaching identity. It is
also clear from the model representation that internal factors are not fixed. They can
change with the affect of external factors. Therefore, to understand teachers’
professional identity development better, a holistic view is essential which include
both internal and external factors affecting the identity of teachers.

The model also shows that EFL teacher professional identity includes both an ideal
and a feared selves. Teachers have both their ideal teacher vision and also a teacher
vision that they fear becoming. These both selves also interact and affect each other.
Therefore, the model indicates that supporting teachers to reach their ideal selves also
contribute getting away from their feared selves. Thus, they develop their teaching
identities better.
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As can be seen at the model, in order of priority, the ideal self includes professional
competency, personal qualities, professional development, language competency, and
recognition. Among these, professional competency takes precedence over the others
indicating that EFL teachers emphasize professional competencies such as teaching
with enthusiasm, using methods effectively, considering students’ learning styles and
preferences more than other competencies. Therefore, it is possible to say that
supporting teachers professional competencies through pre-service courses, practicum
experience, and in-service professional development practices could help EFL

teachers reach their ideal selves.

Moreover, personal qualities were the second most emphasized ideal selves
characteristic that teachers mention indicating that teachers emphasize qualities such
as being patient, versalite, entertaining, and using technology effectively. For this
reason, the model suggest that besides professional competencies, teachers’ personal
qualities chould be given importance in developing their teaching identities.
Professional development is also part of EFL teachers’ ideal selves. Therefore,
supporting teachers to participate professional development practices help EFL
teachers reach their ideal self. Moreover, as part of their ideal self, EFL tecahers
emphasize language competency and recognition. EFL teachers also emphasize using
the target language appropriately. Therefore, EFL teachers’ supporting their language

competency would help them reach their ideal selves.

As can be seen at the model above, EFL teachers have also fears regarding the teaching
profession. In order of priority, the feared self of EFL teacahers includes undesired
professional dispositions, the lack of professional development, undesired personal
qualities, language incompetency, and lack of recognition. Among these, undesired
professional dispositions takes precedence over the others. EFL teachers have fears
concerning certain professional dispositions such as losing the enthusiasm to teach,
being unfair to students and having classroom management problems.. The model also
indicates that teachers feared selves were closely related to their ideal selves.
Thereofore, the model indicates that if we want EFL teachers to reach their ideal self

and get away from their feared self, supporting teachers professionally is important.
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To exemplify, teachers who are supported and encouraged to join professional
development practices would develop their ideal self concerning professional
development practices and get away from their feared self regarding lack of

professional development.

All in all, Teacher Professional Identity Development (TPID) model represents
professional identity development of EFL teachers at various career stages of their
teaching practices as being student, novice, and experienced teachers. It is indicated in
the model that teachers’ identities are affected from various external and internal
factors and they are not fixed and stable. Moreover, EFL teachers’ identities include
ideal and feared selves which are related to and affect each other. Therefore, it is
possible to say that if we want EFL teachers reach their ideal self and get away from
their feared self, we need to support teachers professionally and personally, and also
consider external and internal factors affecting their identities.

5.8. Implications of the Study

This study contributes to the literature on the professional identity formation of
student, novice, and experienced English teachers through Possible Selves Theory.
The study results reflect that student, novice and experienced English teachers’
professional identity is affected from various external and internal factors, and
professional identity of teachers includes ideal and feared selves. Considering the
importance of teachers’ identity formation on the teaching and learning practices, the
results of the study have significant implications for both pre-service EFL teacher

education and in-service EFL teacher education.

5.8.1. Implications for Pre-service EFL Teacher Education

When the results of the study are evaluated and interpreted, it is suggested that pre-

service EFL teacher education may focus more on the following issues:

e Considering the results regarding the factors affecting EFL teachers’ ideal and
feared selves, trainee teachers’ practicum experience should be given more
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emphasis within the teacher education curriculum. There should be interaction
and collaboration among trainees, mentors, and teacher educators. The trainee
teachers should actively participate learning and teaching practices with the
help and guidance of mentor teachers. In addition, the teachers educators could
make trainees reflect on what they have observed during the practicum and
learned from the practicum. Additionally the trainees could prepare an online
portfolio in which they regulary write their experiences and observations
during practicum and encourage them to read each others’ reflections to learn

more from each others experiences and thoughts.

Besides pedagogic and content knowledge that teacher education faculties
provide; an emphasis should also be given on why teacher candidates want to
be English teachers to keep their interest alive. Starting from their first year,
the teacher educators could encourage the student teachers to think about their
reasons on why they want to be English teachers. Thus, the student teachers

could be more enthusiastic and willing towards the teaching profession.

In addition, given how important teacher identity development is,
undergraduate courses might be offered on teacher identity, and these courses
could include allowing student teachers to engage in more reflective practices
so as to support their professional identity development. The course could
include the research on why the teacher identity development is important, how
the teachers could develop their teaching identities, and they could reach their

ideal selves and be aware of their feared selves.

Moreover, considering the results concerning the ideal and feared selves of the
student, novice, and experienced teacher groups, more emphasis should be
given by teacher educators and courses on the curriculum to the importance of
professional development practices and language competence within the
teaching and learning practices they offer. Possible professional development
practices could be introduced to student teachers that they could perform.

Moreover, suggestions such as using their target language activily though
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international projects or collobarations could be given to student teachers to

foster their language competence.

Additionally, the growing need for using technology effectively and the recent
Covid-19 pandemic, which required teachers to conduct their lessons remotely,
imply that additional courses should be added to teacher education programs
to enable teachers to use technology more efficiently for teaching and learning
practices. The courses could include practical tools and applications that
student teachers could use in teaching the target language. The student teachers
could be encouraged to use teachnology in language teaching via this course.
They could prepare presentations or micro-teachings with the help of
technology.

Covid-19 pandemic has shown that most teachers were stressed and puzzled
when they had to conduct their lessons remotely, indicating the importance of
adaptability skill for teachers. For this reason, teacher education programs can
also support teacher candidates to have the ability to adapt easily and be ready
for unexpected situations through undergraduate courses. For this purpose, the
teacher educators could encourage student tecahers to think about unexpected
situations such as lack of computers or electricity at some times. As a
suggestion, they could make micro-teachings with different teaching
circumstances so as to be ready for different teaching circumstances and

environments.

Lastly, teacher education programs should teach teacher candidates trauma-
informed pedagogy (Downey, 2007) in which teachers plan their teachings
considering the effect of the trauma that the students experience because
traumas might have long term effects on students’ psychology and also the
educational practices. An additional course that includes pedagogical practices
during a trauma that students might have experienced could be added to the

curriculum.
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5.8.2. Implications for In-service EFL Teacher Training

The results of the study also have implications for the in-service EFL teacher training

to help EFL teachers’ professional identity development and make them more effective

teachers.

Considering the student, novice and experienced EFL teachers’ fears regarding
losing their enthusiasm to teach in the future, it is suggested that teachers be
supported both professionally and personally through in-service training and
counselling services. And, to increase tecahers’ motivation to participate these
kinds of practices, the teachers could be stimulated to participate though
academic encouragement. As a suggestion, the MoE could plan an
encouragement program in which a teacher who participate professional
development practices would take a bonus payment for a year, or the teachers’

service scores would increase to some extent.

Online or face to face platforms could be set up by the Ministry of National
Education to enable teachers interact with each other and share their thoughts,
concerns, or problems. Teachers at all stages in their careers should also be
encouraged to participate in online forums dedicated to EFL teaching issues.

Thus, teachers could benefit more from each other’s experiences.

At regular periods, EFL teachers’ thoughts should be taken though
questionnaires or interviews regarding their professional development needs
and, according to need, online or face to face seminars or workshops can be
organized. Teachers could be encouraged to participate these kinds of
organizations through encoragements such as an appreciation by the

administration.

At the beginning of each year, during in-service seminars, EFL teachers could
be prompted to reflect on their ideal and feared teacher selves and discuss these
together with colleagues. They could benefit from technological tools while

they are reflecting their ideal and feared selves so as to share their reflections
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with their colleagues. For example, they can open a blog and share their ideal
and feared selves, and also their plans for the educational year to reach their
ideal selves and get away from their feared selves. Moreover, they could also
take support from their colleaguses in online environments. Thus, they could
plan their teaching practices accordingly.
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CHAPTER 6

CONCLUSION

Within the scope of this chapter, a summary of the present study, the implications of
the study with respect to pre-service and in-service language teachers, the limitation

of the study, and suggestions for further studies are given in order.

6.1. Summary of the Study

Teaching is not just about good preparation and better presentation; it is surely much
more than that (Martel and Wang, 2014). Understanding teachers and knowing their
identity are important in order to understand language teaching and learning. Norton
and De Costa (2018) also state that language teaching is an identity work. However,
the future oriented perspective has been neglected in the field of language teacher
identity research. The Possible Selves Theory developed by Markus and Nurius (1986)
examines teachers’ expectations and fears together, presenting a more balanced view
of teachers’ identities. Thus, teachers could direct their future actions to achieve

expected possible selves and avoid feared possible selves.

Within this context, the purpose of this study was to investigate the professional
identity development of student, novice, and experienced English teachers through
Possible Selves Theory. The study also aimed to discover whether the amount of
teaching experience that teachers had was an influence on the teachers’ professional
identity development, together with the possible factors that influenced teachers’
professional identity development. Moreover, the study inquired into the effect of the
Covid-19 pandemic on teachers’ ideal and feared possible selves. To achieve the
purposes mentioned, an explanatory sequential mixed method design based on
Creswell (2013) was used. In this specific design, quantitative data were collected and
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analyzed first, following which the qualitative data were collected and analyzed. Then,
both the gquantitative and qualitative data were interpreted together. The participants
were 194 student, novice, and experienced English teachers who were working or
studying at state universities or state schools in Turkey. From among the questionnaire
participants, twelve volunteers were selected for the interviews that were conducted
after the collection and analysis of the questionnaire. The quantitative data were
analyzed using SPSS by applying inferential and descriptive analysis. The qualitative

data were analyzed through content analysis using MAXQDA.

The results suggest that no significant difference can be observed among the student,
novice, and experienced English teachers regarding their ideal and feared selves. In
addition, the three teacher groups mentioned similar features concerning ideal and
feared English language teacher selves. From this perspective, it is possible to say that
the quantitative and qualitative results support each other, and that they are compatible
with each other. Regarding ideal language teacher selves, the participant teachers
mostly emphasized professional competencies such as teaching effectively and
personal qualities such as a desire to be a teacher. In addition, they also mentioned
language competency, professional development, and recognition as characteristics of

ideal language teacher selves.

Moreover, the participant teachers mostly feared having undesired professional
dispositions such as losing enthusiasm to teach and becoming an insufficient teacher.
They also feared having undesired personal qualities, a lack of professional
development, language incompetency, and lack of recognition. Besides revealing these
characteristics, the results also suggest factors affecting teachers’ ideal and feared
possible selves. Two categories of factors, internal and external, were noted. For
internal factors, personal qualities (i.e., interest toward English language) were
mentioned by the participants while, for external factors, various themes such as
educational forces, institutional forces, and social forces were noted. Among
educational forces, participants mostly mentioned the effect of educational forces such
as a former teacher and practicum experience. The study also concludes that the
external factors affected the internal factors, and therefore that external factors were
more affective in shaping the professional identity of teachers.
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Within the scope of the present study, the participant teacher groups’ perspectives on
the other teacher groups’ ideal and feared selves were revealed, and it was seen that
for the other teacher groups, teachers mostly mentioned professional competencies
(i.e., having good relationships with colleagues and administration) as ideal language
teacher selves, and undesired professional dispositions (i.e., not being able to answer
students’ questions) as feared language teacher selves. Additionally, with the effect of
the Covid-19 pandemic that affected teachers teaching and learning practices to a great
extent, all three teacher groups emphasized professional competencies and personal
qualities as ideal selves and undesired professional dispositions and undesired personal
qualities as feared selves. They mostly mentioned the importance of using technology

effectively, not giving up easily, and having the ability to adapt.

Additionally, a model for EFL teacher professional identity development was
suggested to the related literature on the basis of the study results. The model indicates
that EFL teachers’ professional identity is affected from both internal and external
factors. While internal factors generate teachers’ professional identity; external factors
have a shaping role. In addition, external factors affect internal factors. External factors
are educational forces, teaching practices, institutional forces, social forces, and
professional development practices. Internal factors are personal qualities such as a
desire to become an English teacher. The model also shows that EFL teachers’
professional identity includes both ideal and feared selves. Within the scope of ideal
selves, professional competency, personal quality, professional development,
language competency, and recognition are listed. Within the scope of feared selves,
undesired professional dispositions, lack of professional development, undesired
personal quality, language incompetency, and lack of recognition are listed. Moreover,

ideal and feared selves of EFL teachers affect each other.

6.2. Limitations of the Study

Although this study was meticulously conducted with great endeavor at every step, it

should be noted that it has some limitations. First, the novice and experienced EFL

teacher participants in the study were selected through snowball sampling, while the
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student teachers in the study were selected through purposive sampling. Ideally,
however, probability sampling, in which every member of the population has an equal
chance to be selected for the study could be more suitable to achieve more reliable and
valid results. Unfortunately, for practicality issues, the participant selection was
realized through non-probability sampling. Additionally, the interview particpants
were selected among the voluntary participants of the questionnaire participants.
However, the volunteer participants might not represent all the questionnaire
participants as the volunteers might be more willing and idealistic teachers compared
to nonvolunteers. It would be more ideal to select interview participants among the all
questionnaire participants randomly. Moreover, the study used self-reported data in
the form of a questionnaire and follow up interviews, which may not accurately reflect

realities of EFL teachers’ ideal and fears regarding the profession.

In addition, the interviews were conducted with the selected voluntary participants
over the telephone. However, it would have been more appropriate to conduct the
interviews on a face to face basis because, in that way, the, participant teachers’ facial
expressions, gestures and body language could have been interpreted in more detail.
Additionally, the participants in the study were 194 student, novice, and experienced
EFL teachers. However, considering the number of EFL teachers in Turkey, the results
of the study cannot be generalized to the whole population. And lastly, the data for
the study were collected through an online questionnaire and follow-up interviews.
However, it would have been appropriate to use other data collection tools, too, such
as teachers’ classroom notes, reflective essays taken from teachers at regular intervals,

or teacher diaries.

Additionally, the main data of the study were collected when the Covid-19 pandemic
cases has newly started to be seen in Turkey. Just like everyone else, teachers were
unprepared and puzzled for the effect of Covid-19 pandemic. Therefore, they
participated to the study under the influence of this pandemic outbreak. However,
under normal circumstances in which Covid-19 pandemic did not outbreak, participant
teachers’ opinions could be different. It is probable that their professional identities
have been affected from this pandemic and they evaluated their ideal and feared selves
accordingly. Nevertheless, the study still reflects teachers’ professional identities
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which includes their ideal and feared selves, and the factors that affect their possible

selves.

Notwithstanding the limitations mentioned above, it is expected that the study
contributes to the literature in terms of EFL teachers’ professional identity

development.

6.3. Suggestions for Further Research

The primary objective of this study was to investigate professional identity
development of student, novice and experienced EFL teachers through Possible Selves
theory of Markus and Nurius (1986) in Turkish context. Considering the limitations
and the scope of the study, suggestions for further research can be mentioned. First,
additional research can be conducted to validate the results of the present study. As
mentioned above, the study had certain limitations. Therefore, more research
conducted to understand the possible selves of EFL teacher in Turkey is welcome.
Thus, teachers’ professional identities, which include their ideals and fears regarding

the teaching profession for the future, can be understood better.

In addition, longitudinal studies can be conducted to understand student, novice, and
experienced EFL teachers’ ideal and feared selves better to observe the changes in
their professional selves over time. Longitudinal studies might reflect teachers’
professional identities with changes over time, as teacher identity is considered to be
multiple, flexible, dynamic, and multidimensional (Nguyen, 2019). Thus, more
accurate view of EFL teacher professional identity can be obtained. Additionally,
qualitative methods of inquiry which include teachers’ classroom notes, reflective
practices, observations of teachers during teaching can be conducted to understand
EFL teachers’ professional identity development better and not to miss an important

aspect in specific cases.

Furthermore, longitudinal studies might also be carried out to investigate the long-term
effects of the Covid-19 pandemic and its impact on teaching practices and the ideal

and feared selves of teachers, at all stages in their careers, who experienced the
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personal and teaching challenges that the pandemic brought with it. The related
literature indicates that teachers feel confusion and stress because of sudden school
closures and uncertainty about how long they will last, and this situation affects their
professional identities (Kim and Asbury, 2020). Thus, more studies are needed in the
literature to observe the long-term effects of Covid-19 pandemic on teachers’

professional identities and their teaching and learning practices.

Moreover, the effectiveness of a training model can be observed in terms of whether
it would have an effect on helping EFL teachers to reach their ideal selves and move
away from their feared selves. The model could be planned in a way that teachers
would reflect their current identities at a regular basis and thus, be aware of their ideal
and feared selves. In this model, tools and activities with technology could be used.
To exemplify, the student teachers could keep an electronic portfolio starting from
their first year at the teacher education program. The students might also have a blog
in which they interact with each other, discuss their ideal and feared self, and be aware
of how various teachers deal with special circumstances that they face during teaching.
Thus, they would plan their teachings in a way to get closer to their ideal selves and to

move away from their feared selves.

Additionally, for future teacher professional identity research, the model, which is
suggested at the end of the present study, can be used as a guide to understand teacher
professional identity development better and to help EFL teachers regulate their
teachings accordingly. The teachers could reflect the factors that affect their teaching
identities and also they can mention their ideal and feared selves to be more aware of
their identities. And lastly, considering that the cultural and political factors have an
impact on the identity of language teachers (Varghese et al., 2005), research can be
conducted to investigate the effect of social and political factors on the language

teachers ideal and feared selves.
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B. LAST VERSION OF QUESTIONNAIRE ON POSSIBLE LANGUAGE
TEACHER SELVES

This questionnaire is a part of doctoral dissertation conducted by Gamze Erdem
Cosgun under the supervision of Assoc. Prof. Dr. Perihan Savas. The aim of this
questionnaire is to investigate EFL teachers’ possible selves across student, novice and
experienced teachers. The study explores what different teacher groups’ ideal language
teacher selves, and what their feared language teacher selves are. It is expected that
results will shed light on EFL teachers’ professional identity development at different
stages during their careers. Your response will only be used for survey purposes. In
case you have any questions regarding the survey, please contact Gamze Erdem

Cosgun at erdem.gamze@metu.edu.tr .

DEMOGRAPHIC INFORMATION

1) Years of teaching experience (full time excluding practicum)
o 0
o 1-5
o 6-10
o 11-15
o 16-20
o More than 20

2) Gender: 0O Male o Female

3) Degree: 0 University student 0 Undergraduate/ BA (Bachelor of Arts)
0 MA(Master of Arts) o PhD (Doctor of Philosophy)

4) Department you study/graduated (you can choose more than one):
o English Language Teaching 0 English Translation Studies O
English Literature =~ oNon-English-related (please specify)

5) The level you teach:
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O Primary Level O Secondary Level o High School Level o
University Level
6) Institution type you work:
o State O Private

7) Name of the city/province in which you are currently working/studying:

8) (For student EFL teachers) In which university do you study

QUESTIONNAIRE

A. ldeal Language Teacher Self
Directions: There are 15 statements below related to language teachers’ desires
regarding their ideal language teacher selves. Read the statements carefully and
describe how much it reflects you as a language teacher. The statements range from
very untrue of me to very true of me for the future. There are no correct answers.

Therefore, choose the one that is the best suitable for you.

very
untrue
of me

1

untrue
of
me

2

somew
hat
untrue
of me

3

some
what
true

of me

true
of
me

very
true
of me

I wish to have a
native-like accent
because I think that
English teachers
must be role
models for their
students in
accent/pronunciati
on

I have a strong
desire to have a
perfect command
(competence) of
English vocabulary

I would like to
have a perfect
command
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(competence) of
English grammar.

I would like to
become a teacher
who is admired by
his/her students

| would feel great
if students
appreciate me as a
punctual teacher.

| would feel great
if students
appreciate my
patience.

| would feel great
if students
remember me as an
energetic teacher

When | think about
future, | desire to
teach at more
prestigious
institutes/schools

To keep up with
innovations in
teaching, 1 would
like to participate
in workshops and
conferences on
pedagogical issues

10

I would like to
continue my
studies and obtain
higher academic
degrees

11

| can imagine
myself as a teacher
who can develop
the ability to
masterfully use
technology in
his/her classes

12

| can imagine
myself as a teacher
who can create
various learning
opportunities in his
classes

189




13 | I can imagine 1 2 3 4 5 6
myself as a
creative teacher
who can adopt
various strategies
to facilitate the
learning process
14 | 1 would like to 1 2 3 4 5 6
become a teacher
who considers
students’ learning
styles and
preferences

15 | I imagine myself 1 2 3 4 5 6
as a teacher who
has his own
repertoire of
supplementary
teaching materials
(other than course
books)

1. Any other ideal language teacher characteristics that you wish to have:

B. Feared Language Teacher Self

Directions: There are 13 statements below related language teachers’ possible fears
about their profession. Read the statements carefully and choose the appropriate one
that describes you as a language teacher. The statements range from very untrue of
me to very true of me for the future. There are no correct answers. Therefore, choose

the one that is the best suitable for you.

very | untr | somew | somew | tru | very
untr | ue hat hat e true of
ue of untrue | true of | of | me

of me |ofme |me me

me

1 2 3 4 5 6
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I do not like to become
a teacher whose
students have a greater
command of English
than she/he does

It worries me if |
become a teacher
whose students make
fun of his/her English
accent

| am afraid of becoming
a teacher whose
students do not admire
his/her (English)
proficiency

| am afraid of becoming
a teacher whose classes
are known as stressful

| am afraid of becoming
a teacher whose
students do not enjoy
his/her classes

| am afraid of becoming
a teacher who treats
students as objects

It frightens me if |
become a teacher who
humiliates students

| am afraid of becoming
an uncaring teacher

| am afraid of becoming
a teacher who feels
exhausted by the
thought of another day
at work

10

| am afraid of becoming
a teacher who is tired of
preparing lesson plans
for every class

11

| fear becoming a
teacher who uses the
same teaching methods
in all classes

12

I don’t like to become a
teacher who is afraid of
new challenges (for
example new courses)
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13 | I don’t like to become a 1 2 3 4 5 6
teacher who gets tired
of learning

1. Other than fears mentioned above, what do you fear of becoming in your
language teaching profession?

***|f you are volunteer to participate in the interview, which is the second
phase of this study, please fill in the blanks below.
E-mail/ telephone number: ........cccooiiiiiiiiiiiiiiiiiiiiiiiii.

Thank you very much for your time and suggestions.
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C. LAST TURKISH VERSION OF SEMI-STRUCTURED INTERVIEW
QUESTIONS

Kendiniz hakkinda kisaca bilgi verir misiniz?
e Nerede ¢alisiyorsunuz ya da okuyorsunuz?
e Hangi seviyede siniflara giriyorsunuz?

e Kag yildir ingilizce dgretmenisiniz?

1. Kisim: Biitiin Katilmcilara Sorular

Kategoriler Sorular

1. Ingilizce 6gretmeni olmak igin

Olas1 Dil motivasyonunuz neydi ya da nelerdi?
Ogretmen 2. Bu kararimizdan memnun musunuz yoksa
Kimligini memnun degil misiniz? Liitfen nedenini
Etkileyen aciklayin (kendi deneyimlerinizden de
Faktorler ornekler vererek).

3. Ingilizce Ogretmenligi kariyerinizde
Ingilizce 6gretimi ve 6grenimi konusundaki
goriislerinizi etkileyen 6nemli doniim
noktalari nelerdir? (6rng. Staj, ¢alistiginiz bir

kurum, bir 6gretmeniniz etc. )

4. Sizce ideal bir Ingilizce 6gretmeni 6zellikleri
nelerdir?
5. Ingilizce 6gretmenliginde hangi dzelliklerin

daha fazla 6nceligi hak ettigini

Ideal Dil diistiniiyorsunuz? (dil becerisi, karakter,
Ogretmen ogretme metotlari vs.)
Kimligi 6. Bir Ingilizce 6gretmeninin uzman (¢ok iyi)

bir dil kullanicisi oldugunu diistindiiren

ozellikler size gore nelerdir?
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10.

Mesleki olarak alanda saygin/taninmis bir
Ingilizce 6gretmeninin nitelikleri nelerdir?
Kendini mesleki anlamda gelistiren bir
Ingilizce 6gretmeninin dzellikleri nelerdir?
Bir Ingilizce 6gretmeninin hangi nitelikleri
size onun pedagoji/dil egitimi alaninda ¢ok
iyi/uzman oldugunu diisiindiiriir?

Covid 19 pandemisi sizin ideal Ingilizce

ogretmeni kimliginizi nasil etkiledi?

Korkulan Dil
Ogretmen

Kimligi

11.

12.

13.

14.

15.

Nasil bir ingilizce 6gretmeni olmaktan
korkuyorsunuz?

Meslekte bilgili olmadigini diistindiiglintiz
bir Ingilizce 6gretmeninin dzellikleri
nelerdir?

Meslekte motivasyonu olmadigini
diisiindiigiiniiz bir Ingilizce 6gretmeninin
ozellikleri nelerdir?

Bir Ingilizce 6gretmeninin hangi dzellikleri
size mesleki anlamda tiikenmis/ yorgun bir
ogretmen oldugunu diistindiirmektedir?
Covid 19 pandemisi sizin korkulan Ingilizce

Ogretmeni kimliginizi nasil etkiledi?

2. Kisim: Her Katihme1 Grubuna Ozel Sorular

Ingilizce
Ogretmen
Adaylar i¢in

Sorular

1. Sizce deneyimli (alaninda 5 yildan
fazla ¢aligmus) bir Ingilizce
ogretmenine gore ideal bir Ingilizce
Ogretmeni nasil olmalidir?

2. Sizce deneyimli bir Ingilizce
ogretmeninin dil 6gretimi meslegi ile

ilgili korkular1 nelerdir?
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Sizce meslege yeni baslayan (alaninda
5 yildan az ¢alismus) bir Ingilizce
dgretmenine gore ideal bir Ingilizce
ogretmeni nasil olmalidir?

Sizce meslege yeni baslayan bir
Ingilizce 6gretmeninin dil 6gretimi

meslegi ile ilgili korkular1 nelerdir?

Meslege Yeni
Baslayan
Ingilizce
Ogretmenleri

icin Sorular

Sizce deneyimli (alaninda 5 yildan
fazla ¢alismis) bir Ingilizce
ogretmenine gore ideal bir Ingilizce
Ogretmeni nasil olmalidir?

Sizce deneyimli bir ingilizce
ogretmeninin dil 6gretimi meslegi ile
ilgili korkular1 nelerdir?

Sizce bir Ingilizce 6gretmen adayina
(4.smif Ing. 6gretmeni dgrencisi) gore
ideal Ingilizce 6gretmeni nasil
olmalidir?

Sizce bir Ingilizce 6gretmen adayinin
dil 6gretimi meslegi ile ilgili korkular

nelerdir?

Tecriibeli
Ingilizce
Ogretmenleri

icin Sorular

Sizce bir Ingilizce 6gretmen adayina
(4.smf Ing. 6gretmeni dgrencisi) gore
ideal Ingilizce gretmeni nasil
olmalidir?

Sizce bir Ingilizce 6gretmen adayinin
dil 6gretimi meslegi ile ilgili korkular
nelerdir?

Sizce meslege yeni baslayan (alaninda
5 yildan az ¢aligmus) bir Ingilizce
ogretmenine gore ideal bir Ingilizce

Ogretmeni nasil olmalidir?

195




4. Sizce meslege yeni baglayan bir
Ingilizce 6gretmeninin dil 6gretimi

meslegi ile ilgili korkular1 nelerdir?
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D. LAST ENGLISH VERSION OF THE SEMI- STRUCTURED
INTERVIEW QUESTIONS

Can you give some information about yourself?

e Where do you work or study?
e At which level do you teach?
e How many years of experience do you have as an English teacher?

Part I: Questions for All Participants

Categories Questions

1. What was your motivation(s) to
become an English language teacher?

2. Are you satisfied with your decision

Influencing or not? Please explain why (By giving
Factors of examples from your own experiences).
Possible 3. What are important turning points in
Language your language teaching career that
Teacher Selves influenced your visions on language

teaching and learning? (For example,
practicum, an institution you worked, a

teacher ...)

4. What kind of teacher do you desire of

being?

5. In language teaching profession,
which aspect do you think deserves

Ideal Language more priority? (language ability,

Teacher Selves character, teaching methods etc.)
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10.

What qualities make you think that a
language teacher is an expert
language user?

What are the qualities of
professionally recognized language
teacher?

What are some ways you might think
that a language teacher is interested
in professional development?

What qualities of a language teacher
make you think that a language
teacher is an expert in pedagogy?
How did the Covid 19 Pandemic
affect your ideal English language

teacher self?

Feared Language
Teacher Self

11.

12.

13.

14.

15.

What kind of teacher do you fear of
becoming?

What are some ways you might think
that a language teacher is
unknowledgeable in the profession?
What are some ways you might think
that a language teacher is
demotivated?

What qualities of a language teacher
make you think that he or she is
professionally fatigued teacher?

How did the Covid 19 Pandemic
affect your feared English language

teacher self?
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Part I1: Questions Specific to Each Participant Groups

Questions
for Student
Teachers

1. For you, what are the ideal language
teacher characteristics of an

experienced language teacher (having
more than 5 years of teaching
experience)?

2.For you, what are the fears of an
experienced language teacher regarding
the language teaching profession?

3.For you, what are the ideal language
teacher characteristics of a novice
language teacher (having less than 5
years of teaching experience)?

4.For you, what are the fears of a novice
language teacher regarding the language
teaching profession?

Questions
for Novice

Teachers

1. For you, what are the ideal language
teacher characteristics of an
experienced language teacher?

2.For you, what are the fears of an
experienced language teacher regarding
the language teaching profession?
3.For you, what are the ideal language
teacher characteristics of a student
language teacher (4" grade Elt student)?
4.For you, what are the fears of a
student language teacher regarding the

language teaching profession?
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1.For you, what are the ideal language
teacher characteristics of a student

language teacher?

Questions 2.For you, what are the fears of a

for student language teacher regarding the
Experienced language teaching profession?
Teachers 3.For you, what are the ideal language

teacher characteristics of a novice
language teacher?

4.For you, what are the fears of a novice
language teacher regarding the language

teaching profession?
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E. INTERVIEW PILOTING RESULTS: TENTATIVE CATEGORIES
AND CODES

Ideal English Language Teacher Self of Student Teachers

Themes Codes f

having perfect command of English | 3
language skills

Expert language | Peing fluent in speaking English 2
l(st:e£1) having perfect command of English | 2
grammar
having native like accent 2
being aware of target language 1
culture
having perfect command of English | 1
vocabulary
being tolerant 2
Recognized
teacher(f=6) admired by students 2
being determined 1
being patient 1
Professional following updates in the field 2
development(f=3) _
participating conferences and 1
workshops
using methods effectively 4

Pedagogy(f=11) | considering students learning styles | 3
and preferences
being good at classroom 2
management
having own repertoire of materials 1

using technology effectively 1
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Ideal English Language Teacher Self of Novice Teachers

Themes

Codes

Expert language
user (f=4)

having native like accent

emphasizing speaking and listening
skills

having perfect command of English
vocabulary

having perfect command of English
grammar

Recognized
teacher (f=4)

being patient

being enjoyable

admired by students

being an energetic teacher

Professional
development (f=6)

following updates in the field

making projects

Pedagogy (f=7)

considering students learning styles
and preferences

using technology effectively

being good at communication with
students

having teaching ability

using methods effectively

Ideal English Language Teacher Self of Experienced Teachers

Themes

Codes

Expert language
user (f=4)

having perfect command of language

skills

emphasizing speaking and listening
skills

having native like accent

Recognized
teacher (f=8)

admired by students

being an energetic teacher

being a role model to students

interested in students

R R NN e
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Professional
development (f=9)

following updates in the field

making academic research

participating conferences and
workshops

|

obtaining higher academic degrees

making projects

Pedagogy (f=5)

using technology effectively

considering students learning styles
and preferences

R W k| -

using methods effectively

Feared English Language Teacher Self of Student Teachers

Themes

Codes

Fatigued teacher
(f=13)

getting tired of preparing lesson plans

getting tired of learning

using same teaching methods in all
classes

being afraid of new challenges

just following a coursebook as material

feeling exhausted by the thought of
another day

not using classroom time effectively

Unmotivated
teacher (f=11)

treating students as object

being an uncaring teacher

having stressful class

humiliating students

students not enjoying class

Unknowledgeable
teacher (f=4)

students having greater command of
English than teacher

students not admiring teacher's
proficiency

students making fun of teacher's English
accent
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Feared English Language Teacher Self of Novice Teachers

Themes Codes f

using same teaching methods in 2

Fatigued teacher all classes

(f=4) using ready materials 1
getting tired of learning 1
being an uncaring teacher 4

Unmotivated teacher i i

(f=11) treating students as object 3
students not enjoying class 2
having stressful class 2
students not admiring teacher's 1
English proficiency

Unknowledgeable

teacher (=2) students having greater 1
command of English than
teacher

Feared English Language Teacher Self of Experienced Teachers

Themes Codes f
getting tired of learning 3
Fatigued using same teaching methods in all 2
teacher (f=8) | classes _
just following a coursebook as material 1
not using classroom time effectively 1
being afraid of new challenges 1
uncaring teacher 5
Unmotivated i i
teacher (f=11) losing enthusiasm to teach 3
students not enjoying class 1
having stressful class 1
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being closed to communication and 1
interaction with other teachers

Factors that affect student English language teachers’ possible selves

Themes Codes f

interest towards learning English 2

Internal factors Serest towards learning and | 2

(f=5) teaching
interest towards learning about 1
other cultures

External a prior teacher 2

factors (f=4)

practicum experience 2

Factors that affect novice English language teachers’ possible selves

Themes Codes f

Internal interest towards learning English 3
factors (f=5)

interest towards learning and 2

teaching

a prior teacher 5
External
factors (f=7) . -

practicum experience 1

students' prejudice  towards 1
English
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Factors that affect experienced English language teachers’ possible selves

Themes Codes f
Internal factors | internal interest towards learning 2
(f=3) English

interest towards learning about other 1
cultures
a prior teacher 3

External factors i
(f=5) working place 2

Ideal and Feared Possible Selves of Novice and Experienced English Teachers
from the Perspective of Student English Teachers

Codes f
admired by students 1
having perfect command of 1
Ideal English
Self being tolerant 1
) being patient 1
Novice
Teacher teaching desire 1
thinking creatively and 1
critically
following updates in the field | 1
stressful class 1
Feared uncaring teacher 1
Self not using class time 1
effectively
students having greater 1
command of English than
teacher
classroom management 1
following updates in the field | 1
Ideal — -
Experienced | Self th!n_kmg creatively and 1
Teacher critically
teaching desire 1
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being inspected and observed | 1
Feared | by other teachers
Self

losing enthusiasm to teach 1

Ideal and Feared Possible Selves of Student and Experienced English Teachers
from the Perspective of Novice English Teachers

Codes

having perfect command of 1
English
using classroom time 1
Ideal effectively
Self considering students' 1
learning styles and
Student preferences

Teacher classroom management

following the updates in the
field

considering students' 1
learning styles and
preferences

using methods effectively

students having greater 1
command of English than
Feared | teacher

Self inadequate school facilities 1

students' prejudice towards
English

considering students' 1
Ideal learning styles and
Experienced | Self preferences

Teacher using class time effectively

having perfect command of
English

Feared losing enthusiasm to teach 2
Self
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Ideal and Feared Possible Selves of Student and Novice English Teachers from

the Perspective of Experienced English Teachers

Codes
using technology effectively 2
considering students' learning
| deal styles and preferences
Student Self
Teacher being energetic 1
speaking English always in 1
class
students not enjoying class 1
geﬁred having good at classroom 1
€ management
following the updates in the 1
field
considering students' learning 1
Ideal styles and preferences
Novice Self i : :
Teacher speaking English always in 1
class
being energetic 1
using technology effectively 1
students' having greater 1
command of English than
Feared | teacher
Self not using classroom time 1
effectively
having difficulty in classroom 1
management
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F. SAMPLE QUOTATIONS FROM INTERVIEW PILOTING PHASE

Ideal Language Teacher Selves of Interview Participants

Student EFL

Teacher

Novice EFL Teacher

“Having a perfect command of English is so important for
me. The students should say that I should be like Siileyman
teacher. The teacher should encourage students to learn

English and be a role model.” (Participant 1)

“First of all, an English teacher should use a variety of
methods suitably. We learned at our courses that if we
selected correct methods according to students’ preferences
and abilities it would also be easier to manage classroom.
In addition, the students could learn better in an enjoyable
way.” (Participant 2)

“Following students’ interests and desires is important. For
example, secondary level students like Marvel series.
When you talk about films at class or give a reading related
to films, you need to care about their interests. If you select
correct readings, you will get more positive results.”

(Participant 4)

“We have different projects like e-twinning or Erasmus
regarding the use of English at a global scale. These
projects include student groups from other countries. We

have also projects which include students from other cities
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Experienced EFL

Teacher

of Turkey. These kinds of projects enable us to follow the
updates in the field and to be in contact with others learning
English.” (Participant 4)

“If you ask me, we need to make students like foreign
language and us. The more sympathetic you are in the eyes

of students, the easier you teach.” (Participant 5)

“Firstly, an English teacher should improve herself in the
field because everything changes continuously. Teachers’
use of technology is important because high school
students use it too much. They even teach us when we have
difficulty. In addition, following contemporary
publications, I mean a journal or an internet page, are
important. | care this too much. A teacher should struggle

to improve herself.” (Participant 6)

Feared Language Teacher Selves of Interview Participants

Student EFL Teacher

“Some teachers prepare lesson plans for a few years at the
beginning of their careers and after a few years they stop.
It means that they are fatigued. They just follow the
coursebooks and try to follow the schedule. They did not
care about students.” (Participant 1)

“I am afraid of being a routinised teacher. What I mean by
routinised is that for example, the teacher at practicum just
uses one method. He does not care about students’

preferences and interests. The teacher talks about what he
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Novice EFL Teacher

Experienced EFL

Teacher

will teach and that is all. I really do not want to be such a

teacher.” (Participant 2)

“I believe that language teaching environment should be
enjoyable. I am in favor of teaching with enjoyable
activities. | do not want to be a teacher who use grammar
translation method. My English teacher at secondary
school used to teach with GTM. | even did not like that
method at that time. We always memorized grammar or

vocabulary. It was too boring.” (Participant 3)

“Some teachers did not ask what they taught at class. They
just find a ready exam and use that to evaluate students.
They did not care about what they have taught. They also
did not assess speaking or listening at exams. They just do

a grammar exam.” (Participant 4)

“Every year at the beginning of the term, I get excited. |
think it is good to get excited as if it would be my first
lesson. I am afraid of losing that excitement in years.”

(Participant 5)

“I do not want to be a boring teacher that always teaches
grammar on the board and talks in Turkish. Luckily, I am
not like that now. Only after a few weeks I could just talk
about a little bit of grammar to ask at the exam. Other than

this, we mostly focus on vocabulary.” (Participant 6)
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Factors That Affect Participants’ Ideal and Feared Selves

Student EFL Teacher

Novice EFL Teacher

“For the practicum, I was expecting that I will observe
classrooms with lots of activities, enjoyable games, and
always talking English with students. However, at my
state practicum school, everything was different with
hardly ever use of English and using only coursebooks
only as classroom materials. | was demotivated and
affected from my practicum experience. | also started not
to care about activities and talking English with students
at practicum. By the way, this situation was similar with

my other friends doing practicum.” (Participant 1)

“I had an English teacher at high school. I did not like him
too much, but he was so good in his profession. He was
always saying that “every time, be the best”. At these
times, | decided to be the best in my profession, and he
affected me so much.” (Participant 2)

“I had a teacher at university. [ wanted to be like her. She
was giving methodology course. The methods that she
used were so good. | liked her courses so much. | was
always attending her courses. | wish | could be like her in

my classes.” (Participant 3)

“I graduated from Anatolian teacher training high school.
| already wanted to be a teacher. Then, I liked my English
teacher so much, and I also liked English. So, I decided to
become English teacher and | am still satisfied with my

decision.” (Participant 4)
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Experienced EFL

Teacher

“Until high school I could not speak English. At high
school | had an English teacher and she affected me so
much. We had 10 hours of English course at a week with
that teacher. She did not speak Turkish with us at any time
at class. She was giving penalties if we spoke Turkish at
class. She increased my motivation. She was also among
the best 50 teachers in Turkey at these years.” (Participant
5)

“Foreign cultures always attracted my attention.
Understanding a foreign language was like solving a
mathematical problem. I think learning a foreign language
and mathematics was related to each other. My biggest
motivation to become an English teacher was that.”
(Participant 6)

Participants’ Perspectives for Other Teacher Groups’ Ideal and Feared Selves

Student EFL Teacher

“I do not think that the ideal English language teacher
definition of novice teachers will be different from student
teachers. It seems to me that my ideal teacher self will be

similar when I become a novice teacher.” (Participant 1)

“I don’t think that experienced teachers’ ideal self will be
different from us. Improving themselves continuously in
the field will be also important for them to be an ideal
teacher. There is no end point for development.”

(Participant 2)
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Novice EFL Teacher

“Firstly, classroom management. All of my friends are
afraid of this. Secondly, if students ask a question that the
teacher does not know. We all say that we do not have to
know everything, and it is normal but in practice, | think
it will be a problem for the teacher. Novice teachers are
afraid of this. And lastly, managing the class time can be
their fear. Balancing the time and classroom activities

might be a problem at the beginning.” (Participant 2)

“I think, experienced teachers are afraid of being observed
by others. They are uneasy when we observe these
teachers at practicum, | think they feel that they are

inspected.” (Participant 1)

“Firstly, classroom management. All of my friends are
afraid of this. Secondly, if students ask a question that the
teacher does not know. We all say that we do not have to
know everything, and it is normal but in practice, | think
it will be a problem for the teacher. Novice teachers are
afraid of this. And lastly, managing the class time can be
their fear. Balancing the time and classroom activities

might be a problem at the beginning.” (Participant 2)

“A teacher who uses all methods effectively and considers
students preferences and interests will be an ideal teacher
for student teachers. In addition, they also emphasize

being enjoyable at class.” (Participant 3)
“They are mostly afraid of the uncertainty that waits them.

Which class they will teach or whether the students will
have prejudice towards English. Or the school facilities.
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Experienced EFL

Teacher

Some schools do not have required technological

equipment.” (Participant 3)

“I do not think that ideal self of experienced teachers will
be different from other teacher groups. It will be always
related to improving themselves and being a better
teacher.” (Participant 4)

“They could get bored of teaching after years of teaching
experience. Now, | like my job and my students, but after
years | hope it will be the same. | am also afraid of getting

bored after years of teaching.” (Participant 4)

“Most probably they will define an ideal teacher as a
teacher who always speaks English in class, making
drama with students, emphasizing speaking and listening
activities. They will be really idealistic. In addition, using
technology effectively will be important for them.”
(Participant 6)

“They are afraid of classroom management. The books
regarding classroom management cannot solve most of
your problems. They will learn to manage the classroom
by experiencing in time. For example, a teacher who work
at Urfa will face different problems than a teacher who

Works in Amasya.” (Participant 6)

“A teacher who improves himself or herself in the field
will be an ideal teacher for novices. In addition, a teacher
who manages classroom well will be important for them.
If you cannot communicate with students, it will be

difficult to teach.” (Participant 5)
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“They are mostly afraid of students who have a greater
command of English than the teacher and ask questions to
teacher. Feeling in adequate before students will be their

biggest fear.” (Participant 5)
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G. AN EXAMPLE OF COLOR CODING FROM DATA ANALYSIS

Document System T aFEAMSP = x
E3 L e

= Documents 55
= experienced teacher participant 4 13

----- [=| experienced teacher participant 3 11

----- =] experienced teacher participant 2 13

- [=| experienced teacher participant 1 13
...... QSEIE 0
5 code System HaFASSTNE S = x
&5 [ R :

El-- Emle System 55 &

[=]-+(*=] Professional Development

----- (=g being up to date in the field

----- (‘=g partidpating conferences orfand in-...
----- (=" making andjor joining projects

----- (= developing their general knowledge

----- (=] making research

[=]-=] Language Abilities

----- (= being fluent in speaking

----- (=" having perfect command of English ...
..... i*=] having a good pronunciation in English
[+ =] Professional Qualities

----- ‘=g considering students' learning styles. ..
----- (‘=g using technology effectively

..... (=g adapting their English to students’ level
----- (=g using English in dass rather than Turkish
----- (=] having successfull students

----- (‘=g having teaching ability

----- (=g using methods effectively

[=]- =] Personal Qualities

----- =g having communication skill

----- (=] being creative

----- (=g making students interested in the lesson
----- (=] teaching with enthusiasm

----- (=g having ability of persuasion

P Tl T FE] |

S S B L L R e T ™ I 6y [y [y e Sy S Ay P 5 Y L6 O (S )

217



benim igin déniim noktas: olmuglards. Egitim hayatima nasil vén vermem gerektiine onlar sayesinde karar verdim.
17 4. Sizce ideal bir Ingilizce Ggretmeni ozellilderi nelerdir?

-having { 15 Bir kere her 6gretmende olmas: gereken sey iletisimi ¢ok karvvetli olmal Sgrencilerle. Seviveye inebilmek ¢ok ok Snemli, Sgrencileri
yas gruplanna gore, egitim hazr bulunusculuklanna gore, egitim seviyelerine gore onlara hitap edebilmelk gok onemli

..being energetic

Omun digmda kesinlikle akademik olarak gok gok donanmbh
being up to date in { olmak gerekiyor. Siirelkdi makale okumak gerekiyor bence. Kendisini her zaman giincel tutmas: lazm, takip etmek lazim gelismeleri.
8 5 Ingilizce gretmenliginde hangi ozelliklerin daha fazla onceligi hak ettigini dugtniyorsumiz? (dil becerisi, karakter,

Ggretme metotlar vs.)

-.using methods.

..considering

6. Bir Ingilizce Ggretmeninin uzman (cok ivi) bir dil kullancist oldugunn ditstindiiren szellikler size gére nelerdir?

e [§ Bokene oo kg dsmemno s el ok b s ekt sy, Al o
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H. SAMPLE INTERVIEW QUOTATIONS IN TURKISH

Sample Quotations Concerning Ideal Language Teacher Selves of Interview

Participants

Student EFL

Teacher

Ama ek olarak, bilmek yetmiyor. Ben bunu
tiniversitede gordiim, bunu aktarma sekli, aktara
bilme yetenegi, bir dgretmenlik yetenegi olmasi
gerekiyor. Ogretebilmeyi  bilmesi  gerekiyor.
Kendisi 6grencilere nasil faydali olabilirim, nasil
daha iyi Ogretebilirim en iyi sekilde. Kendi
yontemini, metodunu kendisi bilmesi gerekiyor.
Telaffuzu bunu disiindiiriir. Ve code switching
yapmasi gerektigi durumlarda ne kadar yapiyor ne
kadar etkin. Dili ne kadar yedirmis konusmasina.
Ayni sekilde pronunciation.

Ogrenciye 0Ogrenci gibi degil de insan gibi
davranmasi. Ogrencinin duygularinin oldugunu ya
da iste Ogrencinin de bazen dersin merkezinde
olabilecegini fark etmesi. Birazcik student centered
a kayan bir egitim 6gretim anlayisi. Pedagoji benim
aklima 6grenciyi dnemsemek gerektigini getiriyor
aklima.

Farkl1 kiiltiirlere acik olmasi ¢ok dnemli ¢linkii dil
ve kiiltiir birbirinin ¢ok i¢inde olan bir sey.

Biraz problem ¢6zme becerisi de ¢ok dnemli hatta
belki de en 6nemlilerinden birisi. Problem ¢6zmek
benim ODTU de o6grendigim Onemli bir sey.

Sorunlar1 biiylitmeden nasil halledebiliriz nasil
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Novice EFL Teacher

¢ozebiliriz gibi bir yol aramak her zaman daha iyi
oluyor. Onun i¢in problem ¢6ziicli olmak aradigim
bir 6zellik olabilir bir Ingilizce dgretmeninde.
Mesela su an Whatsapp gruplar1 var sinava yonelik
Ogretmenlerin olusturdugu. Ne biliyim bazi dil
kaynaklar1 oluyor iste bunlarin ortak yaymnini
kullanan hocalar bir araya geliyor. Onlardan ¢ok sey
O0greniyorum bu aralar. Farkli materyalleri var
materyal paylasiyoruz. Kesinlikle bence kendi
alaniyla 1ilgili baglar kesilmemeli, iiniversite
arkadaglar bile olabilir. Ciinkii ¢ok sey 6greniyoruz
birbirimizden. Ben bunu bu sekilde yaptim diyerek.
Bence ozellikle nasil sOyleyim, konusma {izerine
odaklanmal1 diye diislinliyorum. Maalesef sistemde
siav odakl gidiliyor. Bu kesinlikle 6gretmenlerin
sucu degil yani. Bende yeri geliyor sinava
hazirlamam gerektigi 6grencilerim oldu. Ama
speaking odakli ne kadar gidersek o kadar
O0grencinin de Ogretmenin de derslerden keyif
alacagini diisiiniiyorum.

Oncelikle yeni metotlar: takip ediyordur. Online
webinarlara, seminerlere  katiliyordur.  Diger
O0gretmenlerle yaptiklarin1 paylasiyordur. Onlarin
simiflarin1  gézlemliyordur ya da kendi smifinin
gbzlemlenmesine izin veriyordur. Ogrencilerinden
feedback aliyordur. Reflective practiceleri vardir
kendisiyle ilgili, neyi iyi neyi kotli yapiyor buna
bakabiliyordur. Sertifikalar1 vardir, sertifikalar
almaya calisiyordur. Cikan yontemlerle ilgili kurlar
aliyordur. Mesela ben {iniversiteden mezun olali ¢ok
sey degisti. Ben liniversitede teknoloji based bir ders
almadim ELT de. Ama su anda her sey ona odakli
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Experienced EFL
Teacher

gidiyor mesela. Eger hi¢ dyle bir egitim almazsam
iiniversiteden gelen bilgilerimle yapamam su anda
Ogretmenligi.

Cok fluent olmasi1 konusmada, yani grameri vs. si
cok 1iyi olmayabilir ama kendisini 6zgiivenli bir
sekilde agiklayabilmesi. Sorulan sorulara cevap
verebiliyor olmasi. Ogrenciler sorular sorabiliyor
dille alakali. Yani boyle, iyi konusabiliyor olmasi

herhalde.

Akiciliginin olmasi gerektigini diisiinliyorum. Bir
insan bir dilde akici bir sekilde konusabiliyorsa,
kendini ifade edebiliyorsa, herhangi bir sekilde
takilmadan, takilmadan kastim arada bir
duraksamay1 kastetmiyorum tabi. Ama nasil
sOyleyeyim, kendini 1yi bir sekilde ifade edebilmek
onun iyi oldugunu gosterir diye diisiiniiyorum.
Ogrencileri ile olan iliskileri oncelikle. Bunu da tabi
nasil gorebiliriz. Saygi, sevgi tabi ki temel bir konu,
ondan bahsetmek istemiyorum ama. Onun diginda
mesela Ogrenciye geri bildirim verme sekli,
Ogrenciye yeni bilgiyi sunma sekli, ona hatirlatma
sekli, Ogrenciyi motive etmesi, uyarmasi. Yani
aslinda kendi isini yaparken ki dil becerileri
diyebilirim.  Ogrenciyi ~ yonlendirme  belki
ogrenciyle iliski kurma sekilleri olabilir.

Higbir zaman oldum demeyecek. Kendim onu
demeye calistyorum, ¢iinkii durmadan bir seyler
Ogreniyorum yani. Bugiin bile arkadaslarla
konustuk, soru yaziyoruz arkadaslarla, ondan bir sey
O0greniyorum, tanimadigim birileri aslinda ama.

Bircok whatsapp grubuna katildim, facebook
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grubuna katildim. Her giin yeni bir sey goriiyorum.
Dilde siirekli yenilikler oluyor. Ogrenmeye siirekli
acik olmasi, sinema, film kitap da buna yartyor.
Mesela bir kitap okurken bir yap1 gorebiliyorsunuz,
ya da a boyle bir kelime mi varmis. Bazilar1 ¢ok
teknik kelimeler ama bilmenin bir zarar1 olmayacak.
e Birde proje lireten 6gretmen arkadaslar. E-twinning
projeleri olsun ya da erasmus plus olsun, ¢iinkii
onlar tam olarak dilin nasil kullanilmas1 gerektigine
doniik pratik uygulamalar yapiyorlar. Nedir mesela
e twinning yaptiginizda bizim Malta’dan ve
Romanya’dan ortaklarimiz vardi. Onlarla mesela
bizim g¢ocuklarin karsilikli iletisime gecebilmeleri
ve seyl gorebilmeleri, c¢ilinkii ilgedeyiz ve o
cocuklarin dili kullanmalar1 s6z konusu degil
kendilerinden bir sey yapmadiktan sonra. Verdim
ellerine telefonlar1 ve gidip kullanabildiklerini
gordiiler. Bu beni mutlu eden bir sey. Ama bazi
Ogretmen arkadaslar bunu daha da ileri seviyeye
gatiiriip ka2 projeleri yoluyla ¢ocuklari dogrudan o

yabanci dil ortaminin igine sokabiliyor.

Sample Quotations Concerning Feared Language Teacher Selves of Interview

Participants

e Kesinlikle var. Oncesinde derse hazirlanmadan
gelmig, hi¢ bakmamis derste ne anlatacagina,
herhangi bir telasa girmemis, ©on hazirligini
yapmamis bir 6gretmen olmak istemem. Onun

Student EFL diginda ¢ok biiyiik bir kaygim yok agikgast.
Teacher e Ogrenciye tahammiilii kalmamis hoca. Ozellikle

aktivite yaparken ¢it ¢iksin istemiyor siniftan.
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Novice EFL Teacher

Ciinkii yillardir o smif ortaminda 6grencilerle
beraber olmus ve belli ki kazancindan memnun
degil motivasyonunu yok. Artik 6grenci ¢it ¢ikarsa
bagirtyor cagiriyor asagiliyor hakaret ediyor.
Sozleriyle 6grenciyi mahvediyor.

Tamimiyle hal ve tavirlarindan, sanki arkasinda
biri var da silah dayamis o da anlatmak zorunda
hissediyormus gibi. Sanki bir seyi yapmak i¢in
yapiyormus gibi. Hani zaten oraya babasinin
hayrina gelmiyor ama nasil deyim, o sinifa girdigi
andan itibaren jest ve mimikleri olsun yiiz ifadesi
olsun, ya da herhangi bir duruma ani yiikselmeleri
bile bugiin de bu ayr1 bir sey dedirtiyor.

Ingilizce 6gretmeni de kesinlikle kitaba bagh
olmamali. Bize hep sOylerlerdi kitap bir bible degil
diye. Yani biitiin etkinlikleri yaptiracagim iste
miifredat1 tam yetistirecegim diye bir sey Yyok.
Eksik varsa 6grencilerde kesinlikle tamamlamadan
ay gectik diye bir sey de olmamali. Ve de sey,
stirekli grammar based gitmek de bence mantiksiz.
Ciinkii anlamini bilmeden sadece konuyu okutup
ya da kitabin her yerini okutup gitmek 6grenciye
bence bir sey vermiyor.

Bir de artik siirekli ayni gruplarla caligarak
Ingilizcemin korelmesinden de ¢ok korkuyorum.
Hani dil yeterliligimi de kaybedebilirim. Dil
nankor bir sey sonucta, kendimiz de bir seyler
okuyup izliyoruz sonucta ama ne kadar cok
interaktif olursak 6grencilerle konusarak o kadar

canl kalir.
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Experienced EFL
Teacher

Ya da kendimi yenileyememekten. Bu 6gretmen de
stirekli ayni seyleri anlatiyor, ayni tarzlarda
anlatiyor, bunlardan korkuyorum.

Ya da ¢ok emek vermisizdir ama Ogrencilerde
bunu gorememisizdir. Ve  herhalde ben
yapamiyorum hissine kapilip tiikkenmislik seysine
kapilabiliriz. Ya da biz ¢ok emek verip listening ve
speaking lzerine alistirma yapiyoruzdur ama
ogrenciler girdikleri sinavlarda basarisiz oluyordur
ve idaremiz bize bunu yansitiyordur. Kendimiz ¢ok
motivasyonu yiiksek ve idealist bir 6gretmenken
bunlarla karsilagarak tlikenmislik sendromuna
yakalanabiliriz.

Ikincisi de derste anadili kullanan bir Ingilizce
Ogretmeni olmak istemem. Yani su anda
kullanmiyorum, miimkiin oldugu kadar hani input
verebilmek  adina  cocuklara  Ingilizce
konusuyorum ama bunu ilerde bilmiyorum,
yaslaninca belki nasil olurum ama, artik ¢ocuklara
sey yapip. Bu vizyonu kaybetmek istemiyorum,
dedigim gibi bu canlilig1 kaybetmek istemiyorum.
Amaclarindan sapmis su anki gordigi seyleri
goremeyen bir Ingilizce &gretmeni olmak
istemiyorum.

Kesinlikle sikict bir Ingilizce &gretmeni olmak
istemem. Bunu diisiinmek bile c¢ok fazla sey
yapiyor beni. Ciinkii zamaninda ¢ok fazla sikici
ogretmenimiz vardi. Sikici derken kastimiz su, iste
acin sayfayl sunu yazin gibi bir moda girmek
istemem.

Sahsen ilerde sadece derse girip ¢ikan konusma

Tiirkce anlatip iif neyse ddev veriyim gegsin ya da
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iste 0dev verip takip etmeyim, ya da iste rutin kilif
ogretmen bu da iste derse giriyor ¢ikiyor sadece
denen bir 6gretmen olmaktan korkarim. O yiizden
de siirekli iste gardimi almaya ¢alistyorum.

Kendimi gelistirmeye ¢alisarak.

Sample Quotations Concerning Factors That Affect Participants’ Ideal and

Feared Selves

e Ilkokuldaki Ingilizce 6gretmenim bdyle ¢ok tatl
bir kadindi. Ben onu ¢ok severdim. Cok giizel
anlattyordu ve bizim i¢in bir siirii ¢ok giizel
etkinlikler hazirlardi. Normal diger dersler sadece
kitaptan islenirken Ingilizce dersleri ¢ok daha
farkli gegiyordu. Hani siniflar ayr1 ayriydi her ders
icin. Ingilizce sinifi boyle ¢ok renkli insanmn igini
acan bir smifti ve Ogretmen ¢ok iyiydi, ¢ok
iizerimize diisiiyordu boyle bir seyler 6gretmek
i¢in.

e Ve de tabi ek olarak hep su diisiincedeydim bir dil
bir insan iki dil iki insan, yani dil bilmenin

Student EFL Teacher lilkemizde olsun genel diinya da olsun ¢ok farkli ve
insan1 bir adim daha Gteye ¢ikaran bir ozellik
oldugunu diisiindiigimden.

e Hig agikcast degismeyen 10 11 yasindan beri bir
diisincem oldu, bir motivasyonum. Dilin yap1
olarak anlayis olarak insan beyninde olmasi ya da
iste bizim 4. Smifta hocamizin Ingilizce bize bir
seyler anlatiyor olmasi benim ¢ok ilgimi ¢ekmisti,
cok farkli gelmisti. Farkli bir dille iletisim

kurabiliyoruz bu nasil oluyor ¢ok garip diye
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Novice EFL Teacher

diisiinmiistiim, merak etmistim. O sekilde bir
esinlendim.

Ingilizceyi gergekten seviyordum ve ¢alistigimda
gercekten daha da i1yi sonuclar elde ediyordum.
Diger dersleri istedigim kadar calisiyim istedigim
verimi alamiyordum ama dil boliimiine gegtigimde
hem gayet mutluydum hem derslerdeki basarilarim
da ytiiksekti.

Ama kesinlikle de idolim olan {iniversite
hocamdir. Muhtesem bir 0Ogretmenligi vardi,
gercekten cok adaletli biriydi ve simf yodnetimi
dersimize de o giriyordu.

Daha sonra gittigim lisedeki 6gretmenim benim
icin ¢ok biiyiik bir ilham kaynagiydi. Kendisi
stirekli bizi yabancit arkadaslar edinmemiz
konusunda  olsun, Ingilizce = konusmamiz
konusunda olsun bizi siirekli gazlardi, motive
ederdi.

Ozellikle teaching philosophy yazdigimz bir
dersimiz vardi, sanirim o da practicum dersi, onu
yazmak beni c¢ok etkiledi. Orda arastirdim ben
nasil bir 6gretmen olmay1 isterim. Neler var ve
communicative based olabilecegine ve 6grencilere
cok fazla grup calismasi vs. yaptirmak isteyen bir
Ogretmen olacagimi diislindiim. Tasarladim ve su
anda da gercekten sinifta en ¢cok yaptigim sey grup
calismasi. Hani Ogrencilere biraz topu atmak
kendim daha az konugmak isterim falan. Hani gene
etkiledi onlar.

Ogretmenlige zaten bdyle dogustan bir seyim

vardi, bir seyleri anlatmak 6gretmek sevdigim de
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Experienced EFL
Teacher

bir seydi. Konugmayr da sevdigim i¢in
ogretmenligi segmem o sekilde oldu.
Universitedeyken kendi hocamdan etkilenip
Ogrencilere yaklagim acisindan Ornek almistim.
Hala daha onun etkileri vardir bende. Yani
ogrencileri yetiskin olarak gorme, onlarla iletisim
sekli. Daha kurumsal bir iletisim sekli vardi. Hani
bilirsiniz ya bazi 6gretmenler notla korkutur bazi
ogretmenler c¢ocuk gibi davranir. Dengeyi
saglayabiliyordu, hem de bilgi veren.

Hani doniim noktas1 olarak her girdigim kurumda
farkli bakis acilar1 yakaladim aslinda. Sabit suydu
benim doniim noktam diyebilecegim bir sey yok
ama her girdigim okulda farkli bakis agilarina
sahip olmama sebep olmus olabilir. Yani bu imam
hatip okulunda baska bir kafayla, meslek lisesinde
baska bir kafayla, her girdigim yerde baska sekilde
ogretmem gerektigini anlayip ona goére kendimi
sekillendirmeye ¢alistim agikcast.

Benim i¢in motivasyon suydu, Ozellikle dili ¢ok
seviyor olmam ve Ingilizceye kars1 bir alakam
vard1. Ben Ingilizce derslerinde ¢ok egleniyordum.
Cok eglenerek yaptigim basarabildigim bir seydi.
Bu yiizden beni ¢ok motive ediyordu bunlar. iste
ne biliyim konusmak, bagl basina yeni yabanci bir
dil o6greniyorsunuz. Ve bunu farkli bir sekilde
yapiyorsunuz. O zaman karar vermistim ben
Ingilizce okumaliyim bu sekilde devam etmeli
diye. Cok zevk alarak yaptigim bir sey o ylizden

tercih ettim.
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Sample Quotations Concerning Participants’ Perspectives for Other Teacher

Groups’ Ideal and Feared Selves

e Deneyimli bir Ingilizce 06gretmeninin korku
yasamamas1 lazim. Bence ayak uyduramama olur,
gelecekteki yeni olacak seylere. Tipki su siiregte
yasadigimiz durum gibi. Belki bdyle bir duruma
ayak uyduramama korkusu olabilir. Zaten her
bakimdan donanimli ve deneyimli bir 6gretmenin
¢ok bir korkuya diisecegini diisiinmiiyorum. Iste
boyle ani bir sey, simdi viriis salgini, ilerde baska

Student EFL Teacher bir sey.

e Simdi soOyle, tabi ki 10 yillik siirecte benim
gorecegim, tecriilbe edecegim baska seyler de
olabilir. Ama bazi degismeyen seyler de var.
Ozellikle 2 o6nemli &zelligin hicbir sekilde
sagsmayacagini diisiinliyorum. Bunlar konusma ve
dinleme becerisi. Bir durumda uzaktan egitim ¢ok
farkli bir boyut alir, o zaman ben bdyle bir duruma
ayak uydurabilecek miyim acaba korkusu
olusabilir biiyiik ihtimal. Yeniliklere ayak
uyduramamak olabilir.

e Zamana ayak uyduramamak belki korkutabilir
tecriibeli 6gretmenleri.

e Ogrencinin sordugu bir soruya cevap verememe,
onun da bana olan giivenini, ister istemez hani bu
daha yeni atanmis daha benim sordugum soruyu
bilmiyor. Aninda karalama seyi var Ogrencide.
Ondan dolay1 ondan ¢ekinirdim, 6grenci karsisinda
mahcup olmaktan.

e Su anki korkularimdan farkli olarak benim

kendimle alakali korkularim disinda belki
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Novice EFL Teacher

velilerden belki okulun diger o6gretmenlerinde
kaynakli sorunlar olabilir. Ciinkii takip ettigim
sayfalar var velilerden ¢ok fazla sikayetci
ogretmenler ya da yoneticilerinden. Is hayatinin
getirdigi beraber calistigin arkadaslarinla ya da iste
farkli kisilerle sorunlar olabilir korkularim bu
seferde. Ciinkii birka¢ tanistigim kisi de velilerle
ya da iste meslektaglariyla sikintilar yasiyorlar
zaman zaman ve bu onlari iizliyor.

Belki bir 10 15 yildir ¢alistyor olsaydim az once
konustugumuz tikenmislik sendromuna
yakalanmaktan korka bilirdim. Ya da siirekli ayn
seyleri ayn1 kademedeki 6grencilere anlatmaktan
yorulmus olabilirdim. Ciinkii miifredatimiz ¢ok
degismiyor. Tabi ki kiictiik kiiclik degisiklikler var
ama 10 y1l boyunca ben 2. Siniftan 8. Sinifa ya da
8’den 10’a kadar her yil atiyorum eyliilde ayni
konu, seneye yine ayni konu. Siirekli ayni seyleri
anlatmaktan  yorulmus olabilirim. Ya da
degismedigi i¢in bir seylerden siirekli sikayet eden
bir 6gretmen de olabilirim. Siirekli ayni seyleri
anlatmak yipratici olabilir.

Meslege yeni baslayan oOgretmenin her seyi
bildigini diislinmemesi. Ve genel olarak kendisini
cok yormadan yapmasi gereken seyleri en pratik
sekilde yapan Ogretmen ideal Ogretmendir
diyebilirdim mesela. Ciinkii 15 sene sonra
muhtemelen bagka seyler de ¢ikiyor. Tecriibeyle
birlikte hayatta degisimler de var, 15 sene demek
cocuk demek, belki biiyiiklerin hastaliklar1 demek,
bir¢ok sey ve ayni performansi gostermiyor olacak

ideal 6gretmen. Isini ¢ok daha c¢abuk bitiren,
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halleden etrafiyla iletisimi iyi olan dstleriyle ve
astlariyla ve 6grencilerini anlayan ve 6grencilerin
derdini kisa siirede ¢ozebilen hem dil agisindan
hem de daha baska sorunlari agisindan.
Pratiklesen, yani daha 1yi yapmaktan ziyade
aslinda ultimate, yani yapabilecegi seyi standart
olarak yapabilen bir 6gretmen ideal Ogretmen
olabilir.

Bir seyleri bilememekten, Ogrencinin karsisinda
bilememekten, yanlis yapmaktan. Ama su an siniftayim
ve korkmuyorum. Bana bu korkuyu verdirmeyen sey de
hatalarima benim de giiliiyor olmam. Ya onu nasil
dedim. Mesela hizli hizli konusurken birden sagma bir
telaffuz yapiyorum. Ama mesela bazi simiflar oluyor
problem yasiyorsaniz daha gergin olursunuz bunu
yapamazsiniz. Sanirim bundan korkuyor olabilirler.
Ciinkii stajda bir liseye giderken korkmustuk, hocam ya
hata yaparsak diye. Ama korktugumuz gibi de
olmamisti. Ciinkii orada 6gretmen olan sen oldugun
icin oyunun kuralint sen koyuyorsun. Ama burada
O0gretmenin rolii cok 6nemli.

Girdigi kurumda yeterliligini ispatlama korkusu
olabilir aslinda. Beni ise aldilar ama ben kendimi
kanitlamaliyim, dogru tercih yaptiklarini onlara
gostermeliyim. Benden siiphe etmesinler. Caliskan
oldugunu gostermek isteyebilir, bilgili oldugunu
gostermek isteyebilir, insan iligkilerini iyi tutmaya
calisabilir. Onun hakkinda iyi seyler diistinmelerini
isteyebilir. Belki onu sevmemeleri ya da
begenmemeleri olabilir. Meslekte yeni olduklar
icin kendilerini kabul ettirmek olabilir.

Daha fazla kisisel gelisime maruz birakabilirler

kendilerini. Benim eskiden aldigim sertifika sayisi
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Experienced EFL simdikiyle boy 6lgiisemez. 1k 5 y1lda gelisimlerini

Teacher Nirvana’ya ¢ikarabilirler bence sonra da onu
tecriibeyle birlestirerek muhtesem Ogretmenler
ortaya cikarabilirler diye diigiiniiyorum.

e Meslege yeni baslayanlar daha kati kurallar
olabilir, mesela yazililarin ortalamasi 40 ise
kesinlikle degistirmem kalir. Ama degistiriyorsun
zamanla. Farkli degerlendirme kriterleri ortaya
cikabiliyor.

e Ve gene baglantili, bu iletisim yani. Biiylik
ihtimalle toz pembe goriiyor olacaktim ben 4.
Sinifta. Ben bir 6grenciyle tanisacagim ve onun
hayatin1 degistirecegim. Bunun belki farkinda
degiliz yapiyoruz ama. Yada zorunlu hizmet
doneminde bir ¢ok insanin gitmek istemedigi bir

yere gidecegim ve onlarin hayatina dokunacagim.

Sample Quotations Concerning Participants’ Ideal and Feared Selves with the
Effect of Covid-19 Pandemic

e Evet oldu kesinlikle, teknoloji konusu. Ben simdi
oncesinde zaten bilgisayarim yoktu. Sonra oldu,
sonra 0 da bozuldu. Ve ben bu siirecte sunu
anladim. Kesinlikle yani o hocalarin da 6ncesine
yonelik teknolojiyle alakalari kisitli diizeyde diye
diisiiniiyorum. Bundan dolay1 zaten kendilerini
orda o kadar iyi ifade edemiyorlar. Ya da
teknolojiyi o kadar iyi kullanamiyorlar. Bende
dedim ki acaba benim de Ogretmen oldugum
donemde su stiregler yasanirsa acaba bende boyle

teknolojiyi kullanamayan birimi olacagim dedim.

Student EFL Teacher
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Novice EFL Teacher

Evet hocam mesela disiiniiyorum bizde
derslerimizi uzem iizerinden aliyoruz ve bazi
hocalarimizin eksiklik demeyim de nasil deyim
bazen onlar da sorun yasiyordur elbette biz de
anlamakta sorun yastyoruz. Ve hani bir 6grenciyle
yliz ylize bakarak belki daha kolay hani o moda
gore anlatimi1 degistirmek anlatmak daha kolay.
Ama ne 6gretmen bizi goriiyor ne biz dgretmeni
gorliyoruz yani bu sefer de sey oluyor internet
izerinde sadece anlatiyor. Karsisindaki kisiye ne
kadar etkili oluyor gidiyor mu karsiya konu bunu
anlamasi ¢ok zor.

Sanirim beni en ¢ok zorlayacak olan sey iletisim.
Utiin 6grencilerle olmasa bile birgok 6grenciyle
iletisim kurabilmek beni korkuturdu. Cilinkii
Ogrenciler biraz koptular yani ister istemez.
Uzaktan verimli bir iletisim kuramamak beni biraz
endiselendirdi agikcasi.

Bu donemde kesinlikle dijital okuryazarlig
gelismis bir Ogretmen bir adim Onde oldu.
Maalesef  teknolojiyle arast iyi olmayan
Ogretmenler bu donemde geri plana distiiler. O
ylizden Ogretmenlerin bu konuda kesinlikle
kendilerini gelistirmeleri gerekiyor. Yoksa bu eba
sistemi ¢ok glizeldi bence. Cok glizel ders
isleyebilirdik, hi¢bir dersimize ket vurmazdi
kesinlikle. Ben sistemi altyapiyr begendim
gercekten. Ama bunu beceremeyen hocalarimiz
yok degil. Sisteme nasil giriyoruz diye soruyorlar.
Cok zorlandim maalesef. Dedigim gibi telefonlar1
bile yoktu bazilarmin. Velilerine ulagiyorum,

velileri ¢ok da ilgili degildi maalesef benim
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Experienced EFL
Teacher

Ogrencilerimin. 27 6grencim varsa belki sadece 6 7
tanesinin  velisi ilgiliydi. Digerlerine bazen
ulasamadigim bile oldu. Eba sifresi alirken bile
zorlandim. Sifre aliyorum olmuyor, yok hocam bu
olmuyor, tekrar deniyorum yine olmuyor.

Su giiniimiiz itibariyle iyi bir 6gretmen olmaktan
bahsediyorsak bir kere online donanimi epeyce iyi
olan biri olmali. En azindan teknolojiye acik
olmali, 6grenmeye agik olmali. Cok flexible
olmast gerekiyor oOgretmenin su donemde
ozellikle, bundan sonraki donemde hatta. Siirekli
degisen sartlarimiz var, belki tamamen online a
gececegiz. Ve alisilagelmis seylerin  disina
cikabilen biri olmalt.

Onun disinda siirecle alakali iletisim konusunda
s0yle demis olabilirim. Iyi ki dgrencileri motive
edebiliyorum. Ciinkii sonug olarak ben sadece ders
yapmadim ¢ocuklar1 ayni zamanda motive de
ettim. Hem onlar psikolojik olarak iyi degiller hem
biz. Siire¢ igerisinde ben Ogrencilerimle siirekli
yazigsmalarda bulundum. Strekli ders degil iste
farkl konularda da konusmalarimiz,
yazismalarimiz oldu. Iyi ki 6grencilerle iletisim
kuramayan bir insan degilim.

Yani nasil deyim, bazen ekrana baktigimda katilim
sayisin1 ¢ok gordiigiimde miithis bir heyecanla
hani bir seyler yapmaya calisiyorsun. Sinifin sayisi
az  oldugunda Ogrenci gibi bizim de
motivasyonumuz diisliyor aslinda. Arz talep gibi.
Biz o ¢ocuklardaki o istegi gordiiglimiiz zaman
daha fazla bir seyler yapasimiz geliyor. Onlardaki

motivasyon eksikligi, Covid sebebiyle uzaktan
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egitim blitiin branslar i¢in maalesef ayni seyi
hissettirdi.

Az oOnce bahsettigim bu web 2 araglar1 var ya
kahoot gibi. Bu tarz ortamlar1 ¢ok daha arastirdim
ben acik sOyleyeyim. Ciinkii o tarz konularda biraz
eksik oldugumu diisiindiim.

Tabi, adaptasyon becerisi 6n plana geldi burada.
Bu hani her tiirlii yoksunluk ve endiseye ragmen
biz yine her sey ¢ok normalmis gibi uyum sagladik,
yani hi¢ birakmadik buradan devam ettik,
platformumuz bu dedik buradan devam ettik.
Ogrencilere ulasmaya calistik. Burada tabi bizim
yazil1 becerilerimiz 6nemli oldu 6grencilere daha
cok yazili ulastirdik mesajlarimizi. Derslerimizi de

sOzlii yaptik tabi ki internet lizerinden.
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J. TURKISH SUMMARY / TURKCE OZET

Ogretmen olmak sadece teknik bilgileri dgrenip o bilgileri siifta uygulamaktan ibaret
degildir. Aksine 6gretmen olmak dgretmenin kimlik gelisimini de ele alan daha karisik
bir siirectir. Bu nedenle 6gretmen kimligini yeteri kadar anlayamamak 6gretmen
yetistirme programlarmin en biiylik sorunlarindan biridir. Tarihsel gelisimine
bakildiginda 6gretmen kimligi lizerine uzun yillar boyunca ¢ok fazla diistiniilmemistir.
Fakat biligsel teorilerden daha sosyo-kiiltiirel teorilere dogru bir yonelimin
baslamasiyla dgretmen kimliginin de énemi anlasiimaya baslanmistir. Ozellikle son
yillarda 6gretmen kimligi konusundaki arastirmalarda artig goriilmiistiir. Cogu ¢alisma
ogretmen kimligini anlamanin 6gretmen gelisimi ve mesleki gelisimini anlamak i¢in
onemli oldugu sonucuna varmaktadir. Bu nedenle 6gretmen kimligini arastirmak

Ogretme ve 0grenme faaliyetlerini daha iyi hale getirebilmek i¢in son derece 6nemlidir.

Literatiire baktigimizda o6gretmen kimligine iliskin eger Ogretme ve Ogrenme
faaliyetlerini daha iyi anlamak istiyorsak 6gretmenleri daha iyi anlamamiz gerektigi
ve eger Ogretmenleri daha 1yi anlamak istiyorsak onlarin kim oldugu, onlarin mesleki,
kiiltiirel, siyasi kimliklerini anlamanin ne kadar 6nemli oldugundan bahsedilmektedir.
Kimlik gelisimi hem bireysel hem de sosyal bir meseledir. Bu nedenle 6gretmen

kimligi hem i¢sel hem de dissal faktorlerden etkilenir.

Ogretmenler farkli kariyer basamaklarindan gegerler. Oncelikle gretmen aday1 olarak
Ogretmen yetistirme programlarinda meslege adim atarlar. Programa basladiklarinda
onceden edindikleri tecriibbe ve bilgilerin etkisi altinda o6gretmen kimliklerini
olusturmaya baslamis olurlar. Yillar igerisinde ise gerekli bilgi ve donanima bu
program araciligiyla ulasirlar. Ayrica son yillarinda staj tecriibesi edinirler. Uygulama
okullarinda 6gretmenlige gozlem ile baslayarak programlarinda aldiklar1 teorik

bilgileri uygulama sansi1 bulurlar. Staj 6gretmen adaylarmin kimlik gelisimini 6nemli
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derecede etkilemektedir. Okul, ortam, Ogrenciler ve danigsman hocalar1 6gretmen

adaylarinin okul ve 6gretmenlik konusundaki diisiincelerini etkilemektedir.

Mezuniyet sonrasi ise dgretmenler yeni dgretmen olarak goreve baslarlar. Ozellikle
meslegin ilk yillarinda ¢ogu 6gretmen teorik bilgiler ve okul gergekleri arasinda zorluk
gecerler. Arastirmalar gosteriyor ki birgok 6gretmen mesleginin ilk 5 yilinda
mesleklerini birakiyorlar. Bu donem onlarin kimliklerini son derece fazla
etkilemektedir. Ogretmenlerin 6gretmen kimliklerini ortama gdre yeniden adapte

edebilmeleri gerekmektedir.

Yillar igerisinde ise Ogretmene saglanan destek azalir ve Ogretmenler tecriibeli
ogretmen olarak nitelendirilmeye baslanir. Ozellikle bu dénemde meslege yeni
baslayan 6gretmenlere gore daha fazla ve cesitli gorevlere sahiptirler. Ayrica meslege
yeni baglayan bir 6gretmene gore meslege karst daha az baglanmis durumda olurlar.
Bu farkli kariyer donemleri gosteriyor ki 6gretmenler her kariyer doneminde farkli bir
kimlik gelisimi siireci yasarlar. Bu nedenle Ogretmen kimligini arastirirken
ogretmenlerin farkli kariyer donemleri goz Oniine alinmali ve gelisimsel bir siire¢
olarak degerlendirilmelidir. Her donemin farkli 6zellikleri ve gereksinimleri olduguna

dikkat edilmeli ve 6gretmen kimliginin bu farkliliklardan etkilenecegi diistiniilmelidir.

Bu nedenle bu ¢alismanin amaci 6grenci, meslege yeni baslayan ve tecriibeli Ingilizce
ogretmenlerinin mesleki kimlik gelisimlerini Markus ve Nurius’in (1986) olasi
benlikler kuramiyla Tiirkiye baglaminda incelemektir. Bu ¢alisma kapsaminda
mesleki kimlik gelisimi gelisimsel olarak ele alinmaktadir. Bu c¢alisma ile
mesleklerinin farkli dénemlerinde olan Ingilizce &gretmenlerinin farkli ideal ve
korkulan mesleki kimlikleri olup olmadigi ve bunlar1 etkileyen faktorlerin
arastirilmasi amaglanmaktadir. Bu nedenlerden dolay1 farkli kariyer donemlerinde
olan Ingilizce 6gretmenlerin ideal ve korkulan mesleki benliklerinin arastirilmasi

onlarin gelisimsel mesleki kimlik gelisimini ortaya ¢ikarmasi beklenmektedir.

Bunlara ek olarak bu calisma sadece farkli kariyer donemlerinde olan Ingilizce
Ogretmenlerinin su anki mesleki kimliklerini ortaya g¢ikarmanin yaninda onlarin
gelecege yonelik korku ve beklentilerini de ortaya c¢ikarmayr amaglamaktadir.
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Boylelikle daha kapsayici ve biitiinsel bir kimlik gelisimi arastirilmasi saglanacaktir.
Ayrica bu caligsma araciligiyla 6grenci, meslege yeni baslayan ve tecriibeli 6gretmenler
hem kendilerinin hem de diger 6gretmen gruplarinin mesleki kimlik gelisimlerinin
daha iyi farkina varacaklardir. Ogretmenler her kariyer basamaginda mesleki
kimliklerini yeniden tanimlarlar. Bu nedenle farkli kariyer donemlerindeki kimlik
gelisimleri hakkinda farkindalik kazandirarak onlarin mesleki kimlik gelisimini
desteklemesi beklenmektedir. Bunlara ek olarak ingilizce 6gretmeni mesleki gelisimi
hakkinda farkindalik kazandirmanin dil politikalar1 ve uygulamalar1 konusunda yol

gosterici olmasi beklenmektedir.

Bu ¢alisma bir¢ok farkli agidan 6nem tasimaktadir. 11k olarak, dgrenci, meslege yeni
baslayan ve tecriibeli 6gretmenlerin gelecege yonelik mesleki korku ve beklentileri
daha iyi anlasilacaktir. Gelecege yonelik bakis agis1 6gretmenlerin gelecek planlarini
yapmalarinda motive edici bir diirtii gorevi gorebilir. Buna ek olarak 6gretmenler
kendi 6gretmen kimliklerinin farkina varirlar. Boylelikle mesleki kimliklerini daha iyi
yonde gelistirebilirler ve daha etkili 6grenme ve 6gretme faaliyeti gergeklestirebilirler.
Ayrica 6gretmenler diger 6gretmen gruplarinin farkli beklenti ve korkularinin daha iyi
farkina varabilirler. Boylelikle 6gretmen gruplari arasindaki iletisim ve paylasim daha
etkili olabilir ve birbirlerini daha etkili destekleyebilirler. Bunlara ek olarak, ¢calisma
sonuglar1 egitim politikalarinin karar verilmesinde ve uygulanmasinda, 6gretmen
egiticilerinin egitimlerinde ve daha etkili ve verimli materyal tasarlanmasinda katk1

saglayabilir.

Ayrica bu calisma Ingilizce 6gretmen kimligini daha kapsayici ve biitiinsel olarak ele
alir. Ogretmenlerin 6grenci olduklari dénemden baslayarak, onlarmn meslege yeni
basladigr donemler ve meslekte tecriibeli oldugu donemleri de kapsayarak mesleki
kimlik olusumunu daha kapsayici olarak ele alir. Boylelikle Tiirkiye baglaminda
Ingilizce dgretmen mesleki kimlik gelisimini daha kapsayici ve biitiinsel olarak ele

alir.

Bu amaglar dogrultusunda g¢alisma kapsaminda alti arastirma sorusuna cevap
bulunmaya calisilmustir. Ik olarak 6grenci, meslege yeni baslayan ve tecriibeli
Ingilizce 6gretmenlerinin ideal ve korkulan mesleki kimliklerini nasil tanimladiklarina
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bakilmistir. Daha sonra bu ii¢ farkli 6gretmen gruplarinin ideal ve korkulan kimlikleri
arasinda istatistik olarak bir fark olup olmadigi arastirilmistir. Daha sonra bu 6gretmen
gruplarmin ideal ve korkulan kimliklerinin olusumunda etkili olan faktorler
aragtirtlmistir. Ayrica, 6gretmen gruplarinin birbirlerinin ideal ve korkulan benlikleri
hakkinda ne diistindiiklerini arastirilmistir. Ve son olarak Covid-19 Pandemisinin bu

ti¢ farkli 6gretmen gruplarinin ideal ve korkulan kimliklere olan etkisi aragtirilmistir.

Olasi benlikler teorisi ilk olarak Markus ve Nurius tarafindan 1986°da bahsedilmistir.
Teori daha ¢ok psikoloji alaninda gelistirilmis olup daha sonra birgok farkli alanda da
kullanilmistir. Teori benlikle 1ilgili konularda gelecege yonelik bakis acilarini
arastirmaya yoneliktir. Teori hem pozitif hem de negatif bakis agilarini aragtirmayi
icermektedir. Gelecekte olmak istedigin ya da gelecekte olmak istemedigin,

kagindigin benligi anlamaya yoneliktir.

Olasi1 benlikler teorisi sosyal ¢evrede olusur bu nedenle zaman igerisinde degisime
aciktir. Teori 6zellikle son yillarda 6gretmen mesleki kimlik gelisimini arastirmak i¢in
kullanilmaya baglanmistir. Teori araciligryla 6gretmenlerin olmak istedikleri, yani
ideal ve olmak istemedikleri yani kacindiklari, yani korkulan kimliklerini arastirmak
icin kullanilmaktadir. Bu teori araciligiyla 6gretmenlerin mesleki kimlik gelisimleri
daha biitiinsel ve kapsayici olarak anlagilmasi umulmaktadir. Cogu teorinin aksine bu
teori ile hem pozitif hem de negatif bakis acilarin1 arastirmaya yoneliktir. Ayrica
ogretmenlerin gelecege yonelik beklenti ve korkular1 hakkinda farkindalik yaratmak

onlarin kimlik gelisimini desteklemeye yardimci olacaktir.

Arastirma amacina ulasmak icin karma arastirma metodu kullanilmistir. Ozellikle son
yillarda sik¢a kullanilmaya baslanilan karma metot hem nitel hem de nicel veriler
araciligiyla her iki metottan fayda saglarken, bu metotlarin eksikliklerini de
kapatmaktadir. Bu nedenle ¢alisma kapsaminda karma aragtirma metodu kullanilarak
Ingilizce dgretmen kimligi gelisimi arastirilmasi amaglanmustir. Karma arastirma
metodu cok dikkatli bir veri toplama, analiz etme ve yorumlama siirecini
gerektirmektedir. Bu siireclerdeki farkliliklara gére degisen farkli karma arastirma
desenleri mevcuttur. Bu arastirma kapsaminda agiklayici sirali karma deseni
kullanilmigtir. Bu desende nitel ve nicel metotlar sirali olarak uygulanir.
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Ik olarak bir anket araciligiyla nicel veriler toplanmistir ve analiz edilmistir. Daha
sonra analiz edilen nicel verilerden de yola ¢ikilarak yari yapilandirilmis goriismeler
araciligiyla nitel veriler toplanmistir ve analiz edilmistir. Her iki verinin de toplanip
analiz edilmesinden sonra veriler beraber yorumlanmistir. Nitel veriler i¢in yapilan
goriismelerin katilimeilar: nicel verilerin toplandigi katilimcilardan goniillii olanlar
arasindan se¢ilmistir. Karma desenin kullanildigi arastirmalarda nitel ya da nicel
verilerden birisi daha agirlikli olarak yorumlanabilir. Bu calisma kapsaminda nitel
veriler daha agirlikli olarak yorumlanmasi amaglanmistir. Toplanan nicel verilerden
nitel verileri daha kapsamli ve detayl1 agiklamak icin faydalanilmistir. Verilerin analiz

edilmesinde hem nitel hem nicel analiz yontemleri kullanilmistir.

Caligmanin katilimcilari, karma arastirma desenlerinde en yaygin olarak kullanilan
sirali karma 6rnekleme yontemiyle secilmistir. Bu yontemde ¢aligmanin ilk agamasina
katilan katilimcilar arasindan ¢aligmanin ikinci agamasi i¢in uygun olan katilimcilar
belirlenir. Caligmanin ilk asamasi i¢in uygulanacak olan anket katilimcilar1 6grenci,
meslege yeni baslayan ve tecriibeli Ingilizce ogretmenleri olmustur. Calisma
kapsaminda 63 Ogrenci, 65 meslege yeni baslayan ve 66 tecriibeli Ingilizce
dgretmeninin olusturdugu toplamda 196 katilimei Ingilizce 6gretmeni arastirmada yer
almistir. Bu katilimcilar Tiirkiye’de milli egitime bagl okullarda farkli seviyelerde
gdrev yapan ya da Ingilizce 6gretmenligi 4. Sinifta olan Ingilizce 6gretmen adaylaridir.
Meslege yeni baslayan ve tecriibeli 6gretmenlere mail araciligiyla kartopu yontemiyle
ulasilmustir. Ingilizce 6gretmenligi 4. Smifta okuyan katilimcilar ise uygun drneklem
yoluyla ulasilmistir. Ogretmen adaylar1 Tiirkiye’de bulunan iki farkli devlet
{iniversitelerinde (Orta Dogu Teknik Universitesi ve Amasya Universitesi) okuyan 4.
Smif dgrenciler arasindan secilmistir. Ogretmen adaylar1 derslerine devam etmeleri

yaninda, uygulama okullarinda staj faaliyetlerinde de bulunmaktalar.

Calismanin ikinci asamasi i¢in goriismeler yapilmistir. Goriismeler i¢in katilimeilar
ankete katilan katilimcilar arasindan goniillii olan 6gretmenler arasindan amagh
orneklem yoluyla se¢ilmislerdir. Amacgli 6rneklem cesitlerinden olan maksimum
cesitlilik orneklemesi ile segilmislerdir. Her 0gretmen grubundan dort gretmen
secilmistir ve telefon araciligi ile goriismeler gerceklestirilmistir. Literatiire de uygun
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olarak bu c¢alisma kapsaminda meslege yeni baslayan Ogretmenler 1-5 yil arasi
tecriibeye sahiptirler. Tecriibeli 6gretmenler ise 5 yildan fazla alaninda tecriibeli

Ingilizce 6gretmenleri olarak kabul edilmistir.

Arastirma verileri anket ve goriismeler araciligiyla iki farkli asamada toplanmustir. Tlk
olarak anket araciliiyla veriler toplanmistir. Anket yontemi sosyal bilimlerde en ¢ok
kullanilan arastirma yontemlerinden biridir. Calismada kullanilan anket Karimi and
Norouzi (2019) tarafindan gelistirilmistir ve ¢alisma dncesinde gerekli izinler anket
sahibinden alinmistir. Ankette iki farkl1 dlgek bulunmaktadir. ilki “ideal dil gretmeni
kimligi” ve ikincisi “korkulan dil 6gretmeni kimligi”dir. Ankete ek olarak veri toplama
sirasinda katilimcilara iki adet acik u¢lu soru da sorulmustur. Sorular katilimcilarin
ideal ve korkulan dil 6gretmen kimligini daha iyi anlamaya yoneliktir. Bunlara ek
olarak katilimcilar hakkinda bilgi sahibi olmaya yonelik demografik sorular da

eklenmistir.

Ideal dil gretmeni kimligi 6l¢egi 15 maddeden olusan hi¢ dogru degilden ¢cok dogruya
dogruya uzanan altih Likert dlgegidir. Olgekte dort faktdr vardir. Bunlar: uzman dil
kullanicist kimligi (maddeler: 1,2,3), sosyal/mesleki olarak taninmis olma kimligi
(maddeler: 4,5,6,7), mesleki gelisimle ilgili 6gretmen kimligi (maddeler: 8,9,10) ve dil
Ogretiminde uzman 6gretmen kimligidir (maddeler: 11,12,13,14,15). Korkulan dil
Ogretmeni kimligi 6lgegi ise 13 maddeden olusan hi¢ dogru degilden ¢ok dogruya
dogru uzanan altili Likert 6lcegidir. Olgekte {i¢ faktdr bulunmaktadir. Bu faktorler:
alaninda yetersiz/bilgisiz 6gretmen kimligi (maddeler: 1,2,3), mesleginde
motivasyonu olmayan 6gretmen kimligi (maddeler: 4,5,6,7,8) ve mesleki olarak

yorgun 6gretmen kimligidir (maddeler: 9,10,11,12,13).

Calismanin ikinci asamasinda veriler yar1 yapilandirilmis goriismeler araciliiyla
toplanmistir. Gorlismeler ¢alismanin ilk asamasi olan ankete katilan katilimeilardan
goniillii olanlar arasindan amagli 6rneklem araciliiyla secilmistir. Goriisme sorulari
calisma teorisine ve amacma uygun olarak arastirmaci tarafindan Onceden
hazirlanmistir. Gériisme sorularinda iki kisim vardir. i1k kisimda biitiin katilimcilara
sorulan ortak sorular yer almistir. Bu sorularin amaci 6gretmen gruplarin ideal ve
korkulan 6gretmen benliklerini daha iyi anlamaktir. Gorlisme sorularinin ikinci
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kisminda her katilimci 6gretmen grubu icin 6zel hazirlanan sorular bulunmaktadir. Bu
boliimiin asil amact ise 6gretmen gruplarmin diger 6gretmen gruplarinin ideal ve

korkulan 6gretmen kimlikleri hakkindaki goriis ve diisiincelerini 6grenmektir.

Calisma kapsaminda veri toplamaya baslamadan once veri toplama araglarinin pilot
caligmalar1 yapilmistir. Pilot calisma yapmak ¢alismanin ileriki zamanlarinda ortaya
cikabilecek olasi problemlerin oniine gecer. Bu nedenle veri toplama araglarinin asil
veri toplama &ncesinde pilot ¢alismasi yapilmustir. Ilk olarak anketin goriiniis
gecerliligi icin alandan ti¢ farkli uzmana danisilmistir. Uzmanlar anket maddelerine
bakarak hedef katilimcilar i¢in maddelerin agik ve anlasilir olup olmadiklarini
incelediler ve onerilerini dile getirdiler. Onerileri kapsaminda anket maddelerinde
anlasilirhigi kolaylastirmak icin birkag kiiciik degisiklikler yapilmistir. Bu degisiklikler
daha ¢ok kelimelerin daha anlasilir olmasi i¢in es anlamlisinin yazilmasi ya da

aciklama eklenmesi gibi degisikliklerdir.

Daha sonra anketin yap1 gegerliligi icin dogrulayic1 faktdr analizi yapilmistir.
Dogrulayic1 faktor analizi i¢in hedef katilimcilarla benzer oOzellik gosteren 208
katilimciya anket uygulanmistir. Dogrulayict faktor analizi dlgegin kiiltiirel alarak
uygun olup olmadigini degerlendirir. Analiz sonucunda ideal ve korkulan dil
ogretmeni kimligi dlgeklerinin kiiltiirel olarak da uygun oldugu goriilmiistiir. Ayrica
Olcegin giivenilirligi i¢cin Croanbach Alpha degerine de bakilmistir ve 6lgegin gegerli

olmasinin yaninda yarica giivenilir de oldugu sonucuna varilmstir.

Ikinci veri toplama arac1 olan goriismeler de ana ¢alisma dncesinde pilot ¢alismasi
yapilmustir. Ik olarak calisma amag¢ ve teorisine uygun olarak goriisme sorulari
arastirmaci tarafindan hazirlanmistir. Daha sonra goriisme sorulari dil 6gretimi ve
Ogrenimi alaninda uzman olan 3 aragtirmaciya gosterilmistir. Uzmanlar sorularin agik
ve anlasilir olup olmadigii degerlendirip goriislerini arastirmaciyla paylagmislardir.
Uzman degerlendirmelerinden yola ¢ikilarak goriisme sorulari tekrar diizenlenmis ve
pilot ¢calisma i¢in uygun hale getirilmistir. Daha sonra pilot ¢alisma i¢in ¢alismanin ilk
asamasma katilan katilimcilardan goniillii olan alt1 katilmeciya ulasilmistir.
Katilimeilar her 6gretmen grubundan iki 6gretmen olacak sekilde segilmislerdir.
Gortismeler telefon araciligiyla katilimcilarin -~ anadillerinde  yapilmistir  ve
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katilimcilarin da izinlerin alinmasiyla se kayitlari alinmigtir. Daha sonra analiz igin ses
kayitlar1 transkript edilmistir ve icerik analizi yontemiyle analiz edilip kodlar ve

temalara ayrilmistir.

Goriisme pilot ¢alisma sonuglarina gére Ingilizce 6gretmen adaylari ideal dil
ogretmeni Ozelligi olarak o6zellikle uzman bir dil kullanicis1 olmay1 ve pedagojiyi
vurgulamislardir. Meslege yeni baslayan Ingilizce gretmenleri ise ideal dil 6gretmeni
ozelligi olarak daha ¢ok pedagoji ve mesleki gelisimi vurgulamislardir. Alaninda
tecriibeli Ingilizce 6gretmenleri ise ideal dil 6gretmeni dzelligi olarak 6zellikle mesleki
gelisim ve taninmus bir Ingilizce &gretmeni olmayr dnemsemislerdir. Korkulan
ogretmen kimligine bakildiginda ise Ingilizce 6gretmen adaylarinin daha ¢ok yorgun
ve motivasyonunu Kkaybetmis bir 6gretmen olmaktan korktuklari; meslege yeni
baslayan ve tecriibeli Ingilizce 6gretmenlerinin ise motivasyonunu kaybetmis bir
ogretmen olmaktan korktuklar1 goriilmiistiir. Ayrica kod frekanslarina bakildiginda
ogretmen adaylarmin meslege dair meslege yeni baslayan ve tecriibeli ingilizce

Ogretmenlerine gore daha gesitli ve ¢cok endiselerinin oldugu da goriilmiistiir.

Ogretmen gruplarinin ideal ve korkulan dgretmen kimliklerini etkileyen faktorlere
bakildiginda ise biitiin 6gretmenlerin en az bir tane daha 6nceki yillarda karsilastig
bir 6gretmenlerinden etkilendiklerinden bahsettikleri goriilmiistiir. Ayrica 6gretmen
adaylar1 ve meslege yeni baslayan Ingilizce oOgretmenleri staj tecriibelerinden
bahsederken, tecriibeli Ingilizce Ogretmenleri daha c¢ok ¢alisma ortamlarindan
bahsetmislerdir. Bunlara ek olarak 6gretmen gruplari diger 6gretmen gruplarinin ideal
ve korkulan kimlikleri hakkindaki fikirlerini paylagmislardir. Ogretmen gruplari ideal
ogretmen kimliklerinin her 6gretmen grubu i¢in benzer olacagina vurgu yapmislardir.
Korkulan 6gretmen kimligine iliskin ise Ogretmen adaylarinin ve meslege yeni
baslayan Ingilizce dgretmenlerinin daha ¢ok smif ydnetimi konusunda korkularinin
olabilecegini, meslekte tecriibeli olan Ingilizce dgretmenlerinin ise daha ¢ok dgretme

heyecanini kaybetme korkulari olabilecegini belirtmislerdir.

Bu calismanin verilerinin toplanmasi iki farkli asamada gerceklesmistir. ilk olarak
anket araciligiyla nicel veriler toplanmis ve analiz edilmistir. Daha sonra nitel veriler
toplanmis ve analiz edilmistir. Daha sonraki asamada ise nicel ve nitel veri sonuglar
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tartigma kisminda beraber yorumlanmistir. Anket hedeflenen katilimcilara farkli
sekillerde uygulanmistir. Ogretmen adaylarm Tiirkiye’deki iki farkli devlet
{iniversitesi olan Odtii ve Amasya Universitelerinde Ingilizce 6gretmenligi boliimii
son siif 6grencileri arasindan goniillii olanlar olusturmustur. Anket bu katilimcilara

online olarak ulastirilmistir ve goniillii olan 68renciler anketi doldurmuslardir.

Meslege yeni baslayan ve tecriibeli Ingilizce 6gretmenlerine ise mail araciligiyla
ulagilmistir. Tiirkiye’nin farkli bolge ve seviyelerinde gorev yapan bu Ogretmen
grubuna ulagmak icin kartopu yoéntemi kullanilmustir. Ogretmenler anketi kendi
aralarinda da paylagsmislardir ve daha genis Ogretmen kitlesine ulagilmistir.
Katilimcilar anketi goniillii olarak ve isim yazmadan doldurmuslardir. Anket sonunda
calismanin bir sonraki asamasi olan goriigmeler i¢cin goniillii olan katilimcilardan

isteklerine bagli olarak telefon ya da mail adresi yazmalari talep edilmistir.

Calismanin ikinci asamasinda veriler yar1 yapilandirilmis goriismeler araciligiyla
toplanmistir. Anket dolduran katilimcilardan goniillii olanlar arasindan her 6gretmen
grubundan ii¢ farkli 6gretmen secilmistir. Katilimeilar amagli 6rneklem tiirii olan ¢ok
cesitlilik yontemine gore secilmislerdir. Goriismeler telefon araciligiyla yaklasik 30
dakika siirecek sekilde planlanmistir. Katilimcilarin goniillii olarak goriismeye
katilmasi saglanmistir ve istedikleri zaman c¢alismadan cekilebilecekleri bilgisine
sahiptirler. Goriismeler katilimeilarin - kendilerini  daha iyi ifade etmelerini

kolaylastirmak i¢in ana dilleri olan Tiirk¢e dilinde yapilmistir.

Calisma verileri analizi i¢in farkli yontemler kullanilmistir. Caligmanin nicel verileri
nicel yontemlerle, nitel verileri nitel yontemlerle analiz edilmistir. Daha sonra analiz
edilen bu veriler beraber degerlendirilip yorumlanmistir. Caligsma verileri Creswell ve
Plano Clark’in (2011) karma arastirma yontemleri i¢in 6nerdigi alt1 asamadan olusan
yontemle analiz edilmistir. {1k olarak veriler analiz i¢in hazirlanmislardir. Daha sonra
veriler incelenmistir. Bir sonraki agamada veriler verinin dogasina uygun yontemler
kullanilarak analiz edilmislerdir. Daha sonra analiz edilen veriler uygun sekillerde
tablolar ve grafikler araciligtyla sunulmustur. Bir sonraki asamada verilerden ¢ikan
sonuclar agiklanmistir. Son asamada ise verilerin gegerliligi verilere uygun
yontemlerle saglanmistir.
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Ik olarak nicel verilerin analizi igin veriler istatistik hesaplamalar igin uygun hale
getirilmistir. Istatistik hesaplamalar i¢in SPSS veri programi kullanilmistir. Daha
sonra veriler arastirmaci tarafindan eksik ya da hatali veri olup olmadigin1 kontrol
etmek icin incelenmistir. Verilerin analiz i¢in uygun olduguna karar verildikten sonra
arastirma sorularina uygun olarak SPSS araciligiyla istatistik testler yapilmistir. Daha
sonra analiz sonuglar1 anlasilir bir bigimde tablolar ve grafikler araciligiyla ifade
edilmistir. Bir sonraki asamada tablo ve grafikler yorumlanmis ve agiklanmistir.
Ayrica verilerin gilivenilirlikleri ve gecerlilikleri nicel arastirma ydntemine uygun

olarak saglanmistir.

Calismanin ikinci agsamasi olan nitel verilerin analizi i¢in ilk olarak goriisme kayitlari
aragtirmaci tarafindan transkript edilmistir. Ayrica anket igerisinde yer alan iki adet
acik uclu soruya verilen cevaplar da bir belgede toparlanmis ve analiz i¢in hazir
edilmistir. Daha sonra nitel veriler gozden gecirilip analiz i¢in uygun olduklaria karar
verilmistir. Nitel verilerin analizi i¢cin MAXQDA nitel veri analiz programi
kullanilmistir. Gorlisme verileri veri kaybint 6nlemek i¢in katilimcilarin ana dilinde
transkript edilmistir ancak analizler ingilizce olarak yapilmistir. Nitel veriler kodlar ve
temalar aracilig1 ile analiz edilmistir. Sonuglarin daha anlasilir olmasimi saglamak
amaciyla analiz sonuglart tablolar halinde kodlar, frekanslar ve temalar olarak
hazirlanmistir. Daha sonraki asamada ise tablolar agiklanmistir. Ayrica katilimcilarin
kendi ifadelerinden de kesitler de verilerek sonuglar daha detayli yorumlanmstir. Son
asama olarak da veriler dogasina uygun bir sekilde dogrulanmis ve giivenilirligi

saglanmustir.

Ayrica bu calisma etik konular dikkate alinarak gerceklestirilmistir. Etik konulara
Ozellikle son yillarda caligmalarda daha fazla 6nem verilmeye baglanmistir. Calisma
oncesinde etik kurulundan gerekli izinler alinmistir. Buna ek olarak katilimer
gizliligini korumak i¢in caligmada katilimcilarin gergek isimleri kullanilmamuistir.
Calisma verileri sadece bu calisma icin kullanilmis olup veriler 5 yil boyunca

saklanacaktir.
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Arastirma  sonuglar1 arastirma sorular1 g6z Oniine almnarak birer birer
degerlendirilmistir. {1k olarak 6grenci, meslege yeni baslayan ve tecriibeli ingilizce
dgretmenlerin ideal Ingilizce dgretmeni kimliklerini anlamaya yénelik veriler analiz
edilmistir. Calisma kapsaminda bu amagla anket ve goriisme verileri analiz edilmistir.
Anket icerigini Likert maddelerden olusan 4 boyutlu Ideal dil 6gretmeni kimligi 6lgegi
ve katilimcilarin goriislerini daha ayrintili incelemek icin bir adet agik uglu soru
olusturmustur. Olgek sonuglar1 agiklayici olarak degerlendirilmistir ve ortalama ve
standart sapmalar hesaplanmistir her bir madde i¢in. Analiz sonuglarina bakildiginda
katilimer 6gretmen gruplariin ideal 6gretmen kimliklerinin olduk¢a yiiksek oldugu
goriilmiistiir. Olgekte yer alan uzman dil kullanicis1 olmak, sosyal/profesyonel olarak
taninmis olmak, mesleki gelisimle ilgili olmak ve pedagojik olarak uzman olmak alt

boyutlarina katilimer gruplarinin her birinin yiiksek oranda 6nemsedigi goriilmiistiir.

Ayrica ankete yer alan acik uclu sorunun analizleri de katilimer 6gretmen gruplarinin
ideal Ogretmen kimliklerinin yiiksek oldugunu desteklemistir. A¢ik uglu sorularin
icerik analizi araciligiyla degerlendirilmesi sonucunda bes farkli tema ortaya ¢ikmigtir.
Bunlar mesleki gelisim, dil yeterliligi, mesleki yeterlilik, kisisel 6zellik ve taninmadar.
Katilimc1 6gretmen gruplar1 bu temalar arasindan 6zellikle mesleki yeterlilik ve kisisel
ozellik iizerinde durmuslardir. Bu sonuglara ek olarak katilimcilarin ideal Ingilizce
ogretmeni kimligini anlamak i¢in belirlenen 6gretmenler ile gorligmeler yapilmis ve
bu goriismeler analiz edilmistir. Analiz sonucunda benzer sekilde mesleki geligim, dil
yeterliligi, mesleki yeterlilik, kisisel 6zellik ve taninma olarak bes tema ortaya
cikmistir. Sonuglar degerlendirildiginde ise ii¢ 6gretmen grubunun benzer sekilde

ideal 6gretmen kimliklerinin ytliksek oldugu gézlemlenmistir.

Calisma kapsaminda sonuglar1 daha iyi degerlendirmek ve anlamak acgisindan
dgretmenlerin ifadelerinden alintilarda yapilmistir. Ornegin, dgrenci dgretmen olan bir

katilimc1 mesleki gelisimle alakali olarak su ifadeleri kullanmistir:

“Ingilizce ogretmenleri kendilerini siirekli gelistirmelidir. Dil ile _alakali son
gelismeleri takip etmelidir. Sadece kendi iilkesindeki degil diinyadaki Ingiliz diliyle
ilgili degisiklikleri takip etmelidir.”
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Buna ek olarak meslege yeni baslayan bir Ingilizce &gretmeni derste ingilizce

kullanimina yonelik ideal 6gretmen beklentisini soyle ifade etmistir:

“Ne yazik ki bazi Ingilizce égretmenleri sinifia Ingilizce konusmuyorlar. Onlar
Ingilizce konusamiyorlar demek istemiyorum. Bence onlarin sinifta Ingilizce
konusmak icin o6zgiivenleri yok. Tiirk¢ce konusmak onlar icin daha kolay. Bence daha
etkili bir 6gretmen olmak igin bu durumun iistesinden gelmeleri gerekir.”

Ayrica tecriibeli bir Ingilizce dgretmeni kisisel 6zellik arasinda yer alan iyi iletisim

becerisine sahip olmak ile alakali su ifadeleri kullanmustir:

“Ogrencilerle iyi bir iliskive sahip olmak ¢ok énemlidir. Ornegin, bir ogretmen
ogrenciye nasil geri doniit verir ya da nasil motive eder. Ogretmenin iletisim becerisi
ogretmenin ogretim faaliyetlerini ¢ok etkiler.”

Arastirmanin ikinci sorusu kapsaminda 6grenci, meslege yeni baslayan ve tecriibeli
Ingilizce Ogretmenlerinin korkulan 6gretmen kimligi arastirilmistir. Calisma
kapsaminda bu amagla anket ve goriisme verileri analiz edilmistir. Anket igerigini
Likert maddelerden olusan 3 boyutlu Korkulan dil 6gretmeni kimligi olgegi ve
katilimcilarin  goriislerini daha ayrintili incelemek i¢in bir adet agik uglu soru
olusturmustur. Olgek sonuglar1 agiklayici olarak degerlendirilmistir ve ortalama ve
standart sapmalar hesaplanmistir her bir madde i¢in. Analiz sonuglarina bakildiginda
katilimer 6gretmen gruplarinin korkulan 6gretmen kimliklerinin oldukca yiiksek
oldugu goriilmiistiir. Olgekte yer alan ii¢ boyuta bakildiginda katilimci dgretmen
gruplarinin benzer sekilde alaninda uzman olmayan/bilgisiz,
Onemsemeyen/motivasyonu olmayan ve mesleki olarak yorgun 6gretmen olmaya

yonelik korkularinin oldugu gortilmiistiir.

Ayrica ankete yer alan acik uclu sorunun analizleri de katilimc1 6gretmen gruplarinin
korkulan 6gretmen kimliklerinin yiiksek oldugunu desteklemistir. A¢ik u¢lu sorularin
icerik analizi araciligiyla degerlendirilmesi sonucunda beg farkli tema ortaya ¢ikmigstir.
Bunlar mesleki gelisim eksikligi, dil yetersizligi, istenmeyen mesleki egilim,
istenmeyen kisisel o6zellik ve taninma eksikligi. Katilime1 6gretmen gruplart bu
temalar arasindan istenmeyen mesleki egilim iizerinde durmuslardir. Bu sonuglara ek
olarak katilimeilarin korkulan Ingilizce 6gretmeni kimligini anlamak igin belirlenen

Ogretmenler ile goriismeler yapilmis ve bu goriismeler analiz edilmistir. Analiz
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sonucunda benzer sekilde mesleki gelisim eksikligi, dil yetersizligi, istenmeyen
mesleki egilim, istenmeyen kisisel 6zellik ve taninma eksikligi olarak bes tema ortaya

cikmustir.

Calisma kapsaminda sonuglar1 daha iyi degerlendirmek ve anlamak acisindan
dgretmenlerin ifadelerinden alintilarda yapilmistir. Ornegin, dgrenci dgretmen olan bir

katilime1 kolay sinirlenmek ile ilgili korkusuyla alakali su ifadeleri kullanmustir:

“Ogrencilere tahammiil edemeyen bir égretmen olmak istemem. Bu tiir bir 6Sretmen
swifta ses istemez. Eger sinifta ses olusa kolaylikla sinirlenir. Aktivitelerde bile
ogrenciler arasi etkilesim ¢ok sinwrlidur”.

Ayrica meslege yeni baglayan bir O0gretmen Ogretmeye karsi motivasyonunun

azalmastyla ilgili korkusuyla alakali olarak su ifadeleri kullanmistir:

“Ashinda benim en biiyiik korkularimdan bir tanesi ogretmeye karst motivasyonunun
azalmasidir. Meslegimin ilk yihimda olmama ragmen ogrencilerimin bana bu dili
ogrenmek istemiyoruz, koyde Ingilizce ile ne yapacagiz demeleri beni etkiledi. Eger
bu tiir ifadelerle ilerde daha ¢ok karsiasirsam meslege dair motivasyonumum
kaybolmasindan korkuyorum.”

Bunlara ek olarak, sinifta Ingilizce kullamlmamasina dair korkulartyla alakali olarak

tecriibeli bir Ingilizce 6gretmeni su ifadeleri kullanmistir:

“Swnifta anadilini kullanan bir Ingilizce ogretmeni olmak istemem. Simdi miimkiin
oldugu kadar kullanmiyorum. Ama ilerde nasil olurum bilmiyorum. Umarim simdiki
ogretmen vizyonumu ilerde kaybetmem”.

Arastirmanin {igiincii sorusu kapsaminda 6grenci, meslege yeni baslayan ve tecriibeli
Ingilizce 6gretmenlerinin ideal ve korkulan kimlikleri arasinda fark olup olmadig
arastirilmistir. Bu amagla tek yonlii varyans analizleri uygulanmustir. 11k olarak tek
yonlii varyans analizi i¢in gerekli olan varsayimlar saglanmistir. Katilimer 6gretmen
gruplarmin ideal dil 6gretmeni kimligi arasindaki farka bakildiginda anlamli bir fark
olmadig1 goriilmistiir. Ancak betimleyici istatistiklere bakildiginda katilimcilarin
ideal oOgretmen kimligi ortalama degerleri arasinda ufak da olsa fark oldugu
goriilmiistiir. Ortalama degerlere bakildiginda en yiiksek ortama degere deneyimli

Ingilizce 6gretmeni gruplarmin sahip oldugu gériilmiistiir. Ikinci olarak ise meslege
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yeni baslayan Ingilizce dgretmenlerinin ortalama degeri yiiksektir. Ve son olarak
O0gretmen gruplar1 arasinda ideal 6gretmen kimliginde ortalama degeri en az olan
Ogretmen grubu Ogrenci dgretmenlerdir. Bu sonuglara bakildiginda ideal 6gretmen

kimliginin 6gretmenlerin tecriibesi ile arttig1 sonucunu ¢ikarmak miimkiindiir.

Ayrica, katilime1 6gretmen gruplarinin korkulan dil 6gretmeni kimligi arasindaki farka
bakildiginda anlamli bir fark olmadig1 goriilmiistiir. Ancak betimleyici istatistiklere
bakildiginda katilimcilarin korkulan 6gretmen kimligi ortalama degerleri arasinda
ufak da olsa fark oldugu gorilmistiir. Ortalama degerler acicindan
degerlendirildiginde korkulan 6gretmen kimligi en yiliksek 6gretmen grubu tecriibeli
O0gretmenler olmustur; en diisiik ise tecriibesiz 6gretmenler olusturmustur. Ancak
ortalama degerler birbirlerine ¢ok yakin oldugu icin 6gretmen gruplarinin korkulan

ogretmen kimlikleri arasinda fark olmadig1 da diisiintilebilir.

Aragtirmanin dordiincii sorusu kapsaminda Ogrenci, meslege yeni baslayan ve
tecriibeli Ingilizce gruplarinin ideal ve korkulan kimliklerini etkileyen faktorler nitel
yontemlerle arastirillmigtir. Bu amacgla secilen 6gretmen gruplartyla goriigmeler
yapilmistir ve bu goriismeler icerik analizi yoluyla degerlendirilmistir. Sonuclara
bakildiginda ise tiim 0gretmen gruplar icin i¢ ve dis faktorler olarak iki kategori
dahilinde farkli temalar ortaya ¢ikmistir. Sonuglara bakildiginda katilimeilarin igsel
faktorlerden daha ¢ok dissal faktorlerden bahsettikleri goriilmiistiir. i¢ faktorler
kapsaminda tiim 6gretmen gruplari i¢in kisisel 6zellikler temasi ortaya ¢ikmistir. Bu
tema kapsaminda Ogretmen gruplar dile karsi ve Ogretmeye karsi ilgilerinden
bahsetmislerdir. Ornegin dgrenci 6gretmen katilimcilardan bir tanesi kisisel 6zelikle

alakali olarak su ifadeyi kullanmistir:

“On yasimdan beri Ingilizce égrenmek istivordum. O zamanlar bile Ingilizce
konugarak iletisim kurmanin ilging oldugunu diistinmiistiim. Ingilizce ogrenmek icin
motivasyonum vardi. Beynimizde baska bir dilin varligi ilgimi cekti ve beni motive
etti”.

Ayrica bu temayla ilgili meslege yeni baslayan bir 6gretmen su ifadeyi kullanmistir:

“Ogretmeye karsi icten gelen bir motivasyonum var. Ogretmeyi ve birine bir seyler
anlatmayi severdim. Konusmay da severdim. Bu nedenle 6gretmen olmak istedim”.
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Ogretmen gruplarinin ideal ve korkulan dgretmen kimliklerini etkileyen dis faktorler
olarak ogretmen gruplar egitim etkileri, ¢alisilan kuruma ait etkiler, 6gretme
tecriibeleri, sosyal etkiler ve mesleki gelisim faaliyetleri gibi sebeplerden
bahsetmislerdir. Bu temalar arasinda {i¢ katilimc1 68retmen grubu ortak olarak en ¢ok
egitim etkilerinden bahsetmislerdir. Egitim etkileri dahilinde benzer sekilde {i¢
o0gretmen grubu da daha onceki bir 6gretmenlerinin onlarin olas1 6gretmen benlikleri
tizerine olan etkilerinden bahsetmislerdir. Ayrica, 6grenci 6gretmenler 6zellikle staj
tecriibelerinden, tecriibeli 6gretmenler ise is yeri ile alakali faktorlerin etkisinden
bahsetmislerdir. Meslege yeni baslayan Ingilizce Ogretmenleri ise hem staj
tecriilbesinden hem de is yeri ile alakali faktorlerin etkisinden bahsetmislerdir. Bu
sonuglar1 daha iyi agiklamak adina bir 6grenci 6gretmen katilimci su ifadeleri

kullanmastir:

“Staj igin ilk donem bir ortaokula gittim. Goézlemledigim kadaryla bu seviyede
calisiyorsaniz ogrencilerin ilgilerini ¢ekmek icin ¢ok fazla materyal hazirlamaniz
gerekiyor. Ikinci donem ise staj kapsaminda bir liseye gittim. Ve orta okulla
karsilastirdigimda lisede daha ¢ok eglendigimi fark ettim. Lisede ¢alismanin benim
icin daha uygun olacagina kara verdim”.

Tecriibeli bir 6gretmen katilimer ise 6gretmen kimligini etkileyen faktorlerle alakali

su ifadeleri kullanmstir:

“Farkli seviyelerde &gretmenlik yapmak beni cok etkiledi. Ornegin ilkokulda
calisirken farkli bir tat aldim. Orta okulda ise farkli bir tecriibe edindim. Biitiin
ogretmenlik tecriibelerim ogretme sitili ve tercihlerimin olusmasinda bana ¢ok katki
saglamistir”.

Arastirmanin besinci sorusu kapsaminda katilimer 6gretmen gruplarinin birbirlerinin
ideal ve korkulan Ogretmen kimlikleri hakkindaki goriisleri arastirilmistir. Bu
kapsamda goriisme sorular1 analiz edilmistir ve ilgili kod ve tamalar olusturulmustur.
Sonuglara bakildiginda ise ideal 6gretmen kimligiyle alakali li¢ 6gretmen grubunun da

birbirleri i¢cin mesleki becerileri daha ¢ok Onemseyecegi sonucu ortaya c¢ikmuistir.
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Korkulan 6gretmen kimligiyle alakali ise ii¢ 0gretmen grubu da diger 6gretmen
gruplarinin daha ¢ok istenilmeyen mesleki egilimlere yonelik korkular olabilecegini
belirtmiglerdir. Ayrica 6grenci ve meslege yeni baslayan Ingilizce dgretmenlerinin
gbziinden tecriibeli Ingilizce ogretmenlerinin ideal &gretmen olarak daha cok
ogretmede etkili ve pratik olma; korkulan 6gretmen kimligi olarak da ogretme
motivasyonunu kaybetme bahsedilmistir. Ayrica meslege yeni baslayan ve tecriibeli
Ingilizce 6gretmenlerinin gdziinden dgrenci dgretmenlerin ideal dgretmen ozeligi
olarak daha ¢ok sinif yonetiminde iyi olma ve etkili 6gretebilme; korkulan 6gretmen
kimligi olarak ise sinif yonetimiyle ilgili problemler yasamak bahsedilmistir. Ayrica
ogrenci ogretmenlerin goziinden meslege yeni baslayan Ingilizce 6gretmenlerinin

daha c¢ok okuldakilerle iletimi 6nemsedikleri diistiniilmiistiir.

Ogretmenlerin diger dgretmen gruplarmin ideal ve korkulan kimlikleriyle ilgili
goriislerini daha 1yi agiklamak adina 6grenci 68retmen bir katilimcr su ifadeleri

kullanmistir:

“Bence tecriibeli bir Ingilizce 6gretmeninin meslege dair korkular: olmamalidir. Belki
onlarin korkulari sadece zamana ayak uyduramamak olabilir. Mesela bu pandemi
doneminde bazi tecriibeli oOgretmenler uzaktan egitim ve teknoloji kullanimi
konularinda sikinti yasadilar”.

Ayrica meslege yeni baslayan bir Ingilizce 6gretmeni 6grenci dgretmenlerin korkulan

ogretmen kimlikleriyle alakali su ifadeleri kullanmustir:

“Bence ogrenci 6gretmenler daha ¢ok 6grencilerin sorularina cevap verememekten
ve sinifta hata yapmaktan korkarlar. Staj tecriibemde ayni tiir korkulara sahip
oldugumu hatirlyyorum”.

Bunlara ek olarak tecriibeli bir Ingilizce gretmeni meslege yeni baslayan Ingilizce
ogretmenlerinin ideal Ingilizce ogretmeni kimlikleriyle alakali su ifadeleri

kullanmustir:

“Meslege yeni baslayan Ingilizce 6gretmenleri daha ¢ok ogrencilerin ézel ilgi ve
tercihlerini daha ¢ok énemseyebilirler. Ogrencilere karsi daha insancil olabilirler.
Ideal égretmen ézelligi olarak onlar muhtemelen égrencinin ozel ilgi ve ihtiyaclarin
onemsemekten bahsedeceklerdir”.
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Arastirmanin son sorusu dahilinde ise son donemlerde tiim diinyay1 ve haliyle iilkemizi
de etkileyen Covid-19 Pandemisi’nin 6grenci, meslege yeni baslayan ve tecriibeli
O0gretmen gruplarmin ideal ve korkulan Ogretmen kimliklerine olan etkisi
arastirilmistir. Bu amacla goriisme sorular1 katilimcilara yoneltilmis ve daha sonra
igerik analizi yoluyla analiz edilmistir. Sonuglara bakildiginda pandemi etkisiyle, ideal
o0gretmen Ozelligi olarak li¢ 6gretmen grubunun da daha cok kisisel ozellikler ve
mesleki yeterlilikleri daha ¢ok 6nemsedikleri goriigmiistiir. Ayrica li¢ 6gretmen grubu
da teknolojiyi etkili bir bigimde kullanma, kolay pes etmeme ve adaptasyon yetenegi

olmasini ideal 6gretmen kimligi kapsaminind1 belirtmislerdir.

Pandeminin korkulan 6gretmen kimligine etkisi kapsaminda ise 6gretmen gruplari
benzer sekilde teknolojiyi etkili bir bi¢imde kullanamaya dair korkularindan
bahsetmislerdir. Ornegin &grenci bir &gretmen katilmci alternatif dlgeme

degerlendirme teknikeri kullanmayla alakal1 su climleleri kurmustur:

“Ogretmenler alternatif degerlendirme yontemlerini bilmelidir ve kullanmahdir.
Ornegin pandemi doneminde sinavilart uzaktan yapmak yerine ogretmen ogrencileri
bir raporla, sunumla veya port folyo araciligi ile degerlendirebilir”.

Pandemi déneminde yasadigi zorluklar alakali meslege yeni baslayan bir Ingilizce

O0gretmeni ise su ifadeleri kullanmistir:

“Ne yazik ki pandemi doneminde ogretmek benim icin ¢ok zordu. Cogu ogrenciye
ulagamadim. Cogu aileye bile bulasamadim. Sadece birkagi ilgiliydi. Buna ragmen
pes etmedim ve elimden geleni yaptim”.

Ayrica tecriibeli bir Ingilizce 6gretmeni pandemic déneminde teknoloji kullanimiyla

ilgili soyle sOylemistir:

“Bu donemde daha dnce bahsettigim web 2 ara¢larmmi kullanmak ¢ok onemliydi.
Derslerimi daha etkili yapmak i¢in bu araglart ben de arastirdim ¢iinkii bu araglart
kullanma konusunda kendimi yetersiz hissediyordum”.

Bunlara ek olarak ¢alisma sonuglar tartisma boliimiinde yorumlanmistir ve alandaki
benzer diger calismalarla karsilastirnlmistir. Katilimer 6gretmen gruplarin ideal

kimliklerine bakildiginda nitel ve nicel verilerin birbirleriyle tutarli bir bigimde benzer
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nitelikler iizerinde durduklar1 goriilmiistiir. Katilimer ti¢ 6gretmen grubu da ideal
ogretmen kimligi olarak mesleki ve dil yeterliligini, mesleki anlamda kendilerini
gelistirmeyi, kisisel baz1 6zelliklere sahip olmay1 ve 6grencileri tarafindan taninmay1
Oonemsemistir. Alandaki diger ¢alismalara bakildiginda ise benzer sonuglar1 6grenci
O0gretmen grubu i¢in Shoyer ve Leshem (2016), meslege yeni baglayan 6gretmen grubu
icin Tokoz Goktepe ve Kunt (2020) ve tecriibeli 6gretmen grubu i¢in ise Kapranov
(2020) bulmustur. Ayrica Nunan (1992) ve Ordem’in (2017) ¢alismalar1 bu ¢alisma
sonuglarindan farkli ¢ikmustir.

Katilime1 6gretmen gruplarmin korkulan Ingilizce gretmeni profilini bakildiginda ise
benzer sekilde nicel ve nitel veriler birbirlerini destekler niteliktedir. U¢ dgretmen
grubunun da korkulan 6gretmen kimlikleri birbirlerine benzerdir. Ogretmen gruplar
daha ¢ok istenilmeyen mesleki egilimlere ve istenilmeyen kisisel 6zelliklere sahip
olmaktan korktuklarim1 belirtmislerdir. Ayrica, mesleki anlamda kendilerini
gelistirememekten, Ogrenciler tarafindan taninmamaktan ve dil becerisini
kaybetmekten korktuklarim1 belirtmiglerdir. Literatiirdeki benzer ¢alismalara
bakildiginda Babanoglu (2017), Lomi ve Mbato (2010) ve Shoyer ve Leshem (2016)

benzer sonuclar bulmuslardir.

Ogretmen gruplarinin ideal ve korkulan Ingilizce &greteni kimliklerini etkileyen
faktorlere bakildiginda ise katilimcilarin igsel ve dissal faktorler altinda farkl
faktorlerden bahsetmislerdir. Igsel faktdrler daha ¢ok ogretmenlerin kisisel
ozellikleriyle baglantili iken digsal faktorler cevresel etkilerle alakalidir. Bu nedenle
i¢sel faktorlerin 6gretmenlerin olasi benliklerini sekillendirdigi ve dissal faktorlerin

ise var olan benliklerini yeniden sekillendirdigi diisiiniilebilir.

Digsal faktor olarak katilimei gruplar en ¢ok daha onceki bir 6gretmenleri, staj
tecriibesi gibi egitim etkilerinden bahsetmislerdir. Alandaki diger c¢alismalara
bakildiginda ise ¢alisma sonuglariyla uyumlu olarak Xie ve Dong (2020), Salinas ve
Ayala (2018), Itoi (2014) ve Prabjandee (2020) benzer sonuglar paylasmislardir.

Ayrica c¢alisma kapsaminda Covid-19 Pandemisinin 6gretmen gruplarinin ideal ve
korkulan oOgretmen kimliklerine olan etkisine bakildiginda uzaktan egitiminde
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etkisiyle 6gretmen gruplar1 daha ¢ok teknolojik yeterliligin nemi, adaptasyon becerisi
ve kolay pes etmeme gibi 6zelliklere vurgu yapmislardir. Alandaki diger calismalara
bakildiginda ise of Kim ve Asbury (2020), Nasr (2020), Kaden (2020) ve Sepulveda-

Escobar ve Morrison (2020) benzer sonuglar bulmuslardir.

Calisma sonuglar1 genel olarak degerlendirildiginde 6grenci, 6gretmen ve tecriibeli
Ingilizce 6gretmenlerinin ideal ve korkulan 6gretmen kimliklerinin birbirlerine yakin
oldugu goriilmistiir. Ayrica 6gretmen gruplarinin olas1 benliklerini etkileyen icsel ve
digsal faktorler 6n plana ¢ikmistir. Digsal faktor olarak 6zellikle egitim giiglerinin
etkisi siklikla bahsedilmistir. Bunlara ek olarak, son donemde tiim diinyay1 ve haliyle
iilkemizi ve egitim faaliyetlerini etkileyen Covid-19 pandemisinin 6gretmenlerin olasi

benliklerini etkiledigi de goriilmiistiir.

Calisma sonuglar1 goz 6niine alindiginda ilgili kurum ve kuruluglarin 6gretmenlerin
kimlik olusumunda ne kadar etkili olduklar1 ve 6zellikle 6gretmen egitiminin ne kadar
onemli bir katkisinin oldugu fark edilmistir. Bu nedenle 6gretmenlerin meslege adim
atmadan 6gretmen egitimi yolu ile ve meslege basladiklarinda ise farkli hizmet ici
faaliyetler araciligi ile 6gretmenlerin ideal kimliklerine ulagsmalarina katki saglanmali

ve olmak istemedikleri 6gretmen profilinden uzaklagsmalar1 desteklenmelidir.

Calisma sonuglarindan yola ¢ikilarak literatiire veri giidiimlii bir 6gretmen profesyonel
kimlik gelisimi modeli 6nerilmistir. Model 6gretmen kimlik gelisimini etkileyen i¢sel
ve digsal faktorler ile 6gretmen ideal ve korkulan kimlikleri {izerine yogunlagmistir.
Modele gére igsel ve digsal faktdrler dgretmen kimlik gelisimini etkilemektedir. igsel
faktorler Ogretmen kimligini olustururken digsal faktorlerin Oretmen kimligini
sekillendirmektedir. Ayrica digsal faktorlerin igsel faktorleri etkiledigi de goz oniini
alindiginda dissal faktorlerin 6gretmen meslek gelisimi i¢in daha 6nemli bir yere sahip
oldugu belirtilmistir. Digsal faktorler kapsaminda O6gretmen kimligini en fazla
etkileyen faktor egitimle ilgili giiclerdir. Diger faktorler ise kurumsal giicler, sosyal
giicler ve mesleki gelisim etkinlikleridir. I¢sel faktorler ise 6gretmenin dile kars1 6zel

ilgisi gibi 6zelliklerin yer aldig1 kisisel niteliklerdir.
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Ayrica model kapsaminda 6gretmen mesleki kimligi ideal ve korkulan benlikten
olusmaktadir. Bu iki benligin birbirlerini etkiledigi goriilmiistiir. ideal kimlik
kapsaminda mesleki yeterlilik, kisisel 6zellik, mesleki gelisim, dil yeterliligi ve
taninma yer almaktadir. Bu 6zellikler arasinda mesleki yeterlilik digerlerine kiyasla
daha 6nemli bir yere sahiptir. Korkulan kimlik ise istenilmeyen mesleki egilimler,
mesleki gelisim eksikligi, istenilmeyen kisisel 6zellikler, dil yetersizligi ve taninmama
bulunmaktadir. Bu 6zellikler arasinda 6gretmenlerin daha ¢ok istenilmeyen mesleki

egilimlere kars1 korkularinin oldugu gortilmiistiir.

Calisma sonuclar1 6gretmen meslek gelisimi agisindan 6nemi goz oniine alindiginda
meslek Oncesi 6gretmen egitimi ve hizmet i¢i 6gretmen gelisimi agisindan Onerilere
verilmistir. Ik olarak, meslek oncesi 6gretmen egitimi kapsaminda 6gretmenlerin
mesleki kimlik gelisimini etkileyen faktorlerin 6nemi goz 6niine alindiginda, 6zellikle
staj tecriibesine daha fazla 6nem verilmesi gerektigi goriismiistiir. Ayrica 6gretmen
mesleki kimlik gelisiminin 6nemi gz oniine alindiginda 6gretmen adaylariin kimlik
gelisimini olumlu yonde etkileyecek lisans dersleri agilmasi 6nerilmektedir. Boylece
Ogretmen adaylar1 daha yansitici etkinliklerde bulunabilir ve kimlik gelisimlerini daha
etkin bir bigcimde gerceklestirebilirler. Ayrica ideal ve korkulan 6gretmen kimliklerine
iligkin sonuglar goz 6niine alindiginda 6gretmen egitimcilerinin hizmet dncesi igin
Ogretmen adaylarina mesleki gelisim ve dil yeterliliginin 6nemini kavramalarina
yardimci olacak etkinliklerde bulunmalar1 6nerilmektedir. Son olarak, 6zellikle son
yillarda teknoloji kullaniminin 6nemi goéz Oniine alindiginda 6gretmen adaylarinin
teknolojiyi daha etkili ve verimli kullanmalar1 i¢in yeni lisans dersleri agilmasi

Onerilmektedir.

Calisma sonuglar1 kapsaminda hizmet i¢i 6gretmenlere yonelik oneriler de verilmistir.
[lk olarak, 6grenci, meslege yeni baslayan ve tecriibeli dgretmenlerin 6gretmeye karsi
hevesinin kalmamasi korkular diistiniildiigiinde 6gretmenlerin rehberlik servisleri ya
ve hizmet i¢i egitimler yoluyla mesleki ve kisisel olarak desteklenmesi 6nerilmektedir.
Ayrica, Milli Egitim Bakanlig1 tarafindan online ya da yiiz yiize platformlar kurularak
farkli seviye ve tecriibedeki dgretmenlerin katiliminin tesvik edilmesi ve bdylece
onlarin iletisim halinde olarak birbirlerinin tecriibelerinden faydalanmalari
onerilmektedir. Bunlara ek olarak diizenli araliklarla 6gretmenlerin mesleki gelisim
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ihtiyaglarina yonelik goriigleri 6grenilmeli ve bu dogrultuda online ya da yiiz yiize

seminer ve ¢alistalar diizenlenmelidir.

Diger bir 6neri ise, her donem bagsinda hizmet i¢i seminerler sirasinda 6gretmenlerin
ideal ve korkulan kimlikleri tizerinde diisiinmeye yonlendirilmeli ve meslektaslariyla
bu konu iizerine konugsmalari Onerilmektedir bdylece Ogretmenler 6gretme
etkinliklerini bu dogrultuda planlayabilirler. Ve son olarak Milli Egitim Bakanligi
tarafindan bir danigma programi kurulabilir ve bu program kapsaminda &grenci
Ingilizce Ogretmenleri meslege yeni baslayan ingilizce &gretmenleri tarafindan,
meslege yeni baslayan Ingilizce 6gretmenleri tecriibeli Ingilizce 6gretmeni tarafindan

ve tecriibeli Ingilizce dgretmenleri 6gretmen egitimcileri tarafindan desteklenebilir.

Her ne kadar calisma 6zverili ve titizlikle gerceklestirilmis olsa da ¢alismanin bazi
sinirhiliklart oldugu goéz oniine alinmalidir. Ik olarak calismanin meslege yeni
baslayan ve tecriibeli Ingilizce &gretmenleri kartopu Ornekleme ydntemiyle
secilmistir. Ogrenci Ingilizce 6gretmenleri ise amagh drneklem yoluyla secilmistir.
Ancak ideal olarak katilimcilarin olasilikli 6rnekleme yoluyla segilmesi daha uygun
olurdu. Ne yazik ki uygulanabilirlik acisindan caligma tesadiifii olmayan 6rneklem
yoluyla gerceklestirilmistir. Ayrica gériigmeler telefon araciligi ile gerceklestirilmistir.
Ancak gorlismelerin yliz yiize ger¢eklesmesi katilimcilarn jest ve mimiklerini
gozlemlemek acisindan daha uygun olabilirdi. Bunlara ek olarak c¢aligma
katilimeilarmi 194 dgrenci, meslege yeni baslayan ve tecriibeli Ingilizce dgretmeni
olusturmustur. Ancak Tiirkiye’deki toplam Ingilizce 6gretmeni sayisi goz Oniine
alindiginda bu say1 ¢aligma sonuglarini genellemek icin yetersiz kalmaktadir. Ve son
olarak ¢alisma verileri anket ve goriigmeler araciligi ile toplanmistir. Ancak ideal
olarak diger veri toplama araglarindan olan 6gretmenlerin sinif notlari, reflektif notlari

ya da 6gretmen giinliikleri de kullanilabilirdi.
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