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THE RELATIONSHIP BETWEEN ENGLISH TEACHERS’ PROFESSIONAL
IDENTITY PERCEPTIONS AND SELF-EFFICACY BELIEFS

This study aimed to investigate the relationship between English language teachers’
(ELT) professional identity perceptions and self-efficacy beliefs by taking into account the
variables such as gender, age, marital status, the faculty graduated from, school types at which
they work, teaching experience, and current job title. A total of 290 ELT teachers employed in
a state primary, secondary, or high school in Erzurum’s central districts participated in the
study. The study implemented a mixed method sequential explanatory design. Quantitative
and qualitative data were gathered in two phases. For the quantitative phase of the study,
“Teachers’ Sense of Efficacy Scale” developed by Tschannen-Moran and Hoy (2001) which
was adapted into Turkish by Capa, Cakiroglu and Sarikaya (2005) was used to measure the
teachers’ sense of efficacy beliefs. “Teachers’ Professional Identity Scale” was translated into
Turkish by the researcher of the present study and was used to measure ELT teachers’
professional identity perceptions. In the qualitative phase, 35 voluntary ELT teachers were
interviewed to support the quantitative data to make an in-depth analysis of their professional
identity perceptions and self-efficacy beliefs.
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The findings of the study revealed that the participants had high levels of self-efficacy.
As to differences in three dimensions of teacher self-efficacy, teachers felt more efficacious in
instructional strategies dimension. Concerning demographic variables, there was a significant
difference between the self-efficacy beliefs of ELT teachers in terms of gender, the faculty
they graduated from and current job title. On the other hand, participants’ professional
identity perceptions also were found to be high. In addition, their professional identity
perceptions differed significantly according to gender, age, years of teaching experience,
faculty graduated from and school type at which they work. Lastly, the results showed that
there was a positive correlation between professional identity perceptions and self-efficacy
beliefs.

Keywords: ELT teacher, self-efficacy, self-perception, professional development,
professional identity.
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Danismani : Dog. Dr. Ilknur SAVASKAN

INGILiZCE OGRETMENLERININ MESLEKI KiMLIiK ALGILARI iLE
OZYETERLIK INANCLARI ARASINDAKI ILISKI

Bu ¢alisma, Ingilizce dgretmenlerinin (ELT) mesleki kimlik algilar1 ile 6z yeterlik
inanclar1 arasindaki iliskiyi cinsiyet, yas, medeni hal, mezun olduklar1 fakiilte, ¢alistiklar1 okul
tird, ogretim deneyimi ve mevcut {invan gibi degiskenleri dikkate alarak incelemeyi
amaclamistir. Arastrmaya Erzurum’un merkez ilgelerinde devlet ilkokul, ortaokul veya
liselerinde gorev yapan toplam 290 ELT O6gretmeni katilmistir. Calismada karma yontem
siral1 agiklayict tasarimi uygulandi.  Nicel ve nitel veriler iki asamada toplanmigtir.
Arastirmanin nicel agamasi i¢in, Tschannen-Moran ve Hoy (2001) tarafindan gelistirilen ve
Capa, Cakiroglu ve Sarikaya (2005) tarafindan Turkgeye uyarlanan “Ogretmen Ozyeterlik
Olgegi” ogretmenlerln ozyeterlik algisilarmi dlgmek igin kullanilmustir. “Ogretmen Mesleki
Kimlik Olgegi”, bu calismanin arastirmacis1 tarafindan Tiirkceye cevrilmis ve ELT
ogretmenlerinin mesleki kimlik algilarin1 6lgmede kullanilmistir. Nitel asamada, mesleki
kimlik algilar1 ve 6z-yeterlik inanglarinin derinlemesine bir analizini yapmak ve nicel verileri
desteklemek ic¢in 35 goniillii ELT 68retmeni ile goriisiilmiistiir.

Calismanm bulgular;, katilimcilarin 6z yeterlik seviyelerinin yiliksek duzeyde
oldugunu gostermistir.Ogretmen 6z yeterligi {i¢ boyutundaki farkliliklara gelince, 6gretmenler
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kendilerini 6gretim stratejileri boyutunda daha yeterli hissettiler. Demografik degiskenlerle
ilgili olarak, ELT Ogretmenlerinin 6z-yeterlik inanglar1 arasinda cinsiyet, mezun olduklari
fakiilte ve mevcut is unvani agisindan anlaml bir fark olusmustur. Ote yandan, katilimcilarin
mesleki kimlik algilarinin da yiiksek oldugu tespit edildi. Ayrica mesleki kimlik algilari
cinsiyete, yasa, 0gretim deneyimine, mezun olduklar1 fakiilte ve galistiklar1 okul tiiriine gore
anlamh farklilik gostermistir. Son olarak, sonuglar profesyonel kimlik algilar1 ile 6z yeterlik
inanc1 arasinda pozitif bir iligki oldugunu gostermistir.

Anahtar Sozcikler: Ingilizce dgretmeni, 6z yeterlik, 6z algilama, mesleki gelisim,
mesleki kimlik.
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Chapter 1
Introduction
1.1. Introduction

In this chapter, firstly the need for investigating the relationship between ELT
teachers’ professional identity perceptions and self-efficacy beliefs with its background
information is provided. Background information briefly reports which reasons have inspired
the present study. Secondly, the purpose of the study is stated. Research questions and the
significance of the study follow them. Some limitations are presented in a detailed way. The
chapter ends with definitions of terms which have guided the research.

1.2. Background Information of the Study

The teacher can be defined as the person who should respond to the needs of today
and tomorrow, be open to the developments and change, and shed light on the student during
the teaching process. Flores and Day (2006) stated that turning out to be a qualified and an
effective teacher can be rather long and complicated period. The question of being an
effective teacher is related to the recognition of the individual as a teacher by both himself
and the society. Coherently with this, it is the process of gaining an identity and redefining
this identity with the help of past experiences.

Teacher identity concept has been identified in various ways in the teacher education
field. The most acceptable definition offered by Lerseth as “how a teacher identifies him or
herself in the field of teaching” (2013, p. 9). Teachers’ identity issue is drawing considerable
attention among researchers in the field of education (Varghese, Morgan, Johnson & Johnson,
2005). The identity of teachers can be seen as a highly crucial factor affecting not only
teachers’ professional life but also students’ academic life. It means that teachers’
professional identity influence students’ academic success directly in a negative or positive

way.



Teacher professional identity has been defined by Lasky (2005) as a self-
understanding and self- evaluation of teachers how they see themselves in the specific
teaching context. Professional identity can be emphasised in the literature as one of the
expected qualities. That’s why, it is a great essential for teachers who will educate the
students of the future to know the level of their professional identity perceptions in order to
enhance education quality. Sachs (2005) stated that teachers’ professional identity has a quite
important place in the teaching profession and it offers a framework in order to develop their
way of thinking during their professional life. This should be seen as a process because
developing professional identity is a life-long learning experience. Therefore, a qualified
teacher should be aware of one’s own both personal identity and professional identity so as to
be able to fulfil the profession of teaching as required.

Beauchamp and Thomas (2009) put emphasis on the need for further research to
understand the significance of professional identity concept in the literature. However, little
amount of research has been conducted on the issue of teacher professional identity in teacher
education and teacher development area. Studies in the field mostly were conducted in order
to look at whether there is any relationship between teachers’ professional identity
perceptions and different concepts such as self, emotions, self-evaluation, vulnerability,
teachers’ roles, commitment, job satisfaction, classroom management and classroom practices
(Beauchamp & Thomas, 2009; Beijaard, Buitink & Hofman 2012; Canrinus, Helms-Lorenz,
Beijaard, Buitink, & Hofman 2012; Lasky, 2005; Knowles, 2013; Shapiro, 2010; Tickle,
2000; Zembylas, 2003).

Teachers’ perceptions about their professional identity can be attributed as a
significant part of their professional development, on the other hand, their beliefs for having
the ability to perform specific tasks in and outside the classroom environment which are

called as teacher self-efficacy beliefs are also very important in order to be able to become an



effective teacher. As a matter of fact, teacher with high self-efficacy beliefs prones to prefer
selecting and applying student-centered teaching methods, functional course materials and
authentic activities during teaching and learning process in the class whereas teacher with low
self-efficacy beliefs is keen on using course books as material, pen and paper activities, and
teacher-centered teaching methods (Tschannen-Moran & Hoy, 2007).

Teacher self-efficacy is a popular topic that is being investigated frequently by the
researchers in the field of education during the last three decades. In most of the studies,
researchers generally looked at the relationship between teacher self-efficacy beliefs and some
concepts such as openness to change, job satisfaction, students’ academic success and
classroom management (Caprara, Barbaranelli, Steca, & Malone, 2006; Dicke, Parker, Marsh,
Kunter, Schmeck & Leutner, 2014; Judge & Bono, 2001; Klassen & Chiu, 2010; Wanberg &
Banas, 2000). Nevertheless, the correlation between teachers’ self-efficacy beliefs and
professional identity perceptions is a rare area of research.

1.3. Purpose of the Study

The ultimate purpose of this current study was to investigate the relationship between
ELT teachers’ professional identity perceptions and self-efficacy beliefs regarding some
variables as gender, age, marital status, the faculty graduated from, the school type at which
they work, the years of teaching experience, and current job title. Research questions related
to ELT teachers’ professional identity perceptions and self-efficacy beliefs were formed by
the researcher so as to serve the purpose of the study.

1.4. Research Questions

Taking into consideration the aim of this current study, the relationship between ELT
teachers’ professional identity perceptions and sense of efficacy beliefs will be investigated
by applying a mixed-method explanatory research design to find answers to the following

research questions.



1. What are the levels of the ELT teachers’ professional identity perceptions
working at state primary, secondary, and high schools located in Erzurum’s
central districts; Aziziye, Palandtken, and Yakutiye?

2. Is there any significant relationship between ELT teachers’ professional identity
perceptions and;

a. their gender?

b. their age?

c. marital status?

d. the faculty graduated from?

e. school type at which they work?
f. the years of teaching experience?
g. the current job title?

3. What are the self-efficacy beliefs of ELT teachers working at state primary,
secondary, and high schools located in Erzurum’s central districts; Aziziye,
Palanddken, and Yakutiye?

4. s there any significant relationship between ELT teachers’ self-efficacy beliefs

and;

o

their gender?

b. their age?

c. marital status?

d. the faculty graduated from?

e. school type at which they work?
f. the years of teaching experience?

g. the current job title?



5. What is the nature of the relationship between the ELT teachers’ self-efficacy
beliefs and professional identity perceptions?
6. Isthere a significant relationship between the ELT teachers’ professional identity
perceptions and self-efficacy beliefs?
1.5. Significance of the Study

The significance of the present study lies in the point that at first, Turkish ELT
teachers’ professional identity perceptions studies are few in number within the teacher
education literature. According to Luehmann (2007), there should be more studies related to
teachers’ professional identity issue in order to understand their development process.
Secondly, qualitative methods have been used mostly to determine teachers’ professional
identity perceptions in the studies conducted so far (Beijaard, Meijer & Verloop, 2004).
Therefore, one of the aims of this study was to investigate ELT teachers’ professional
identity perceptions by applying both quantitative and qualitative methods. Therefore, the
results of this study can be generalized to a wider population when compared to other
qualitative studies.

Also, this present study offers Turkish researchers to be able to use the teachers’
professional identity scale in Turkish form. In that way, not only ELT teachers’ professional
identity perceptions but also other teachers’ perceptions in different branches can be
investigated in Turkey by applying this scale.

Teachers who have got high levels of self-efficacy can significantly use their ability to
focus on their goals, fight against obstacles, anticipate the outcomes, and develop effective
teaching behaviours. For this reason, it is highly important to determine the self-efficacy
beliefs of teachers and to organize the experiences that will enable self-efficacy beliefs to be
strengthened in order to identify and develop teachers’ self-efficacy beliefs. However, the

relationship between teachers’ self-efficacy beliefs and professional identity perceptions was



not studied so much in the literature. Especially, in-service teachers’ professional identity
perceptions and self-efficacy beliefs have been paid less attention by the researchers.

Therefore, this study aims to fill these mentioned gaps in the literature. Moreover, this
study is believed to make significant contribution to the Turkish teacher education literature,
in that it investigates the relationships between teachers’ sense of efficacy beliefs and
professional identity perceptions.

1.6. Limitations of the Study

This research was conducted with ELT teachers employed only at state primary,
secondary, and high schools located in the rural areas of eastern Turkey. The target population
of this study covered ELT teachers employed in a state primary, secondary, or high school in
central districts of Erzurum; Aziziye, Palandtken, and Yakutiye.

Lastly, the data obtained from the research are limited to the participants’ responses to
the teachers’ professional identity scale and teachers’ sense of efficacy scale distributed to the
sample group of the study.

1.7. Definitions of Key Terms

This research investigated ELT teachers’ professional identity perceptions and self-
efficacy beliefs regarding their gender, age, marital status, the faculty graduated from, school
type at which they work, the years of teaching experience, and current job title. Definition of
the terms can be useful for the reader.

Identity: Identity means thinking about yourself, where your life is heading, how your beliefs
are shaped, how your behaviours are influenced by the social environment, and how your life
accommodates to the society (Arnett, 2009).

Teacher Identity: Gee (2000) provided a definition to the teacher identity as a specific kind

of person in a teaching setting.



Teacher Professional Identity: Beijaard et al. (2004) stated that teachers’ professional
identity can be defined as an active searching for their identity as subject matter, pedagogical,
or didactical experts during teaching and learning process.

Self-efficacy: Self-efficacy was identified by Bandura as a person’ beliefs about his abilities
in order to reveal given levels of performance that have an impact on actions affecting their
lives on his ways of thinking, choices, feelings, behaivours, and motivation (2010).

Teacher Self-efficacy: Teacher self-efficacy refers to the teacher’s beliefs against his or her
capacity to perform the necessary behaviours in order to carry out a specific teaching task
effectively and to change student behaviour in a positive way (Tschannen-Moran & Woolfolk
Hoy 1998).

Contracted Teacher: Contracted teaching is a system which was implemented after 2016. In
this system, the teacher candidate takes the general culture and talent exam, educational
sciences exam, and finally field exam before being appointed (Gazete, 2016). She/he is then
ranked according to her/his score and qualifies for an oral interview. If the interview is
successful, she/he will be appointed to a teaching position in a school and will teach for 4
years. After completing the necessary in-service training process in the first year, she/he
enters a nomination exam and remains in the same position if her/his score exceeds 60. After
4 years, the contract ends and she/he is empolyed as a fully-appointed teacher. He works for 2
years in that city, then he can have a right to ask for appoinment for another city or school.
Hourly-paid Teacher: Hourly-paid teacher is someone who graduated from a university and
who wants to work as a teacher at public schools. They are appointed considering their
departments by the Ministry of National Education when the number of teachers is

insufficient (Gazete, 2006).



Chapter 2
Literature Review
2.1. The Concept of Identity

According to the Online Etymology Dictionary (2014), the word identity comes from
the Latin word idem, which has the meaning of “the same”. What is meant by term identity?
Identity refers to “the qualities and attitudes that a person or a group of people have, that
make them different from other people” (Longman English Dictionary, 2013). It is highly
vital to look at identity from different perspectives to understand the concept of identity
clearly.

From the sociological perspective, the term identity and self are being used
interchangeably in the relevant literature. The psychologist William James (1890) stated that
self does not mean only body or physical abilities that a man can have but it is something
related to his family, his belongings, and his works which make up his self. According to the
identity view of James (1890), self can be divided into three: material self, social self, and
spiritual self. The material self covers his family, friends, and belongings while the social self
refers to the desire to be accepted and noticed favourably by the immediate society around
him. The spiritual self draws mainly on man’s inner being and dispositions. Therefore, it can
be concluded that man does not have one self but has several selves in his nature. In the
literature, self is a concept that is preferred in reflecting the singular, individual, and holistic
identity in a separate way. However, the individual does not have just one self but has
multiple selves in his nature such as personal, situated and professional identity.

On the other hand, the psychologist Mead (1934) described self as a process which
shows development with the social experience gained through the time. “It is not initially
there, at birth, but arises in the process of social experience and activity, and it develops in the

given individual as a result of his relations to that process as a whole and to other individuals



within that process” (Mead, 1934, p. 135). So, it is not something predetermined or stable.
Taking into account the characterizations of self which is identified by Mead (1934), it is
something that can follow the progress in a social context by the help of the interactions
between man and other individuals. Social experience and process can be seen as two
important constituents which play a key role in the formation and development of self. In the
first phase of self-formation games play crucial role and children tend to imitate adults in
these games during childhood. Children have different roles in each game and they begin to
interact with the society around them thanks to these roles. Their desire is to be accepted and
noticed by the society. For that reason, they are getting aware of games’ rules and they pay
attention to play the games by taking into account the rules as much as possible. They observe
the attitudes and behaviours approved by society during the games with the help of roles, and
they carry out them.

By associating the concept of identity with psychology, Erikson, who is regarded as
the father of this discipline, comes to our mind at first. Erikson gives a definition of identity
as a kind of organization of biological heritage and personal past experiences. Therefore,
Erikson (1968) defines identity formation process as a combination of conscious and
unconscious mechanisms. Depending on the characteristics of identity described by him, the
first sense of identity in infancy emerges at the point where the mother and baby find mutual
trust and know each other. However, identity-related searches and connections are most
commonly seen in adolescence, but identity development also continues as long as the
individual’s biological, psychological, and social circumstances change. According to his
view, the individual develops his identity throughout life in interaction with the social
environment. Erikson sees the development of the individual’s identity as the relationship

between three variables. These are personal experiences as biological variables, socio-
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environmental influences and ego processes. Identity from culture to culture and from
sociology to history also changes from one definition to another.

In line with the above mentioned definitions, it can be inferred that identity becomes
an important subject that needs to be investigated by the researchers in different disciplines
throughout history. Similarly, contemporary researchers have carefully focused on the identity
issue and have provided some useful results for further directions in order to grasp the
meaning of identity. The notion of identity refers to “our understanding of who we are and
who we think other people are” (Danielewicz, 2001, p.10). Identity concept develops through
communication and relationships with people in a social environment. That is why, the social
environment is very important and necessary in terms of the development and formation of
the identity of the person. Similarly, Mead (1934) emphasizes the influence of the social
circle on the construction and development of identity.

Identity has both the individual and the collective dimensions with psychological,
sociological, and philosophical perspectives (Mockler & Sachs, 2006). Also, Jenkins thinks
that identity is neither a thing that one can possess nor a thing that one can do but it is a
process of identification (2014). He mostly focuses on individual, social, and collective
identity, and how these three identities interact with each other in human’s social life.
According to Rodgers and Scott (2008), there are four common trends related to identity as
“identity is dependent upon and formed within multiple contexts which bring social, cultural,
political, and historical forces to bear upon that formation”, “that identity is formed in
relationship with others and involves emotions”, “that identity is shifting, unstable, and
multiple”, and “that identity involves the construction and reconstruction of meaning through
stories over time” (p. 733). In the field of psychology, Marcia (2017) defines the identity “as
a self-structure - an internal, self-constructed, dynamic organization of drives, abilities beliefs,

and individual history” (p. 159). According to Marcia (2017), identity is not stable, but
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dynamic and open to change. Because of its dynamics, the components of the identity are
constantly being added and removed. The identity formation process begins with infancy and
ends with old age in human life. It does not occur properly as planned.

From the various definitions provided above, it can be claimed that identity is one of
the concepts defined in different forms in different domains at different periods. The inability
to meet at a common point in the definition of the concept of identity is that the underlying
concept includes physical, cognitive, and social elements. Personality is anyway beyond what
can be portrayed as a basic description of physical and social attributes. It is additionally an
impression of the context or action in which the individual is arranged. In the most general
sense, identity is defined as the response of the individual to the question “who am 1?”. Also,
“identity is not something one has, but something that develops during one’s whole life”
(Beijaard et al., 2004, p. 107). Identity covers all the individual characteristics and indicates
how the status and values of society are being perceived. Identity includes individual, social,
and collective identities and it is formed within a social structure. The individual gets to know
himself through the interaction with other individuals in society. An individual's identity has a
multifaceted aspect. For this reason, the individual should have a well-balanced identity on his
own and his other personal relationships. Identity has become very central to different kinds
of disciplines throughout time such as sociology (James, 1890; Mead, 1934), psychology
(Erikson, 1968), and teacher education (Beauchamp & Thomas, 2009; Beijaard et al., 2004;
Clandinin, Connelly & Bradley, 1999; Freese, 2006; Hoban, 2007; Miller, 2009; Olsen, 2008;
Sachs, 2005; Sfard & Prusak, 2005).

2.2. Teacher Identity

Wenger (1998) thinks that we are in a struggle for being an owner of a particular

character and personality during our lifetime. Hopes, dreams, wants, desires, wishes, and

preferences affect the way we live and the people with whom we communicate. We choose
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our friends, our lifestyle, our hobbies, our interests in order to meet these expected wants.
That is all to say, our identity is a characteristic that has a great influence in making our
choices at every moment of our lives. First, we should be aware of our identity so as to know
where we are going, what our route is in our life, and what our expectations are from life.
Moreover, identity has a great effect on the job that we want to have. As one type of identity,
teacher identity has been described from different views but no clear definition has been
offered yet (Beijaard et al., 2004). According to the definition of Hoffman-Kipp (2008),
describes teacher identity as “the intersection of personal, pedagogical, and political
participation and reflection within a larger sociopolitical context” (p. 153). From the
definition provided above, it can be claimed that teachers reflect not only their inner worlds
and preferences to the teaching environment but also they reflect the society that they live in.
Similarly, as Gee (2000) suggests, teacher identity refers to “a certain kind of person in a
given context” (p.99). Teachers adopt the certain identity when they enter the school
environment. This identity affects the way they transmit the course content to the students,
and their interactions with their students and colleagues in the school.

Just as we have seen in the characteristics of the identity in the identity concept
section, there is no innate identity. That is why, identity is formed, shaped, and developed by
time and interactions with the immediate society. Teacher identity can be defined in the same
manner as identity. Related researches reveals that teacher identity should not be seen as a
fixed and predetermined characteristic of teachers (Beijaard et al., 2004; Beauchamp &
Thomas, 2009; Maclean & White, 2007), on the contrary, it is dynamic and ready to open to
change. Beijaard et al. (2004) indicate that “teacher identity is an on-going process, and
therefore it is a constantly evolving phenomenon” (p. 111).

According to the researchers in the field of teaching and teacher education, some

internal individual factors such as motivation, self-efficacy, emotion, personal identity,
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character, and personality can affect teacher identity formation (Rodgers & Scott, 2008; Van
Veen & Sleegers, 2006; Zembylas, 2003). At the same time, some external factors such as
occupation features, cultures of teaching, particular curriculum, past experiences related to
teaching, and even school climate can also have influence in the formation of teacher identity
(Flores & Day, 2006; Rodgers & Scott, 2008). In line with the above mentioned views, Sachs
(2005) states that teacher identity is not stable but rather dynamic in its nature, therefore, past
experiences can have an impact on teacher identity and its development. Past experiences
enable teachers to evaluate themselves as a teacher. During this process, they can get a chance
to learn, internalize, criticize or change the norms, values, and expectations about his or her
professional field. Also, they can reconstruct their views about teaching and their teaching
styles. For these reasons, teacher identity is an important research area that should be
investigated in order to make learning, teaching, curriculum, and education policies better
(Olsen, 2008).

In short, teachers show a certain type of person’s identity in the classroom setting.
Therefore, teaching should not be seen only transmitting the knowledge to the learners
directly so it can be thought something really personal. All teachers have different styles,
techniques, subject knowledge and even characters. They are trying to do their job in the
classrooms by taking into account these variables. Therefore, teachers should be aware of who
they are as a person and as a teacher before the teaching profession starts. What might be the
reason to be a teacher? What kinds of issues motivate teachers while choosing that job? Is it
about material benefits such as well-paid salary or long holiday duration? Or is it related to
the character? This is about teacher personal identity and professional identity in the
literature. That’s why, while defining teacher identity concept, not only personal but also

professional aspects of identity should be combined in order to understand it deeply.
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2.2.1. Teacher professional identity. As one dimension of teacher identity, teachers’
professional identity deals with the perceptions of teachers about how they see themselves as
teachers both inside and outside the classroom. Recently, Beijaard et al. (2004) state that
teachers’ professional identity and its construction has come into existence as a separate
research area in the teaching and teacher education literature. Although researchers in the
related research area put great emphasis on teachers’ professional identity issue, no clear
definition has been offered yet because of its complexity and multiplicity in its own nature
(Beauchamp & Thomas, 2009). Therefore, different definitions have been provided by
researchers while analysing different aspects of this concept. For instance, Lasky (2005) and
Lerseth (2013) identify teachers’ professional identity as self-understanding of teachers how
they see themselves in the specific teaching setting. As a first step, in order for teachers to
realize their own professional identity perceptions based on teaching experiences, they should
understand themselves and their roles in a specific classroom context. According to Beijaard,
Verloop, and Vermunt (2000), teachers consider themselves as subject matter, pedagogical, or
didactical experts during their teaching process in the classroom environment. Teachers who
consider themselves to be subject matter experts think that their students are passive recipients
who take instruction and information provided by teachers during the lessons. The planning
and organization of the course are highly crucial for the teacher so as to transfer the subject
matter to the learners. The basic behaviour of this kind of teacher is to convey knowledge
through narration and memorization. Which the teacher better transfers the information during
the lesson without taking into consideration individual differences among the students is
considered to be a better teacher. This model of teachers can be attributed to traditional
teachers. However, according to the postmodern model of education system that is shaped and

developed as time passes, teaching is much more than transmitting the knowledge.
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Teachers who consider themselves to be pedagogical experts believe that they should
have good relations with the social environment and provide the necessary guidance to the
students. In order for the teaching-learning process and environment to be effective, a very
positive relationship must be established between the teacher, students, and their families.
These teachers can comprehend what is happening in the minds of the students, communicate
with students and their families, and try to solve students’ personal or special problems
(Beijaard et al., 2000). On the other hand, teachers as didactical experts should have a skill of
classroom management as well as the necessary teaching methods about how they can be
taught. It is the task of the teacher to determine the actions to be targeted, to regulate the
physical environment, to provide the necessary equipment, to implement the program, and to
measure and evaluate the result. Students’ levels are taken into consideration before the
teaching process by the teacher.

Similarly, Korthagen (2004, p.81) thinks that some questions like “Who am I1?, What
kind of teacher do | want to be?, and How do I see my role as a teacher?” enable teachers to
develop their professional identity.

The relationship between “being born as a teacher and becoming a teacher” reveals
some common points about teachers’ professional identity (Schepens, Aelterman, & Vlerick,
2009, p. 361). It is worth pointing out that teachers’ personal identity and professional identity
can be seen as the basic concepts that constitute teacher identity. That’s why, teaching
profession should not be perceived as something which just can be learned in the course of
time but something which can be felt in your veins. In other words, teachers’ personal identity
has a great effect on the process of the construction and the development of teachers’
professional identity perceptions. Shortly, the connection between teachers’ professional
identity and personal identity should not be denied or ignored while analysing teacher

identity.
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In short, teacher professional identity refers to a self-concept depending on their
biographies, teaching experiences, personality, social interactions with people, beliefs,
teaching approaches and methods, cultural values, self-reflection, critical evaluations, and
sub-identities that teachers own.

2.2.2. Teacher professional identity studies. Teacher professional identity and its
construction can be accepted as an important area on which many researches have focused.
Although most of these researches are qualitative, and few research has been conducted in
order to understand this area by applying a quantitative instrument to investigate teacher’s
professional identity perceptions (Findlay, 2006). The relationship between different theories,
beliefs, perceptions, and teachers’ professional identity perceptions has been investigated by
researchers in the literature. However, these studies do not meet the need to focus on teacher
professional identity issue (Varghese et al, 2005). According to Beijaard et al., professional
identity studies are categorized into three groups such as: “(1) studies in which the focus was
on teachers’ professional identity formation, (2) studies in which the focus was on the
identification of characteristics of teachers’ professional identity, and (3) studies in which
professional identity was (re)presented by teachers’ stories” (2004, p.109).

The first group of studies were mostly conducted on student teachers’ internship
experiences, autobiographies, reflective activities, and beliefs on the teaching profession
(Antonek, McCormick & Donato, 1997; Gohier, Chevrier & Anadon, 2007; Lamote &
Engels, 2010; Schepens et al., 2009; Sugrue, 1997). According to the Izadinia (2013), student
teachers’ identities are affected by learning communities, prior experience, and educational
contexts. Another important key factor is reflection during constructing professional identity.
It can be generally regarded as a highly significant process in the way of gaining professional

identity (Korthagen, 2004). It also provides them to build their own developing professional



identity on the way of becoming real teachers by interacting with their beliefs, past
knowledge, and experiences.

Antonek et al. chose one female and one male student teacher studying at foreign
language education department in USA in order to find the effect portfolios into their
professional identity development (1997). According to the result of the study, portfolios
could help to develop reflective skills in the way of becoming a teacher and gaining an
identity. Weekly discussions could also improve collaboration between student teachers and
their advisor in the school. Herewith, student teachers stated that they had a chance to see
themselves as what kind of teachers they actually are in real classrooms.

Gohier et al. (2007) conducted mixed method study aiming to investigate 76 student
teachers’ own identities as individuals and as future professional identity status. Personal
characteristics and professional characteristics of the participants were analysed by applying
questionnaire and interviews. Results showed that their future identity attributes followed as
mostly emphatic, dynamic and organized in general whereas their personal attributes were

described by the participants as dynamic, perfectionist, and resolute.
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Schepens et al. (2009) aimed to research the professional identity formation of student

teachers by taking into consideration their personality traits and experiences. Quantitative

method was preferred in the study. 762 student teachers participated in the study by filling the

questionnaire via mail. This questionnaire followed multiple theoretical approaches aiming to

measure their self-efficacy beliefs, motivational situations, and professional orientation. The
results showed that teacher efficacy, motivation, and professional orientation were seen as
best predictors of professional identity development.

Lamote and Engels (2010) conducted a quantitative study focusing on student
teachers’ professional identity perceptions. Three-year teaching program students were

compared into each other in terms of their perceptions and beliefs. Professional orientation
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scale, task orientation scale, teachers’ sense of efficacy scale, and commitment to teaching
scale were preferred in the research as data collection tools. Findings showed that first-year
students’ efficacy level and commitment to teaching were relatively higher compared to the
others. All in all, prospective teachers’ identity was shaped as time passed with experience.

Beijaard et al. (2000) conducted a mixed method study with 80 secondary school
teachers in order to see their professional identity perceptions and its influencing factors.
According to the quantitative results, teachers describe themselves as a combination of
various aspects of expertise but mostly as subject matter experts, then didactical experts and
least pedagogical experts. Beijaard et al. (2004) discussed that the knowledge base that the
teachers rely on in teaching can be the indicator of what is seen as the primary role of the
teacher.

The same instrument was used by an Iranian researcher in 2016. Mofrad chose 79
ELT teachers working at private language schools as a sample of the study in Iran. Iranian
teachers saw themselves mostly as didactical experts, then as pedagogical experts, and least as
subject matter experts. Also, no meaningful relationship was found between their professional
identity perceptions and the variables; gender and experience. The least frequent agreed item
in the scale was 8™ as “Teachers cannot permit themselves to make mistakes.”. The most
frequent agreed item was 6" as “There are many ways to teach and learn the same thing.”.

Cheung (2008) applied a quantitative study with 170 participants among Hong Kong
in-service teachers. From their own ratings of teachers’ professional identities, in-service male
teachers had significantly higher professional identity perceptions than in-service female
teachers. Another research done by Zhang, Hawk, Zhang, and Zhao (2016) investigated the
relationship between 606 Chinese pre-service teachers’ professional identity perceptions and

their beliefs of task value, intrinsic and extrinsic learning motivation, and performance in the
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training program. The findings indicated that the foundations of stronger professional identity
were based on education at the university.

Masoumpanaha and Zareib (2014) applied a questionnaire to 25 ELT teachers so as to
find out the level of their professional identity perceptions. Quantitative findings indicated
that ELT teachers had a strong sense of professional identity.

Findlay (2006) preferred to apply a case study in order to find out 5 first-year
teachers’ professional identity perceptions related to their job. As a result of her study, some
factors such as context and learning influenced their perceptions in a negative or positive way.
Another study done by Thomas and Beauchamp (2011) investigated novice teachers’
professional identity perceptions by analysing metaphors which teachers chose to describe
themselves. Teachers stated that they were developing their professional identities as time
passed. Their perceptions shifted from being ready for challenges into the survival mode. As
Flores and Day (2006) indicated that the process which shifting from student teachers into
novice teachers can be accepted as sudden and dramatic.

2.3. The Concept of Self-efficacy

Bandura and Wessels (1977) describe the concept of self-efficacy as “people’s
judgments of their capabilities to organize and execute courses of action required to attain
designated types of performance” (p. 174). The concept of self-efficacy has been a significant
concept in the Social Learning Theory which was first proposed by Albert Bandura.

Dozens of self-efficacy definitions have been made by the researchers in the literature.
Synder and Lopez (2009) identified self-efficacy as the answers to be taken in response to the
question of what | can do. Individuals should know their strengths and weaknesses in order to
make the right decisions for them. Pajares and Urdan (2006) argued that self-efficacy cam be
seen as a critical determinant of choices of the activities that individuals try to perform or do

in their lives, and that it is about self-efficacy belief that people have to believe or refrain
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from doing something. Also, Zimmerman (2000) defined self-efficacy as the beliefs of what
one can or can’t do rather than his/her judgment on the physical or individual characteristics
of the individual. In other words, it is the judgment of the individual to be successful in
overcoming the difficult situations in his future life.

Bandura (2010) states that self-efficacy can be related to the individual’s own
judgment on the power of organizing and performing necessary activities to show a certain
level of success. Schunk (1991) thinks that self-efficacy is a general capacity which covers
cognitive, social, emotional and behavioural skills, and has to be directed and organized for
numerous purposes. In a study carried out by Tschannen-Moren and Woolfolk Hoy (2001),
self-efficacy is expressed as the expectations of the person related to the success level against
a new situation.

Looking at these definitions offered by the researchers, self-efficacy is generally seen
as the driving force which directs individuals to perform a task successfully. In short, self-
efficacy can be seen as the belief that the individual can do this work. This belief refers to a
person can successfully perform and end a job. According to Bandura’s view, the self-efficacy
belief is the judgment of individuals about their capacity to be active in any subject. It is about
the perceptions of individuals about their own capacities, about how they are sufficient to
carry out a job successfully (2001). Self-efficacy belief varies depending on the task and
situation of individuals; different individuals with similar skills, or the same individual in
different conditions, may exhibit insufficient or extraordinary performance because of the
fluctuations in self-efficacy beliefs (Bandura, 1986).

According to Bandura (1986), self-efficacy concept can best be understood within the
scope of Social Cognitive Theory. There are four basic sources in the development of self-

efficacy belief. These four key sources are listed below:
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1. Mastery Experiences: One of the most influential sources of self-efficacy beliefs can be
regarded as mastery experiences acquired by individuals from their own past experiences.
Mastery experiences have an important place in self-efficacy belief because of personal
experiences and past experiences of the individual. Successful and effective performances in
the past increase the belief in self-efficacy, while failures in the past can reduce the self-
efficacy belief depending on questioning themselves about performances. Individuals evaluate
the results of their actions. They take into account their questioning in order to create a sense
of self-efficacy about performing similar actions. The success achieved by individuals in the
task leads them to perform similar behaviours in the future.

2. Vicarious Experience (Modelling): Individuals do not develop their skills only by living
and doing. They can boost their self-efficacy levels by observing good behaviours of other
people in similar events. The perception of self-efficacy obtained by indirect experiences is
weaker than that obtained by enactive mastery experiences. What’s more is that vicarious
experience can be more easily affected by a negative experience. The person is more affected
by the experience of others.

3. Social Persuasion: Feedback and social persuasions from important people can be seen as
important sources of information in constructing self-efficacy. Social persuasion includes
verbal assessments of others that individuals have certain skills. When people are convinced
that they have the ability and the capacity to succeed a certain task or if they are convinced
that they will succeed when they make more efforts, they continue trying to perform the task
without doubting and giving up until they achieve the goal.

4. Physiological Arousal: Individuals build their judgment about their abilities and capacities
by observing the reactions in their bodies. At the time of performance, their feelings of
anxiety, irritation, excitement and physiological changes such as rapid heartbeat and sweating

can have an effect on their belief of accomplishing the task. Strong emotional influences such
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as excitement, stress, fear that individuals feel towards the task they are trying to perform can
provide clues as to whether the task will be accomplished or not. In general, positive emotions
strengthen the perception of self-efficacy, while negative feelings weaken the perception of
self-efficacy.

What are the effects of the level of self-efficacy beliefs on behaviour? As an answer to
this question, it can be stated that self-efficacy beliefs help people to determine how much
effort they will have on behaviour, how long they will resist obstacles and how flexible they
can be. The stronger the feeling that the result will be good, the greater the effort, resistance,
and flexibility that a person has (Pajares, 2002). The stronger self-efficacy belief in the
person, the higher the ambition and determination to do the work occur. It enables people to
perform a job well above their ability that they own, even if they are not talented.

In terms of education, students who rely on their academic skills get high marks from
exams on the contrary students who own low self-efficacy belief on academic subjects receive
lower grades. Students who own higher self-efficacy beliefs stated that they work harder and
work longer than students who own lower self-efficacy belief in achieving a job. In this
respect, self-efficacy belief appears to be one of the important features to be considered in
education (Schunk, 1989).

2.3.1. Teacher self-efficacy. While considering the educational activities, there are
many factors in order to carry out these activities successfully. In literature, one of these
factors is seen as self-efficacy beliefs of teachers. The concept of self-efficacy developed in
the framework of social cognitive theory is an important theory for the performance of
teachers and their behaviours throughout their teaching process. Therefore, teachers’ self-
efficacy beliefs occupy a highly important position in the teacher education field in terms of

teachers’ self-awareness on their job.
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The concept of self-efficacy, which has recently been used frequently in the
educational sciences literature, has emerged as a fact that demonstrates the professional
identity of a teacher in the professional context. Teachers’ beliefs towards their profession are
generally related to loving their professions, being dependent on their professions, being
aware of their profession, and believing that they have to improve themselves continuously. In
that point, teachers’ self-efficacy beliefs have an effect on performing their teaching tasks.

According to Tschannen-Moran, Woolfolk Hoy, and Hoy (1998), self-efficacy belief
is not related to one's judgment on the possible consequences of his behaviour, but self-
efficacy belief can help predict the expected result of the behaviour.

Figure 1

The cyclical nature of teacher efficacy (Tschannen-Moran et. al, 1998, p. 228)
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According to the table, teachers can create their self-efficacy beliefs from four sources
as mentioned above, and they put these beliefs into cognitive processing. Then, they start

questioning themselves either by analysing teaching or assessing their personal teaching.
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They judge their deficits or successes by taking into consideration some external factors such
as teaching context, task, and students’ well-being or some internal factors such as their own
teaching styles. At the end of this phase, teacher efficacy comes into being.

What are the effects of the level of self-efficacy beliefs on teachers’ behaviours?
Teachers mostly believe that their self-efficacy levels at a high level (Baykara, 2011; Chacon,
2005; Eslami & Fatahi, 2008; Y1lmaz & Cokluk-Bokeoglu, 2008; Yiksel, 2010). Teachers
with high self-efficacy beliefs can develop getting more successful results against the
problems which they face, and they are also more determined in the search for solutions to the
problem compared to teachers with low self-efficacy beliefs (Tschannen-Moran et al., 1998).
They do not give up easily rather they continue their efforts in order to solve the problems. If
teachers’ self-efficacy beliefs are weak, they feel weak and nervous about solving their
problems. They also exhibit more stressful and dissatisfied behaviours. On the contrary,
teachers with a high level of self-efficacy beliefs invest more time and effort in order for their
students to be more successful and gain motivation towards lessons (Caprara et al., 2006).
They can change their way of teaching in order to be more effective (Henson, 2001). In other
words, teachers with higher levels of self-efficacy beliefs are mostly more sensitive to their
success and failures and are more interested in students’ academic success (Ware & Kitsantas,
2007). However; teachers with lower self-efficacy beliefs regard their failure as a personal
deficit when facing difficulties and, thus reduce their efforts.

2.3.2. Teacher self-efficacy studies. Considering the literature, it can be seen that
there has been an increase in the number of researches about the self-efficacy beliefs of
experienced teachers, novice teachers and student teachers in recent years in Turkey and
abroad. Most of the researchers in the field have aimed to find the relationship between
teachers’ self-efficacy beliefs and some variables such as motivational change (Canrinus et

al., 2012), mastery experiences (Tschannen-Moran & Hoy, 2007), job satisfaction and job
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stress (Klassen & Chiu, 2010), students’ motivation and success (Skaalvik & Skaalvik, 2007),
classroom management skill perceptions (Babaoglan & Korkut, 2010), attitudes towards
profession (Demirtas, Comert & Ozer, 2011), metacognitive learning strategies (Baykara,
2011), collective efficacy (Kurt, 2012), and language proficiency (Chacon, 2005).

Canrinus et al. (2012) investigated the links between teachers’ motivational change
and the indicators such as teachers’ self-efficacy beliefs, job satisfaction levels, and teaching
commitment which cover professional identity perceptions. 1214 Dutch teachers working at
secondary schools participated in the quantitative study. The study showed that teachers’ self-
efficacy beliefs and job satisfaction levels could be regarded as important factors in
influencing their professional identity perceptions. Professional identity perceptions did not
differ significantly among experienced teachers, novice teachers, and senior teachers.

Tschannen-Moran and Hoy (2007) conducted a study with 255 novice and
experienced teachers in order to see the effect of mastery experiences on self-efficacy beliefs.
Novice teachers’ self-efficacy beliefs were found to be lower than experienced teachers’ self-
efficacy beliefs because of inadequate experience in teaching performance. Results showed
that mastery experiences played a highly important role while constructing self-efficacy. Both
novice and experienced teachers felt more efficacious in classroom management domain and
less in student engagement domain. However, novice teachers were more determined to reach
and answer the students’ problems, hopes, and wants.

Klaasen and Chiu (2010) aimed to search whether there was a relationship between
teachers’ self-efficacy beliefs and their job satisfaction levels. The sample of the study
consisted of 1430 teachers. Teachers stated that they felt more efficacious in dealing with
students’ behaviours in the classroom context. Female teachers had higher means of job stress
levels. Looking at the effect of experience on teachers’ self-efficacy beliefs, it could be seen

that self-efficacy beliefs increased until 23 years of experience of teachers and then decreased
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gradually. The findings of the study revealed that teachers started to build confidence in their
teaching skills and using different methods to motivate students to the classroom activities in
their early years and mid-career, but this could lead to a decrease in confidence as teachers
entered their later career ladders.

Skaalvik and Skaalvik (2007) decided to make a research about 246 teachers’ self-
efficacy perceptions and constructs working at primary and secondary schools in Norway.
According to the results of the study, there was a strong relationship between teachers’ self-
efficacy beliefs and teacher burnout. Teachers with low self-efficacy beliefs experienced
discipline problems in the classrooms, and this could lead to teacher burnout.

In a recent study, Elkatmis, Demirbas, and Ertugrul (2013) searched self-efficacy
beliefs of 339 pre-service teachers who graduated from the faculty of education and the
faculty of arts and sciences who received pedagogical formation education by taking into
consideration age, gender, the reasons for choosing the teaching profession and learning type
variables. For data collection tool, teachers’ self-efficacy scale was preferred in the study.
According to the findings obtained from the study, there was no statistically significant
difference between the faculty of education students and pedagogical formation students in
terms of self-efficacy beliefs about teaching profession and teaching of self-efficacy beliefs of
both faculty students.

Babaoglan and Korkut (2010) conducted a quantitative study with 401 classroom
teachers in order to find out whether there was a relationship between their self-efficacy
beliefs and classroom management skill perceptions. The findings of the study revealed that
there was a meaningful relationship between classroom teachers’ self-efficacy beliefs and
their classroom management skill perceptions. Moreover, male teachers’ self-efficacy levels

were higher than the female teachers’ levels.
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Researchers had a purpose to made a survey of preservice teachers’ self-efficacy
beliefs and attitudes towards the profession by taking into account gender and department
variables (Demirtas et al. 2011). Male student teachers felt more efficacious in the domain of
instructional strategies and classroom management. The results also stated that there was a
slight positive correlation between the self-efficacy beliefs of preservice teachers and their
attitudes towards the profession.

Ustiiner, Demirtas, Cémert, and Ozer (2009) investigated 292 teachers’ self-efficacy
beliefs working at secondary schools by applying questionnaire. As a result of the study, it
was shown that the self-efficacy beliefs of secondary school teachers did not differ
significantly according to gender, branch, years of teaching experience and faculty type but
there was a significant difference between the self-efficacy beliefs and school type at which
they worked. Female and male teachers have similar beliefs of their self-efficacy, however, it
was seen that female teachers had higher means than male teachers.

Baykara (2011) conducted a study so as to investigate preservice ELT teachers’ self-
efficacy beliefs and metacognitive learning strategies. According to the results of the study,
the level of self-efficacy beliefs was at an acceptable level. The results also showed that there
was a slight positive correlation between the self-efficacy beliefs of preservice teachers and
metacognitive learning strategies.

Chacon (2005) stated that ELT middle school teachers in Venezuela felt more
efficacious in the field of instructional strategies domain and less in the field of student
engagement domain. The researcher found that there was a significant positive relationship
between teachers’ self-efficacy beliefs and English language proficiency.

Ekici (2006) preferred to conduct research so as to find out vocational high school
teachers’ self-efficacy beliefs. According to research results, it was determined that teachers’

self-efficacy belief level of teachers of vocational high schools was slightly above the medium
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level. Female teachers’ self-efficacy beliefs had higher means than male teachers This finding
is similar with the research to Bleicher (2004). On the other hand, there was no significant
difference between the teachers’ self-efficacy beliefs and the teaching experiences of the
teachers.

Lastly, Yiksel (2010) investigated ELT teachers’ self-efficacy beliefs working at
primary schools by applying mixed method research. The results of the study revealed that
teachers stated to be more efficacious in the field of classroom management rather than
instructional strategies and student engagement. Semi-structured interviews showed that
students’ profile, lack of effective communication at school and curriculum were accepted as
three possible reasons causing low student engagement efficacy. The years of experience in

the teaching profession and gender did not any effect on teachers’ self-efficacy beliefs.



29

Chapter 3
Methodology
3.1. Introduction

In this section, the methodology of the present study is presented including; research
design of the study, population and sample selection, instruments, pilot study, data collection
procedures, and data analysis procedures in a detailed way.

3.2. Research Design

The ultimate purpose of this study was to explore the relationship between ELT
teachers’ professional identity perceptions and self-efficacy beliefs by taking into
consideration their gender, age, marital status, the faculty graduated from, school type at
which they work, the years of teaching experience, and current job title.

Mixed method research refers to a single study which covers both qualitative and
quantitative phase for collecting, analysing the data and mixing the results on the purpose of
searching more straight answers to the research questions in the study (Creswell & Clark,
2017). According to Dornyei’s view related to mixed method studies, the researcher “gains a
better understanding of a complex phenomenon by converging numeric trends from
quantitative data and specific details from qualitative data” (Dornyei, 2007, p.45).

Mixed method basic designs are categorized as exploratory sequential, explanatory
sequential, and convergent designs (Fetters, Curry & Creswell, 2013). For this study, mixed
method sequential explanatory design was implemented in order to discover the facts and
carry out depth analysis about the research questions. This design comprised of two separate
stages: a quantitative stage followed by a qualitative stage (Creswell, Clark, Guttmann &
Hanson, 2003). Firstly, the quantitative data were gathered from the participants of the study

via the application of teachers’ professional identity and sense of efficacy scales and analysed.
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Then, qualitative data were collected by applying semi-structured interviews and made
analysis so as to explore their opinions in detail.

Priority was given to the quantitative phase in terms of data collection and analysis
procedures. The main purpose of this phase was to give answers to the research questions.
The qualitative data were gathered from the population of the volunteer participants in the
study who responded to the scales and connected to the results obtained from the quantitative
stage (Ivankova, Creswell & Stick, 2006). The results of the quantitative data analysis in the
first stage of the study informed and connected the qualitative data in the second stage (Fetters
et al., 2013). This means that qualitative findings helped to explain the statistical results of the
scales filled out by the participants. In this way, quantitative results were explored in more
detail. Both qualitative and quantitative findings were reported in different sections in the
result chapter then, results of these sections were integrated into each other in the result
section so as to find answers to the research questions.

3.3. Population and Sample Selection

The convenient sampling procedure was applied in order to select the target
population of the current study. Erzurum- an eastern province of Turkey was preferred to
collect the data in this study because of the convenience to the researcher. The target
population consisted of Turkish ELT teachers working at state primary (from 2" grade to 4"
grade), secondary (from 5™ grade to 8" grade), and high schools (from 9" grade to 12" grade)
in Erzurum’s central districts; Aziziye, Palanddken, and Yakutiye.

According to the data gained from Erzurum Provincial Directorate of National
Education, in the 2018-2019 academic year, 365 ELT teachers in Aziziye, Palanddken, and
Yakutiye, which are located in three central districts within the borders of a metropolitan
municipality, constituted the universe of the research. The data were collected from 62

primary school teachers, 118 secondary school teachers, and 110 high school teachers. After
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obtaining the necessary permits, a total of 290 teachers were reached by the questionnaires,
and necessary permits sent to the schools by Aziziye, Palanddken, and Yakutiye district
national education directorates. 290 of the 290 questionnaires were completed and used in the
research. The percentage of return of the applied questionnaire was % 100.

The gender, age group, marital status, the faculty graduated from, type of school they
work, the years of experience in the profession, and current job title were examined in order
to find out personal and job-specific information. By taking into account the demographic

information form, the statistical data of the teachers who participated in the study is given in

two tables.
Table 1
Demographic Information of the Target Population
N Percentage
Gender
Female 183 63,1
Male 107 36,9
Age
22-29 years 28 9,7
30-39 years 103 35,5
40-49 years 113 39,0
50-59 years 37 12,8
60+ years 9 3,1
Marital Status
Married 200 69,0
Single 90 31,0
The Faculty
Faculty of Education 171 59,0
Faculty of Arts and Sciences 119 41,0

As shown in Table 1, of the 290 participants of the study, 183 (63.1%) were female

teachers and 107 (36.9%) were male teachers. Most of the teachers who participated in the
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research were female teachers. When the ages of the teachers were examined, 28 (9.7%) were
between 22 and 29 years old, 103 (35.5%) were between 30 and 39 years, 113 (39.0%) were
between 40 and 49 years, 37 (12.8%) were between 50 and 59 years, and 9 (3.1%) were 60
years and older. Looking at the marital status of the teachers participating in the research, 200
(69.0%) were married; 90 (31.0%) were single.

An inquiry into where the ELT teachers graduated from displayed that 171 teachers
(59,0%) graduated from a faculty of education and 119 teachers (41,0%) graduated from a

faculty of arts and sciences.

Table 2

Demographic Information of the Target Population 2

N Percentage

Type of School They Work

Primary School 62 21,4
Secondary

School 118 40,7
High School 110 37,9
The Years of Experience in the Profession

1-5 years 117 40,3
6-10 years 67 23,1
11-15 years 59 20,3
16-20 years 15 5,2
21-25 years 23 7,9

26+ years 9 3,1

The Current Job Title

Fully-appointed Teacher 195 67,2
Contracted Teacher 66 22,8
Hourly-paid Teacher 29 10,0

At the time when the present research was conducted 62 teachers (21.4%) were

working at primary school 118 teachers (40.7%) were working at a secondary school, and 110
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teachers (37.9%) were working at a high school. Looking at the years of experience of
teachers in the profession, 117 teachers (40.3%) had 1 to 5 years of experience, 67 teachers
(23.1%) between 6 and 10 years of experience, 59 teachers (20.3%) between 11 and 15 years
of experience, 15 teachers (% 5,2) between 16 and 20 years of experience, 23 teachers (7.9%)
between 21 and 25 years of experience, and 9 teachers (3.1%) 25 years and over experience in
the field of teaching English.

When the data related to teachers’ current job title were examined, it was found that
195 teachers (67.2%) were employed as fully-appointed teachers, 66 teachers (22.8%) were
working as contracted teachers and lastly 29 teachers (10.0%) were employed as hourly-paid
teachers at schools.

3.4. Instruments

As data collection tools in this present study, “Demographic Information Form”,
“Teachers’ Professional Identity Scale”, and “Teachers’ Sense of Efficacy Scale Short Form”
were used. Detailed information about the form and scales used in the research was presented
below.

3.4.1. Demographic information form. A demographic questionnaire developed by
the researcher was used to determine the relevant personal and job-specific information about
the participants. The demographic questionnaire was comprised of questions covering age,
gender, marital status, the faculty they graduated from, type of school they work, the years of
experience in the profession, and current job title (See Appendix 1).

3.4.2. Teachers’ sense of efficacy scale. “Teachers’ Sense of Efficacy Scale Short
Form” which was developed by Tschannen-Moran and Woolfolk Hoy (2001) and was
adapted into Turkish by developed by Capa et al. (2005), was used in order to determine the
teachers’ self-efficacy levels (See Appendix 2). Necessary permission was obtained in order

to apply the scale to the teachers (See Appendix 8). Also, the original form of the scale is
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presented in Appendix 4. Short form of the scale consists of 12 items. It is in the form of a
five-point Likert grading scale ranging from (1) not efficient to (5) very efficient taking into
consideration the agreement level to the items in the scale. These items measure teacher self-
efficacy beliefs in three domains: classroom management (1, 2, 5, and 11), instructional
strategies (4, 8, 9, and 10), and student engagement (3, 6, 7, and 12). The items include “how
well can you...?” and “how much can you...?” patterns to meet the criteria of Bandura (2006)
which are considered in constructing items for sense of efficacy scale. The reliability of the
scale was calculated as 0.90.

3.4.3. Teachers’ professional identity scale. “Teachers’ Professional Identity Scale”
which was developed by Beijaard et al. (2000) and was translated into Turkish by the
researcher, was used in order to analyse the ELT teachers’ professional identity perceptions.
Twelve ELT teachers gave expert opinions in order to check each items’ comprehensibility.
After checking the translation, pilot study was conducted with 40 teachers who did not
participate in the study. Necessary permission was taken so as to implement the scale (See
Appendix 7). The original teachers’ professional identity scale is presented in Appendix 5,
and its Turkish form is presented in Appendix 3.

Teachers’ professional identity scale is composed of 14 items. These items measure
teachers’ professional identity perceptions in three domains: subject matter field (2, 4, 8, and
11), didactical field (3, 6, 9, 10, 12, and 14), and pedagogical field (1, 5, 7, and 13). Five-
point Likert grading scale items were placed for determining their perceptions related to their
professional identity. Items were ranged from strongly disagree (1) to strongly agree (5)
according to their agreement. The reliability coefficient was calculated to be .94.

3.5. Pilot Study
The researcher implemented the pilot study with 40 ELT teachers working at state

primary, secondary, and high schools in Erzurum in order to test the scale in terms of validity
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and reliability issues. These ELT teachers were excluded from the present study. The original
teachers’ professional identity scale was translated to Turkish by the researcher. Twelve ELT
experts checked the scale items whether they are comprehensible or not. The reliability
coefficient value of the pilot study was found to be 0.89 showing very good internal
consistency.

3.6. Data Collection Procedures

Before collecting the data, necessary permissions were obtained from Erzurum
Provincial Directorate of National Education and Erzurum Provincial Directorate of General
for Innovation and Education Technologies for the implementation of the scales to the
participants of the study (See Appendix 9 and Appendix 10).

For the quantitative phase of the study, the scales were completed by the ELT teachers
at all state primary, secondary, and high schools in the central districts of Erzurum, Aziziye,
Palanddken, and Yakutiye in the fall term of 2018-2019 academic year. As this study covered
all ELT teachers in all state school types in three districts, scales were delivered to the schools
via cover letter by the help of the Aziziye, Palanddken, and Yakutiye District Directorates of
National Education. A total of 290 teachers were reached. The quantitative phase of the data
collection process was completed nearly during one month (November 2018). Both the scales
and semi-structured interviews were implemented in Turkish in order not to cause any
misunderstanding. Thereby, participants declared their opinions in a comfortable way by
using their native language.

In the qualitative phase of the study, of the 290 participants, a total of 35 participants
volunteered to take part in the semi-structured interviews. The interview form consisted of
two sections. Section 1 was intended to obtain information about the interview date, time,
place, and the interviewee. In the second section, there were seven questions aiming to

determine the relationship between professional identity perceptions of volunteer participants
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and their self-efficacy beliefs. In the study, each interview was conducted individually and
participants’ real names were not included while commenting on the results by taking into
account the confidentiality policy. In addition, a chat environment during the interviews was
created to make the participants feel more comfortable. These interviews were held in the
schools’ library or schools’ teachers room. Each interview took nearly between 15 and 20
minutes. All the interviews were completed in 20 days after the application of the scales
(January 2019).
3.7. Data Analysis Procedures

The analysis of the data was conducted in two phases. For the first phase of analysis,
the quantitative data were analysed by using the Statistical Package for Social Sciences
(SPSS) version 23.0 in order to find answers to the research questions. In order to decide
which tests would be preferred in the analysis of quantitative data, Skewness and Kurtosis
value was used to determine whether the data were normally distributed or not.

Table 3
Normality test of two scales

N M S.D. Skewness Kurtosis

Professional identity 290 4,739 ,44497 -1,084 1,300
Self-efficacy 290 4,710 ,53119 -1,021 ,887
Valid N 290

If the skewness and kurtosis values are somewhere in the span of +1.5 and -1.5, the
data can be accepted as normally distributed (Tabachnick, Fidell, & Ullman, 2007). In this
study, the data were normally distributed according to the normality test result therefore,
parametric tests were applied in order to analyse the teachers’ self-efficacy beliefs and
professional identity perceptions.

In the study, t-test was used to find the difference between two-group variables and

one-way variance analysis (one-way ANOVA) for three or more groups. Tukey HSD multiple
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comparison test was used to determine the significant difference between the groups. Pearson
correlation coefficient technique was used to determine the relationship between two factors.
The significance level was taken as p>0.05. Self-efficacy beliefs and professional identity
perceptions of the teachers; independent t-test technique was used in terms of gender and
marital status, and one-way ANOVA was used in the comparison of age, the faculty they
graduated from, school type at which they work, the years of teaching experience, and current
job title.

The means, percentages, t-test for independent groups, Pearson correlation analysis,
and one-way ANOVA for two or more independent groups were performed in accordance
with the research questions and sub-questions, and Post Hoc LSD analysis was performed to
determine the difference between the groups. Descriptive statistics was made on the
quantitative data by taking into consideration mean scores, frequencies, standard deviations,
and percentages of each item in the scales.

For the second phase of the analysis, firstly, semi-structured interviews were recorded
and transcribed by the researcher. Next, these interviews were translated into English in order
to be able to form categories and codes for the content analysis. Then, semi-structured
interview data were analysed by forming codes and categories. To be able to analyse the
qualitative data interviews were conducted after gathering quantitative data. The content
analysis which was identified as “a research method for the subjective interpretation of the
content of text data through the systematic classification process of coding and identifying
themes or patterns” was applied (Hsieh & Shannon, 2005, p.1278). Therefore, the categories
and codes were formulated. In that way, the aim was to provide external validity by making
detailed descriptions of the study. Last, five researchers analysed one of the random selected

interviewees’ data by using these categories to check the reliability of the categories.
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Chapter 4
Results
4.1. Introduction

This section will first introduce quantitative results of the study obtained by
“Teachers’ Professional lIdentity Scale” and “Teachers’ Sense of Efficacy Scale” codded to
SPSS program. The findings of the data will be presented in accordance with research
questions in detail.

In the second phase of the results section, qualitative findings gathered from
interviews will be interpreted by applying qualitative content analysis. Both of the results will
be given by using tables so as to present them for forming a better understanding.

4.2. Quantitative Results

4.2.1. Quantitative results of teachers’ professional identity scale. The number of
the participants, the means, minimum and maximum values, standard deviations, percentages
of each item, mean differences, t, p and F values, the sum of squares, and mean squares will
be presented in order to analyse the data obtained from teachers’ professional identity scale.

4.2.1.1. What are the levels of ELT teachers’ professional identity perceptions
working at state primary, secondary, and high schools in Erzurum’s central districts;
Aziziye, Palandoken, and Yakutiye?. In order to find out the level of professional identity
perceptions of ELT teachers working at the state schools in Aziziye, Palanddken, and
Yakutiye, the descriptive statistics of teachers’ professional identity scale were calculated. In
order to make interpretations more comprehensible, 5 Likert items in the scale were
transformed into 3 groups as Strongly disagree + Disagree, Undecided, and Agree + Strongly
agree. Table 4 presents the means, standard deviations, and the percentages of each item of
the teachers’ professional identity scale. The means of the items with three highest and three

lowest rates are shown in bold in the columns.
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Table 4
Descriptive statistics of ELT teachers’ professional identity scale

N M SD+D U A+SA SD
1) It is important to be positive, open, 290 4,27 3.1 8,3 88,6 743
respectful etc. when approaching students.
2) It is necessary for students to have a 290 4,29 34 10,7 85,9 ,793
knowledgeable teacher.
3) Planning and organization are the basis 290 424 17 9,3 889 ,690
for teaching.
4) Subject matter is not the only basis fora 290 3,98 3,1 19,3 77,6 174
teacher.
5) Good/safe classroom climate is a 290 4,12 6,2 12,1 81,7 ,908
necessary condition for teaching.
6) There are many ways to teach and learn 290 433 21 6,6 914 ,692
the same thing.
7) Students' situation/well-being is starting 290 3,89 9,3 18,3 72,4 ,931
point for the lessons.
8) Teachers cannot permit themselves to 290 2,73 514 16,2 32,4 1,304
make mistakes.
9) To motivate and interest students by 290 447 1,0 59 931 ,656
changing learning activities is important.
10) It is necessary to be alert by listening 290 4,28 0,3 11,7 87,9 677
and observation.
11) It is necessary to keep pace with new 290 448 14 72 914 ,692
developments.
12) It is important to keep into account the 290 4,25 34 10,7 85,8 ,781
students' level.
13) Being alert for signs of students/ 290 3,46 30,7 114 58,0 1,294
showing involvement is important.
14) Students' ways and strategies of 290 4,24 28 13,4 83,7 ,800
learning is important.
Valid N 290 4,07
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It can be inferred from the table 4 that the majority of teachers for each item of the
scale agreed or certainly agreed. The overall mean of the scale was computed as (M= 4,0739).
It can be concluded from the overall mean that teachers’ professional identity perceptions
were at high level in general. According to the results of the scale, four items (4™, 7, 8", and
13" jtems) had lower means than the overall mean of the scale. Accordingly, the highest
item’s mean was 4,48 which was the 11" item “It is necessary to keep pace with new
developments.” 91,4 % of the teachers thought that keeping up with technology and
improvements in education is a must for teachers. The second most agreed item was the 9™"
item “To motivate and interest students by changing learning activities is important.” It can be
seen that 6™ item “There are many ways to teach and learn the same thing.” was the third
rated item in the scale and its mean was computed as 4.33.

On the other hand, 32,4% of the participants stated that “Teachers cannot permit
themselves to make mistakes.”. In other words, most of the teachers considered that teachers
sometimes can make mistakes. The second lowest item’s mean was 3,46 which was “Being
alert for signs of students/ showing involvement is important.” As a last, the third item’s mean
was computed as 3,89 and they indicated that “Students’ situation/well-being is the starting
point for the lessons.”.

Table 5
Descriptive statistics of ELT teachers’ professional identity scale domains
N Min. Max. Mean S.D

Subject matter expert domain 290 2,50 5,00 4,1974 51158
Didactical expert domain 290 2,00 500 4,1078 ,64858
Pedagogical expert domain 290 2,00 5,00 3,9069 ,50247
Valid N 290

Table 5 reports the means, minimum and maximum values, and standard deviations of

the three domains of the teachers’ professional identity scale. To make analysis on teachers’
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professional identity scale domains, means of each domains were calculated. According to the
table 5, it can be revealed the point that the highest mean was for subject matter expert
domain with the mean of 4,19 and followed by the didactical expert domain (4,10) and
pedagogical expert domain (3,90).

4.2.1.2. Is there any significant difference between ELT teachers’ professional
identity perceptions and gender?. Descriptive analysis was used to get statistical results of
the independent groups. Means, standard deviations, t value, and p value were taken into
account while reporting the results. T-test technique was applied for these groups in order to
determine whether there was a significant difference between the perception of the

professional identity of the ELT teachers and gender variable.

Table 6

ELT teachers’ professional identity perceptions regarding gender
Gender N Mean SD t p.
Female 183 574590 606,623 2,521 ,029
Male 107 543,084 646,385

Table 6 indicates the fact that female ELT teachers had higher means from the
teachers’ professional identity scale than male ELT teachers. According to descriptive
findings of the scale, female teachers’ mean was calculated as 57,4 on the other hand male
teachers’ mean was calculated as 54,3. T-test analysis also showed that there was a
statistically significant difference between the groups in terms of professional identity
perceptions (p<0,05).

4.2.1.3. Is there any significant difference between ELT teachers’ professional
identity perceptions and their age?. One-way ANOVA test was applied to collected data
from the scale in order to find out the relationship between ELT teachers’ professional
identity perceptions and age. Table 7 presents sum of squares, df, F and, p value, and mean

square between and within the groups.



Table 7

ELT teachers’ professional identity perceptions regarding age variable
Sum of Squares df  Mean Square F p

Between Groups 802,449 4 200,612 5,491 ,000

Within Groups ~ 10413,206 285 36,538

Total 11215,655 289
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According to the result of the one-way ANOVA test, it can be seen that ELT teachers’

professional identity perceptions working at public schools differed statistically significant

depending on their age factors (p<0,05).

Table 8

Tukey HSD test depending on the age variable

(1) Age (J) Age Mean Difference (I-J) Std. Error p.
30-39 years old 339,251 128,827 ,067
40-49 years old 263,970 127,603 237
22-29 years old .
50-59 years old 6,50193 151,407 ,000
60+ years old 606,349 231,617 ,070
22-29 years old -339,251 128,827 ,067
40-49 years old -, 75281 ,82345 ,891
30-39 years old
50-59 years old 310,942 115,855 ,059
60+ years old 267,098 210,106 ,709
22-29 years old -263,970 127,603 237
30-39 years old ,75281 ,82345 ,891
40-49 years old .
50-59 years old 3,86223 114,492 ,007
60+ years old 342,380 209,358 476
22-29 years old -6,50193" 151,407 ,000
30-39 years old -310,942 115,855 ,059
50-59 years old .
40-49 years old -3,86223 114,492 ,007
60+ years old -,43844 224,660 1,000
22-29 years old -606,349 231,617 ,070
30-39 years old -267,098 210,106 ,709
60+ years old
40-49 years old -342,380 209,358 476
50-59 years old ,43844 224,660 1,000
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Tukey HSD test was used to detect which groups were significantly different from
each other. As a result of the test, it can be seen from the table that there was a significant
difference between the ELT teachers in the age group of 22-29 and the age group of 50-59.
Also, 40-49 years old ELT teachers’ professional identity perceptions differed statistically
significant from50-59 years old ones. Lastly, professional identity perceptions of ELT
teachers who are 50-59 years old differed significantly from 22-29 and 40-49 years old ELT
teachers. From the descriptive statistics, it can be said that 22-29 years old ELT teachers had
(M =60,2857) mean which was the highest mean in the scale whereas 60+ years old ELT
teachers had (M=53,7838) mean. Depending on age factor, values of the means are reduced
with the increasing age.

4.2.1.4. Is there any significant difference between ELT teachers’ professional
identity perceptions and marital status?. T-test was preferred for independent groups in order
to look at whether there was a significant between married ELT teachers and single ELT
teachers working at state primary, secondary, and high schools but there was no significant
difference between the groups.

4.2.1.5. Is there any significant difference between ELT teachers’ professional
identity perceptions and the faculty which ELT teachers graduated from?. T-test was
applied to the obtained data in order to find out whether professional identity perceptions of
ELT teachers who graduated from Faculty of Education would significantly differ from
professional identity perceptions of ELT teachers who graduated from Faculty of Art and

Sciences. Means, standard deviations, t value, and p value were taken into account.

Table 9

ELT teachers’ professional identity perceptions regarding the faculty
University type N Mean SD t p.
Faculty of Education 171 579,357 588,432 2,993 ,003

Faculty of Art and Sciences 119 557,395 650,354
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In the above table, t-test results for independent groups on the scores of professional
identity perceptions of ELT teachers according to the faculty are presented. By looking at the
table, it can be concluded that there was a significant difference regarding the scale according
to the faculty type variable (p<0,05). 171 ELT teachers who graduated from the Faculty of
Education had a higher mean (57,9357) compared to the ones who graduated from the Faculty
of Art and Sciences (55,7395).

4.2.1.6. Is there any significant difference between ELT teachers’ professional
identity perceptions and type of schools they work at?. One-way ANOVA test was applied to
data in order to determine whether there was a significant difference between ELT teachers’
professional identity perceptions and types of schools at which ELT teachers work.
Descriptive results were then examined to see the means of the groups. Table 10 illustrates
sum of squares, df, p, F values, and mean squares of each groups of ELT teachers’
professional identity perceptions regarding school variable.

Table 10
ELT teachers’ professional identity perceptions regarding school variable
Sum of Squares df  Mean Square F p.

Between Groups 311,050 2 155,525 4,093 ,018
Within Groups 10904,606 287 37,995
Total 11215,655 289

Table 10 shows the point that ELT teachers’ professional identity perceptions working
at state schools differed statistically significant depending on their school type factor
(p<0,05). From one-way ANOVA test findings, it can be concluded that ELT teachers
working at state primary, secondary, and high schools differed from each other in terms of
professional identity perceptions. In order to detect which groups were significantly different
from each other Tukey HSD test was used. Table 11 illustrates school types, mean difference

between groups, standard deviations and p value.
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Table 11
Tukey HSD test depending on the school type

(1) School type (J) School type Mean Difference (I1-J)  Std. Error  p.

) Secondary school  -,90049 ,96686 ,621
Primary school ]
High school 142,786 ,97889 312
Primary school ,90049 ,96686 ,621
Secondary school
High school 2,32835" ,81695 ,013
) Primary school -142,786 ,97889 312
High school
Secondary school  -2,32835" ,81695 ,013

According to table 11, such a finding showed that secondary school teachers differed
significantly in terms of professional identity perceptions compared to high school teachers.
The highest mean of these groups belonged to secondary school ELT teachers with the mean
of 58,11. High school ELT teachers’ mean was the lowest mean among these groups with the
of 55,78.

4.2.1.7. Is there any significant difference between ELT teachers’ professional
identity perceptions and the years of teaching experience?. One-way ANOVA test was
preferred to look at whether ELT teachers’ professional identity perceptions differed
significantly in terms of their teaching experience or not.

Table 12
ELT teachers’ professional identity perceptions regarding their job experience

Sum of Squares df Mean Square F p.

Between Groups 844,195 5 168,839 4,623 ,000
Within Groups 10371,460 284 36,519
Total 11215,655 289

The results of table 12 reports that there was a significant difference between the

groups regarding the years of teaching experience of ELT teachers (p<0,05).



Table 13

Tukey HSD test depending on the years of teaching experience
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(1) Job experience  (J) Job experience Mean Difference (I-J) Std. Error p.
6-10 years ,56869 ,96494 ,999
11-15 years -,36202 ,92585 ,990
1-5 years 16-20 years 7,21538" 165,733 ,000
21-25 years ,06466 137,838 1,000
26+ years 239,316 209,041 ,862
1-5 years -,56869 ,92585 ,990
11-15 years ,36202 ,96494 ,999
6-10 years 16-20 years 7,78408" 172,617 ,000
21-25 years ,63335 146,043 ,998
26+ years 296,186 214,540 , 739
1-5 years -,20668 107,890 1,000
6-10 years ,20668 107,890 1,000
11-15 years 16-20 years 7,57740° 174,745 ,000
21-25 years 42668 148,552 1,000
26+ years 275,518 216,256 ,799
1-5 years -7,78408" 172,617 ,000
6-10 years -7,57740" 174,745 ,000
16-20 years 11-15 years -7,21538" 165,733 ,000
21-25 years -7,15072" 200,559 ,006
26+ years -482,222 254,800 ,409
1-5 years -,63335 146,043 ,998
6-10 years -,42668 148,552 1,000
21-25 years 11-15 years -,06466 137,838 1,000
16-20 years 7,15072" 200,559 ,006
26+ years 232,850 237,602 ,924
1-5 years -296,186 214,540 , 7139
6-10 years -275,518 216,256 ,799
26+years 11-15 years -239,316 209,041 ,862
16-20 years 482,222 254,800 ,409
21-25 years -232,850 237,602 ,924
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In order to which group differed from each other Tukey HSD test was applied to data.
Table 13 shows that ELT teachers who had 16 to 20 years teaching experience differed
statistically significant in terms of professional identity perceptions as against ELT teachers
who had 1 to 5, 6 to 10, 11 to 16, and 21 to 25 years teaching experience in the field of
English language teaching. 57,8 was calculated as the highest mean of the teachers’
professional identity scale of ELT teachers with 1 to 5 years of teaching experience. The
second highest mean of this group belonged to ELT teachers who had 6 to 10 years of
teaching experience with the mean of 57,06. Third highest mean 57,30 came from ELT
teachers who had 11 to 15 years of teaching experience. ELT teachers who had 21 to 25 years
of teaching experience (57,20) and ELT teachers who had 26 and more teaching experience
followed them with the mean of 57,02. The least mean belonged to ELT teachers who had 16
to 20 years teaching experience with the mean of 50,0.

4.2.1.8. Is there any significant difference between ELT teachers’ professional
identity perceptions and their current job title?. One-way ANOVA test was used to find out
the relationship between ELT teachers’ professional identity perceptions and their current job
title. ANOVA test showed that no significant difference was observed between regular
teachers, contracted teachers, and paid teachers (p>0,05).

4.2.2. Quantitative results of teachers’ sense of efficacy scale. Number of the
participants, the means, minimum and maximum values, standard deviations, percentages of
each item, mean differences, t, p and F values, the sum of squares, and mean squares will be
presented in order to analyse the data obtained from teachers’ sense of efficacy scale.

4.2.2.1 What are self-efficacy beliefs of ELT teachers working at state primary,
secondary, and high schools in Erzurum’s central districts; Aziziye, Palandoken, and
Yakutiye?. Descriptive statistics were calculated covering each item which measure self-

efficacy beliefs of the ELT teachers. In order to provide a comprehensive understanding of
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each item in the scale, 5 Likert items in the scale were transformed into 3 groups as Nothing +

Very little, Some influence, and Quite a bit + A great deal.

Table 14

Descriptive statistics of ELT teachers’ sense of efficacy scale

N

M

Nothing
+ Very

little

Some
influence

Quite a bit
+ A great
deal

1.How much can you do to get
students to believe they can do
well in school work?

2.How much can you do to
motivate students who show low
interest in school work?

3.How much can you do to calm a
student who is disruptive or noisy?
4.How much can you do to control
disruptive behavior in the
classroom?

5.How much can you do to help
your students value learning?
6.How much can you use a variety
of assessment strategies?

7.To what extent can you craft
good questions for your students?
8. To what extent can you provide
an alternative explanation or
example when students are
confused?

9.How well can you establish a
classroom management system
with each group of students?
10.How much can you do to get
children to follow classroom
rules?

11.How much can you assist
families in helping their children
do well in school?

12.How well can you implement
alternative strategies in your
classroom?

Valid N

290

290

290

290

290

290

290

290

290

290

290

290

290

4,07

4,06

3,37

3,98

4,16

4,27

4,39

4,15

4,16

4,02

4,01

4,28

5,2

4,1

27,9

41

3,8

4,1

1,4

3,8

3,4

3,4

12,1

3,8

14,8

20

16,2

20,7

17,2

8,3

11,4

14,8

24,1

14,8

10,3

80

75,9

55,8

75,1

78,9

87,5

89,7

84,8

81,7

72,5

73,1

85,9

,883

,852

1,288

,840

,888

197

,708

, 7165

,837

,842

1,047

,823
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Table 14 presents the means, standard deviations, and the percentages of each item of
ELT teachers’ sense of efficacy scale. The means of ELT teachers’ sense of efficacy scale
was calculated as 4,07. By taking into consideration this mean, five items (2nd,3rd,4th,10th,
and 11th items) took place below the mean of the scale.

Three highest and three lowest items are reported as in bold in the columns to be more
clear about the findings. When these items were to be examined, seventh item “To what
extent can you craft good questions for your students?”” was chosen as the most agreed item in
the scale with the mean of 4,39 by ELT teachers working at the state schools. The twelfth
item “How well can you implement alternative strategies in your classroom?” was the most
agreed second item (4,28) and sixth item “How much can you use a variety of assessment
strategies?” was rated as a third most agreed item with the mean of 4,27.

Three lowest chosen items were listed respectively as the eleventh item “How much
can you assist families in helping their children do well in school?” (4,01), the fourth item
“How much can you do to control disruptive behaviour in the classroom?” (3,98), and the
third item “How much can you do to calm a student who is disruptive or noisy?” (3,37).

Table 15 gives the means, minimum and maximum values, and standard deviations of
the three domains of the teachers’ sense of efficacy scale filled out by ELT teachers working
at state schools.

Table 15

Descriptive statistics of ELT teachers’ sense of efficacy scale domains
N Min. Max. Mean SD

Instructional strategies 290 2,25 5,00 4,2724 54266
Student engagement 290 1,50 5,00 4,1112 ,70429
Classroom management 290 1,25 5,00 3,8810 ,57303
Valid N 290
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By looking at the table 15, it can be found out that the highest mean was for
instructional strategies domain with the mean of 4,27. The second domain was student
engagement domain with the mean of 4,11. The lowest rated domain chosen by the teachers
was classroom management domain, and its mean was calculated as 3,88.

4.2.2.2. lIs there any significant difference between the self-efficacy beliefs of ELT
teachers and their gender?. T-test was used to find out whether ELT female teachers’ sense
of efficacy beliefs would significantly differ from ELT male teachers’ self-efficacy beliefs
regarding gender variable. Descriptive analysis such as mean and standard deviation was
preferred to get statistical results of the independent groups. The results of the t-test and

descriptive statistics are given in table 16.

Table 16

ELT teachers' sense of efficacy beliefs regarding gender
Gender N Mean  SD t p
Female 183 41,272 ,43965 2,144 033
Male 107 39,924 63108

The outcomes of the table 16 report the fact that that female ELT teachers’ sense of
efficacy beliefs significantly differed from male ELT teachers’ sense of efficacy beliefs from
the point of gender (p<0,05). According to the results of table 15, it can be inferred from the
descriptive findings that female ELT teachers working at public schools had higher self-
efficacy beliefs by getting 41,2 mean from the scale. On the other hand, male ELT teachers
mean was calculated as 39,9.

4.2.2.3 Is there any significant difference between self-efficacy beliefs of ELT
teachers and their age?. In order to determine whether there is any meaningful relationship
between self-efficacy beliefs and their age, one-way ANOV A was applied to the collected

data. According to the result of one-way ANOVA test, it can be found that the ELT teachers’
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self-efficacy beliefs working at public schools did not differ statistically significant depending
on their age factors (p>0,05).

4.2.2 4. Is there any significant difference between self-efficacy beliefs of ELT
teachers and their marital status?. In order to find out whether there is any meaningful
relationship between sense of efficacy beliefs and marital status of ELT teachers working at
the state schools, t-test was applied to the collected data from the scale. T-test results revealed
that no significant relationship was found between self-efficacy beliefs and marital status
(p>0,05).

4.2.2.5. Is there any significant difference between self-efficacy beliefs of ELT
teachers and the faculty which ELT teachers graduated from?. T-test was used to the
collected data from the teachers’ sense of efficacy scale in order to find out whether there was
a statistically significant difference between ELT teachers’ sense of efficacy beliefs and the
faculty which they graduated from. Table 17 reports the results of t-test analysis for the

faculty which ELT teachers graduated from referring to ELT teachers’ sense of efficacy

beliefs.

Table 17

ELT teachers’ sense of efficacy beliefs regarding the type of faculty
University type N Mean S.D. t p.
Faculty of Education 171 41,462 47459 2928 004

Faculty of Art and Sciences 119 39,629 ,58873

ELT teachers who graduated from the Faculty of Education had higher means 41,4
whereas ELT teachers who graduated from the Faculty of Art and Sciences had lower means
39,6. There was a statistically significant difference between ELT teachers’ self-efficacy
beliefs and the faculty which ELT teachers graduated from (p<0,05).

4.2.2.6. Is there any significant difference between self-efficacy beliefs of ELT

teachers and type of schools they work at?. One-way ANOVA test was used to look at the
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relationship between ELT teachers’ self-efficacy beliefs and type of schools they work at. As
a result of the ANOVA test, no significant meaningful difference was observed between self-
efficacy beliefs of ELT teachers and the type of schools they work at (p>0,05).

4.2.2.7. Is there any significant difference between the self-efficacy beliefs of ELT
teachers and the years of teaching experience?. In order to look at whether ELT teachers’
self-efficacy beliefs differed statistically significant in terms of their teaching experience or
not, one-way ANOVA test was preferred to The results report that no significant difference
was found between the groups regarding the years of teaching experience of ELT teachers
(p>0,05).

4.2.2.8. Is there any significant difference between the self-efficacy beliefs of ELT
teachers and their current job title?. One-way ANOVA was used in order to find out of
whether there was a significant difference between ELT teachers’ sense of efficacy beliefs
and their current job titles such as fully-appointed teacher, contracted teacher and hourly-paid
teacher. Table 18 illustrates the result of one-way ANOVA.

Table 18
ELT teachers’ sense of efficacy beliefs regarding their current job title

Sum of Squares df Mean Square F p.

Between Groups 7,308 2 3,654 14,127 ,000
Within Groups 74,238 287 ,259
Total 81,546 289

As a result of the one-way ANOVA test, a significant difference was observed
between fully-appointed teachers, contracted teachers, and hourly-paid teachers in terms of
their self-efficacy beliefs (p<0,05). In order to find out what kind of difference between fully-
appointed teachers, contracted teachers, and hourly-paid teachers, Tukey HSD test was
applied to the data. Table 19 reports mean differences between groups, standard deviation and

p value.
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Table 19
Tukey HSD test depending on ELT teachers' current job title
) ) Mean Std.
(1) Job title (J) Job title )
Difference (I1-J)  Error
_ Contracted teacher -,22430" ,07243  ,006
Fully-appointed teacher ) .
Hourly-paid teacher ,37336 ,10122 ,001
Fully-appointed teacher ,22430" ,07243  ,006
Contracted teacher _ .
Hourly-paid teacher ,59766 ,11331 ,000
_ Fully-appointed teacher -,59766" ,11331 ,000
Hourly-paid teacher .
Contracted teacher -,37336 ,10122 ,001

*. The mean difference is significant at the 0.05 level.

Table 19 reports that ELT teachers working as fully-appointed teachers, contracted
teachers, and hourly-paid teachers differed statistically significant in terms of self-efficacy
beliefs as against each other. 4,28 was calculated as the highest mean of the self-efficacy
beliefs of ELT teachers working as contracted teachers. The second highest mean of this
group belonged to ELT teachers working as fully-appointed teachers with the mean of 4,05.
The least mean came from ELT teachers working as hourly-paid teachers.

4.2.3. Quantitative results of two scales. Pearson correlation test technique was used
in order to find out what kind of relationship between ELT teachers’ professional identity
perceptions and self-efficacy beliefs. Results are shown in table 20.

Table 20
Pearson correlations of teachers’ sense of efficacy scale and professional identity scale
Self-efficacy Professional identity

Self-efficacy Pearson Correlation 1 277
Sig. (2-tailed) ,000
N 290 290
Professional identity  Pearson Correlation 277" 1
Sig. (2-tailed) ,000
N 290 290

** Correlation is significant at the 0.01 level (2-tailed).
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Table 20 shows the relationship between ELT teachers’ professional identity
perceptions and self-efficacy beliefs. In the study, a significant positive relationship was
found between ELT teachers’ professional identity perceptions and self-efficacy beliefs
according to Pearson correlations test.

4.3. Qualitative Results

Because the mixed method sequential explanatory design was preferred in this study,
both quantitative and qualitative analysis were applied to obtained data from ELT teachers
working in Erzurum’s central districts. Semi-structured interviews constitute the qualitative
part of the study. Semi-structured interview questions were prepared by taking into
consideration the quantitative results of teachers’ professional identity scale and teachers’
sense of efficacy scale. Seven questions were asked to the 35 volunteer participants from the
sample of the study. The data first transcribed and then applied qualitative content analysis.
The results of the questions of each interview were presented in separate tables forming
categories, codes with frequencies and example meaning units. All the example meaning units
were not shown as tables so as to make tables more compact and proper.

4.3.1. ELT teachers’ perceptions related to their professional identity. 35
volunteer ELT teachers were asked to describe how they see themselves as a teacher in the
classroom context. Three categories didactical field, subject matter field, and pedagogical
field were derived from the collected data set parallel with teachers’ professional identity
scale. Didactical field category (n=10) comprises of didactical expert, good teacher,
curriculum follower, organizer, and method applier codes. Pedagogical field category (n=8)
includes funny, humanist, mother, positive, and successful teacher. Lastly, subject matter field
category (n=17) covers having subject matter knowledge and being a knowledgeable teacher.

Their perceptions mostly belonged to subject matter field category. T27 stated that “I

am a very knowledgeable teacher”. She trusted her knowledge while describing herself in the
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teaching profession. Most of the teachers in that category thought that a good teacher should
have subject matter knowledge first.

Only 8 teachers identified themselves as funny teacher, humanist teacher or positive
teacher etc. by taking into account their relationship with students. T13 said that “I can
describe myself as a humanist teacher because I am interested in my students’ problems” and
showed that subject matter knowledge was not at the first place for them. According to their
perceptions, they give importance being a guide for students rather than being knowledgeable
teachers.

The teachers placed at didactical field category were in the favour of teaching English
by applying different methods. Organization, activities and methods come at the front place in
the teaching profession. For example, T18 and T6 described themselves didactical expert and
thought that they could teach English very well in the classroom. Also, from this category,
(T7) stated that “I am not a very good teacher because I have to follow the curriculum”.

Table 21 illustrates categories, codes, and some example units on the topic of their

perceptions related to their own professional identity.



Table 21

The Categories and Corresponding Codes Emerged from the Data Regarding First Interview Question

Category Code/Frequency Example Mean Unit
Didactical  Didactical “I can describe myself as a didactical expert because I am expert in my field
field expert(n=2) (T6). I can teach English very well as a didactical expert (T18) .
_ “I think I am a good teacher. My students learn English easily (T3, T29). I
proood iggslier(nal) believe I am a good teacher, my students say like this (T15)”.
Curriculum “ [ ?
_ | am not a very good teacher because | have to follow the curriculum (T7)”.
follower(n=1)
Organizer(n=1) “I can see myself as an organizer teacher (T9) ™.
Method applier(n=1)  “I am teacher who apply different methods in my lessons (T11)”.
Teachers”  peqaqogical  Funny(n=2) “| can see myself as funny teacher (T22). I am funny during lessons (T32)”.
perceptlons field
relateq to L “I can describe myself as a humanist teacher because | am interested in my
their Humanist(n=1) ; .
. students’ problems (T13)”.
professional
identities Mother(n=1) “I am like a mother of my students. | take care of them every minutes (T25)”.
Positive(n=1) “I am very positive while approaching my students (T28)”.
Successful(n=3) “l am very successful teacher in terms of reaching them (T1,T8,T17)”.
Subject Subject matter “ . ,
matter field  knowledge(n=5) | am a teacher who have good subject matter knowledge (T23,T30)”.

Knowledgeable(n=12)

“I am a very knowledgeable teacher (T27,T19)”

56
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4.3.2. Keeping up with new developments in the field. ELT teachers were asked to
respond to how they keep up with new developments in the field according to the results of
teachers’ professional identity scale. Three categories occurred at the end of the content
analysis such as academic development, Ministry of National Education, and personal effort.
Academic development category (n=2) has only postgraduate education code. Ministry of
National Education category (n=8) involves in-service training, seminars, workshops,
workshops, and conferences. The last category, personal effort (n=17) covers reading
magazines and books and communication with friends.

Teachers indicated that they try to keep pace with new developments related to
English language education by applying the postgraduate education, attending Ministry of
Education’s in-service training, seminars, workshops, and conferences and showing personal
effort. They mostly stated that if they have enough time, they participate in such kinds of
activities. When looking at academic development category, it can be seen that just two
teachers (T21, T33) attended postgraduate education in order to develop themselves. T33 said
that “I am also postgraduate student in that way I can feel myself more efficacious”. He was
aware of self-efficacy concept and gave importance his own self-efficacy beliefs. 24 teachers
responded that Ministry of National Education provide them some seminars, workshops and
conferences etc. in order to develop themselves. T1 stated that “I like joining seminars related
to my field to improve my subject matter knowledge”. Similarly, TS reported that conferences
can give chances to improve herself and her current English level. Under the personal effort
category, reading magazines and books related to the field and communication with
colleagues were selected as main codes which was expressed by teachers.

Table 22 illustrates categories, codes, and some example units on the topic of their

perceptions related to keeping up with new developments in the field.



Table 22

The Categories and Corresponding Codes Emerged from the Data Regarding Second Interview Question

Category

Code/Frequency

Example Mean Unit

Academic
development

Ministry of
National
Education

Personal effort

Postgraduate
education(n=2)

In-service

training(n=20)

Seminars(n=2)

Workshops(n=1)

Conferences(n=1)

Reading magazines
and books(n=4)

Communication
with friends(n=5)

“I can develop myself thanks to postgraduate education (T21). | am also

postgraduate student in that way | can feel more efficacious (T33)”.

“I am trying to participate in-service training in order to develop my field
knowledge (T22). In-service training helps me to feel efficacious (T32)”.

“I like joining seminars related to my field to improve my subject matter
knowledge(T1)”.

“I like workshops. They are very useful for me (T3)”.

“Conferences improve me and my English (T5)”.

“I like reading magazines and books (T7). Magazines and books really help

me to develop myself and knowledge (T25,T8,T17)”.

“I can learn from my friends therefore, communication with friends helps

me so much (T29,T34)”.

58
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4.3.3. ELT teachers’ classroom management troubles. Teachers were asked to
express what kind of problems they face in terms of classroom management by taking into
account teachers’ self-efficacy beliefs obtained from the scale. Four categories such as
students, curriculum, teacher, and no trouble occurred. Students category which was the
largest one (n=25) contain low interest for the lesson, disruptive student behaviour, not
showing participation in the lesson actively, and low perception level codes. Curriculum
category (n=3) has just one code, difficult course contents. Similarly, the teacher category
(n=4) covers low experience in classroom management. As the last category, no trouble
category includes good classroom management system after coding.

For the student category, disruptive student behaviours came to the forefront as most
agreed. For instance, T26 and T3 stated that “I can’t control disruptive student behaviours in
the classroom”. They were not good at managing disruptive students’ behaviours while
teaching and this made them lose their attention. Under the low interest for the lesson
category, T27 said that “Students don’t want to listen to lesson because they don’t have
interest for the lesson”. That is to say, lack of interest for the lesson can break the classroom
rules. On the other hand, students’ low perception level and not showing participation in the
lesson in an active way can affect classroom management system in a negative way. Difficult
course contents from curriculum category can cause students not to follow classroom rules
because they don’t get involved in the lesson. Another reason came from low experience code
under the teacher category. According to four teachers’ beliefs, their low experience in the
field of teaching English and dealing with the students make them face difficulties in the
classroom in terms of management. 3 teachers indicated that they don’t have problems in
classroom management in class while teaching.

Table 23 illustrates categories, codes, and some example units on the topic of their

erceptions related to teachers’ classroom management.
g



Table 23

The Categories and Corresponding Codes Emerged from the Data Regarding Third Interview Question

Category Code/Frequency Example Mean Unit
. “I can’t handle students’ low interest for the lesson. It breaks classroom
Low interest for the ) .
Students management system easily (T33). Students don’t want to listen to lesson because
lesson(n=>5) i
they don’t have interest for the lesson. (T27)”.
Disruptive student “I can’t control disruptive student behaviours in the classroom (T26, T3). Students
behaviour(n=15) make noise all the time and this made me crazy (T21)”.
Teachers’ Not showing
classroom participation in the “They don’t participate in the activities so they make friends speak(T16,T18)”.
management lesson actively(n=2)
troubles
“Students have low perception level so they don’t understand me. If they don’t
Low perception understand, they will speak in the classroom (T30, T9). Sometimes difficulty of
level(n=3) contents are higher than their perception level if so, they don’t listen to me and
sleep in the classroom or make noise (T10)”.
. Difficult course “Difficult course contents make me face some problems in the classroom such as
Curriculum . . .
contents(n=3) not taking students’ interest and not following my rules(T22)”.
“I don’t have enough experience in teaching profession that’s why sometimes I
Teacher Low experience(n=4) can’t control the classroom (T17). It’s my first year in teaching, therefore I can
face some classroom management problems (T21,T33,T15)”.
Good classroom
management “I don’t have any trouble in class in terms of management (T6). | have a
No trouble  system(n=3) good classroom management system (T2)”.
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4.3.4. The relationship of teacher-student. ELT teachers were asked to give their
opinions related to their relationship with students in general. According to the given
responses, two main categories, good (n=21) and bad (n=14) came into being after content
analysis. While the good category covers being cute, smart, respectful, and hardworking, the
bad category covers lack of care, bad character, irresponsible, and disrespectful.

Under the good category, 21 teachers stated that their students are cute, smart,
respectful, and hardworking therefore their relationship is generally an accepted good level.
For instance, T6 indicated that “Most of my students are very smart. They know what to do
and say so | have a good relationship with them”. In contrast to positive remarks of teachers,
14 teachers commented on their relationship with students in a negative way. T18 said that
“They are not responsible so sometimes I can’t provide the control. This made our
relationship worse”.

Table 24 illustrates categories, codes, and some example units on the topic of their

perceptions related to teacher-student relationship.



Table 24
The Categories and Corresponding Codes Emerged from the Data Regarding Fourth Interview Question

Category  Code/Frequency Example Mean Unit

“My students are very cute. | really like them (T20). They are so small and cute.

Good Cute(n=3) Even if | want, | can't be angry with them. (T31)"”.

“They are so smart. They know me well therefore they obey my rules (T22, T2)”.
Smart(n=5) Most of my students are very smart. They know what to do and say so | have a
good relationship with them (T6)”.

Teacher-student Respectful(n=11) “They are very respectful and kind. I am good at getting along with them(T17)”.
relationship
“They are very hardworking therefore they don't make problems in my class (T8).
Hardworking(n=2) They are successful at lessons and they get high marks so | have a positive
relationship with them(T11)”.

Bad Lack of care(n=2) “Some students don’t care me while I teach English in the class (T21, T3, T9,
T5)”. They don't care my rules (T10)”.
“Some students have bad characters and they don't listen to me at Il. What is worse

Bad character(n=1) is that they do it deliberately (T16)”.

. “They are not responsible so sometimes I can’t provide the control. This made our
Irresponsible(n=6) . . .
relationship worse(T18)”.

“Some male students don't show respect to me and my lesson because they don't

Disrespectful(n=5) like English (T26)"
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4.3.5. The relationship of teacher-students’ parents. ELT teachers’ opinions related
to the relationship of teacher-students’ parents fell into three categories after the coding
process. Table 25 shows categories, codes, and some example units on the topic of their
perceptions related to teacher-student relationship.

Table 25

The Categories and Corresponding Codes Emerged from the Data Regarding Fifth Interview
Question

Category  Code/Frequency Example Mean Unit
“They are really conscious about their child’s
Good Conscious(n=9)  future. Whenever I call them, they come to

school as soon as possible (T35).

“They take care of their children’s problems

Teacher- ; :
students’ : therefore we have a good relationship (T11).
arents Ta_kmg car(i 4 They give importance their children's well-
" i i JTIQET ) being at school so we have positive relationship
relationship

in general(T4)”.

“They don't care their children at all, they treat
teachers as care takers (T21, T3, T7, T15)”.

Bad Careless(n=16) They don’t care their children’s real success.
The only thing that they care is to convince me
to give high marks(T33)”.

“They are so busy with their job. Moreover,
Busy(n=4) there are some parents that | haven’t seen before
(T12).

Two categories such as good (n=15) and bad (n=20) emerged from the fifth interview
question when teachers were asked to describe their relationship with students’ parents
generally. While statements in the good category were coded into as being conscious (n=9)
and taking care of children (n=6), statements in the bad category were coded into as being
busy (n=4) and careless (n=16). Under the conscious code, T35 stated as “They are really
conscious about their child’s future. Whenever I call them, they come to school as soon as
possible”. When looking at taking care of children code, it can be seen that six teachers have

thought that parents take care of their problems related to school.
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Chapter 5
Discussion
5.1. Introduction

Firstly, quantitative data results obtained from teachers’ sense of efficacy scale and
teachers’ professional identity scale and then qualitative data results obtained from semi-
structured interviews will be expressed in a concrete way in this chapter. In addition, the
findings will be discussed in detail in accordance with the related existing English language
teaching literature described in the literature review chapter. Lastly, limitations of the study,
suggestions for further studies, and the conclusion remarks will be given respectively.

5.1.1. Discussion of quantitative findings.

5.1.1.1. Discussion of professional identity perceptions’ findings. This part of the
study deals with the discussion of the relationship between ELT teachers’ professional
identity perceptions by taking into account the variables such as gender, age, marital status,
the faculty type graduated from, the school type at which they work, the years of teaching
experience, and current job title.

One of the purposes of this study was to find out the level of ELT teachers perceptions
related to their professional identity and its formation. This topic can be seen as an important
research area on which many studies have focused. Although, most of these studies are
qualitative in nature and few research has been conducted in order to investigate teacher’s
professional identity perceptions by applying a quantitative instrument (Findlay, 2006).
Moreover, professional identity perceptions studies do not meet the need in the field of
teacher education (Varghese et al, 2005).

Quantitative results of teachers’ professional identity scale showed that ELT teachers
had high level perceptions related to their professional identity by looking at the mean of the

scale. All in all, ELT teachers believed that their professional identity perceptions were high.
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It means that they were aware of who they are in the classroom context with students. That is
to say, ELT teachers know themselves very well as teachers. Similarly, Masoumpanaha and
Zareib (2014) found out in their study that ELT teachers’ level of professional identity
perceptions were quite high.

“It is necessary to keep pace with new developments.” was the highest item stated by
ELT teachers in the study. This means that teachers were in favour of keeping up with new
developments in the field of teaching English. They thought that the world is changing,
education is also changing, and they should change themselves in a positive way in
accordance with the new developments in the field of teaching. On the other hand, “Teachers
cannot permit themselves to make mistakes.” was the lowest item. In other words, most of the
teachers believed that teachers sometimes can make mistakes because they are also human
beings. Mofrad (2016) also stated that the least frequent agreed item was “Teachers cannot
permit themselves to make mistakes.” whereas the most frequent agreed item was “There are
many ways to teach and learn the same thing.”.

According to the quantitative results of the present study, teachers saw themselves as
subject matter field expert and followed by didactical expert and least pedagogical expert.
According to Beijaard et al. (2004), teachers who see themselves as subject matter experts
mostly focus on transferring the knowledge to the learners. Teachers who regard themselves
as didactical experts give importance to activities and methods. The planning and organization
of the course are highly important for them. Teachers who see themselves as pedagogical
experts pay attention to the positive relationship between the teacher, students, and their
families. When similar research findings in the literature are to be taken into consideration, it
can be seen that Beijaard et al. (2000) have used the same instrument in order to investigate
teachers’ professional identity perceptions and the results have illustrated that teachers

describe themselves as combination of various aspects of expertise but mostly as subject
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matter experts, then didactical experts and least pedagogical experts. However, in Mofrad’s
study, Iranian teachers defined themselves mostly as didactical experts, then as pedagogical
experts, and least as subject matter experts (2016).

While looking at the relationship between teachers’ professional identity perceptions
and gender variable, the results revealed that female ELT teachers had a higher level of
professional identity perceptions than male ELT teachers. Contrary to this finding, Cheung
(2008) found out that in-service male teachers had significantly higher professional identity
perceptions than in-service female teachers in Hong Kong. Another study conducted by
Mofrad (2016) showed that there was no meaningful relationship between their professional
identity perceptions and gender.

According to Tukey HSD test conducted in order to determine which age group of
teachers differ according to age variable in terms of professional identity perceptions, it can
be inferred that young ELT teachers’ professional identity perception levels are higher than
older ELT teachers’ levels. Gohier et al. (2007) supported this result stating that teachers’
professional identity could change and shift as time passes and it has a dynamic form.
Similarly, Lamote and Engels (2010) first-year students’ professional identity perceptions are
relatively higher compared to the others.

In order to find out whether there was a significant difference between ELT teachers’
professional identity perceptions and marital status. T-test was applied to the data. The result
revealed that no significant difference was found.

The relationship between ELT teachers’ professional identity perceptions and the
faculty graduated from showed that ELT teachers who graduated from the Faculty of
Education had higher professional identity perception levels compared to the ones who
graduated from the Faculty of Art and Sciences. The perceptions of teachers who graduated

from the faculty of Education were found to be more positive than the teachers who graduated
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from other faculties (Senemoglu, 1989). In line with this result, Zhang et al. (2016) also stated
that considerable importance to teacher education departments at university level should be
given upmost emphasis in building strong professional identity.

From taking into consideration research question related to the link between ELT
teachers’ professional identity perceptions and type of schools they work at, it can be said that
secondary school ELT teachers differed significantly from teachers who were working at
primary and high schools. Secondary school ELT teachers’ perceptions had the highest level
whereas high school ELT teachers’ perceptions had the lowest level among the teachers who
were working at the different type of schools.

In relation to teaching experience, ELT teachers who had 16 to 20 years teaching
experience had the lowest level in terms of professional identity perceptions as against ELT
teachers who had 1 to 5, 6 to 10, 11 to 16, and 21 to 25 years teaching experience in the field
of English language teaching. In line with this finding, Flores and Day indicated that the job
experience could affect teachers’ perceptions (2006). On the contrary, Canrius (2012) found
out in his study that professional identity perceptions did not differ significantly in terms of
teaching experience.

One-way ANOVA test was used in order to look at the relationship between ELT
teachers’ professional identity perceptions and current job title. As a result of the one-way
ANOVA test, no significant difference was observed between regular teachers, contracted
teachers and paid teachers in terms of their professional identity perceptions. Similarly,
Canrius et al. (2012) stated that teachers’ professional identity perceptions did not differ
significantly among experienced teachers, novice teachers and senior teachers.

5.1.1.2. Discussion of self-efficacy beliefs findings. This part of the study presents the
discussion of the relationship between ELT teachers’ self-efficacy by taking into

consideration the variables such as gender, age, marital status, the faculty type graduated
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from, the school type at which they work, the years of teaching experience, and current job
title.

One of the aims of this study was to investigate ELT teachers’ self-efficacy beliefs
related to their professional life. Quantitative findings revealed that ELT teachers’ self-
efficacy beliefs were quite high. ELT teachers with a high level of self-efficacy have higher
academic standards than those with lower self-efficacy. Their expectations are clear, they
focus on academic teaching and focus on students’ teaching-related behaviour. In particular, it
Is stated that teachers with high self-efficacy beliefs create a safe, supportive air in their
classrooms, encourage student entrepreneurship and take individual needs into consideration.
They are more likely to try to overcome the problem when they encounter obstacles and to
maintain their stability even when they fail.

When similar research findings in the literature are to be taken into consideration, it
can be seen that self-efficacy levels of teachers are generally at a high level (Chacon, 2005;
Eslami & Fatahi, 2008; Yilmaz & Cokluk-Bokeoglu, 2008; Yiksel, 2010). On the contrary to
these findings in the field, Baykara (2011) found out that ELT teachers’ self-efficacy beliefs
were at a medium level.

“To what extent can you craft good questions for your students?”” was the highest item
stated by ELT teachers. It means that teachers felt more efficacious while giving instructions
to the learners. They thought that they give feedback properly. On the other hand, “How much
can you do to calm a student who is disruptive or noisy?”” was accepted as the lowest item in
the scale. Generally, ELT teachers can’t control the class when a student doesn’t obey the
classroom rules.

While looking at the self-efficacy scale domains, it can be seen that ELT teachers
stated to be more efficacious in the field of instructional strategies and student engagement

rather than classroom management. However, Yiksel (2010) indicated that ELT teachers felt
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more efficacious in the field of classroom management rather than instructional strategies and
student engagement.

According to t-test results of independent groups conducted in order to determine
whether ELT teachers’ self-efficacy beliefs differ according to gender variable, female
teachers’ self-efficacy beliefs of the teaching profession were higher than male teachers. This
finding is in parallel with many studies in the literature (Bleicher, 2004; Ekici, 2006; Klaasen
& Chiu, 2010). When the literature is examined, it is possible to encounter different results.
According to some studies in the literature, there was no significant difference between
teachers’ self-efficacy beliefs and gender (Babaoglan & Korkut, 2010; Baykara, 2011;
Tschannen-Moran & Hoy, 2007; Yuksel, 2010;). On the other hand, Demirtas et al. (2011)
stated that male preservice teachers’ self-efficacy beliefs were found to be higher than female
teachers’ beliefs.

When we look at the change in self-efficacy levels of ELT teachers according to the
age variable, it can be seen that self-efficacy level does not differ significantly. On the
contrary, Akkoyunlu and Orhan (2003) found a significant relationship between teachers’
perceptions of self-efficacy and age. They found out that teachers’ self-efficacy beliefs
increased as they got older and gain experience.

According to the results of t-test analysis conducted in order to find out whether ELT
teachers’ self-efficacy beliefs differ regarding the marital status variable, the results revealed
that their self-efficacy level does not differ significantly.

The relationship between ELT teachers’ self-efficacy beliefs and the faculty graduated
from showed that ELT teachers who graduated from the Faculty of Education had higher self-
efficacy beliefs compared to the ones who graduated from the Faculty of Art and Sciences. It
can be said that the findings of this present study are in parallel with the findings of Elkatmus,

Demirbas and Ertugrul (2013). According to the findings obtained from the study, teachers
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who graduated from the Faculty of Education felt more efficacious in teaching rather than
teachers who received pedagogical formation education and graduated from the Faculty of
Arts and Sciences. However, Ustiiner et al. (2009) stated that faculty type didn’t have a
meaningful effect on teachers’ self-efficacy beliefs.

In order to find out whether there was a significant difference between ELT teachers’
self-efficacy beliefs and type of school at which they work, One-way ANOVA test was
applied to the data. The results showed that no significant difference was observed. On
contrary to this finding, Ustiiner et al. (2009) found out that teachers’ self-efficacy beliefs
differed significantly in terms of school type.

One-way ANOVA test was applied to the data in order to investigate the relationship
between ELT teachers’ self-efficacy beliefs and years of experience. In the study, there was
no meaningful difference in the comparison of ELT teachers’ self-efficacy levels and years of
experience in the teaching profession. This finding is in line with Ekici (2006) and Y uksel
(2010). They also found out that years of teaching experience in teaching profession did not
have an effect on teachers’ self-efficacy beliefs. However, Klassen and Chiu (2010) stated
that teachers’ self-efficacy beliefs increased until 23 years of experience of teachers and then
decreased gradually. Teachers think that there might be an inefficiency in the ageing phase
towards the teaching profession and they get into professional depression. This may be one of
the reasons for low teacher self-efficacy.

From taking into account research question related to the relationship between ELT
teachers’ self-efficacy beliefs and current job title, it can be said that a significant difference
was observed between fully-appointed teachers, contracted teachers and hourly-paid teachers
in terms of their self-efficacy beliefs. The level of self-efficacy beliefs of ELT teachers
working as contracted teachers had the highest level whereas ELT teachers working as

hourly-paid teachers had the lowest level from the scale. Tschannen-Moran and Hoy (2007)
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conducted a study with novice and experienced teachers in order to see the difference between
them. Novice teachers’ self-efficacy beliefs were found to be lower than experienced
teachers’ self-efficacy beliefs because of inadequate experience in teaching performance.

As stated earlier in the literature review, investigating teachers’ self-efficacy beliefs
and teachers’ professional identity perceptions became a research area for researchers in the
field of teacher education and development. According to the researchers in the field, some
internal individual factors such as motivation, self-efficacy, emotion, personal identity and
personality can have a highly important effect on teacher identity formation (Rodgers & Scott,
2008; Van Veen & Sleegers, 2006; Zembylas, 2003). The current study found out that there
was a significant positive correlation between their professional identity perceptions and self-
efficacy beliefs. This means that if teachers’ professional identity perception level is high then
their self-efficacy belief level is also high. Schepens et al. (2009) stated that teachers’ self-
efficacy could be seen as a predictor of professional identity development. Also, Lamote and
Engels (2010) indicated that first-year students’ efficacy level was higher in the way of
gaining the professional identity.

5.1.2. Discussion of qualitative findings. ELT teachers were asked to answer five
questions related to their professional identity perceptions and self-efficacy beliefs.

First interview question was about describing how they see themselves as a teacher in
the classroom context. Didactical field, subject matter field and pedagogical field categories
were derived from the collected data set parallel with findings of teacher professional identity
scale. Most of the teachers believed that they are knowledgeable teachers and they have
subject matter knowledge. Beijaard et al. (2004) stated that the knowledge base of teachers in
teaching could be the best indicator of what was seen as the primary role of the teacher. On

the other hand, few teachers defined themselves as pedagogical teachers who gave importance
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to students’ well-being. In another study, Gohier et al. (2007) found out that teachers saw
themselves as mostly emphatic, dynamic and organized.

Gee (2000) stated that both teachers and student teachers should know what kind of
teachers they actually are in real classrooms because their identities affect the way they
transmit the course content to the students, their development process, their teaching styles
and even students’ identities. Also, Antonek et al. (1997) student teachers stated that they had
a chance to see themselves as what kind of teachers they actually are in the real classroom
setting.

Second interview question was related to how ELT teachers keep up with new
developments in the field. Three categories occurred at the end of the content analysis such as
academic development, Ministry of National Education and personal effort. Most of the
teachers indicated that they follow new developments by the help of the Ministry of National
Education by joining seminars, workshops and conferences. Also, in-service training makes
important contributions to their professional life and its development. Under personal effort
category, teachers read some magazines and books related to their field in order to keep up
with new developments. Moreover, communication with friends helps them so much on that
topic. Just two ELT teachers attended postgraduate education so as to develop themselves and
feel more efficacious in teaching English. Yuksel (2010) stated that communication at school
provides teachers to increase their self-efficacy level. Before a being teacher, Antonek et al.
(1997) stated that portfolios and weekly discussions could help developing student teachers’
reflective skills in the way of gaining the professional identity.

As a third interview question, ELT teachers were asked to give opinions related to
what kind of problems they face in terms of classroom management. According to the content
analysis, four categories such as students, curriculum, teacher and no trouble occurred.

Teachers stated that most of these problems stem from students’ disruptive behaviour and
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their low interest in the lesson. Skaalvik and Skaalvik (2007) stated that teachers with low
self-efficacy level faced discipline problems more in the classrooms and this could lead to
teacher burnout. Similarly, Babaoglan and Korkut (2010) revealed that there was a
meaningful relationship between teachers’ self-efficacy beliefs and their classroom
management skill perceptions so teachers with low self-efficacy beliefs can have some
problems in managing the classroom. Under the curriculum category, 3 teachers said that
difficult course contents make them face some problems in the classroom such as not taking
students’ interest and not following their rules. Yiksel (2010) indicated that the curriculum
sometimes can create some problems for teachers related to grabbing student’s attention to the
lesson.

Fourth interview question was related to describing ELT teachers’ relationship with
students in general. Good and bad categories came into being after content analysis. Most of
the teachers believed that their relationship with students was negative because of being
disrespectful and irresponsible, lack of care and having bad character. One of the teachers
stated that their students are not responsible so sometimes she can’t provide the control and
this makes their relationship worse and worse. However, 14 teachers stated that their
relationship with students was positive thanks to being cute, smart, respectful and
hardworking. Yuksel (2010) found out parallel findings with the current study. Findings of
the study revealed that students’ profile can be seen as one of the reasons causing negative
student-teacher relationship. On the other hand, Tschannen-Moran and Hoy (2007) indicated
that novice teachers were observed as more determined to reach and answer the students’
problems, hopes and wants. They tried to build a positive relationship with children.

ELT teachers were asked to respond to describe their relationship with students’
parents as a fifth interview question. According to the given answers, two categories occurred

as in the fourth interview question. Good and bad categories occurred after the coding
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process. Under good category, teachers stated that parents are highly conscious and they take
care of their children so much. However, bad category suggested that they are so busy and
they care neither their children nor their success. Even more, one of the teachers stated that
students’ parents don’t care their children’s real success. The only thing that they care is to
convince the teachers to give high marks and make them pass the class.

5.2. Limitations of the Study and Suggestions for Further Studies

This research has also some limitations in its own nature as in every study. The
sample of the study consisted of 290 ELT teachers working at state primary, secondary, and
high schools located on Erzurum’s central districts; Aziziye, Palandoken and Yakutiye. The
main purpose was to investigate ELT teachers’ professional identity perceptions and self-
efficacy beliefs regarding some variables as gender, age, marital status, the faculty graduted
from, type of schools they work at and current job title.

First of all, considering the importance of the ELT teachers’ self-efficacy beliefs and
professional identity perceptions in the teaching process, it is of extreme importance to
investigate this topic in a larger sample at different levels of teaching. In this context, this
study can be applied to ELT teachers of schools in different geographic regions. It can even
be compared with teachers in different branches at these schools. Thus, it will be possible to
provide the necessary data for teachers to be aware of themselves and to create a better
learning-teaching environment.

Secondly, teachers’ professional identity perceptions can be seen as a highly crucial
research area that should be investigated in order to make learning, teaching, curriculum and
education policies better (Olsen, 2008). On the other hand, teachers’ self-efficacy beliefs can
be regarded as one of the most important factors affecting the success of teachers. No matter

how knowledgeable a teacher is in the field, one cannot be expected to be productive when he
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lacks a sense of self-efficacy. For that reason, studies related to teachers’ professional identity
perceptions and self-efficacy beliefs should be increased.

Thirdly, by taking consideration of findings of the current study, in-service seminars
and conferences should be provided to teachers on the ability of teachers to communicate
effectively with their students and parents particularly regarding their self-efficacy. Because
teacher-student and teacher-parent relationship can be accepted as one of the most important
variables affecting the academic and social success of the student. Thus, further research can
be conducted to investigate the teacher-student and teacher-parent relationship.

Fourthly, this study revealed that teachers can face some problems in managing the
classroom. Therefore, classroom management courses taught in the Faculties of Education
should be taken into consideration and revised in order to improve the classroom management
skills of teachers.

Last but not least, the relationship between teachers’ professional identity perceptions
and self-efficacy beliefs should be considered in detail during university education. In the
process of forming an identity and gaining self-efficacy, teachers often internalize traditional
teacher identities. Therefore, teacher training programs implemented in faculties of education,
are of great importance in the process of creating a professional teacher identity.

5.3. Concluding Remarks

This present study aimed to investigate the relationship between ELT teachers’
professional identity perceptions and self-efficacy beliefs taking into account the variables
such as gender, age, marital status, the faculty graduated from, school types at which they
work, teaching experience, and current job title.

The findings obtained from teachers’ professional identity scale demonstrated the
point that ELT teachers’ professional identity perceptions were at a high level. It can be

inferred from the quantitative findings that ELT teachers were very conscious of their
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professional identity and their roles in the classroom context. As to differences in three
dimensions of teachers’ professional identity scale, ELT teachers described themselves as
subject matter field expert and then didactical expert and least pedagogical expert. Also,
qualitative findings first semi-structured interview question showed that most of the teachers
described themselves as knowledgeable teachers and they had subject matter knowledge.
They knew what kind of teachers they are both inside and outside the classroom.

Both quantitative and qualitative findings showed that they identified themselves
mostly as subject matter teachers. That is to say, this kind of teachers keep their teaching
styles and contents the same each year. They are very fond of the comfort zone and they do
not want students to intervene in this zone in the lessons. They think that students should have
knowledgeable teachers. ELT teachers who saw themselves as didactical experts focus on
teaching styles rather than subject matter. According to their opinions, the organization and
flow of the lesson is highly crucial for them. They give more importance to the methods and
activities applied in the class rather than the content. The way of transmitting the knowledge
to the students is more important than the knowledge itself. Lastly, ELT teachers who
described themselves as pedagogical experts put emphasis on students’ well-being and good
classroom climate. They believed that they are open, positive, and respectful while
approaching students. Their relationships with the students and parents are stronger than
teachers who described themselves as didactical and pedagogical experts.

As a result of t-test analysis, professional identity perceptions and self-efficacy beliefs
of ELT teachers differed significantly regarding the gender variable. Female ELT teachers
had significantly higher level of professional identity perceptions and sense of efficacy beliefs
than male ELT teachers. Female ELT teachers were more aware of their professional

identities and their efficacy beliefs. However, the number of the female participants (187) is
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higher than the number of male participants (103). While making comments on the t-test
analysis, this fact should be taken into consideration.

Also, Tukey HSD findings revealed the fact that young ELT teachers’ professional
identity perception levels are higher than older ELT teachers’ levels considering effect of age.
Moreover, ELT teachers who had 1 to 5 years of teaching experience in the field of English
language teaching had higher levels of professional identity perceptions. This is most
probably because they are idealistic-minded and ambitious in the teaching profession.

The relationship between ELT teachers’ professional identity perceptions and sense of
efficacy beliefs and the faculty graduated from showed that ELT teachers who graduated from
the Faculty of Education had higher professional identity perceptions and self-efficacy beliefs
compared to the ones who graduated from the Faculty of Art and Sciences. Namely,
educational science courses taken in an accelerated way in the pedagogical formation process
might had a great effect on the significance difference between two groups of teachers.

From taking into account research question related to the relationship between ELT
teachers’ self-efficacy beliefs and current job title, it can be said the level of self-efficacy
beliefs of ELT teachers working as contracted teachers had the highest level whereas ELT
teachers working as hourly-paid teachers had the lowest level from the scale. As mentioned
earlier in the study, hourly-paid teachers were mostly graduated from Faculty of Art and
Sciences.

The results related to the relationship between ELT teachers’ professional identity
perceptions and type of schools they work at showed the point that secondary school ELT
teachers differed significantly from ELT teachers working at primary and high schools.
Secondary school ELT teachers had a higher level of perception. The reason for this
difference can be said that in the latent period, which corresponds to the secondary school

age, children pass through so-called calm development period. Towards the end of secondary
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school, children are entering adolescence period, which is difficult for teachers to practice in
the class. Moreover, students have difficulty in adapting to the lessons in the elementary
school period. Therefore, ELT teachers working at secondary schools were generally busy
with their lesson not with students’ behaviours.

Descriptive findings of teachers’ sense of efficacy scale indicated that ELT teachers’
self-efficacy beliefs were at a high level. Also, ELT teachers felt more efficacious in
instructional strategies dimension. This means that ELT teachers felt more efficacious in
providing different assessment strategies and alternative explanations for their students than
motivating students in school work. They sometimes fail to get students to believe that they
can do well in the lesson. According to the data obtained from scale and semi-structured
interview, ELT teachers had some difficulties in classroom management. They stated that
most of classroom management problems stem from students’ disruptive behaviours and their
low interest towards the lesson. Also, curriculum and difficult course contents sometimes can
create some problems for teachers related to grabbing student’s attention to the lesson and this
makes students break the classroom rules in the class.

It can be stated in general that ELT teachers’ relationship with students was bad
according to content analysis. Most of the teachers believed that their relationship with
students was negative because of being disrespectful and irresponsible, lack of care and
having bad character. In terms of teachers’ relationship with parents, more than half of ELT
teachers indicated that students’ parents are so busy and they care neither their children nor
their success.

On the whole, the current study stated that there was a significant positive correlation
between ELT teachers’ professional identity perceptions and self-efficacy beliefs. It means
that if teachers’ professional identity perception level increases then their self-efficacy belief

level also increases.
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Appendices
Appendix 1: Demographic Information Form

Mesleki Kimlik Algis1 ve Oz yeterlik inan¢ Olcegi
Degerli Katilimct,
Bu 6lcek 3 bolim ve 26 maddeden olusmaktadir. A boliimii sizinle ilgili calismaya faydali
olabilecek ¢esitli bilgiler toplayabilmek amaciyla hazirlanmistir. Liitfen dikkatlice okuyup
size uygun olan se¢enegi (X) seklinde isaretleyerek cevaplandiriniz. B bolimi 0z yeterlik
inancini C boliimii ise mesleki kimlik algisini 6lgmeyi hedeflemektedir. Her madde i¢in 5
secenekten size en uygun olanini secerek isaretleyiniz. Bu ¢alisma Ingilizce 6gretmenlerinin
mesleki kimlik algilarin1 ve 6z yeterlik inanglarini lgmek ve bu sayede Ingilizce egitim ve
ogretimine katki saglamak amaciyla yapilmaktadir. Maddeleri igtenlikle cevaplandirmaniz
cok onemlidir. Bu nedenle neyin dogru neyin yanlis oldugu kaygisina diismeden yalnizca
gergekte size en 1yl yansitan cevabi veriniz.
Olgek ve arastirma ile ilgili herhangi bir sorunuz varsa iletisim kurabilirsiniz.
Blisra ILGOR
Bursa Uludag Universitesi, Ingiliz Dili Egitimi

ilgorbusra@gmail.com

A. Bolimu

1. Cinsiyetiniz: () Kadin () Erkek

2. Yasimz: ()22-29 yas ( )30-39 yas () 40-49 yas () 50-59 yas () 60+ yas

3. Medeni durumunuz: () Evli () Bekar

4. Mezun oldugunuz fakiilte tiirii:( )Egitim Fakiiltesi ( )Fen Edebiyat Fakdltesi ()Diger
5. Hangi okul tiiriinde cahsiyorsunuz? () ilkogretim () Ortadgretim () Lise

6. Mesleki kideminiz: () 1-5y11 () 6-10y1l () 11-15y11 () 16-20y1l () 21-25y1l ()
26+y1l

7. Atama durumunuz nedir? () Kadrolu 6gretmen () Sézlesmeli 6gretmen () Ucretli
Ogretmen
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Appendix 2: Turkish Form of Teachers’ Sense of Efficacy Scale
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B boluma

SORULAR

Yetersiz

Cok Az
Yeterli
Biraz

Yeterli

Oldukca
Yeterli

Cok

Yeterli

Ogrencileri okulda basarili olabileceklerine

inandirmay1 ne kadar saglayabilirsiniz?

Derslere az ilgi gosteren 6grencileri motive

etmeyi ne kadar saglayabilirsiniz?

Ogrencilerin kafas1 karistiginda ne kadar
alternatif agiklama ya da 6rnek

saglayabilirsiniz?

Smifta dersi olumsuz yonde etkileyen
davranislar1 kontrol etmeyi ne kadar

saglayabilirsiniz?

Ogrencilerin 6grenmeye deger vermelerini ne

kadar saglayabilirsiniz?

Farkli degerlendirme yontemlerini ne kadar

kullanabilirsiniz?

Ogrencilerin zor sorularina ne kadar iyi cevap

verebilirsiniz?

Ogrencilerin sinif kurallarma uymalarini ne

kadar saglayabilirsiniz?

Dersi olumsuz yonde etkileyen ya da derste
giiriiltii yapan 6grencileri ne kadar

yatistirabilirsiniz?

10.

Farkli 6grenci gruplarmna uygun smif yonetim

sistemi ne kadar iyi olusturabilirsiniz?

11.

Cocuklarin okulda basarili olmalarina
yardimci olmalart igin ailelere ne kadar

destek olabilirsiniz?

12.

Simifta farkli 6gretim yontemlerini ne kadar

iyi uygulayabilirsiniz?
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B g| E
C Bolumu ° g g £ £ ® E
Xz 2|32 25
cE E |5 2|z
2T £ | 5/ 5| Q¢
X d| X | X | X | X x4
1 Ogrencilere yaklasirken pozitif, agik ve saygili
" |olmak vb. 6nemlidir.
9 Ogrencilerin bilgili bir dgretmene sahip olmasi
" | gerekir.
3 Planlama ve organizasyon egitim 6gretim i¢in
" |temel olusturur.
4 Bir 6gretmen icin konu tek temel unsur
© | degildir.
5 Iyi/glivenli smif ortami 6gretim icin gerekli bir
" |kosuldur.
5 Ayni seyi 6gretmenin ve 6grenmenin birgok
" | yolu vardur.
7 Ogrencilerin durumu /rahath@1 derslerin
" | baslangi¢ noktasidir.
8. |0 gretmenlerin hata yapma liiksii yoktur.
9 Ogrenme aktivitelerini degistirerek dgrencileri
"~ | motive etmek ve ilgilerini cekmek dnemlidir.
Ogrencileri dinleyerek ve gdzlem yaparak
10. . .
tetikte olmak gerekir.
1 Ogretmen olarak egitimde yeni gelismelere
" |ayak uydurmak gerekir.
12, Ogrencilerin seviyesini dikkate almak
onemlidir.
Ogrencilerin davranig ve hareketleri
13. |konusunda tetikte olma ve katilim gdsterme
onemlidir.
14 Ogrencilerin kendi 6grenme yontemleri ve
" |stratejileri nemlidir.




Appendix 4: English Form of Teachers’ Sense of Efficacy Scale

91

B part

QUESTIONS

Nothing

Very Little

Some Influence

Quite A Bit

A Great Deal

How much can you do to get students to believe
they can do well in school work?

How much can you do to motivate students who

show low interest in school work?

To what extent can you provide an alternative
explanation or example when students are

confused?

How much can you do to control disruptive

behaviour in the classroom?

How much can you do to help your students

value learning?

How much can you use a variety of assessment

strategies?

To what extent can you craft good questions for

your students?

How much can you do to get children to follow

classroom rules?

How much can you do to calm a student who is

disruptive or noisy?

10.

How well can you establish a classroom
management system with each group of

students?

11.

How much can you assist families in helping

their children do well in school?

12.

How well can you implement alternative

strategies in your classroom?
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C part

STATEMENTS

Strongly
Disagree

Disagree

Undecided

Agree

Strongly
Agree

It important to be positive, open, respectful etc.

= when approaching students.
5 It is necessary for students to have a knowledgeable
" |teacher.
3 Planning and organization are the basis for
" |teaching.
4 Subject matter is not the only basis for a teacher.
5 Good/safe classroom climate is a necessary
" | condition for teaching.
6 There are many ways to teach and learn the same
"~ |thing.
7 Students’ situation/well-being is starting point for
"~ | the lessons.
3 Teachers cannot permit themselves to make
| mistakes.
9 |TO motivate and interest students by changing
learning activities is important.
10 It is necessary to be alert by listening and
" | observation.
1 It is necessary to keep pace with new
" | developments.
12 | Itis important to keep into account the students'
level.
13. Being alert for signs of students/ showing
involvement is important.
14. Students’ ways and strategies of learning is

important.
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Appendix 6: Semi-structured Interview

INGILIZCE OGRETMENLERININ MESLEKI KIMLIK ALGILARI ILE
OZYETERLIK INANCLARI ARASINDAKI ILISKIYE YONELIK GORUSME

FORMU

Degerli Katilimei,
Bu goriisme formu 2 bdliimden olugmaktadir. 1. boliim goriismeyle ilgili gériismenin tarihi,
saati, yeri, goriigmeci ve gorisililen kisi hakkinda bilgileri edinmek amaciyla hazirlanmistir. 2.
bollimde ise sizin mesleki kimlik algimiz ile 6zyeterlik inanciniz arasindaki iliskinin
saptanmas1 hedeflenmektedir. Caligmada ger¢ek isminiz gegmeyecektir ve gizlilik esasina
bagl kalinacaktir.
Gorisme ve c¢alisma ile ilgili herhangi bir sorunuz varsa iletisim kurabilirsiniz.
Biisra ILGOR
Kazim Karabekier Mesleki ve Teknik Anadolu Lisesi, Palandoken
Bursa Uludag Universitesi, Ingiliz Dili Egitimi

Goriisme tarihi ve saati:

Goriisme yeri:

Goriismeyi yapan Kisi:

Goriisiilen Kisi:

ilgorbusra@gmail.com

SORULAR

1. Bir 6gretmen olarak mesleki kimliginizi ii¢ sifatla tammlayacak olsaydiniz, bunlar
neler olurdu? (sabirh, idealist, konu uzmani, disiplinli, hiimanist, iyi bir 6gretici, vb. )

2. Alandaki yeni gelismelere ayak uydurabilmek ve kendinizi daha yeterli hissedebilmek
icin neler yapiyorsunuz? (Lisansiistii egitim, hizmet i¢i egitim, seminer, konferans,
cahstay, ziimrelerle iletisim vb.)

3. Smif yonetimi konusunda size en ¢ok neler zorluyor?


mailto:ilgorbusra@gmail.com

4. Bir 6gretmen olarak olumlu 6gretmen — 6grenci iliskisini kurdugunuza inaniyor
musunuz?
5. Bir 6gretmen olarak 6gretmen ve veliler arasinda yeteri kadar bir isbirligi

sagladigimiz diisiiniiyor musunuz?
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Appendix 7: Teachers’ Professional Identity Scale Approval Mail

My name is Biisra ILGOR and | am an MA student at
Uludag University in the foreign languages teaching
department. Also, | am English language teacher at a
state high school in Turkey. | really want to investigate
the relationship between English teachers
professional identity perceptions and self-efficacy
beliefs. If you have permission, | want to use your
questionnaire. | look forward to responding me.
Thank you so much.

Have a nice day.

Beijaard, D.
G Alicilar: ben v <

Herewith that questionnaire you asked for (is
in Dutch).

Regards,

Douwe Beijaard

Douwe Beijaard | Professor of Education | Eindhoven School of
Education (ESoE), Eindhoven University of Technology (TU/e) |
P.O. Box 513, 5600 MB Eindhoven, the Netherlands | Tel.: +31
(0)40 247 3095/4439 | E-mail: d.beijaard@tue.nl | Website:
www.tue.nl/esoe
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Appendix 8: Teachers’ Sense of Efficacy Scale Approval Mail

yuksek lisans tez anket izni

Gelen Kutusu

Busra ligor
Merhaba Yesim hocam, Uludag
Universitesi'nde yabanci diller egitimi

Yesim Capa
. €«
Alicilar: ben v
Merhaba,

Tarafimizdan Turkceye adapte edilen "Ogretmen
Ozyeterlik Olcegi"ni kullanmanizda hicbir sakinca
yoktur.

Olcekle ilgili bilgiye https://blog.metu.edu.
tr/capa/instruments-adapted/ adresinden
ulasabilirsiniz.

lyi calismalar dilerim.
Yesim Capa Aydin

Doc. Dr. Yesim Capa Aydin
Orta Dogu Teknik Universitesi
Egitim Bilimleri Bolumu
06800 Ankara

pA¢
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Appendix 9: Erzurum Provincial Directorate of National Education Approval Letter
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Appendix 10: Erzurum Provincial Directorate of General for Innovation and Education

Technologies Approval Letter
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