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ABSTRACT

THE IDENTITY (RE)CONSTRUCTION OF NONNATIVE ENGLISH

TEACHERS STEPPING INTO NATIVE TURKISH TEACHERS’ SHOES

Sevcan Mutlu

M.A. Program of Teaching English as a Foreign Language
Supervisor: Asst. Prof. Dr. Deniz Ortagtepe

June 2015

This study aimed to investigate how the changing role from a nonnative
English teacher to a native Turkish teacher affects teachers’ identity construction in
terms of self-image, self-efficacy, and beliefs about teaching and learning. In this
respect, the study explored the experiences of five nonnative English teachers who
went to the USA on a prestigious scholarship for one year to teach their native
language, Turkish, as native teachers. The data were collected mainly through three
different instruments: a personal data questionnaire, ongoing controlled journals
along with follow-up questions, and interviews. All the qualitative data were
analyzed according to Boyatzis’ (1998) thematic analysis. Initially, each participant’s
data were examined on paper copies to discover the themes that naturally emerged.
After that, the emerging themes in the initial analysis were color-coded and related to
three sensitizing concepts, which were a) self-image b) self-efficacy c) beliefs about

teaching and learning.



The findings of this study revealed that a) being a native teacher contributed
to the participants’ self-images, b) being trained in ELT and being experienced in
teaching English were more influential in the participants’ perceptions of their
teaching abilities, c) being a native speaker and knowing a language were not enough
to be able to teach a language, d) knowing how to teach a language could also
facilitate teaching another language, and e) students, colleagues, and the socialization
process had effect on teachers’ identity. The changes in their self-image, self-efficacy
and beliefs about teaching and learning indicated the identity reconstruction of
nonnative English teachers who shifted their roles to native Turkish teachers.

Considering these results, this study supported the existing literature in that a)
teacher identity is multiple and has a shifting nature, and b) teacher identity is in
conflict and flux. It was also concluded that the way the participants were raised as
English teachers shape their identities, and the participants’ identities are more

rooted in English language teaching because of being trained in that.

Key words: teacher identity, self-image, self-efficacy, beliefs about teaching and

learning, nonnative English speaking teachers, native Turkish teachers.



OZET

ANA DILLERI INGILIZCE OLMAYAN INGILIZCE OGRETMENLERININ
ANA DILLERI OLAN TURKCE’Y1 OGRETIRKEN KIMLIKLERININ YENIDEN

SEKILLENMESI

Sevcan Mutlu

Yiiksek Lisans, Yabanci Dil Olarak ingilizce Ogretimi
Tez Yoneticisi: Yrd. Dog. Dr. Deniz Ortagtepe

Haziran 2015

Bu ¢alisma, ana dili Ingilizce olmayan Ingilizce 6gretmenlerinin ana dilleri
Tiirkce’yi 6gretme roliine gegmesinin, dgretmenlerin kendilerini algilamalart,
yeteneklerine bakis agilari, ve 6gretme ve 6grenme ile ilgili diistinceleri agisindan
kimliklerini yapilandirmalarini nasil etkiledigini arastirmay1 amaglamistir. Bu
baglamda bu ¢aligma bir burs araciligiyla bir yilligina Amerika’ya ana dilleri Tiirkge’yi
dgretmeye giden bes tane ana dilleri Ingilizce olmayan Ingilizce gretmeninin
tecriibelerini incelemistir. Veriler baslica {i¢ farkli yolla toplanmistir: kisisel bilgi
anketi, ek sorularla beraber diizenli olarak gonderilen giinliikler ve sozlii miilakatlar.
Biitiin nitel bulgular Boyatzis’in (1998) tematik analizine gére ¢cdziimlenmistir. Ilk
olarak, kendiliginden ortaya ¢ikan temalar1 bulmak i¢in her bir katilimcinin verisi kagit

tizerinde incelemistir. Sonrasinda, ilk incelemeden ortaya ¢ikan temalar renklerle



Vi

kodlandirilmis ve {i¢ kavramla, kendilerini algilama sekilleri, yeteneklerine bakis
acilar1 ve 6gretme ve 6grenme ile ilgili diisiinceleri, eslestirilmistir.

Bu ¢aligmanin bulgular1 géstermistir ki; a) ana dilini 6gretmek katilimcilarin
kendilerini algilama sekillerine katkida bulunmustur, b) Ingiliz Dili Ogretimi’nde
egitim almis olmak ve Ingilizce dgretmede tecriibeli olmak katilimcilarin 6gretme
yeteneklerini algilamalarinda daha etkili olmustur, c) bir dili ana dili olarak
konusmak ve bilmek dil 6gretmek icin yeterli degildir, d) bir dili nasil 6gretecegini
bilmek bagka bir dili 6gretmeye yardimce1 olabilir, ve e) 6grenciler, meslektaslar ve
sosyallesme siireci 6gretmenin kimligi tizerinde etkilidir. Kendilerini algilama
sekilleri, yeteneklerine bakis acilar1 ve 6gretme ve 6grenme ile ilgili
diisiincelerindeki degisiklikler, Ingilizceyi ana dili olarak 6gretmeyen 6gretmenlerin
Tiirkce’yi ana dil olarak d6gretme pozisyonuna gegtiginde kimliklerinin yeniden
sekillendigini gdstermektedir.

Bu sonuglar gdz 6niinde bulunduruldugunda, bu ¢alisma mevcut literatiirii su
acilardan desteklemistir; a) 6gretmen kimligi cesitli ve degisken bir yapiya sahiptir
ve b) 6gretmen kimligi kendi ile ¢atigma ve stirekli degisim i¢indedir. Ayn1 zamanda,
Ingilizce dgretmeni olarak yetistirilme yontemlerinin katilimcilarm kimliklerini
sekillendirdigi ve katilimcilarin kimliklerinin egitim aldiklari alan olan Ingiliz dili

Ogretimine daha fazla kok saldigi sonuglarina varilmistir.

Anahtar Kelimeler: 6gretmen kimligi, kendini algilama sekli (self-image),
yeteneklerine bakis acgisi (self-efficacy), 6gretme ve 6grenme ile ilgili diistinceler
(beliefs about teaching and learning), ana dilleri Ingilizce olmayan ingilizce
ogretmenleri (nonnative English speaking teachers), Tiirk¢e’yi ana dilleri olarak

Ogreten Ogretmenler (native Turkish teachers).
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CHAPTER I: INTRODUCTION
Introduction

Teacher identity has been the focus of many studies that attempted to define
the concept itself and its components (e.g., Akkerman & Meijer, 2011; Beauchamp
& Thomas, 2009; Beijaard, Meijer, & Verloop, 2004; Varghese, Morgan, Johnston,
& Johnson, 2005). Beijaard, Verloop and Vermunt (2000) define teacher identity as
how teachers see themselves as teachers. Many researchers have expanded upon this
simple definition, suggesting alternative definitions and features of teacher identity
(e.g., Akkerman & Meijer, 2011; Beauchamp & Thomas, 2009; Duru, 2006).

Its complexity as a concept has led researchers to investigate factors affecting
teacher identity, and among those factors the native and nonnative dichotomy has
received great attention. A number of studies have explored the influence of being a
nonnative English speaking teacher on teacher identity construction (e.g., Huang,
2014; H. Kim, 2011; Park, 2012; Pavlenko, 2003) while fewer studies have
investigated native teachers’ identities (e.g., Juhasz, 2011; Wong, 2009). There are
also cases in which teachers need to shift roles from being a nonnative teacher to a
native teacher. Through some exchange programs, nonnative English teachers in
many countries, including Turkey, often end up teaching their native tongue in
English-speaking countries. However, the literature has failed to look at the effect of
this change from being a nonnative teacher to a native teacher on the teacher’s
identity. Considering this gap in the literature, this case study aims to investigate how
the shift from the role of a nonnative English teacher to a native Turkish teacher

affects teachers’ identity construction.



Background of the Study

Teacher identity is an emerging research area that has attracted attention in
many studies recently. As Varghese, Morgan, Johnston and Johnson (2005) put it,

In order to understand language teaching and learning we need to understand

teachers; and in order to understand teachers, we need to have a clearer sense

of who they are: the professional, cultural, political, and individual identities

which they claim or which are assigned to them. (p. 22)

In accordance with what Varghese et al. (2005) claim regarding the role of the
teacher in the language teaching and learning processes, many researchers have
started to explore the concept of teacher identity (e.g., Akkerman & Meijer, 2011;
Beauchamp & Thomas, 2009; Duru, 2006). However, it has not been easy to reach a
full understanding of the concept due to its dynamic nature. Akkerman and Meijer
(2011) clarify this changing state of teacher identity by discussing that teacher
identity involves different parts and identities that try to make the self a whole person
and that continuously shift under different contexts. This view highlights the
importance of analyzing the different components of teacher identity and the factors
that reshape teacher identity.

In order to define and understand the concept of teacher identity, many
researchers have examined the components that constitute it (e.g., Bandura, 1995;
Bukor, 2012; Knowles, 1992; Olsen, 2008; Williams & Burden, 1997). Self-image,
self-efficacy and teachers’ beliefs about teaching and learning are some of the
components that have been studied in regard to teacher identity (e.g., Bandura, 1997;
Deghaidy, 2006; Kelchtermans, 1993; Knowles, 1992; Williams & Burden, 1997).

Kelchtermans (1993) identifies self-image as one of the components of
teacher identity and defines it as the way teachers describe themselves. In this regard,

Deghaidy (2006) has studied the effect of self-image on science teachers and



concluded that teachers’ images of the self affect their confidence, teaching behavior
in class and the effectiveness of the lesson. However, there has been little attention to
teachers’ self-images within the field of language teaching.

The second concept that can be acknowledged as a component of teacher
identity is self-efficacy, which has been defined by Bandura (1995) as “beliefs in
one’s capabilities to organize and execute the courses of action required to manage
prospective situations” (p. 2). As to the importance of self-efficacy, Bandura (1995)
states that the sense of efficacy influences teachers’ dedication to teaching and their
ability to deal with academic problems, along with stress levels caused by these
problems.

Williams and Burden (1997) outline a third component of teacher identity. In
their study, they claim that teachers’ beliefs about themselves, learners, and teaching
and learning processes are influential in determining teachers’ classroom practices
and identities. Similarly, Bukor (2012) underlines the importance of teachers’ beliefs
and assumptions about the teaching and learning processes in determining their self-
perceptions of themselves as teachers. As these studies suggest, self-image, self-
efficacy and teachers’ beliefs about teaching and learning are critical components of
teacher identity.

There are many factors affecting a teacher’s self-image, self-efficacy and
beliefs about teaching and learning. Olsen (2008) identifies prior personal and
professional experience, teacher education experience, current teaching context and
career plans as some of the factors that are influential in the process of teachers’
ongoing identity construction. In his book, Olsen (2010) further analyzes teacher
identity and lists upbringing, beliefs, opinions, friends, and media as some other
factors affecting identity. Moreover, the school environment, learners, colleagues and

school administrators can shape teacher identity (Beauchamp & Thomas, 2009; Duru



2006). More specifically, as teachers meet different types of students, interact with
their colleagues and administrators within a variety of educational contexts and
participate in teacher education programs, their identities are shaped and reshaped
(Beauchamp & Thomas, 2009).

One factor that may affect a teacher’s identity is being a native or a nonnative
teacher. The literature has provided different definitions of a native and a nonnative
speaker (e.g., Braine, 2010; Davies, 2003; Medgyes, 2001). Exposure to a language
and learning it from birth are the key terms that Murray and Christison (2011) use to
identify a native speaker. A native speaker of English has been defined as “someone
who speaks English as his or her native language, also called mother tongue, first
language, or L1” (Medgyes, 2001, p. 430) and as someone who has the intuitive
knowledge about what is accurate and what is not in his or her language (Davies,
2003). In contrast, a nonnative speaker can be defined as a person who learns a
language ““as a second or foreign language” (Braine, 2010, p. 9).

The pedagogical advantages of both native and nonnative language teachers
have attracted a great deal of attention in the literature (e.g., Medgyes, 1992;
Phillipson, 1992). There have also been studies looking at students’ and
administrators’ attitudes towards native English speaking teachers (NEST) and
nonnative English speaking teachers (NNEST) (e.g., Braine, 2010; Chen, 2010;
Huang, 2014; Selvi, 2010). Recently some studies have focused on identities and
self-perceptions of NESTs and NNESTSs. For example, Park (2012) presents one East
Asian woman’s experiences before and during her time teaching English to speakers
of other languages in the United States. In that study, Park (2012) analyzes different
events in that woman’s life to show how her experiences affect her identity as a
learner and a teacher. Similarly, Ortagtepe (2015) explores the identity

(re)construction of two experienced nonnative English teachers who go to the U.S. to



pursue their graduate degrees by examining their language socialization experiences.
In a different study, Juhasz (2011) looks at native teachers’ identities and explores 18
native English speaking teachers’ experiences in a foreign language classroom to
investigate their perceptions of their own strengths and weaknesses and their
perceptions of the differences between NESTs and NNESTS.
Statement of the Problem

A considerable amount of research has been conducted on multiple identities
that teachers take on (e.g., Beauchamp & Thomas, 2009; Varghese et al., 2005).
Moreover, some studies have explored the developmental processes of teacher
identity construction (e.g., Izadinia, 2013) and factors affecting teacher identity (e.g.,
Beauchamp & Thomas, 2009; Duru, 2006; Gur, 2013; Olsen, 2010. Among the
factors affecting teacher identity, the distinction between native English speaking
teachers (NEST) and nonnative English speaking teachers (NNEST) has attracted a
great deal of interest (e.g., Medgyes, 1992). Most of the studies in this regard have
examined identity construction of NNESTS by observing their experiences in English
as a Foreign Language (EFL) and English as a Second Language (ESL) contexts or
in English-speaking countries (e.g., Huang, 2014; H. Kim, 2011; Park, 2012;
Pavlenko, 2003). Fewer studies have been conducted on the identity construction of
native English teachers during their experiences in EFL or ESL settings (e.g., Juhész,
2011). There are, however, cases in which nonnative English teachers teach their
native tongues in English-speaking countries, and the literature does not provide
information about the identity reconstruction of these teachers.

An international educational exchange program sponsored by the U.S.
government gives teachers in different countries the opportunity to go to the USA to
teach their native language. Turkey is one of the countries from which English

teachers can apply for this program. When English teachers from Turkey receive



scholarship through this program, they go to the USA to teach their native language,
Turkish, for one year in a university setting. As a result, these teachers switch their
role from nonnative English speaking teachers in Turkey to Turkish teachers in the
USA, and go through a process during which they may reconstruct their identities as
native speaker teachers. In this respect, there is a study conducted by Ortagtepe
(2015) exploring the identity negotiation of two nonnative-English-speaking teachers
who worked in Turkey, and then went to the United States to pursue their graduate
degrees. However, there is no study examining how changing roles from a nonnative
English teacher to a native Turkish teacher affects teachers’ identity construction in
terms of self-image, self-efficacy, and teachers’ beliefs about teaching and learning.
Research Question
How does the changing role from a nonnative L2 teacher to a native L1

teacher affect Turkish EFL teachers’ identity (re)construction in terms of

1. self-image?

2. self-efficacy?

3. beliefs about teaching and learning?
In the present study, the word (re)construction is used to describe the participants’
experiences since identity is not fixed, but it is multiple and shifting as discussed in
the literature (e.g., Akkerman & Meijer, 2011; Beijaard et al., 2004; Peirce, 1995;
Varghese et al., 2005). Therefore, it is assumed that the participants in this study are
in the continuous process of (re)constructing their identities.

Significance of the Study
Studies conducted on teacher identity construction of NESTs and NNESTSs

have looked at the issue either from NESTs’ or NNESTs’ perspective (e.g., Braine,
2010; Huang, 2014; H. Kim, 2011; Medgyes, 1992; Park, 2012; Pavlenko, 2003).

However, these studies failed to consider the transformation from NNESTS to



NESTSs. In this sense, there is no research on nonnative English teachers stepping into
native Turkish teachers’ shoes and the effect of this journey on their identity
construction. Therefore, this case study intends to explore the experiences of five
nonnative English teachers who go to the USA on a prestigious scholarship for one year
to teach their native language, Turkish, as native teachers. Observing the processes these
teachers go through, this case study aims to examine their identity (re)construction in
terms of their self-image, self-efficacy, and beliefs about teaching and learning.

This case study may contribute to the previous studies on teacher identity and
to the discussion on NESTs and NNESTSs by offering insight into how the shift from
the role of a nonnative English teacher to a native Turkish teacher affects the identity
of teachers. The study might also benefit the future teaching practices in language
teaching and learning. Moreover, this study might be significant for the teachers who
will receive scholarship through this program in that it will provide information on
the challenges and identity conflicts they might encounter, and for the coordinators
of the program as to how to help these teachers throughout this process.

Key Terminology
The following key terms are used throughout the present study:
NESTs: Native English speaking teachers.
NNESTs: Nonnative English speaking teachers.
Conclusion

This chapter has presented a brief overview of the literature on teacher identity
and its relation to NESTs and NNESTSs. The statement of the problem, the significance
of the study, and the research question have also been presented. In the second chapter,
the relevant literature is reviewed in more detail. In the third chapter, the methodology of
the study is described. In the fourth chapter, the results of the study are presented, and in

the last chapter, conclusions are drawn from the data in light of the literature.



CHAPTER II: LITERATURE REVIEW
Introduction

The relevance of identity to language learning and teaching has been the
focus of many studies (e.g., Chen, 2010; Duru, 2006; Huang, 2014; Izadinia, 2013;
Norton, 2013). Discovering the importance of teacher identity in teaching and
learning processes has led researchers to explore the concept in detail. As teacher
identity is a complex concept consisting of several other sub-identities, researchers
have put forth many theories to describe its components and the factors affecting it.
One factor which has been a topic of interest to many researchers is the native-
nonnative speaker dichotomy. A plethora of studies have been conducted to make
sense of the effect of being a native or a nonnative speaker on teacher’s identity.
However, these studies have looked at the identity construction from NESTSs’ or
NNESTSs’ perspectives and overlooked the cases in which NESTs and NNESTs shift
their roles.

This chapter provides an overview of the literature on identity, teacher
identity, discussing its various components, factors influencing it, the native-
nonnative dichotomy, and the effect of teacher status as a NEST or a NNEST on
teacher identity.

Identity

Identity has been defined differently depending on the perspective it is
viewed from. In order to reach a complete understanding of the concept, it is
necessary to explore identity from different angles. Humanistic perspectives assume
that each individual has “an essential, unique, fixed and coherent core” (Norton,

2013, p. 4). From a poststructuralist point of view, however, identity is “diverse,



contradictory, dynamic and changing over historical time and social space” (Norton,
2013, p. 4). Similar to what Norton (2013) suggests, Block (2007) notes that
poststructuralists go beyond structuralism and search “nuanced, multi- leveled, and,
ultimately, complicated framings of the world around us” rather than fixed and
unchanging aspects (p. 864).

Based upon the poststructuralist perspective, Norton (2013) defines identity
as “the way a person understands his or her relationship to the world, how that
relationship is constructed across time and space, and how the person understands
possibilities for the future” (p. 4). She further explains this definition by touching
upon the fact that individuals negotiate and shift their identities during their
interactions in different contexts. Burke and Stets (2009) put it in a different way and
describe identity as the characteristics that define who a person is and that make the
individual unique when he or she occupies a certain role within a group or society.
These definitions imply that people have multiple identities that are influenced and
shaped by their relationships within particular situations or contexts.

Teacher Identity

The attempt to understand classroom practices better and the realization of
teachers’ role in language teaching and learning processes have encouraged
researchers to explore the concept of teacher identity in recent years (Varghese et al.,
2005). Duru (2006) highlights the necessity of examining teacher identity to gain an
impression of traditional teaching and “to create, and reconstruct the possibilities for
the new educational reforms, programs, paradigms, and change educational
processes for a better life” (p. 121). Apart from understanding the rationale behind
teachers’ actions in class, understanding teacher identity is a way to look into
teachers’ “career decision making, motivation, job satisfaction, emotion, and
commitment” (Hong, 2010, p. 1532). The last contribution of investigating teachers’

identity formation is the access to teachers’ inner worlds in which they deal with
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many challenges from personal conflicts to more professional problems (Beijaard et
al., 2004).
Defining Teacher ldentity

The concept of teacher identity has attracted a great deal of interest in the
literature, which has led to several complementing or conflicting definitions.
According to Beijaard et al. (2000), teachers construct their identities from “the ways
they see themselves as subject matter experts, pedagogical experts, and didactical
experts” (p. 751). Their study confirms that teachers perceive their professional
identity by considering their knowledge of the subject matter they teach, their ability
to communicate with students, and the training they have in order to prepare and
execute lessons (Beijaard et al., 2000).

In a more recent study, Day, Kington, Stobart and Sammons (2006) provide
an overview of the changing attitudes in the literature towards the concept of teacher
identity. According to this overview, initial views which perceived teacher identity as
a fixed and singular concept unaffected by the context have evolved into different
notions (Day et al., 2006). Although Beijaard et al. (2004) point out the absence of a
clear-cut definition of the concept, many researchers have come to an agreement on
some key features. A widely accepted feature attributed to the concept is its dynamic
nature (e.g., Beauchamp & Thomas, 2009; Beijaard et al., 2004; Duru, 2006; Gur,
2013; Rodgers & Scott, 2008; Tang, 1997). Another feature researchers mention is
that teacher identity involves sub-identities that constantly change in accordance with
different contexts and relationships (e.g., Akkerman and Meijer, 2011; Beijaard et
al., 2004). What these two features mean is that teacher identity constantly changes
throughout teachers’ career due to several factors. On the other hand, based on a
review of the literature on teacher identity, Akkerman and Meijer (2011) take a more

balanced stance and redefine teacher identity as “simultaneously unitary and
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multiple, continuous and discontinuous, and individual and social” (p. 315). By
combining contradictory characteristics, this stance shows how complex the concept
of teacher identity is.

Despite the attempts to define teacher identity more explicitly on the basis of
common themes recurring in the literature, the concept of teacher identity remains
blurry due to different conceptualizations. Therefore, a further elaboration regarding
the components constituting teacher identity and factors leading to changes in the
identity is necessary to better explain the concept.

Components of Teacher Identity

Existing studies on teacher identity have opened the way to gain better
insights into the essential components of the concept. Kelchtermans’ (1993) research
lists self-image, self-esteem, job-motivation, task perception and future perspective
as the indicators of professional identity; however, he also notes how interwoven
these concepts are. Some other components of teacher identity acknowledged by the
researchers are self-efficacy (Bandura, 1995; Gibbs, 2003), beliefs about teaching
and learning (Williams & Burden, 1997), knowledge (Beijaard et al., 2004), beliefs,
values, motivation, job satisfaction, commitment (Day et al., 2006), and emotions
(Beauchamp & Thomas, 2009; Day et al., 2006).

Looking at previous studies, Beijaard et al. (2004) argue that different
concepts regarding teacher identity actually refer to the same thing, noting the need
to provide “better conceptual clarity” as to how these concepts are related to each
other (p. 126). In fact, a careful look at the suggested components of teacher identity
in the literature reveals a set of interrelated terms. The main question, therefore, is to
delve into the core of teacher identity and identify the key components affecting all
the others. In this regard, when the external factors are eliminated, self-esteem,

motivation, occupational commitment and job satisfaction seem more like the results
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of having a positive perception of the self and abilities. If teachers have weak images
of the self and doubt their abilities, this will affect their self-esteem and motivation to
teach, leading to negative emotions and lack of job satisfaction. In contrast, positive
perceptions of the self as teachers and trust in their abilities to teach will increase
teachers’ self-confidence, motivate them, affect the classroom performance and give
them a sense of satisfaction. Apart from these, teachers’ beliefs about teaching and
learning can be regarded as a major component of teacher identity as these beliefs
shape their choice of actions and judgments in class. Overall, self-image, self-
efficacy and beliefs about teaching and learning are three crucial components of
teacher identity influencing all the others.

Self-image

According to Knowles (1992), teacher identity is “the way in which
individuals think about themselves as teachers—the images they have of self-as-
teacher” (p. 99). This definition introduces self-image as one of the components of
identity. Self-image can simply be defined as “the particular view that we have of
ourselves” (Williams & Burden, 1997, p. 97).

Referring to self-image as one of the indicators of teacher identity,
Kelchtermans (1993) defines the term as teachers’ self-description of themselves and
their views of how they are perceived by other people. This point of view brings
forward a different stance towards self-image because it refers to teachers’
understanding of how others perceive them as well as their own perceptions of the
self. In other words, teachers negotiate their self-image through their own views of
themselves and the images that they believe others ascribe to them. Furthermore, as
Day et al. (2006) claim, teachers build their identities in the light of their beliefs

about what kind of teacher they wish to be. These beliefs can also be linked to the
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concept of self-image since teachers need to reflect on their own views of themselves
in order to determine the characteristics of the ideal teacher they want to be.

Regarding the importance of self-image, Knowles (1992) draws conclusions
based on five separate case studies of pre-service secondary teachers. Due to several
factors, the teachers in his study had either strong or weak image of themselves as
teachers, and this led to failure or success of these teachers in class. Parallel to this
study, Beijaard et al. (2000) argue that teachers’ views of themselves might influence
their efficacy, teaching practices and motivation to teach as well as their willingness
to develop professionally. This claim not only signals the importance of self-image,
but it also shows how the components of teacher identity are related to each other.

In the field of teaching, Deghaidy (2006) carried out a study to investigate
pre-service teachers’ images of the self and self-efficacy beliefs as science teachers.
The study was conducted on 36 pre-service science teachers enrolled in a 4-year
undergraduate teacher educational program in Egypt. The results showed that after
taking methods course, the participants’ images of the self and efficacy beliefs
changed, and this change resulted in increased self-confidence and a more effective
teaching. Another finding of the study was that the teachers’ approach to teaching
shifted from a teacher-centered to a student-centered approach. This study also
shows how self-image, self-efficacy and teachers’ beliefs about teaching are
interconnected. Despite the importance of self-image as a part of teacher identity,
there are no studies examining language teachers’ views of themselves.

Self-efficacy

According to Williams and Burden (1997), self-efficacy is “our beliefs about
our capabilities in certain areas or related to certain tasks” (p. 97). One of the primary
sources of information on self-efficacy is Bandura (1995). He defines the term as

“beliefs in one's capabilities to organize and execute the courses of action required to
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manage prospective situations” (p. 2). He provides a detailed analysis of how self-
efficacy affects individuals’ thoughts, feelings, motivation and performances, and
proposes factors affecting efficacy. His analysis shows that success is closely tied to
a strong sense of self-efficacy, and the sense of self-efficacy can be developed by
observing people who can handle similar experiences successfully and being
encouraged by them. According to Bandura (1995), teachers who trust their abilities
have higher motivation to promote learning in class. In contrast, if people have
doubts about their capabilities, they experience more stress and tension and give up
more easily under difficult conditions. Therefore, teachers who doubt their abilities
may have lower levels of motivation and occupational commitment, experience
emotional problems, and even end up with teacher burnout (Bandura, 1995).

Drawing attention to the limited number of studies on NNESTSs’ self-efficacy,
Eslami and Fatahi (2008) examined forty high-school EFL teachers in Iran to explore
their self-efficacy for interactive engagement, classroom management and
instructional strategies. The study also looked at these teachers’ self-reported English
proficiency levels and pedagogical strategies. The ultimate aim was to investigate the
correlations among teachers’ sense of efficacy, their proficiency and pedagogical
strategies. Overall, the findings revealed a positive relationship between perceived
level of language proficiency and sense of self-efficacy. Moreover, the teachers’
sense of self-efficacy affected the use of communicative-based strategies in class. In
other words, those who perceived themselves proficient in English had a higher sense
of efficacy for interactive engagement, classroom management and instructional
strategies, and high self-efficacy beliefs affected the pedagogical strategies used in
class.

In short, teachers’ beliefs in their capabilities affect their behaviors and

choices in their professional lives as they engage in tasks they think they can perform
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successfully and avoid the ones that they feel they are incapable of. These beliefs
might discourage teachers from making an attempt to improve themselves and their
performances in class. As Gibbs (2003) put it, due to their impact on teachers’
thoughts and emotions as well as the effectiveness of classroom practices, teachers’
beliefs about their capabilities are regarded as essential part of teacher identity.

The difference between self-image and self-efficacy is explained by
Zimmerman (1995) who suggests that self-efficacy is related to people’s “judgments
of [their] capabilities to perform activities ... not who they are as people or how they
feel about themselves in general” (p. 203). Although self-image and self-efficacy
might seem to be overlapping, self-image is more related to how individuals describe
themselves and their views of how others describe them. Self-efficacy, on the other
hand, is people’s perceptions of their abilities. More specifically, when teachers
describe themselves as approachable, friendly and enthusiastic, they reflect on their
self-images. Teachers’ beliefs about their classroom management skills, instructional
strategies and proficiency levels are more related to their capabilities as teachers, and
thus are reflections of their self-efficacies. Nevertheless, it can be noted that self-
image, self-efficacy, and the other components of teacher identity are interrelated and
affect each other as suggested in the literature (e.g., Bandura, 1995; Beijaard et al.,
2000; Kelchtermans, 1993).

Beliefs about Teaching and Learning

In addition to teachers’ beliefs about themselves, another crucial element of
teacher identity stressed by Williams and Burden (1997) is their beliefs about
teaching and learning. Teachers’ approach to the way a language is learned, choice of
activities, relationship with students, decisions about techniques for error correction
and many other aspects can be considered as part of teachers’ beliefs about teaching

and learning. Teachers determine the organization of their lessons, plan their lessons,
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and react to the problems in class based on these beliefs. Therefore, it can be
concluded that teachers’ beliefs about teaching and learning affect all their actions
and their performance in class as Williams and Burden (1997) suggest.

Arguing that teachers’ beliefs about learning and teaching are an important
part of teacher knowledge and the basis for their actions in class, S. Kim (2011)
explored eight native English speaking teachers teaching at a four year university in
Korea to find out their beliefs about learning, teaching and teacher roles. The
findings of the study confirm that the teachers’ beliefs about learning, such as
learners’ participation, error correction, and autonomy, derive from their personal
and professional experiences in the past and that they have an impact on their
classroom practices. As a concluding remark, the researcher encourages the teachers
to be aware of their own beliefs to improve their teaching practices.

A different study conducted by Bukor (2012) reaffirms the importance of
teacher beliefs. The study investigates the transformation of four language teachers’
perspectives of their teacher identity through a reflective autobiographical process.
By drawing conclusions based on the analysis of the participants’ experiences, the
researcher concludes that teacher beliefs constitute an essential part of their identities
as they affect teacher behaviors in class and they shape the teachers’ perceptions and
interpretations of themselves.

Factors Influencing Teacher Identity

In addition to defining teacher identity and the components constituting it,
factors shaping teacher identity need to be explored in order to gain a better
understanding of the concept. One of the earlier attempts to delve into factors
affecting teacher identity was made by Knowles (1992). Five separate case studies on
pre-service secondary teachers conducted by him indicate that university education

or teacher education programs do not have a big influence on the formation of
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teacher identity as they are not sensitive to individual needs or previous experiences.
Instead, childhood and family experiences, experiences as learners, teaching
experiences and significant people in their lives seem to affect teachers’ beliefs about
teaching and their teaching performance in the classroom (Knowles, 1992). Some
other researchers, however, disagree with Knowles (1992) and highlight the impact
of teacher education experience on teacher identity construction (e.g., Duru, 2006;
Olsen, 2008; Varghese et al., 2005).

Looking at the concept of teacher identity from a different perspective,
Varghese et al. (2005) claim that teacher identity is an “individual and psychological
matter” since it is related to teachers’ self-perceptions (p. 39). Nevertheless, they also
point out that teacher identity is “a social matter” as teachers form, negotiate and
reconstruct their identities in social contexts like schools (Varghese et al., 2005, p.
39). What these views suggest is that teacher identity is constructed under the
influence of individuals’ own processing and social relations. Similar to the social
aspect of teacher identity construction pointed out by Varghese et al. (2005),
Beauchamp and Thomas (2009) mention teachers’ current school environment, the
learner profile, their colleagues and school administrators as influences on identity.
Different from these factors, Olsen (2008) directs attention to career plans of teachers
while Duru (2006) points out popular culture and workplace conditions.

All these factors might not only shape and reshape teacher identity but also
lead to identity shifts throughout teachers’ careers “as a result of interactions within
schools and in broader communities” (Beauchamp & Thomas, 2009, p. 175). In line
with this view, Rodgers and Scott (2008) also discuss how identity is reconstructed
in different contexts and in relationship with other people. They also note how
novice teachers undergo identity shifts through teacher education programs and

classroom experience while trying to discover how they should teach. It is inevitable
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that these identity shifts will lead teachers to improve themselves as teachers;
however, they might also lead to lack of confidence, frustration and poor
performance.

Pavlenko (2003) confirmed that identity shifts might lead teachers to face
some challenges. In her study, she investigated the relationship between the imagined
communities and perceived status of 44 pre-service and in-service ESL/EFL teachers
in a Teaching English to Speakers of Other Languages (TESOL) program. The
participants in the study had been teaching English in their native country before
coming to the U.S. The study revealed that some of the participants felt less
competent and confident after coming to the U.S., as their identity shifted from a
teacher to a student. Looking at the participants’ stories, the researcher concluded
that these teachers’ positioning themselves as native or nonnative speakers affected
their perceptions of their competence, self-esteem, and thus identities (Pavlenko,
2003). This study puts forward the necessity of discussing a different factor affecting
teacher identity, which is the native-nonnative dichotomy.

The Native-Nonnative Dichotomy
Definition of Native-Nonnative Speakers

There are several definitions of a native and a nonnative speaker in the
literature (e.g., Braine, 2010; Davies, 2003; Medgyes, 2001). Medgyes (2001)
defines a native speaker of English as “someone who speaks English as his or her
native language, also called mother tongue, first language, or L1 (p. 430). Similarly,
exposure to a language from birth is the key characteristic that Murray and Christison
(2011) use to identify a native speaker. From a different perspective, Davies (2003)
regards native speakers as models to refer to in order to check the accuracy and
acceptability of utterances since they have “a special control over a language, insider

knowledge about their language” (p. 1). Considering these definitions, a nonnative
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speaker can be defined as a person who speaks a language not as his or her first
language, but as a second or a foreign language (Braine, 2010).

Cook (2005) brings a critical view to referring to the first learned language in
childhood to identify a native speaker. He notes that such a definition means that
nobody can be a native speaker of a language learned after childhood unless they go
back in time and learn the target language in their childhood. To solve the problem of
defining NNESTs and NESTS in terms of the other and comparing the terms to figure
out what they are and what they are not, he coins the concept of L2 user. He suggests
that this concept implies the fact that teachers should help their students become
effective L2 users, not imitate native speakers.

Differences between Native and Nonnative Teachers

The differences between native and nonnative language teachers have
attracted a great deal of attention in the literature (e.g., Canagarajah, 1999; Medgyes,
1992; Phillipson, 1992; Tang, 1997). A popular term in the discussion of native
versus nonnative teachers is “native speaker fallacy” which was coined by Phillipson
(1992) to reflect the belief that “the ideal teacher is a native speaker, somebody with
native speaker proficiency in English who can serve as a model for the pupils”
(p.193).

As a response to this fallacy, Medgyes (1992) provides a detailed analysis of
native and nonnative speakers. According to Medgyes (1992), when a person is
exposed to English at birth and during childhood in an English-speaking
environment, that person is thought to be a more proficient speaker of English
compared to a person who is not from an English-speaking environment. He backs
up the view that native speakers have an advantage over nonnative speakers which
cannot be compensated for by ““... motivation, aptitude, perseverance, experience,

education, or anything else” (p. 342). As a further explanation, he claims that no
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matter what they do, nonnative speakers can never reach a native-like language
competence (Medgyes, 1992). Nevertheless, Medgyes (1992) also questions whether
proficiency in English can guarantee being an ideal teacher and concludes that
NESTs and NNESTSs have their own merits and both can be effective in class.
Thanks to their experiences as language learners themselves, NNESTSs can be good
language models for learners, share their strategies with them, anticipate the possible
problems, and make use of their mother tongue if necessary. Medgyes (1992) ends
the discussion by putting forward that being an ideal teacher requires NESTSs to
achieve “a high degree of proficiency in the learners’ mother tongue” and NNESTs
to reach “near-native proficiency in English” (pp. 348-349).

Based on her survey, Tang (1997) also discusses the roles of NNESTS in
class. Between 1995 and 1996, she conducted a study which included 47 NNESTS in
a teacher retraining course in Hong Kong. In her study, she asked the participants
questions about their perceptions of the proficiency and competency of NESTs and
NNESTSs. The results indicated that NESTs were believed to be more competent
compared to NNESTSs in “speaking (100%), pronunciation (92%), listening (87%),
vocabulary (79%), and reading (72%)” while NNESTSs were associated with accurate
use of language (Tang, 1997, pp. 577-578). Some of the participants considered
NNESTSs to have certain advantages, in that they could relate to students’ learning
problems more easily due to their own L2 learning experiences. Considering the
findings of her study, Tang (1997) emphasizes the importance of the pedagogical
role that NNESTS take on in class.

More recently, Canagarajah (1999) has contributed to this debate and re-
evaluated the distinction between native and nonnative speakers in the context of
language teaching and learning. He questions if being a native speaker or having a

good pronunciation and accent necessarily means being a good teacher. Although he
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admits that NESTs and NNESTs might have their own merits in teaching language
for different purposes, he also claims that even teachers who are not competent in
English might function as good teachers based on his own experiences as a learner.
As a concluding remark, he draws attention to the effect of this notion on
employment prospects and underlines the necessity of overcoming the obsession to
be native-like and developing a more accurate sense of professionalism.

The Effect of Being a Native or Nonnative Teacher on Teachers’ Identity

Despite the changing attitudes towards NNESTSs along with several studies

showing that native teachers are not necessarily better than nonnative teachers or
being a native teacher does not guarantee being an effective teacher, the comparison
of NNESTSs to NESTSs by their students, trainers or administrators remains an issue.
Amin (1997) draws attention to the challenge that NNESTSs need to confront. The
researcher notes that even qualified teachers might be less effective and have
difficulty constructing their identity if their students perceive them as incapable
teachers because they are NNESTS. Similarly, Huang (2014) claims that NNESTSs’
language competence is often considered as “deviating from the native norm”
especially in terms of accent, which affects “their credibility as English language
teachers” (p. 120). As Juhasz (2011) puts it very well, NNESTs feel under the
pressure of being asked a question which they may not be able to answer. When
NESTs come across such a situation, they can deal with it more easily as their
knowledge is not questioned by the students (Juhasz, 2011). A more serious problem
is teachers’ self perceptions of their merits or deficiencies as NNESTs. Such self-
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categorizations or prejudices might affect NNESTs’ “teacher persona, self-esteem,
and thus their in-class performance” (Selvi, 2011, p. 187). In this respect, being a

NEST or NNEST is a crucial factor influencing teachers’ identity construction.
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Numerous studies have focused on NNESTSs’ identity constructions (e.g., H.
Kim, 2011; Inbar-Lourie, 2005; Johnson, 2001; Ortagtepe, 2015; Park, 2012) while
fewer studies have looked at the issue from NESTSs’ perspective (e.g., Inbar-Lourie,
2005; Juhasz, 2011; Wong, 2009). Johnson (2001) explored teacher identity of a
nonnative English speaking graduate student studying at a 2-year MA TESOL
program in the U.S. Marc, who was a Mexican woman in her late twenties, tried to
balance her multiple identities as a language learner and teacher during her
experience in the U.S. Looking at Marc’s experiences, Johnson (2001) claimed that
while constructing their identities as ESL teachers, MA TESOL students take on the
role of a nonnative English speaking teacher and become a part of that social group.
While NESTSs do not have to be concerned about the native part of their identity,
NNESTs’ self-identifications as NNESTs make them question their competence as
nonnative speakers and teachers. In this sense, Johnson (2001) concluded that Marc’s
experiences indicate how self perceptions and social identification of teachers
influence teacher identity.

A different study carried out by H. Kim (2011) explored three nonnative
English speaking graduate students’ identity reconstruction as pre-service EFL
teachers during their experiences in a U.S. English teacher education program. Data
were collected through a questionnaire and individual interviews, and were analyzed
thematically. The study suggested that NNESTs’ lack of confidence in their English
competence and view of native speakers as ideal teachers affected their self-esteem
and self-images. However, their experiences in the U.S. reshaped these teachers’
self-images, reconstructed the way they positioned themselves, and built their self-
confidence (H. Kim, 2011).

According to Park (2012), there has been little attention to the experiences of

NNESTs who come to the U.S. as part of teaching English to speakers of other
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languages (TESOL) programs. Arguing that these teachers’ journeys might
illuminate the identity reconstruction of NNESTs who come from different
backgrounds to the U.S. contexts, she presented the experiences of one Chinese
student, Xia Wang, before and during her TESOL program in the U.S. In light of the
findings, Park (2012) concluded that comparing her identity back in China with her
current state and questioning her accomplishments and status as an English speaker,
Xia Wang underwent a transformation from a state of “powerlessness and confusion
about her identity” (p. 137) to “acceptance of her NNEST identity in the United
States” (p. 141). She also highlighted the importance of this study in that it might
“enable the members of TESOL programs to see the inner worlds of NNESTs and
can lead to (re)shaping the contents of the TESOL curricula” (Park, 2012, p. 142).

In her study, Ortagtepe (2015) examined the language socialization
experiences of two experienced Turkish EFL teachers pursuing their graduate
degrees in the U.S. to shed light on their identity reconstruction as teachers of
intercultural competence. The data were collected through autobiographical
narratives, journal entries and interviews, and they were analyzed according to
Boyatzis’ (1998) thematic analysis and Norton’s (2000) notion of investment. The
findings revealed that the participants’ language socialization experiences differed in
regards to the varying social contexts they were involved in. Moreover, their
experiences gave these teachers the opportunity to reflect on their own teaching,
English language teaching in Turkey and their lives in the U.S., which was a sign of
identity investment (Ortagtepe, 2015).

Compared to NNESTs, the number of studies on NESTs’ identities is
somewhat limited. Looking at the native and nonnative dichotomy from both
perspectives, Inbar-Lourie (2005) delved into the gap between self and perceived

identities of teachers. According to the researcher, both NESTs and NNESTs might
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experience an identity conflict when their own perceptions of their identities
contradict others’ opinions of them as native or nonnative speakers. She identified
variables affecting this gap as being familiar with the target language and its culture,
racial issues, pronunciation, and beliefs in one’s capabilities to teach the subject.
With the purpose of finding out more about the relationship between teachers’ self
and perceived identities as NESTs and NNESTS, she conducted a study on 102
mostly female EFL teachers with an average of 12 years of teaching experience born
in different countries and teaching in Israel. These teachers were asked to report on
their perceptions of themselves as NESTs or NNESTS. They were also asked about
how others perceived them. The findings confirmed the existence of a gap between
nonnative self and perceived identities. For teachers who ascribed themselves as
NESTSs, however, this gap was less noticeable (Inbar-Lourie, 2005).

From a different perspective, Wong (2009) focused on three aspects of
untrained native English speaking tutors: their language lessons, the challenges they
faced while teaching and their perceptions of their own teaching. The study included
eight NESTs who had no prior language teaching experience and no former language
teaching training. The findings suggested that while some of the teachers were very
creative during the lessons, they did not seem to have a clear purpose for teaching
language. They also had difficulty explaining the language to the students. The study
is significant as it revealed the necessity for proper training for teachers to teach their
native language (Wong, 2009).

Claiming that relatively little attention has been paid to NESTs, Juhasz (2011)
explored 18 native English speaking teachers’ experiences in a foreign language
classroom to uncover the difficulties they experienced, their perceptions of their own
strengths and weaknesses, and their perceptions of the differences between NESTs

and NNESTSs. For this purpose, she carried out a qualitative research project and
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collected data from 18 NESTs working in different institutions in Budapest, Hungary
through a questionnaire survey and follow-up interviews. Most of the participants
seemed to agree that NESTs were good models for students in terms of correct
pronunciation and intonation, and appropriate use of idiomatic expressions.
However, they confirmed that NESTs might have problems in explaining grammar
rules to students. Not knowing the students’ first language and culture were some of
the challenges NESTs mentioned. Regarding the differences between NESTs and
NNESTS, they stated that NESTs were more tolerant of errors and did error
correction only when essential, while NNESTSs paid more attention to correction,
especially of grammatical errors. To overcome this problem, Juhasz (2011) stressed
the importance of a closer cooperation between NESTs and NNESTS.

As seen in the above mentioned studies, identity construction of NNESTSs and
NESTSs has been investigated due to the importance of teacher identity in teaching
and learning process. However, earlier studies have overlooked the cases in which
teachers need to change their roles from NNESTs to NESTs because of either teacher
exchange programs or study abroad opportunities.

Conclusion

This chapter has presented a review of literature on identity and teacher
identity with its definitions and three prominent components constituting it. In an
attempt to gain a better understanding of the concept, factors influencing teacher
identity have also been analyzed. Among those factors, the native-nonnative
dichotomy has been discussed in more detail. In this regard, definitions of and
differences between NESTs and NNESTSs have been provided. Then, studies
conducted on identity construction of NESTs and NNESTSs have been presented. The
overview of the studies has shown that many studies have looked at how NESTs

and/or NNESTSs negotiate and reshape their identities. However, the cases which
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require NESTs and NNESTS to shift their roles and the effect of this change on
teachers’ identity have not been analyzed. To this end, this case study aims to
explore identity (re)construction of nonnative EFL teachers who go to the USA to
teach their native language, Turkish, as native teachers.

The next chapter will present the methodology of the present study and cover
the participants, instruments, data collection, and data analysis procedures. It will be
followed by the presentation of the findings, and then, the findings will be discussed

in the final chapter.
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CHAPTER Ill: METHODOLOGY
Introduction

This case study explores the experiences of five Turkish EFL teachers who
were in the USA to teach Turkish for one year. The aim of the study is to investigate
how the shift from the role of a nonnative English teacher to a native Turkish teacher
affects their identity (re)construction. In this respect, the study addresses the
following research question:

How does the changing role from a nonnative L2 teacher to a native L1
teacher affect Turkish EFL teachers’ identity (re)construction in terms of

1. self-image?
2. self-efficacy?
3. beliefs about teaching and learning?

This chapter consists of seven main sections, specifically the participants and
settings, the research design, instruments, data collection procedures, data analysis,
rigor and credibility of the qualitative measures, and the researcher. In the first
section, the participants and settings of this study are introduced and described in
detail. In the second section, the research design of the study is explained briefly. In
the third section, three different data collection instruments, which are a
questionnaire, ongoing controlled journals, and interviews, are presented. In the
fourth section, the steps followed in the research procedure including the selection of
the participants and data collection are mentioned step by step. In the fifth section,
the overall procedure for data analysis is provided. In the sixth section, rigor and
credibility of the qualitative measures are discussed. In the final section, the

researcher is described.
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Participants and Settings

The participants of this study were five nonnative English speaking teachers
who went to the USA for one year to teach Turkish through a prestigious scholarship.
All the participants, three of whom were female and two of whom were male, were
from Turkey and were between the ages of 27 to 29. Four of them had degrees in
English Language Teaching (ELT) while one of them was a graduate of the
Department of English Language and Literature. Moreover, two of them had
completed their master’s degrees before this study was conducted, while the other
two were still graduate students in different MA programs (in ELT and Management
in Education) (see Table 1 for more details about the participants).

Before going to the USA, the participants worked at different universities in
Turkey as English teachers, and their experiences ranged from four to seven years.
All of them had experience in teaching preparatory classes, which are one-year
compulsory programs in which undergraduate students study before taking
coursework in their majors. In addition, two of the participants had experience in
teaching English in different contexts. Specifically, one of the teachers prepared
students for exams like Test of English as a Foreign Language (TOEFL),
International English Language Testing System (IELTS) and Yabanci Dil Sinavi
(YDS), a foreign language proficiency test administered in Turkey. Another
participant taught English for nine months as an assistant teacher in primary,
secondary and high schools in Austria through another scholarship. However, none
of them had experience in teaching Turkish or a language other than English before
going to the United States except for one participant who had helped a few blind
students with their Turkish lessons when she was a university student (see Table 1

below for more detailed demographic information about the participants).
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Demographic Information about the Participants
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Teacher # Ahmet Berna Gamze Merve Tamer
Gender Male Female Female Female Male
Age 27 29 27 27 29
Native Turkish Turkish Turkish Turkish Turkish
Tongue
BA English ELT ELT ELT English
Language Language and
Teaching Literature
(ELT)
MA In progressin  None In progress In ELT In TEFL
ELT in
Management
in Education
TOEFL or TOEFL IELTS TOEFL TOEFL TOEFL
IELTS scores  104/120 8/9 98 95 106/120
IELTS 8,5/9
Years of 4 7 5 55 5
experience in  preparatory preparatory preparatory preparatory preparatory
teaching classes classes classes classes classes
& primary, &
secondary and for exams like
high schools TOEFL &
in Austria IELTS
Experience As a student As an None Travel Travel
abroad (5 months) assistant
& English
for travel teacher (9
months)
Experience in  None None Helped a few None None

teaching
Turkish

blind students

Note: To preserve anonymity and confidentiality, the participants who participated in this research

study are identified by pseudonyms throughout the study.

The participants went to the USA in mid-August 2014 to teach Turkish and

they were scheduled to go back to Turkey in May 2015. The advantage of this



30

scholarship was that the participants had official permission from the institutions
they worked at and thus, they would continue working there when they went back to
Turkey. This study explored their experiences in the USA from September 2014 to
the end of February 2015. As for their settings during this study, the participants
taught at different universities and lived in different parts of the USA. Therefore, the
levels they taught, the number of students and classes they had, and the places they
lived in differed from each other. While one of them had only one class in the first
semester, the others had two or three classes. The levels of these classes varied from
beginner, elementary, pre-intermediate, intermediate to advanced. The number of
students they had ranged from three to nine students, which were quite different from
the classes they taught back in Turkey. Another difference was their class hours.
While one participant had to teach only four hours a week, the others had six or eight
hours. Besides these teaching hours, they had office hours with students and
organized some kind of conversation clubs or Turkish movie days for their students.
Despite these extra hours, the participants all agreed that these teaching hours were a
lot fewer compared to the ones they had in Turkey. In addition to their teaching
duties, they also took classes as students as part of the program through which they
went to the USA.

As for their daily lives, they lived in dormitory-like houses or apartments with
two or three bedrooms, which means they had a room to their own and shared the
apartment with two or three people and even nine people depending on the type of
housing. Lastly, they had the chance to be in contact with people from different
countries and their cultures as well as American people and culture. They also
travelled during their free times and especially during their holiday in December,
which gave them the opportunity to see different places, interact with more people,

get to know different cultures, and broaden their horizons.
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Research Design

This case study used qualitative research strategies to explore the experiences
of five NNESTSs teaching Turkish in the USA and to answer the research question
regarding these teachers’ identity construction. The instruments used for this research
design are discussed in detail in the following section.

Instruments

In this study, data were collected by means of three instruments developed by
the researcher: a personal data questionnaire, ongoing controlled journals along with
the follow-up questions, and interviews. All data were collected in English as the
participants are English teachers.
Personal Data Questionnaire

Demographic information about the participants was collected through a
questionnaire at the beginning of data collection process. This questionnaire included
questions that helped find out more about the participants. Specifically, the
questionnaire gathered information about gender, age, place of birth, academic
degrees, previous experience abroad, the number of years in EFL teaching, and
experience in teaching another language (see Appendix A for the copy of the
personal data questionnaire). This information was used to make sure that the
participants had similar teaching backgrounds and more importantly had not taught
Turkish before. It was important for the participants to have no experience in
teaching Turkish before because | wanted to see the shift from the role of being a
nonnative teacher to a native teacher. Each participant filled in this questionnaire in
the first week of October 2014 and sent it via e-mail.
Controlled Journals

The controlled journals consisted of four simple items in line with the

research question of the study:
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1) Tell us a positive event in your social life

2) Tell us a negative event in your social life

3) Tell us a positive event in your teaching

4) Tell us a negative event in your teaching.

Although this study aimed to shed light on teacher identity construction, it was
important to observe the participants’ experiences in their social lives in addition to
their teaching practices. As Varghese et al. (2005) suggest, teacher identity is both an
individual and a social concept which is formed and reformed in social contexts and
within individuals’ inner worlds. Therefore, this study aimed to capture the
experiences or events that could affect the participants’ identity construction during
their teaching and social lives through the questions listed above. The participants
sent their journals every two weeks via e-mail. The first of these journals was
received in late September, while the other participants started sending theirs in early
October (see Appendix B for a copy of the controlled journals).

Qualitative studies give the researchers the chance to reformulate their
questions in line with the emerging data over time. Charmaz (2006) draws attention
to this flexible and simultaneous aspect of qualitative studies by claiming that it is
possible to “shape and reshape your data collection” just like “add[ing] new pieces to
the research puzzle” (pp. 14-15). In light of this, in November 1 felt the need to make
some changes to these four items because | wanted the participants to reflect on their
feelings regarding their experiences rather than just list the events they took part in.
Therefore, the participants were asked to discuss their experiences by adding two
additional questions to the original four items. These were:

a) How does that event/situation/experience make you feel as a person and a
teacher?

b) Why do you feel like that?
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This process of collecting data through journals continued until the middle of
December, when the participants started their semester breaks.

For most participants, the December semester break lasted three weeks until
the first week of January. During this holiday, | did not ask the participants to send
any controlled journals as they were not teaching but travelling around the country.
Instead, they were asked to write a holiday journal at the end of their holidays (see
Appendix C for a copy of holiday journals). This was done to avoid interrupting their
holidays with questions and necessitate their finding computers to write their
journals. Moreover, the participants were experiencing the American culture, a
related interest of this study. The format of the holiday journal was not prescriptive,
as | wanted them to write freely and did not want to interrupt their flow. However,
since it was a long holiday, it was feared that the participants might be lost trying to
figure out where to start writing. Therefore, | prepared some questions just as a
guide, but did not require them to stick to those questions. After the holiday journals,
the participants were asked to fill in the same controlled journals that they had been
doing before their holidays every two weeks until the end of February.

Follow-up Questions

In addition to the controlled journals, the participants were asked further
questions after each journal if necessary. After reading each participant’s journal, |
prepared a few more questions to clarify unclear points, to delve into the
participants’ experiences, to explore their feelings, and to find out the reasons for
their actions.

Interviews
Another instrument that was employed in this study was interviews. The
interviews used in this study were what Dérnyei (2007) identifies as semi-structured

interviews. | used a pre-prepared list of questions, but they were not as tightly
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controlled as the structured interviews that Dérnyei (2007) describes. Like in semi-
structured interviews, the same questions were asked to all the participants “not
necessarily in the same order or wording” and further questions were asked when it
was necessary to elaborate on certain issues (Dornyei, 2007, p. 136). Therefore, the
interviews were guided by the pre-prepared questions, which served as a point of
departure, but were conducted flexibly depending on the experiences of the
participants and what they revealed during the interview.

Two interviews were conducted with each participant. The first interview was
carried out in early October 2014, while the second one was in late February 2015
(see Table 2 for the duration of interviews). | prepared questions covering four issues
related to the research question: general questions, self-image, self-efficacy, and
beliefs about teaching and learning. The purpose of the general questions was to
obtain more in-depth information about the participants’ teaching experiences in
Turkey and in the USA, their daily lives in the USA, and their expectations of these
experiences. The purpose of the other questions was to uncover the participants’
descriptions of themselves as teachers, their feelings as nonnative English and native
Turkish teachers, the challenges they faced, their perceptions of their teaching and
language abilities, and their preferences for teaching methods and activities (see
Appendix D for a copy of the first interview questions). The questions for the second
interview were prepared in January 2015 after | transcribed the first interviews and
examined the controlled journals in addition to the interview transcripts (see
Appendix E for a copy of the second interview questions). They were similar to the
first interview questions, but were designed to see the changes in the perceptions of

the participants.
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Table 2

The Duration of Interviews

Teacher # 1st Interview 2nd Interview
Ahmet :35:34 :55:15
Berna :32:15 :62:49
Gamze :29:48 :58:31
Merve :37:00 :46:36
Tamer :27:20 :47:54

During both the first and the second interviews, I tried to reduce my verbal
interventions to the minimum and be just an observer without guiding the
participants so as not to affect their interpretations of their own experiences.
Moreover, | tried to “move the interview forward as much as possible by building on
what the participant ha[d] begun to share” (Seidman, 2006, p. 81). Therefore, some
of the questions were skipped when the participants already answered them or
additional questions were asked when | felt the need to delve into a point.

Data Collection Procedures

At the initial stages of this study, the participants were contacted and official
permission was granted for the study. To find the participants, a combination of
convenience and snowball sampling methods was employed. Dornyei (2007)
describes snowball sampling as a strategy through which a researcher finds a few
participants and then asks those participants to identify further participants.
Convenience sampling is using the participants who are available, according to
Dornyei (2007). | first contacted three of my colleagues who were going to go to the
U.S. on this scholarship. Then, I reached five more teachers through those three

participants and some other colleagues who found teachers who received the same
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scholarship. Of all the eight people contacted, one teacher did not participate in the
study as she was not teaching any courses in the fall semester, and the other two
declined to participate. In the end, five teachers agreed to participate in this study.
After all the participants were contacted, | gave them a brief description of the
purpose of the study and the data collection process. It was also necessary to seek the
approval from the Ethics Committee at Bilkent University to conduct the research.

During the selection process of the participants, | also prepared the questions
for the questionnaire, journals and interviews. The participants were first asked to fill
in the personal data questionnaires (see Appendix A). At the same time, the
participants were also asked to send their first controlled journals (see Appendix B).
This occurred in late September and early October. At participants’ requests, |
reminded the participants to send their journals on the days they selected, which also
helped me keep the process under control. To clarify, while one participant was
available on Tuesdays, another one was able to write the journal on Fridays.
Therefore, they did not send the journals on the same days. Moreover, | asked further
questions when necessary. This would have caused confusion if | had not prepared a
schedule for myself and reminded the participants of the journals. After getting the
journals, I read them and prepared a few more questions asking participants to
elaborate on their experiences. As a result, the participants often needed to respond to
a few more questions in between the controlled journals they sent every two weeks.

The first interviews also took place in early October 2014. Interviewees’
preferences and time difference between Turkey and the USA were considered while
determining the interview times. Although the participants had been in the U.S. for
almost six weeks when the interviews were conducted, their teaching experiences
had started a very short time ago. Therefore, it was still possible to catch the

participants’ first impressions of their teaching practices there. The first interviews’
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length ranged between twenty seven and thirty seven minutes (see Table 2 for the
details about the duration of interviews). | received the participants’ permission to
record the interview. The interviews were conducted through Skype and were both
video-recorded through Skype video recorder and tape-recorded. Despite the
measures | took, there were some technical problems during the interviews. One of
the interviews was not video-recorded as the participant did not have a camera, and
another one was also not video-recorded after some point due to technical problems.
Fortunately, all the interviews were tape-recorded through a mobile phone in the
event of technical problems on the Skype recorder. Nevertheless, there were
connection problems that caused some parts of the interviews to be unclear.
However, the decision was made not to ask the participants to repeat their utterances
several times, as this might have caused discomfort on the part of the participants.

In January 2015, in order to construct the items for the second interviews, |
transcribed all the interviews verbatim and went over all the data including the
controlled journals. This initial data analysis process enabled me to develop
questions for the second interviews and to have an idea about emerging themes in all
the qualitative data collected until that time. The reason for conducting a second set
of interviews was to gain a deeper understanding of the changes in the participants’
perceptions of themselves, their abilities, and beliefs about teaching and learning
along with their experiences. The second interviews took place in the last week of
February 2015 (see Table 2 for the details about the duration of interviews).

Data Analysis

Data analysis consisted of several steps. Initially, the first interviews, which
were video and tape recorded, were transcribed for data analysis in January 2015.
Transcribing the recordings of the interviews gave me a deeper understanding of the

participants’ experiences. In order to prepare the questions for the second interviews,
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I read all the qualitative data collected, which can be regarded as the initial stage of
data analysis. After conducting the second interviews in late February 2015, |
transcribed them, too.

As the next stage of data analysis, | went over all the qualitative data coming
from controlled journals and interview transcripts according to Boyatzis’ (1998)
thematic analysis. According to Boyatzis (1998), thematic analysis provides
researchers with a way of using “a wide variety of types of information in a
systematic manner that increases their accuracy or sensitivity in understanding and
interpreting observations about people, events, situations, and organizations” (p. 5).
Among the three ways he suggests, data-driven (inductive) approach was used in this
study as this form of analysis is pretty sensitive to the raw information and increases
the validity of the research (Boyatzis, 1998). The stages he suggests for this approach
are reducing the raw information, identifying themes, comparing themes, creating a
code and determining reliability. Considering my research question, | adapted these
stages.

After transcribing the interviews, | read each participant’s journals and
interview transcripts on paper copies rather than on screen since, as suggested by
Seidman (2006), it is easier to notice the details on paper. Moreover, each
participant’s data were read several times. While reading through the data for the
first time, 1 made comments in the margins of the paper copies, which helped me
figure out the themes that naturally emerged. During the second round, the data were
color coded in an attempt to code the data in a more systematic way.

A further analysis of the data was necessary to relate the themes that emerged
in the initial analysis of raw data to sensitizing concepts. Charmaz (2006) describes
sensitizing concepts as “points of departure to form interview questions, to look at

data, to listen to interviewees, and to think analytically about the data” (p. 17). The
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sensitizing concepts that were employed in this study are a) self-image b) self-
efficacy c) beliefs about teaching and learning. During this stage, | categorized the
themes that emerged during color-coding under these three sensitizing concepts and
also noted other concepts that did not fit under these concepts. In this way, other
themes that did not fall under the three concepts were also represented and the
analysis procedure was more open to additional concepts that might emerge from the
data.

Rigor and Credibility of the Qualitative Measures

According to Patton (2002), “rigorous methods, credibility of the researcher
[and] philosophical belief in the value of qualitative inquiry” are three concerns that
need to be addressed to increase the credibility of qualitative research (pp. 552-553),
which shows the importance of the researcher and the methods used during data
collection and analysis. Patton (2002) also suggests triangulation as a strategy for the
validation of the data analysis in qualitative studies and defines triangulation as a
way to check “the consistency of information derived at different times and by
different means” (p. 559). In this study, I utilized two interviews and controlled
journals as well as follow-up guestions to triangulate the data.

During the data analysis stage, | made use of different strategies to make the
findings credible. First, I came up with the themes by analyzing the raw data
inductively according to Boyatzis’ (1998) thematic analysis. This stage was
important since different concepts that naturally emerged in the data analysis were
represented, which increased the credibility of the study. Moreover, it was possible
for me to analyze the data without being affected by the research question of this
study. Second, the emerging themes were related to the sensitizing concepts in the
light of Boyatzis’ (1998) thematic analysis. Finally, the opinion of an experienced

qualitative researcher was consulted about the themes and findings that were
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emerging from the data to identify any possible bias in the data analysis. These
different ways to analyze data aimed to enhance credibility and rigor of the study.

Finally, Patton (2002) regards the researcher as one of the instruments in
qualitative research. He claims that the researcher influences the credibility of the
study with his/her previous knowledge, training, experiences and different views.
Therefore, the next section will introduce the researcher of this study.

The Researcher

Stake (1995) claims that “of all the roles, the role of interpreter and gatherer
of interpretations, is central” (p. 99). This view shows that the researcher plays an
important role in the process of collecting and analyzing data in qualitative studies.
Since the researcher of this study was also part of this process by preparing the data
collection tools, utilizing them and analyzing all the data, it is important to present an
autobiographical portrayal about me to give the rationale behind this research and to
show the involvement of the researcher into this study.

My own personal and professional self-exploration began in my university
years while specializing in Foreign Language Teaching. However, what inspired me
to examine teacher identity is mostly related to my experiences as a teacher. After |
graduated from university in 2008, | started working as an English instructor at a
private university in Ankara, Turkey. As well as my teaching duties, | also received
In-service Certificate in English Language Teaching (ICELT). I loved teaching
English; however, | faced many challenges. Some of these challenges were related to
external factors like the type of students, lack of student motivation and workload,
while the others were my own inner conflicts. The biggest problem was the fact that |
was inexperienced as a teacher and | was not that competent in English as a
nonnative English speaker. As | was a novice teacher, | had to share my class with a

more experienced partner teacher. More specifically, each class received between 20-
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25 hours of instruction per week. | had to teach ten or fifteen hours to a class, while
my partner was supposed to teach the remaining hours. Therefore, | always felt the
pressure of being compared to my partner teachers in terms of teaching and language
abilities.

When | started working at a state university in Ankara, Turkey, | had another
training experience which aimed to help novice instructors get used to the institution
and equip them with the necessary teaching skills. Currently, I am working on my
research as part of the Master of Arts degree in Teaching English as a Foreign
Language (MA TEFL) at Bilkent University. Despite all these training years and
years of experience in teaching, I still have some concerns regarding my language
skills. I do not feel comfortable while speaking to native speakers of English. | feel
stressed when | cannot answer a question that a student asks, clarify a point in class,
or remember the meaning of a word. Moreover, | am afraid of mispronouncing a
word and being compared to my students’ teachers, especially when they are native
speakers of English. No matter how much I try, | still have the notion of being a
nonnative speaker of English that makes me question my presence in class, my
abilities and even the profession itself. | always find myself imagining how it would
be to teach my mother tongue. Moreover, during my conversations with my
colleagues, | hear them also saying that they have similar concerns.

In short, my own experiences as a nonnative English speaking teacher and my
conversations with my colleagues who shared similar experiences have encouraged
me to examine teachers who change their roles from nonnative English teachers to
native Turkish teachers. My knowledge, skills, and training guide not only all stages
of data collection but also interpretation of the data collected from the participants.
However, | do not influence the participant’s responses and experiences since what

the participants are experiencing in the USA by teaching Turkish is a totally different
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experience. In that sense, despite the fact that | am involved in all the stages of this
study from data collection process to data analysis, | am only an observer of this
experience.
Conclusion
This chapter provided information about the participants of the study and the
setting, research design, instruments used, data collection procedures, data analysis,
rigor and credibility of the qualitative measures, and the researcher. The next chapter

will report the findings of the data analysis.
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CHAPTER IV: DATA ANALYSIS
Introduction

This case study aimed to investigate how the shift from the role of a
nonnative English teacher to a native Turkish teacher affects teachers’ identity
(re)construction by exploring the experiences of five nonnative English teachers who
went to the USA on a prestigious scholarship for one year to teach their native
language, Turkish, as native teachers. In this respect, this study addressed the
following research question:

How does the changing role from a nonnative L2 teacher to a native L1
teacher affect Turkish EFL teachers’ identity (re)construction in terms of

1. self-image?
2. self-efficacy?
3. beliefs about teaching and learning?

In order to answer the research question, data were collected via three
different instruments: a personal data questionnaire, ongoing controlled journals
along with follow-up questions, and interviews. All the qualitative data coming from
the controlled journals along with their follow-up questions and interview transcripts
were analyzed according to Boyatzis’ (1998) thematic analysis. Initially, I went over
each participant’s data on paper copies to discover the themes that naturally emerged.
Afterwards, | color-coded the data and related the emerging themes in the initial
analysis to three sensitizing concepts, which were a) self-image b) self-efficacy c)
beliefs about teaching and learning.

This chapter consists of two main sections. In the first section, the

participants are introduced to inform the readers about the participants’ background
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in language teaching. In the second section, the results of the data analysis are
presented in accordance with the three sensitizing concepts, which are a) self-image
b) self-efficacy c) beliefs about teaching and learning.

The Profiles of the Participants

In this section, | present the profiles of the participants to provide background
information about them before describing their experiences in their new roles as
native Turkish teachers in the U.S. This section starts with Ahmet’s profile, followed
by Berna, Gamze, Merve, and Tamer. The participants are identified with these
pseudonyms to preserve anonymity and confidentiality.

Ahmet, a twenty-seven year old male teacher, graduated from the department
of English Language Teaching at a university in Turkey. He had started his master’s
degree at one of the best universities in Turkey in the field of English Language
Teaching before going to the U.S. In addition, when he first started teaching at the
preparatory school of a university in Turkey, he attended an in-service teacher
training program which aimed to help the newly hired instructors improve their
teaching skills and adapt to the institution. He had been teaching at that university for
four years as an English instructor when he went to the U.S. as a Turkish instructor.
Other than Turkish, his native tongue, he knew English at an advanced level as he
had been learning it as a foreign language since his childhood, he received education
in that language in his undergraduate and graduate studies at university, and he was
teaching it. Moreover, he knew Spanish at a basic level. However, he had no
experience in teaching a language other than English. As for his experiences abroad,
he had been to Poland as an exchange student at a university for five months and to
the U.S. twice before through a work and travel program. Having received a
prestigious scholarship, during the 2014-2015 academic year, Ahmet went to the

U.S. for approximately ten months to teach his native tongue, Turkish. He stayed at
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an apartment and shared it with two housemates, one of whom was Chinese and the
other who was Canadian. Therefore, during this ten-month period, Ahmet not only
had new duties as a Turkish instructor but also found himself in a different socio-
cultural environment.

Berna, a twenty-nine year old female teacher, also graduated from the
department of English Language Teaching of a university in Turkey. She did not
have a master’s degree. She had learned English as a foreign language and she had
been teaching English to university level students for seven years before she went to
the U.S. as a Turkish instructor. Moreover, she knew German at a basic level.
Nevertheless, she also had no experience in teaching a language other than English.
As for her experiences abroad, she taught English as an assistant teacher in Austria
for nine months as part of an exchange program. Through the same prestigious
scholarship, Berna had the chance to go to the U.S. for approximately ten months to
teach her native tongue, Turkish. During her stay in the U.S., she shared her
apartment with an Indonesian housemate and had the chance to make friends from
different cultures.

Gamze, a twenty-seven-year old female, graduated from the department of
English Language Teaching at one of the best universities in Turkey. She had also
started a master’s program in Management in Education at another prestigious
university in Turkey before going to the U.S. She had also received other certificates
in this field, including the Certificate in Teaching English to Speakers of Other
Languages (CELTA) and Diploma in English Language Teaching to Adults
(DELTA). She had been learning English since primary school as a foreign language
and had been teaching it for five years when she received the scholarship to be able
to teach her native language, Turkish, in the U.S. for approximately ten months. Her

only experience with teaching Turkish was with a few blind students when she was a
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university student. However, she had no training in teaching Turkish and she had not
taught it in a formal classroom setting. Moreover, she had not been abroad before
this experience. Thanks to the scholarship she received, she went to the U.S. and
started teaching Turkish. As for her daily life there, she stayed at a house which was
a kind of dormitory. She had her own room, but she had to share the living room,
kitchen and bathroom with nine other young women.

Merve, a twenty-seven year old female teacher, graduated from the
department of English Language Teaching at one of the best universities in Turkey
and received her master’s degree in ELT from the same university. Like Berna, she
also received the Certificate in Teaching English to Speakers of Other Languages
(CELTA). Other than English, which she learned as a foreign language, she knew
German at a basic level. She had been teaching English to preparatory school
students at a university for five and a half years before her experience as a Turkish
instructor in the U.S. Like the other participants, she had no experience in teaching
languages other than English. Although she had been aboard for travel purposes, she
had not had any work experience abroad until she received the scholarship to teach
her native language like the other participants. In her daily life in the U.S., she shared
her house with two other housemates.

Tamer, a male in his late twenties, graduated from the department of English
Language and Literature at a university in Turkey. He received his master’s degree in
Teaching English as a Foreign Language in Turkey. Other than English, which he
learned as a foreign language in Turkey, he also knew some Spanish and Arabic.
Before going to the U.S., he had had five years of teaching experience as an English
language teacher, taught English to different types of learners, and prepared students
for language proficiency exams like the TOEFL, IELTS and YDS (a foreign

language proficiency test administered in Turkey). However, he had not taught
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another language. As for his experiences abroad, he had been to the U.S. once for a
conference. With the scholarship he received, he went to the U.S. this time to teach
his native tongue, Turkish. Similar to the other participants, he shared a house with
two housemates and met people from different parts of the world.

In short, all the participants learned English as a foreign language and
received training in English language teaching. They had no experience in teaching
Turkish. After receiving a prestigious scholarship, they went to the U.S. for
approximately ten months and they had to shift their roles from English teachers to
Turkish teachers. Moreover, they lived in an English-speaking country and met
people from different cultures.

Results
The Shift in Teachers’ Identities in terms of Their Self-image

The findings revealed that there were changes in the way participants
described themselves in their new roles as native Turkish teachers in their new
contexts compared to their roles as nonnative English teachers back in Turkey. In
order to see the changes in their self-image, | asked the participants the same
questions regarding their descriptions of themselves, their strengths, weaknesses and
feelings both as English and Turkish teachers, and their students’ and colleagues’
perceptions of them. It is necessary to note that the participants described their self-
images both in general and in relation to their new roles as Turkish teachers in the
U.S. I will present all the findings under five main themes: a) born or made a
teacher?, b) discovering the teaching self in a new context, ¢) being a native Turkish
teacher vs. being a nonnative English teacher, d) the role of socialization, and €) the
effect of students’ and colleagues’ perceptions.

Born or made a teacher? A recurring theme that the participants commented

on was early motivation for entering teaching. Ahmet expressed that he did not
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dream of being a teacher when he was growing up and that he did not know anything
about teaching when he first started his teaching career. Merve, however, believed
that she was born with the talent to teach as she had been trying to help others learn
all sorts of information since her childhood. Being with younger people, being useful
to them and interacting with them were her motives for being a teacher and gave her
the energy to do this job. While Tamer also referred to his interest in working with
people, Gamze expressed her happiness at being a teacher and she defined herself as
an enthusiastic one. For Berna, being a “successful” and “hard-working person in
general” had effect on her teaching practices as well. Moreover, being “friendly and
understanding” and being “open to new ideas” gave her the chance to motivate her
students and make them feel comfortable.

Discovering the teaching self in a new context. Being a teacher in an
English speaking context, taking over new responsibilities, and having a different
working atmosphere as well as a different types of students led to changes in the
teachers’ perceptions of themselves and the way they viewed their teaching
profession. One of the most intriguing examples of the change in the teachers’ self-
image was in Ahmet’s case. During the first interview, he was asked what kind of a
teacher he wanted to be in the past and how he perceived himself as a teacher at
present. He stated:

I always thought I’d be really friendly towards my students. I think I am...I

always thought I’d be energetic in class I would be moving around a lot. 1 do

that. I always thought I’d have a sometimes you know some sort of a sloppy
board planning blackboard and yeah I am a little bit sloppy...I used to think
that I’d miss some deadlines and disappoint my students sometimes you

know I mean there is a pop quiz and I tell them that I’d announce the results

on Monday but then Monday comes I am like “oh I haven’t checked them
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yet,” so that happens because it’s a characteristics [ mean you don’t change

that much when you do your job. You are what you are whatever you do, so |

do that a lot but I try to minimize that. I don’t know how much it’s working

but yeah pretty much the same person | thought | would be.
Ahmet thought that he was a friendly, energetic, but a disorganized teacher and
concluded that he would not be able to change that much as it was part of his
personality. In a later journal, however, he mentioned:

I think I’ve started to feel more professional in a couple of ways like the

distance between a student and the teacher and your relationship with your

colleagues. It’s a little more professional here in America.
In addition to being “more professional,” Ahmet noted that he was “more prepared,”
“more organized,” “more responsible,” and “more motivated” during the second
interview. The way Ahmet described himself showed that his self-image changed
during his experiences as a Turkish teacher although he thought that being
disorganized was part of his character, and thus would not change. While Ahmet
became more organized, Merve reported that she was already an organized teacher
but became more flexible in the U.S. Instead of “trying to finish a lesson just for the
sake of finishing it,” she started to focus on her goals and objectives to make sure
that “[her] students understand what [she is] trying to teach.” “Being organized” was
also one of the themes in Tamer’s journals as well. However, different from the other
participants, he felt “slightly disorganized” in the U.S. as he could not catch up with
his schedule.

Berna also experienced noteworthy changes in her self-image as she pointed
out significant differences between her teaching practices in Turkey and the ones in
the U.S. She even admitted that she felt “like a teacher” in the U.S., “but not in

Turkey” during the first interview. Nonetheless, there were also some points she was
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not satisfied with regarding her presence in the classroom as a teacher. She defined
herself as a “merciful” teacher in one of the journals. In fact, she did not want to be
“merciful” as she had to struggle to catch up with the administrative issues and faced
a dilemma as to whether to be understanding when her students submitted their
assignments late. Overall, she described herself as “not a bad teacher” as she felt like
she still had a lot of things to learn during the first interview. Her perception of
herself seemed to have changed during the second interview:
I think I am more successful as a teacher here because of the number of
students, because of my working hours. It is only eight hours, so | can be
more creative and also I get positive feedback from my students...so as a
teacher | am more satisfied here and in terms of pedagogy that we study at
university. I can implement them in my classes, but not as much in Turkey |
am just following what the material they assign me in Turkey...As a person
and as a teacher, | feel happier here.
Taking the whole responsibility of her class and not being obliged to follow a strict
syllabus not only affected Berna’s teaching practices, but also helped her see the
creative teacher inside. In addition, implementing the activities she was trained in
satisfied her as a teacher.
Similar to Berna, Gamze also felt better when she had the feeling of
ownership of her class as she said:
Because | am teaching as the main class teacher, | feel freer. Actually I can do
whatever | want to do. | know my schedule, | know my course, | know what |
am planning to do, so this is better I think.
While having the control of a class affected Gamze’s self-image positively, she had
some problems as a Turkish teacher at times. Not being able to explain some topics

and questions to her students was a sign of lack of knowledge for Gamze at the
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beginning; however, she then noticed that her students started to trust her more as her
desire to check further resources for their questions actually meant that she cared
about them. Gamze’s experience showed that her students’ trust changed her
perception of being knowledgeable, too.

Being a native Turkish teacher vs. being a nonnative English teacher.
Taking on a new role as a native Turkish teacher, these nonnative English speaking
teachers experienced some shifts in their self-perceptions as teachers. Ahmet talked
about how “cool” and “safe” it was to be a native speaker of a language as his
students admired him when he uttered sentences in Turkish. Nevertheless, Ahmet
implied the value of speaking English and questioned the importance of learning
Turkish:

How many people out here want to learn Turkish you know if we had a

system like in Turkey, it’s awesome. Teaching English is really big. You

know English in Turkey, you’re someone. If you know Turkish in America,
are you really someone? You’re not. I don’t think so.
As to the similarities and differences between their self-images as nonnative English
teachers and native Turkish teachers, Ahmet made an important point as to being a
native Turkish teacher by saying that:

Well, I’'m less confident. That’s for sure, but you’re also more confident in a

different way because when they ask you if something is correct or not, you

can tell without a second thought. You can tell them that “it sounds alright” or

“it sounds unacceptable.” | feel confident in that way. But you know as far as

the methodology goes that’s different.

As it can be seen in his descriptions, being a native speaker of the language being

taught gave Ahmet confidence in that he was able to answer students’ questions
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immediately. However, he felt less confident in terms of methodology, which
implied the importance of teacher education or training.

Merve also commented on the differences of her self-image by saying that “I
used to think that I am more confident in teaching English but I guess it’s now
equal.” After spending approximately six months in the U.S. as a Turkish teacher,
she described herself as “a better teacher” during the second interview, which was a
sign that gaining experience changed Merve’s self-perception as a Turkish teacher.
Moreover, she compared the ways she felt as a nonnative English and native Turkish
teacher:

When you are a native speaker of a language, there is no way for your

students to refute what you have said...But when it comes to teaching

English, there might be sometimes when you’re not sure...especially if you

are teaching more advanced levels, you should be more prepared because you

might not have the necessary knowledge to talk about certain questions that

your students have posed, but here like in teaching your native language, you

don’t have such fears.
Being able to answer students’ questions and students’ reactions to her answers
seemed to help her feel safe as a Turkish teacher. Tamer also shared how he felt as
an English and a Turkish teacher. He believed that he was good as an English
teacher, but he needed to improve himself as he still did not feel very comfortable.
As to being a Turkish teacher, he felt more confident as his students respected him as
a native teacher. He further explained how he felt as a native teacher:

You feel like really competent and powerful. Your students look at you like

you’re the best teacher because you are a native and you’re authentic for them

like from Turkey, so they have no questions regarding “does this guy speak

Turkish?” but in Turkey yes maybe some people can experience some
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difficulties like their students might question your English at some points, so

being a native speaker is definitely more advantageous.

In the second interview, he made similar comments as to how comfortable it was to
be teaching his native language and that he liked students’ respect towards him as a
native teacher. As Tamer put it clearly, his perception of himself was different in the
role of a native teacher. Just like Merve, he felt more confident and had more control
as a teacher as students would not question his knowledge as a native speaker.

The role of socialization. In addition to their professional duties as Turkish
teachers, the participants were part of the American culture and they had contact with
different people and life styles. The analysis of the data showed that their self-images
as a person and a teacher were affected by their social relations as well. One of the
themes Ahmet and Tamer used to describe themselves was “being more complete.”
This description was more related to self-fulfillment in his social life for Ahmet as he
considered that “the more places you see, the more complete you are.” As for Tamer,
“being more complete” meant seeing different lives, worlds and points of views.
Ahmet further explained what he meant by being complete with the words “more
knowledgeable and experienced,” which were also used by Gamze to describe how
she felt after her experiences in the U.S. As for the effect of socialization on them as
teachers, Ahmet supposed that he gained “more command on the American culture”
thanks to this experience, so he had more to share with his students about “the
American culture and cross-cultural issues.”

Another common theme was related to the changes in their lives. Ahmet and
Tamer considered this experience as a refreshing break from what they had been
doing for a long time. Ahmet stated that he would be “more motivated to go back to
work” when he went back to Turkey. Merve also felt “more motivated to teach” and

“productive” due to the changes in her life.
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The effect of socialization on an individual’s self-image was more observable
in Gamze’s journals. Being in a different context, Gamze felt “freer and more self-
confident” to start “a conversation and a friendship” as she did not “have any fears to
feel ashamed of something.” She also added that she was “more open to different
people” in terms of friendship. When she experienced misunderstandings due to
cultural differences or the language barrier, she realized that she cared less compared
to similar cases back in Turkey and she avoided judging people “according to their
one single behavior or statement.” The reason was the desire to make the most of
every moment in the U.S. rather than feel angry. By making friends, she started to
“get rid of the feeling of loneliness.” There were also times when she felt “unfamiliar
with their system” and got angry as she did not know whom to talk to or whom to
consult. Nevertheless, she noticed that she was “learning to be more patient with
such petty things.” Overall, Gamze regarded the social events she took part in as a
kind of “investment” in her “academic and social life” as she was “growing
professionally, meeting new people and learning about the USA and its culture.”

The feeling of loneliness was notable in Merve’s experiences. When her
housemates were away or when she felt scared due to the blizzard, Merve mentioned
feeling lonely. Moreover, at the beginning, she “felt homesick at some points” and
wanted to be with her family in Turkey. However, later on she said:

Day by day, | am starting to feel that my friend circle is getting wider and |

get to know new people, which makes me feel pleased in an environment in

which | come across with people with different cultures all the time.

Additionally, that I now make new friends more easily compared to a few

months ago gives me the feeling of success and confidence. I don’t know

whether this contributes to my teaching skills at all, but it definitely makes

me feel better as a person who feels more confident in social gatherings.
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Being able to make friends more easily increased Merve’s confidence and gave her a
sense of achievement. As a result, she started to describe herself as a better and more
confident person rather than a lonely one. During the second interview, she noted
that being exposed to different cultures, languages and kinds of people helped her
“deal with differences in a more successful way” and “change the perspective from
which [she was] looking at things.” Moreover, she thought interacting with people
who spoke English as their first language would have an effect on her teaching
practices as well. She felt “more complete about the culture part of the language
[she] was teaching back in Turkey” as she could share her real life experiences and
examples in class.

As for Tamer, he did not seem to have difficulty adapting to his new context
as he said he felt at home there even at the beginning of his experience. He was able
to “socialize with limited fear of being misunderstood.” Among his friends in the
U.S., he sensed that he and his decisions were respected and trusted. Nevertheless, he
also noted that he was “panicked” at times and needed to be more “careful, polite and
respectful” in his relationships with the people in his department in the U.S. because
he thought that people could judge him easily if he failed to communicate. In
general, he felt improved and more confident both as a person and a teacher since he
had the chance to take an active role in seminars and to be part of the American
culture. He concluded that his social experiences improved him “both as a person
and as a teacher” as he witnessed “many cultures and individual identities” and
learned to respect them all. He also had the chance to meet a lot of people from
various countries, which made him “more self-confident” and “self-aware” and also
affected his teaching. More specifically, he thought he became more tolerant towards
international students as he experienced some minor challenges that those students

might experience.



56

Different from the other participants, “being part of a culture” was one of the
themes that emerged in Ahmet’s journals. After he engaged in various social
activities in the U.S., he expressed his pleasure to be part of the American culture.
Meeting people from different cultures and life styles made Ahmet appreciate his
own life style and culture as well. His experiences with people from other cultures
continued to affect his self-image throughout his experiences in the U.S. To
illustrate, having experienced a personality clash with a Russian colleague on daily
issues a few times, Ahmet wrote in his journal that it was important not to be
discouraged in such situations as certain misunderstandings were inevitable no
matter how tolerant he was. However, he also confessed that “being out of your
comfort zone is what makes you a more tolerant and stronger person.” Although he
regarded cultural conflicts as normal occurrences, his description of his current
context as out of comfort zone showed that he felt uncomfortable there. During the
second interview, he provided further evidence as to his changing self-image during
his socialization process by noting that different cultures and people increased his
level of tolerance. Considering his experiences in the U.S., Ahmet portrayed himself
“a socially, psychologically...different person now.” A similar description was made
by Berna who said that she was going to be “a different person” with her personal
experiences and memories when she returned to Turkey.

The effect of students’ and colleagues’ perceptions. The effect of students’
perceptions of the teacher on the teachers’ self-image also emerged in this study. In
other words, students’ comments and appreciation affected the participants’
perception of themselves, as in the case of Ahmet, who said that “Couple of my
students commented on my teaching saying that | was really organized. It feels good

to be appreciated —increases my confidence level.”
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Similarly, when Tamer’s students commented that he was “a very smart guy”
and “[his] classes were never boring,” he felt happy to be appreciated in terms of his
instruction. Berna also reported in her journals the effect of her students’ perceptions
of her and how they affected her own perception and feelings a couple of times:

Even once my students expressed that learning Turkish with me is the best

language learning experience they have had so far and this really makes me

so happy and satisfied. | feel that it is worth even sacrificing your sleep to
prepare classes as | do at least three times a week.
A similar sentiment emerged in her second interview.

In general they think I’m doing my job very well and they are happy with my

teaching style. They are both having fun and feel that they are improving their

language Turkish.
It can be concluded that students’ positive feedback on her teaching affected Berna’s
self-perception, motivation and eventually teaching practices.

One of the most remarkable realizations was observed in Ahmet’s second
interview. During the first interview Ahmet was asked to share how other people
such as his students, mentors, or colleagues described him. He could not come up
with many ideas and he only said:

My students usually think that I’'m fun. That’s the most common adjective I

hear from my students- that I’'m fun. Uhm my other other colleagues...they

also use the word fun a lot. Am I just fun? Let me see. yeah...I am a fun
person according to many people around me.
This was an awkward moment for me as the researcher as well because | did not
want Ahmet to feel sorry for not finding any other positive comments about him.
However, during the second interview Ahmet noticed the difference in his students’

perceptions of him and the effect of this on him as the teacher. The class he had in
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the second semester expressed their positive feelings about his class by saying that he
should have taught them in the first semester. As the reason for this, the students
portrayed Ahmet as a ““very organized and prepared” teacher. His practices there
seemed to have changed Ahmet’s perception of himself as he kept repeating “more
responsible,” “prepared,” “organized” and “motivated” to describe himself as a
teacher.

Similarly, their colleagues’ perceptions of them as teachers were also
influential in the way the teachers described themselves. Ahmet mentioned how great
it was to hear from his mentor that he was “a much more mature person.” Merve’s
motivation also increased when her supervisor commented that she had the
“knowledge of teaching a language” and that she was “equipped with the necessary
things to teach a language.” Similarly, throughout her experiences in the U.S., Berna
kept comparing her Turkish and American colleagues’ attitudes towards her and the
effect of their attitudes on her feelings. While she felt as if she was “abused” in
Turkey since she was not appreciated for her efforts, she was “honored and happy” to
be respected in the U.S.

Students’ perceptions of the teacher, their attitudes towards the course, and
the progress they made, as well as her colleagues’ appreciation, were also some of
the recurring themes in Gamze’s experiences. Seeing that her students could barely
speak Turkish discouraged her as a teacher at first. However, when her students were
able to make presentations in front of her and her coordinator and when her
coordinator noted the difference in her students’ performances since the beginning of
the course, she felt “satisfied” and realized that she needed to “be more patient to see
the progress” her students made. Other than their progress in learning Turkish, their

attitude towards her was also important for Gamze. When one of her students looked
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upset, Gamze’s approachable and understanding attitude made the student hug her
“saying very nice things and thanking [her].” She explained her feelings as:
| was surprised but at the same time flattered. As a person but especially as a
teacher, this three-second hug means a lot to me. It shows me that my
students can see that I do care them in and outside the class and my interest is
genuine. From this small anecdote, I can say that as teachers, we sometimes
need to be appreciated although we do not expect this, not only by our
students but also the managers, the colleagues.
Her students’ perceptions of her made Gamze describe herself as a “genuine,
approachable, and available” teacher. The need to be appreciated by students
emerged a couple of times in Gamze’s experiences. Having seen the positive reviews
of her students at the end of first semester, she confessed that it was nice to be
appreciated for her efforts. In another case, Gamze felt happy to be able to discuss
her techniques with her students and get feedback from them although the feedback
required her to change her teaching style. She believed that:
[This] actually shows my confidence in what | am doing; and to be able make
necessary adjustments when needed, which shows that | can be flexible
depending on the situations. So, as a considerate person, | feel satisfied that
my students can talk to me about their concerns in my class.
In short, students’ feedback on her lessons, their success, and their approach to her
influenced the way Gamze perceived herself as a teacher.

In conclusion, being born or made a teacher, discovering the teaching self in a
new context, being a native Turkish teacher vs. being a nonnative English teacher,
the role of socialization, and the effect of students’ and colleagues’ perceptions are
the major five themes that indicate the changes in teachers’ self-images. The first

theme is a stable identity characteristic that shows how the participants described
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themselves as teachers in general. The other themes, however, indicate that the way
participants perceived themselves were highly influenced by their new roles as native
Turkish teachers, the new context in which they lived, worked and socialized, and
the different types of students and colleagues. The ways participants described
themselves after teaching and socializing in the U.S. were different from their
previous self-perceptions as they felt more professional, more responsible, more
motivated to teach, and more satisfied as a teacher there. Moreover, their new roles
as native teachers changed how they perceived themselves as teachers and how their
students perceived them. Although they felt insecure about the methodology of
teaching Turkish as native Turkish teachers, the fact that their students did not
question their knowledge of Turkish gave them a sense of confidence and security.
Their socialization in the U.S. made them feel more complete as they had more
command of the American culture, and they described themselves as more
experienced and knowledgeable. Finally, there were also changes in the participants’
views of how they were perceived by their colleagues and students which made them
happy, honored, and confident.
The Shift in Teachers’ Identities in terms of Their Self-efficacy

The analysis of the data revealed that the shift in their roles from nonnative
English teachers to native Turkish teachers affected the teachers’ perceptions of their
teaching abilities. Moreover, the teachers reported changes in their language abilities
as they were discovering their mother tongue, Turkish, and also using English in
their social lives. Therefore, | will present the findings under two main sections:
perception of teaching abilities and perception of language abilities.

Perception of teaching abilities.

A nonnative English language teacher in Turkey. Although the participants

were teaching Turkish in the U.S. during this study, they constantly compared their
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experiences there with the ones back in Turkey, and reflected on their teaching
abilities as English teachers as well. Ahmet’s experiences as a Turkish teacher made
him reconsider his experiences as an English teacher:
| feel more confident when | teach English. Since I got here, | realized how
much | actually know about teaching English. I know what to do when | walk
into the class. | know how the syllabus goes. | know which subjects to teach
first and which subjects later. It’s weird. It’s not my mother tongue, but we
studied English Language teaching, so we know the methodology.
While teaching Turkish, Ahmet noticed how much he knew about teaching English,
so his trust in his abilities as an English teacher increased thanks to his teaching
practices as a Turkish teacher. Although he pointed out the importance of
methodology in teaching, he also accepted that he felt “slightly incompetent™ as a
nonnative English speaker when his students asked him a guestion he did not know
the answer to. Similar to Ahmet, Tamer felt insecure and uncomfortable while
teaching English as a nonnative speaker and he even got frustrated at times thinking
that he was not good enough to teach English. Nevertheless, he was very experienced
in terms of methods and materials, and thus, he knew how to teach and what to do in
the class. As for Gamze, teaching English and Turkish had their own difficulties. She
said:
Maybe because all the things we have learned so far is on teaching English, |
really know how to teach English. Sometimes I can’t even use the words. |
can’t pronounce the words correctly. Still I know which one is the correct
one, so | am fully aware of the things. Even while | am making mistakes, |
generally know I am making mistakes. But in Turkish sometimes I can’t even
find the evidence why that one is correct. This is why I feel better while

teaching English.
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Gamze also commented on how she perceived her abilities as a nonnative English
teacher by comparing the native and nonnative speakers of English. She believed
that:

We are Turkish English teachers. | am sure that we are much much better

than the native ones in terms of grammar, language systems, especially

academic vocabulary whatever this is my context in Turkey, EAP. And we
have a background in teaching, so we are definitely better in terms of
grammar and language systems, but of course they have the background.

They have the culture as advantageous and they have this pronunciation,

intonation things. If they start to learn how to teach, they can be also OK. At

least this is what | am trying to do in America.
For Gamze, nonnative teachers of a language had control over the grammar and
vocabulary as well as the methodology, while native teachers had advantages in
terms of pronunciation and the culture of the language.

This experience contributed to Berna’s teaching skills as an English teacher
as well because she believed that it was necessary for her to live in an English
speaking country as an English teacher. She added that she was not able to figure out
appropriate use of words according to a specific context, so she had to resort to her
dictionary most of the time while teaching. However, it was easier to “think of other
sentences and come up with a rule” in her native language. She also mentioned some
of her weaknesses as an English teacher:

I think I am not very good at using English all the time. Because of the lack

of motivation of my students, | start to teach my classes in English, but when

I don’t get an answer as a yes or no, then I switch to Turkish so as to make

them speak because I think that they don’t understand, so | would like to be

more strict about using English. Now I see that | can teach a language very
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well and probably it depends on the profile of students. | am generally happy

about myself about my teaching, but as | said there are still a lot of things that

I should learn.

The fact that she could not use the target language in class all the time was a
weakness according to Berna. Having taught different kinds of students helped her
see that she could teach a language quite well and she felt satisfied as a teacher.

Tamer also observed some differences in his teaching practice. His
experiences as a Turkish teacher showed him that he did not incorporate culture into
his classes back in Turkey as much as he did in the U.S., as he felt more competent
and equipped in terms of culture as a native speaker of Turkish, but hesitated to teach
culture as a nonnative English speaker. Living in an English speaking country
increased his knowledge of American culture and equipped him with the confidence
to make culture a part of his classes while teaching English when he would go back
to Turkey.

Overall, the participants felt more competent in teaching English because of
their training in ELT and having access to metalinguistic knowledge in English
language. However, the intuitive knowledge of L1, Turkish, allowed them to give
further examples for the grammatical rules and identify appropriate usage of words,
and equipped them with the socio-cultural knowledge of Turkish. In the next section,
I will provide a more detailed representation of the participants’ feelings of being a
native teacher in the States.

A native Turkish teacher in the U.S. In their new roles as native Turkish
teachers, the participants discovered whether being a native speaker or being trained
was necessary to be able to teach a language. During the first interview, Ahmet’s

reflection of his experiences as a Turkish teacher revealed interesting findings:
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We didn’t study Turkish language teaching...They ask me a question I look
at two things they want me to compare. | look at it. I have no idea. | am a
native speaker. Then, I find the rule. That happens a lot. I guess that’s what
happens when you are a native speaker of a language, but it’s definitely
harder for me right now, but I’m pretty sure once you get the methodology of
teaching your mother tongue, then it would be much easier than teaching
English or any other second language that you might teach.
What Ahmet suggested was the importance of training in the language to be taught.
When he started teaching his mother tongue, he noticed how difficult it was to try to
figure out the rules in his native tongue without being trained in that. Although he
struggled as a Turkish teacher at the beginning, he expected that he would no longer
have any difficulty after developing a teaching methodology of his own. Moreover,
he had a notion of what it meant to be a native teacher, so his perception of his
abilities as a native teacher was different from the ones he had as an English teacher.
He admitted:
| feel less confident when | teach Turkish but also | feel more confident when
they ask me if something sounds good just like we do in Turkey. We ask
native speakers if there should be a “the” or not. They look at it and they are
like “ah it sounds better without it.” That’s how I answer a lot of questions
here right now because that’s what you say when you’re a native speaker.
You don’t know all the rules so you just think about how it sounds... The
only weakness | have right now about teaching Turkish is that I’'m
inexperienced.
As Ahmet believed that it was normal for native speakers not to know the grammar
of their language but have some intuitive knowledge of it, and he felt more confident

while teaching Turkish even if he could not explain the logic behind certain rules. In
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fact, his feelings during the second interview supported what he said previously

about his lack of experience in teaching Turkish:
Right now over the course of time especially in the last two months during
spring semester, | have much more confidence because you teach more or you
learn a lot from the textbook you learn a lot of grammar, and then most of the
time | find myself learning on the spot as | teach. When they ask me a
question, 1 do answer more quickly I know more. | know a lot more. Actually
if I teach a couple of more years, | can teach | can do that great you know. |
feel more confident.

It was obvious that Ahmet’s self-confidence increased along with his perception of

his ability to teach Turkish. By getting familiar with the textbook and gaining more

experience, he felt that he knew more and that he could improve a lot more in time.

As the final comments, Ahmet noted:
I am not experienced in teaching Turkish. That’s why everyday is something
new whereas for teaching English I can even use the same textbook. | feel
more confident and more ready, prepared. Here you know | have to get ready
and once | am ready once | have my materials and everything, my lesson
plans, I feel confident. But again | feel better when I teach English. | know
how to do it. | went to school for it. | teach language. | know where to draw
some attention you know how to teach listening...

As Ahmet highlighted, lack of experience and training were the points that made

teaching Turkish more difficult. Although being prepared and gaining experience

contributed to his confidence as a Turkish teacher, he still felt the necessity of being

trained in how to teach it.
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Berna also mentioned the importance of experience by saying that she felt
confident in teaching English as she had experience and she knew how things
worked. As to her new role as a Turkish teacher, she confessed that:

Before | came here, | was a bit scared and nervous. | have always been

successful at what I do, but you know this is an experience that | haven’t done

before. I mean I didn’t teach my native language. You know the language and
it’s very different when you teach it. You really need to come up with new
ideas to make it communicative. To be honest, | have far beyond met my

expectations because in Turkey I didn’t have the chance to teach English in a

communicative way. I didn’t know that I could do it. Now I practiced this

once in my life, and | can again if | want to because I gained experience.
Not having any experience in teaching Turkish was a stress factor for Berna;
however, she felt a great sense of achievement when she was successful. Moreover,
being able to teach communicatively affected her perception of her abilities as she
saw that she could do that. Thanks to this experience, Berna had the chance to
implement new techniques in her classes. She taught an online class for the first time
and started to use Turkish songs and movies in her classes. She was “happy to find a
way to introduce a part of Turkish culture” in these ways. These new techniques also
changed her perception of her ability to prepare creative lessons. Overall, Berna
considered that she achieved something as it was difficult to teach a language. In the
end, she knew more, had more experience, answered the questions more easily, and
got positive feedback from her students.

Gamze and Tamer also stressed the significance of being trained to be able to
teach a language effectively. Their background in English Language Teaching and
knowledge of how to teach a language helped them find ways to survive while

teaching Turkish in the U.S. In this sense, Gamze added:
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Here from time to time | feel less confident about Turkish because this is an
area that [ haven’t been trained. Before coming here, I could have said I wish
| were a native teacher, but it’s not enough...Here in the class when students
ask me a question, sometimes I can’t answer their questions and I am a native
teacher, but | am not trained in that field. With this background in English
language teaching I wish | were a native speaker of English. Being a native
teacher you still have to have this training.
As Gamze put it, being a native speaker of a language was not enough for teaching it;
therefore, she felt less confident while teaching Turkish as she had not received
training. A similar conclusion was reached by Merve regarding the importance of
training:
When | came here, | realized that OK | am a native speaker of Turkish, but
that doesn’t mean that I can teach it very well. I mean teaching is totally
different. You must be aware of the processes that a student goes through.
When | compare teaching English as a nonnative teacher of English and
teaching Turkish, which is my native tongue, | think I feel more confident in
teaching English because | was trained in that and my undergrad degree is on
English language teaching. And I have my master’s degree on that, so I know
all the methodologies, all the techniques that I can use...I feel better in
teaching English because teaching is different from knowing something.
Like the other teachers, Merve also realized that being a native speaker of a language
was not enough to be able to teach it. Therefore, she felt more confident and
competent in teaching the language she was trained in, which was English.
Nevertheless, being a native speaker also increased her confidence in terms of her
knowledge of the rules because as a native speaker she knew “everything about

Turkish or Turkey” that the students could ask her, so she could answer her students’
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questions “very frankly” and confidently. Moreover, she “developed different
strategies in teaching languages” in time. Being able to teach Turkish also gave her a
sense of achievement and she started to trust in her abilities more despite her
concerns and fear about teaching a different language. Through the end of her
experience in the U.S., she said:

| feel myself more competent in teaching Turkish as the time that I allocate

for the planning part of my lessons is a lot less and the product that | have in

the end makes me feel more satisfied as a teacher...and as I believe the ways
| implement in my teaching are more effective now.

Overall, the participants concluded that being a native speaker was not
enough to be able to teach their own language although there were some advantages
like answering students’ questions more confidently as native speakers of Turkish.
As they gained experience and got more familiar with teaching Turkish, their
confidence increased. However, they discovered the importance of being trained in
language teaching to be able to teach a language. In the next section, | will present
findings regarding the advantages and challenges of teaching Turkish in more detail.

The advantages and challenges of teaching Turkish in the States. There
were times when the teachers had difficulty in teaching Turkish. For instance, Ahmet
found it challenging to teach suffixes and tried not to take it personal when his
students seemed frustrated. Gamze also found it hard to explain some topics, give
instructions in Turkish, simplify her language, and find the correct terminology for
the topics that she said she would have explained in English perfectly. As for Merve,
achieving the course objectives was the main purpose, but different rules in Turkish
slowed down her pace a little. She especially found it difficult to explain the rationale

behind the rules such as vowel harmony. Not having experience in teaching Turkish,
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Tamer felt incompetent when he could not answer his students’ questions, so as a
solution, he preferred to be on the safe side and stick to the book.

Not only the language they taught but also the context and materials were
different for the teachers during their experiences in the U.S. There were a couple of
challenges like the level of students and course books. In her first journal, Berna was
“really nervous about teaching intermediate Turkish” although she had no problems
with the elementary level. The reason was lack of resources at higher levels.
Moreover, the language levels in her class varied among the students. Initially, she
felt that she was not very successful as a teacher. After a month, however, she was
feeling better as she could finally figure out a way to teach.

There were also challenges which turned out to be advantageous for some of
the participants in time like the number of the students. As there were fewer students
in class compared to the number of students back in Turkey, the teachers had to
select their classroom activities for small groups. Merve was able to figure out what
kind of activities worked with smaller groups although she was a bit hesitant at the
beginning. Tamer, on the other hand, noted benefits from having fewer students.
With six students in his class, he was able to keep track of the assignments he gave
on a daily basis, which was not possible with twenty or thirty students in Turkey. He
noted that he saw “the power of homework™ and “learned a lot in terms of what
homework [could] achieve.” Furthermore, having a small class made it possible for
him to make use of various classroom activities since he had enough time to
“monitor and keep up with” all the students.

Different from their duties in Turkey, the teachers had the chance to prepare
their own syllabus, materials and exams in the U.S. This was a challenging process
for Ahmet. Although getting prepared for his classes made Ahmet feel safe and he

felt like he was doing a good job, he believed that he was not capable of writing a
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syllabus. Gamze, on the other hand, realized how organized she was while preparing
a syllabus. Although it was really difficult to decide on the objectives and compile
materials, she stated that she liked the freedom and that she felt better at preparing
her own course. Tamer also liked being in control of the curriculum although it
meant more work.

It was challenging for Berna to prepare the syllabus, choose the right
materials and decide on the sequence of the topics to cover as she had only three
students with different levels of Turkish in the class. Unlike Turkey, where she was
required to follow a schedule, she could spend as much time as needed in the U.S.
when her students could not understand a topic and she was “more flexible” as she
coordinated her classes. This was the first time she prepared her own syllabus, but
she saw that she could do it and thus felt more confident during the second interview.
She even reaped the fruits of her course plan as she was able to organize the
materials more effectively and was more prepared for the class. She said:

...in Turkey I didn’t have the chance to teach English in a communicative

way because we always have to follow a syllabus, schedule and if you don’t

like in the syllabus they say ok this week you will have to finish unit 8, and
start unit 9. So you are just running and you feel that the students don’t learn
well, but here I am the boss of the class....I feel that I am more creative here
because | take my own decisions related to my class, so | think 1 did very well
if I think about the 6 months I spent here. I didn’t expect... I didn’t know that
| am a creative person, but | see now | am.

Her teaching practices and her perception of her abilities had been limited due to the

tight schedules she had to follow in Turkey. The flexibility to design her course

helped her unchain her creative side and led her to a classroom in which she

implemented different techniques.
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As for writing quizzes, Ahmet talked about the procedures in Turkey, where
writing a pop quiz took weeks due to proof reading. However, he had to prepare
exams in the U.S. all by himself, so it was really hard for him. Similarly, Gamze did
not feel satisfied with the exams she prepared. Merve, however, felt better in terms of
assessment as well as finding materials, even though it was difficult and demanding
to prepare exams and quizzes. She thought she needed to be in control of everything
as the teacher because she was the one who knew her students and their needs.

One of the problems related to course design was the number of class hours.
It was very difficult for Ahmet to write a syllabus because he had to fit the book with
29 units into two-days a week of instruction. He believed that it was not realistic to
expect the students to learn Turkish in a couple of hours a week. He said:

In Turkey we teach them five days a week, four or five hours a day and even

five isn’t enough and for a language like Turkish which is not out there which

is not accessible | think that we should be meeting the students more often.
Similarly, Tamer had to rush to keep up with his schedule as he felt it was not
possible to teach a language in four hours. Therefore, he felt nervous while trying to
omit some parts from the book. He realized “the benefits of teaching 20 hours a
week” and he concluded that he still had “a lot to learn as a teacher... to make up
time for different activities.”

Nevertheless, having fewer class hours also meant that the teachers had more
free time outside class. Ahmet admitted that he could not “prepare awesome lesson
plans for four hours every day” in Turkey. However, he had “all the time in the
world” to prepare activities in the U.S. Therefore, he felt “more like a teacher” and
“more responsible” there. Berna also added that her teaching was more effective in
the U.S. as she had more preparation for her classes, so she felt “more self-confident

and more satisfied.” In short, while teaching Turkish in the U.S., the participants
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confronted challenges in teaching Turkish such as the lack of materials, the number
of the students, and fewer class hours. Moreover, they had to prepare their own
syllabus, materials and exams in the U.S. While some of them had a hard time with
these difficulties, these challenges pushed them to discover their strengths and
weaknesses regarding their teaching abilities.

Students’ motivation and success. How students’ motivation and success
influenced the participants’ perceptions of their abilities to teach was another theme
that emerged from the data. One problem that disappointed Ahmet was his students’
tendency to miss class. Since only three or four of his students showed up every day,
he was discouraged from preparing a lesson plan. It was “frustrating and annoying”
for him to end up having two or three students in class for the activities that he
prepared. He even lost the motivation he had at the beginning of this experience due
to the absenteeism problem.

Not surprisingly, students’ success and progress were influential in teachers’
perceptions of their own abilities. Berna was one of the teachers who were satisfied
to see the students’ success. When her students passed the class, she was very
pleased. Similarly, seeing her students’ enthusiasm and effort to use the structures
she frequently used in class gave Merve a sense of satisfaction and encouraged her to
do her best for the students. Having seen her students’ progress made her feel
“proud, more dedicated and energetic” as she saw that “[she] could teach many
things in this short span of time.” In one of her journals, she pointed out the
importance of her students’ improvement by saying that:

Seeing the progress of a student from zero to an admirable level in Turkish is

what motivates a teacher most. The fact that my student can now formulate

the rules regarding new topics in Turkish now makes me feel happy in that |

feel I have achieved many things in just one term.
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The achievement of her students was worthwhile for Merve while their failure made
her sad. In another case, she questioned herself when the students who tried a lot
failed to get what they deserved on a quiz. She concluded that she should have been
clearer on what exactly to focus on. Seeing that his students’ midterm grades were
high, Tamer also expressed how glad he was to see his students’ improvement. He
felt “successful and accomplished as a teacher” and he was happy that his efforts
paid off.

Moreover, students’ motivation affected the teachers’ self-efficacy and
teaching practices. Berna felt “satisfied in the USA because the students [were] very
motivated to learn Turkish,” and thus she did not mind “spending hours of
preparation and teaching” and she did not feel tired at all. Her students in Turkey,
however, were not motivated. Although it took hours for her to prepare for the class,
her students did not appreciate her efforts and did not want to do anything.
Therefore, she reported that she did not want to prepare for the class. During the first
interview, she said:

My biggest challenge is the lack of motivation of students because you

prepare things for hours and they don’t appreciate. You ask something. They

don’t even bother to say yes or no. But my students are motivated here, so |
have no problems at all. I can work ...till 3 am in the morning, but I don’t
mind because | know that they will be happy and they will be able to learn

Turkish in a good way. Here | need to make them more communicative like |

want them to speak Turkish and to learn it very well. They want to learn it too

as a result I think it contributed to my teaching methods as of communicative
teaching because whenever | tried to do it in Turkey, it is not successful all
the time. It is not successful at all, so | really feel like a teacher here but not in

Turkey.
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During the second interview, when | asked her about her teaching practices back in
Turkey, Berna explained that she would not do anything special to engage the
students in the lesson and to expose them to the culture as they did not appreciate her
efforts. It can be seen that students’ lack of motivation in Turkey led to failure of
some of the techniques Berna implemented, whereas she was able to put them into
practice in the U.S. thanks to her students’ enthusiasm. As a result, she felt more
successful and more like a teacher there. Merve brought a new dimension to the
differences in her teaching practices in the U.S. by stating that the expectations of
students and institutions affected the way and the degree she incorporated culture
into her classes. More specifically, the fact that her students in the U.S. wanted to
learn more about Turkey motivated her to focus on the Turkish culture. Gamze also
realized the influence of student motivation on her performance. While she was “less
motivated to teach” back in Turkey, the students’ motivation encouraged her to be in
class with all her enthusiasm in the U.S.

Overall, their students’ high level of motivation and achievement led the
participants to feel more dedicated, enthusiastic and successful as teachers, while the
students’ failure and lack of interest in the lesson caused the participants to lose their
motivation to teach.

Students’ and colleagues’ perceptions. Students’ and colleagues’ comments
not only affected teachers’ self-image, but they also influenced the way the teachers
perceived their abilities and the effort they made. To illustrate, knowing that her
students were aware of the effort she made motivated and encouraged Gamze to do
more. Tamer also mentioned how his students’ perceptions affected his efficacy.
When he heard from his students that his classes were never boring, he felt great as

that was what he had been trying to accomplish. In another case, one of his students
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dropped the course, and this made him question whether it was because of his
teaching style.

As for the perceptions of colleagues, Berna experienced the feeling of being
downgraded when she contacted a Turkish lady working for an organization in the
U.S. to teach Turkish to the Turkish kids there. In her journal, she poured her
feelings out:

She questioned my education level and work experience and sounded not

satisfied with that and sounded like she is my superior and granting me the

opportunity to access their materials or system. | am so sure that she even
hasn’t studied at the department of education and thinks that she knows how
to do it so well but she doesn’t, but still having a high ego. This is what I also
hate at my university in Turkey too. For Turkish nation, | feel that everybody
knows everything very well, they criticize what you are doing in a cruel way
even without giving positive feedback.
Berna wanted to take part in a project to teach Turkish; however, the Turkish lady
working for the organization did not seem to be willing to allow her into the project.
Berna ended up questioning her Turkish colleagues’ attitudes towards her. She
continued her journal by comparing her American colleagues’ attitudes towards her:

Here in the U.S., my professors whose classes | attend, my supervisor, in

general people working in academic world are so modest and really respect

what you are doing. They even appreciate me being here and teaching my
own language. I am taking a kind of “Business English” class here. The

reason | am taking this class is that I also teach it in Turkey so | thought it
could improve my teaching style. When | said that to my professor who is

around 45-50 years old and obviously far more experienced than me, she said
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that “oh, 1 am sure you are doing that far better than me, please give me

feedback and suggestions as well.” | was amazed by how humble she is.

As it can be seen from Berna’s experience, while she wanted validation of her
abilities, her Turkish and American colleagues’ perceptions of her affected her self-
efficacy, self-confidence and performance.

Similarly, her coordinator’s comments about the improvement the students
made and her appreciation of Gamze’s contribution encouraged her to study more
and ask for more suggestions to improve her skills. She concluded that:

My Turkish coordinator had interviews with my Elm students and at the end

of those interviews, she told me that she could see the great improvement in

their Turkish since the beginning of the course and praised me for doing the
things in an organized way and contributing to the Turkish department
positively. This has encouraged me more to study and work harder here. | am
planning to continue doing the things in this order as well as asking for any
other suggestions to my coordinator as well as my students. Therefore, | can
conclude that as teachers, we need to see the appreciation of other parties in
this challenging process. Teachers should feel valued because they are doing
their best to contribute their children’s both academic and personal lives.
Based on her students’ evaluations and her coordinator’s comments, Gamze regarded
herself to be good at teaching Turkish. Overall, students’ and colleagues’ perceptions
of the teachers’ abilities to teach influenced the teachers’ own perceptions as they
questioned their teaching abilities when they got negative feedback or felt more
confident and motivated when they were appreciated, which in turn had impact on
their teaching performance.
Perception of language abilities. It was inevitable for the participants to

reflect on their language abilities while teaching Turkish because it was the first time
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they approached their mother tongue as a teacher of it. Ahmet stated that he started to
understand the grammar of his mother tongue because while teaching it, he needed to
think twice and noticed the points that were “automatic and unconscious” at the
times of speaking in everyday life. Merve also started to think about the rules in her
native tongue for the first time and she realized she became more aware of her
language and she started to learn more about Turkish. As it was his native tongue,
Tamer also thought that his Turkish was very sufficient. Once he started teaching it,
he recognized that there were a lot of rules he did not know and he was not familiar
with.

In addition to discovering their language abilities as Turkish speakers and
teachers, these teachers had the chance to observe their own language abilities as
English speakers as they were part of the English speaking community in the U.S.
Although Ahmet believed that he was more than advanced and even “superior” in
English as he could talk about “abstract concepts, politics and finance,” he admitted
he had listening problems as he had difficulty in understanding people when he
missed some words. He was “disappointed” to realize that he would never “be a
native speaker of English” and “[his] English [was] never gonna be like really native-
like”” although he had been learning and teaching it for years. However, he was
“particularly good at Turkish” as a native speaker. During the second interview,
Ahmet mentioned the changes in his perception of his abilities:

This year helped me understand that if it is your second language, there is no

way you can get up to native speaker level. You will be native-like, but there

are still a lot of things | have difficulty. There are slang and then there are
jokes, and there are some values and some characters from the past. When
they talk about joke about those, you don’t get those. But all this doesn’t

mean that I don’t feel confident. I feel confident in my speech. I understand
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that I have to keep learning. Learning process is not over. | just have to keep

reading I guess. I don’t read much. To take your speech to the next level, you

need to read more, more vocabulary, more structures. I think I’'m doing well.

It’s just your second language. You shouldn’t be hard on yourself.

Ahmet had difficulty in understanding the language used in daily life in
conversations and thought that it was not possible for him be a native speaker of
English. This, however, did not make him feel incompetent as he was aware how to
improve his language skills.

Berna felt the need to learn the daily language spoken in the U.S. because she
had difficulty in understanding what native speakers meant at times and she needed
to ask for clarification. Although she “could understand what [was] going on just 50
percent” at the beginning of her experience in the U.S., she noticed that her English
was getting better and better and her listening skill was improving when we
conducted the first interview. During the second interview, she still had problems
with slang, jokes and daily expressions related to American culture. She further
stated that she did not know “how to state an expression without making direct
translation from Turkish” at times. She also thought that she did not have “as much
idea about the English culture or American culture as [she did] in Turkish.”
Therefore, she felt the need to stay there longer to improve her language skills and
learn more about the culture.

Merve noted that she used to feel incompetent in daily language although she
knew academic English. After coming to the U.S., however, she admitted being more
competent and proficient in daily collocations and words in English; therefore, she
believed she “did something good for [her] English” by living in an English speaking
country. In addition, although she said that “it was so much impossible to understand

people at working places like in markets, in shopping centers, in restaurants” when
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she first went to the U.S., she noted a big change in her listening skills during the
second interview.

Gamze’s opinions about what native and nonnative teachers were good at and
her perceptions of her own abilities seemed to affect each other. For instance, she
thought nonnative speakers were “excellent at grammar.” Based on this, she had no
concerns regarding her grammatical competence in English, while she was not
confident about grammar as a native Turkish teacher. On the other hand, she believed
that native speakers were at an advantage in terms of pronunciation and speaking,
which might be the reason for her lack of trust in her “English knowledge in terms of
speaking and pronunciation” as a nonnative English speaking teacher. During her
stay in the U.S., she took opportunities to improve her language abilities, even
learning from her American students. Nevertheless, her beliefs regarding native and
nonnative speakers’ abilities were reinforced. She reported that:

| realized that | am less nervous among nonnatives because they are patient

enough while listening. But if 1 am with the native speakers, | think they are

not doing it on purpose, but they are less patient with your English because as

Turkish teachers of English our grammar is perfect. But here speaking is

totally different, especially in daily life. | can say that being an English

speaker here is difficult, so | faced lots of problems with understanding first
of all. I can just talk about the things and they seem to understand me, but
especially for the first almost 2-3 maybe even 4 months, I was like “What?

Could you please repeat that?” Now it’s still difficult, but less upsetting. And

as an English teacher, still I realize that my English grammar is perfect, and

thank God | have learned vocabulary, all the synonyms because most
challenging thing for me is the pronunciation and intonation. Here | realized

that people are not that open to different accents. They really do not
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understand when you do not sound like them. I really can communicate and |

can have whatever | want while shopping or while teaching. But when

someone doesn’t understand you, you feel bad about it.
As Gamze put it frankly, her experience in the U.S. as a nonnative English speaker
showed that she had no problems with grammar. However, as she expected, she had
a hard time while communicating with native speakers of English at times due to
listening, pronunciation and intonation.

Tamer did not seem to have any difficulty in communicating in his daily life.
However, he also expressed some kind of “communication gap which may either
stem[med] from the language barrier or their background” when he talked to his
American friends. As an example, he referred to the TV shows his friends watched
which included jokes that were different from the ones in his culture. Despite being
rare, misunderstandings caused him to feel “foreign” and “slightly alienated.” He
further stated that there were times when he wished he could speak Turkish in the
U.S. especially while talking about politics in formal settings or “in front of crowds”
so that he could explain himself better.

In conclusion, the teachers’ perceptions of their teaching abilities were
influenced by their changing roles from a nonnative English language teacher in
Turkey to a native Turkish teacher in the U.S. The participants felt confident as
native Turkish teachers thanks to their intuitive knowledge of L1 and competence in
Turkish culture, and their confidence increased as they gained experience in teaching
Turkish. However, they concluded that being a native speaker was not enough to be
able to teach a language. The participants felt more competent in teaching English
because they were trained in ELT and they had access to metalinguistic knowledge in
English. Moreover, the challenges and advantages of their new teaching duties,

students’ motivation and success, and students’ and colleagues’ perceptions were
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some other themes that seemed to affect their self-perceptions. Other than their
teaching abilities, the teachers’ perceptions of their learning abilities were also
recognizable throughout their experiences as they had to reflect on their knowledge
of Turkish and English while teaching and socializing.

The Shift in Teachers’ Identities in terms of Their Beliefs about Teaching and
Learning

By looking at the teaching and learning process as native Turkish teachers,
these nonnative English teachers revised their beliefs regarding teaching and
learning. While they had the chance to confirm their assumptions related to teaching
languages or being a native speaker, there were also times when their beliefs as to
how to teach and learn a language were subject to changes. In this section, | will
present the findings under two main sections: beliefs about teaching and beliefs
about learning.

Beliefs about teaching.

The role of culture in class. One of the points that teachers recognized in
their new roles was the importance of incorporating culture into class. Ahmet
mentioned that “culture influences language and language influences culture,” and
that they should be taught together. Although some teachers reported that they did
not allocate time for introducing culture, but focused on grammar or skills due to
time constraints back in Turkey, Ahmet believed that culture needed to be a part of
language teaching. Merve also found out that the students became more alert when
she talked about the Turkish culture.

Berna, however, brought a different perspective to this topic by claiming that
“culture is not learned in a class, you can learn it by making American friends and
spending time with them.” What Berna suggested was the importance of being

exposed to the culture of the target language in real life. She believed that learners
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would learn the culture of a language in a context where it is spoken. Nevertheless,
as a Turkish teacher, she was able to add more cultural elements to her teaching. Her
students were more motivated when she talked about Turkish culture, so she
recognized that culture was an “inseparable part of language.” Briefly, the role of
culture in fostering student motivation in a language class was confirmed through the
teachers’ experiences in the U.S.

The use of target language. There were also changes in the teachers’
attitudes towards the use of the target language in class. Ahmet, for instance, noted a
difference between the use of target language in his class back in Turkey and in the
U.S. along with his beliefs about the differences between Turkish and English.
During the first interview, he said:

Turkish is considered as critical language. It is a less commonly spoken

language. That’s why it is more difficult for American students to access

Turkish. That’s why our English is always better than their Turkish. Our

beginner level students in Turkey are more exposed to English than these

people will ever be exposed to Turkish because English is out there it’s so
accessible...Turkish is not like that. That’s why I sometimes need to speak

English more often than I’d like to... | feel like I should explain how it works

in English just to make sure.

Although he did not want to use the students’ native language, English, in class while
teaching Turkish, his beliefs about the accessibility of Turkish seemed to influence
the amount of the target language and native language use in his class. As a result,
his beliefs regarding the use of the target language were affected. Similarly, Gamze
also used English in class while teaching Turkish at times as her students got
discouraged when they could not understand. Berna, however, made use of the target

language, Turkish, more in her class in the U.S. The reason was related to her
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students’ lack of interest in the lesson back in Turkey. Not getting any response from
the students, she felt the need to translate the questions to check their comprehension.
In fact, she thought it was very boring to speak in the target language all the time
even as a teacher, so while teaching a subject or giving instructions, she used the
target language, Turkish, in the U.S. However, when she felt bored or when her
students lost interest in the lesson, she tended to switch to English.

Comparing the theory and practice in terms of the use of the target language
in class, Tamer decided that there was “hypocrisy in terms of their demands in
teaching English to NNES [Nonnative English Speaking] countries and their actual
practices here [in the U.S.] in teaching foreign languages.” Although “the modern
teaching methods all suggest[ed] exposure to target language as much as possible,”
his students complained when he used the target language and the instructors
teaching other languages also used the first language while teaching. In short, the fact
that the teachers witnessed different attitudes towards the use of the target language
in class influenced their beliefs regarding this issue and their practices.

Teaching Turkish vs. teaching English. Before going to the U.S., the
teachers had a lack of knowledge about teaching Turkish as they had not experienced
it before. In one of her journals, Berna wrote:

Before | came here, I was thinking “who wants to learn Turkish? It is a very

difficult language as it is an agglutinative language.” My supervisor said that

it is easy to learn Turkish as you just learn the rules and can apply these rules

all the time even if you learn a new subject and I didn’t believe her. Now I

see that trying to figure out how a language is taught is much different from

teaching it in a class. As | teach, | realized that Turkish is really easy to learn

and teaching Turkish is even more fun than teaching English.
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As she gained more experience in teaching Turkish, Berna started to see how fun and
easy it would be to teach it. She also emphasized that teaching a language was not
the same as studying its theory.

Most of the teachers agreed that teaching Turkish was more difficult. Merve
referred to morphemes and rules to clarify the challenges of teaching Turkish. She
admitted that she had not anticipated having “a lot of different rules about every
pronoun, every tense, [and] every case,” S0 she was surprised to find out that “as a
native speaker of Turkish, as a native speaker of any language actually, you never
think about the rules in your language.” Teaching her native language was more
difficult than she had imagined. During the second interview, she stated that her
“feelings about teaching Turkish and “the way she thought about Turkish” changed
while teaching Turkish as she noticed that teaching a difficult language like Turkish
could also be fun. She also discovered the fact that teaching or learning Turkish was
similar to teaching mathematics as once the students got the formula, it would be
“automatic to formulize all the other rules about other topics in Turkish.” She also
added that it was nice to know more about her native tongue, notice the rules she had
never thought about before, and see how beautiful a language Turkish is.

Ahmet stated his beliefs regarding the differences between these two
languages by saying that:

Turkish is much more difficult as far as its grammar and word order syntax

goes because there is case marking. | mean all our students are American

here. There is no case marking in English. They have prepositions and in

Turkish there is case marking and if there is case marking in a language...,

then you word order doesn’t really matter most of the time, so you don’t

know how to teach that. You just end up saying it sounds better like
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that...Turkish is more difficult to teach in that sense. It’s not accessible, it’s

not out there. That’s why teaching English is much much easier I think.

As Ahmet put it, the grammar and word order were the challenging aspects of
teaching Turkish. Moreover, as some structures did not exist in English, it was hard
to explain the rules and their rationales in Turkish. However, the fact that Turkish
was not accessible in daily life for American students made it more demanding for
both the teacher and the students. Overall, the teachers agreed that it was more
difficult to teach Turkish, while some of them found it easier to teach it as they
gained more experience and discovered strategies to teach it. Therefore, their beliefs
about teaching Turkish changed in time. The findings also revealed that the
participants gained awareness of their own language thanks to their experiences as
native Turkish teachers.

Being a native speaker vs. being trained in teaching. The fact that these
nonnative English teachers had the chance to experiment with being a native Turkish
teacher had effects on their beliefs regarding the importance of being a native
speaker and being trained in a language to be able to teach it. Tamer commented that
being a native speaker was “definitely more advantageous” and “better in terms of
using the language” as he felt “really competent and powerful” in class. An
important conclusion Gamze reached was related to teaching in general regardless of
the language being taught. Her experiences as an English and Turkish teacher
showed her that:

if you know how to teach a language either English, Turkish or the

others,...you can find ways to survive in teaching that language. They are

similar for me, so for me the core is to teach foreign languages not only

English or Turkish.
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She suggested that having a background in teaching a language would facilitate
teaching another language. On the other hand, during the second interview, she also
noted the importance of having a background in teaching by saying that being a
native speaker and knowing a language were not enough to teach a language. Merve
also agreed with the fact that being able to “speak a language in a very good way
does not mean that you can teach it very well.” She expressed how her beliefs
changed through her experiences as a native teacher:
That’s something that I have seen here. I mean that was something | had
already known before, but when | came here, | realized that OK | am a native
speaker of Turkish, but that doesn’t mean that I can teach it very well. I mean
teaching is totally different. You must be aware of the processes that a student
goes through...I think I feel more confident in teaching English because I was
trained in that...I feel better in teaching English because teaching is different
from knowing something.
During the second interview, she touched upon the same issue and said that:
The fact that you know a language does not necessarily mean that you know
the rules and everything because you grow up talking that language and you
never feel the need to think about the details like the grammar, the linguistic
issue. You never question details. You learn it unconsciously. That’s
something that | have realized. That was something that we have already been
discussing in our language classes. You never find the real meaning of that
out before you actually experience it.
Although she had an idea about the fact that knowing a language and teaching it were
different issues, her experience as a native speaker of Turkish confirmed her beliefs.
Overall, while discovering the advantages of being a native speaker, the teachers

found out the importance of having a background in teaching a language.
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Methods and techniques. As for the methods implemented while teaching,
Ahmet and Berna did not observe major differences in their classroom practices
when they compared teaching Turkish in the U.S. and teaching English in Turkey. In
both contexts, Ahmet made use of communicative language teaching. He tried to
avoid grammar translation method although he was not opposed to that totally as it
saved time at times. Berna also benefitted from communicative language teaching
and grammar translation method depending on the subject and the needs of the
students. Maintaining a student-centered classroom and fostering student interaction
were some features in Ahmet’s and Berna’s classes. Nevertheless, Ahmet’s
experiences in the U.S. changed his attitude towards teaching speaking and writing.
In his second interview, he confessed that:
I think that we should make our students speak, role play, drama because if
they can speak the language, writing is not gonna be a problem. I am not
talking about creative writing or organization or content. | am saying learning
the grammar structures and vocabulary just make them talk just act out. you
know produce the structures you’re supposed to be teaching...If they can
produce in speech, they will most likely be able to produce really nice
grammatical structures. This is the biggest decision actually | made this year.
I will make my students speak all the time.
Merve also did not report any changes regarding the methods she used in class. She
noted that she still believed in the importance of using different methods while
teaching. She noted that it was not only communicative language teaching that
worked, but different strategies and methods could also be useful in a language class.
The only difference as to beliefs about methods was reported by Tamer, who
learned that traditional methods could also be as effective as the modern ones

through his observations in the U.S. Although it was not popular in Turkey,
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translation was extensively used by the teachers in the U.S. in order to ensure
comprehension. He saw how to use this technique more effectively, which was one
of the changes he went through. During the second interview, he noted that:

| saw that postmethod pedagogy is working actually and it’s very useful. You

don’t have to necessarily use communicative language teaching method. Not

just that method, but you can do whatever you want as long as it serves the

purpose, so that made me relaxed...and I feel more confident in terms of

methodology
In addition to the methods and techniques, Tamer mentioned that he learned the
significance and effectiveness of homework through his experience in the U.S. Since
he had fewer students there, he had the chance to assign and check homework, which
affected the performance of the students. As a result, he decided to “be stricter in
terms of assigning homework” back in Turkey as well. In short, the fact that these
teachers taught a different language did not seem to change the methods and
techniques they used.

To prepare the syllabus and quizzes or not. New responsibilities the teachers
took on also affected their beliefs about teaching-related duties. Berna, for instance,
noticed the necessity of balancing all skills as she did not allocate enough time for
listening in her syllabus. She understood that “language learning is not just grammar
teaching.” By preparing her own syllabus, Gamze was able to act according to her
students’ needs more flexibly in class. This flexibility helped her deal with the
problems more effectively as she was able to change her lesson plan and spend more
time on the topics that were problematic. Nonetheless, she did not feel satisfied with
the exams she prepared and she described not “having certain learning objectives or
outcomes in teaching context along with a well-prepared curriculum or syllabus” as

trying to “reach a destination without a map.” As for Ahmet, having to write his own
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syllabus and quizzes showed him how demanding it was to come up with a decent
syllabus and an exam. Therefore, he reached the conclusion that “a teacher is not
supposed to write a syllabus. There must be people for that.” Briefly, having to
design a course shaped the teachers’ beliefs as to teachers’ responsibilities.

Daily life experiences. There were also cases in which the participants
learned lessons during their daily lives and reflected on their lessons. During his
flight to Miami, a flight attendant’s announcement attracted Ahmet’s attention.
Instead of introducing the pilots, the flight attendant said that she had no idea who
the pilots were, but she was sure they were capable of flying the plane. Upon this
announcement, Ahmet remarked that “when things go wrong, [he] can always
improvise and make it actually work better than it normally would —very much like
in teaching.” In other words, he noticed that teachers can turn the tables on
themselves in unexpected situations. He also thought about how important it was for
people to take their jobs seriously and try to be the best at them.

In a conference, Berna gained some important insights as to how to make a
lecture interesting. In her holiday journal, she wrote that:

He [the lecturer] was a very self-confident (but not arrogant) and smiling

person with a good sense of humor which are the qualifications that most

people don’t have while lecturing or teaching...The reason why I liked the

lecture is that it encouraged us to think about our personal lives so | had a

reason to concentrate, listen, analyse my own feelings and thoughts...As

teachers we need to include personalization activities and make the learning
experience fun for our students so that they will have the motivation to
actively participate in our classes.

Giving the listeners a reason to listen to the lecture and a chance to personalize the

topic not only made the lecture fun, but it also motivated the listeners. Based on this,
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Berna drew the conclusion that she needed to implement such kinds of activities in
her class, too. In this regard, in her second interview, she mentioned that she tried to
give her students a reason to learn the language. Thinking that her students would
visit Turkey one day, she was teaching all aspects of the Turkish culture.

Gamze also shared one of her experiences as a learner and how her beliefs
were influenced. Having attended a course by a famous researcher and author in the
field of language teaching, she recognized that writing books might “not be enough
to have a nice atmosphere in the class,” and that the teacher might discourage the
learners from going to class and feeling enthusiastic about learning. In sum, even
their daily life experiences prepared the ground for the teachers to reconstruct their
beliefs about teaching.

Beliefs about learning.

Students’ motivation. Comparing the Turkish and American students’
motivation, Ahmet made significant notes regarding extrinsic and intrinsic
motivation. The fact that the students in Turkey have to learn English to be able to
continue their studies in their departments make Turkish students more motivated in
Ahmet’s opinion. Not having the “fear” of having a midterm or a final and not
having an intense program were some of the reasons for lack of student motivation in
the U.S. He stated:

It’s extrinsic motivation. Motivation is motivation. Your students know that

when they do the things you ask them to do in class and when they come to

class, they will also be successful in exams. I mean even if you’re not taking
an exam really, if you work hard in the class, you’re gonna do well. They
need extrinsic motivation. They definitely need that...so I am giving them

announced quizzes and pop quizzes. | hope that will increase attendance.
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In short, his beliefs regarding the source of motivation led him to adopt classroom
techniques that promoted extrinsic motivation.

From a humanistic perspective, Gamze tried to be approachable for her
students and she noticed:

As a teacher, once more, | have realized that when you care about your

students as a whole person, not only their learning, they see the value that you

give to them and you get respect and enthusiasm for learning in return.
In other words, Gamze did not relate student motivation to extrinsic or intrinsic
motivation, but she emphasized seeing them as a whole. This was not the solution for
Tamer, though. One of his students caused him to question his teaching style when
she stopped attending the classes although she seemed to be enthusiastic at first. His
experience showed him that even though he tried his best, it was impossible to reach
everyone, so what he could do was to try to appeal to everyone but be ready for
unexpected situations.

For Merve, motivation was of utmost importance in a language class.
Although she had similar beliefs regarding the role of motivation in learning English,
she discovered that it did not matter what language she was teaching. She explained
that:

| have realized that motivation is the big step that you have to have to learn a

language. So even if it is Turkish or Chinese or English or something else, if

you really don’t want to learn, you can’t learn it, so here I have realized
although Turkish is a very difficult language to learn for me, I have realized
once you are motivated to learn it, you definitely learn it in a way, but that

shouldn’t mean that motivation is the only tool that you need to learn a

language. I have also realized that some people have this language aptitude

like something you give as a rule and they can easily generalize it, they can
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easily apply it to the other topics that you teach. That was something that |

realized in Turkey as well and just the same in teaching Turkish too. Some

people are talented to learn a language.
It can be seen that her observations also confirmed her beliefs in the concept of
language aptitude.

Other than the concept of motivation, the teachers also reconsidered the
importance of reasons for learning a language. Since the courses in Turkey required
the students to pass the levels in a short period of time, Gamze was discouraged to
see that her American students did not make much progress at the beginning of the
course. She felt the need to be more patient and to wait to see students’ progress
upon observing how reasons for learning a language and the design of the course
might affect the performance of students in the U.S and back in Turkey.

How students learn. The teachers also observed students’ preferences while
teaching Turkish. Based on the methodology she used while teaching English in
Turkey, Gamze preferred “teaching grammar points inductively, rather than
explicitly” in the U.S. as well. However, upon her students’ reactions and feedback,
she changed her style and this new technique indicated that “explicit and direct
teaching of grammar” might also work in class although she was not satisfied with
that approach. In her second interview, she described herself as a traditional teacher
in the U.S. as she taught grammar deductively whereas she implemented
communicative language teaching and inductive teaching while teaching English
back in Turkey. As for the reasons, she explained that different languages required
different methods. She also expressed that she was happy with explicit grammar
teaching, which shows that her beliefs changed over time. Another point Gamze
made was the pace of learning. By observing the challenges the American students

had with simple Turkish topics, she understood that no matter how easy a topic might
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sound in Turkish or in English, it might not be that easy for the students. This
experience helped her see the reasons behind her students’ mistakes back in Turkey
as well.

Similarly, the characteristics of the students in the U.S. influenced Tamer’s
beliefs about students’ preferences. After talking about his Turkish students’
complaints about the fact that he lectured too much and did not have enough fun
activities, he described how his students in the U.S. felt about his classes. Unlike his
Turkish students, they were more willing to learn and expected him to teach rather
than prepare fun activities. These two different demands indicated to him that “what
seemed to be a disadvantage turned out to be an advantage” in his class.
Nevertheless, he also noticed that talking about out-of-class issues and doing more
fun-based activities were “psychologically good and motivating” for the students.

The overall results of the study indicate that there were changes in the
participants’ beliefs about teaching in terms of the role of teaching culture and the
use of target language in class. While they gained awareness of their mother tongue
as Turkish teachers, the participants also discovered the importance of having a
background and being trained in teaching a language to be able to teach it. The
language they taught did not seem to affect their beliefs about teaching methods
since they made use of similar methods and techniques while teaching both
languages. There were, however, changes in their beliefs about learning in terms of
students’ motivation and students’ preferences in learning a language. Although they
were not surprised to see the importance of student motivation while teaching
Turkish, the participants questioned their beliefs regarding extrinsic and intrinsic
motivation when they compared the students in Turkey and the U.S. Similarly,
different kinds of students in the U.S. led the participants to reconsider their beliefs

about how students learn and students’ preferences while learning a language.
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Conclusion

This study examined the experiences of five nonnative English speaking
teachers who went to the U.S. to teach their native language, Turkish. The aim of the
study was to explore the effect of the shift from the role of a nonnative English
teacher to a native Turkish teacher on teacher identity construction in terms of self-
image, self-efficacy, and beliefs about teaching and learning. This chapter presented
the findings based upon the controlled journals, follow-up questions and interviews
under three main sections: the shift in teachers’ identities in terms of their self-image,
the shift in teachers’ identities in terms of their self-efficacy, and the shift in
teachers’ identities in terms of their beliefs about teaching and learning. The next
chapter will present the findings and discussions, pedagogical implications,

limitations of the study, and suggestions for further research.
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CHAPTER V: CONCLUSION
Introduction

The purpose of this case study was to investigate how the shift from the role
of a nonnative English teacher to a native Turkish teacher affects teachers’ identity
construction by exploring the experiences of five nonnative English teachers who
went to the USA on a prestigious scholarship for one year to teach their native
language, Turkish, as native teachers. In this respect, this study addressed the
following research question:

How does the changing role from a nonnative L2 teacher to a native L1
teacher affect Turkish EFL teachers’ identity (re)construction in terms of

1. self-image?
2. self-efficacy?
3. beliefs about teaching and learning?

Data were collected through three different instruments: a personal data
questionnaire, ongoing controlled journals along with follow-up questions, and
interviews. The personal data questionnaire was administered to the participants to
collect demographic information about them. The controlled journals and follow-up
questions aimed to explore the participants’ experiences as Turkish teachers in the
U.S. from late September 2014 to the end of February 2015. The interviews, which
were conducted in early October 2014 and in late February 2015, provided in-depth
information about the participants’ journeys as they transformed from nonnative
English teachers into native Turkish teachers. All the qualitative data were analyzed
according to Boyatzis’ (1998) thematic analysis. After each participant’s data were

read several times to discover the themes that naturally emerged, they were color-
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coded. As the final step, the themes generated in the initial analysis were related to
three sensitizing concepts, which were a) self-image b) self-efficacy c) beliefs about
teaching and learning.

This chapter discusses the findings of the study in light of the relevant
literature. Following that, the pedagogical implications of the study are discussed.
After that, the limitations of the study are described, and suggestions are made for
further research.

Findings and Discussion

In this section, | will describe the findings in relation to the three sensitizing
concepts, which are a) self-image b) self-efficacy c) beliefs about teaching and
learning, and present the main conclusions.

The Shift in Teachers’ Identities in terms of Their Self-image

One of the most noteworthy findings of the present study was that taking on a
new role as a native teacher influenced the way participants perceived themselves.
Being in the position of a native teacher gave the participants a sense of confidence
as their students did not question their knowledge of Turkish or refute what they said,
but showed them respect as they were native speakers. Related to this finding, in a
study exploring the perceptions of NESTs while they are teaching English as a
foreign language, Juhasz (2011) found that native teachers felt safe since it was not
the teacher’s “fault or ... lack of knowledge” when students could not understand a
topic (p. 95). Similarly, the participants in this study also felt safe and powerful in
their new roles. Moreover, comparing their first days in the U.S. and their
experiences after six months, the participants realized that their confidence as a
native Turkish teacher increased in time with more teaching experience. This finding

is an indicator of the importance of gaining experience in teachers’ self-images.
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The results of the study indicated that the responsibilities the participants took
on as teachers and their working conditions in the U.S. also led to some changes in
the ways the participants described themselves. Different from their teaching duties
back in Turkey, where they were required to stick to a strict syllabus and were
provided with all the materials and exams by their institutions, the participants had to
prepare their own syllabus and design their own course for the first time in the U.S.
Taking responsibility for the entire class seemed to make the participants see how
organized, professional, prepared, but also flexible they could be since they were
able to implement their own lesson plans. As a result, they felt more motivated and
successful as teachers in the U.S. Related to this finding, Duru (2006) argues that
workplace, institutional characteristics and working conditions are some of the
factors that may lead teachers to construct new images of themselves as teachers.
The findings of the present study show that the participants’ images of themselves
changed along with the responsibilities they took on in their new workplace.

The findings also revealed that the participants’ views of how their students
and colleagues perceived them had effects on their self-images. Being appreciated
and getting positive feedback encouraged the participants to work more and
increased their confidence. One important finding was observed in Ahmet’s
perception of how his students and colleagues described him. Although the only
adjective he could find was “fun” in the first interview when he was asked about his
students’ and colleagues’ descriptions of him as a teacher, his perception of himself
was different during the second interview. Being portrayed as a “very organized and
prepared” teacher by his students, Ahmet described himself as a “more responsible,”
“prepared,” and “organized” teacher. This finding verifies Duru’s (2006) and
Beauchamp and Thomas’s (2009) claims that the school environment, learners,

colleagues and administrators are some of the factors that may lead teachers to
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construct new images, and thus affect their teacher identity. Similarly, students’ and
colleagues’ views were found to be essential for the participants in this study as they
felt motivated and honored when they were appreciated.

The fact that the participants were in a new context and had contact with
different people and life styles also affected their self-images. Akkerman and Meijer
(2011) draw attention to the effect of the social environment on the self by claiming
that social interactions might lead an individual to think or act in a certain way and
that “someone’s environment [is] part of one’s identity” (p. 314). The data analysis
of the present study showed that the participants felt more complete with the
knowledge and experience they gained, which would mean self-fulfillment on the
personal level and competence to teach their experiences in class on the professional
level. There were also individual gains like being more open to different people,
being more patient and tolerant, being more confident while socializing, and being
able to deal with the challenges. This finding is consistent with Ortagtepe’s (2015)
study which explored two EFL teachers’ language socialization in the U.S. She
found that the participants’ social experiences in the U.S. resulted in changes in their
identities as teachers, and affected how they interacted with people in English and
how they would teach language back in Turkey. Similarly, the present study
demonstrated that their experiences in the U.S. influenced the participants both as a
person and as a teacher.

Overall, being in the position of a native teacher, taking on different
responsibilities as teachers, and having different working conditions including the
students and colleagues influenced the participants’ self-perceptions, while their
socialization in the U.S. led them to perceive themselves in a different way as a
person and a teacher. The results of this study indicate that the participants’

descriptions of themselves as teachers and their views of how their students and
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colleagues described them changed as a result of their experiences as native teachers
in the U.S. Therefore, based on Kelchtermans’s (1993) definition of self-image,
which is teachers’ perceptions of themselves and their views of how other people
perceive them, the findings suggest that there were changes in the self-images of the
participants. Given that self-image is one of the crucial components of teacher
identity (Knowles, 1992), the changes in the participants’ self-images may provide
evidence for the identity reconstruction of the NNESTs who went to the U.S. to teach
their native tongue, Turkish.
The Shift in Teachers’ Identities in terms of Their Self-efficacy

The results also revealed changes in the participants’ perceptions of their
teaching abilities both in English and Turkish. One important finding was related to
confidence and competence in teaching. It was pointed out by the participants that
factors such as being aware of their own weaknesses in terms of pronunciation and
vocabulary, not being able to answer the students’ questions, and not being equipped
with the necessary knowledge to be able to teach the culture of the target language
caused them to feel insecure, incompetent and uncomfortable when teaching English.
Related to this finding, Medgyes (2001) conducted a survey with 325 teachers
consisting of native and nonnative teachers from 11 countries, and concluded that
NNESTSs identified vocabulary, idiomatic expressions, speaking, pronunciation and
listening as the problematic areas, which made them feel inferior compared to native
speakers. Moreover, Medgyes (2001) mentioned that their restricted knowledge of
some aspects of the language seemed to affect their teaching behavior as the
participants supplied less cultural information in class. The present study confirms
what Medgyes (2001) pointed out in terms of NNESTs’ awareness of their linguistic
handicap and lack of competence in teaching culture as the participants in this study

reported feeling insecure due to their weaknesses. Notwithstanding, they did not feel
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inferior as nonnative teachers as Medgyes (2001) suggested. Despite the challenges
they had as nonnative English teachers, the participants expressed that they were
more confident while teaching English due to the fact that they were trained in
English language teaching. Being experienced in teaching English was another factor
that made the participants feel safe as they knew what to do in class and how to teach
different topics. In fact, the findings indicated that the participants were more
confident as nonnative English teachers compared to their new roles as native
Turkish teachers as will be discussed in the next paragraph.

In their new roles as native Turkish teachers, the participants felt competent
in the Turkish culture, which helped them benefit from the culture-related tasks in
class. Nevertheless, they also experienced some challenges like not being able to
explain the rationale behind the grammar rules or simplifying the language. This
finding is consistent with Juhéasz’s (2011) study in which the native English speaking
teachers acknowledged that they had problems while explaining grammatical rules to
students. Similarly, although the participants of the current study had the intuitive
knowledge to figure out the grammar rules as native Turkish teachers, this was not
enough to explain the logic behind certain rules. While gaining experience in
teaching Turkish contributed to the participants’ confidence and helped them develop
their own strategies, they stressed the importance of being trained in teaching to be
equipped with the knowledge and skills to implement different methods and teach a
language effectively. Related to the effect of teacher training, Wong (2009) explored
eight inexperienced and untrained NESTs’ experiences while teaching English to
find out their self-perceptions and problems they had while teaching. The findings
suggested the importance of being trained and gaining experience for NESTS to teach
their native language effectively. Similar to what Wong (2009) suggested, comparing

their role as a nonnative English teacher with the one as a native Turkish teacher, the
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participants in the present study all implied the necessity of teacher education or
training as they felt more confident as English teachers despite being a native
Turkish teacher.

In addition to their new roles as native Turkish teachers, the participants had
to adapt to different teaching duties such as designing their own course and preparing
their own syllabi. The findings showed that the responsibility to prepare their own
syllabi, materials and exams was challenging for the participants; however, they had
more freedom while designing their lessons and were able to discover their potentials
as teachers. This finding corroborates with the findings from S. Kim (2011), which
suggested that teachers “found developing their own syllabi challenging, but
interesting because it provided them with opportunities to develop their own designs
and experiment with them” (p. 134). To illustrate, during her teaching experience in
the U.S., Berna implemented communicative language teaching in her class as she
did not have to follow a strict syllabus as she did in Turkey, and she had the freedom
to decide how much time to allocate for different topics. This flexibility helped her
unlock her creative side and feel more satisfied as a teacher.

Students’ motivation and progress also influenced the participants’
perceptions of their teaching abilities. As an example, Merve felt satisfied to see that
she was able to teach her students many things in a short time when she observed
that her students were able to use the structures she frequently used in class. Berna
even stated that she felt more “like a teacher” in the U.S. and she did not mind
spending hours preparing lessons, whereas she thought the techniques she
implemented in class were not successful back in Turkey, and she did not want to
prepare for the class due to her students’ lack of motivation. In line with students’
motivation and progress, students’ and colleagues’ perceptions of them seemed to be

influential in the participants’ perceptions of their own abilities. In a study conducted
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on student-teachers, Gibbs (2003) discussed the effect of developing teachers’ self-
efficacy as teachers’ performance increases if they are persuaded that they are
capable of and good at what they are doing. The findings of the present study were in
line with what Gibbs (2003) suggested because being appreciated by colleagues or
students was a source of motivation and confidence for the participants, while the
negative feedback or reaction caused them to question their teaching abilities.

The data analysis also indicated changes in the participants’ perceptions of
their learning abilities. As a teacher of their mother tongue, the participants realized
that there were a lot of rules which they used automatically and unconsciously while
speaking. For instance, Merve stated that her awareness of Turkish increased, while
Tamer was surprised to see the rules he did not know and he was not familiar with.
The participants also reflected on their strengths and weaknesses as English speakers.
In this sense, Ahmet made an important point by saying that “[his] English [was]
never gonna be like really native-like” and it was not possible for him to reach the
native speaker level despite spending years as a learner and as a teacher of English.
Related to this finding, Ortagtepe (2012) pointed out that Turkish students perceive
native speakers as the authority, while Alptekin (2002) noted that NNESTs feel
“intimidated by native speaker norms of use and usage” (p. 62). Parallel to what
Ortagtepe (2012) and Alptekin (2002) suggested, the results of the present study
showed that Ahmet compared himself with native speakers of English and ended up
with the disappointment to see that being a native speaker was an unattainable target.
In this sense, Ahmet’s approach to his own weaknesses as a failure to be like a native
speaker of English is an indicator of the weight still given to the native speaker
concept in second or foreign language teaching and learning.

The other participants also touched upon their perceptions of their abilities as

English speakers and listed listening skills, pronunciation, daily language, and
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American culture as the points that needed improvement. This finding echoes the
study of Tang (1997) which explored 47 NNESTSs’ perceptions of proficiency and
competency of NESTs and NNESTSs in Hong Kong. Tang (1997) found that a very
high percentage of the NNESTSs felt that NESTs were superior in speaking,
pronunciation and listening skills. In this study, the participants similarly reported the
native speakers had advantages in terms of pronunciation and speaking as well as
being equipped with the knowledge of culture. However, living in an English
speaking country was an opportunity for them to improve their language abilities and
increase their knowledge of American culture, which they believed would help their
teaching skills back in Turkey as well.

All in all, considering the definition of self-efficacy, which is the “beliefs in
one's capabilities to organize and execute the courses of action required to manage
prospective situations” (Bandura, 1995, p. 2), the results of the present study showed
that there were changes in the participants’ perceptions of their abilities both as a
teacher and a learner. As Turkish teachers, the participants had the intuitive
knowledge of the language, were equipped with the socio-cultural knowledge of
Turkish, and had control over their class in terms of designing all the materials,
syllabus, and exams. Nevertheless, they reported that they felt more confident as
English teachers as they were trained in ELT and they were more experienced in
teaching English. More specifically, the participants recognized how competent they
were as English teachers when they were in the position of a native Turkish teacher
and highlighted the importance of training and gaining experience to teach a
language, rather than being a native speaker. They also noticed they were capable of
teaching another language, implementing different activities, and planning lessons

thanks to their different teaching duties, students’ progress, and colleagues’
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comments. Lastly, there were also changes in their perceptions of their language
abilities as Turkish and English speakers.

Given that teachers who trust their abilities have higher motivation and
occupational commitment, while those who doubt their abilities experience
emotional problems and lack of confidence as Bandura (1995) suggests, self-efficacy
is one of the key components of teacher identity. The findings of the present study
are in line with what Bandura (1995) points out as to the importance of self-efficacy
in teachers’ motivation and dedication. Nevertheless, the findings draw attention to
the effect of self-doubt as well. In this sense, Wheatley (2002) claims that teachers’
efficacy doubts can support their learning and professional growth. Despite the fact
that the literature focuses on the importance of having self-confidence and positive
efficacy beliefs, self-doubt can also be useful as it might encourage teachers to
reflect on their performance, strengths and weaknesses so that they can improve
themselves professionally. The results of this study showed that the participants’
being aware of their weaknesses contributed to the changes in their self-efficacies
since they tried to improve themselves in those areas and could observe the
differences better in their new roles. Considering the changes in the participants’
self-efficacy, it can be concluded that the participants in this study reshaped their
identities in terms of their perceptions of their teaching abilities and language
abilities when they changed their role from a nonnative English teacher to a native
Turkish teacher.

The Shift in Teachers’ Identities in terms of Their Beliefs about Teaching and
Learning

The findings also revealed changes in the participants’ beliefs about teaching

and learning. One of the most important findings was related to the participants’

beliefs about being a native speaker. It was concluded by the participants that being a
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native speaker and knowing a language were not enough to teach a language.
Comparing native and nonnative teachers, Medgyes (1992) questioned if being more
proficient in a language meant being an efficient teacher, and concluded that it was
not enough as factors like experience, age, motivation, and training played an
important role in teaching and learning process. Parallel to this view, the findings of
this study demonstrated that the participants felt more confident in teaching English
as teaching was different from knowing a language. Being a native speaker of
Turkish, they noticed that they did not know the rules as they had not felt the need to
analyze their speech and the reasons for the rules before. Moreover, Gamze drew
attention to the importance of having a background in teaching regardless of the
language. It was found that knowing how to teach a language would help facilitate
teaching other languages as well. This claim was in fact supported by another finding
of this study. The analysis of the data showed that there were not noteworthy changes
in the participants’ beliefs about the methods and techniques to be used in class
except for Tamer, who observed that traditional teaching methods could also be used
quite effectively. This finding conflicts with the results from Juhasz (2011), which
revealed that NESTs and NNESTs adopted different teaching styles. Unlike Juhész’s
(2011) study, being a nonnative teacher or a native teacher and teaching English or
Turkish did not seem to influence the participants’ beliefs in teaching styles and their
teaching practices in this study. They all continued to implement the methods that
they used back in Turkey in the U.S., as well.

The participants’ beliefs about teaching Turkish also changed in time. Berna,
for instance, recognized that it was not that difficult to learn Turkish as she had
assumed, and it was even more fun to be teaching it compared to English. Therefore,
she concluded that “trying to figure out how a language is taught is...different from

teaching it in a class.” Merve, on the other hand, found teaching her native language
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more difficult than she had imagined. Nevertheless, she agreed that it was fun to be
teaching it as once the students got the formula, they would automatically apply the
rules to other examples just like in mathematics. In general, they all agreed that
Turkish was a more difficult language than English.

Another finding as to the changes in the participants’ beliefs was the
realization of the importance of incorporating culture into class. In her study,
Bayyurt (2006) analyzed NNESTSs’ perspectives on the role of culture in EFL classes
in Turkey and found that the teachers believed in the importance of incorporating
culture into language class and increasing students’ knowledge about different
cultures. Nevertheless, Ortactepe (2015) stated that teachers in Turkey were limited
by the institutions and curricula even though they wanted to foster intercultural
competence of their learners. Similar to what Ortagtepe (2015) noted, reflecting on
their teaching practices back in Turkey, the participants reported that they did not
allocate time for introducing culture while teaching English due to time constraints
as well as their lack of confidence and competence in the American culture. While
teaching Turkish in the U.S., however, they had enough time to incorporate culture
into class as they designed their own courses, and they realized how alert and
motivated the students were when they were introduced to the Turkish culture.
Therefore, the participants all concluded that culture needed to be part of language
teaching.

There was also change in the participants’ beliefs about the use of target
language in class. The accessibility of Turkish in the U.S. and approach to the use of
target language there influenced their beliefs regarding this issue and their practices.
Tamer summarized his observations by using the term “hypocrisy” as the Nonnative
English Speaking countries were expected to use the target language, English, in

class while the actual practices of foreign language teaching in the U.S. were
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different. As Murray and Christison state (2011) theories of language learning and
teaching like Communicative Language Teaching require the use of target language
as medium of instruction; however, the participants’ experiences in the present study
showed differences in the use of target language in practice.

There were also findings regarding the participants’ beliefs about learning.
Comparing the students back in Turkey and in the U.S., the participants made
comments on the source of motivation. Ahmet noticed that extrinsic motivation was
necessary to encourage the students to study more as not having exams or an intense
program were some of the reasons for lack of student motivation in the U.S. For
Gamze, the key to promoting student motivation was through caring for the students
and being approachable for them, while Tamer discovered that it was not possible to
reach everyone as one of his students made him question his teaching style although
he tried his best to appeal to his learners’ interests. Being already aware of the role of
motivation in teaching English, Merve noticed that the key to success was the same
in any language. She concluded that students would not be able to learn a language
unless they really wanted it and that some people were talented to learn a language.

The participants also reconsidered their beliefs about students’ preferences to
learn a language. Although they had their own beliefs as to how to teach a language,
the students’ feedback and reactions made the participants reflect on and even
change their beliefs. Gamze explained the changes in her beliefs by saying that
different languages required different methods. Seeing that students struggled even
with simple topics in Turkish was another awakening for Gamze as she noticed how
difficult it might be for them to learn a topic even if she found it easy. Tamer also
saw that it was motivating for students to talk about out-of-class issues and do more
fun-based activities. These findings supported S. Kim’s (2011) study which

investigated the sources of teachers’ beliefs and their beliefs about learning and



108

teaching. In her study, S. Kim (2011) also noted the importance of teachers’
awareness of students’ beliefs, expectations and learning experiences without
completely giving up their own beliefs. In short, the participants in the present study
reconsidered their beliefs about how students learn a language without abandoning
their own beliefs completely.

With regards to the effect of teachers’ beliefs about teaching and learning on
their actions and performance in class as suggested by Williams and Burden (1997),
this study considered teachers’ beliefs about teaching and learning as a major
component of teacher identity. Overall, the findings indicated that there were
changes in the participants’ beliefs about being a native speaker and being trained in
a language. More specifically, they concluded that being a native speaker was not
enough to be able teach a language, and being trained in language teaching was more
important than being a native or a nonnative teacher. In fact, having a background in
teaching English seemed to affect the participants’ teaching performance in teaching
another language as the participants’ beliefs about the methods and their classroom
performances did not show major changes, except for the use of target language in
class, and the role of culture in language teaching. Having different types of students
and teaching a different language, the participants also reconsidered their beliefs
about Turkish, and students’ motivation and preferences to learn a language. All in
all, the findings confirmed that teachers’ beliefs about teaching and learning were
influenced by their changing roles from nonnative English teachers in Turkey to
native Turkish teachers in the U.S. Considering that teachers’ beliefs about teaching
and learning are among the components of teacher identity and that these
participants’ beliefs changed through their experiences in the U.S., it can be
concluded that the NNESTs who stepped into native teachers’ shoes reconstructed

their identities.
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Overall Findings: The Role of Self-image, Efficacy and Beliefs on Identity

The results indicate that being a native Turkish teacher led the participants to
describe themselves as more confident, safe and powerful in class, while they were
more confident in terms of their teaching abilities in the position of a nonnative
English teacher. In other words, being a native teacher was influential in their self-
images as the way participants perceived themselves and their views of how their
students perceived them changed when they stepped into native teachers’ shoes. As
for their self-efficacies, being a native speaker was not seen as a privilege although it
had its own merits like having the intuitive and socio-cultural knowledge of the
language. Despite their weaknesses in pronunciation or the knowledge of the
American culture, the participants were more comfortable and confident while
teaching English since they were trained in ELT and they were experienced in
teaching English. Therefore, it can be concluded that being a native speaker can lead
to positive self-images, but training and experience are more influential in teachers’
perceptions of their self-efficacies. This finding was supported by the participants’
beliefs about teaching and learning, as well. The participants reported that being a
native speaker and knowing a language were not enough to be able to teach a
language, and teaching was different from knowing a language. Moreover, the results
show that knowing how to teach a language could also facilitate teaching another
language as the participants implemented the same methods and techniques in both
contexts, which is another indicator of the importance of training. The results also
suggest the effect of students, colleagues, and the work environment on teachers’
self-image, self-efficacy and beliefs about teaching and learning. Lastly, the
socialization process the participants were involved in influenced their perceptions of

themselves both as a person and as a teacher, and their language abilities.
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Considering the findings of the present study, it can be suggested that the
change in their roles from a nonnative English teacher to a native Turkish teacher led
to some changes in the participants’ self-image, self-efficacy and beliefs about
teaching and learning. Given that self-image (Knowles, 1992), self-efficacy
(Bandura, 1995), and beliefs about teaching and learning (Williams & Burden, 1997)
are crucial components of teacher identity, this study indicates that the changing role
from a nonnative teacher to a native teacher was influential in identity
(re)construction of the participants. More specifically, the participants’ main identity
as a nonnative English teacher was reshaped by their new role as a native Turkish
teacher, the new responsibilities they took on, the work environment and conditions
including students and colleagues, and socialization process in the U.S. The findings
reveal changes in terms of the way the participants described themselves, their
confidence and competence, their perceptions of their abilities as teachers and
speakers of both languages, their views of how their students and colleagues
perceived them, and their beliefs about teaching and learning. All of these signal the
identity (re)construction of nonnative English teachers who shift their roles to native
Turkish teachers.

The findings of the present study also verify that teacher identity is multiple
and has a shifting nature as suggested in the literature (e.g., Beijaard et al., 2004;
Peirce, 1995; Varghese et al., 2005). The participants in this study tried to reconcile
their main identity as a nonnative English teacher with their new identity as a native
Turkish teacher, while their socialization practices in the U.S. resulted in changes in
their identities both as a person and a teacher. The results show that their English
teacher identity blended in with their Turkish teacher identity since they made use of
their past experiences while teaching Turkish in the U.S. and reflected on how they

would use their newly learned experiences while teaching English back in Turkey as
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well. Even when they were not teaching but socializing, they were looking for
activities or experiences that could benefit their classroom practices. Therefore, their
multiple identities were interacting with each other, and moving back and forth from
being a native to nonnative. In that sense, this study confirms that identity is not
fixed, but shifting, multiple and blurred (Atay & Ece, 2009; Faez, 2011; Norton,
1997; Ochs, 1993; Ortagtepe, 2015; Peirce, 1995; Toohey & Norton, 2010; Varghese
et al., 2005). Moreover, the study verifies the contradictory nature of identity in that
it can be “simultaneously unitary and multiple, continuous and discontinuous, and
individual and social” as Akkerman and Meijer (2011) suggests (p. 315).

Lastly, the findings suggest that teacher identity is in conflict and flux. The
participants observed the advantages of being a native teacher, but they also
struggled as native Turkish teachers throughout their experiences in the U.S. They all
concluded that being a native speaker is not enough to be a teacher, but training is
necessary in order to be able to teach a language effectively, which shows the
importance of training in developing teacher identity. As for teaching English,
however, they still felt the need to be native-like despite the fact that they were
already trained in English language teaching and they noticed the significance of
training when they became native speakers themselves. In other words, while they
highlighted the necessity of training rather than being a native speaker while teaching
Turkish, they still wanted to be native-like English speakers although they were
trained in English language teaching. This finding shows the blurry aspect of teacher
identity as Ochs (1993) and Ortagtepe (2015) suggest. Moreover, this finding reveals
that the underlying message to be native-like embedded in their training programs
still persevere as the ideal native speaker norms exist in the participants’ minds. In
this regard, in Atay’s (2005) study, Turkish prospective teachers of English regarded

having native-like competence as the main purpose of English language teaching,
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and reported that having a native teacher can be more advantageous in order to
develop a native-like accent (as cited in Atay & Ece, 2009). From a different
perspective, exploring English language teacher education programs in Turkey,
Cepik and Polat (2014) claimed that teacher educators expect teachers to have near-
native proficiency in English. Atay’s (2005) and Cepik and Polat’s (2014) studies
show that native speaker norms are still influential in Turkey. More recently,
Ortagtepe and Akyel (2015) conducted a study on Turkish EFL teachers and found
that professional development programs are influential in teachers’ efficacy, beliefs
and teaching practices. In line with these studies, the present study also suggests that
the way the participants were trained as English teachers shape their identities. The
participants’ identities are more rooted in English language teaching in which they
were trained even though there are shifts from being a nonnative to a native teacher.
Pedagogical Implications of the Study

The findings of the present study point out important pedagogical
implications. Bringing these teachers’ experiences to the forefront can contribute to
the international educational exchange program that provides sponsorship for
NNESTS to teach their native tongues in the U.S. The findings suggest the
importance of teacher training in teaching a language regardless of being a native or
a nonnative teacher. In that sense, the coordinators of the exchange program can
provide a training program to raise the prospective candidates’ awareness of their
native tongues and the ways to teach it. Moreover, orientation programs can be held
before and upon the participants’ arrival in the U.S. to familiarize teachers with the
characteristics of students, the responsibilities they are supposed to take on, and
cultural values in the U.S. In this way, the teachers can get the most of their
experiences and be prepared for the possible challenges they might face in their new

community.
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This study can also help the prospective candidates of that program gain
insights as to what they might experience in their new roles in the U.S. Based on the
findings related to the identity transformation of teachers, this study can inform the
EFL teachers about the challenges and advantages of going to the U.S. as native
teachers of their mother languages. Being aware of the possible challenges including
the difficulty of teaching Turkish, the parameters of a new context, and new
responsibilities they will assume, the candidates can improve themselves in the areas
they feel they might struggle with. Information about the advantages of such an
exchange program, on the other hand, might motivate more EFL teachers to apply for
this scholarship and raise their awareness as to the processes they might go through.

Lastly, the findings of this study might benefit the future teaching practices in
language teaching and contribute to the discussion on native and nonnative
dichotomy. The findings suggest that being a native teacher is not enough to be able
to teach a language, but training is the core of effective teaching. Given that teacher
identity is greatly influenced by training, this study calls for particular attention to
teacher training in language teaching programs irrespective of being a native or
nonnative teacher. Hence, administrators and trainers can work more on the training
programs to equip the teachers with the necessary knowledge, methodology and
teaching skills so that they can handle different responsibilities they take on as well
as teaching the language. Moreover, this study can also benefit the teachers,
administrators and trainers in Turkey and change their perceptions as to the strengths
and weaknesses of native and nonnative teachers.

Limitations of the Study

The study explored the experiences of five NNESTs while teaching Turkish

in the U.S. Even though generalizability is not the purpose of this qualitative study, a

bigger number of participants could have offered more insights as to the identity
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construction of nonnative English teachers teaching their mother tongues in the U.S.
Another limitation was related to the duration of data collection process. Although
the participants went to the U.S. in mid-August 2014 and were to go back to Turkey
in May 2015, the data collection process started in late September 2014 and ended at
the end of February 2015. The study was limited to six months period due to time
constraints and also the participants’ observations that there was nothing new in their
lives or nothing different from what they wrote in their previous journals. However,
starting the study upon their arrival in the U.S. and finishing it just before they came
back to Turkey would have presented more complete and in-depth results.

The distance between the researcher and the participants was an advantage as
the participants were more comfortable expressing their experiences with someone
they did not know. Not knowing the participants also increased the objectivity of the
data analysis process as | was not influenced by their personality or their
background, but just concentrated on their current experiences. However, the
physical distance was also a disadvantage as | was not able to observe their
experiences on the spot. Moreover, having met the participants in person could have
helped me establish more rapport and make more sense of their experiences and the
changes they went through.

The time difference between Turkey and the USA and distance between the
participants and the researcher also affected the data collection tools. Since the
participants had busy schedules, they sometimes had difficulty in writing their
journals. In order not to make the data collection process too demanding for the
participants, they were given only two interviews. However, more interviews could
have been conducted and thus, more detailed information about their experiences

could have been gathered.
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Suggestions for Further Research

On the basis of the findings and limitations of the present research, some
suggestions may be provided for further studies. To start with, the present study was
a qualitative study, but a quantitative study surveying the participants in terms of
their socialization and teaching practices could provide a bigger picture of the
experiences of NNESTS stepping into native teachers’ shoes. Due to the distance
between the researcher and the participants, this study employed online data
collection instruments like journals sent via e-mail and interviews conducted through
Skype. Having a focus group interview and classroom observations could have
enhanced the findings of this study. Therefore, future studies can employ different
data collection tools like weekly journals. As for the interviews, there were only two
interviews conducted at the beginning and at the end of data collection process. The
number of the interviews can be increased as interviews provide in-depth exploration
of the participants’ experiences.

Lastly, the data collection process of this study covered a period of six
months in total. Future studies can conduct a questionnaire or ask for journals before
the participants go to the States in order to see their expectations and start data
collection upon the participants’ arrival in the U.S. so as to offer more insights as to
the initial stages of their identity construction. Moreover, considering the abundant
experiences that the participants of this study collected in the U.S. as native Turkish
teachers, a follow-up study can be conducted on the same participants to see the
effects of their one-year experience in the States on their identity and classroom
practices as nonnative English teachers back in Turkey.

Conclusion
This case study explored the experiences of five nonnative English speaking

teachers who went to the U.S. to teach their native language, Turkish. The aim of the
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study was to shed light on the effect of the shift from the role of a nonnative English
teacher to a native Turkish teacher on teacher identity (re)construction in terms of
self-image, self-efficacy, and beliefs about teaching and learning. The findings
indicated that there were changes in the way participants described themselves as
teachers, their perceptions of their abilities, and their beliefs about teaching and
learning. In this sense, it can be concluded that the nonnative English teachers

reconstructed their identities when they stepped into native teachers shoes in the U.S.
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APPENDICES

Appendix A: Personal Data Questionnaire

Dear Colleague,

I am an MA TEFL student at Bilkent University. This questionnaire is part of a
research study designed to investigate Turkish EFL Teachers’ Experiences of
Teaching Turkish in the USA. Your cooperation would be much appreciated. | look

forward to receiving your replies. Thank you in advance for your help.

Part A:

Name- Surname:

Age:

Place of birth:

Graduated BA program/ university:

I\./IA;/ ;Dh.D .de.gre;e: ...................

Any other degrees or certificates in ELT:

Years of experience in teaching English:



125

Part B:

1. Did you learn English as a second language or foreign language in your country?

2. Have you ever travelled or lived abroad (other than this experience)? Where/ why?

3. Have you experienced teaching languages other than English before? Where?

4. Have you ever had the chance to teach English abroad (other than this

experience)?

5. Where and in which institution do you work now?

6. Where and in which institutions did you work before coming to the USA? Please

give some brief information about your teaching experience.
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Appendix B: Controlled Journals

Name: Date:

Thinking of your experiences there...

1. Tell us a positive event in your social life.

2. Tell us a negative event in your social life.

3. Tell us a positive event in your teaching.

4. Tell us a negative event in your teaching.

While reflecting on the four items above, please refer to the following questions if
you can:
a) How does that event/situation/experience make you feel as a person and a teacher?

b) Why do you feel like that?

Thank you®©
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Appendix C: Holiday Journal

Dear ,

Here are a few questions to help you while writing about your experiences. You can
use them or ignore them and write it like a free writing. You do not need to list all
the places you have seen, but I especially need your feelings and contribution of this

experience to you.

Can you share your holiday experiences with me?

You can write about positive and negative events/situations/experiences.
Please explain your feelings. How did you feel/ Why?

Are there any interesting events you want to share with me?

Did you have the chance to meet different people?

How did this experience/holiday contribute to you as a person and a teacher?

Thank you®
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Appendix D: Questions for the First Interview
1. Can you give some information about your teaching experience in Turkey (years
of experience, in which institutions did you work, student profile....)?
2. Can you give us some information about your present working conditions (the
student profile, your class hours...)
3. Can you give some information about your daily life abroad?
4. Tell me why you decided to have such an experience in the USA.
5. What were your expectations of this experience?
6. In the past, what type of teacher did you think you would be in the future?
7. How do others describe you as a teacher? To what extent do you agree with them?
8. Do you feel confident while teaching English/Turkish? What challenges do you
face?
9. How do you think “you” as an English teacher and “you” as a Turkish teacher are
similar to or different from each other?
10. What differences can you observe about yourself as a person and a teacher since
the beginning of this experience?
11. How do you evaluate your teaching ability (skills and knowledge- in
Turkish/English)?
12. How do you evaluate your language ability?
13. As an English teacher, how do you feel in terms of your own strengths and
weaknesses?
b) As a Turkish teacher, how do you feel in terms of your own strengths and
weaknesses?
14) How do you deal with multilingual learners? How do these learners affect your

classroom management skills?
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15. How are your teaching practices in the USA similar to or different from their
teaching practices in Turkey?

a) What teaching styles do you most often use in teaching English in Turkey?

b) What teaching styles do you most often use in teaching Turkish abroad?

16. Do you think you will benefit from this experience in terms of your teaching
practices? Please explain.

17. What else would you like to share with me in addition to the questions I've asked

you?
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Appendix E: Questions for the Second Interview
1. Can you give me some information about your working conditions in the 2"
semester like the student profile, your class hours etc.?
2. Thinking of your expectations of this experience, do you think you have realized
your goals and has this experience met your expectations?
3. You had the chance to see different places and meet different people. What were
the benefits of this for your personality? Do you think it will help you in class? How?
4. In the first interview, | asked you similar questions, but | wonder if there are any
changes.
a) How do you describe yourself as a teacher now?
b) How others describe you as a teacher now?
c) Are there any differences do you think?
5. Do you feel confident as an English speaker and as an English teacher? What
challenges do you face while teaching English?
6. After spending nearly 6 or 7 months there as a Turkish teacher, do you feel
confident while teaching Turkish?
7. In which language do you feel more confident while teaching?
8. What challenges did you face while teaching Turkish? Is it easier or more difficult
to teach Turkish?
9. One of the things that came out in the first interview was difficulty of teaching
Turkish due to the fact that you were inexperienced. After spending more time
teaching Turkish, how do you feel about that now? Do you think experience is what
you really need to teach a language?
10. Comparing your experiences as an English teacher back in Turkey and as a
Turkish teacher at the beginning of this period, do you see any differences in yourself

as a teacher now?
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11. Do you see any differences in yourself as a person since the beginning of this
experience?

12. Did you have any personality conflicts due to different cultures? What about
communication break downs? Were they related to your language ability or culture?
How did you feel about them?

13. How do you evaluate your teaching ability (skills and knowledge- in
Turkish/English) after this experience?

14. How do you evaluate your language ability after this experience?

15. In what areas are you weaker or stronger as a teacher now?

a) As an English teacher, how do you feel in terms of your own strengths and
weaknesses?

b) As a Turkish teacher, how do you feel in terms of your own strengths and
weaknesses?

16. Did you have any multilingual learners in the 2" semester? How did you deal
with them? How did these learners affect your classroom management skills?

17. 1 think we have to stick to tight schedules prepared by coordinators and use the
exams prepared by testers in Turkey. However, | guess you needed to prepare the
syllabus, choose the materials, decide on the sequence of the topics to cover and
prepare quizzes or exams in your classes there. Did you have any problems with
that? Did you like process of being flexible in your class in terms of program? How
did you feel about it?

18. Are there any changes in your classroom performance like your classroom
management skills, maintaining motivation, preparing materials, classroom
interaction etc.? Is there anything that you had difficulty in before this experience but
that you are able to deal with successfully now? Is there anything that still needs

more time and experience to be dealt with more effectively?
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19. Are your teaching practices in the 2" semester similar to or different from your
teaching practices back in Turkey or in the 1% semester?

20. Are there any different teaching styles that you have started to use thanks to your
experience as a Turkish teacher? What are some of the contributions of this
experience to your teaching practices? Please explain.

21. How has this experience influenced your views about teaching and learning? Is
there anything that has changed your perspective to students, teaching or anything
related to your class?

22. In Turkey, we need to make use of English in class and require our students to do
the same thing. What was your class like in terms of use of Turkish?

23. Thinking of your experience there, what do you think of incorporating culture
into your class while teaching Turkish/English?

24. What did you like most about teaching Turkish and this experience?

25. You had quite few students for the whole year and fewer class hours compared to
the ones in Turkey. How did this affect your teaching practices and you as a teacher?
26. Do you want to go back to Turkey as an English teacher again or continue to
teach Turkish there in the USA? Why?

27. What else would you like to share with me in addition to the questions I've asked

you?



