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Abstract

Although teacher motivation has been researched through the lens of
numerous theories (e.g. self-determination, expectancy-value), its various
conceptualisations do not seem sufficient to provide an in-depth
understanding of how individual s6 moti ve
career and how it is socially constructed in day to day contexts of work. To
address this issue, | employ the possible selves theory (Markus & Nurius,
1986) and 4dntendpet ompproach (Ushioda, 2
the psychological (self) and the social components of motivation (context) in

a study of six Armenian university teachers of English.

Data were collected in three phases over a period of six months using semi-

structured interviews, journal writing and unstructured classroom observations

followed by post-observation interviews. Despite their different ages, diverse

teaching experiences and varied socio-cultural backgrounds, the data suggest
certain commonalities in the participant
do not possess distinct ideal, ought-to and feared selves but, instead, they

appear to have developed a deasible selféwhich is a unity comprising the
components of all those selves interwoven and complementary to each other

which can be realistic and attainable in their context. The feasible self emerges

from representations within the teacher s
and is influenced by and co-constructed with significant others. The findings

of the study suggest that there is a need to develop specific strategies which

will help teachers build and attain their context-specific feasible selves.
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Chapter One: Introduction

[ ] teaching tugs at the heart, opens
i and the more one loves teaching, the more heartbreaking it can be.
The courage to teach is the courage t

very moments when the heart is asked to hold more than it is able so
that teacher and students and subject can be woven into the fabric of
community that learning, and living, require.

(Palmer, 2007: 3)
1.1 Background and rationale of the study

My interest in teacher motivation initially sparked from my own teaching
experience. | was born in a family of teachers and since childhood was
determined to become a teacher. This desire strengthened in a secondary
school where | was captivated by my teacher of Russian Language and
Literature and, not surprisingly, decided to become a teacher of Russian.
Because of my admiration of my Russian teacher, | always loved the
Russian language and, especially, literature and would spend hours reading
both classical and modern works. By contrast, | never enjoyed English
classes; all my English teachers were boring, strict and lacked a sense of
humour. This negatively affected my attitude towards the English language
as well 7 | was never eager to master English when | was at school.
However, with the collapse of the Soviet Union in 1991 (see section 2.2 for
a brief history of Armenia) nobody needed the once powerful Russian and |
was advised to specialise in English which was becoming a new fashion in
Armenia (see section 2.4.1). Although naive and inexperienced (I entered
the university at the age of sixteen), | could notice the growing importance
of English and eventually decided to select both English and Russian as my
majors (I could not imagine abandoning Russian). | graduated from the

university with a teaching qualification in both languages.

After receiving my degree, | was offered a teaching job at a secondary
school in a small town where children had not had a qualified English

o



teacher for two years. This was at the end of the 1990s when the economy

of Armenia was still catastrophic following the collapse of the Soviet Union.

As a resul t, t e a vanydawsailid margy lofahem kefsthewe r e

profession attempting to find better paid jobs. Trying to make most of finally
having an English teacher, the headteacher asked me to teach 28 hours a
week T 10 hours more than the normal full-time teaching timetable. As an
inexperienced teacher, | obviously did not have any idea what 28 hours
implied and naively agreed thinking that people normally worked 40 hours
per week and 28 hours would be very easy to handle. | was so wrong! Since
the students had not had any English instruction before and could not follow
the state curriculum, | was asked to develop new curricula for all year groups

| was teaching. In addition, similar to all teachers, | had to develop lesson

pl ans and mark my students6 papers

fourteen different classes 1 | was teaching all students from year seven to
ten (year ten was the final year at the time). However, the most challenging
part was managing the s t u d ebehtviodr which was especially difficult
because of their teenage attitude and my age (I was twenty-one and
students initially did not take me seriously). | felt | was thrown into the sea
without knowing how to swim and my goal in the first two terms was just to
professionally survive. Gradually, | earned my st udent s 0pedt
whichlrealise d on t he Wauwher Irdeeiveddsa many bunches of
flowers from my students that | could not carry them on my own. This was
the moment of joy and happiness and I finally felt that | was turning into a
@ealb teacher. | started enjoying some of my lessons but teaching still
required an excessive amount of effort i | was still overloaded with work.
Although | was able to develop a good rapport with my students, by the end
of the school year | felt exhausted and decided to leave the teaching
profession and attempt other careers.

Lt is an official public holiday inherited from the Soviet era which is celebrated on March
8th,

rust
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My return into teaching occurred seven years later after | received my
masterd6s degree in Teachi ng AbhougHthiss h as a
programme aimed to train teachers, my primary goal was to boost my
English proficiency rather than to improve my teaching skills. It was one of
the best universities in the country and the majority of the lecturers/teachers
were native speakers of English. Being a top student, | received an offer to
teach English at one of the departments of the university which | happily
accepted (All my classmates were dreaming about that job!). | was teaching
General English courses to adults of different ages who usually were very
motivated. This time | was better equipped and enjoyed teaching from the
very first day. | could spend hours on searching for interesting materials and
felt happy when students were engaged in lessons. However, once a friend
of mine who was teaching elsewhere mentioned that my enthusiasm and
motivation were inspired by my salary and | would not put the same effort
into teaching in her institution. | could not agree with her, not only because
| recognised that the quality of my teaching was not linked to money (I was
definitely putting no less effort when | was teaching at school) but also
because | witnessed many inspiring teachers in different disadvantaged
contexts. In addition, | observed demotivated teachers in my privileged
university who were just going through the motions. This aroused my
interest in teacher motivation and | began reading literature attempting to

understand what could potentially motivate and demotivate teachers.

Gradually my practical interest turned into an academic enquiry and | found
out that teacher motivation is a complex but under-researched area (Kaplan,
2014; Richardson & Watt, 2010) which is surprising considering the

importance of the teaching profession for a society:

It was puzzling to realize that there had been little dialogue
between the teacher education literature on the one hand, and
the literatures concerning teacher motivations and occupational
choice on the other. These literatures had developed
independently of one another, and much of what we know about

career choice across the range of careers had not influenced the

3



research concerning teaching. Concordantly, the wealth of
research within the motivation literature concerned students;
teachers had not been studied in the same way as individuals,
having their own motivations, expectations, goals, and
aspirations. (Richardson & Watt, 2014: 5)

Teacher motivation has been linked to different constructs such as
achievement of goals (Butler, 2007), enthusiasm (Kunter et al., 2011), self-
determination (Roth et al., 2007) or self-efficacy (Holzberger et al., 2013)
among many other concepts, yet, it has not received sufficient attention. |
believe that it should be a major issue for our society, especially, for
education policy makers and researchers because teacher motivation
influences teacher behaviour which, in turn, impacts on learner motivation
and achievement. Motivated and enthusiastic teachers might motivate their
students and even ignite love for subject (Chambers, 1999; Lamb & Wedell,
2015) while unmotivated and unenthusiastic teachers might do the opposite
- demotivate their students (Atkinson, 2000). In addition, teacher motivation
is important with regardtot he t eachersé own | ob
well-being and their persistence in the profession (Watt & Richardson,
2008). Finally, motivated teachers are probably more supportive of and
engaged in educational reforms because they often aim to professionally
develop and, therefore, they are more likely to contribute to educational
change (Jesus & Lens, 2005).

In spite of all these well-known factors, it has been indicated that teachers
worldwide are among the least motivated of professions (e.g. Jesus & Lens,
2005; Skaalvik & Skaalvik, 2011; Richardson et al., 2014). This is especially
prominent in societies facing economic and/or political challenges such as
the countries where teachers lack essential resources to perform their work
(Bennell & Akyeampong, 2007) or countries, like Armenia, which are in the
transition stage and where the curriculum content and goals are
transforming and teacher status is being undermined. Therefore, | decided
to explore and understand what motivates English language teachers in the

context | am most familiar with T Armenian universities. Exploring teacher
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motivation in Armenian higher education settings is especially important
considering the lack of research in this field i 1 have not been able to locate

a single study examining teacher motivation in this context.

1.2 Aims of the study

This study aims to explore the motivation of English language teachers in
the university context in Armenia in order to understand the nature of their

motivation to teach and shed light on key factors affecting it.

As stated, teacher motivation is not a sufficiently studied construct and the
literature review chapter will illustrate that teacher motivation has been
mainly researched quantitatively, usually concentrating only on a few
predetermined constructs (Richardson et al., 2014). To address this gap, in
this study, | adopt a more holistic approach to examining teacher motivation
and designed a Teacher motivational self framework joining possible selves
theory ( Mar kus & Nuriusncoh®8&8) 0 waphr ma
(Beltman & Volet, 2007; Ushioda, 2009). Consequently, | aim to gain an in-
depth understanding of the teacher motivation phenomenon by looking into
the development oft e a ¢ h e r s @rofpssienal selvés @nd considering
the various complex factors which impact on it. Therefore, the study aims to

answer the following main research questions:

1 How have the participants' possible teacher selves evolved
throughout their career so far?
1 What contextual factors have influenced the evolution of the

participants' possible teacher selves?

1.3 Overview of the thesis
This thesis consists of seven chapters.

Chapter One is an opening chapter where | introduce how my curiosity in

teacher motivation originated and has grown into a research interest. | also



point out that there is a gap in teacher motivation literature and stress the

importance of researching teacher motivation.

Chapter Two describes the Armenian context starting from a brief
introduction of the Armenian history and higher education followed by
examining the shift in the role of teachers in Armenia which took place after

the collapse of the Soviet Union.

Chapter Three situates the study in the context of relevant literature
associated with teacher motivation. It looks into various teacher motivation
theories recognising their advantages and limitations. The chapter also
identifies the gaps in the literature which leads to the proposition of the

Teacher motivational self framework as a theoretical basis for this study.

Chapter Four discusses the research design and methodology. It explains
my ontological and epistemological stance and justifies the rationale for the
qualitative case study rooted in an interpretive paradigm. The chapter
specifies how the participants were recruited, what data generation tools
were employed and how the data were collected and analysed. It also
addresses the ethical and trustworthiness issues and elaborates on the

impact of the study on the participants.

Chapter Five presents the findings emerging as a result of the analysis
explained in the previous chapter. The findings are presented in the form of

three cases followed by my interpretations of the cross-case analysis.

Chapter Six discusses the main findings of the study identified in the cross-
case section situating them in the existing literature. First, it introduces the
participants6é6 main motives to start a te:
theparti ci pantsé teacher selves evolved th
and what factors influenced their evolution. In this chapter, | also revisit the
Teacher motivational self framework taking into account the findings of the

study.



Chapter Seven is a concluding chapter which summarises the key findings
of the study and suggests its contribution and possible implications as well
as the potential for further research. It also identifies the limitations of this

project.

In this chapter, | have introduced the background and rationale of the study
explaining how my personal interest in teacher motivation turned into an
academic enquiry. | have also explained the aims of the study and provided
a brief overview of the thesis.



Chapter Two: Armenian context

o8 B "M B _";‘;7<_,‘5’,7'5"5|A75‘
Vb’"b’z

[To know wisdom and instruction; to understand words of insight.]

(Koryun, 1979: 30)

2.1 Introduction

As mentioned in the previous chapter the present study was conducted with
university teachers in Armenia. To understand the background of the study,
the aim of this chapter is to situate it contextually by introducing the
historical, political, cultural and educational developments which have
impacted all spheres of the Armenian society including higher education
and, needless to say, academics and teachers. | will begin the chapter with
a brief historical introduction with particular reference to recent political
changes in the country. Then | will examine the current state of the higher
education which will be followed by the discussion of English teachersé

status in Armenia.
2.2 Armenia: a brief history

Armenia is a landlocked country located in South Caucasus on the border
of Europe and Asia. Throughout its history, it has experienced complex
historical, political and cultural turmoil which has undoubtedly had an impact
on the nation. The country was periodically under the rule of its powerful
neighbours and, by the 19" century, the remaining territory of historic
Armenia was divided between Russian and Ottoman Empires known as

Eastern and Western Armenia respectively (Curtis, 1995). However, due to

2 This was the first sentence written in Armenian by Mesrop Mashtots after he created the
Armenian alphabet in 405 AD. Itis atranslationof So | 0 mo n 6 sl:2gronothediblé. It
is argued that he chose to translate this sentence to stress the importance of education.
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the periodic massacres of the Armenian population and the genocide
carried out by the Turkish government in 1915, Western Armenia ceased to
exist. The constant invasions threatening the existence of Armenians as a
nation led to the formation of the national goal - to resist blending with the
invader nations and to maintain Armenian identity which was mainly linked

to preserving the language and Christian faith (Payaslian, 2007).

Unlike Western Armenia, its Eastern part was relatively safe. It continued to
be under the rule of Russians and later became one of the republics of the
Soviet Union. During the Soviet period, Armenia was finally given an
opportunity to develop an effective infrastructure and diversified its
economic base from agriculture more into industry. To increase the
productivity and industrial advancement, a special emphasis was placed on

the development of education, science and technology (Bournoutian, 2006).

Despite numerous positive changes specific to the Soviet era, Armenia

perceived the period of glasnost and perestroika announced by Gorbachev

as an opportunity to regain its sovereignty and was among the first republics

to initiate a separation from the Soviet Union in the late 1980s
(Milovanovitch et. al., 2015). Independence became a reality in 1991 after

the Soviet empire collapsed. This was a unique period with a promising start

when both the gover nmenthédevepmentgdtheo pl e 6 s
country were in harmony. However, shortly afterwards, the collapse of the

economy and a military conflict with neighbouring Azerbaijan followed by

the shocking economic reforms and emerging authoritarian politics

triggered social frustration and political indifference. During that period, the

standards of living drastically declined, prices hiked and economic collapse

doubled unemployment; according to the official statistics, approximately

90% of people lived in poverty (Curtis, 1995). This period was labelled by

peopl e as 0dark yearso6 associgabnedd with
hardship. Experiencing an embargo from Azerbaijan and Turkey, the
countryo6s acces sendrgy, fuellarel everufgog was lenged.o f

As a result, the heating systems did not function and basic necessities like

electricity were available for only two hours per day. In the 2000s the
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situation has significantly improved, yet, Armenia is still in the transition
stage and its economic condition remains challenging. Understandably, all
spheres of the society, including higher education, have been affected by
these developments.

2.3Higher education in Armenia

Armenian higher education sector is regulated by the Ministry of Education
and Science of Armenia and involves 63 universities which is a substantial
number considering the small size of the country and its population3.
Education has continued to be highly valued in Armenia and the number of
students enrolled at universities is higher than in several former Soviet

Union republics (Milovanovitch et. al., 2015).

During the Soviet period, the educational system developed significantly.
Education (including higher education) was considered a fundamental right
and was free for all Soviet people; the commonslogan at the ti me, 0
education to the broad massesd6 (Prokofi
accessibility and equality in all sectors of education. This approach gave
remarkable results i before the Soviet era the literacy rate in Armenia was
below 50 percent (Darden & Grzymala-Busse, 2006), in comparison by
1960 the literacy rate in Armenia was almost 100 percent (Curtis, 1995). In
addition, the state promoted and financed research activities which resulted

in numerous technological and scientific advancements.

Unsurprisingly, the catastrophic economic situation of the post-Soviet
period had a major negative impact on the education sector as well. The
limited resources provided by the state were acutely insufficient and
negatively affected both teachers and students; even in 2011, Armenia
spent only 3.1% of GDP whereas EU countries spent 5.8% on average
(Milovanovitch et. al., 2015). Expenditure allocated to higher education was

even scarcer; in 2013 public universities received only 8% of public

3The population of Armenia is 3.1 million and its size is 29,743 kmz.
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spending whereas EU countries - 23%. As a result, universities have to
heavily rely on student fees in order to meet the discrepancy between
funding from the government and the costs which causes a lowering of
entrance qualifications and quality of teaching/learning. Because students
are associated with income teachers are frequently instructed not to fail

students and tolerate their poor performance.

Yet, financial challenges are not the only ones the higher education
institutions have faced. Since independence they have been subjected to a
number of reforms, the latest of which has centred on implementing new
curricula, changing the grading and admission systems aiming to get rid of
the remnants of Soviet education and improve the overall effectiveness of
education (Budaghyan et al., 2010). To achieve that and integrate into the
European Higher Education Area, in 2005, Armenia joined Bologna
agreement and adjusted its educational standards and degree structure to
align them with the European system. However, the postgraduate degrees
still remain the Soviet ones i a candidate of science and a doctor of science.
Following the Bologna agreement, Armenia was also required to put into
effect European Credit Transfer System which meant amending the
programs, implementing award of credits and providing a range of elective

modules.

Despite setting high goals and aiming to transform the whole approach to
education including both managerial and fundamental aspects of teaching
and learning, all these initiatives appear to be de-contextualised from the
Armenian reality and disconnected from each other. For these reasons, the
reforms seem to have been taking place at the surface level (Matasyan,
2012). Due to the lack of guidance from the Ministry of Education, both
university management and academics do not seem to internalise these
changes and frequently do not even understand how they can be fitted into
their practice. Consequently, teachers and lecturersf e @k limbo between
traditi on aMildvanpvtoh gtr a.,s2816: 28) and often do not
envision how new approaches can be implemented in their classrooms,

preferring to cling on to the Soviet methods. In this reality, it is not surprising
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that the dominant teaching method at universities is still lecturing, with a
stress on memorisation and reproduction of the material rather than critical
thinking and problem-solving (Gabrielyan, 2013). Obviously, these kinds of
perceptions cannot be changed within a short time frame, quite the
opposite, they require long lasting step by step mechanisms involving both
incentives and appropriate professional training (Karakhanyan & van Veen,
2011).

The ineffectiveness of the reform implementation is also striking considering
that one of the key functions of universities as research institutions has
vanished. Both the government and university management do not fund or
seem to encourage research activities (World Bank, 2011); academics who
are professionally active - carry out research, present at conferences,
publish both in local and international journals - do not receive any kinds of
rewards or career advancement. This, undoubtedly, demotivates university
lecturers and negatively affects both the quality and quantity of research
(Milovanovitch et. al., 2015).

To sum up, similar to other spheres of Armenian society, higher education
has been experiencing radical reforms and is still going through a transition
stage. All the reforms it has been exposed to and the manner in which they
have been implemented do not suggest that the government has a clear
vision of the mission of higher education. It seems that its main goal has
been to ensure that Armenia rapidly becomes a member of the European
Higher Education Area in the hope that it would benefit the country
(Budaghyan, 2010; Gabrielyan, 2013). However, the top-down nature of the
reforms and failure to take into account the contextual peculiarities, prior
experiences and perceptions of higher education staff might negatively

affect the success of the reforms.

2.4 English teachers in Armenia

This section aims to introduce the role of English teachers in Armenia.

However, first of all, | would like to clarify why | refer to people teaching
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Engl i sh cour ses at Ar meni an uni versitie
academic staff in the higher education setting are expected to be called

lecturers. The New Oxford Dictionary of English (1998) defines a lecturer as

0 a per son wh o gi ves |l ectureso whi ch al
activities, such as conducting research, applying for grants and presenting

at conferences. Whereas this is the case with many subject areas in

Armenian universities, thel anguage teacher sdislimkedl e i s d
to the requirement of the Ministry of Educationt o i mpr ov doregn udent s ¢
language proficiency. All undergraduate students regardless of their degree

programs must take foreign language (usually English) courses in their first

two years; some universities make these courses obligatory even in the

following years. Consequently, the responsibilities of language teachers at

universities are very similar to those of language teachers at schools and

do not involve the pressure of applying for grants, conducting research and

publishing in refereed journals. Language teachers at universities and

schools are also similar in terms of the salaries they receive and challenges

they face which are mainly linked to a lack of funding and resources as well

as the imposition of new teaching approaches. Considering these

peculiarities, | refer to them as teachers rather than lecturers throughout this

paper (t hough see section 2.4.2 on.THher meni an
literature on English teachers in Armenian higher education is very scarce,

therefore, taking into account the similarities of English teachers at schools

and universities, | will occasionally refer to the relevant literature on school

teachers in Armenia.

Having explained the reasons behind my decision to refer to language
lecturers as English teachers, in the following sections | will discuss two key
points essential for understanding the position of English teachers in
Armenia: the linguistic shift and the changing role of English as well as the

transformation of the teacher status in the post-Soviet period.
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2.4.1 Linguistic shift

During the Soviet era, the long-term state policy was to promote Russian in
an attempt to assimilate non-Russian nationalities and develop a new
ethnographic entity, the Soviet people, with shared Soviet culture, identity
and shared language 1 Russian (Abrahamian, 1998; Blauvelt, 2013;
Pavlenko, 2013a). Consequently, it was imposed as a second language,
enjoyed a special status and was exploited as lingua franca across the
Soviet empire (Kreindler, 1997; Pavlenko, 2008a; Pavlenko, 2013a;
Pavlenko, 2013b). Because of the Soviet policy of Russification and
numerous privileges linked to Russian, the native languages of the republics
were considered inferior in the Soviet hierarchy and were associated with
lower social status (Fierman, 2012; Pavlenko, 2008b; 2009). Despite this,
the status of the titular language in Armenia was one of the strongest in the
Soviet Union and, together with Georgia and Azerbaijan, Armenia managed
to maintain the official status of its native language, though the native
languages of all three republics did not enjoy the same status as Russian.
Having Russian education always implied access to better employment
opportunities and obtaining a higher position in the Soviet society
(Pavlenko, 2013a).

Expectedly, after the collapse of the Soviet hegemon in 1991 the situation
drastically shifted. Armenia, together with the other republics, initiated the
process of derussification which was an integral part of desovitasation
(Khachikyan, 2001). This implied a removal of Russian from official use and
public signage, closing Russian schools and reducing the number of
Russian hours at schools as well as eliminating teaching through the
medium of Russian at universities (Pavlenko, 2008a). The public perception
of Russian similarly altered; it started being viewed as a language linked to
the aggressor state and Armenians, who throughout the history were
frequently on the brink of physical annihilation and had to fight to preserve
their identity and culture, welcomed anti-Russian language policies
emphasising their Armenian identity (Abrahamian, 1998). The government

promoted this language policy and passed a language legislation stressing
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the unique status of the Armenian language in the country and disapproving
the official use of Russian (Kreindler, 1997). Attempts to eradicate Russian
were an outcome of nationalistic discourse popular in the Armenian society
in the 1990s which aimed to revitalise t
foreigner i nAbrahanmgai,s 1998: elll)f implyi{g discarding

Russianness and cultivating Armenianness.

The collapse of the Soviet empire inevitably accelerated globalisation
processes in the region which led to the spread of English in the newly
independent countries (Chachibaia & Colenso, 2005; Pavlenko, 2013b).
Armenia, being exposed to western policies, started integrating into the
global society. As a result, the roles of Russian and English began to shift;
while the former was losing its power, the latter was gaining momentum
(Kreindler, 1997). Gradually Engl i s h has hottestosmling 60t h e
commodi tyd ( Raj ag oguyng a wide2ahde Bf:spherés3 )
including education, business, technology and intercultural communication.

It has become a dominant foreign language taught at schools replacing
other foreign languages such as French and German (Hovhannisyan,
2016). Though the Ministry of Education has provided a choice of different
foreign languages to be taught from year three, acknowledging the growing
importance of English, 85% of primary and secondary schools have
favoured English many of which start teaching it from year one or two
(Hovhannisyan, 2016).

It is important to note that the linguistic repertoire in Armenia is not fixed and
is still undergoing changes reflecting the political developments in the
region. Although, in the early 1990s, similar to other post-Soviet republics,
the government of Armenia attempted to minimise the role of Russian in the
countryodos linguistic r epeaomeanewdnguaopi ng E
franca and would be a substitute for Russian. Yet, it mainly has obtained a
symbol ic functi on and i s considered 0
i nternationalization, sophi sti,@9:i on, an
258). Gradually, the public and government attitudes towards Russian

changed and it was re-installed as a mandatory foreign language in schools
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(Pavlenko, 2008b). Despite the initial downgrade of Russian, it still remains

an influenti al | anguage in the regi

Russian largely surpasses their English proficiency (Aleksanyan & Ter-
Arakelyan, 2001; Pavlenko, 2013a). The Russian Centre of Demographics
and Human Ecology report (Arefev, 2006) states that 31% of Armenians are
active users of Russian and 69% consider themselves competent in
Russian. Russia is still a key player in Armenia; it is one of the major
importers and exporters as well as a shareholder in main strategic
companies. Hence, Armenia is highly dependent on Russia at a number of

economic, military and political levels (Hovhannisyan, 2016). After the

recent Russi abs r et theratiitude towardh Russgh had a |

been changing; it is again started to be p e r ¢ e i vthee dangaage ob a
major political, military, and economic superpower of the geopolitical region,

its main energy supplier, and an important cultural, informational and

on

an

scer

academic centre6 mai ntaining 1ts | ingidaietf ranca

region (Pavlenko, 2008: 27). Therefore, considering the local power of
Russian and global power of English, the current official language policy in
the country is to achieve competence in three languages: Armenian,
Russian and English (Pavlenko, 2013b; Zolyan et al., 2008).

Despite the return of Russian to the Armenian linguistic scene, younger
generations still prioritise English and majoring in English is in high demand
at Armenian universities (Zolyan et al., 2008). This is not surprising
considering that English has turned into 6 f a s hnispiringd Armenian
companies to adopt English names (e.g. Grand Candy, In Style, Best) and
leading to English borrowings (e.g. OK, full, you know) despite the fact that
English is not used for communicative purposes in the country (Galstyan,
2012). Its popularity has turned English into an essential skill for many work
positions, even for those where its necessity could be questioned (e.g. a

sales assistant in a local shop).
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2.4.2 Shift in the role of teachers

Interestingly, Armenian has three words associated with teaching:
mankavarzh (pedagogue), dasatu (teacher/someone who gives lessons)
and usutsich (teacher/educator). All these concepts are crucial in

understanding the teacherods status

They imply that the teacher is not someone who just teaches subject
knowledge but is an individual who brings students up, gives lessons and
educates. All these concepts were successfully employed by the Soviet

system to determine the professional function of a teacher; they were

responsible for oO6intellectual, mor al

SO

vocationaltrai ni ng, and guidance of t he80:f utur e

227). Because of the value associated with the teaching profession,
teachers were perceived to be a part of the societal elite. This attitude
created an image of a teacher as an exemplar individualanda n -Bnawing
f 1 g ({Girecki & Farrelly, 2016: 32) and it was unimaginable to query
him/her. Obviously, in that environment the lessons were very controlled
and teacher centred. Memorising facts, rules and even chunks of texts was
fundamental to learning and students were encouraged to reproduce

knowledge rather than practically apply it.

The disastrous economic situation of the 1990s obviously had an impact on
the teaching profession as well. Because of the severe energy crisis,
teachers had to teach in unheated classrooms where in winters the
temperature occasionally was slightly above zero degrees Celsius. Their
salaries decreased from $200 USD a month in the 1980s to $10 USD a
month in 1993 (Perkins & Yemtsov, 2001). Even that ridiculously small
amount was often unpaid for several months. Being unable to financially
support teachers, the government allowed and even encouraged them to
give private lessons (UNICEF, 2011).

Although the situation has significantly improved since 2005 and the current
salary for full-time teaching is approximately $280, the state spends only

3% of its Gross National Product on education which is the third lowest in
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the Commonwealth of Independent States (UNICEF, 2011). The salaries of

teachers in Armenia are only 70% of the average national wage which

makes the profession less attractive for both novice and experienced

teachers and does little to encourage them to remain in the teaching

profession (Perkins & Yemtsov, 2001). Uni ver sity teachersod s
similarly very low and they often have to teach in several universities which

increases their workload; consequently, they do not have sufficient time and

energy to properly prepare and implement their tasks (Milovanovitch et. al.,

2015).

As discussed above, in addition to financial challenges, teachers have been
required to modernise their curriculum and alter their teaching methods. The
top-d o wn educational reform did not cons
viewpoints and appeared to be ineffective. Even the limited training
sessions have been imposed from the top e
context nor background and resources. Subsequently, the imposed
teaching approaches have been perceived with resistance (Khachatryan et
al., 2013) and many teachers prefer to use familiar Soviet methods rejecting

innovative approaches (Cirocki & Farrelly, 2016).

Due to these challenges the level of appreciation of the teaching job has
decreased; teaching stopped being considered a highly respected job and
many teachers eventually left the profession and even the country. The
ones who stayed tend to be less enthusiastic about their job, undergo
insufficient professional training, and hold lower status in their communities
(Karakhanyan & van Veen, 2011). However, despite the decline of the
status in comparison to Soviet times, teachers are still valued in the society

and are considered vital in educating young people.

2.5 Chapter summary

In this chapter, |1 have introduced the context where this study was
conducted - Armenia. To familiarise the reader with the specifics of the

context, | have touched upon the Armenian history as well as the political,
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economic and social changes taking place in the country after it gained the
independence. | have considered how the collapse of the Soviet Union and
the first post-independence challenges led to the failure of the Armenian
economy which has severely affected all layers of the society including
higher education. In an attempt to modernise and correspond to the
European system, Armenian higher education has been undergoing radical
reforms imposed by the government which are still not internalised by the
key players of the higher education i university management and academic
staff.

The chapter has also examined how the downfall of the Soviet Union has
caused a shift in the roles of Russian and English lowering the status of the
first one and empowering the latter language. The political and economic
changes have also affected the way teachers are currently perceived in the
Armenian society. Although teaching is not a prestigious job anymore and
teachers do not have the elite status Soviet teachers used to enjoy, they are

still appreciated and valued.
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Chapter Three: Literature Review

Motivation has been one of the success stories of educational
research, featuring a substantial accumulation of theoretically elegant
and practically applicable bodi
limited to a relatively small portion of the potential big picture.

Brophy (2009: 147)

3.1 Introduction

In this chapter, | aim to discuss the key teacher motivation literature to
introduce the field and situate the study. One would expect that the chapter
should start with a definition of motivation but this is not a straightforward
task. Motivation originated from the Latin word movere (to move) implying
that its definition should be linked to movement. Yet, there have been
disagreements about its source, nature and characteristics resulting in a
remarkably large array of definitions varying both across the fields and
within them (Ddrnyei & Ushioda, 2011; Pinder, 2008). More than three
decades ago, Kleinginna and Kleinginna (1981) identified around 140
definitions of motivation in various disciplines 1 probably this number is even
larger now. The difficulty to have a singular definition of motivation is mainly
related to its multifaceted nature and what perspective it is being examined

from:

Some theorists deny the usefulness of the concept altogether,
and concentrate primarily on the consequences of behaviour as
its causes. Some writers view motivation from a strictly
physiological perspective, while others view human beings as
primarily hedonistic, and explain most of human behaviour as
goal oriented, seeking only to gain pleasure and avoid pain.
Others stress the rationality of people, and consider human
behaviour to be the result of conscious choice processes. Some
thinkers stress unconscious or subconscious factors. (Pinder,
2008: 10)
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Researchers in applied linguistics and education have similarly pointed out
the lack of agreement in defining the concept, indicating that it frequently
depends on o n er@datian (Déroyeie200il;ReHardson et al.,
2014). Therefore, | will provide the definition of motivation | adopt in this
study by the end of this chapter after having explained my theoretical stance

on teacher motivation.

The chapter will start with a concise history of motivation research to create
an overall understanding of how the field has developed. Then | will
scrutinise the key theories of teacher motivation followed by the theory |
adopted in this study - possible selves theory (Markus & Nurius, 1986;
Doérnyei, 2009; Kubanyiova, 2009). After that | will introduce the Teacher

motivational self framework, a synthesis of possible selves theory and a

6conih-eet sond rel ati onal which ehave febignadi o d a , 2

in order to explore teacher motivation in this research project. This will lead

to the research questions which will be presented in the concluding section.

3.2 A brief history of motivation theories

Motivation has been acknowledged as
behaviour and researchers across a range of fields have linked it to multiple
psychological and cognitive processes which resulted in a variety of
theoretical perspectives regarding motivation as a reaction to stimuli,
satisfaction of needs, goals, values, efficacy among other factors.
Motivation studies in the first half of the 20" century have been considered
atheoretical, though they were mainly driven by behaviourism (Latham,
2012). During this period experimental psychology concentrated on
examining how particular stimuli influenced human behaviour. In terms of
job motivation, the popular view suggested that money was a key motivating
factor determiningemp | o y leeleasidur at work. The assumption was that
one would put effort into accomplishing the task in order to receive money
(Pinder, 2008). Later research | ookedinthent o

workplace and demonstrated that, although money was an important factor,
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it was just one of the multiple aspects

(Kanfer et al., 2012).

The second half of the 20" century witnessed a rise of numerous theories
attempting to gain an understanding of the nature of motivation and explain
its roots. This period commenced with prominent theories indicating that
motivation is a product of peopl e
1969; Herzberg, 1968; Maslow, 1943). In his hierarchy of needs, Maslow
(1954) classified needs into a number of categories: physiological and
safety needs, belongingness and love needs, esteem and self-actualising
needs. According to Maslow, the lower level needs should be satisfied in
order to move to the satisfaction of the next level of needs. He labelled the
low level needs (physiological, safety, belongingness and love) as
deficiency needs since, when being unsatisfied, they could lead to
deficiency, whereas higher order needs (esteem and self-actualizing) could
affect peopl edim aqeaherefore adre identifeed as growth
needs. Despite being criticised for the proposed order of needs ( his
hierarchy was not empirically supported by many studies) and focusing

extensively on the innate needs while ignoring the impact of culture and

environment on i ndi vidual s6 devel

hierarchy of needs was considered a breakthrough in psychology and

resulted in a number of follow-up theories.

Adapting Masl| owd s needs t heory,

motivation-hygiene theory (also called two-factor theory) which is regarded
fundamental in work motivation. It suggests that there are two sets of factors
having an impact on job satisfaction. The first set is labelled satisfiers or
motivators (achievement, recognition, responsibility, advancement and the
work itself) and is related to the job content. The second set is labelled
dissatisfiers or hygiene factors (e.g. salary, work conditions, supervision)
and is mainly related to job conditions rather than job itself. According to
Herzberg, satisfiers provide a sense of growth and, therefore, lead to job
satisfaction and enhance motivation while hygiene factors can cause

dissatisfaction. Importantly, the absence of satisfiers implies not satisfaction
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rather than dissatisfaction and the satisfaction of hygiene factors implies

absence of dissatisfaction rather than satisfaction. Although Her zber g6 s

theory has been considered seminal, yet, it has been criticised for a biased
methodology, overreliance on a single study and inconsistent use of

terminology (Sachau, 2007).

After the cognitive revolution in psychology, motivation scholars shifted their

focus from needs satisfaction to peopl eos

mental processes and information processing mechanisms impacted on
human behaviour (Latham, 2012). This approach has led to the surge of
multiple motivation theories many of which can broadly be grouped into two
categories: expectancy theories and goal theories. The key feature of
expectancy theories isthe emphasisonh o w p e expdctangysof positive

or negative outcomes when performing a task influences their behaviour:

1 Expectancy-value theory 1 expectancy of success and task value
motivate people to act (Brophy, 1999).

1  Achievement motivation theory 1 expectancy and need for
achievement and fear of failure
Feather, 1966);

1 Self-efficacy theory T self-evaluation of abilities to carry out a task
creates expectancy of success (Bandura, 1997; Bandura &
Schunk,1981);

1  Attribution theory i evaluation of past achievements and failures
determines expectancy of oneods
1994);

1 Self-worth theory i expectancy to achieve a sense of personal value
and worth generates motivation to act and save face (Covington,
2009).

The second major category, goal theories, focuses on another key aspect

sti mul

future

having an i mpabehavioarn hpmapsédéaspiration t

their goals:
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1 Goal-setting theory i setting specific and reasonably difficult goals
motivates people to achieve them and leads to high performance
(Locke & Latham, 2006);
1 Goal-orientation theory i t wo types of goal s i nspi
actions; while mastery goals stimulate improvement and growth,
performance goals enhance performance and recognition (Ames,
1992).

Another influential theor ybemwaurdisselfni ng p e«
determination theory proposed by Deci and Ryan (1985). They identify
competence, relatedness and autonomy as three basic human needs
essential for individualsd6 d e v el o p mebeihg (Ryand Dece 20D0)

(see section 3.3.2 for the detailed discussion of self-determination theory).

The abundance of motivation theories illustrates how motivation has grown
into one of the central research areas in psychologyenhanci ng schol a
desire to explore, analyse, understand and explain what
actions and leads to motivational behaviour (Latham, 2012; Locke &
Latham, 2004; Pinder, 2008). This range of motivation theories has
inevitably diffused into other fields including applied linguistics and
education generating hundreds of studies, though a vast majority of them
have examined learner motivation. Only in recent years has teacher
moti vati on attracted researcherso I nt el
understand what instigates teacher motivation and how it can be sustained
and boosted. Therefore, the following sections will focus on research linked

to teacher motivation and key teacher motivation theories.

3.3 Research on teacher motivation

Similar to work motivation studies, initially teacher motivation research was
affected by needs satisfaction approaches giving rise to a number of studies
employing motivation-hygiene theory (Herzberg, 1968). This has been
followed by a surge in teacher motivation studies which have mainly utilised

theories prevalent in learner motivation studies - an area widely researched
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through the lenses of diverse approaches and theories (Butler, 2014). To
demonstrate how teacher motivation research has advanced, | will start this
section with a brief discussion of the initial tendencies in teacher motivation
research which at the time mainly focused on specific key aspects linked to
teacher motivation (e.g. teacher job-satisfaction, self-efficacy) rather than
motivation per se. Then | will examine currently prominent teacher
motivation theories, such as achievement goal theory (Butler, 2007), self-
determination theory (Roth et al., 2007) and expectancy-value theory
(Richardson & Watt, 2006; Watt & Richardson, 2007; 2008). These theories
have distinct conceptualisations of the nature of motivation and,

consequently, adopt different standpoints when exploring it.
3.3.1 Initial research linked to teacher motivation

At the outset of teacher motivation research, there was a lack of studies

scrutinising teacher motivation as such, instead, the studies concentrated

on teacher so | o-bfficacy stress fina burnout (Dornyes & | f
Kubanyiova, 2014; Richardson et al., 2014). Not surprisingly, needs

satisfaction theories were especially prevalent resulting in a number of

studies using motivation-hygiene theory (Herzberg, 1968). One of the major

studies employing this theory was conducted by Dinham and Scott (1998,

2000). In their project, they surveyed 2000 teachers from England, Australia

and New Zealand and proposed a three-domain model of teacher

satisfaction (Dinham & Scott, 1998). Dinham and Scott suggest that
teacherso6 job satisfaction is mainly rel
with self-development (e.g. improvement of professional skills, mastery of

subject) and students (e.g. good relationships with students, student
achievement, posi ti v e bephaviourmgna attitude).g stude
Expectedly, teacher dissatisfaction is connected to extrinsic factors i

matters linked to societal attitudes and governmental policies rather than

schools. These involve negative image of teachers in the society, an

assumption that teaching is an easy job in addition to the pressure and

workload put on schools and teachers. However, while supporting

He r z b enotiyadian-hygiene theory, Dinham and Scott propose a third
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domai n affecting t e aahdolebassd factera whichf act i on
concern the atmosphere, governing and decision-making in a particular
school. Their findings illustrated that, while intrinsic factors were most
satisfying and extrinsic ones were most dissatisfying, the level of
satisfaction/dissatisfaction in the school-based domain varied which implied

that this domain could be prone to change.

Obviously there have been other studies employing a similar approach and

connecting teacher motivation to job satisfaction. Nias (1981) similarly

refers t o mbtieatiandbygieng theory stressing that, although it

partly supports her findings, it is overly simplistic and does not reflect the

teaching reality. The teachers in her study desired not only to teach but also

professionally develop. Their job dissatisfaction emerging from contextual

factors such as salary, school conditions and career structure appeared to

be relatively low. Yet, they were highly concerned about a lack of job
satisfaction. Acknowl edging Her zber gos
dissatisfiers, Nias proposes one more element - negative satisfiers referring

to the absence of satisfiers. She stresses thatabs ence of sati sfier
active component in dissatisfaction, especially when the expectation of
receiving particular satisfiers was a ma
(Nais, 1981: 236). Many of her participants highlighted that their decision to

teach was driven by their expectation of high job satisfaction and, when it

was not met, this had negative consequences for teachers. To tackle that,

Nias concludes that school management should create appropriate

conditions for them to teach effectively as well as offer an opportunity for

development.

Evans (1998) similarly lookedi nt o Her zbergbés theory and
with UK teachers linking motivation to job satisfaction and morale. She

indicatest hat 1 n the wor k <c¢ont e xotpartizcipatedthi vi dual
activities that appear to them to,be orie
1998: 40). Based on the results of her study, she arrives at the conclusion

that out of five factors (achievement, recognition, responsibility,

advancement and the work) identified by Herzberg (1968), achievement is
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a key job satisfaction factor and the other four just contribute to it. The
teacher s i n alBovidentifeed scheodl reldtgd factors as the most

significant with regard to job satisfaction and motivation.

In addition to job satisfaction research, another group of studies has been

linked to teacher self-efficacy which, in terms of motivation, is associated

with perceived rather than real efficacy (e.g. Tschannen-Moran & Woolfolk-

Hoy, 2007; Woolfolk-Hoy & Burke-Spero, 2005). According to Bandura

(1997), self-ef f i cacy beliefs affect peopl ebdbs m
persist with it in order to achieve their goals. He proposes four factors

affecting self-efficacy beliefs: mastery experiences, social persuasion,

vicarious experiences as well as physiological and emotional arousal. While

mastery beliefs concern teacherso percept
work successfully, social persuasion is related to feedback teachers receive

from significant others (e.g. supervisors, colleagues). Another element,
vicarious experience, 1 S a$sslbecexteamttoed wi t h
role modelsdmpact on the individual depends on the degree of identification

with them. For example, if a role model succeeds in teaching a particular

topic, observerséperceived self-efficacy might increase because of their

assumption that they will similarly succeed in it. Finally, the degree of

arousal (e. g. anxiety, excitement) i mp
competence. Despite the importance of different types of beliefs, Bandura

(1993) states that mastery beliefs are the most influential. When making

judgements about their teaching abilities, teachers assess both their

competence and the task considering all the factors which might affect its

execution (e.g.r esour ces, St ucdrgert)t & Bas laebnialso t i e s,
argued that teachersd beliefs about thei
achievements and motivation have an impact on the effort they put into

teaching, persistence and behaviours (Tschannen-Moran & Woolfolk-Hoy,

2007). For example, teachers who believe that they cannot successfully

teach in certain classes may discontinue their attempts and put less effort

into their teaching.
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Teacher self-efficacy is frequently linked to teacher burnout, a condition
associated with long-term occupational stress and emotional exhaustion
(Skaalvik & Skaalvik, 2010). It has been suggested that low self-efficacy
beliefs might lead to depression and anxiety and, eventually, burnout, while
higher perceived self-efficacy may act as a protective mechanism helping
to cope with stress (Schwarzer & Hallum, 2008). In the latter case, teachers
are more likely to perceive stressful situations as less threatening and,
consequently, will adapt to them and develop strategies to successfully
manage the situation (Skaalvik & Skaalvik, 2007).

Undoubtedly, all the discussed constructs are closely related to teacher
motivation and represent some of the factors influencing teach er s 0
behaviour, yet, they do not explicitly address the concept of teacher
motivation as such. Even job satisfaction which has been frequently
associated with motivation is, nevertheless, a distinct concept connected to
oneds ongoing f eelabootghe jola fLacke,el86@)t Byo n s
contrast, motivation directs human behaviour and is in charge of what
affects peoplebs choice of acbdrngens,
2001; Locke & Lantham, 2004) and is frequently considered to be a concept

with a future orientation (Markus & Nurius, 1986; Oyserman et al., 2015).
Acknowledging this, researchers started to apply various motivation
theories to teacher motivation research and the next section will scrutinise

the most prominent of these theories.
3.3.2 Key teacher motivation theories

In the last decade there has been a dramatic shift in teacher motivation

research 1 scholars have recognised that teacher motivation has been an

understudied area and previous studi

t hei

e s

anotherc oherent theory of motivationd (Butl

lack of studies on teacher motivation, some of the experts of learner
motivation shifted their focus and started to apply robust learner motivation
theories into examining teacher motivation. Though many of the theoretical

frameworks discussed above have been tested in relation to teachers,
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achievement-goal theory, expectancy-value theory and self-determination
theory have emerged as more central teacher motivation theories (Kaplan,
2014; Richardson et al., 2014). In the following three sections, | will consider
what the key propositions of these theories are and what their arguments

entail in terms of teacher motivation.
3.3.2.1 Achievement-goal theory

In achievement goal theory, schoolisconsi dered to be
arenad not only for students but

desire to achieve their goals in order to succeed in their profession. In her
study of Israeli teachers, Butler (2007) transferred goals proposed in
achievement goal theory into the teaching context and developed self-report
measures of goal orientations for teaching. She identifies four main
orientations: (a) mastery orientation linked to developing professional
competence; (b) ability approach connected to demonstrating superior
teaching ability; (c) ability-avoidance associated with ability to avoid
displaying their low teaching ability and failures; (d) work-avoidance related
to the desire to put minimal effort into work. Butler (2007) concludes that the
participant-teachers strove to develop professionally and showed superior
teaching abilities while at the same time attempting to avoid high workload
and display their inadequate teaching ability. This measure has been
successfully tested in other contexts (Nitsche et al., 2011; Retelsdorf et al.,
2010). However, later, Butler (2012) acknowledges that goals for learning
and teaching are distinct and the direct application of learner motivation
theory to examining teacher motivation could introduce concepts of doubtful
relevance. Therefore, taking into account the interactive and social nature

of teaching, Butler (2012) adds the fifth category to her framework -

relational achievementgoalswhi ch hi ghl i ght teacher so

maintain close relationships with students. When testing the new measure,
the results demonstrated even greater importance of students for their

teachers than had been anticipated:

29

al

6an

SO

A

a
fo

de



[é ] even if teachers are not fully aware of how they behave in
the classroom, aspiring to embrace challenge and teach more
effectively and aspiring to create caring relationships with
students seem to be such central aspectsof t eacher so
that they orient teachers to teach and interact with students in

ways that reflect their basic goals. (Butler 2014: 28)

To conclude, achievement-goal theory has contributed significantly to the
field of teacher motivation reveal
competencies and willingness (or lack of it) to put more effort in their work.
Butl er 6s (2012) mo st si gni frelate ntd
acknowledging the importance of students for their teachers considering
that mainstream research has mainly addressed the other direction of this
relationship neglecting its reciprocity (Butler, 2014; Doérnyei & Ushioda,
2011). Nevertheless, achievement goal theory (Butler, 2007, 2012) focuses
mainly on the teacherso desire to

strengths and avoiding displaying weaknesses, leaving out numerous other
factors (e.g. potential for intellectual growth, feelings of autonomy, value
systems) that might impact on teacher motivation. Expectancy-value theory,

which is discussed in the next section, attempts to address this gap.
3.3.2.2 Expectancy-value theory

Another theory frequently applied to researching teacher motivation is
expectancy-val ue t heory which indicates
are affected by both their perceived value of task and expectancy of success
linked to their abilities and beliefs (Wigfield, 1994; Wigfield & Eccles, 2000).

The value el ement consi st s of i ndi

value), its perceived usefulness (utility value) and its importance in relation
to their goals (attainment value). The proponents of this theory also propose
anegative elementi cost value which refers

effort, money, psychological issues).

Based on self-expectancy theory, Watt and Richardson (2007) developed

an integrated framework - Factors Influencing Teaching Choice theoretical
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framework (FIT-Choice) - aiming to address the gap in teacher motivation
research and understand the motives of people selecting a teaching career.
In particular, FIT-Choi ce framework proposes
profession is influenced by their self-perceptions of teaching abilities, values
and fallback career. Values are divided into two groups: personal utility
values (job security, job transferability and family concerns) and social utility
values (work with children and shape their future, contribute to society,
enhance social equity). Importantly, Watt and Richardson (2007) consider
social influences and prior teaching/learning experiences as factors
influencing teacherséo car eer rkdaso
contains task demand (expertise and difficulty) and task return (social status
and salary) which are also regarded influential. FIT-choice framework has
been extensively tested not only in Australia, where it originated, but also in
diverse socio-cultural contexts such as Germany, U.S. and Norway (Watt et
al., 2012). The samples from these contexts identified ability beliefs and
intrinsic values as the most frequent motive to enter a teaching profession,
followed by social utility values (e.g. contribute to society, work with
children) and prior teaching/learning experiences. The lower rated motives
appeared to be personal utility values and fallback career. While teaching
was recognised as a challenging task in all samples, the perception of task
return differed across countries - ratings for salary and social status
appeared to be diverse. Interestingly, the German sample where the salary
was rated highest and status lowest demonstrated that monetary incentives
are not sufficient to maintain teachers 6 moti vati on and

al., 2012). FIT-Choice model has also been tested in a range of diverse
national contexts including Croatia, Turkey and China (Watt & Richardson,
2012) leading to different findings across contexts. For example, in
collectivist cultures (e.g. Turkey and China) ability motives and intrinsic
values were not highly rated suggesting that career path is less dependent
on onebd6s individual desires and a
conclusion that teachers @notives to start a teaching career can be distinct
in various cultural environments, nevertheless, they might share certain

core motives (e.g. personal utility values). In addition, FIT-Choice
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framework has been used to develop teach

and career development aspirations in order to investigate pre-service
teacherso initial motives and views of
satisfaction along their teaching education which might predict their
persistence in teaching (Watt & Richardson, 2008). Although FIT-Choice

framework takes into account a number of aspects providing a robust and

reliable framework for generating instrumental knowledge about what is
behind teachersd motivations. Yet, It pr
teacher s6 career choices |l eaving out their
their teaching career (Richardson & Watt, 2010; 2014; Watt & Richardson,

2008).

3.3.2.3 Self-determination theory

Self-determination theory is probably the most widely known motivation
framework largely employed in learner motivation studies. It is usually
associated with intrinsic and extrinsic motives, yet, the differentiation of
motivations in this theory is not that simplistic. According to the proponents
of self-determination theory (Deci & Ryan, 1985; 2008; 2011; Ryan & Deci,
2000), a driving force to perform an act
feel competent, to be autonomous and act according to their values and
principles as well as to feel accepted and supported by others (relatedness).
Deci and Ryan (1985) place a special emphasis on autonomy and postulate
a continuum starting from amotivation and progressing through extrinsic
motivation towards intrinsic motivation. They associate amotivation with lack
of motivation resulting in disengagement and inadequate performance and
intrinsic motivati on whndtinteregtse thpdomcéps | nt er
which originates from external sources - extrinsic motivation - appears to be
more complex consisting of four regulations: external, introjected, identified
and integrated. External regulation stems from external pressures such as
punishments and rewards whereas introjected regulation is based on
peoplebs desire to receive positive eval
Although i ntrojected regulation seems to

desires, it is still controlled by social acceptance of behaviour i the
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i ndi viadwualoms are determined by other peo
perception of obligations. Incase of identif i ed r egul aacioosn, peop!
are determined not only by the value of task but are also in line with their
values and goals. The last regulation is dntegratedd which, despite its
similarity with identified regulation, has a key difference - its elements are
fully internalised. Although this regulation might seem similar to intrinsic
motivation, it is still considered extrinsic because the action is dependent on
societal values rather than performed for enjoyment. Along with the
motivation continuum, Ryan and Deci (2000) suggest an autonomy
continuum where external and introjected regulations are most controlled
and intrinsic motivation is most autonomous. The regulations between these
two extremes - identified and integrated regulations i have some degree of
autonomy. One of the central points of self-determination theory is its
emphasis on internalisation of regulations which leads to greater autonomy

in behaviour.

The success of self-determination theory in motivation research across

numerous fields (e.g. organisational psychology, health care, education),

including learner motivation, has triggered its application to scrutinising

teacher motivation. In their study of Israeli teachers, Roth and his

colleagues (2007) suggest that autonomous motivation to teach is

negatively linked to feelings of exhaustion and positively to feelings of

personal achievement which implies that autonomously motivated teachers

exert more effort on their work leading to satisfaction, personal growth and
well-beingaswellasst udent sd aut oontoleonuRoth2014;i v at

Roth et al., 2007) . | mportantly, autonomous teach
autonomous motivation to learn. A number of other studies have

demonstrated similar results stressing the importance of autonomous
motivation for teacher $dng@ssorstal., 2002; ef f i c ac
Reeve, 2002).

Despite the fact that self-determination theory attempts to connect multiple
factors regul ating teachersbo behaviour ,

relatedness and autonomy are universal needs without taking into
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consideration the socio-cultural aspect could be challenged. There is a
growing body of evidence suggesting that various cultures engender distinct
values and beliefs (Markus & Kitayama, 1991; Oyserman et al., 2002) which
mi ght differently affect peopleds percep:

well-being.
3.3.2.4 Final thoughts on the discussed theories

The key motivation theories discussed above have been a valuable

endeavour in teacher motivation research, however, they tend to prioritise

and emphasise specific motivational processes. As pointed out,

achievement goal theory (Butler, 2007, 2012) stresses that teachers strive

to achieve their goals by focusing on their strengths and avoiding
demonstrating weaknesses neglecting multiple other aspects influencing

teacher motivation. FIT-Choice framework attempts to adopt a more

inclusive approach and takes into account multiple aspects providing a

robust and reliable framework generating instrumental knowledge primarily

about what is behind teachers6 motivatio
i nto motives of teacher so career choic
motivations throughout their teaching career (Richardson & Watt, 2010;

2014; Watt & Richardson, 2008). Self-determination theory, likewise, aims

to be more comprehensive, however, as pointed out, the concepts
considered vital -deiogr andi mativiation oh wadtesnd we |l |
cultures (e.g. autonomy) might have different degree of significance in other

socio-cultural contexts.

Undoubtedly, all aspects identified in the above mentioned theories have an
i mpact on t e ac hbehawsodrandare dgrucia in undenstarding
teacher motivation. Nevertheless, the predominantly quantitative research
methods and focus on theoretically preordained factors mean that the
complexity of the concept might be overlooked. This problem has been
identified by a number of motivation researchers. Dornyei and Ushioda
(2011: 4) state t haheorytodatedasmanagediigpr mot i v a't

even attempted i to offer a comprehensive and integrative account of all
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the main types o fKubpnyisva (2Q12) goesrforther and s 06 .
stresses that the complexity of teachers as individuals and their interactions

have not been examined:

We have tended to focus on measuring isolated constructs in an
isolated manner without setting them in a bigger picture of who
the teachers are, what they are striving to accomplish in their
interactions with their students, colleagues, and parents and
why. (Kubanyiova, 2012: 23)

Arriving at this conclusion at the beginning of my doctoral journey, | decided
to try to gain a holistic and multifaceted understanding of teacher motivation
rather than learn about specific, occasionally disconnected elements which
do not portray t he wi der picture. This i mplies
feelings, beliefs, expectations, worries, concerns, fears as well as their
interactions and relationships among many other facets. Having considered
the key teacher motivation theories and being aware of the limitations of
each approach | turn to possible selves theory as one of the theoretical

approaches which could provide the scope for inclusiveness.

3.4 Possible selves theory

The notion of future selves is n ot recent and is rooted i
seminal wor k O0The c 020Kl whhu was ergisallyo f sel f
published in 1890. James argues that the concept of self involves multiple
component stiheckredionhg and pot @01i1:316)] 6 sel v
Al t hough James6 concept of future selves
(Dunkel & Kerpelman, 2006), it has gained more recognition after Markus

and Nuriulksdeagkiomgdarticle (1986) on poss
future guides directing and regulating their behaviour. In the next sections,

first of all, I will introduce possible selves theory which will be followed by

the discussion of how it has been applied in teacher motivation research.

Then | will consider some aspects of possible selves theory which cause

me concern.
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3.4.1 Introduction of possible selves theory

According to Markus and Nurius (1986) people possess images of
themselves in the future, namely, possible selves. They are a part of a
largerself-c oncept and r eshapessantasies gnefears Wrech
emerge from their experiences and are embedded in a particular socio-
cultural and historical context. Although Markus and her associates (Cross
& Markus, 1991; Markus & Nurius, 1986; Markus & Ruvolo, 1989) do not
explicitly classify various facets of possible selves, they suggest that

possible selves can have a number of dimensions: selves which one would

|l i ke to attain (e.g. Ome as a famous sin

is expected to becoge ¢raduatemé) aana col

one is avoiding turning into (e.g.

assumption that possible selves are future oriented constructs, they are
i nterconnected with onebs past and
past selves can be activated in certain circumstances and create a context
for evaluating and understanding not only their current being but also have
an impact on the formation of their future self images (Oyserman et al. 2012;

Oyserman et al., 2015). Hence, possible selves are not disconnected future

6 me

curren

states, i nstead, they are representation

reflections on their past as well as on-going experiences and knowledge

which are then evaluated and projected into future.

Probably the key value of possible selves is that they not only act as a bridge

between different self states but also have a motivational potential i they

can function as guides directing oneds ac

& Nurius, 1986; Markus & Ruvolo, 1989; Oyserman & Markus, 1990; Wurf
& Markus, 1991). The extent of the motivational power of possible selves
depends on their salience and perceived feasibility; more salient and
plausible selves are frequently more elaborate and, consequently, they
regulat e, di r ect andehavioup lmthis casepeaopldase more
likely to develop specific strategies to achieve their desired selves
(Leondari, 2007; Markus et al., 1990). The motivational effect might be
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further enhanced if possible selves are sensed by people as real and

specific rather than dreamlike (Markus & Nurius, 1986).

Further developing the possible selves concept, Higgins (1987) explicitly
defines three distinct self components: actual self which represents the
attributes an individual (yourself or others) believes he possesses; ideal self
related to the qualities an individual (yourself or others) would ideally like to
have (e.g. aspirations, hopes, wishes) and ought self representing the
qualities a person (yourself or others) ought to possess (e.g. obligations,
responsibilities, duties). Based on these self concepts, Higgins introduces
self-discrepancy theory, highlighting that when there is a discrepancy
bet ween patual pnd eéakand/or ought selves, they are motivated
to reduce the incongruity to achieve their desired image which is not
necessarily the ideal one. The central assumption of self-discrepancy theory
is that, although people desire to reduce the discrepancy between their both
ideal and ought states, they are driven by different motivational forces which
create diverse psychological situations resulting in application of different
strategies (Higgins, 1996; 1998; 1999). Ought selves function as bottom-
|l ine goals and might be per ceiailusedo
achieve them is associated with negative outcomes, whereas their
attainment represents absence of negative outcomes. On the contrary, the
attainment of ideal selves is associated with the absence or presence of
positive outcomes (Brendl & Higgins, 1996). Furthermore, the achievement
(or failure to achieve) of ideal and ought selves creates various degrees of
emotional vulnerability; failure to reduce ideal self discrepancy stimulates
emotions connected to dejection (e.g. sadness, frustration) and ought
selves i emotions related to anxiety (e.g. fear, threat). Therefore, an ideal
self has a promotion focus related to progress and growth, while ought self
has a prevention focus controlling the existence or absence of undesirable
consequences in case of not meeting expectations at various levels
(Higgins, 1998).
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|l mportantly, p e dehhvoudr & regutated noteonlyi by theirl
inspirational desired selves but also by their feared selves which usually

emerge from their negative experiences:

Some possible selves stand as symbols of hope, whereas others
are reminders of bleak, sad, or tragic futures that are to be
avoided. Yet, all of these ideas about what is possible for us to
be, to think, to feel, or to experience provide a direction and
impetus for action, change, and development. (Markus & Nurius,
1986: 960)

Clearl vy, desired selves have a positive
(Higgins, 1997; Markus & Ruvolo, 1989) and feared selves are linked to

undesirable, occasionally even harmful, effects such as guilt, depression

and dissatisfaction (Leondari, 2007). It is anticipated that people aim to

reach their positive selves and stay away from feared selves. When these

two desires (achievement and avoidance) occur simultaneously, they create

a balance and boost the motivational power of the desired self increasing

the likelihood of its attainment (Hoyle & Sherrill, 2006; Oyserman et al.,

2012).

As pointed out, the major impact of possible selves is in their capacity to
instigate motivational behaviour, though it is important to note that not all
possible selves trigger an action. In order to cause behavioural changes
possible selves must be available and accessible (Ericson, 2007; Hamman
et al., 2013; Higgins, 1987; Norman & Aron, 2003; Oyserman et al., 2015),
however, availability and accessibility can have both cognitive and social
implications. It has been argued that possible selves are motivational when
they are available (stored) and accessible (activated) in the working memory
(Markus & Nurius, 1986; Norman & Aron, 2003). Yet, importantly, the
activation occurs when possible selves are contextually cued (Oyserman &
James, 2011) which implies that desired selves must be perceived possible

to achieve in a particular social context. To sum up, possible selves
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researchers emphasise that desired selves are sensed as available and

accessible if they are:

T Congruent and connect elbesiedseNessbauld 6s curr

be in harmony with peoplebds actual sel
selves) and, obviously, should not be perceived opposing them (Ddrnyei
& Kubanyiova, 2014; Oyserman et al, 2006). Also, if desired selves are
temporarily IlIinked to oneb6és <current s e
distant, they tend to be more detailed and specific (Kivetz & Tyler 2007;
Oyserman & Destin, 2010; Peetz et al., 2009). In this case, desired
selves are more likely to be felt and envisioned as real initiating realistic
judgements, well-defined action plan leading to planned effort
(Oyserman & James, 2011; Ryan & Irie, 2014).

1 Concrete and contextually situated. Desired self should be specific and
relevant to oneds Iimmediate context r a
Clark, 2003; Erikson, 2007; Fletcher, 2000; Hamman et al., 2013). In
that case, their attainability is less likely to be perceived excessively
difficult. Otherwise, perceived difficulty associated with the realisation of
desired selves might create an assumpt
for people |Iike med (Oyser maase oft al
access might similarly imply that desired selves do not require any
effort. Consequently, both perceived difficulty and ease might have
negative motivational impact and impede actions (Dornyei &

Kubanyiova, 2014).

1 Balanced against feared selves. As noted, the existence of feared
selves in the same domain with desired selves enhances the
motivational effect because people simultaneously attempt to avoid
their negative images and attain positive ones (Ddrnyei & Kubanyiova,

2014; Hoyle & Sherrill, 2006; Oyserman & Fryberg, 2006).

Having introduced the key propositions of possible selves theory, in the
next section I will discuss how it has been applied to teacher motivation

research.
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3.4.2 Possible selves in teacher motivation research

The introduction of possible selves theory in personal psychology has
initiated an intensive discussion and further development of the theory
leading to its expansion into other academic fields including education and
applied linguistics. In applied linguistics, possible selves theory was
introduced by Ddrnyei (2005; 2 0 0 9) in an attempt to ex
motives to study a foreign language in a rapidly transforming world. He
adjusted Hi glydedimensiofal ®lBdopain to the language
learning motivation field and proposed L2 Motivational Self-System where

the ideal L2 self symbolisest he | e ar n e sidbecons gniefficeenti o n
L2 user and the ought-to L2 self is connected to the attributes learners
believe they ought-to have. Acknowledging the importance of the immediate
learning experience and environment in language learning, Dornyei

includes one more component in his model - L2 learning experience.

While possible selves theory has been more broadly used in examining

| earner s6 moDldinyea& Wsbioda, ROO9; tslam et al., 2013;

Lamb, 2011; Oyserman et al., 2006; Taguchi et al., 2009), only a small

number of studies have adopted it to gain insights into teacher motivation

(e.g. Cardelle-Elawar et al., 2007; Hamman et al., 2010; 2013; Hiver, 2013;

Kubanyiova, 2012). The majority of these studies examine novice or pre-
service teacher s6 des.i differdnt stkaged of ftheimr ed s e
teaching practice. For example, Fletcher (2000) explores how student-
teachersodé possi bl e bydheitrelaisishipswih memdrsl uenced
and how visualisation techniques can help them approach desired and

avoid feared selves enhancing their professional development. Hamman

and his associates (2013) focus on the
possible self images as a result of gaining experience, of reflection and of

the input of mentors, as well as revealing the ways these selves regulate

their behaviour.

In language education, the number of studies examining teacher education

through possible selves lenses is very scarce and has mainly been
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employed to investigate teacher development. Kubanyiova (2009, 2012)
examines Sl ovaki an EFL teachersbo possi
conceptual change as a result of their participation in the teacher
developmentcou r s e . To explore | anguage teacher
course and willingness to change, Kubany
motivational self-system and proposes Possible Language Teacher Self

model wherei d e a | teacher self atioadaeddesird&so t each
and ought-to language teacher self r ef | ect s teachersoé6 repr
responsibilities and duties related to their job. Kubanyiova (2009)

incorporates one more constituent in the language teacher self system, the

feared self (Markus & Nurius, 1986), referring to the teacher image one

avoids becoming. This is an important addition because, as indicated

above, salient feared selves can be similarly motivating considering

peopl ebs desire to avoi d tHammanetfaear ed se
2013; Hoyle & Sherrill, 2006). In addition, successful avoidance of these

negative images creates positive feelings which might likewise have an

impact on motivation (Ogilvie, 1987). Based on her findings, Kubanyiova

(2012) ar gues ¢ciicideal teaehersa\ves lis @t the heart of

their motivation to teach, profoundly influencing their choice of

methodologies and their responsiveness to professional training. Her

findings suggest that the success of conceptual change depends on multiple
factors: (a) new 1 deas shoul d be i n h a
possessed ideal self images; (b) there should be a discrepancy between
teachersod6 actual and desired selves; and

with other, more salient, future selves.

White and Ding (2009) similarly turned to possible selves theory to look into

| anguage teacher s 6anehearniygeourasesTheyconfens ul t of

the motivational role of t eacher so6 desired selves for

stressing the social natur e o f the selves; possi bl e

constituted, dynamic, evolving representations of not just the individual self

but of others, and of what | tWhma& be po:
Ding, 2009: 347) . The fact that teachersoé sel
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constructs, formation of which is influenced by important others also
emerges in Kumazawabdés (2013) study of f o
poi nts out that her participantso6é6 early
other initiating self-reflection and gradual adjustment of these self images.

The gap between their actual and desired selves was substantial and,

consequently, hindered their motivational impact. Kumazawa also indicates

t hat the teacherso6 initial i deal sel ves

learners and were disconnected from real-life teaching.

Anot her study | ooking into the relation:
selves and their involvement in professional development was conducted

by Hiver (2013). He found t hatoted€her ean t e
selves, especially in relation to their mastery of English, provided the main

motives for voluntary engagement in professional development.

Importantly, his participantsd desire to develop professionally was

excessively self-oriented and did not seem to involve significant others (e.g.

students).

The key conclusion to emerge from all these studies is the complexity and
dynamism of teacher s 61 gnpisdsidubllteaches seéms ¢os

have multiple, often competing visions of themselves which derive from both

the individual himself/herself and the others. In addition, t eac her s o
willingness to put effort into achieving their desired teacher self images

depends on whether or not they perceive them as possible in their contexts.

3.4.3 Final thoughts on possible selves theory

In the sections above, | have considered the main theories in teacher
motivation research and have argued that they adopt a fragmented
approach to exploring the concept. My argument has demonstrated that
these theories concentrate on only a few predetermined components which
form the basis of each theory. While achievement goal theory (Butler, 2007,
2012)f ocuses on teacher sé desidetegminatmn ac hi ev e
theory (Deci & Ryan, 1985; 2008; 2011) e mphasi ses oneds comp

relatedness and autonomy with the assumption that these are desires
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common to all cultures. Finally, the FIT-Choice framework looks only into
motivations to start a teaching career and does not explore in-service
teacherso6 continuous motivations t
Watt & Richardson, 2008). My discussion of possible selves theory has
illustrated that, unlike these theories, it is more flexible and inclusive; it is
not restricted by a narrow set of predetermined categories and can be
combined with other approaches unlocking a large array of possibilities in
terms of researching teacher motivation. This has been indicated even by
the proponents of expectancy-value theory, Richardson and Watt (2010),
who point out that possible selves theory is a more encompassing approach
which might offer a new perspective on teacher motivation comprising
multiplefac et s i ncl udi ng 6t eachersdé pe
demands and stressfulness, satisfaction and liking, and planned effort and

persistencedo (p. 161) .

Despite all the potential benefits adoption of possible selves theory might
entail for researching teacher motivation, it, nevertheless, has key issues
which are | i nked to the ambiguity o f

insufficient (or lack of) emphasis on the social nature of possible selves.

Since the introduction of possible selves theory it has been extensively
utilised across multiple fields, though researchers used various terms to
refer to these representations: possible selves (Markus & Nurius, 1986);
ideal and ought selves (Higgins, 1987); desired and undesired selves
(Ogilvie, 1987); fantasy selves (Bybee et al., 1997), hoped-for selves
(Hamman et al.,, 2013) and many other future self terms (Oyserman &
James, 2011). This range of expressions highlights the multiplicity of future
selves which seems to contrast with a widely accepted concept of the self
as an overarching and unifying entity involving multiple identities (e.g. Day
et al. 2006; Oyserman et al., 2012; Rogers & Scott, 2008). Baumeister
(1998) stresses the holistic nature of the self and argues that the concept of
possible selves creates misunderstanding because it suggests that people
have multiple representations of themselves (e.g. successful self, parent
self):
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[é ] the concept of self loses its meaning if a person has multiple
selves [é ] The essence of self involves integration of diverse
experiences into a unity [é ] Different people have different
perspectives on the same self, and so there may be variations
among the cognitive representations of the self (e.g. Higgins,
1987), but it is the same self. (Baumeister, 1998: 682)

Considering this differentiation, Oyserman and James (2011) further this
argument and propose that the more accurate term would be possible
identities rather than selves. Specifying that research on possible selves
explores specific social and personal future identities (e.g. successful
student, better daughter) rather than self as a multifaceted and holistic entity
(e.g. Kerpelman & Dunkel, 2006; Oyserman & James, 2009), they conclude:

Identities are the traits and characteristics, social relations, roles,
and social group memberships that define who one is. Identities
can be focused on the past i what used to be true of one, the
present i what is true of one now, or future i the person one
expects or wishes to become, the person one feels obligated to
try to become, or the person one fears one may become.
(Oyserman et al., 2012: 69)

Al t hough 1 do agree with Oys e rthesasnl
will continue using the term possible selves (along with other widely
accepted future self terms) rather than identities for practical reasons; it is
the concept widely accepted and used across disciplines and, therefore, my
usage of other terminology would be improper and might create confusion.

However, | would like to stress that my use of possible selves term will imply

possible identities O6das pr oj e cdonceph s

(van Lier, 2004: 96).

The second point | would like to address is the social nature of possible
selves. Recent works have highlighted that possible selves are socially
shaped constructs and situated in a particular socio-cultural context
(Erikson, 2007; Hogg & Smith, 2007; Oyserman & Fryberg, 2006), yet,
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originally they have been mainly viewed as a psychological concept with an
overreliance on individualism and emphasis on the ego (Harvey, 2014;
Oyserman & James, 2011). It has been argued that human development is
dependent on socialisation which is affected by two seemingly polarised
functions (Adams & Marshall, 1996). The first one, individual function, aims
to enhance p e o p lueigieness and individuality promoting their ego
aspect 1 feeling significant and important. The second one is a social
function which represents p e o p Ihe=d te belong and matter to others,
especially significant others. Although these two functions seem to be

opposing, yet, they are intertwined; it has been repeatedly demonstrated

that the self I's relationally rooted
feature of the selfd (Adams & Mareshal

self is O6constr ucih-eantterxtodu.ghA ak npoewlseodng e mi

context in self formation has been quite commonplace in recent years (e.g.

Dunkel & Kerpelman, 2006; Mercer, 2017a) and a  érpceornstoenx t 0

approach has been identified across multiple fields (Beltman & Volet, 2007;

Ushioda, 2009) stressing that individuals and context are mutually

dependent and are in a ¢éldiymeari &, r eloanpil el

(Ushioda 2009: 218). In language education, this approach emerged as a
reaction to the dualistic perspective on learner motivation, for example,
integrative versus instrumental or intrinsic versus extrinsic (Clarke &
Henning, 2013) focusing on linear cause and effect relationships in order
to arrive at generalisation and generate motivational patterns. Instead, as
Ushioda (2009, 2011) argues, it is crucial to understand the relationships of

various contextual components and consider motivation as a process

deriving from multifaceted inter-mel

contexto rel ati onal Vi ew h as lednere n

motivation; it emphasises that a learner is not an abstract notion and
researchers should consider him/her as a whole and not just as a

constellation of certain learner attributes:

[...] the individual person as a thinking, feeling human being, with

an identity, a personality, a unique history and background, a
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person with goal s, motives and intent
interaction of the self and o6the fluid
relations, activities, experiences and multiple micro- and macro-

contexts in which the person is embedded, moves, and is

inherently part of. (Ushioda, 2009: 220)

Undoubtedly, this quote can similarly be applied to teachers i they are
human beings with their experiences, goals, successes, concerns and fears
rather than teaching robots with specific job responsibilities, knowledge and
skills. They likewise influence and are influenced by heterogeneous,
complex and multi-layered relationships they are a part of. Linking this
argument to possible selves implies that the repertoire of possible self
images emerges from interactions with others (Marshall et al., 2006); they
are co-constructed with others (Frazier & Hooker, 2006) as well as adjusted,
reshaped and/or abandoned based on their relationships with others

(Oyserman & James, 2011).

To link the above argument to this research, | would like to point out that, in

this study, | intended to address the gap in teacher motivation research and

explore possibleselves as a part of fAsocially situ
and mul ti di meatiosal ppem@menion (Wobet, 2001: 328). For this

purpose, | developed a Teacher motivational self framework (see section

2.5 for detailed discussion) combining possibleselves t heory with a ¢
inncont extd6 approach (Beltman & Vol et 200
not impose any fixed theoretical frameworks and, as Ushioda (2009) argues,

can be combined with various theories. The fusion of these two approaches

will provide a more cohesive and wider perspective on teacher motivation

and, consequently, will enhance the study:

[ é] approaching the scientific proj ec
motivation from the angle of distinct theories may not provide the
integrative perspective that would address the vast and complex
universe of phenomena of interest in this domain of inquiry. What

is needed is a scheme that will draw on the complementarity of
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the different theoriesd assumptions a
2014: 54)

3.5 Teacher motivational self framework

As indicated, Teacher motivational self framework (see figure 1) is a
synt hesis of possi bl e-inccenlnt eex ttbh eae@rpy oaarcch
aims to bridge seemingly opposing approaches (individualistic and socio-
cultural) in teacher motivati on research. Si mi
classification (2009), the self components (three small circles) of Teacher
motivational self framework represent ideal, ought-to and feared teacher
selves servingas teacher sd vi si odhgheyaftempttoei r i ma

approach and/or to avoid (this has been discussed in detail in section 2.4).

The self elements are placed into bigger circles representing various layers

of the context. The common meaning of context is identified by Cambridge

English Dictionary (2017) a sthedituation within which something exists or

happens, and that can help explain i twiich might suggest that context

primarily refers to a spatial dimension. Yet, the etymology of the word
provides a more inclusive understanding;
6contextusd where 6cond means O6togetherd
Latin O6contextusd is defindbed avndcoheert g
represents Oweavingd and O6joining togeth
This suggests that a context can be viewed as a multifaceted construct

which involves not only a physical setting but also multiple social, relational

and temporal dimensions. Therefore, in this study, | identify context as a

space where relationships originate, grow and are continuously shaped and

reshaped giving meaning to actions and creating coherence within that

space. From this perudpeadtiimeen,si ommatl é&x ta nids
comprising entangled relationships as we

the cultural and social environmentoé (Bel
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Figure 1: Teacher motivational self framework
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Since the framework was created with the aim to explore teacher motivation,
| identify three layers of context recognised in educational research (Dinham

& Scott, 2000; Layder, 1993): classroom context, school environment and

socio-cultural context. The terms 6contexto6é and

6envi
similar concepts and | use them interchangeably throughout this thesis.

The first layer refers to the classroom as the context most associated with
teacher-student interaction and development. It is a space where every day
processes of teaching and, hopefully, learning occur impacting on both

teachersbo a nlmkhavibuesa experiense8 and relationships

(Chambers, 1999; Dornyei, 2001; Hobson et. al., 2007). Not surprisingly,
the studies focusing on teachers and/or learners frequently involve a

classroom component in an attempt to capture multiple real-life processes
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and to understand their causes and impacts (e.g. motivation, classroom

management, learning outcomes, achievement). In terms of teac her s o6

possible selves, research suggests that classroom context is probably the
space where their selves engage in ongoing motivational (or demotivational)
processes and experiences leading to continuous questioning, evaluating
and re-examining of their actual and possible teacher selves (Hamman et
al., 2013; Kubanyiova, 2012).

The second layer represents school environment which comprises
elements beyond the classroom and are linked to a wider context -
educational institution and its community (e.g. school, university). The
school level context has been frequently associated with studies focusing
on educational administration and work atmosphere (Fraser, 2012), yet, it
is more inclusive than that and, with regard to teachers, this layer involves
factors like curriculum and workload as well as a large array of
relationships: teachers with colleagues, supervisors, administrators,
principals and heads of departments among many other members of the
educational organisation (Dérnyei & Ushioda, 2011; Fraser, 1986; Hobson
et al., 2007). Although in many studies classroom context and school
environment are considered as separate constructs (Dinham & Scott, 2000;
Fraser, 2007), in this framework they are organically interconnected;
classroom context is situated and embedded in a more global school

environment.

The largest layer represents the socio-cultural context. It has been argued
that our experiences are fisociocu
2010: 422) and the devel arpaffected by théir
engagement with the environment, suggesting that people and their socio-
cultural environment are mutually dependent and complement each other.
This dependence is reflected in the way people socialise in a given socio-
cultural community and how they regulate their behaviours to match them
with the characteristics of their socio-cultural context (Kitayama et al., 2007).
Consequently, human beings are continually shaped by their environment

and their thinking and behaviours are determined by culture specific norms
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(Shweder, 2003). Therefore, in this framework socio-cultural context
represents the environment where cultural and societal norms are shaped
and developed. With regards to teachers this is linked to societal attitudes
towards teachers, cultural expectations of the qualities teachers should
possess, state educational policies among many other factors (Dinham &
Scott, 1998; Dornyei & Ushioda, 2011). The impact of socio-cultural factors
on the devel opment ofs emndians éxperienagesandh | ues,
motivations has been acknowledged by many researchers (Borg, 2006a;
Cooper & Olson, 1996; Watt et al., 2012; Zembylas, 2003); 'proper’ teaching
and qualities of a good teacher in one culture might be dissimilar to those in
other environments (Borg, 2006b; Clarke, 2008). The socio-cultural impact
on teacher selves might be especially significant in case of EFL/ESL
teachers who frequently teach in different parts of the world; being born,
raised and educated in historically, socially and culturally diverse contexts
and having different experiences might lead to having diverse concepts
about teaching/learning which might affect their perceptions of desired

teacher selves.

Having introduced all three layers of context, | do not intend to claim that
this conceptualisation will allow me to accurately depict the complexity of
contextual developments. By contrast, | would like to emphasise that this
division is symbolic and is not clear-cut; that is why the boundaries of the
layers are interrupted rather than solid lines. Obviously, multiple other
meaningful micro-contexts (e.g. a context of an activity) emerge, evolve and
co-exist within and in between these dimensions. However, | still opted for
distinguishing the layers to highlight that teachers are influenced not by an
abstract notion of context, but they are immersed in and affected by the
factors at diverse environmental levels in which actual and possible teacher
selves evolve. | would also like to highlight that despite having distinctive
features all the layers of the framework are interconnected implying that

each of them both affects and is affected by the other components.
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3.6 Chapter summary

In the literature review chapter, | have introduced the theoretical
developments in the motivation literature with a particular focus on teacher
motivation research. | have provided a brief history of motivation research
in psychology, the field it originated in. Initially, understanding of motivation
was rooted in behaviourism implying that people behave in certain ways
depending on the stimuli they receive. After this approach a number of
needs satisfaction theories (Alderfer, 1969; Herzberg, 1968; Maslow, 1943)
became popular proposing that humans are driven by their desires to satisfy
various levels of needs and their feelings of satisfaction/dissatisfaction
depends on that. This was followed by a cognitive turn in motivation
research; the scholarsdé attention
information processing mechanisms resulting in multiple theories focusing
on goals, achievement, expectancy of success, self-efficacy, self-worth
among many other constructs. Considering all these theories, | turned to
possible selves theory (Markus & Nurius, 1986) as the one which offers a
more holistic and inclusive approach to teacher motivation and allows to
view teachers as individuals with all kinds of complex experiences,
relationships and feelings instead of concentrating on only a limited number
of restricted aspects of their behaviours. To stress the importance of

relationships with others and the embeddedness of selves in context, |

combined the possi bl e seihoeerst etxhtebo rrye Iwaittif

approach (Ushioda, 2009) and put forward Teacher motivational self
framework merging the possible selves components and multiple layers of

context.

This chapter has demonstrated the complexity of the phenomenon of
motivation and how researchers have attempted diverse approaches to gain
an understanding of its nature and what might affe ct peopl ed s
behaviour. It has also highlighted that in spite of the fact that motivation
studies have flourished across different disciplines, surprisingly, teacher

motivation is an under-researched area which suggests that there is a need
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for studies which could shed light on understanding of teacher motivation.
This enhanced my initial curiosity in this area and led to the formulation of

the research questions.

3.7 Introducing the research questions

| began this chapter by arguing that the ambiguity of the motivation construct

results in abundance of definitions across and within various fields and
adoption of one or anot her definition
standpoint. Having introduced the theoretical framework | adopt for this

study, | can now present the definition which will reflect it. Motivation is

frequently defined in terms of what instigates and directs certain behaviour

and how that behaviour is maintained (Kleinginna & Kleinginna, 1981),

Linking this definition to the Teacher motivational self framework, | suggest

that:

Teacher motivation is a driving force emerging from the
i ndividual s6 desire to maintain and f
selves which are shaped and reshaped in ongoing negotiations

with others at multiple contextual levels.

Consequently, the research questions of this study are connected to
this definition:

1. How have the participants' possible teacher selves evolved

throughout their career so far?

T What were the participantsd nsh?i ves t

1 How did the participant-teachers envisage their ideal, ought-to and
feared teacher selves at the beginning of their career?

1 How do the participant-teachers envisage their current ideal, ought-
to and feared teacher selves?

1 How do the participant-teacher sé current teeaecher sel
motivation to teach English?
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2. What contextual factors have influenced the evolution of the
participants' possible teacher selves?
T How has the classroom cont eassiblei nf |l uen:
teacher selves?
T How has the school environmmssblei nfl uen
teacher selves?
1 How has the socio-cul t ur al context i nfluenced

possible teacher selves?

The next chapter will discuss the research design and methodology which |

adopted to answer these questions.
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Chapter Four: Research design

Qualitative research is kinda |i ke
way of makind it. But 1 f weodre al/l

we know if we hit the nail on the head? Some folks call it fAcredi
or Atrustworthiness. o | just call it
my findings,andIlseeot her peopl ebs -bavenadditer-noddi
heariné 6em say out | oud, AThatodés righ

horns and caught the real thing.

(Saldafa, 2014: 978)

4.1 Introduction

In this chapter, | will introduce my methodology and research design as well

as will reflect on the reasons informing my decisions at various stages of

the data generation process or, referringtoSal dafads (20mMyd) met a

way of making meat loaf. First, | will discuss my research stance
demonstrating how my ontological and epistemological assumptions have
informed my research. Then | will introduce the methodology | adopted for
this study i a case study approach. The next sections will detail my research
design. In the section devoted to participants, | will explain my sampling
decisions and recruitment process followed by a brief introduction of the
teachers and ethical issues | had to consider. The data generation section
will involve details about the tools | employed to collect the data (interviews,
classroom observations, post-observation interviews, reflective journal and
research journal). In the following sections, | will elaborate on the pilot study
and illustrate how | collected and analysed the data. Finally, the concluding
sections will illustrate the impact of the study on the participants and the
measures | have taken to ensure trustworthiness. To be transparent, | will
also reflect on the challenges | faced at various stages of the data collection

and analysis.
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4.2 My research stance

In the literature review chapter, | have presented the Teacher motivational
self framework with the aim to explore and understand teacher motivation
as a holistic phenomenon. As indicated, the framework allows to consider
teachers as human beings with their concerns, worries, feelings,
experiences and relationships. The development of this framework has
been informed not only by the literature | have read but also by my
perceptions of reality and being (ontology) as well as the construction of

knowledge (epistemology).

The previous sections have demonstrated that | do not intend to find an
absolute truth or arrive at generalizable conclusions in this study. The aim
of my study is to explore and understand the participant-t e ac her s 0
motivation through the lenses of their possible teacher selves and,
therefore, the paradigm corresponding my viewpoints is interpretivist. It
postulates that there is no one objective reality, on the contrary, there are
multiple realities because the reality is perceived differently by different
people (Creswell, 2013; Mack, 2010; Merriam, 2009). Considering that, in
this study, the participants interpret and reflect on their experiences, beliefs
and relationships in the process of their teacher self evolution, | position
myself within the constructivist dimension of the interpretivist paradigm
which stresses that human beings construct their reality through their
interpretations of what surrounds them or happens to them (Gray, 2013). In
this case, my role as a researcher i s umderstaind, explain, and demystify
social reality through the eyes6of my participants (Cohen et al, 2007: 19)

which | have attempted to do when conducting the study.

Obviously, my philosophical stance has affected the decisions | have made
throughout all stages of the research design and methodology. This is

discussed in the following sections.
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4.3 A case study approach

Considering the aims of the study and my ontological and epistemological

stance, | adopted a case study approach as the most appropriate

methodology. A case study is a type of research focused on a single

i nstance of real people in their context

andenrich the repertoire of socialbl)ctonstr uc:
enables to explore O6the complex dynamic
events, human relationships and other f a
et al., 2000: 181). A case can involve people, programmes, institutions,

organisations and other units provided that it comprises a single entity rather

than a sum of disconnected parts (Cohen et al., 2000; Merriam, 2009).

Since | am exploring individual iheachers

this research, | consider each participant to be a case.

Despite various definitions of a case study, many scholars stress its
singularity, importance of context and boundaries as well as multiple
sources of data collection and in-depth analysis (Lichtman, 2012). Yin
(2014: 16) defines a case study as an empirical inquiry which investigates
a contemporary real-life phenomenon (the fAmdarsieso) i n
entirety. He suggests that case study research can be used especially when
(a) the research is centred on the phenomenon in its real-life context; (b)
the study invol ves Oand(e) the raseadchedhadliftled que st i
control over the explored phenomenon. Obviously, teacher motivation is a
real-life phenomenon which | explored in its natural environment i university
setting in Armenia. | have argued above that it cannot be considered
detached from the context and the Teacher motivational self framework
stresses the embeddedness of teachers in multiple layers of context. The
research questionsoft hi s study also fit moshafo Yinds
themar e O6howd quest i orusderstanding ang epldratidhnoc us on
of teacher motivation by combining the possible selves and person-in-
context perspectives which is quite an uncharted approach. Finally, | did not

have any <control 0 teacher delh @evelppenent and i pant s 0
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motivation and my aim has been just to uncover and understand their

perceptions and behaviours.

The classification of case studies differs as well. Stake (1995) identifies
three types of case studies: intrinsic case studies (to better understand the
particular case), instrumental case studies (to provide insight into the issue
or theory); and collective case studies (to compare cases and to gain a more
thorough understanding). Stenhouse (1985) suggests four types of case
studies: an ethnographic case study (single in-depth case study usually
conducted by means of observations and interviews), action research case
study (to bring a change in the case), evaluative case study (to evaluate a
program) and educational case study (to enhance the understanding of
educational action). Finally, Yin (2014) proposes another distinction:
exploratory case study (to explore the phenomenon), explanatory case
study (to test theories), descriptive case study (to provide narrative
accounts) and multiple case study which is si mi | ar to Stakeods

collective one.

Initially, | was inclined to conduct an ethnographic case study. Ethnography
is an approach particularly used when the focus is on the local context and
cultural understanding (Merriam, 2002). It aims to make social behaviour
comprehensible by drawing out socio-cultural knowledge from participants
and is related to the full array of social behaviours in the particular setting
(Pol e & Morrison, 2003) . Et hnography &6gi v
| ocal cont ext 0 1)which proveles areoppportuditptd uhcover
the link between i n d i v ibeliefsasahdspdactices, and their environment.
However, ethnographic research implies long-term presence in the field in
order t o become familiar wi t h particip
understanding. This appears to be the main reason to reject this approach
because, due to my family commitments, | was not able to spend a
prolonged period of time in the research field to be fully immersed in the

context. Consequently, | had to select another approach.

57



Considering that the aim of my study is to explore and understand teacher
motivation phenomenon, | opted for an exploratory multiple case study. An
exploratory approach provides6 f | exi bi Il ity and otheenness?d
topic (Swanborn, 2010: 30) which increases the possibility of uncovering
interesting developments. Although in this approach researchers usually do
not have a predetermined hypothesis, they often have a theory in mind (in
this case a Teacher motivational self framework) to guide throughout the
research process which later may be developed, altered or replaced with a

new one.

Similar to other research methods, a case study approach has its
advantages and limitations. One of the main advantages is that it allows
observing the phenomenon in its real context and discovering its causes
and effects. In addition, a case study research methodology involves
multiple sources of data collection such as interviews, documentation,
questionnaires and artefacts which add breadth and depth to data, allows
triangulation and contributes to the validity of the research (Yin, 2014).
Furthermore, case studies can provide a complete, in-depth analysis and
shed light on concepts leading to the creation of new hypotheses which can
be later examined using various research designs. This method is especially
beneficial for exploring uncharted research areas and providing an

understanding of longitudinal processes (Duff, 2008).

Despite all the benefits the case study approach offers, it also has its
limitations. One the main concerns related to case studies is its lack of
generalisability which is a key issue with qualitative research in general
(Cohen et al., 2000; Dornyei, 2007). However, the goal of case studies is
not to generalise but to obtain in-depth insights into complex phenomena
and issues rooted in particular socio-cultural contexts (Hammersley et al.,
2000; Duff, 2008). Interestingly, some of the case study advocates state that
a certain type of generalisation can be applied to case studies as well. For
example, Yin (2014) argues that case studies aim to expand and generalise
theories which implies analytic rather than statistical generalisation. Other

researchers propose to substitute the term generalisability with
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transferability which entailst he degree of similarity; i
descriptiond of context, the reader wil/
a link between the study context and their own context (Lincoln & Guba,

1990). However, it is argued that in some cases not the transferrable

similarity but rather differences help enrich understanding (Donmoyer,

2000). This means that qu alndenstantdingwofe r es e a
oneds own as well as otherds contexts anc
di fferences across setti B2y As mentibnedc as e s 6
above, | do not intend to claim that the findings of my study are

generalizable, although the Teacher motivational self framework might be

applied to other contexts and the findings emerging from this study might

similarly resonate with teachers in other contexts.

An additional limitation of case studies is claimed to be its subjective nature.
The researcher might possess preconceptions and be biased which might
have an impact on the whole process of data collection, analysis and
interpretation (Merriam, 2002), yet, this can likewise be applied to other
research methods, especially the ones used in social sciences (Duff, 2008).
Stake (1995) opposes the claim that subjectivity raises questions about the
reliability of findings in qualitative research and argues that subjectivity
enriches qualitative studiesandi s O6an essentialneilrgn&nt o
(p. 45). At the same time, he emphasises that the researcher should be
cautious and take measures to avoid misunderstanding. Bearing this in
mind, | provide detailed information and reasons with regard to coding,
analysis and interpretations to reduce the degree of subjectivity and
increase the reliability of this study (Duff, 2008).

Another criticism of case study research concerns manageability of data.
There is a risk to cover a broad area leading to gathering enormous data
which might be difficult to manage, analyse, interpret and report (Hodkinson
& Hodkinson, 2001). To avoid this problem a case should be bounded by
time and space (Creswell, 2012b; Yin, 2014) as well as be well planned,
organised and methodologically clear (Duff, 2008). Therefore to reduce the

limitations of my study and to make sure the data was manageable, |
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followed the advice of case study researchers (Duff, 2008; Yin, 2014) and

restricted the study by:

1 space i the participants are teachers from three universities in Armenia
(see section 4.4)

1 timei the study was conducted within a specific time frame (see section
4.8)

1 number of participants i | recruited six teachers to participate in this
study (see section 4.4)

1 type of datato collecti | selected interviews, observations and reflective
journals as my main data generation tools (see section 4.6).

Having discussed my research stance and methodological approach, in the
next sections | will elaborate on the methodological details of the study

starting from the participants.

4.4 Participants

In this section, | will present my sampling approach for this study as well as
how | accessed and recruited the participants and what informed my
decisions. | will also reflect on the challenges linked to the recruitment
process. After that | will introduce the background information about the
participants and, in the final section, | will reflect on the ethical

considerations | have dealt with throughout this project.
4.4.1 Sampling

My decision to conduct the study with language teachers at the university
context was threefold. Firstly, there has been a lack of studies with teachers
of English at higher education environment; most of teacher motivation
studies have been conducted in school settings (Sahakyan et al., 2018).
This is the case in spite of the fact that universities are becoming
increasingly concerned with teaching quality to gain a higher position in
tertiary sector league tables (Dill & Soo, 2005). This lack of research in this

area is especially striking in Armenia; | am not aware of any studies looking
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into teacher motivation in Armenian higher education setting. Therefore,
conducting a study in this context could uncover interesting developments

and contribute to the research body.

Secondly, Armenian higher education is the context | am most familiar with
which implies that | am aware of the peculiarities of both the environment
and the teaching profession within that context. Finally, it was easier for me
to obtain access to the Armenian higher education; a researcher needs a
permission only from the authorities of the university while in the school

context one has to get an approval from the Ministry of Education,

headteachers and (svenuifde rstudy did nptafocesnon s

students, | still would have had to obtain par ent sd consent

intended to observe the lessons).

Given that the main goal of sampling in qualitative research is to locate

participants who can O6provide rich

sampling method to recruit the teachers. The logic of purposive sampling

i mplies selecting the participants

can learn a great deal about issues of central importance to the purpose of
the rese ar c h 6 , (99 160)o The main disadvantage of purposive
sampling is subjectivity which | minimised by identifying clear criteria for
parti ci panidetérmiged thesecriterieas t he p asodot
cultural background and an experience of teaching English at the university
level in Armenia. Considering the social and historical developments in the
country, | intended to have a heterogeneous sample: local teachers with
Russian and Armenian educational experiences as well as native speaker
teachers. Recruiting the participants with various backgrounds and teaching
experiences could enable me t o gai n i nsi géhaveoursi
experiences and beliefs from different angles and capture a wide range of

perspectives related to teacher possible self evolution and motivation.

After making a decision about the recruitment criteria, | had to determine

how many participants would be sufficient for the aims of my study. While
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scholars agree that qualitative research focuses on meaning making which
implies that its sample should not be as large as in the quantitative studies,
yet, there seems to be no consensus about what number is enough or how
to determine the sample size (Mason, 2010). When debating on the issue
of the sample size, qualitative researchers (e.g. Glaser & Strauss, 1999;
Lincoln & Guba, 1985) insist that saturation, a point when no new
concepts/ideas are revealed, should be the main criteria determining the
number of participants in qualitative research. This implies that the research
should be open-ended and decisions about the sample size, the amount of
data collected, the length of the study should not be restricted.
Nevertheless, saturation can be an issue with studies like this one when
there are clear restrictions in term of time frame and resources. Some
researchers state that there are no detailed guidelines for establishing
saturation and, consequently, it is frequently claimed after superficial
analysis (Bowen, 2008; Guest et al., 2006). Dey (1999) even argues that it
is a controversial concept and there is always a potential to uncover
something new if researchers explore phenomena in more detail. Guest and
his colleagues (2006: 59) conclude that @lthough the idea of saturation is
helpful at the conceptual level, it provides little practical guidance for
estimating sample sizes for robust res ear c h prior t o dat a
Therefore, some scholars argue that, instead of focusing on saturation, the
size of the sample in qualitative studies should be determined by study aims
(Mason, 2010; Guest et al. 2006; Ritchie et el., 2003). The sample size
should be sufficient to be able to collect rich data and properly analyse it in
order to reveal the key insights of the researched phenomenon (Charmaz,
2006; Mason, 2010). Ritchie et al. (2003) identify several factors which
could be influential when making a decision about the sample size. | used

the following ones to determine the sample size in this study:

Heterogeneity of population
Number of selection criteria

Types of data collection

= =2 4 =

Budget and resources available
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As explained above, in order to detect and uncover a range of factors linked
to teacher motivation, | intended to have heterogeneous sample and
identified two selection criteria (background and teaching experience of
English at higher education). My decision to use multiple data collection
tools T interviews, observations, post-observation interviews and a
reflective journal (see section 4.6 for detailed information about the data
generation tools) was similarly driven by the aim to gain in-depth
understanding of teacher motivation phenomenon. These two factors
suggest that the sample size had to be small (Ritchie et al., 2003): fewer
selection criteria require smaller sample and multiple data collection tools
imply generating more data which might become unmanageable with larger
samples. In addition, as a doctoral project, this study was temporarily bound
and had limited resources and budget which similarly restricted the sample
size. Therefore, | recruited six teachers to ensure the diversity of sample,

manageability of data and resources.
4.4.2 Access and recruitment

Initially | planned to conduct my study at department X of university A (the
real names of the universities and departments are not provided to protect
the participantsdé identity) where

the staff and aware of the idiosyncrasies of the context. In addition, it was
one of the few (if not the only) universities in Armenia where | could have
access to teachers who were native speaker of English. Being aware of the
gatekeeping issues (Richards, 2003), | met with the dean of the department
when on holiday in summer 2014 and introduced the aims of my research
and expressed my desire to conduct it at department X. She agreed and
requested me to send her my research proposal after | passed the transfer
viva. However, when | arrived to start my research in November 2014, she
rejected my access to the teachers stating that she could not allow them to
participate in the study because of their busy schedule. | felt frustrated and

this transpires in one of my reflections:
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I feel sSbe isasuohy anyudpredictable person! Whoever |

met from the department complained about her but some of them

did not dare to say that at the universityé .| wonder why she does

not want me to conduct my study there. Her official version is the
teachersdé busy schedule but | worked th
perfectly. Besides, the teachers are the people to decide whether

they can or cannot participate in the study. Even the way she talks
about the teachersis shockingi 6 my t eachersd, Ol <canét

t e a ¢ H agifghéy are her possessions. (An extract from the field

notes - November 7, 2014)

I met with several teachers and members of the administrative staff who
revealed the tensions and complicated relationships in the department. The
dean probably assumed that the teachers might complain about the
management in the department and tried to prevent my access to the
teachers. After the initial shock and understanding that gaining access
involves not only strategic planning but also persistence and luck (Feldman
et al., 2004), | met with the lecturers from another department and a former
colleague of the dean to seek advice on how to deal with this issue. | was
i nformed that i n the deands case everyth
was advised to approach her again. After the second meeting with the dean,
she agreed to allow the teachers to participate in the study but set several

restrictions which could ruin my study:

After the second meeting with the dean and explaining the aims of
the research and the method, she sent me an email stating that |
could conduct my study in June and July (who teaches during these
months?!) and she could give me 3-4 teachers but not a native
speaker. That s ridicul ous! The whol e
research at the university A is having native speaker teachers as

well. (An extract from the field notes - November 12, 2014)

Subsequently, | decided to contact a person higher in hierarchy still

persisting to obtain an access (Shenton & Hayter, 2004). | electronically
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contacted the vice-president of the university and met with him explaining
the aims of my research and how it could benefit the teachers and the
university. | also shared my unsuccessful attempts to gain a permission from
the dean of department X. The vice-president seemed to be genuinely
interested in the study and assured to discuss the issue with the dean and
find a solution. Although he seemed fully supportive, | was wasting my time
while waiting for the official permission to start the study (which | eventually
gained).

Meanwhile, after experiencing the gate-keeping challenges, | decided to

|l ook for other posgi bnhl dbobes unyi hgsbomeok
(Feldman et al. 2004: 8) drawing on the networks | developed when

teaching in Armenia. | decided to conduct a few preliminary interviews with

teachers from other universities; the data emerging from these interviews

appeared to be rather interesting and rich. Considering that participant
requirement is about o6finding the right
2004: 8), | made a decision to continue the study with them rather than

recruit all the teachers from the same university as had been initially

planned. In addition, having teachers from different universities would shed

an additional light on understanding teacher motivation as it is also affected

by the layer of school environment such as management, relationships with

colleagues and workload among many other factors (Dinham & Scott, 2000;

Dornyei & Ushioda, 2011). Therefore, | decided to recruit teachers from

three universities which will be addressed as A, B and C to protect the
participantsd anonymity.

These universities differ in their status in the Armenian higher education
landscape. University A is one of the top universities in the country and
offers state-of-the-art facilities and has all the necessary equipment to
ensure quality education (see Appendix A for the classroom photos).
University B similarly enjoys a high status, although it is slightly behind
university A in ranking. Both universities offer higher remuneration
packages to teachers in comparison to other universities butt eac her s 6

salaries in university A are the highest in the country. By contrast, university
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C is considered to be an average university which does not set high
entrance requirements for students and has out-of-date and minimally
equipped classrooms. For example, in the languages department, only one
classroom had a projector which the teachers needed to book in advance if
they wished to use it. It is also important to mention that the status of English
courses was different in the universities. In university A, the courses were
not a part of the degree program and were offered by department X which
was open to public, while in universities B and C they were compulsory

EFL/ESP courses for all undergraduate students.

One of my former colleagues who participated in the pilot study (see section
4.7 for the pilot study details) invited me to visit the university where she
was teaching in (university C) ensuring that the authorities in her institution
were very supportive. | was introduced to the head of the English
department who immediately granted a permission and | finally could start
my data collection. Similarly, | was welcomed to conduct my study in
university B, which | contacted following the suggestion of another
colleague. While waiting for the response from university A, | started
conducting interviews in universities B and C. | recruited three teachers from
university C two of whom (Nelly and Lara*) where my former colleagues
when | was teaching at university A. At the time of my data collection, Nelly
was teaching both at universities A and C and Lara, who used to teach at

both universities, was teaching only at university C.

| was aware of the fact that being former colleagues could negatively affect
the study (Seidman, 2013), however, we were not friends and had sufficient
distance which could minimise undesirable consequences. When | worked
in university A, they both were temporary employees and we met
occasionally during staff meetings which were held once in three-four
months. Moreover, the relationships among teachers were very formal at

the department because of the stressful atmosphere and competitiveness

AL participantsd names are pseudonyms t
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created by the management. Although | have acknowledged the fact that
having shared experiences could have undesirable consequences for my
research, | also realised that it could help me create rapport and generate
rich data (Garton & Copland, 2010) (see section 4.4.4.1 for details about

developing rapport with the participants).

In addition to Nelly and Lara, | recruited the third participant from university
C - Marine Grigorevna®. She belonged to the older generation of teachers
who was educated and spent a large portion of her teaching career in the
Soviet Union. Considering the Soviet past of Armenia and the fact that
numerous Armenian teachers had gone through similar experiences, | really
wanted to have a participant with that background. When | approached her
and explained the aims of my research and how | intended to collect the
data, she agreed to participate but stated that she did not want me to
observe her classes (the issues with observations are discussed in section

4.6.2) which I, of course, consented to protect her welfare.

Similarly, | received a permission from university B and recruited two
teachers from that institution i Anna and Shushan. By the time | was finally
granted an access from university A, | had already conducted the
preliminary interviews with other teachers which seemed to provide
interesting data and | decided to recruit only a native speaker teacher from
university A in order to have the participants from diverse socio-cultural

backgrounds. This participant was Tom.

After being granted access from the university authorities, | called the
teachers and arranged a meeting with them at their universities to discuss
the study. I introduced myself, my teaching and research experiences, the

reasons for my interest in the topic, its importance and distinctiveness from

5 Marine Grigorevna is a Russian way to politely and formally address people where Marine

is the first name and Grigorevna indicates

way | addressed her throughout the study.
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similar studies in the field. | also gave the teachers the information sheet
and explained what the participants would be expected to do during the
study. Bearing in mind that in Armenia confidentiality is frequently not
preserved, | emphasised its importance and even mentioned the possible
consequences | would face in case of information disclosure. Before the
first interview, the participants were given the Participant Information Sheet
(Appendix B) and Consent Form (Appendix C) to read and to sign if they
wished to take part. Eventually, | recruited Tom (university A), Nelly
(university A and C), Marine Grigorevna and Lara (university C), Anna and

Shushan (university B).
4.4.3 The teachers

In this section, | will provide a brief background information about the

participants of the study. The tabl
pseudonyms, their age at the time of the study, sex, first and second
languages, origins, education, number of years teaching as well as the
universities and courses they were teaching.
Tablel: The participantsd background
Partici- | Age Sex 1st and 2@ Origin Education Number | Universities
pants languages of years | and courses
teaching | taught
Anna 30 female | L1- Armenian | Armenian | English school; 9 University B
L2 - Russian | from BA, MA in English (EFL/ESP
Armenia and Spanish; courses)
Master 6s g
Communication &
Administration of
Cultural Affairs;
4t year PhD
student
Tom 55 male L1- English Armenian | Boarding schoolin |5 University A
L2 -Armenian | from the the UK; (EFL courses)
UK; Bachel or 6s
moved to | in Mechanical
Armenia Engineering (UK);
in 2005 CELTA
Nelly 36 female | L1- Armenian | Armenian | Russian school; 10 University A
L2 - Russian | from BA in Linguistics; (EFL courses)
Armenia MA TEFL; University C
2" year PhD (EFL/ESP
student courses)

68



Lara 34 female | L1- Armenian | Armenian | Russian school; 8 University C
L2 - Russian | from BA in Roman and (EFL/ESP/Lin
Armenia German languages; guistics
MA TEFL; courses)
2nd year PhD
student
Marine | 64 female | L1- Russian Armenian | Russian school, MA | 40 University C
Grigor- L1- from in Russian and (EFL/ESP/Lin
evna Armenian® Armenia English Languages guistics
moved to courses)
Armenia
at the age
of 10 from
Georgia
31 female | L1- Armenian | Armenian | Armenian school, 7 University B
L2 - Russian | from BA, MAin (EFL/ESP
Armenia Linguistics; courses)
PhD (completed in
May 2015)

Tom is an Armenian who was born in Iran. At the age of six he moved to
the UK with his family where he attended, as he stressed,a or e a l
ng Af t
started a motorcycle business which he successfully managed for 22 years.

boar di school near London.
In 2005, he decided to move to Armenia with his family where he initially
tried to establish a new company. However, after this unsuccessful
business attempt and finding out that his nativeness gave him an advantage
ofspeaking ¢é6éreally good Englishbé,

English teacher. He completed a five week CELTA course in London and
returned to Armenia where he immediately was offered an EFL teaching
position at university A. At the start of the data collection, he was teaching
there for five years. Although Tom had an Armenian origin, he was not fluent
in Armenian language; he could communicate in Western Armenian but did
not feel comfortable speaking it. He preferred to use English which was his

first language.

Nelly was sent to a Russian school where both the materials and the

language of instruction were Russian. However, in 1991, after the collapse

Iy
er

goooc

earn

Tom dec

6 Marine Grigirevnaconsiders botlRussian and Armenian as her first langsagéhough she is

more confident in Russian.
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of the Soviet Union following the national movement of independence and

emphasis on Armenianness (Abrahamian, 1998), Nell yds parents
her to an Armenian school where she struggled with Armenian as the

language of instruction. Eventually, she returned to her initial school and,

after completing it, entered one of the newly opened universities majoring

in English. During her last undergraduate year, Nelly met a friend who

fervently shared her experience of studying at university A, and this
affected her desire to pursue her master
her studies, Nelly was offered a job at university C where she was teaching

for approximately ten years when | recruited her. She was occasionally

offered a short-term employment at university A to teach various EFL

classes. At the time of data collection, Nelly was in the second year of her

doctoral study. Similar to the other participants who were pursuing a
doctoral degree, Nellybés main motive was

the university.

Lara was born in Armenia and, similar to Nelly, attended a Russian school
because of the assumption that Russian schools provided better education.
When the Soviet Union collapsed, her school had to switch to Armenian
causing numerous problems both for teachers and pupils who had
difficulties teaching and studying in Armenian. After leaving school, she
entered one of the most prestigious universities in the country majoring in
English. Although she excelled in the entrance examination which tested
mainly grammar, her spoken proficiency, she pointed out, was very low.
After the graduation, she started working at a tourist agency where she was
constantly nervous due to still persisting lack of English communicative
skills and the temperamental manager. Eventually, Lara resigned and,
foll owing her mother 6s aderedaneMAITBFLpi ck a
programme at university A. While studying, she received an offer to teach
at university C which she accepted after certain hesitations.
Simultaneously, she occasionally taught English at university A for

approximately two years. At the time of the study, she was teaching various
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English courses at university C for eight years. Together with Nelly, Lara

was pursuing a doctoral degree.

Marine Grigorevna belongs to a familyofGenoci de survi vor s; h
family fled the massacre in Turkey in 1915 and resided in Georgia where
Marine was born. At the age of ten she moved to Armenia with her family
where she attended a Russian school. After leaving school with merit, she
unsuccessfully attempted to enter a top university in Moscow and then
returned to Armenia missing an opportunity to enter the university that year”.
She worked in a factory and the next year Marine Grigorevna entered one
of high ranking universities in Armenia with a major in Russian and English
languages. As one of the best students, she was offered a teaching position
in her university which was very uncommon for that period. During the Soviet
times, after graduation teachers were usually given a position in remote
areas where they had to teach for approximately two years and only after
that they could obtain a job in their preferred area. Marine Grigorevna had
an extensive teaching experience of forty years in different universities. She
was teaching various English courses at university C when | recruited her to

participate in this study.

Anna was born in Armenia and received her education in Armenia.
Realising the growing importance of English, her parents sent her to a
specialised English school. Interestingly, unlike Russian schools, the
medium of instruction in other specialised language schools was Armenian
but the number of language hours (e.g. English, French) was higher in
comparison to other schools. Anna was very ambitious and was always
striving to achieve the best possible results. She completed her university
studies majoring in English with a distinction, won a scholarship and
participated in a two-week programme in South Korea. Anna excelled even
in Seoul and the local paper published an article about her. Later she was

7In Armenia, people can apply to the universities only in summer; this was established
during Soviet times and is still a common practice in the country.
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offered a job in the South Korean consulate in Armenia and then
administrative and teaching positions at her university. She was open to
different possibilities and tried various career paths. In addition to teaching,
Anna worked as an i nterpreter S i
degree in management at university B. In 2012, she began to teach English
at university B where she also was a representative of the English language
sector which involved doing administrative work, organising and attending
meetings. Anna was teaching English for nine years and was in her final

year of doctoral study in English.

Shushan was born in Armenia and similarly attended an English school. At
the age of fifteen, she participated in the Access program sponsored by the
U.S. Department of States and spent a year studying in a high school in the
United States. This experience significantly improved her English skills and
broadened her horizons. After leaving school, she majored in English.
Shushan worked in a number of places: a bank, a tour agency and a
museum. Then she was offered a teaching position at her university which
she happily accepted. Later, she received an offer from university B where
she started teaching various EFL/ESP courses. Shushan was teaching
English for seven years and earned her doctoral degree in the last phase
of this study.

4.4 .4 Ethical considerations

When conducting research it is crucial to consider ethical issues in order to
protect the rights of the participants (Patton, 1990; Silverman, 2013). |
followed the code of ethical practice for research in the Faculty of Social
Sciences at the University of Leeds and obtained an approval from the
Social Sciences Research Ethics Committee (ethics reference AREA 14-
031) (see Appendices B, C, D, E for copies of the ethics approval letter,
information sheet and consentforms) . To protect t he
and rights, | employed the following measures: (a) permissions were
obtained from the respondents before conducting the interviews; (b) the

research aims were explained to the participants so that they could
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understand them fully; (c) the participants were provided with an explicit
description of how the data would be used and stored; (e) the participants

were informed that they could withdraw from the study at any time.

The mentioned measures were the macro-level ethical procedures | had to
follow, yet, | had to also deal with micro-level issues which involved making
not abstract b uthe-sspiottwateedchiamd dcrc
project (Kubanyiova, 2008: 506). This implies that the researcher should
prioritise the wellbeing of his/her research participants over his/her research

i sions

interests (Dornyei, 2007). Bearinginmindt hat t he participant sa@

of key importance, some researchers propose to consider the concepts of
virtue ethics and ethics of care as elements to address microethics
dilemmas (Haverkamp, 2005; Kubayiova, 2008). While virtue of ethics
highlights the researcher s mor al

deal with microethical issues throughout the research process, ethics of

care focuses on the relational nature of research and requires the

ity

as

researcher to be sensitive t oencgsar ti ci p

(Helgeland, 2005). Both virtue of ethics and ethics of care entail that the
researchershouldbe gui ded by 6doing goodb©d

when making decisions on ethical dilemmas (Haverkamp, 2005: 150).

Therefore, my ethical decisions were guided both by my initial
considerations originated from the requirements of the university ethics
authority and by my own ethical choices and desire to tackle ethical
problems emerging while conducting the study. In both cases my aim was
to minimise or, if possible, to avoid the harm the participants could face. In
the following sections, | will address the main ethical dilemmas |
encountered throughout this project: (a) my position as a researcher; (b)

ensuring confidentiality and anonymity and (c) language issues.
4.4.4.1 My position as a researcher

Before conducting a study, researchers have to determine how they intend
to position themselves in the study. This, together with the role given to the

participants, determines the level of engagement of both parties and has an
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impact on how the data is created (Haverkamp, 2005). Since qualitative

research is relational (Kubanyiova, 2013), developing rapport and trust are

considered essential in order to be abletoo bt ai n 6a window

perspectiveodo (Ri nke .Bowdarvihsinmightde quite2 01 4 :

challenging considering the power imbalance in the researcher- participants
relationship. While some scholars state that the power should entirely
belong to the researcher, others argue that it should be shared with
participants. Another perspective on this issue (Karnieli-Miller et al., 2009)
proposest hat t he r esear ch eawérselatoomsluip cansoe
viewed as a continuum as it constantly fluctuates during the various stages
of the research process. At the recruitment and data collection stages both
the researcher and participants seem to share power. While the researcher
makes decisions about the research agenda, selects questions and leads
interviews (Brinkmann & Kvale, 2005), participants might determine the
degree of collaboration in the discussion, alter the direction of the interview
or even terminate it. It is argued that during the data analysis process the
researcher is in total control of data and, therefore, regains the power
(Karnieli-Miller et al., 2009). He/she is the person who interprets the
parti ci pa rahdsdécidesthow to present them to the research
community. This obviously entails additional responsibility towards the
participants. Considering my epistemological stance and the nature of this
study, I tried to reduce my power and engage the participants in the process
of making sense of data. Although to some extent research is always a co-
produced product because participants are involved in the project by
sharing their personal experiences and, therefore, are inseparable from it
(Karnieli-Miller et al., 2009), | felt that it was not sufficient and decided to
give them an opportunity to reflect on my interpretations of their experiences
and be involved in the co-construction of meaning (Harvey, 2014; 2015)
(see section 4.8 for the particularities of the data collection and analysis

process).

It is important to mention that, as a novice researcher, | had not considered

to involve the participants in the sense-making process at the beginning of
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my doctoral study when | was designing the project (although I had intended
to minimise my power to establish rapport). | arrived at this decision after
the second phase of the data collection when | already established good
relationships with the participants and felt that they were genuinely
interested in my research. At this point, | realised that their insights into my
analysis and interpretation could be invaluable both for myself as a
researcher and for the participants who could probably see themselves from
another angle (see section 4.9 for the impact of the study on the
participants). This was a situated ethical decision which indicates not only
my desire to give the participants more power and voice (Doyle, 2007;

Harvey, 2015) but also demonstrates my development as a researcher.

Another issue emerging from my positioning as a researcher was linked to
being able to build good relationships and trust with the participants in order
to have greater depth of interaction and assure trustworthiness (Pitts &
Miller-Day, 2007). In the attempt to achieve that, | situated myself as an
insider which | hoped could help establish rapport more rapidly and could
lead to openness (Kanuha, 2000). | also hoped that my positioning as an
insider would reduce my power in the eyes of the participants. This was an
important decision and the participants perceived me as an insider at both

cultural and professional levels.

First, belonging to the Armenian culture, | was familiar not only with its
peculiarities but also how to approach people (Smyth & Holian, 2008) and
was aware of the conversational styles specific to various generations of
teachers in Armenia which affected my decision to use distinct
conversational styles with different participants. With younger teachers, |
employed a casual conversational style and spoke informal Armenian which
is typically used with people who one knows well. In addition to using
informal | anguage, | f r e q®uwahnttteir ames mp | oy ed

S8ltisverycommon to use O6jand together with a name whe
(e.g. Anna jan). I't has a meaning of O6dear 6 and i
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and offered t o Bwmeerrefsrng © wdck otherdrying uo
minimise my power as a researcher. This worked really well, helping avoid
formality and creating a more relaxed atmosphere. After the first interview,
Nelly even commented that she | i ked
However, with the older participant, Marine Grigorevna, | employed only a
for mal styl e: addressing her wi t h
standard vocabulary rather than casual one. Those are the means of
showing the respect and also indicating that | was aware of the norms of
communication in that environment. In Armenian culture, it is considered
rude to address older people informally and | could ruin our relationships if

| had employed the casual conversational style with Marine Grigorevna.

Second, | was perceived an insider as a teacher who taught in the same

context and was aware of the issues existing in the Armenian educational

my u

pl ur a

system.| felt that the participants viewed m

2003: 125) and, when sharing their experiences,theyme nt i oned o6y ou kn

itd, ubedmosdve experienced the samed an

Perceiving me as someone who probably had similar encounters, some of
them even revealed sensitive information about their experiences. It also
appeared that Anna, Shushan and Marine Grigorevna studied at the same
university as me and, when recalling their student experiences, they

mentioned theirl ect ur er sé names assuming that | |

well. Having these shared experiences additionally benefited me as a

researcher and helped to create an atmosphere of trust and openness.

The way | positioned myself similar
engagement in the study. At the beginning, the teachers seemed to
participate in this research mainly because they were willing to help me.
Marine Grigorevna even mentioned that she was happy to help an Armenian
who was pursuing the highest scientific degree in the United Kingdom (this

l'y af

Ar menian | anguage has both singular and plural 6

indicate plurality but also to signify respect. It is usually used to address new acquaintances
and people higher in status and age.
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was perceived as a very important accomplishment by the local

participants):

| realise that | am a small screw in this big process of my
compatriotdés becomingéand recei

very glad that | can be involved in it. (MI31°)

Gradually this attitude changed; the participants became genuinely involved
in the study and started disclosing information about their negative
experiences, even the ones they felt embarrassed about. It seemed that
they started perceiving it as an opportunity of being heard and share their

experiences, ideas and feelings with someone genuinely interested in.

Despite the benefits my closeness to the context implied, it is important to
acknowledge the pitfalls of being an insider and try to maintain authenticity,
objectivity and reflexivity of the study (Kanuha, 2000). When the researcher
is too close to the study context and similar to the participants, it may result
in mixing his/her own feelings, assumptions and perceptions with those of
the participants (Asselin, 2003) which might have an impact on objectivity
and be considered as bias (Hewitt-Taylor, 2002). Being aware of these
limitations, | tried to separate my own experiences and views from those of
the participants and minimise the negative consequences of insider
research. | also attempted to occasionally have an outsider perspective on
the study context which was possible due to my physical distance from the

research setting; | was residing in the United Kingdom for almost four years.

However, inevitably, there were a few occasions when my perceptions of
the developments in the country influenced what | probed into. For example,
when discussing the motives of becoming an English teacher, some of the
local participants did not elaborate on why they wanted to major in English

and | omitted to seek clarifications to uncover the reasons behind that. Being

©This represents O6Mari ne, I nterview 360.
references to the data.
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aware of the privileged status of English in the country and employment
opportunities its mastery could offer (Zolyan et al., 2008), t he parti ci pa
motives seemed so obvious to me that | preferred to probe into the part of
their response related to reasons of selecting a teaching career. | realised
this only when the role of English emerged from all the cases as an

important factor impacting on their decision to select a teaching profession.

To conclude, the way | situated myself as a researcher throughout the
research process had a significant impact on my relationships with
participants and on the quality of data | collected. Importantly, my decision
to present myself as an insider was supported by the participants which was
probably the key determinant in establishing rapport and gaining the
participantsé  t, randsthis in turn resulted in richer and more in-depth
interactions. My awareness of both the advantages and limitations of being
an insider researcher helped me minimise its negative impacts and make
use of the benefits it entailed. | was also aware that obtaining trust also
implied that as a researcher | had even greater responsibility to protect the
participantsé®é i nt er e Ehtsswas (ebpaciakyrckucianp , 200
because occasionally the participants were disclosing sensitive information
and | had to be more careful to protect their identity and ensure
confidentiality (Smyth & Holian, 2008). The issue of safeguarding the

participantsdé welfare is discussed in thi
4.4.4.2 Anonymity and confidentiality

Being able to protect par tnogymifyamdt s6 i de
confidentiality is one of the requirements of ethics committees and the

researcher needs to address this when applying for ethical approval

(Haverkamp, 2005). This can be especially crucial when the study involves

sensitive topics (Cohen et al., 2000). Anticipating that sensitive issues

might emerge during the data collection process, | adopted the following

measures to safeguardt h e p ar tidentitiep(Wikes e$ &., 2006):
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1T Replacing t he participants®o names
anonymizing the universities;
1 Preserving confidentiality of the data by using pseudonyms when
storing the data;
1 Not disclosing the issues emerging from the interviews with others in
ways that might identify the participants;
1 Not disclosing the information the participants did not want to be
shared (e.g. Lara revealed some sensitive information and then

added O6this is between usodo.).

| also ensured that the participants could not identify the identities of the
participants from other universities. In addition, | avoided commenting on
theparticipantsd | essons even when some o
their |l esson in comparison t ohistlspe ot her
helped me protect their self-esteem and reduce the impact of research
procedures which could be perceived as face-threatening by the teachers

(see section 4.6.2 for issues related to classroom observations).

Being familiar with the context, | was aware that confidentiality was a very
sensitive issue and was frequently not preserved in Armenian educational
setting. For instance, one of the participants shared her negative
experiences of being observed and pointed out that the observer later
shared the details of the observation protocol with other teachers in her
department. To ensure the importance of confidentiality in the UK academic
institutions, | provided a detailed explanation of what confidentiality entailed
and the measures taken to ensur e t he anpngmity iardi pant s 6
confidentiality. | also explained the consequences that | might face in case
of disclosure. This probably was one of the reasons the participants chose

to be open and to reveal their sensitive experiences.
4.4.4.3 Language issues

Since the participants of this study had different native languages and were
also highly proficient English users, before starting the data collection | had
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to make a decision about the language of interviews and reflective journals.
Selecting the language of the interview can have an impact on the quality
of data and researcher-participant relationships. Tsang (1998: 511)
stresses that communi cati ng sicreatepar ti ci pe
relaxed atmosphere and encour ages participants t o
themselves§ buil d 6 g o o dandradeplipgaotconaection as well as gain

6cultural understandingd when interpreti.:|

In addition, the language of interview can also impact on the power
relationships between the researcher and participants; when the researcher
uses the partici pamihimiges aneverhneutralide®to g u e , it
some extent the power of the researcher (Welch & Piekkari, 2006).
Considering all the advantages the use of participantsdnative languages
entails, | decided to offer them to conduct interviews in the languages they
felt most comfortable with which they agreed to (see table 1 for the
par t i cfirg danguage details). Therefore, | ended up conducting
interviews in three languages all of which | felt confident to use; | have a
native proficiency both in Armenian and Russian!! and high proficiency in
English. With Lara, Nelly, Anna and Shushan | conducted the interviews in
Armenian while with Tom and Marine Grigorevna the interview languages

were English and Russian respectively.

Similarly, | gave them a choice of language to write in their reflective journals
so that the participants would feel more comfortable expressing their
thoughts and feelings and also would feel linguistically competent to provide
the depth of detail. All of the teachers wrote the reflections in the languages
the interviews were conducted in: Tom i in English; Marine Grigorevna i in
Russian; Lara, Nelly, Anna and Shushan i in Armenian, though Anna and
Shushan had the initial journal entries in English and then switched to
Armenian. Their early use of English could result from their desire to

demonstrate their English proficiency (they switched a few times to English

11 lived in Russia for ten years and received my primary and secondary education there.
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during the interviews as well) and a later shift to Armenian could probably
signal that they became more genuine and intimate after we established
good rapport (Anna switched to Armenian at the end of phase two and
Shushan - in phase three).

It is important to note that, although the interviews were conducted in the
par t i c irsplanguages) allfof them, except for Tom, were constantly
translanguaging by employing Russian and English phrases and words.
Garcia (2009: 140) characterises translanguaging a sthed@ct performed by
bilinguals of accessing different linguistic features or various modes of what
are described as autonomous languages, in order to maximize
communicative potentiald . Although translanguaging involves code-
switching, it is more inclusive and spre
multiple practices in the process of sense-making. The example below
demonstrates the partici (hawdds ériginadye of tr

used in Armenian are in Arial; the Russian phrases are in Arial Italic and

English - in Comic Sans MS fonts!?):

| wonderé how another p et svould bes eegys it é

interesting, just for myself, for my self -reflection é i t i's very
i mportant for meéif you waself- to grow,

critcism, take into account what peopl e su

(LI3)

Considering Ar me itisRobssrpriSing that¢he pagicpartts,
were frequently employing Russian phrases. As discussed in section 2.4.1,
Russian enjoyed a special status and was the second official language in
Soviet Armenia for more than 70 years leading to high level of Russian
language proficiency among the population (Hovhannisyan, 2016;

Pavlenko, 2013a). All the local participants of the study were fluent in

21 wi || use these fonts in other extracts as well
languages.
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Russian and three of them attended Russian schools (see table 1 for the

participants?®o b a ¢ k gOn othen dontraryn fthe rlocalt i on) .

part i cusp afnBnglish vocabulary was mainly related to subject-
specific terminology (e.g. communicative teaching, grammar). There were
also occasions when the participants seemed to use English to display their
mastery of the language. For example, during one of the interviews Marine
Grigorevna asked whether my supervisors were listening to the interview

recordings and, although | replied that | was the only person with the access

to the recordings, shes wi t ched t o Engl i sh sgaodi

A

our English isd.

Obviously, there have been a number of benefits associated with gathering
the data in the participantséfirst languages, yet,]| had t o deal
of | a n g Weldp e&s Biekkdri, 2006: 426) when transcribing and
analysing the data. This caused certain difficulties when | started the
transcription process. Because | had not had an extensive experience of
using Armenian and Russian keyboards (both languages have distinct
scripts), the transcription of the interviews in these languages was more
time-consuming. In addition, t h e p ar ttiagdangoagingt made the
interview process even more laborious - | had to constantly change the

language of the keyboard.

Another challenge | faced after I collected the data in Armenian and Russian
was related to translation. Being bilingual and having a high-level
sociocultural competence as well as significant background knowledge, |
decided to translate the data myself. To prevent a loss of meaning and stay
close to the data, | transcribed and analysed the dataset in the languages
they were produced in but developed the codes and themes in English.
Therefore, | translated only the quotes | intended to employ in this thesis to
support my interpretation of the data and to contribute to trustworthiness of
the research (Chidlow et al., 2014). Since interpretation of meaning is a key
aspect of qualitative research it is important to maintain conceptual
equivalence in translation (Squires, 2009), in other words, the intended

contextual meaning. Occasionally, diverse linguistic translations were
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possible for the same expression and | had to make sure | used the one
contextually and linguistically closest to the intended meaning. | paid a
special attention to translation of metaphors and idioms in an attempt to
decrease the potential loss of meaning. As idioms give a special flavour to
the data and | was trying to use equivalent English idioms wherever possible
but, in many cases, | had to just provide the closest possible meaning. This
was even more complicated considering frequent translanguaging. For
example, the literal translation of the phrase W -" . w . " "BA, !

) B . 5, . . : nevn g e A V’-‘BOL/'\’i[ra w oty o B -~ B n .

_ « _Gs"@nd when you fell into that environment where you were always

chisell ed how vy Havevarahiseranslation sidesindtycléarly
represent the intended meaning and is not clear to English speakers.
Hence, | translated this phrase as Oand

where you were constantlytoldhow t o .st udy?o

To validate my translation, the samples of the Armenian and Russian
interviews were sent to a certified translator. Although it is very common to
use back translation technique for a validation purpose (Chidlow et al,
2014), | preferred to have the original extracts translated into English. Back
translation was proposed by Brislin (1970) as a quantitative tool to approve
the translation of questionnaires for cross-cultural studies. This means that
the source is a well-thought and designed written sample rather than an
authentic spontaneous interaction full of collocations, idioms and other
informal features suggesting that back translation would most likely be
distant from the original source (van Nes et al.,, 2010). Therefore, the
translator and | translated the same pieces of data and then compared our
translations. The conceptual meanings in both versions were similar,
however, there were several phrases linguistically translated differently
which we discussed to explain why we chose that particular phrase. |
contacted the same translator a few times when | wanted to receive a

second opinion on idiomatic expressions.
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4.5 Data generation tools

Case study research usually utilises multiple data collection tools as the
phenomenon being under investigation is usually complex and is influenced
by a number of contextual factors (Yin, 2014). Therefore, to generate
different types of data in order to gain a better understanding of the teacher
motivation phenomenon, | employed multiple data collection tools, such as
semi-structured interviews, classroom observations, post-observation
interviews and reflective journal together with my research journal.
Generating data from multiple sources additionally benefits the study acting
as triangulation and ensuring trustworthiness (e.g. Bryman, 2012; Cohen et
al, 2011; Creswell, 2013; Duff, 2008; Yin, 2014). In the following sections, |
introduce in detail the data generation tools and how | prepared and

conducted them.

4.5.1 Interviews

Interviews are one of the main types of data collection in qualitative research
which give an opportunity to obtain detailed information from the participants
(Creswell, 2012a; Richards, 2003; Turner, 2010) and, obviously, that was
one of the main tools providing in-depth data for answering the research
qguestions. In order to reduce the possibility of receiving the answers the
participants could think I desired to hear (Creswell, 2012b; Kvale, 2007), |
emphasised to them that | was genuinely interested in their own ideas and
experiences and | was not | ooking for

the recording equipment in advance, to avoid technical problems during the

interviews.

The data obtained from the interviews provided information about their
motives to start a teaching profession, how they envisioned their ideal,
ought-to and feared selves at the beginning of their career as well as how
and why these selves transformed and evolved (see section 4.7.1 for pilot
interviews). The semi-structured interviews involved a prepared in advance
interview guide or themes rather than fixed questions; unlike structured

interviews they allow the interviewer to be flexible and follow emerging
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topics and directions elaborated by the interviewee (Ddrnyei, 2007; Kvale,
2007; Mason, 2002; Mears, 2009). Due to this flexibility and openness, the
knowledge is co-created with interviewees. In addition, this allows the
interviews to be more situated and contextualised. Richards (2003) argues

that an interview is a special type of conversationwithan ai m t o

el ic

ri chest and full est a Beaang rthis inpnonsl,sli bl e 6

developed a set of topic-centred questions for the teachers (Appendix F)
grounded in the previous research on teacher motivation research and
Teacher motivational self framework (see sections 3.4 and 3.5). The rest of

the questions emerged during the interview following the interesting

incidents and themes i n parti ci pa rPtios i the swhpthen s e s .

interview schedule was piloted (see section 4.7.1 for the discussions of pilot
interviews). The core interview schedule of all the interviews consisted of
three main phases: (a) the opening phase which was used to create a
relaxed atmosphere and encourage the participants to talk; (b) the main
phase which focused on eliciting the target information (e.g. beliefs,
concerns and attitudes with regard to teaching, teacherso possible self
images, t e a ¢ hpast exgieriences); and (c) the closing phase to finalise
the interview. In each research phase, | conducted one main interview with
the participants although with Marine Grigorevna | conducted two interviews
in the first phase because | did not manage to ask all the prepared questions
within the time frame we allocated for the interview and we arranged
another date for that. Similarly, Anna received an important phone call
during the last interview and we had to terminate it and meet later to finish
it. The interview schedule for the second phase of data collection was
developed after preliminary analysis of the data obtained in the first phase.
For the last phase, | analysed the interview data collected in the first two
phases, developed a diagram with themes for each participant which also

had extracts from the interviews (see section 4.8 for details).

Allinterviews, wi t h t he exception of two,
universities, usually in the classroom or the common room. For the first

interview, Lara invited me to her home because she was not teaching that
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day. Similarly, the last interview with Shushan took place at her home
because the preliminary arranged date and time appeared to be

inconvenient for her and she asked me to have the interview the next day.

45.2 Observations

Although interviews provided in-dept h dat a, they el

views and perceptions, which could not be sufficient for gaining a holistic
understanding of the teacher motivation phenomenon. Observing the
participant-teachers in the classroom environment provided direct access
and insights into their behaviours and interactions in the classroom which
helped me better understand what might have an impact on their possible
teacher self formation and motivations to achieve these selves. First of all,
observations provided an opportunity to see what was happening in situ and
gather authentic data in its natural environment (Cohen et el., 2000) which
supplemented the data collected via other tools and helped to triangulate
(Briggs et al., 2012; Cowie, 2009). Having this source of natural data also
allowed me to obtain a more holistic and contextualised perspective on the
participants (Patton, 2002; Simons, 2009). In addition, by observing the

participantsd | essons | wanted to

opposed to what one [the teachers] might hope or assume is happenin g 6

(Anderson et al., 1994: 129) (see Chapter Five). The incidents occurring
during the classroom observations also helped the participants open up and
speak about their underlying beliefs and values, voice their concerns, fears

and challenges they had to face in their day to day teaching. For example,

icited

6demys

there were situations when t he teachers

improper behaviours in class and then they elaborated on this issue
explaining how they felt about it and how they tried different approaches to
tackle this challenge. Some of the teachers even went further and reflected
on the incidents | observed in their reflective journals. Similarly, during the
observations there were several occasions when the students were not
familiar with the meaning of certain words/expressions and asked the
teacher who did not know the meaning either. Because | witnessed these

situations, the participants reflected on them and explained how their
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reaction to similar episodes transformed throughout their career (this is

di scussed in the QlaptarFive)l pant sbé cases

Al t hough observations are a behavidbuss)
they are considered prone to bias because they are selective in terms of the
reasons and ways of observing as well as people, places and time selected

for observations (Simons, 2009). They also largely depend on the

observeros attention, opportunity

instruments. To reduce these limitations, before starting observations, |
considered their focus, the type of observation | intended to use and the
mode of recording (Simpson & Tuson, 2003). After piloting both semi-
structured and unstructured observations (see section 4.7.2 for the pilot
observations, and Appendix G for the semi-structured and unstructured
observation protocols), | decided to employ the latter one which would allow
me to notice interesting developments in the classroom rather than focus
on specific points and miss the ones of interest (see section 4.7 for the pilot

study implications).

To reduce the observer 6s p a rpartitipant,
classroom observations where the observer is not involved in the activities
of the participants; he/she only observes and records the researched
phenomenon (Creswell, 2012; Richards, 2003). However, it appeared
i mpossible for me to be a o6fly on

students asked me questions about the life in the UK (e.g. Is it true that

t

n
t ool t
t 0]
| ain
he wal
or

everybody drinks tea at 5 o006c!l othek ?)

lessons by enquiring about the British culture or the English equivalents of
certain words (although this happened after we established good rapport).
Inevitably, | became an observer as participant trying to have minimal

involvement in the class activities (Cohen et al., 2000).

Being a teacher myself and knowing the amount of work teachers are
required to do daily, | anticipated that writing reflections might lead to certain
resistance from the participants as one of the tools requiring more time

investment. However, it became apparent that the observation was a tool
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which caused certain degree of discomfort, nervousness and even refusal
at the early stage of data collection( Mar i ne Gri gorevnads
| decided to use field notes rather than record the lessons to minimise
pressure both on the teachers and students. Only Tom seemed comfortable
with observations, the other teachers were cautious probably suspecting a
hidden agenda (this gradually diminished as we established rapport). Even
my note writing initially seemed threatening to a few teachers (Hitchcock &
Hughes, 1995); they were nervously looking at me, approaching and trying
to have a glimpse of what | was typing. In Armenia, teachers are
accustomed to evaluative observations and usually consider them as a
threat rather than a tool to learn more about their teaching. This is explicitly
expressed by Lara:

case

When the observations started, t hey

unpl easant tal ks beganéwhen t hey
downéwhen t hegufo b5sneinuteseandybased on
these 15 minutes when you just ma n
disseminate false information about your teaching and present

that on a paper LY your manager é (

However, after the first two observations the non-judgmental tone of our
discussions and the growing rapport with the teachersreducedt he t each
worries and the participants felt more relaxed and open. They also started
asking me to give them constructive feedback in order to improve their
teaching. Considering the aims of the study and being aware of the
possibility that evaluative comments could ruin our relationships | avoided

giving such feedback.

While observing, | used descriptive field notes to document the events and
reflective field notes to record my emerging thoughts, ideas and questions
which were used for the post-observation interviews (Creswell, 2012):

Why did she interrupt the exercise and started asking the

meaningofwor ds? What 6s the poinhat of It
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the students care about her or the lesson. (An extract from my

reflective notes on Shushanodéds observat

The students stood up when | was leaving. | felt | was back in my
schoolyears-r emi nded me a Soviet c¢classroom.
anything like that for more than 15 years. (An extract from my

reflective notes on Marine Grigorovnabo
4.5.3 Post-observation interviews

All the observations were immediately followed by a brief (10-15 minutes)
interview. | did not have a fixed schedule for these interviews since |
intended to base my questions on the observations as well as to see what
teachers thought about the developments taking place during the lessons
and their reflections on them. In the post-observation interviews, the
teachers mainly reflected on the lessons in general and specific episodes,
explained what he reasons behind their behaviours were, how they
perceived themselves and their students during the teaching/learning
process. The post-observation interviews mainly took place immediately
after the lesson in the same classroom or in the teacihersdé c
it was available. On a few occasions, the teachers had two lessons in a row
and | was offered the opportunity to observe both. In these cases, we had

only one post-observation interview covering both lessons.

4.5.4 Reflective journals

Reflective journal writing was an invaluable tool to understand how the
teachers perceived their practices as well as to gain information about the
incidents which motivated and demotivated them and, of course, to notice
what feelings were triggered by these incidents and how the teachers
reacted to them. Holly (2002) identifies three types of reflective writing: logs,
diaries and journals. She categorises a log as an objective documentation
of information (e.g. activities performed) and a diary as oneds per son
thoughts, ideas and feelings related to everyday experiences. A journal

combines both subjective and objective dimensions; it is a document that
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contains both an objective record of information and personal reflections,

interpretations and analysis. Journal writing has been used widely to gain

i nsights into teachersd understanding of
document their development and to stimulate reflection on teacher

development courses (Borg, 2006a). In the journal, the writer can have a

dialogue between himself and his experiences by questioning his/her roles,

behaviours, analysing facts, looking for explanations and reasons. Jenesick

(1998) stresses that journal writing allows an i ndi vi dual 6to ref
deeper if you will into the heart of the words, beliefsandb e h a v i(10)r s 6
Therefore, journal writing gave me an opportunity to gain thet eacher s 6
reflections on their own behaviours and experiences which add another

level of depth to the study. | provided clear instructions about journal writing

and gave examples. | asked the teachers to write down their ideas, feelings

and experiences about their motivation at the end of every week they taught.

In order to make their reflections more focused, | provided the following

questions to reflect on:

1 At what point was your motivation highest this week? Why?

1 At what point was your motivation lowest this week? Why?

| did not set a strict word limit for journal entries; however, | suggested that
the participants write entries of approximately 200 words. Similarly, | gave
them a choice of language and format to write in so that the teachers felt
more comfortable expressing their thoughts and feelings. As stated above,
all of the teachers wrote the reflections in the languages in which the
interviews were conducted: Tom 1 in English; Marine Grigorevna 1 in
Russian; Lara, Nelly, Anna and Shushan i in Armenian, though Anna and
Shushan had the initial journal entries in English and then switched to
Armenian. In terms of format, Tom, Anna and Lara preferred to have a word-
processed format of reflections, while Nelly, Shushan and Marine

Grigorevna chose a handwritten one.

90



Although I did not anticipate issues related to not understanding this task, |
highlighted that the teachers could always ask for clarifications if there was

any misunderstanding.
455 Research Journal

Throughout the data collection and analysis process, | recorded my
activities in the research journal. | also wrote down my reflections,
comments and feelings about the interviews, observations and other
research related activities. In the second phase of the data collection, I
started to audio-record my reflections instead of writing; | commented not
only on the interviews and observations but also on my casual
conversations with the participants and their colleagues who became used
to my presence in the common room and started sharing their experiences.

The following is an extract from one of the recordings:

| feel thaté at the beginning they [participants] were cautions,

now theydore not. Probably not all of
trust but definitely more than at the beginning of this phase.

(March 2, 2015)

These reflections were very useful and helped me to make sense of the
data. During the data analysis process | used my reflections to reconstruct
the participantséo I mmetd i battere understamd ehe t and
par t i chehadonrs andexperiences. Because | was also recording my
impressions and feelings of the interviews and observations, the reflections

helped me to be aware of my bias and reduce subjectivity (Shenton, 2004).

4.6 Pilot study

The pilot study took place in November 2014. To test the data generation
instruments, | contacted two of my former colleagues. The data of the pilot
study was very rich and | offered them to become my patrticipants after the
pilot study. The problem with including the participants of the pilot study in
the main study usually concerns the fact that participants have been

exposed to the intervention which might affect their further participation in
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the study. It also might cause issues if the tested instrument needs
significant adjustments (van Teijlingen & Hundley, 2002). However, both
these problems are usually less of a concern in qualitative studies which are
frequently based on interviews and which could frequently benefit from
including rich pilot data in the study (van Teijlingen & Hundley, 2002). The
teachers involved in the pilot study were Nelly and Lara both of whom were
teaching different English language courses to adult learners in university C
(Nelly was also teaching in university A). | conducted one interview with
each of them and observed three lessons - two lessons with Nelly and one
lesson with Lara. The purpose of the pilot study was to examine the
interview schedule and observation protocol. | also wanted to develop my

interview conducting skills and practise observation skills.
4.6.1 Interviews

The pilot interviews aimed to ensure that the questions were easy to
understand and did not cause ambiguity in meaning. First, the goal of the
pilot study was explained and oral consent was obtained from the
interviewees. | conducted one interview with each teacher prior to
observations testing the interview questions; they lasted 52 and 65 minutes.
The interviews wer e conducted in th-éArmeraa.c her so
The interviews were transcribed and analysed which led to reflection on the
interview questions and procedures. The pilot interviews revealed several

issues:

1 Although I introduced the aims of the study when contacting the
teachers via the phone, it appeared that the purpose of the study
was not clear and the teachers still had several questions about the
aims of the study before the interview. To avoid this, | decided to
provide the information sheet in advance and then meet with the
participants to explain everything in detail. | also gave them an
opportunity to ask questions and only after that, when everything

was clear for the participants, | conducted the interviews.
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1 The interview log had too many questions; | reduced the number of
questions intended for the first interview in order not to overload the
participants with questions.

1 A few of the questions were not easy to understand and required re-
wording. For example, the questions Do you remember any
examples of inspiring teaching from your learning experience?

caused confusion. Both interviewees asked me to clarify what |

mean by O6inspiringé because thi

Armenian and is not commonly used with regard to teaching.

Pilot interviews were also useful for practising and improving my
interviewing skills. | noticed that | was occasionally interrupting the
interviewees to probe into what they had mentioned. Being aware of this, in
the consequent interviews, | was noting down the questions as they arose
letting the interviewee to continue talking. | also learned that even the voice,
tone and specific vocabulary could create a more comfortable and relaxed
atmosphere for the interviewee. At the beginning of the interviews, both
interviewees were quite reserved; their intonation, choice of vocabulary and
even postures indicated that they were cautious and a little nervous. In order
to reduce t henervoosness and ereateeas rdore relaxed
atmosphere, | started using informal Armenian which appeared to be
important in establishing rapport.

4.6.2 Observations

| observed three 90-minute lessons piloting both a semi-structured and
unstructured observations. The first observation was semi-structured; the
main categories | focused on were teacher enthusiasm, self-efficacy and
studentsébehaviour. However, when observing the lesson | realised that
when focusing on some specific points | was missing interesting
developments in the lesson. For example, during one of the observations, a
student asked the teacher the meaning of a word which the teacher could
not recall. First, the teacher tried to ignore the question but, after the student

repeated it, she gave a synonym. Later, when again a similar incident
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occurred, the teacher referred to me. During the first episode the teacher
was feeling uncomfortable and did
while the second episode took place after the break during which we were

just chatting and she probably felt more relaxed.

After piloting a semi-structured observation, | realised that focusing on the
points specified in teacher motivation research would not help obtain data
which might contribute to in-depth understanding of teacher behaviour.
Because of that focus | was failing to spot other developments happening
in the classroom. Therefore, | decided to pilot an unstructured observation
to ensure which type of observation would be more suitable for the research
aims. It was a lesson with the same teacher and students. | recorded the
activities happening in the classroom in a narrative manner in one column
and noted down my thoughts and questions about the points of interest in
another column (see Appendix G for observation protocols and H for sample
observation notes). This type of observation allowed me to notice and
record interesting events which affected the teacher®& behaviour in the
classroom. For example, several students were late for the lesson and the
teacher did not react when they entered the classroom. It seemed that the
studentsd | ateness was acceptable

topic of the lesson was imaginary holidays she asked one of those students
to speak about a Being-Late-Day and then questioned whether being late

was considered a proper behaviour.

4.7 Data collection and analysis

This section introduces the process of data collection and analysis (the
details of the collected data are provided in table 2). In total, | spent 71 days
on the research site: phase | - November 11-30, 2014; phase Il T February
18 1 March 15, phase Il T April 26 i May 20. In addition to time spent on
the actual data collection process (interviews and observations), | immersed
myself in the context spending as much time as possible at the universities
to learn more about the context, people and relationships as well as to build

rapport with the participants and their colleagues. | frequently was in the
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teachersd common rooms involved in inforr
both to their classroom practices and events happening in the country (e.g.
commemoration of 100 years of Armenian genocide). The teachers not

involved in the study even started sharing the challenges they were facing

in the classroom in my presence, occasionally asking about my experiences

in the UK.

Table 2: The details of the data collection

Participants | Phases | Interviews Observations | Post- Journal
observation | entries
interviews

Tom Phase | Interview 1: |0 0 7

I 62 min
Phase | Interview 2: |3 2
Il 55 min
Phase | Interview 3: |2 2
" 98 min
Nelly3 Phase | Interview 1: |2 1 14
I 44 min
Phase | Interview 2: |2 2
1 45 min
Phase | Interview 2 2
11 3:111 min
Lara Phase | Interview 1: |1 1 11
I 65 min
Phase | Interview 2: |2 2
Il 59 min
Phase | Interview 3: |2 2
" 98 min
Marine Phase | Interview 1: |0 0 5
Grigorevna | | 47 min
Interview 2:
39 min
Phase | Interview 3: |2 2
1 61 min
Phase | Interview 4: | 2 2
11 114 min
Anna Phase | Interview 1: |0 0 10
I 31 min
Phase | Interview 2: |2 2
I 29 min
BAs explained above, Nellyds and Inastedg.6s pil ot dat
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Phase | Interview 3: |2 2
11 43 min
Interview 4:
19 min

Shushan Phase | Interview 1: |0 0 15
I 52 min
Phase | Interview 2: |2 2
1 49 min
Phase | Interview 3: |3 3
" 119 min

After obtaining access from the deans of the departments in November
2014, | met with all the participants in their universities and we arranged
their first interviews. The first interviews lasted 45-55 minutes on average
with an exception of Anna (31 minutes) whose interviews were always
shorterthantheo t h er p a intenviewss pregbabty betause she was a
fast speaker and she rarely diverted from the topic discussed. All the
interviews were audio recorded using Sony ICD-PX333 voice recorder. In
the first phase (November 2014), | conducted interviews with all the
participants to obtain information about their backgrounds, past
experiences, beliefs, concerns, possible selves as well as what generally
motivated and demotivated them. During the first phase of the data
collection, | also asked the participants to start reflecting on their
experiences in journals at the end of every week they teach over the period
of the study (approximately six months). They were provided with the
detailed guidelines about journal writing (see section 4.6.4) and encouraged
to provide sincere reflections on their motivations and reasons to be
motivated or demotivated. After completing the first phase, | returned to the

UK and embarked on the preliminary analysis of the gathered data.

Upon my arrival in the UK, | carefully listened to the interviews to familiarise
myself with the data. | then started to transcribe them into Nvivo and copied
into Microsoft Word. | did not intend to use the transcripts for conversation
analysis or other types of detailed linguistic analysis, therefore, | used a
simple set of conventions for transcribing. Lengthy pauses, the expression
of emotions (e.g. smiling, chuckling), emphasis made by the participants

were also written down in order to maintain the authenticity of the data (Duff,
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2008). As soon as | completed the transcription, | listened to the interviews
again to ensure accuracy and began the preliminary analysis of the data

with a purpose of identifying questions for the second interview.

For the data analysis, | employed a thematic analysis approach for
0 i d e n tamafysmg, margl reporting patterns (themes) within  dat adé ( Br aun
& Clarke, 2006: 79). Although it is a widely used method in qualitative
research, there is no clear agreement on what exactly constitutes thematic
analysis and how it should be done (Tuckett, 2005). Braun and Clarke
(2006) stress that frequently researchers do not provide sufficient detail on
the process of analysis which may bring into question the quality of
research. To avoid this and contribute to the transparency of the analysing
process, below | explicitly explain the procedures, choices | made with

regard to analytical tools and the reasons behind these choices.

Although my analysis was mainly inductive (emerging from the data),
occasionally it had certain deductive (influenced by the theory) elements. In
order to foster trustworthiness and achieve rigour in data analysis, |
combined both manual and electronic analytical tools, namely Nvivo 10
(Davis & Meyer, 2009), though initially | planned to use only Nvivo assuming
that as a sophisticated electronic tool it would be sufficient. However, later
(especially after finishing all three phases of data collection) | realised that
it does not O6provide dbdautomaticd solutio
anal ysi s6 (&HAkinsone 19851 263) nor does it allow one to see
the whole picture and interconnectedness of codes at a glance (Welsh,
2002). Consequently, | decided to benefit from both manual and electronic
coding using manual coding to interpret the data, identify themes and
relationships between them and employ Nvivo to categorise and sort the

data effectively, making this process less time-consuming,

After the first phase of data collection, | did not aim to generate themes but
I highlighted the interesting extracts and noted down the initial codes
emerging from the data (see table 3 for t he hig

interview).
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Table 3: The highlights of Lara's first interview

Initial codes

Description/explanation

Examples from the data

Motives to

become a teacher
(negative previous
work experience)

Never wanted to be a teacher;
af t er a bad
experience, did MA TEFL and
then received a teaching job
offer.

I just had a bad

there was no space for growth. You

have some kind of a director who

shouts at tydwm,owléh
issues with his business and he gets

mad at you because of that.

Learning
experience

The lessons at school were
boring mainly consisting of
grammar and reading.

| mean read-translate, read-
transl ateél donot
taught grammar in such a boring
way. The most absurd thing was that
they were dictating grammar, no
explanations.

Ideal teacher self

An actor performing on the
stage (enthusiastic and
charismatic)

| am an actor who has gotten on a
stage to play in a performance for 3
hours. And after the performance she
comes home, falls down dead and
completely drained out of energy
because she has given a lot of
energy.

Importance of Communication with students; |When | see their g

students seeing student swhole world for n
achievements; excitement and | sparkle in their eyes. Honestly, when
enthusiasm. you wenter the <cl g

eyes start spar kil

Feels demotivated when | excited. And in that case, no matter
students are indifferentanddo [ whet her youbre s
not appreciate her. somehow wake up [laughs].

How English The teacher should light | If the teacher enters the classroom,

should be taught students up, create an | she should spark everyone offé s h
enjoyable atmosphere; [ shoul d give energ
students should enjoy learning, [I am | osing themét
6get highoé fro
learning.

Difficulties in Giving too much energy, | By the end of the day you can feel

teaching;
concerns

unmotivated students

exhausted because you constantly
give energy. 't 6s
stage for many hours.

| was looking forward to the end of
the lesson because there was no
feedbackéThese st
very | ow and t h
w o r khéyt are interested in other
things.
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While reading, coding and highlighting the extracts of interest and making
notes on the margins, | also wrote down a list of questions emerging from
the interviews which | later refined for the second phase of data collection.
The list involved clarification questions, probing questions and questions
aiming to elicit more in-depth responses. Below are sample questions rising

from Larads first i ntervi ew:

71 Last time you mentioned that teaching was a female job? What makes
it a female job?

T You mentioned that i1initially vyou
6for sure not a teacherd. Why o6for

1 | remember that last time you said that you liked it when students
admired you. Why is it important for you? How do you achieve that?
Could you please give an example?

1 You have mentioned many problems that teachers face. What makes
you stay in teaching?

1 Are you the same person in the classroom and outside it?

For the second phase, | developed a set of similar questions stemming out

di dno
Sur e

from each participantoés initial 1 nterviey

insight into their experiences. Although | obtained the basic background
information (e.g. age, education, work experience) during the first interview,
| preferred to elicit more personal information at a later stage after
establishing rapport with the participants. Therefore, during the second
phase | also asked the participants to elaborate on their background (e.g.
families, the place they were born in, the type of school they attended and

why).

In addition to one main interview with each participant in the second phase,
I observed each partici panttbrée lessang)
after which | conducted 10-15-minute post-observation interviews. Before
the observations, | explained the aims of my study to the students,
distributed the information sheets and the student consent forms'4 (see

Appendix E) to sign to confirm that they were happy to be observed. | sat at

141 had a copy of the information sheet and consent form both in Armenian and English
and gave the students the version they preferred. The majority of students chose an
Armenian version.
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the back of the classroom and was writing my notes using the laptop (see
Appendix H for sample observation protocol). Later, usually the same day,
| read and refined my notes. The second phase of data collection also
i nvol ved gathering the teachelfa be
sample reflections). Nelly, Anna, Lara and Shushan managed to reflect on
their teaching most weeks they taught while Marine Grigorevna and Tom

mainly wrote their journal entries after being gently reminded.

After collecting the data in the second phase, | followed the above
procedures: transcribed the interviews highlighting meaningful sections and
writing notes on the margins. At this stage | also started generating initial
codes and looking for patterns to form sub-themes which involved constant
moving back and forth within data. Then these sub-themes were grouped
into themes. Figure 2 demonstrates how | assigned codes to the category

ofstaudent ss6 i mpact b

Figure 2: An example of grouping codes into categories

seeing tgresent s6 pr o

student moti vati orn

| ove

s
s O

student so

s

studentsd appreciatilon

studentso indifference studentsd i mpact
dealing with difficult students
building studentsd gqonfidence

s
keeping studentsd interested

building relationships with students
-

For the last phase of data collection, | decided to engage the participants
more in the research process giving them an opportunity to interpret and
reflect on the themes emerging from the data (Harvey, 2014; 2015). Similar
to Harvey (2015), | felt dissatisfied with the conventional interviewing and

member-checking procedures:

| felt if | was to genuinely see the people | am working with, and

myself, as responsible, thinking agents, | had a responsibility to
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give them the opportunity to theorise their own experience.

(Harvey, 2015: 34).
As explained above, | intended to co-construct the meaning with them rather
than be the only person interpreting and theorising their ideas. For each
participant, | developed a diagram (see figure 3 for the extract from the
diagram and Appendix J for the Armenian and English versions of the
sample diagram) with themes and sub-themes which evolved from the data
emerging from the previous two phases. | also included extracts from their
interviews to support each theme. As mentioned in section 4.4.4.3, |1 did
not translate the interviews and analysed them in the languages they were
produced in. However, | recorded the codes and themes in English because
my work was intended for an English audience.

Therefore, the interviews of the final phase of the data generation were
based on these diagrams. | showed these diagrams to the participants,
explained how they were developed and then the participants were asked
to read and reflect on the themes, sub-themes and their interview extracts.
For each participant, | also developed a set of questions some of which
emerged from the previously collected data, others were the questions
related to the diagram or the ones | did not manage to ask before. This
approach enriched the research in multiple ways. First, it involved member
checking to enhance the credibility of the study (Carlson, 2010) (see section
4.9). Second, it helped develop a greater sense of trust and create deeper
rapport with the participants which led to more transparency and sincerity
during the reflection on the diagram. As a result, the data obtained during
that phase had another level of depth and provided more enriched
information. Finally, the diagram allowed the participants to have a better
understanding of their own motivations and teaching practices and see the
pieces of their puzzle as a whole (see section 4.10 for the impact of the
study on the participants). Not surprisingly, all the participants6 i nt er vi ews
conducted in the last phase lasted longer, 90-110 minutes on average

except for Annads interview (62 minutes).
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Figure 3: An extract from Lara's diagram

The first thing i
imagine an unenthusiastic teacher, |
really candt. It hi

Self-confidence plays an important

rol eéyou havaenfideat bub ¢
without showing the

them [students]. \

n k

enthusiasm

self-
confidence

Now unexpected questions are rare
because | have been already asked
most of all those questions, those
common questions that students can ask
and | already thought about them found
the best answers t
gives you confidence.

impact

teacher

fears regrets

fear when t
students askin g me somet hin
answer . I was thinking
situation]??0

The first

It depends on how you behave from the
beginning. I f | feel |
that class | can easil
means tooo. wBet ei yoa
positioned yourself the way you could or that
connection hasnot bee
it os better not t o S

somethinal.

ideal self attitude

I am an actor who has gotten on a
stage to play in a performance for 3
hours. And after the performance she
comes home, falls down dead and
completely drained out of energy
because she has given a lot of energy.

I wasnot a communicat.i
reserved, quiet. If, for example, we went out with
{hhends atpthatityme |
shy. Now that communication opened me up how
| feel that | can communicate with any kind of
person, get along with anyone.

| am a different person. Although | feel that |

have recently been changing. | am
di fferentél have noti
has changed as well éa

In the classroom she [refers to herself] is
more energetic, humorous, tries to create a
positive atmosphereé

You know now | donot
other place. For example, translations. You
can peacefully sit somewhere and do your
transl ations but ito
Now | know - communication with people is

what interests meélt even ha
Why actors are told - unless you feel it, you
enjoy it you wondét be able to pas
audi enceélf you enjoy it [teachir
pass it [enthusiasm] without realisi ngé y ou

need to make that child engaged, happy and
so that he could enjoy it too...



Arriving at this stage, | realised that my Nvivo analysis was superficial and |
could not see the big picture. | had to dig deeper to obtain the essence of the
data. | returned to the manual analysis and started inductively generating the
themes. Similar to the first two phases, | used manual coding (see Appendix
K for the sample) to identify the main strands and sub-topics within them which
later developed into themes. | used mind mapping techniques to identify the
relationships between codes, categorise them into sub-themes and themes
(see appendix L for a sample of making sense of codes and themes). After
this stage | was able to see the whole picture and used Nvivo to organise the
data according to the developed themes and codes. By employing both
manual and electronic (Nvivo) tools to analyse the data, | benefited from the
advantages of both methods and attempted to minimise their weaknesses
achieving rigor and trustworthiness in the data analysis process (Davis &
Meyer, 2009).

The codes were reviewed and refined multiple times. Obviously, not all the
codes and subthemes were connected to all the participants and after
analysing each case | carried out cross-case analysis to understand how the

cases were different and similar.

While performing the analysis, | was attempting to understand how the codes
and themes were related to the research questions, Teacher motivational self
framework and literature on possible teacher selves. Tables 4 and 5
demonstrate the final categories, sub-categories and themes that emerged

from the data.
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Table 4: Categories and sub-categorieso f t he t e a c o entesaieachiogg i ves
profession
Sub-categories Categories
Consequences of the Shift in the role of o
collapse of the Soviet Russian and E
Union English S
Diminishing role of )
Russian © S
Grovying importance of 50
English - =3
Parents Impact of ®°s
Teachers significant others S s
Neighbours 3
Family =
No desire to become a | Getting into o
teacher teaching =
Love for teaching vs.
accidental start —

Table 5: Categoriesandsub-c at egor i es f

or

t

he

participants

Sub-
categories

Categories

Past
experiences

Own teachers

Initial ideal teacher self

Too idealistic

Not
internalised

Conflicted
with other
self images

Compromising on the
initial ideal teacher self

Temporarily
proximal

Context
specific

Holistic

Feasible teacher self

Students
Colleagues
Managers

Impact
others

of significant

Teacher self evolution
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4.8 Indexing references to the data

In order to present the data efficiently, | have employed an adapted version of
Bor g o sa;\(Vebsted, @015) coding system (see table 1):

Table 6: Codes for data presentation

Teacher Type of data Number
Tom=T Observation=0 1-5
Lara=L Interview=l 3
Shushan=S Post-observation 1-5

_ interview=PI
Marine
Grigirevna=M | Reflective journal=J 1-15
Nelly=N
Anna=A

When references are made to the particip:
the initial of the parti c ifgicavedtbytisetypes e ud o n:
of the data (e.g. | for the interview) and the number of the data (e.g. 12

represents the second interview). For example, TI2 refers to the second

interview conducted with Tom while SPI3 r ef er s t o Shus-hanos
observation interview.

4.9 Impact of the study on the participants

In the last phase of the data collection, | asked the participants to reflect on
their participation in the study. | was surprised by the level of their engagement
and the benefits the participants pointed out. They all emphasised that being
involved in this study helped them develop a better understanding of their

teacher selves:
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When |1 dm reading this I understand t|

beginning | was reading and thinking,
think | i ke that. 6 Sometimes it happens w
the next day you think, oIt vWats wrong,

now when | look at this [the diagram], | understand that whatever |

really am is this. This characterise s m @\&)

All of the participants also mentioned that it was very stimulating to reflect on
their diagrams which involved the categories and sub-categories emerging
from their data together with extracts associated with these categories. It has
been argued that member checking can have a therapeutic effect when
participants read what they have reporte
them like a bolt of lightning because they are now faced with their perspective
of the experienced ( Banepfehe pagicip@ntsineted 201 2 :
similar impacts. For example, Shushan mentioned that writing reflections

helped her reduce her anxiety:

When | was writing the reflections my anger was disappearing, at
some point [inthe past]| was writing Wherltggr s to my
mad | would start writing a letter then | would rip it off. Can you

imagine? It helped me a lot. It was a good relaxation method. (SI3)

Lara especially emphasised the importance of the diagram as a means to gain
a holistic picture of herself as a teacher:

Il tés very interestingthinkinghoyweightly w | 6 m | o
you organised everything. | mean, for example, reasons to enter a
profession,i f somebody asked me maybe | woul

look, you may just speak, and speak, and speak and someone
extracts from that the key things and

t hat 0 sClearly gekihgéseeing [myself] systematised because

my thought are som#W3 mes i ncoherenté
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Importantly, the teachers pointed out that participating in the study helped
them analyse and evaluate their past and current experiences as well as learn
from their negative experiences in order to progress. The next two extracts

from Annads and Nellyds data demonstrate

T: Has the participation in this study had any impact on you?

A: Yeséthe questions around which you
that question is asked, even when at that moment you give a
spontaneous answer then you start goin
met hods, when | answer ed anynmethodl t hough
you used. Then | under sngoaybdeljustat | 6 m d
dondt hdwitis galledé ( Al 3)

You know whatodés interesting. Whatever
di dandlyseitbut now after al lanalyded |Is@@Me& ve st a
startedt hi nki ngél ooking at it from anoth
have been many things, things that came out of hidden places that

I woul d never thinkéToday when I rec
lessons which sometimes come into my mind - it was so

embarrassing. Why did | make such mistakes? Why did | prepare

for t hat | esson | i kanalgsihgait Pthink it st art éno
[participating in the study] has been a good stimulus, a person can

move forward by analysing. (NI3)

The participants also pointed out that their participation in the study helped

them see their development as teachers:

Yeah, it's quite interesting ...yeah, this is me, | suppose, this is
what | think about teaching but | guarantee you i f you come and
see me again in five years, this will be different  [laughs].€ | hope
it will be different because it will show that I've developed and

changed. Some of it is my history which won't change but some of
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my thoughts and ideas might change , perhaps how | conduct my

teaching might change...l don't know. (TI3)

When conducting studies, researchers frequently do not realise the extent of
impact they and/or their studies might have on their participants (Lamb, 2017).
Similarly, at the beginning of this project | did not anticipate that it would have
such effects on the teachers. As | pointed out before, being a teacher myself,
| was aware of the amount of work the teachers were obliged to do and tried
to make the participation in the study less stressful. Therefore, | was really

glad that all of the teachers stated that the study had a positive impact on

them. Understanding this | managed to davoid har moé

(Haverkamp, 2005: 150) which had an ethical importance for me.

4.10 Trustworthiness

SimilartoSal dafabds experi ences thsichaged (2014:
978), when presenting my findings at the conferences, | frequently noticed
people nodding and exclaiming - A T h at 6 s everthalebst it this skiction |
will discuss the concept of trustworthiness as means to assure credibility of
qualitative research which is linked to persuading the reader that the findings
are justifiable (Lincoln & Guba, 1985; Shenton, 2004). Qualitative researchers
suggest several techniques to achieve credibility. Below | will identify and

discuss the ones | employed to ensure credibility in this study:

1 Prolonged engagement refers to spending sufficient time in the research
site in order to establish trust and gain information about the researched
culture (Creswell & Miller, 2000; Lincoln & Guba, 1985). This also helps to
examine information provided by the participants to avoid distortion. The
study was conducted over the period of six months and consisted of three
phases. As noted before, | spent a lot of time at the universities to

familiarise myself with their culture and contextual specificities. In the

t

teachers6 common room, I wa s of ten

with teachers (not only the participants) about both professional and
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general matters (e.g. local elections, life in the UK) and even patrticipated
in the birthday celebration. All this helped me gain insights into the
relationships and culture of the English language departments at the
universities. My frequent presence and the way | positioned myself as a
researcher had a positive impact on building rapport and trust with the
participants.

1 Triangulation implies using multiple sources of data to validate the findings
(Bryman, 2012; Duff, 2008; Creswell, 2013; Cohen et al, 2011). In section
4.6, | have discussed all data generation tools (interviews, observations,
post-observation interviews, reflective journal and research journal) and
provided the rationale for using each of them. The findings were based on
the evidence generated from all these tools. Collecting data from various
sources occasionally provided different perspective on the same issue
enriching the findings.

1 Member checking is another tool to assure credibility of the gathered data
(Doyle, 2007; Lincoln & Guba, 1985). Usually the researcher sends the
transcripts of the interviews or their summaries to participants to validate
their accuracy (Creswell 2012b; Lincoln & Guba, 1985). Another kind of
member checking involves giving the participants the analysed data or
findings and ask the participants to comment (Creswell, 2012b). In this
study, | preferred to ask the participants to comment and reflect on my
interpretation of the data (Harvey, 2015). Although | have already
discussed multiple benefits of using the diagrams, | would like to stress
their methodological value. The participants had an opportunity to validate,
reject and correct my interpretations. This also enabled them to provide
additional details about the points they perceived important.

4.11 Chapter summary

In this chapter, | have detailed the methodology and research design of this
study. I have also clarified that all my methodological decisions were driven by

the research aims and, of course, by my ontological and epistemological
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stance. To ensure trustworthiness, | have attempted to be transparent and
have reflected on the challenges and dilemmas | faced throughout the data

collection and analysis process giving explanations to justify my decisions.

To summarise, in order to explore and understand the nature of the
participant s® moTeackhea maticationaluseli fragewdrkh E
recruited six English teachers from three universities in Armenia each of whom
were considered a case. Data were generated in three phases over a period
of six months employing semi-structured interviews, journal writing and
unstructured classroom observations followed by post-observation interviews.
The data was then analysed using both manual and electronic tools which
benefited the study and reduced the flaws of each method. As a result of the
analysis, several themes emerged as the key findings of the study which will
be discussed in the next chapter.
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Chapter Five: Research findings

Change is unavoidable and is, in fact, what is most characteristic about
selves and identities.

(Danielewicz, 2014: 181)

In this chapter, | will discuss the findings of the study which will be presented
in the form of cases followed by a section based on the cross-case analysis.
Although all the cases are thought-provoking and contain information-rich
data, due to the word constraints | will introduce only three of them. When
selecting the cases, | aimed to present the teachers with distinct experiences
offering contrasting perspectives on the research questions. | also wanted to
ensure that all three universities are represented. Hence, the cases to be
introduced are: Tom - a native speaker teacher whose perceptions, beliefs
and behaviours were drastically different from other participants (university A);
Lara whose initial high aspirations vividly conflicted with the teaching reality
(university C); and Shushan - ateacher-6 di r ect or 6 whose desir
seemed difficult to attain due to her inability to build a rapport with her students
(university B). The data from other cases will be used in the discussion of the
cross-case section which will consider similarities and differences across the
cases. Each case will be introduced in relation to the main research questions

which are:

1 How have the participants' possible teacher selves evolved throughout
their career so far?
1 What contextual factors have influenced the evolution of the participants'

possible teacher selves?

To discuss the evolution of the particip:
their motives to become English teachers and then will look into how their
teacher selves formed and developed. | will also examine the factors affecting

the participantsd motivation with -regard

cultural context, school environment and classroom context. To ensure
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credibility (Lincoln & Guba, 1985; Shenton, 2004), | will make extensive use of

primary data to demonstrate how my understanding of data developed.

51 Tom

As was briefly mentioned in section 4.4.3, Tom is an ethnic Armenian born in
Iran in 1960. When he was six, his family moved to the United Kingdom to
provide better opportunities for their children. Several months after arriving in
London, Tom and his younger brother were sent to a prestigious boarding
school near the capital. He enjoyed having fun in the boarding school but not
the studying process. After leaving school he was not certain about his future
career and | ife and decided to enter the
lifel>6 Tom completed his university study in Mechanical Engineering and, with
hi s f at h e hedestablssheg anootorcycle business which appeared to
be successful. At a certain point, after managing his business for 22 years,
Tom reached the conclusion -fl wasn't achieving anything. | wasn't really going
anywher e - and tdtided to eadically change his life and follow his
parents who moved to Armenia once the country gained its independence in
1991.

5.1.1 Tombés motives to start a teaching

teacher é0
5.1.1.1 Moving to Armenia: O6We were happ

Afterthe countrygai ned i1its independence in 1991,
Armenia to pursue their dream of living in their homeland. Tom visited them in
the winter of 1993 which was one of the most challenging times in the modern
history of Armenia. As was discussed in section 2.2, the country was struggling
to survive after the collapse of the Soviet Union; it was experiencing

remarkable political, economic and social changes (Johansson, 2008). In

5Since Tombds interviews wer e CanknSdns dMiSefaht td n En gl
demonstrate it.
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addition, the country was involved in the war with neighbouring Azerbaijan

over its historic territory of Nagorno-Karabakh which resulted in economic

bl ockage and an unprecedented energy

impression of Armenia was not pleasant:

It was desperately poor and really really friendly but uninviting

| ddsay. The people were friendly but there was nothing to make

you stay here - no f ood, no electricity,

worst 16, (T11)

Despite these challenges, Tom and his family continued visiting his parents
every summer and were witnessing positive social and economic
developments in the country. Tom mentioned that gradually they started
enjoying their stays and, in 2005, the family made a dramatic decision to move
to Armeni a. Foll owing his friends?®o
manufacture motorcycle equipment in the country. Despite his efforts and
attempts to promote the business, the factory did not make any profit and he
eventually had to close it. Tom stressed that, regardless of the business
failure, he and his family felt happy in Armenia and did not intend to return to
the United Kingdom:

So then é the factory wasn't worki

want to go back. We were happy, we liked the life here.  (TI1)

Cri

nott

advi

ng,

Mor eover, Tombdbs determination to sltay i

his UK-based motorcycle business to his business partner. He emphasised

that this was the pointwhen herealised he was not enjoying

| was tired of it, you know. I've had enough, 22 years selling

motorbikes. Selling and servicing mot orbikes, it was great fun

®Tombds intervi ews Enghlsh. & indioate dhat¢ useeGbmic $ans MS font.
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but it wasn't fulfilling at all. Selling is not a fulfilling ...job, you
know. You're just passing on, you know. You make it. | sell it -

big deal [with sarcasm]. (TI1)

Although inspired to enjoy his new life in Armenia, Tom was unemployed and
his biggest concern at that time was to find a job. He started exploring
employment opportunities in Armenia and, without being certain what kind of

work he was eager to engage in, Tom was open to new possibilities.
5.1.1.2 The native speaker advantage: 61 speak really good

In an attempt to find a job, Tom made a list of his skills and abilities to figure
out his potential work possibilities in Armenia. The final skill on his list was his
ability to speak English and, realising the importance of English in the country,

he decided to give a teaching career a try:

And | crossed it all [other job possibilities] out until to the

bottom one which was English -1 speak really good Eng
I thought, 0 OK, al | ritis @ possjbility. et 6 s . . . 6
looked around and | considered everybody wanted English

teachers. (TI1)

Tom became even more convinced about starting a career of an English
teacher after he approached several colleges and was immediately offered a
job. He stressed that the management did not even require any evidence of
teaching qualifications when they noticed he was a native speaker of English.
To his surprise, being a native speaker appeared to be sufficient to be hired

as an English teacher:

Tom: Native speakers in Armenia obviously have a big advantage

because if you walk into any college, any language college and you
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speak like an Englishman or an American fluently, you have an

advantage over...

Tag: Why ?
Tom:ébecause | think we are rsame. So, Y
assumption, and | think ités a fair as

from the native speaker should be at a higher level than the

| anguage from someone whoos |l earned |
academic institutionséAnd youdve got,
English speakers from Armenia and maybe a hundred or 50

native speakers, so wedOre rare. And ou
Sshould be better. So, Il think you have
shoul dndt assume that that automati cal

be a great te acher. (TI3)

Even though Tom was immediately offered a teaching position and became
aware of wh a t t h e béimgarnativeyspeaker fof English in Armenia
entailed, he recognised that English fluency did not imply being able to
successfully teach the language. Acknowledging the importance of teacher
training, he decided to enter the classroom only after receiving professional

training in teaching methods and techniques:

I didndét do CELTA necessarily for coll
because | owhowltmtéach Ekghtish. | can speak English
but teaching is not the same as speak

perfect English ifTllyou candét teach it.
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5.1.1.3 Teacher training: o6Ilt was a terr.]

After making a decision to enter the teaching profession, Tom was determined

60to do it properl yo,; he researlochamdd t he
returned to London to attend a CELTA course. Tom was very open when
reflecting on this experience and referr
mostexci tingé and O6the hardest thingd he h
both his positive and negative feelings and emotions associated with the

course. Tom reflected on the challenges he faced during the practicum when

he was required to teach real students in the presence of his peers and a

trainer. When sharing his first teaching experience, he recalled his fear of

teaching and how his nervousness made him physically sick before the lesson.

When Tom was sharing this episode, he was so emotional that | could sense

the extent of nervousness he went through:

It was. .. I mean the most excitingé p
exciting moments in my life but also one of the most nerve -

racking. It was a terrifying, terrifying [emphasises]

moment é And | rfeeheentdoeny ledsan | was sick

in the bathroom and then | came out and | had to do my lesson.

And after the | esson, I t hought I was

(TI1)

Tom highlighted the importance of the CELTA course not only for obtaining
teaching skills but also for building his self-confidence. For example, he
referred to his fear of teaching grammar and explained that he had managed
to avoid teaching it until his teacher explicitly pointed that out and required him
to teach the present perfect tense. Tom again went through similar
uncomfortable emotional states and even could not sleep the night before the
lesson but, nevertheless, he searched for materials and attempted to prepare

an engaging lesson. When sharing the negative emotions he experienced

116



before the class, Tom also pointed out his positive feelings and satisfaction

after it when he received an encouraging feedback both from his trainer:

Il didndt know the terminology and t he
grammar... The last lesson | had to give, my teacher came to me

beforehand and | prepared reading, you know, easy stuff -

thought it was easy - and she said, "You have to teach grammar".

| said, "No, | don't, no way..." [imitates his trembling voice and

laughs]. 01 f you wanna pasggammaplessog,ed t a do a
far you've avoided [imitates his teacher's serious voice]. You've

done talking, you've done this, that, you've avoided
grammar . 6. . .1t had to be the present p
sick. | was very ill. | didn't sleep that night but | did go to the

library and | found a great little book and a little game on the

present perfect... So it gave me a couple of games which | did

and she gave me a distinction, she gave me a plus for that

lesson... (TI1)

Tom emphasised that hi s t r a ifess®nmals® who rhad insisted on
teaching the topics he had constantly avoided and her attitude helped him not
only overcome his first fears of teaching grammar but also realise that it can

be an enjoyable process:

She was a very clever woman because if sh e hadn't forced me

to do grammar, | would have avoided it for years after that. But

she forced me to do grammar and | real
good fun. Il f you can make grammar i nt e
know. (T12)
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To sum up, Tom was a successful businessman in the UK and did not have
any intention to be involved in a teaching profession. However, his decision to
move to Armenia drastically changed his career, and, in his mid-forties, he
made a decision to engage in a teaching career. This was driven by his desire
to stay in the country and realisation that he could benefit from his status of a
native speaker of English. However, despite being offered a teaching position
without having any teaching qualification or experience, Tom wanted to be
professional and attended a CELTA course in London after successful
completion of which he returned to Armenia determined to start his teaching

career.

5.1.2 Tombdbs teacher sel ves: o1 am

classroom] . 0

Upon his arrival, Tom approached several colleges and immediately was
offered a job; he accepted a teaching position at university A. When Tom
started his teaching career, he clearly possessed feared and ideal teacher
selves, which derived from his salient past experiences and were closely
linked to his own teacher images as seen in the following two extracts:

| definitely did not want to be like my teachers at school

[ | a u gjustsnvhat you would expect, you know, a stereotypical
teacher . OPl ease open yTom wouldyoo k s
please read this paragraph? Thank you. Would you read this

paragraph?ad

He was a History teacher, he fought in World War Il. He was a

tank commander. He would sit there and he would talk about his

war experiences and things. It was wonderful €& | real ly
it and all the kids were like...we would sit there in awe at this

guy. He would tell us his stories...we would join him and ask him

guestions and things. So, occasi
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your books on thiso. bigitallodife woul d act

which was great. (TI1)

Recalling his school experiences, Tom wanted his students to enjoy his
lessons and, striving to earn similar admiration from his students, he initially
developed an abstract ideal self image -6t eacher hl eveduldgnt so.
did not have a clear vision of how it could be achieved through teaching and,
as a result, Tom preferred ar out e of 0 bei ngpleasingghiso wma n 6

students instead of engaging in O6real te:

Tag: You said when you started teachin g ét hat you avoided 0

teaching, you tried to entertain the students.

Tom: Yeah.

Tag: Why do you think you had that in this ...first period?

Tom: | think because you want to be loved. You want students
to want to come to your class and at first that's a n easy root to

do it.

Tag: Don't you want to be loved now?

Tom: | was doing games for the sake of doing games. There was

little reason for doing the game . . . | think i1tds 1 mport
|l i ked but 1 tds not the most I mportant
themt o grasp the |l anguage. So, itds gr ea
oOh, great! We |ike Tom.dé But what ar e

| think you have to be aware that being liked...doing things just

to be liked is not the objective. And | learned that. (TI3)
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However, inevitably thisimageconf | i ct ed with T-omdf;s e mer

the students had to pass exams and eventually his supervisor indicated the
flaws in his teaching assigning him to teach students with lower levels of

English proficiency:

| taught so me speaking classes and things which | enjoyed and
then she [supervisor]é sai d, OPer haps you shoul d

|l evel s because youdre not very good

and so on. You dodot tr &@alAlnd wihee watsa

(TI1)

Tom, who was still insecure about teaching grammar, realised that his

avoidance of grammar negatively . affec

Acknowledging his limitations, he aimed to shape a new teacher self
representation - a @ompetent teacherd Unlike the local participants for whom
competence was largely linked to language proficiency, for Tom this image was
related to his knowledge of linguistic terminology and ability to teach grammar.
At the early stages of his career he seemed especially concerned with tenses
and shared how hard it was for him to deal with this challenge:

| had a lot of fears about mistakes but it was mostly worries

about terminology. | f somebody said,
isndét it?6 And | was |like, oOWhat the
thatpPou know. 00Oh, you used the past
present perfecto OReally?06 Those fear:
would say to my students right i n my

how to speak English, OK? Trust me. But | may not know the
terminolog vy . It doesnodt mean | donot know
just have to bear with me. Trust me.

because they know my background. (TI3)
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When reflecting on similar experiences, Tom seemed eager to demonstrate to

me how his teacher self developed and how he overcame his initial fears of

teaching grammar by identifying a certain grammar element to work on which

he called hi sTomwereekntp winretds&@.hat after mas:c
pointd (e.gqg. tenses), he | deackled thenred hi s
gradually attempting to attain his competent teacher representation. For

example, in the second phase of the data collection he mentioned that his aim

at that time was to learn how to teach articles:

I'm having trouble with articles at the m oment because |

know...if you read a paragraph, the easiest way to know if a

person is a competent English speaker is to look at the articles

because it's a nightmare and ...but how do you teach it? It's

al most i mpossibleé And | thwer@essom ryi ng to
and it was madness. They were all saying, "But it was this, but

you said this and it's not this and it
guys, I'm sorry, it's me, I'm the problem. | know what's right

or wrong but I'm having trouble telling you. Give  me a couple of

weeks and | 'm gonna try and figure it

Impossible at the moment but it can't be impossible. There must
be a way. At the moment that's my goal. So | think if you can
test yourself like that it keeps yourself motiva ted and

interested. (TI2)

As a result, Tom eventually overcame his fear of teaching grammar and

started enjoying it constantly trying to find more creative ways of teaching it:

Tag: | remember you told me that you avoided grammar. You

didn't like teaching grammar.
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Tom: Oh no, | love it.

Tag: Now you love it...

Tom: I love it.

Tag: How did you come to that point?

Tom: Maybe through a book which | bought él got some ideas
from this book and | started using them and they were so
effective, so enjoyable in class that | thought actually this sort

of activated my grammar side of teaching and | thought, "It's
really good. | enjoyed this". So now | expand on it and | feel

I'm getting quite creative now.  (TI2)

Tom stressed that his professional self-development was his driving force
which helped him not only enhance his teaching skills and grow into an
effective teacher but also maintain his motivation, which he realised might
diminish because of the repetitive nature of the work:

So | think you might get to the poin t where you stop learning

and the reasons for stopping learning could be motivation, could

be energy, could beé because you
so why bother to change it. It's easier not to. You create a
blueprint for your level 4 or level 5an  d you can just regurgitate

it every time. So, really you need no preparatory work for your
lessons, lesson plans and things. And you just can do it. And when

you do that, it shows...it shows in yourself. You're not excited,

the students grasp that immediat ely. (TI3)
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In addition to the image of a competent teacher, Tom perceived his ideal
teacher self as someone who was not bound by restrictions and was
completely autonomous in his decisions about what to teach, how to teach and
where to teach. For Tom, effective teaching involved teaching in real life
situations outside the classroom environment which would make
teaching/learning more relevant and context-specific as well as would help
mai nt ain st ud e nHoweber, aftert voicirrgt thio miew, Tom
acknowledged that it was not feasible in his current context and he had to
compromise and adapt, considering both institutional requirements and his

studentsbé expectations:

| would like to be able to go out of the classroom

environment éWe coull ddagmdtt ok tdve gomot.o a

go to a restaurant, we could go for a walk in the park, look at

the plants....We could go to the hospital. We could go to a
university. If you look at all the units - environment, health,
communication - all...many of these thing s could be taught in

their true environment and not in the classroom. But as a
teacher, we donodt have that and
students are ready for that or whether the administration is

ready for that. (TI2)

Obviously, Tom had to accept the contextual limitations and find other ways of

effective teaching and sustaining hi

element of fun in his lessons (e.g. writing poems, role-play). For example,
during one of the observations after introducing new words and having a
reading comprehension activity involving these words, Tom reinforced the

newly learnt vocabulary with a game:

The teacher divides the class into two groups. One person from
each team sits in front of the board facing his team. Tom writes the
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newly learnt words on the board and the students explain it to their
teammate sitting in the hot seat. Whoever guesses first gets the
point. Students are very excited and involved, they enjoy every
minute of it. The students on the hot seat change. Everybody is
laughing and happy. (TO1)

In contrast to his initial lessons, Tom convinced me that now all his activities
aimed to develop certain language skills and were connected to the lesson

topic:

For example, | did something which really worked well the other

day. | was teachingéquantifiers: hardl
too much, too many, a little, little -t eachi ng t hat éand t he
thought, "Ok, how am | gonna make this interesting?" | then

wrote...made a little eight -line poem and | put my little poem on

t he board like:

| don't have enough friends.

| have too many enemies.

My wife spends too much money,

So | have hardly none.

| have a lot of kids,

Some of them are girls, blah -blah-blah - really simple poem.

So | did this little poem and then | told the cl ass, "Right,

homework. You've all gotta make an eight -line poem using

quantifiers”. And it was amazing what they did...they created

some fantastic poems and...the poems were so good that | was

putting them on the board and we were analysing them...So I'm

finding a lot of new ways to teach grammar and the more |

teach it the more interesting it gets. (T12)
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Starting from the very first interview and observation, | noticed that students

had a special significance for Tom (this was also vivid in his initial ideal teacher

¢

self image), pr obably the most i nfluenti al fact
evolution. Students seemed to be a priority in all his decisions when he was
planning a lesson and probablyitwasst udent s who made his |
Consequently, building good relationships with students was vital for Tom and
he gradually developed several key principles to achieve that. The first
principle concerned Obreaking down barri
he was accomplishing by being genuine and open with students. This emerged
during one of the observations when Tom was openly sharing his negative
qualities with his students:
The students start saying positive and negative personality qualities
and the teacher writes them down on the board. He is very relaxed,
smiles and gives examples. He speaks about his own qualities to
demonstrate that people possess both positive and negative ones.
He mentions that he is lazy, not organised and slow. (TO3)
In the following post-observation interview, he asserted that he initially tried to
impress his students but gradually arrived at the conclusion that one needs to
be genuinet o gain studentso6é trust:
Tag: | also noticed...you're so open with your students. ..you
speak about your negative stuff... d'm ver y lazy. I'm not
organised 6. . . How can you be s o open Wi

Generally people praise themselves, they don't like talking abou  t

negative...

Tom: | dont need to impr ess my students. | would
pr ef ratheé than trying to impress them...I would rath er
they felt | was genuine and you can only be genuine by being

genuine. You can only pretend to be genuine for so long [shows
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with fingers] and eventually you get found out. When 1 first
started teaching | said some things which weren't me. And later
you get found out because they listen...So if you tell them that
you're really energetic and whatever person and then you tell
them a story...you forget about what you've said and the lie
comes out. So | find it much easier to be straightforward with
them [laughs]. I've tried lying. I'm a very bad liar. So | just tell

them the truth... (TPI3)

Another principle was rel ated t o ensur
maintaining their motivation. It was important for Tom to be able to teach his
students in a way that would reinforce their desire to learn English. He even
identified studentsd yawning as his key

needed to find more engaging methods of teaching a particular topic:

Tag: OK, what motivates you in the classroom?

Tom: | can tell you exactly what motivates me in the classroom.

| am terrified of people yawning [ s mi | I Issg¢eéstudents

yawning...I know it's a silly thing to say but it's probably the

biggest motivational factor. | will spend hours creating a lesson

wherel know t hat peopl e Satrlkramoftstguodeamt ya\
yawning] i s what motivates meé sort of
criteria when I'm creating a lesson is to make it so they

[students] don't get bored. And if I think it's boring then I will

have to review the lesson and that task and make it interesting

someh@weé
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If I sit here and I'm saying now let's turn to page 68 [says ina
monotone voice], this is how the past perfect is, let's try this
exercises here. You know, within 10 minutes they will a Il be
asleep, guaranteed. | would be sleeping. So, especially evening
lessons, it's very easy for them to loose concentration. And
once they've lost concentration, you've lost them. And | keep

an eye out...I think it's really important to keep it moving an d

interesting. (TPI1)

T o ménal key principle was related to helping students gain self-confidence
and express their opinonswhi ch Tom achieved by not c

errors when they were speaking and accepting their opinions:

| won't correct if t  hey're in the middle of a discussion, you

know, or if they're having an argument or a discussion about

something and | will not correct them. And some students start,

"Oh, no-no. It's a he that's a she, that's not a he". You know,

'm telling them, 0Just

and they're correcting an d |

doesn't ((fHXter 6.

This I think is one of my strengths, | will accept any opinion and
will help support it if | think the person needs my support, and

this perhaps gives people the courage to say what they think.

(TJ6)

Following his principles, Tom frequently developed a special bond with his
students which was noticeable during the lessons | observed. He mentioned
that frequently both he and his students did not want the course to finish. The

following extract is from his journal entry:
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A sad week, my great level 5 class came to an end. This was an

all adult class with many strong characters and it became a

really good learning environment.[ €] | hate saying goodbye on

these occasions, when nobody, even the teacher, w ants a course

to finish. You sort of know itds the
trust that has built up over the two months. There is this period

when people are individuals, they express their feelings openly,

disagree with others but know that their opi nions will be

respected even if not agreed with.  (TJ6)

Al t hough students were very influenti
another factor affecting it was his relationships with colleagues and managers.

Tom stressed that the relationships among teachers were not warm and
mentioned that there was a tension between younger and older generation
teachers:

I've never liked that attitude of the older teachers...if | ever

sat with them in the coffee shop and discussed...it was always
negative, negative, negat ive, you know. They're doing the job for
the sake of it, for the money. They worked the way up
to...whatever they were getting...and it was all really...there was
no interest in what they were doing. All the younger generation
are completely different, the y're motivated, they wanna do
things differently, they wanna make their classroom
atmosphere interesting, new methods, new things, interactive.

They are brilliant.  (TI3)

Tom stressed that the tension between these two generations emerged from

the competition i teachers had short-term contracts and were paid per hour.
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Consequently, more experienced teachers were not supporting the novice
ones, preventing them from having more classes. When discussing this issue,
Tom acknowledged that, as a native speaker, he was privileged to have a

sufficient number of hours and was not involved in the competition:

Per haps t her e i séper haps for me t he
competition, | don't know. I'm happy when one of the younger

teachers gets level 5 or level 6 [levels taught by Tom] if they're

confident to do it. | like it. I don't think, "Oh, why didn't she

give me that level?" | get enough work. Maybe if | was getting

only one class, | would then change my opinion. It'satwo -edged

sword. It's easy to be gracious when you've  got enough work but

if you haven't got enough work then maybe | will start saying,

"Who is that young girl? She's got my level? Why is she doing

my level 5 and I'm sitting at home?"  (TI3)

Tom highlighted that these relationships and attitudes were developed

because of the manager 6s unfavourable po

behaviour as Oabove what i's accespaff abl e
i nteractiond creating tensions in the dej
not take into accountteac her s opinions and ignored t

mentioned that eventually the teachers stopped attempting to change anything

in the department realising that it might lead to negative consequences:

Well, the problem with suggesting is that it will defi nitely...
won't be accepted and she will...It is totally impossible,
completely impossible to approach her with a suggestion
because the suggestion will be wrong, it won't be feasible,
unnecessary, unwanted or whatever...So, she will shoot you down

with a hundred different reasons why your suggestion is...and |
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have in the past tried to make suggestions, | haven't made

suggestions for years now because it's completely pointless...
(TI3)

As a result, Tom preferred to be minimally involved in the departmental
activities; he just followed the requirements and fulfilled his administrative
obligations as a teacher. As a colleague, he collaborated mainly with novice
teachers supporting them and trying to minimise the difficulties they were

facing in the department.

I nterestingly, Tomds t ed @heacher whe had a
mission to contribute to the development of Armenia. Similar to other diasporic
Ar meni ans, Tomdés return to Armeni a

gaining connection to his historic homeland and this emerging Armenianness
appeared to be an important factor affecting his behaviour. As mentioned
above, it had an impact on his decision to be involved in teaching and it
continued to be influential throughout his teaching career. Tom explicitly

emphasised the importance of living in Armenia and teaching in his homeland:

Well, 1 could probably go to a lot of places to teach but...the

fact that | have Armenian roots and I'm teaching in Armenia to

me it seems. . . ifeelinfjthat snéHere teacking t h e
and not in Dubai or China or whatever. | get more kick, more

buzz, more excitement out of teaching Armenians and...not

teaching Armenians but being with Armenians than | was with

had

had

Chinese or Ar abs or wh adnstthenr bétl have

to be able to do this in your homeland is a privilege in some way,

| think. (TI2)

Acknowledging the challenging political and economic situation in the country

and attempting to reduce the negative impact of the Soviet past, it was
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important for Tom to contribute to the development of the Armenian society.
He believed that he was not only teaching English but was also helping

broaden hi s st hydihiatirigsahtrovesial dizcassians:

Tag: | think, if I got it correctly, you feel good that you kind of

have your endeavour here...Is that right?

Tom: Absolutely, yeah. It's a very important part of my
motivation and...Not only does it give me a buzz but | feel it sort

of ...maybe I've got it here [is reading the diagram]...A lot of my
friends from abroad who are living here are trying to help the
community one way or another. I've got a very close friend who

IS a very strong women's rights activist. My wife works for a
company which organises festivals around Armenia for women & s
empowerment and things. A lot of my friends are in that type of
field. They all are trying...and | sort of feel what | do is
also...it's sort of useful...At a basic level I'm teaching them
English; they all feel they need English but at another level |
initiate  discussions which are maybe a little bit controversial
and...| wouldn't say they open their eyes but it gives them an
opportunity to express their feelings...We talk about things,

guite serious things(M&8nd I think itds

In addition, considering that Tom grew up and was educated in the United
Kingdom, which was a drastically different socio-cultural environment
compared to Armenia, his perception of the role of teacher was distinct from

the one existing in the Armenian society:

Its so funnyth at teachers here éthe percepti

of teacher is so, so different than in England. So, when we were
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kids teachers were just geeks. All they knew was a subject they

taught éThey wer e j ust geeks who'd s p
studying history or geogra phy or bi ol ogyéAnd they \
dimensional, you know. And therefore, they didn't really have a

good place in the society, teachers in the West. | don't think |

was unique in that, most of my fellow students felt the same

way. Here we have this opposite t hing with teachers where they
arelikedemi-gods andél think both are wrong.
IS nothing...no more than just another person who is in the

classroom with fellow people. (TI2)

Interestingly, only Tom expressed the viewpoint that in Armenia the teacher
wasper cei ved -gaosh da Goasdedmientioned in another interview.
By contrast, the | oc all participants compl ained t
society was diminishing. Tomés per cept i ¢theagbovequptatiens sed i 1
affected his behaviour in the classroom. During the observations | noticed that
Tom was constantly walking around, drinking coffee, kneeling and chewing a
gum i all of which were not typical of Armenian teachers. He highlighted that
with his behaviour he desiredtosti mul at e hi s -mihdedhessiands 6 o p e r
demonstrate that teachers could be 6at t

dismantle a society-imposed image of a teacher-6 g o d 6 :

Tag: Is it easy to be at the same level with students?

Tom: Well, |1 don't have any pr olbdorétmstéap any
barriers between myself and the students. | will ...quite often

I'm kneeling. I'll go around and I'll kneel in front of them. |
won't stand over them. So I'll be at their level. I'll go and sit
next to them. | get students  to come and do presentations and

I'll sit with them and so on. | try to be one of them as much as
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possibleél don't allow them to stand u
| allow them ...very informal setting. | create a really informal

atmosphere and ...for me it works. It might not work for
everyoneélt can be shock for the first
think it evaporates, disappears very quickly and | don't have a

problem with it.  (TI2)

To demonstrate that he was just 6a norm
occasionally asked students to help him spell a word or openly admitted his
mistakes without worrying that his behaviour could damage his teacher image
in the eyes of his students. On the contrary, he wanted to reduce his authority

as a teacher and empower them:

Occasionally, I'll ask I'll tell, "I don't know how to spell this,
help me". You know, and they'll help me and so on and it gives
them a lot of encouragement when they feel they can
contribute...the teacher ...I don't think the teacher ...it is a bit

like thatin Armenia, isn't it? The teacher is someone like a little
god and they have to know everything, otherwise they're not a
teacher. But | don't believe that's teaching, | don't...that's

just knowledge...I think there is a big difference...( TI1)

It [his behaviour] gives the students, | think, some sort of
confidence to feel that they are a part of the classroom and
part of the environment, an important part, and in many ways
their opinions are just as important as the teacher's opinion.
And that gives them ...they have a freedom and the right to

express their opinions openly in the class . (TI3)
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By his dédunusual &6 behaviour Tom was tryin
classroom experience demonstrating that
could make mistakes, struggle to explain grammar and learn from students.
Tom considered that as a part of his endeavour in the development of a

democratic Armenian society.

I n conclusion, although Tombés initial t e
someone who entertained students to a teacher who is competent and
effective, the key component of his initial ideal self - ensuring that students
were not bored was still a part of his teacher self image. Consequently, his
teacher self evolved fromé6t eacher | tuedenbgdhitse she te
simultaneously possessed the components of his ought-to self i a competent
teacher who had to provide sufficient knowledge so that students could
successfully complete the course and his ideal teacher self i a teacher who
could teach entertainingly, while simultaneously avoiding being his feared
teacher self i a boring teacher who was unable to teach grammar. All these
selves were interconnected and formed a holistic self which was feasible in his
context. The development of that self and, consequently, his motivation to
achieve it was influenced by several factors: his desire to contribute to the
democratic growth of the country, the university atmosphere and his
relationships with his manager and colleagues as well as his most influential
trigger 1 students. In the classroom, Tom highlighted that in the classroom he
transformed into vahododwdasf eaetmitngndfmadm t |

sometimes couldlook6 st upi dé t r yhisstglentsso moti vat e

Tom: I'm a different animal ...this is amazing really. | sort of
come alive in the classroom. I'm a very different person in the
cl assroomé

Tag: What's the difference?

Tom: | just come alive. ljust [ | a u gl don'] kéow. It's hard
to explain. | don't wanna say...I know you could sta rt thinking,

"Well, it's an act". And in a way it is like an act but it's not an
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act ...superficial act. It's an act from the heart. So | would like
to...if there is such a thing...you know, | suppose it is an act you
are a bit of a showman in the classroo m and | make myself look
stupid and | do stupid things because | want them to feel that

I'm not some god or whatever but...although it's an act as | said

it's an act from the heart rather than superficial thing that |

put on. (TI2)

5.2 Lara

Unlike Tom, Lara was born and raised in Armenia. Her parents sent her to a
Russian school considering the existing assumption in the society that
Russian schools were more prestigious and receiving Russian education

could provide better opportunities:

During that time Russian schools were considered more elite and
provided better education. It was true, it was exactly like that. We
[her family] watched Russian programs a lot. Newspapers were
Russian i we never had any Armenian newspapers at home. So, it

seems that my main language was Russian. (LI2)

As was mentioned above, unlike other specialised language schools where
the language of instruction was still Armenian, in Russian schools both the
materials and the language of instruction were Russian. When the Soviet
Union collapsed, her school had to switch to Armenian which was challenging
both for pupils and teachers who were used to teaching and studying in
Russian only. Despite receiving the rest of her education in Armenian and the
decreasing status of Russian in the country, Russian always remained an
important language for Lara. During t he i nusee ofvi ews
translanguaging was probably the most extensive; her Armenian speech was

constantly spiced with Russian words and phrases and that way of speaking
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seemed ver y nat ur &Rlssiah s clbse to:me, it is nevertheless

closeéand the most accessible | anguage f

When speaking about her school years, Lara highlighted that she did not
receiveapr oper education because osobciatehe Odart
with the beginning of the 1990s in Armenia. As mentioned previously, there
were shortages of food, gas and electricity supplies resulting in complete
absence of heating during freezing winters and only two hours of electricity
per day. Lara recalled having wooden stoves in the classroom and stressed
how difficult it was both for teachers and pupils to concentrate on learning in
such conditions when people were just trying to survive. Realising the growing
importance of English, her parents hired a private English tutor for her and

encouraged Lara to major in English:
Tag: Why did you apply to major in English?
Lara: Justto learn Englishthen | woul d seeé
Tag: Why English?

Lara: My mum saidé i t wasnot my dediSsiaané She
learning English, then wedl | see. 0 When | start

lessons, it just happened naturally. (LI12)

Lara was dreaming about becoming a business woman i a popular image in
the country suddenly exposed to Western values and ideals. Lara highlighted

that that image continued to be dominant:

Everybody imagines herself sitting somewhere in a luxurious
of fice...she is someone |Important, ac

busi nesswoman is prevailingé (LI 2)
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5.2.1 L aresdc stamattdaching career: @ never t hought

become a teacher . 0o
5.2.1.1 Unsuccessful work experience: 4 f el t veby deficien

Af ter receiving a bachel ords degree,
career which had already started losing prestige. Instead, she began to work
in a tourist agency hoping to climb a career ladder and achieve her dream.
Contrary to her expectations, Lara was not enjoying her job and was

constantly nervous due to the lack of English communicative skills:

At that time, you felt horrible, I

t é

L a

don

fete mbarrassed to speak English, | remer

have that experiencel’. Listening was especi ally poor

foreigner entered the travel agency | would just hide

é wh

b €

never communicated with foreignersél f

havegone through thateé(LI 1)

Even though Lara majored in English, her low level of communicative
competence is not surprising. At that time the grammar-translation method
was still considered the most effective one and the focus of language
teaching/learning was on mastering grammar and enlarging vocabulary. In
addition, Lara felt that she did not have any opportunity to develop and
gradual ly transform i nto 6someone i

temperamental manager who frequently yelled at his employees:

| could never imagine that | would become a teacher. At first, when
| was graduating from the university | was dreaming about working
in the officeél was saying never

teaching, nothing |ike thatéaddnbts

17 Comic Sans MS font indicates words/phrases said in English and Arial Italic style
i in Russian.
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know maybe | just had a bad experience
there was no space for growth. You have some kind of a director
who shouts at you, I dondt knowéhe has

and he gets mad at .ylily because of that

Eventuall y, Lara resigned. Following her mottfl
and hoping to improve her English communicative skills and gain self-
confidence, she was determinedt o earn a masterds degr e

university A:

My mom saidéit't wasnMy mpmdéatci smiyorhome
everyone is an engineer. | mean not all of them are engineers but

émy brother is a programmer, mom and d
all are mathematicians and physicists.
tried to be equal to men; | entered that sphere and realised that |

al ways faced obstacl es. I al wayseéif t
hi gher positioné always men got a prom
dondét want youéin the future when you

want you to be a teacher,towork half-day . 6 (LI 1)

5.2.1.2 Teacher training and first teaching experience: @ just wanted to learn

English and then | would decideé 6

Although enrolling in the MA TEFL programme implied becoming a teacher
which was her motherds desiwasjysttaostudyappear
at that highly-ranked Western type of university where the lecturers were

mainly Americans and the language of instruction was English:
Tag: Were you studying at university A to become a teacher?

Lara: At the very begi omersiagd why | dvéisd n 6 t eve
applying, why that de&pATiGRE®OMtheéde | had t
departments. | mean at the beginning the goal was just to get

accepted at university [Alé | j ust woul dnot get accepf
depart mglBt s é
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| interpret this and the following statements that her main desire was to
become fluent in English, to tackle her lack of self-confidence and to find a
prestigious job all of which seemed achievable when having native-speaker

lecturers:

Tag: Why did you go to the university A - to improve the language

or become a teacher?

Lara: To i mprove the | anguage as well éth
undergraduate years] were not enough to feel confident among
experienced peopl acverthelesr i gives e

y o ucénfidence, confidence. But when you don 6t have t hat
experience and there are people who worked in some places and

consider themselves superior to you, you start devaluing yourself.

No w, even i f you donot know somet hing,
You can open a dictionary, you can say | need to look this word up,

youoll eventually find a way out J[of t

you felt horrible, 1 (Ldondt know, felt

| knew that university A graduates could easily find a job, a good
job, I clearly remember people talking about that. They were saying
if you sent your CV somewhere, they would take university A

graduates. (LI3)

At the beginning Lara was going through the motions and studying
0 aut o ma thenshe gradyally became engaged and committed enjoying
the learning environment and teaching approaches which were very distinct
from what she had experienced before. She started attending various teaching
workshops organised by the British Council and making connections with
graduates of the TEFL programme. During one of these workshops the head
of the English department at university C invited Lara to send her curriculum

vitae and, after a successful interview, she was offered a teaching position:
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I went there the next day. They gave m

statt eaching on Monday. o | pani cked and
private ¢ | dond6t have much experience of
el pani cked, il havendét graduated yet.

[teaching and studying]?06 (LI 1)

When reflecting on her first classes, Lara emphasised that although her
teacher training was very effective, she was not confident and spent much
time on lesson preparation trying to address every detail:

| was preparing everything scrupulously, everything. Once | was

even preparing [forthe | es s on] unt il 7 a. m. , I c
[studying and teaching] é and at 9 | lhacdsudchhardo t each
days too. (LI1)

Lara also recalled her unsuccessful experiences which she labelled 6 f ai | ur e d
lessons. In the following example she reflectsonher 6f ai | urwith exper
one of her first groups which she was co-teaching with an experienced

teacher:

In general, the students in IT groups are really good but these were

very arrogant. They were thinking they knew English really well,

AWhat agei nyputo teach us?06 They were t
of them came back from the US [after participating in the exchange

programme]. When they [students] return from the US, they think

you dondét have anything to teach them
withthem,at | east games interested theméth

that it was a failure, and | was cryin

Lara mentioned that she gradually gained self-confidence and started
enjoying her lessons. After completingherma st er 6 s degr ee, she
a post to teach part-time on zero hour contract at university A, which she
happily accepted regardless the amount of workload simultaneous teaching

at two universities required. She was proud to teach at her alma mater and
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hoped to eventually have permanent hours there; however, with a change in

the department management, her contract was not renewed.

5.2.2 Lar aobds tle adcohnedrt skenlovwe swh edt her or not

that image. 6

All the |l ocal teachersd sel f depoligchllo p ment
ideological, economic and societal changes occurring in the country. As
articulated before, despite the attempts to move towards western educational
approaches, the Soviet era image of an expert-teacher is still dominant in
Armenian society. Lar a 6 s -to geif mepresentation derived from these
societal expectations led to fears and concerns related to English language
competence; she was trying to live up to the image of a teacher who knows

Oeverythingb6:

Tag: Have there been any cases when they [students] ask you

somethingandyoudidn 6t know?

Lara: Yeah, thatwasthe f i rst fear when teachinghé
students asking me something I coul dn
AWhat can | do [in that situation]?0 (

When reflecting on such incidents, Lara revealed that she gradually gained
confidence and learned to deal with these situations highlighting the

I mportance of earning studentsodo trust:

It depends on how you behave from the
gained studentsdl toamsteasinl t haay ,cl falssa
wha't t hat meanso. But I n a class whe
yourself the way you could or that <con
in that group ités better not to say |
(LI12)

However, Lara stressed that occasionally she still felt uncomfortable to admit

her oO0incompetenced in front of her stude
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that she would never have native-s peaker proficiency and

wor ds 6:

Tag: Do you mean thatitwasdiffi cul t t o accept that yol

something at that time [when she started teaching] and it is easier

now?

Lar a: Yesae hémm more confident. |t i s st
know [a word] éstudents |i ke when the
Youhavetok now al | words in the world and i
a minus. But now | OvdLI2started taking i

Interestingly, during one of the observations Lara was asked the meaning of
an unfamiliar word and, when reflecting on it, she described how she was

tackling the situation trying to figure out its meaning:

Someti mes they ask such words and | sa
these words from?06 They say, AMi ss Lar
|l reply, AReally?06 And t hatdauus,when the
especially when there happen to be many of these [unfamiliar]

wordsé AThis wildl be a synonym of that

thinking trying to guess what the first one means, starting to recall

somet hing, recalling tratVOElbYGvVve seen
just start slowly recalling thatéand t
it up in the dictionary and s-ays the
yeah, I was just trying to find the |
[l aughs]. To teldayitrhgg d rmudlhe, 116mm jjusgt

get out of that situation, at that moment trying to think about the

difference between those words. (LPI2)

Although Lara admitted that such situations were unpleasant, she pointed out
that they stimulated her development-6 st udent s make you thinl
I f you dondét have such students, you wono

self-confidence and learned to tackle similar situations and save her face
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(Goffman, 2005) but also started perceiving them as an instigator of her
development. Instead of focusing on language competence, Lara started to
pay more attention to her teaching skills; in particular, she concentrated on
explaining grammar clearly to make sure that students understood the topic,

which seemed to be appreciated by her students:

They [students] say, AMIi ss Lara, you e
such a wayél ol |l never forget T You

such a simple wayeéeo (LI 1)

Larads desire to provide cl eamnlrdesvyat anat i c
linked to her own undergraduate learning experience which lacked that and
became a basis of her feared self T a 6boring teacher who

grammar 0:

They [English lessons] were very boring, that was the bad thing. |
mean it \veadstranslatkreadt r ansl ateé The most a
thing was that they [teachers] were dictating grammar, there was no

explanation. (LI1)

Not surprisingly, Larads ideal sel f I ma ¢
feared self. She also pointed out that she was also influenced by her learning

experience at university A which was drastically different from her
undergraduate study. The interactive and communicative approaches as well

as American teachersd O6unusual &6 behaviou
representation, which Lara envisioned as 6an actress who has ¢
stage to play a performanced and who, af
compl etely drained out of energy because
initial years of teaching, especially when teaching at university A, she

attempted to achieve that image:

When the lesson started - you had to see me before the lesson -

|l i ke an actress [before the perfor manc
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then she enters the cl| adypreseesthe and it 0s

buttoni s mi | e, energyé

| could be on my feet for three hours - jump like a monkey, write-
erase-write-erase something on the board, show something i i t 0 s
di fferent. You create a different at mo

However, Lara mentioned that attaining that image required more and more
energy and gradually sher eal i sed t hat it was excessi

achieve and entailed enormous effort:

| m a perfectionist in natureél <canodt
grow a lot, a lot until | achieve that ideal teacher | created myself. |
dondét know whether or not 106l ever aclt

trying to concentrate on enjoying the

than trying to achieve the image | <c¢re:
to be that, t he bestéprobably it wi ||
experience, there wildl be too much pre

The situation was especially worsened by the necessity to give private lessons
after her uni versity teaching tothfoearn s
herself and her elderly mother who was living with her. The post-independence
breakdown of the Armenianeconomy negatively affected
teacherso6 sal aries were not sufficient fc

universities or give private lessons:

I definitely donodt teach for money b
uni versity in Armenia you jJjust get c hi
we receive |l ess than in other universi

on that money. You can maximum live a week on that, or, in better

cases, pay your bills and liveésurvive

Lara highlighted that giving private lessons similarly required a lot of work and

she had to ensure that she had sufficient energy to perform her tasks properly:
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If I could work only here and make sufficient money for living, my

life would be so much easier and | could give students so much

mor @eéebds energy i s not unl i mited, y O
energyéand you start givingnkingt in dos
that you need it for the rest [of the
Larabs workload eventually resulted in h

she decided to begin O0saving her energyo

up on her desire to dre tahde eqatchgeaedOoper for

If 1 gave it all in the classroom, they [students] would get very
enthusiastic but | need to think about the rest of the day which
sometimes continuestill10p.m.1 f | dondt wuse my ener gy

will be completelyé | already feel exhausted. (LI3)

Lara mentioned that the amount of work increased at the end of the year when
the teachers were overloaded with administrative work, testing, marking and
supervision. It intensified the stress level making it more challenging to

achieve the image of an enthusiastic teacher:

The | ast weeks at the university are v
to simultaneously do everything: develop and administer tests, then
mark them, calculate the final marks considering the ongoing marks
as well. On top of that, we are given 3 days for vivas and | have to

cancel my private lessonsé ( LJ11)

Although Lara had to compromise on her initial ideal self image and develop
a more realistic and achievable self representation attempting to be her best
0f easi bl eeff it wasavenhimportant for her to maintain or at least

demonstrate a certain degree of enthusiasm:

Tag: When you teaché doyouhaveany vi sionéfor exampl

you think English should be taught in this or that way?
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Lara: | donot knowél 66k maylkee t or etahtiesd a
i mageéwhen the teacher ent enkisdet he cl| as:
them, the students. She should give th

an unenthusiastic teacheré (LI 1)
Yet, she admitted that occasionally she struggled even to display enthusiasm:

| try to be energetic not to have a dead atmosphere. As soon as my

energy level is |low, Iédm losing them |
it is the fourth lesson you just are not able to hide your tiredness.

(LI3)

Maintaining some degree of enthusiasm was of key importance for Lara
primarily because she considered it t h
engagement and motivation. Students had a special significance for Lara; she

continuously highlighted the importance of building good relationships with

students. She was genuinely disappointed when
and energised when she was able to motivate them. The following extracts

demonstrate that Lara keeps returning to this theme throughout the interviews

and in her journal:

When a connection is established, you become a close person for

them [students]. They really need to |
like her-she has some kind of a cold i mage
with the best knowledgeéif she enters
image, teaches her |l esson and | eaves an

connection, she loses her class. (LI2)

|l really feel stressed if the | esson d
he doesnot have any motivation to stut
with an indifferent face and you do everything trying to motivate him

at least for a moment and the moment when you think you
succeeded, he is again indifferent. I n
(LJ4)
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When | see their excitement, that 6s t#t

plus the sparkle in their eyes. Honestly, when you enter the

classroom andét heir eyes start spar
maybeéwhen | see the sparkle in their
i n that case, no matter whet her youor

somehow wake up [laughs]. (LI1)

Lara was obviously proud of her student s
concern was also linked to her perception of self-efficacy and self-worth. She
desired to feel important and appreciated and | felt that she was experiencing

that with her students:

Il was angry at something the other day
students appreciate and | i ke me, it
[teaching] .o (LI 3)

When comparing her work at the travel agency with a teaching professions,
she pointed out that being a teacher entailed having a special significance for
someone whereas wor ki ng o6in the officebo, as S

unimportant and invisible:

Who are you in the office [she compares with her previous job]? You

are an ordinary employee . Whet her youdre good or
ordinary, youo0re |ike others. You are
iyoudbre an ordinary person. But here yc
or émaybe youbre someonebds idol . She ¢
that for someoneyou areéyoudre having an 1 mpac
(L12)

Al t hough students seemed to be the main
the attainability of an O6enthusiastic a
depended on the demands of many key factors. For example, Lara stressed

the importance of atmosphere in the department while discussing the hostile
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ambience generated by a newly appointed manager in university A which also

had an impact on the relationships among colleagues:

| was shaking, | was feelingsobad [ i n university A]eéttl
normal. 1 coul dnét stand that for | ongéif
[ i n uni versity Cl ., no, i mpossibleéeit

shoul dnét hate going to woérkl3) you shou

And we had to learn from them [experienced teachers] because it
appeared that we were nobodyéit appea

right to teach there [with sarcasm]. (LI1)

Finally, Lara pointed out that teaching materials and the lack of proper facilities
could affect the quality of teaching and become an obstacle in achieving her
desired teacher self image:

You know itdéds very easy to work with
endeavour is not big and itdéds very dif
in an interestingway 1 i t 6 s r e &tb make tdemf[students] |
i nterested. For example, with group A,
what am | gonna do with this textbook? After two lessons they
[ students] would say screw you and you

such faces that | o weorutl edrn 6tt h aetv ecnl avsasnrt o a |

You need to have proper conditions. |

I use the classroom with a projector?c
know, the projector is in such bad con
because we needitforvi vaso éand you think AWhy ¢
(LI3)

To conclude, although Lara did not intend to become a teacher and merely
foll owed her motherdés advice when enterin
started enjoying teaching because she felt that, unlike her previous job, she

was important and influential for her students. Realising that her initial ideal
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self image required strenuous effort and was unattainable in her context, Lara
adapted it to her situation trying to maintain to some extent its core feature -

enthusiasm. Simultaneously she had to satisfy the institutional requirements,

manager s6 demands and studentsod6 needs

teacherd6 self and attain her desired

Lara had to balance all these co-existing facets and try to be her best feasible

teacher self.

5.3 Shushan

Similar to Lara, Shushan was born in Armenia. By the time she had to start
school the political changes in Armenia were already in progress and
Shushanoés p adtosend hertadaspediatised English school instead
of a Russian or Armenian one. As pointed out before, unlike Russian schools
the language of instruction in English schools was Armenian but the number
of English hours was higher in comparison to non-specialised schools. In
addition, realising the growing importance of English, her mother hired a
private English tutor for Shushan in year six to further develop her English

proficiency.

Shushan was a very good student with high aspirations and at the age of 15
she participated in the Access exchange programme sponsored by the U.S.
State Department and spent a year living with an American family and
studying in the high school in the United States. This experience was very
influential for Shushan; she encountered a new culture and educational
approach as well as improved her English proficiency. Yet, it was also a
challenging experience; she found her classmates prejudiced in relation to her
background and experience and had to prove that she was equal to them:

They constantly were ready to say,

rubbi sh, you came here to | earn
very difficult. They didnot say
everywhere. First youbre met Wi
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Romania? Who are you? Have you got a TV? Have you got a toilet?
Where do you |ive? I n a house?0
of some kind of umbo-yumbo tribe and you came to learn some
civilized manners from them. And | did a presentation about
Armeni a at school é (SI 3)

This experience later stimulatedh er per cepti on of a

mission to educate students and instil love and patriotism towards their
homeland. After returning to Armenia and completing her school, Shushan
studied at a prestigious university majoring in English and aiming to become

an English teacher like one of the teachers she admired.

5.3. 1 Shus hes nobssart entedchirvg career: 4 was sure what |

wanted to become.b6

They t

t eache

5.3.1.1 The teacher 0 personmpeptayedacuSahrele wa s é t

i n my choice of profession. o

When asked why she decided to star
out her privat ewdsantexperiensed unmersatycteachearhSbe
developed a special rapport with Shushan and was very influential in her life.
Shushan spoke very emotionally about her tutor and described her
extraordinary teaching skills as well as personal qualities. During the interview
she almost cried when recalling the last encounters with her terminally ill
teacher:

Tag: Would you please tell me how you made a decision to become

a teacher?

Shushan: Well,one of t he t e acteredrhad algréar e
impact on me [é ] Svetlana Petrosovna'® was one of the rare people

who could give you a lot not only in terms of your field, your

18 This is a pseudonym.
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profession but she could give you a lot also as a human being, as

an individual. She was a person who surprisingly had an idea about

everything. She not only knew a | ot

b

(

wasnot pushing heirf fiidealst budat ito wasc arg

unfortunately, her disease interruptec

just a teacher and a student but we had a special connection [is

almost crying] (SI1)

Shushan mentioned that Svetlana Petrosovnab s i nf | uence was
she was determined to become an English teacher when she started taking

her private lessons at the age of twelve:
Tag: Did you think at that time about becoming a teacher?

Shushan: | was sure what | wanted to become from year six.

Teaching, educational field always attracted me (SI2)

She wthesperson who played a crucial role in my choice of
profession because since that time | knew where | was heading to,
why | was going there, what profession | would choose and what
prospects | would have, what | wanted to do. (SI1)

5.3.1.2 Previous Youomgkt werk forel0 iyeans evithout 6
learning anythingé 6

Despite the fact that Shushan intended to be a teacher from a young age, after

completing her university study she experimented with other occupations to

S

(0]

make sure whether she O6échoseéelerteeisiontout ur e

attempt other jobs was probably also linked to the low salary teachers received
although she did not explicitly indicate that. She briefly worked as a tour agent,
a museum guide as well as a clerk in the prestigious international bank which
was considered a respected job in Armenia due to a relatively high salary. She
pointed out how high the competition was therei 6i n 2005 t o get

t hey had such t)owhgnhdisceissiagrher banking éxgderience,
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Shushan stressed its monotonous nature and no stimulus to develop; it was

sufficient to acquire |Iimited number of

Tag: Did you like working at the bank?

Shushan: No, | dilikkn Gttéhe wor k was very aut oma
di dndét appreciate my work, it was main
fill in this paper, sign it, do the transaction and say good-b y e , it 6s
more like a conveyorbelt-1 di dndét | i ke it. (SI1)
| was thinking thatinal | prof essions, if youobdre pr

to learn something all the time more, more and more - you o0 r e

learning something every day. Inthe bank T pr obabl y that was.|
my field 7 | felt that you might learn this much [shows with hands]

andt ha® e ui mi ght thi rcck elr kwaydumeet d sb e ta

to know this much [shows with hands] and you might work for 10

years without |l earning anything el seé(

In contrast, Shushan enjoyed working in the tourism industry but it required

extensive travelling which she stated was clashing with her personal life:

| 6ve tried tourism as well, it seemed
i f you have a family, i f you have <chi
per sonal |l ife would disrupt profession

As a result, after attempting various occupations which initially seemed
more attractive, Shushan did not feel satisfied and decided to devote

herself to the teaching career which she desired to pursue as a child.

5.3.1.3 First t e alcvias gefting enenesrbeferen every 0é

lesson. It was like entering an exam.6

Shushanés first teaching occurred while
experience of studying in the English speaking country, she felt confident in

English and began to give private lessons when she was a second year
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student. Shushan recalled her lack of experience in lesson planning which
resulted in attempting to include an excessive amount of information in each

lesson:
Tag: Do you remember your first teachi

Shushan: [é ] My first student was a 26 year old girl who received

an invitation from the US. | taught her English in six months. You

know that was my first experienceél W ¢
trying to squeeze whole English into one lesson. Then | started

structuring it in order to manage it within the lesson time. (SI3)

While still at the university, Shushan had her first classroom teaching
experience. The US exchange programme she participated in as a teenager
trained a number of its alumni, including Shushan, to teach English in remote
villages in Armenia to encourage children from these areas to participate in
the US funded programmes. In sharing this experience with me she recalled
her nervousness and even demonstrated how she was shaking during her first
classes. Nevertheless, gradually Shushan started to enjoy them because she
could observe her studentsd progress and
terms of language learning and growing self-confidence. She encouraged
children to be confident and was trying to empower them, occasionally even
arguing with those parents who prevented their children from applying for a
study abroad programme:

My first classroom teaching experience was when | was in year 3
[at university], Access sent us to teach English in the villages. Look

[shows how she was shaking] but | pulled myself together and told

mysel f, Alf t hetyh ditegeslu dylolu 6lroes ea,f rtahiedy, wo
any attention to youo. Then it was bri
We organised classes in the regions because children6 s Engl i sh

was not good there. First of all, the materials were outdated,
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teachersdé didndét have r eacasstother ai ni ng,

internet and so on. (SI1)

Although Shushan had a brief teaching experience while still being a student,
she decided to return to teaching after experimenting with other careers. First,
she was offered a part-time teaching position at the university she graduated
from and was teaching elective courses related to English literature. Then she
received an offer from university B to teach various EFL/ESP courses which
she stated she enjoyed. Obviously, initially Shushan experienced concerns
and worries which are specific to beginning teachers but gradually she started

to develop self-confidence:

Ten years ago | was getting nervous before every lesson. It was like
entering the exam. | was nervous what if | say something wrong,
the structure of the |l esson, | donot
more relaxed, | 6v-eomfeicenet molr &d seay

matter of gaining experience. (SI1)

When comparing teaching to other positions she worked in, Shushan
highlighted the importance of enjoying work she was carrying out and its

impact on her life:

Tag: You said last time that teaching heals you. What exactly heals

you?
Shushan: | dondt kHywfindajobdhichwas get t i
meant for you, you dondét get exhausted

that fastélodve experienced that when
returning home tired, exhausted, without good mood. And if
something, even tiny thing happened at the work place, it was
getting on my nerves a | oté Teaching

studentsfor5-6 hour s and | donot f eel t hat
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Teachingéhow to say itéitds |Iike my m
cl assroomeél mi ght havmenutésil \gold feet ver but

fineée) (SI1

5.3.2 Shushanés Yeadtcher sgpéwviesr Do t hemé

knowl edge, experience, everythingéthey s

Similar to ot her p aitat ideal iand dearedsself intabes s ha n 6 s
stemmed from her own learning experiences. She reflected on her
Mathematics teacher who created an atmosphere of fear in the classroom and

was an example of a teacher she desired to avoid becoming:

In year 10 the teachert ol d my mom, Al 6ve never se
gets better at Maths as he/she grows up, on the contrary he/she

gets worse [at Maths]o. | was standing
getting better, Il just understood that
Shewasa unique person, I dondt know how

two add two makes that even the best

questionséThere was an atmosphere of f
was doing that. There are such people when they ask you your

name, ynoaubblree tuo answer. | dondt know, m
with a special intonation, somehow she
to solve a very simple quadratic equation which | could solve very

quickly, but when she asked me to solve that at the board, | would

just get stuck. (SI3)

Likewise, Shushanbés i drepedentdtianavastbased ors leed ofvn
private tutords i mage, the one she admir e
desire to pursue a teaching career. Attempting to resemble her idol, Shushan
developed an i deal self i mage of an effecti

everythingd and having a mission of educ:
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She was a model for me. Imitating her | understood, how the lesson

should be taught éat the begi mging I
I mean completely everythingé (SI 2)
I nterestingly, a Oknow everythingd-part

to self image which was influenced by an expert teacher representation
prevalent in Armenia. Although Shushan was the only local participant who
had an experience of studying in the English speaking country and was rather
confident in her English language skills, that did not seem to prevent her from
experiencing the same fear the other local teachers went through i a fear of

wa

beingunabl e t o answer studentsd questions,

vocabulary. Shushan mentioned that she soon realised that she could not

C

achieve a 6know everythingd teacher i mag

to deal with situations when she encountered unfamiliar expressions. First,

shetriedt o expl ain to students that teachers

unable to answer the questonwas not 6da Unrfiomd unatel vy,
did not work. Then she recognised that it was crucial to display self-confidence
and hide fears rather than explain the reasons of not knowing certain words or

phrases:

Tag: Have you had a situation when somebody [a student] asks you

t

a question and youb6re not able to answ

Shushan: A lot, a lot.
Tag: What do you do in such cases?

Shushan: There was a period when | was afraid of that - what if they

ask something and | woul dnodét knowé bec

opinion that i f youb6re a teacher, you

field. Then | tried to explain thatitwasn 6t | i ke t hat, that
ordinary person and, even i f 1 6m an
many guestions I havenot encounter

explanations were useless. It depends on your attitude; if a
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student éf eel s t Hhhattyowwont iBeralde teachange i d
his attitude.But i f he feels that youdre
donot know something, you take
solution, a confident solution,
episode. (SI1)

S h u s h aewl§ developed teacher self image was a confident teacher and
she was trying to constantly exhibit self-confidence. She emphasised that the

teacher could admit her lack of certain knowledge only in case when she had

ear ned student sbd tenu st , woatl e r awti s ret,

Although she was pointing out the importance of gainingst udent s 6
next quote demonstrates her oppositional, fearful and even defensive attitude

towards students which was also noticeable during the observations:

Tag: Doesnot It [ accepting not

studentsod attitude?

Shushan: It depends on your attitude, how you perceive that. If the

student feels youdre not afraid

of
not a
it e a!

he W

urstbu d

t rust

knowi |

of t h:

discover that with him and you will guide hi m i n that éwhen

create that #rust , the relationships develop rightly. If the student
feels you dondét know something a
dondt know, he wi ltorturea € Imalyessoris,che t u

will definitely find something t o show you and ask
wi || find such words from the di
like that. | was even thinking to write down all those words in a
notebook. | would have a large glossary throughout the years. In
every group therei s someone who spitefull

what this word means?0 [iIimitates

nd ar e
re you
i f oy

ction:

y say
t he s

i's a big assumption that you donot k n

confused at that moment, the whol
A No, tlknow lmavedou got a dictionary? [says with a confident

voice] OK, I 61 1 get one and webol
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me to tell you 10 words that you donot

surprised. (S12)

Interestingly, after emphasising the importance of demonstrating self-
confidence, Shushan tried to convince me that being honest with students and
admitting her limitations helped her create better rapport with them, yet,
specifying that she did not apply that strategy to all students but mainly to

mature ones:

I tell my student s, especially those
policewoman, nor an encyclopaedia. | help you to find your way in

this field and | | earn some stuff with
and say, ADo you knowt, jushtellsm.00K| say, A |
thank you for telling me. | 6ve | earnt

are surprised but it creates better relationships later, they start

perceiving you closer. When you donoét
t hink] AOh, pl easengdondt doaskbt gwentdt
embarrassed?o, your relationships becor
you | et them get closer, Altods OK. Let

together. o (SI 1)

This extract seems unconvincing considering her comments above which
indicate how suspicious she was of hershstudent
attempted (at least with some of her classes) to build good relationships with
her students. When reflecting on the issue of English language competence,
Shushan seemed especially concerned to convince me that it was specific to
all teachers in Armenia and they needed to arrive at an understanding that it
was impossible to master the language completely. She continuously
highlighted how important it was for teachers to demonstrate self-confidence.
To emphasise this, she provided an example of her colleague who suffered
because of her | ack of confidence. Al t hou
experience in the extracts below, they again demonstrate her attitude and fear

that students might sense a lack of self-confidence:
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At the beginningéall teachejussisgo throu
that you need to understand that you ¢
in your head and if there is something

crimeé (SI 3)

Forexamp| e, wedOve got a teacher in our de
specialist, but her weakness is her lack of self-confidence. When
she enters the classroom, students fee
feel that. And if they even slightly feel that you get confused, you
wonoét be able to save the situation ¢t

you do the following |l essonsé (SI 2)

Even though Sushanr eal i sed she could not achieve
of her ideal self she felt that she had to display sufficient knowledge to keep
the students from attacking her. She also tried to maintain the mission
component of her teacher self which involved not just teaching English but

also educating students:

My every lesson is not just an English lesson, | try to give my
students whatever | have experienced, to teach them something

else that they might consider useful in life and not just present

simple, present continuous, present perfect, vocabulary  etc.

Something that will shape them as a person. In many cases | might
even sacrifice my English lessons if | feel there is some
psychological problem, related to their spiritual world. Because |
think that being a teacher is one of the rare professions which

shapes a person. | dondt think the tea
realteacher gi veséshe shapes that person. (
Shushanos desire to have an i mp as t on

individuals was evident during one of the observed lessons which turned into
a discussion of the importance of staying in the country and contributing to its

development (the discussion was in Armenian):
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One of the students says he does not want to stay in Armenia
because there are not enough job opportunities in the country and
it is better to emigrate. The teacher starts talking about the
disadvantages of living abroad and being an outsider. Another
student disagrees with her and brings an example of people he
knows who enjoyed living abroad and did not face any
discrimination. The lesson turns into a discussion of pros and cons
of living in Armenia and abroad foll owed
monologue about preserving Armenian identity. During her speech
the teacher becomes very emotional (is about to cry) and leaves the

classroom. (SO4)

In the post-observation interview she justified her decision and insisted that

teachers have a mission of bringing up good citizens for the country:

AsS

In teaching you need to always be ready to sacrifice because, as |

understand teaching, it 6s not

t

j ust

Ssubj é¢tO&-5®B0i t s bot h d e sserialognd n g

devel oping an individual. I t 0s

bringing him up. So, a lot of teachers regard teaching as simply

a

both

giving information and developing

when you deviate from t he ecukioywect

there is high teacher talk, you went away from the topic, you

|l ost your timed No. I found that t

topic in order to develop correct citizens because my
responsibility is not only developing professionals for the world

but, first of all, developing good, loyal, respectful, helpful and

é.consciousé conscious, (BPl4)i zens f

a

he

gl
pr

t

(

P

t hey

hi

or

menti oned above, Shushan recogni sed

image was unachievable and it was crucial to demonstrate self-confidence
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which she associated with a teacher who is an authority in the classroom. She
gradually developed a new teacher selfimagei a o6di rector d who i

achieve her lesson goals:

The role of a teacher 1in thele,cl assroon
mean she should be able to lead the lesson in such a way so she
could achieve her goals because I f you
very easily move to other subjectseéln
director should be maintained even if there are some deviations
which are inevitable to make the | esso
But you goal is to achieve the things you aimed to get by the end of

the | esson. For exampl e, I consider m
achieved all my goals, if | get feedbac k at the end of the lesson and

understand that the students have understood at least 60% of the
material. (SI2)

However, when | was observing the lessons it seemed that Shushanos
6director6 teacher self which i mpddi ed su
not correspond or probably even clashedwi t h her studendsé pert
teacher. As a result, they did not behave the way Shushan expected them to

behave; she mentioned that some of her students even did not address her

with plural Gysaaspect and is ¢hk only iackcgptable way of

addressing teachers in Armenia

Nevertheless youbre superior to themé
experience, everything and they shoul d
Instead they should accept it as a fact because you have more
experience and y 0 uid tha is amormalr Dheye s si on all
shoul dnoét feel baaddtry to prove that they knbw t h a t

something you doné6t know. (SI 2)

I have students who dondét even under st
the teacher usingsi ngul ar Oyoudél think itdéds wr

teacher with singular O6youd because th
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behave properly and that contributes to successful learning
because if he perceives you as his street friend | doubt he could
l earn mu2heée (S

In all these extracts, students emerge as her main concern and a source of
fear. While Shushan recognised that the reason for failing to achieve her
teacher self image stemmed from her relationships with students, she blamed
only the students for this and did not question her own actions, attitudes and

approaches, probably in an attempt to save face:

I mean they need to have intrinsic motivation. Because there are

classes where whatever you do you donbd

students there thatyouthi nk, @AWhat was the point of
t he |l esson?o0 Of cour se, a | ot of t hi
attitudeél enjoy it when | think that

| esson was unfinished for s ome reason

achieve my goal, myaimét hat 6s bad, | dondt enjoy
|l donét know what should be doneé |tos
don 6t reali seét heysevaenrleelédatheyeanm e sinxt
interested in anything. They dondét wan
dondt wrden,t dtoonow want2)t o | i stené (SPI

During the observations it was obvious that Shushan was struggling to control
the students and | felt that there was mutual lack of respect in the classroom.
The students did not seem to care about the lesson and even the teacher.
They were bored, unprepared and, in some cases, were ignoring the teacher

and using their mobile phones, as | reported in my observation notes:

One of the students has a question, other students talk about

something; there is some noise and the teach e r canot hear

student s question, she hits the tabl

she says that something should be done here like in Russia, the

students must pay for their absences, in this case students would
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definitely care more about their study. One of the students suggests
giving them money for being present. Another student at the back
copies something from his phone; it seems that he is doing his

homework for another lesson. (SO1)

Tag: Youolve mentioned t hat student
educat erlédeown 6t , thatrtheywneed to address a teacher

with plural 0youdbd and it makes the tea

A

Shushan: TwNWatedasthegbBtudent doesndt res

doesndét treat appropriatelySI3)itds very

When asked if she could do anything to change the situation, instead of
anal ysing her own actions, Shushan compl &

insufficient number of English hours trying to justify her helplessness:

Tag: Inyouropi ni on é c acher change artything or if they

[students] are demotivated®®*y ou candét do anyt hingé

Shushan: Yolhecayuelsut on i s that 1tds or
a half per week and students have such a big workload that it is

di fficult to doéYexamueatheyltahedEngise it i f ,
classes more frequently, you could somehow interest them, find

something to motivate, connect it to their profession, do something

that they would enjoy English - you would succeed. But in case

when students have 12 subjects in one semester and 10 are very

di fficult and t hey ar e very busyéyo
demotivation. Then constant tiredness, not enough sleep and so on.

All these factors have an i mpact, you

Although S h u s h eelatidrsships with students were not straightforward and

she struggled to develop trust with students, she seemed satisfied with the

YShushan menti oned studentsdéd demotivation as one of
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relationships in the department and highlighted its positive atmosphere and

supportive colleagues:

| taught in several places but I left, | left my university a couple of
years ago too and stayed permanently here, because this
department is probably the closestto myideal é her e peopl e knov

how to share.. . wi t h each other. Youdre not
common room] and say fil haddt yios dpreobl
not afraid that it would be perceived,

she candét overcomeéo (SI 1)

Here you can say something happened in
be perceived, A Oh, she i1is weak, wr ong

[ managers]o (SI 3)

Toconc !l ude, Shushands case was extraordin
allows a researcher to observe her unsuccessful experiences. In addition,
occasionally the information provided in the interviews (which seemed
genuine) did not correspond with the data collected during the classroom
observations. However,I cannot speculate and cl aim t
to build good relationships with her stud
self image was an issue throughout her teaching career (she recalled her
positive experiences with previous year students) although it obviously was
her main concern during the study. It seems that initially Shushan attempted
to develop good relationships and be an authority for her students. She
believed that students should unquestioningly follow te
and respect them. However, she did not receive the reaction she expected
from her students and, eventually, Shushan started going through the
motions looking forward to the end of the year. The extract below is
Shushanés n erel o the lessam | observed, yet it seems to
characterise how she felt with her current studentsi 6 br oken i nsi ded a

no 6mood to teacho:
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The whole week was influenced by this Monday when Taguhi came
to observe my third year students. They behaved very badly and
were impolite (especially X) . Al t hough | didndét have 3
about them, | still was very disappointed. X6 s rudeness makes 1
blush every time | recall it. He was constantly interrupting me, it was
dificult to speak Engli sh. I even didnot
could barely wait till the bell rang. |

actions can spoil your mood. | felt broken inside. (SJ7)

Despite her unsuccessful experience, she repeatedly mentioned that she was
enjoying teaching in general and reflected on her good relationships with her
students from the previous year hoping she would teach them again the next

academic year:

Tag: What do you enjoy in teaching?

Shushan: First of all, you discover students for whom it is worth

doi nLgaés t year I had vyear 4 . Al t hough
student s. |l 6d say they even were a we
achievement was such a holiday for meé

To sum up, although Shushan decided to pursue a teaching career from an

early age, she tried a number of other jobs which appeared to be either boring

or unsuitable for family life. As a result, she entered a teaching profession and

i nspired by heirmapgrei viantiet itadtloyr 6dsevel oped
teacher self with a mission to bring up good citizens. Realising that it was

impossible to know absolutely everything in the language, Shushan formed a
0directoro6 teacher self iimage who was &ef
Even though she did not succeedi n r eaching that 1| mage, a
self was still a representation she was aiming to attain and probably because

ofher determination to be a 6édirectordo s

students.
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5.4 Cross-case analysis

In the previous sections, | have discussed the findings of three distinct
i ndi vidual cases focusing on the

profession, the evolution of their teacher selves throughout their career and
the factors affecting the development of their selves. While these cases help
uncover the uniqueness and complexity of each teacher, to identify both
common elements and contrasting features emerging from the cases a cross-

case analysis needs be performed (Stake, 2013; Yin, 2014). Engaging in a

t eache

cross-case analysisnotonlyf aci | itates the researcher 6.

or reconsider concepts by recognising the relationships between cases but

al so hel ps 60 make sense of Khaa &1 vam g or

Wynsberghe, 2008: 2). Consequently, in this section | will present a cross-
case analysis of the data. As explained above, although | have presented only
three individual cases, a cross case analysis was performed across all six
cases and, therefore, the key themes emerging from the data reflect the main
findings of all cases (see section 4.8). Since in the previous sections |
introduced three cases in detail, to give other participants voice, in this chapter
| will use the examples and quotes mainly from the other cases i Anna, Nelly

and Marine Grigorevna. Similar to individual cases, this chapter is structured

in relation to the main research questions. First, | will considert he parti ci pa

motives to become teachers followed by the section discussing how their

teacher selves developed and what impacted on their teacher self formation.
5.4.1 Motives to become a teacher of English

Despite the fact that various motives guided the participants into teaching, in
this chapter | will focus on the ones common to all the cases. One of the key
motives emerging from all the cases was related to the increasing significance
of English in Armeniawhichi nf |l uenced the partici
of study at the university and/or their engagement in teaching. The second
motive appeared to be linked to the impact of significant others on their career
choices. Finally, it emerged that most of the participants initially had not been
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interested in a teaching career and became involved in teaching accidentally.
Therefore, the following sections are devoted to the discussion of these three

motives.

5.4.1.1 Changing role of English

A

I n all the participantsod data, the | angua

an impact on their choice of a profession. As stated in section 2.2, during the
Soviet period Russian language had a status of a second language in
Armenia; it enjoyed supremacy and, consequently, its mastery entailed

prestige and career advancement (Pavlenko, 2013b):

Marine Grigorevna: It was a well known fact. The graduates of
Russian schools were children with completely different horizon,
different mind, different interests - unfortunately or fortunately, |
dondédt know. During that time all more

trying to send their children to Russian schools20,

Tag: Why?
Marine Grigorevna: | ca&nxdptl ainébecause they real
guality of Russian educationéal so they

was impossible to even imagine that English would become such a
widespread communicative tool worldwide. But they realised that, if

they lived in the Soviet Uni on, without Russian o

[ professionally] in any directionéitos
That 6s wdnyt htehey chi |l dren (MB) Russi an sct

Interestingly, Marine Grigorevna, Nelly and Lara who started their schools
when Armenia was a part of the Soviet Union (approximately in 1958, 1985
and 1987 respectively) went to Russian schools while Anna and Shushan, who

started school in 1991 and 1990 respectively, attended specialised English

Marine Grigorevnat6s interview were conducted
font.

167



school s. The par enther@hildlee ©iRgssian or Ehglish s e n d
schools was a direct reflection of the political developments occurring in

Armenia at the beginning of 1990s. As pointed out in section 2.4.1, after the

collapse of the Soviet Union in 1991, Armenia, similar to other independent

republics, started to shift the language focus in the country by eliminating the

power of Russian and promoting English as a language of globalisation,
transnational communi cati on and trade (
Shushano6s p agtrershiftng mle df English sent their children to

English schools which had an impact on their decisions to major in English:

At that time French and Spanish didnot

was more or |l esséit was an internation

My school had an English [selgcengi al i zat.
English as a major] was the most convenient option. Of course, |
would have to learn a new language to enter, for example, a French

department. So | applied to the English department. (All)

Although Nelly and Lara were sent to Russian schools, by the time they started
their secondary education Armenia had already gained its independence and
English was obtaining a special status. Noticing this change, their parents
hired private tutors for them to improve their English competence in the final
years of schooling. Similar to other Anna and Shushan, they chose to major in

English acknowledging that O6English was |

Unlike the local participants, Tom did not experience the hegemony of Russian
but living in Armenia he realised how high a demand for English in the country

was and that O0everybody wanted to | earn |

Tom: So, | think | have a job for life here, for my lifetime
anyway [laughs] because there seemst o be a never-ending queue
of people wanting to learn English.

Tag: Why do you think they learn English?
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Tom: Well, because | think it's realistically the modern
language, isn't it? It opens...culturally it opens all the doors,
everything you could wantto do media wise is in English. So they
feel...I think if you know English you become a part of this global
world, this global experience...If you don't know English, | think,
perhaps you feel you miss out on a lot of...a lot of things that
happen. So | suppose, you know, they see it as...and it is the
language, it's the international [emphasises] language, isn't it?

| suppose. If you know English, you don't really need to know
another language, this is one of the problems with English
people, of course. They don't learn any other languages. Why
should they? You know...If you ask a million people, forget about
where they were born, just ask a million people what language...if
you could only speak one language, what would it be? | suppose
most of them would say English unless they were just being
obstinate or patriotic. You know, objectively they would say

English, wouldn't they? (TI1)

As discussed above, Tom also recognised that being a native speaker of a
| anguage highly valued in BahéoAt meni ahes
and put him at an advantage in comparison to local English teachers.
Consequently, understanding his value led to the decision to attempt a

teaching career.

Marine Grigorevna was the only participant whose selection of English as a
major obviously was not linked to its status. Although English was merely one
of the foreign languages and did not imply any privileges at the end of 1960s,

it was the | anguage she was o6in | ove wi

169



Russian which was understandable considering her Russian background??
and the supremacy of Russian in the Soviet Union with all the consequences

it entailed:

Marine Grigorevna: | applied to Y?2.

Tag: Why?
Marine Grigorevhna:l donét know €1 just applied t
thinkingabout it é because | didndét want to

could apply to the Department of Foreign Languages but there was

Ar meni an there, they didnét have Russi
closed the Russian section of [the Department of] Foreign

L a n g u a g eDBepattrhent of Russian and English was opened.

Without thinking much | went there. (MI1)

To conclude, the shift in the role of English in Armenia was one of the main
reasons influencingthe par ti ci pant s @ Engleh-relatetd caccar o f a
(with an exception of Marine Grigorevna). Younger generation teachers
completed their high schools after the collapse of the Soviet Union when the
power of Russian was diminishing. They acknowledged the growing
significance of English and opted to major in it hoping for a better career
prospects. Tom similarly noticed the increasing interest of population in
learning English which indicated that English experts, especially native
speakers, would have more employment opportunities. This is not surprising
considering the globalisation and growing domination of English worldwide
(Graddol, 2006).

21 She received a Russian language education in school and it was the language her family
spoke at home.

22 The top university specializing in foreign languages.
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5.4.1.2 Impact of significant others

Anot her common theme that emerged in al/l
impact of significant others on their career choices. In most cases their families
were very influential in their selection of English as a major when applying to
the university. In Armenia, studying a foreign language implied pursuing mainly
a teaching or translating/interpreting career. In the case of Marine Grigorevna,
Nelly and Lara parents played a pivotal role in their choices of the field of study.
Since Marine Grigorevna liked English (and was good at it) and her brothers
were studying in Moscow, her mother decided she should major in English and

study in the most prestigious university of the Soviet Union T Moscow State

University:
You knowémy brothers were already 1in
graduated, found a job and Iived ther

choice, | had to go to Moscow to get higher education. My mom sent
me there to apply to Moscow State University, Department of

Mathematical Linguistics23, it was fashionable at that time. (MI1)

Despite her familyds desire, Marine Grig
had to return to Armenia and apply to one the prestigious universities majoring

in Russian and English T two languages she admired:

My brothers advised meébecause | didnb
the [Engl i sh] | anguage ¢élI t hought I w
would get crazy from my Englishi but t hat ped.iliedt hap
Anyway, | applied to Y. (MI1)

I n Nellybdés case parents were | ikewise ir
teaching stating that she initially desired to major in languages. Then she

noted that, similar to her elder sister, she also enjoyed art which could have

23 According to Marine Grigorevna, graduating from this department implied having a career
of a simultaneous interpreter.
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devel oped into a career. Yet , Nel |l yos |

artistic aspirations and advised her to major in English:

Nelly: I knew that languages were mine, | knew that, | felt that but |

didndét know i t.ltkoaghtlitdould be REssian) eves h

Ar meni an, although my Armenian wasnot
inclined towards Russian because my English was very poor at

school. The teachers were very kind; they let us cheat during the

test séwe wer en adly. Itmaan afterdeaving sctwel t i o

knew very few words and | <coul dndt eve
in English. Then | took some private English lessons for about 2-3

months and | achieved something due to my hard work, | learned

some stuff. Thenthedecision was made to continue En:
Tag: Who made it?

Nelly: My family. We discussed, the decision was made but my

desires were taken into considerationeée
you know what was interesting? | was good at drawing too although

my sister had rich imagination. She really is a talented person but |

al so had thatémy drawings wereél was
could have made a decision to have two artists in the family

because | could have chosen that path too but it was decided that

twoartist s in the family would be too much

I |l i kedél was constantly writing, CQ
dictations i all that was a pleasant process for me. Also knowing

my | ove towardseéeteaching, my family n

shoudbeal anguageé (NI 2)

In the other three cases which have been discussed in the previous sections,

significant others had a decisive i mpact
wel | . Larads decision to major in Engli st
in TEFL was affected by her mother 6 s advice tojoblbewthi aho

according to her, was |inked to teaching
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l inked to his familyds desire to per man
teaching careerwas hisattempt t o find a Opropero6 job t
Shushanés case, both her mother and Engl

choice of English as a field of study and teaching as a career.

Interestingly, Anna is the only case whose selection of a university and major

was affected not only by her parents but also by her neighbour:

It al l started when our neighbour 6s da
was very beautiful, that girl was studying in Y and, starting from year

2, | knew, | decided that | would enter Y. It wasnot i mportan
would become but because | wanted very much to be beautiful like

her, | decided | had to go to Y. (All)

Thus, al | the participantsd selection of
influenced by significant others. Parents seem to be the key party impacting
on their career decisions; although in case of Tom and Anna their family and

neighbour respectively played a role as well.
5.4.1.3 Love for teaching vs. accidental start

Despite the fact that the participants pointed out that they enjoyed teaching,
most of them became involved in it accidentally. Even the ones who realised
that 6a teacher of Englishd would be a p
after graduation did not consider a teaching career when selecting an English
major. Anna and Lara initially completely rejected the possibility to move into
a teaching profession. Lara stressed that the job was not adequately paid
which resulted in | ower status and affec
consider a teaching career. She emphasised that this situation was still

widespread in Armenia:

Teachers have probably been losing their prestige. You start

thinking, Als this job worth doing?bo9
chicken feed. Al o6l I getatarpsopare. polkYol
think, Alt [teaching] is a worthless |j
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Only those people become teachers who love that work very much

but to study for several yearséfor wha
Thi s motivation doesnodt exi st anymor e
hi ghé become a doctor, a | awyerépeopl
studying for. They know that they will be able to provide their living

in the future, dondt they? But a teac
job. (LI12)

In addition, Anna mentioned the difficulties teaching entailed especially the
ones linked to st u d edmsituiv@® behaviour and indicated that she was

considering a transl atordéds occupation:

Tag: When entering [the university] did you know that you wanted

to become a teacher, | e ktyaurweuld or é wha't
become?

Anna: No, a teacher and | eettwaser éa [ sc
compl etely out of question. |l wasnodt t
either . .. Il wanted something related t
why | di dnot c h o otment, Itjustavenstb foreignon dep a

languages and | knew that after graduating it would be written [in
the certificate] a specialist of foreign languages comma teacher.
(AI1)

When | remember what we did to our poor teachers, 1d i dwapt to

have the same exper i ence € When y ou ar g i n t he
students are more responsible at least. | think at school they

[authorities] need to give everyone [teachers] milk, yogurt and a

me d a | because itdés not clear how they
kids. (All)

Both Lara and Anna did not plan a teaching career but rather started it
unintentionally; they received a job offer while still studying at the university.

As mentioned previously, Lara attended a training session and was invited to
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submit her curriculum vitae by a head of the English department in university
C. Anna, being an outstanding student,6

university and later started teaching.

The section dedi clikeisedlentomstraled thadhe hac nesee
imagined being a teacher until he moved to Armenia; he majored in mechanical
engineering and had a successful motorcycle business in the United Kingdom.
He happened to start a teaching career merely attempting to obtain a secure

job and settle in Armenia.

For Marine Grigorevna, teaching was not a first career choice. As mentioned
above, she foll owed her familyds advice an:
Moscow to become a simultaneous interpreter. After this unsuccessful attempt,
she returned to Armenia and majored in both English and Russian. Although
Marine Grigorevna hoped to teach at the university, she was unwilling to start
a teaching career from school which was a common route during the Soviet
period. The graduates who majored in languages usually had teaching as a
profession specified in their certificates/diplomas. Often they had an obligatory
work placement in the remote regions for a certain period (Zajda, 1980). Being
married, Marine Grigorevna was not obliged to teach in the distant area but to
have a teaching career at the tertiary level she was still required to initially
teach at school. Despite her desire to teach at the university, after graduation,
Marine Grigorevna preferred to stay at home and raise her child avoiding a
career of a school teacher. A year after completing her study, she suddenly
received a phone call from the head of the English Department who she

admired and was offered a position of a teaching assistant:

Exactly in a year [after graduation], in August, a phone rang, |

answered it and itwas my V. P., AMarinochka, how are vy
sai d, Al 6m OKO. N Wh at are you doi ng”-
child. coéAiwhat about work?0 and | say,

know where | would work. o ANothing at
diploma because I6m marri edoéShe told me, A | d
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become a housewi fe..0 IAAm dgomiérntg waom twaoeri kt

dondét know yetéo AWhere would you I

Maybe a translator. o And then she sudc

towork withme ? 6 A What d8oyb6d¥emeain my depar

A Ae you kidding? | could only dream about it - working with you,

under your supervision!o AJust C 0 me

want to go to school él just hgraduated

university you had to work at school. That was the best scenario.

That s how | happenedMi)o be in the cl

Only Shushan and Nelly stated that they considered a teaching career at the
onset of their university studies. As discussed in chapter 5.3, Shushan admired
her private English tutor who instilled in her a desire to become an English
teacher. Although Shushan highlighted that during the interviews, in an
attempt to have a more prestigious profession, she undertook other jobs and

only after unsatisfactory experiences Shushan applied for a teaching position.

Unlike other participants, Nelly was the only person who did not attempt any
other careers. While she indicated that her final choice of a teaching career
was influenced by her parents, she stressed both her love for languages and
teaching since childhood and shared her experience of imitating her own

teacher as a child and giving lessons to her dolls:

It was my childhood dream. | had about 15 dolls when | was little. |

used to buy small books, there was a book store next to our

homeél wused to take money from my pare

one book for each doll. And | cut my copy books to make small ones
for my dolls. And | was writing instead of them, | was writing with

errors. Then | was taking a red pen and correcting them [errors],

then | was mar kingé Often | was sayi ni

remember my teacher was using these words and | was coming
home and doing the sameéthat was my
the teacher é | ha deadherwatamadddifermse.a me. My
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I mean | was the same as my teacher. | was really enjoying that, it
was a wonderful moment for me when | was putting my dolls on the
chairs - I had dolls without a leg, an eye, but the important thing was

they were allpresent.1| even had a registeré ( NI 2

To summarise, unlike the common belief that becoming a teacher is related to
oneds |l ove for a subject, ted&Ribhardsgn, and/ or
2008), four of the teachers in this study seemed to engage in the teaching
profession accidentally. AlIIl of the partd.i
to select a teaching path was influenced by significant others, mainly their
families. Most of them opted for studies linked to English detecting the
increasing importance of the language and the job prospects its proficiency
might offer. Interestingly, despite the incidental start of their teaching careers,
all of the teachers indicated that they gradually began to enjoy teaching. The
next section will look intothe ev ol uti on of the particiopa

factors affecting these developments.
5.4.2 Teacher self evolution: towards a feasible self
5.4.2.1 Compromising on the ideal self

As was demonstrated in the individual cases, at the onset of their teaching

career all the participants retained distinct ideal, feared and ought-to selves.

The construction of their initial ideal and feared teacher selves emerged from

their positive and negative experiences as students both at school and

university contexts. Lar ad6s i mage of an 6actord perf
affected by her learning experiencesd ur i ng her masterds degr
A. While Tom desired to be a O0shhswgmpmand an
teacher, Shushan and MeachersavesG anegpertie vnaos
the field with a mission of educating students - were linked to their own English

teachersé representations:
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I dondét know she was my idol éDuring
exactly imitated her but tried to implement her style in my

classroom. (MI1).

Similarly, all the participantsGfeared teacher images were affected by their
teachers, who were reported as incompetent, boring, unmotivated, or

excessively strict:

t h

I had a | ecturer who was not competen
student but I could notice her mistak:
very uncomfortabl eé. Al | my illusions

burst as a soap bubble [ é There was nothing we could learn from
her. We were just stupidly doing exercises which we had to do.
(MI1)

In Nellyd s  charsnegative school experiences appeared to be especially
influential; she reported that she had vivid memories linked to the teachers she
feared at school. These incidents were so influential that she repeatedly
referred to them when reflecting on some of her negative work experiences

(this is discussed later):

| had very strict teachers at school, the kind of teachers | really

feared. I had a Maths teacher éwho |

W 3

thumpi ngéeven whenlstillhdd¢hatfeart t he topi c,

| remember one incidenté& | donot remer

was one of those teacherséSh%l asked
had learned the lesson. Because of my fear and nervousness, | said
one sentence in Russian and | thought | said it wrong. And | got
stuck and I just stopped [speaking] because of the fear. The teacher

24 In Armenia, homework frequently consists of memorisation. Then in class students are
called to the board to present their homework in front of the class (e.g. poem, retelling a story).
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assumed | wasnbét ready. She said, nTwo
ready. o But | was ready. (NI 2)

These negative experiences and the fears they instilled later were reflected
both in her feared and ideal teacher selves. She aimed to become a teacher
who would be an opposite of her own teachers -6 f uné and able to

relaxing atmosphere in the classroom:

Tag: When you started teaching, did you imagine or have an image

of a teacher you wanted to be?

Nelly: Tobe honestt when | saw my teacherso weakn:e
to do the exact opposite. If she was very strict, | thought the teacher

should not be strict, she should be friendly. When the lessons were

very boring - there was nothing interesting, | thought the teacher

should be fun and have a creative appr
me an t he teacher was i mpatient éwhen
guestion, she either didnét answer the
must be patienté When she was teaching without
thought she should at | east say someth
positive atmosphere. | mean | looked at all that negative stuff from

the opposite perspective. (NI1)

In addition to the ideal and feared teacher selves, the features of the ought-to
teacher selves unavoidably transpired from a | | the participantsé¢
were hired by the universities and had to satisfy the conditions of their
employers. Consequently, they had to follow the rules, fulfil their
responsibilities and were obliged to meet the requirements which in certain

cases contradicted with the teachersod owl

I had that book, which actually wasno:
photocopy of different naa turgts anéd | s . I h a
i f, |l etds say, they had decided to ob

deviated from that, | brought something else, it could have become
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a problem because there was a clear curriculum, which we had to

follow. (All)
When you have a curriculumandyou canét alter it. Il m
cases you have your own approachdél m

techniques which you can wuseéyou <can
using them but you canét J[arendét all o\
think they [the management] understand that they want me to have

a different imageéEvery teacher has hi

In addition, all the local teachers initially were trying to live up to the societal
expectations of an Oexpertodo teacher whi
upbringing. For some of them, this impact was so powerful that it became a

part of their ideal self. This will be discussed in more detail in section 5.4.2.3.

Although the participants clearly owned an ideal teacher self representation
when they started teaching, during the data analysis their current ideal teacher
selves were not apparent as distinct and evident images. The initial ideal self
images were later altered or discarded because, in some cases, they were not
internalised as their own while, in other instances, these images were
perceived as unattainable or they conflicted with their other teacher self
representations. As was showna b o v e, Tomds initial 0s ho\
did not match with his ought-to self who had to ensure his students
successfully complete the course. He had to adjust it and shape a competent

teacher self capable of teaching grammar.

I n Annabs case, the initial representat.i

her two teachers was later disowned because it did not become her own:

Anna: | had thi s beauti ful teacher i mageeémy
teacher wh o we wer enot |l i stening t o
classrooméwe just were admiringly | ook

image of my primary school teacher - Mrs. K. 7 who was an example

of a modest, no, not mode s t but cal mél donot rememb
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angry at anyone, raising her voice. And | remember the silence in
the classroom. We respected her so muc
first graders, we had so much veneration for her that there was a

complete silence in her classes i she never raised her voice.

Tag: When you started [teaching], did you try to combine both [ideal
images]?

Anna: | tried but none of them worked. (Al1)

In cases of Shushan, Lara and Nelly, the reason for failing to achieve their

initialteacher sel f representations was their e

unachievable nature.Shushanoés early ideal self | mag
everythingdé and i s capable to educate ar
acknowledged as unfeasible. Shet r ansf ormed it into a o0di
representation which she aspiredtoobtain.Li kewi se, Laradés init
i deal O6actord i mage was compromised and 1

self which she still had difficulties to maintain. Finally, Nelly originally
developed a teacher image contrary to her own teachersit he one who i s
which, after facing discipline issues, was transformed into a teacher who can

control her studentsd behaviour and i s al

I 6 m t r pkabadthat foom b msychological perspective. Maybe

they have a problem in their families, maybe these students are

tired, maybe something happened in the
They are physically sitting there but
They say, AMi ss Nelly, |l et 6s do this. o
them engaged in the lesson. They sit there with a distracted look.

|l 6ve really tried many ti mes. I canoét

mine and involve them in the learning process [imitates a confident

voice]l]. There are cases when | canot ,
ground | wondét be able to. Maybe | nee
Maybe intenyears lwilbeabl e t o i nterpretnéand evel

my c¢| as s(NI®)omé
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Similar to Shu s han , Marine Grigorevnaods initial
own teacher and was an image of a typical Soviet teacher i someone who is
an authority and expert in her field and has a mission of educating students.

This image also implied unconditional respect and obedience from students:

The relationships between the teacher
equal but they knew their mission. | mean the teacher knew her

mission and students their mission, what they wanted from the

teacher. (MI1)

Though she did not reflect much on her early teaching experiences, which was
probably due to the temporal distance, Marine Grigorevna extensively
discussed the clash between her Soviet and current experiences. Similar to
the other participants, her initial teacher self image turned out to be unrealistic,
even incompatible with the new reality after the collapse of the Soviet Union.
It was difficult for her to adjust to the new teaching reality at multiple levels.
She was struggling to accept the requirement of avoiding translations and use

of mother tongue in the classroom:

I think ités wrong to ignore transl at
because everything is being absorbed via the mother tongue
anyway. One needs to be so immersed in the environment of that

language in order to stop being dependent on the translation. (MI3)

Shealsopoi nted out a | ack of respectthefrom s
student is completely differentd asifg a recent experience when the student
presented previously completed homework as the current one. The fact that
the student even attempted to lie to her, Marine Grigorevna perceived as a

personal insult:

When | approached her, she showed me the translation and | read
the translation in Armenian which we did in September. | said,
A Wh awh@ do you think is standing in front of you?...You probably

dondt understand who is standing here.
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did?...Who do you think I am? Blind, deaf, lime, without a leg, a

hand, right? Do you think I am hanq

understand anything and comes here justto waste her t i me ? 0 é |

was deeply offendedéand | sat at the
want to give you a markeéit is so insul
the human | evel |l et aloneéit i.s an i na
(MI1)

Although she was trying to maintain the authoritarian teacher image which was
noticeable during the observations, her adjusted teacher representation was
softer; noticing the decreasing | evel
mainly concentrated on t he mi ssi on aspect o f her

students and inspire their personal growth which she repeatedly stressed:

I n the c¢classroom, | ngdaigedbutéatong avithl y t eac h

language 1€ | mehlefore | could rely on the horizon of my
students. When we were talking about high matters, abstract
notions, | was always sure thateéethere
with students which was not related to the language learning - |

mean art, theatre, literature, relationships, social issues, politics.

Why not? 1 tdos all our reality, 1snot
all that and teach a | anguage? 11t0ds
That 6s why now, when I have t hese

enlightener, they donoét hfd,vaguhhbasi c kno

you canot i magine how painful t hat i
known there [in the UK] (MI1)

The problem is that | had to take a role of a general educator é |
mean | took the role of an educator and not just a language teacher
but a person who also deals with the development of these

childrené %8 general knowledge which is very responsibleé ( M1 2)

25 Marine Grigorevna frequently refers to students as children.
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To conclude, the participants faced numerous constraints which resulted in
unattainability of their initial ideal selves. They all had to give up on their initial
ideal self images (or some aspects of these images), matching their high
aspirations with daily constraints. Consequently, they abandoned, adapted
and/or transformed their initial ideal selves to construct teacher selves realistic

and feasible in their contexts.
5.4.2.3 Feasibility of the self

The notion of feasibility emerges as a Kk
formed self images, which are reinforced by the dynamic and context-

dependent nature of their teacher selves. They all were brought up in a

particular socio-cultural environment with fixed norms, perceptions and

societal expectations of a teacher which inevitably had an impact on the self

formation. The socio-cultural impact is especially obvious when comparing
Tom,whogrew up in a Western environmenet and
of t he peopl ewiththm partitipantcwha grewbup in Armenia,

especially Marine Grigorevna who spent most of her life in Soviet Armenia.
Althoughteachersb st at us i n tetybas decreased ihey are Hilb ¢

being placed on a pedestal and are expected to be an authority who is an

expert in his/her subject. This affectedt he | oc al participant .
especially their perception of self-efficacy. While all the participants aimed to

be competent | anguage teachers, Tomdés col
were linked to his teaching abilities (especially grammar), whereas the local

participant sdé f e aremeddheieEnghdh profiaiencyg! v conc

Why do we use the prese nt perfect? What is the difference

between...? | didn't... | mean really silly things . | didn't know
continuous and simple, you know - | walk, | 'm walking. | didn't
know the terminology and the reasons why..so | avoided

grammar... (TI1)
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| was worried abouté what i f they [students] aske
I woul dndét know and | would make a mi
how to continue the topic because you never know, especially in

speaking | es s aawsvhat wlldedisdussado(API1K

Gradually they developed strategies to handle situations when they were
unable to answer the studentsd questions
as proficient language users; they acknowledged the fact that they were non-

native speakers of English and that it was impossible to fully master the

language. Consequently, an unreachable representation of teacher-perfection

was replaced with a feasible image of a

of their teacher selves:

| f I d o[a ward], k N W | def i nihedidtignaryf. ook it u
What 6s wrong with that? For slur e, def i
canot pretend to know everything, ther
all, they pPustdoddénodst[awotdei nhanwei hpe
right not to know it because we are foreigners, we are not native
speakersél 6m sorry but even in our ow
languagesi Russi an and Ar menian, being a na

know everything. (MI3)

| f it is related to the | esson, I me an

the beginning, | remember myself several years ago, | felt so bad. |

didnét know what to do. Not knowing a
me ; I mean | bl ushed, I wanted to disa
candét know all the words iquestiohe wor |l d.
AMi ss Nelly, what does this word mean?
ALook, |l dondét want to give you the wr
and you write it down t oo, we o6 1 | | ook
compare. 0 | mean, i ntfeelmgembacrassed., | say

| would feel embarrassed if | gave them wrong answer. (NI3)
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In addition to the socio-c ul t ur al di mension, feasibili:t
was strengthened by their contextual dependency at a micro-level. When
reflecting on the self images they currently possessed, the participants in this
sample were not portraying their abstract distant future representations,
instead, they were elaborating on more specific images, linked to their
particular courses and classes. For example, Anna, following the existing
emphasis in the literature on communicative and learner-centred approaches,
envisioned her aceialcihttat eel dr as. pedfiaps so
faci |l it aldoweverratesshelagdéd.that thisimage was notcompletely

achievable in her current classroom:

There are some cl| ass easduddntecentrey ou e mpl
approachél me a rcenttetiness is slwaysdtieeret but

there are some classes where you try to look at everything through

their [studentpol tkPemesn yhe centreéy
to make decisionséTheyéthey are simply
their mentality. I mean they just get
t o dAdlg

Then Anna added:

Very many things depend on the learners. | mean when | enter the
classroom when | see everybody is half sleeping, they don't have
mood, of course I'm trying to do things but | mean that can last
something like 20 minutes or 30 minutes or 40 minutes maximum.
(Al2)

lt seems that Anna had eal icsdmprdéo nprsien car
develop a context specific self, attainable in her current classroom - a

Omoti vatoro self:

I would |ike to have the abilityéthe
technique to be able not to give up, to keep on trying. Because right

now | really give up after maximum 40 minutes, | cannot be dancing
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all the time, | mean | need some feedback. When | don't get that

feedback...it really becomes awful. (Al2)

The feasibility of the participantsd teac
and reflected both their teacher self flexibility and development. Interestingly,
Lara and Nelly, who at a certain point of their careers simultaneously taught
both at university A and C, admitted that they positioned themselves and were
teaching differently at these universities which implies they probably
possessed different feasible self images for each university. They stressed
that it depended on the quality of the university, environment and student
motivation. Working in university A, which was highly prestigious with modern

facilities and more motivated students, entailed high quality teaching.

The prestige of teaching there [university A], plus when you see who
is coming to classémostly they are not
peopleéln 90%t @ mcmatsesomebody else [p
applies but they apply for the courses themselves; they know why
theydore coming and what they pay mone
motivated. ltdéds not a child whose par e
t he uni ver si t ytérede he dexided that heewgnts to
learn English, he wants to learn English in the currently best
university in Armeniaéand he expects t
will give him that knowledge using proper methods, | mean using

contemporary met hods éb dfcaa pessen comes to this

university, he has high expectations and i f you dondét mai n

levelyoudbre affecting the university pres

They both mentioned that they were unable to teach in the same manner in
university C mainly because it did not have the same resources (e.qg.

projectors, computers) and the students were not sufficiently mature:

Probably at wuniversity A the quality i

high quality classes here [in universi
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teach here effectively. | teach here quite effectively because we

have specialised classes - | canodot get rel axed. But
when it [teaching] doesnot go wel |l ést
they havendét brought text bralkis, t he ot
the lesson becomes low quality. But there [in university A] every

| essonébecause they [student s] are ad:i
know why they come to class, they paid and they expect you to

teach them well. (NI2)

The facilities are different there [in university A]. For example, there

is a projector there, | use PowerPoint, it makes lessons interesting

but we dondét have these facilities hert
make your | esson interesting without a
(NI1)

While younger participants were attempting to achieve their desired teacher
selves, Mar i ne Gr i gor e distiectd Isseamadstiat sheavas trying
to maintain the image of a competent teacher she believed she already
possessed. This was especially evident when she was describing her
concerns, fears and struggle when she was offered to teach a new course on

the culture of Great Britain and United States:

Tag:Wasn 6t it difficult to teach 1 t? 11tds
Marine: | t was the end of t he wos !l dél h ac
nightséit wasnodt easyeéeat my age, S 0 me

even know how to turn on the computer and | was doing PowerPoint

presentations. Anyway, gradually | started feeling more
confidentél dm engaged in it now. |1 0m a
in the newspaper because | understand that | need that. |
understand that any of them [students] may ask a question, maybe
even to test me. It [preparing for the lesson] demands additional
efforts because itdés a different subje
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interms of the | anguage but in terms of
the content. I n this case, I donot C
important what | say, not how | say it. (MI3)

Marine Grigorevna explicitly pointed out how important it was for her to still
have the capability of teaching effectively at her age:

Tag: What keeps you in the profession?

Marine: You know, probably the awareness that | still can do
somet hi ng é & tBeinghtithss age jam still able to maintain

the ability not to be boring in the classroom. (MI2)

Toconclude, all the participantsé | ater devel
abstract and remote but they were rather specific and proximal reflecting their
daily aspirations, concerns and worries. The specificity and closeness of their
selves made them more attainable increasing the possibility of their

achievement.
5.4.2.4 Holistic nature of the self

While the teachersoé initial sel f represe
currently possessed possible selves were not detached self images but they

were rather linked to each other. In some cases it was even difficult to identify

the boundaries between the -topselves.iFori pant s
example, a part of Annads ideal self i mag
strived to develop and acquire new achievements: she was pursuing a doctoral

degree, participating in numerous teacher training courses and aiming to be

promoted to a managerial position. However, in one of her later interviews it

appeared that all these goals were also affected by her desire to be

acknowledged by her parents:

| 6ve achieved so many things. Il think
ageéNot even once, j ust onceémy mom O

praised me. Yes, inside | know they are proudofmebut t hey havenodt

189



expressed t hat even onceéThey coul d

done! 0ébutAlZyever é (

It is not clear whether that image was the ideal teacher self representing her
own aspirations or the oughtt o sel f influenced by her
Probably it was a combination of both images.

I n all the cases, it was evsebleswerenbthat t h
separate and fragmented. Quite the opposite, they were interconnected and
formed a holistic self which was feasible in their context. For example, Nelly
was juggling various facets of her teacher selves trying to concurrently reach
an image of an engaging and friendly teacher, stay away from a strict and

boring teacher as well as provide high results:

The teacher should be patient, creative, with a sense of humour,
understanding and a professional éby pr
mastery in the subject she teaches, and, importantly,
hardwor ki ngéal so resmpssple nfar i dubeats,

responsible for the results. (NI1)

In this extract, Nelly clearly provides a description of her feasible self which
concurrently contains the qualities of her ideal and ought-to selves she strives
to achieve. This image has also an inexplicitly embedded feared teacher self
representation which she reflected on previously. She developed a balanced
self characterised by ideal, ought-to and feared self representations which
were not isolated elements but rather interacting facets of a coherent self that

functioned simultaneously.

Similarly, ot her lep selvdsi werep antertwsnéd amdo s si b
complementary to each other. As discussed, Tom aimed to be a competent
and engaging teacher who could simultaneously avoid being a dull teacher
incapable of teaching grammar. Lara desired her students to successfully
complete the course while at the same time maintain some degree of

ent husiasm and keep away from her fear ec
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intendedto attaina6 di rect or & t eacher slessohgoad o

She concurrently wanted to avoid being an incompetent teacher who could not

coul

achieve herlessonaims. Annaés readi ness t oandbhigh-o me a

achieving teacher was coupled with herfearedsel f | mage of a
Finally, Marine Gr i g o r degine @ad ® be able to maintain the image of an
effective teacher which she believed she had achieved. Her fear was to fail to
mai nt ai n t he Alsese regregantations ivgréreinforced by the
university requirements; all the participants stressed that they had to cover the
curriculum and generate high results. As pointed out above, all these facets
were interconnected and complementary to each other. The findings of this
study demonstrate that rather than possessing distinct ideal, ought-to and
feared self images, the participants developed a holistic balanced self i a
feasible entity comprising features of various possible selves (e.g. ideal, ought-
to, feared selves). The key feature of this self was its realistic nature and

attainability in their particular contexts.
5.4.2.5 Interconnection of the self and significant others

As indicated above, their teacher selves did not develop in isolation but they
transpired from their immediate contexts and experiences with others. The
participants identified students, colleagues and supervisors as important
parties having an impact on their teacher self development. The special
significance of students was pointed out by all the participants. When
analysing the data, the number of student-related codes was the highest (e.g.
st udent s9relgionships, mitiative, creativity, laziness). The teachers
had a genuine concern for their students and were proud of their achievements

and progress:

This was the week that | greatly enjoyed. Both groups were
supposed to have presentations. Never ever have | expected
them to perform in such an excellent way. They were quite

enthusiastic themselves and the presentations they had were
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solemn witnesses of that. They have made a great job creating
all those masterpieces, moreover, all the details were  taken into
a meticulous consideration. | was in my element. They have
thought beforehand about all the details, like degustation, PP

presentation, cartoon included in the latter and etc. (AJ6)

Similarly, the participants were disappointed with theirstudent s 6 mi sbehavi

failures and lack of motivation:

| give them a lot but receive back only this much [shows very little
withhandsjland it d6és painful for me. I feel d

=
[

come here [t eachersdé codmmomus oamld say,
w h a tgding on? They are so lazy, the laziness was born before
themé 6 ( MI 1)

Such an attitude [two students were constantly talking and
interrupting the lesson] é especi ally when there is s
classroom [refers to me] él wa s shoc!
nervousness | coul dnét t dosbcehc atuhseenédvta yd ol wa |
know-ei t her dondét come to class or, i f
because in that class | have very hardworking students, | mean |

cano6t éi f | knew everybody was 1|ike th
them i would just sit there, waste my time and leave. But there are

students who take it [study] seriously. (NPI5)

Although research has repeatedly highlighted the importance of students and
that teachers' most important rewards are obtained from students in the
classroom (e. g. Dinham & Scott, 2000; N i
for students was not completely altruisti

esteem 1 they wanted to be appreciated and valued:

ltdés very inter esotiang evahdeyn gsrtaudduean tesd ,why
teach thetm tir®@mé al met shestappedraeand udent é
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said, AYou had a big impact on me. o |
t hat your I nf hsuwhencl gadight tHatt persoe she
gained somethingfr o m me . know whetheréshe will become a

teacher or something é@lU3pe but I got so

| hope that the students will not consider meeting and cooperating

with me as something negativeéif It 6s
hope not negative ettheér édior meéWaewn Iir
on the streets, somebody always approaches me, hugs me, kisses

me but | dondt remember their faces. Si
to me an@h,saMar,i me Grigorevna, donodot vy
youtaughtme. 6 Thi s happe mdyoaunderstandiatt i me é a

you have dones o me t h (MiRy é

Lara: If | dondt see appreciation, I 61 |

it. You candét imagine how it can break

aprivate st udent nowél t-Bessnetmterested a alls f u |

And | feel 1 6m the worst teacheréeé

Tag: Why?

Lara:Because | can6t make him [student] i
probl em. 't doesnodt matter that peopl
doesndét care about that.oél cemnodt, | d

couldnét sl eep the first couple of day

this extract, Laraods |l ack of ability t

ofself-ef fi cacy because she bl ames herself f

learning English. Interestingly, when observi ng t heir studentso

achievement, the participants not only felt an increase in their sense of self-

efficacy but also expressed a desire to put more effort in teaching:

|l 6ve observed the positive outcome of
from the pedagogical university was teaching my class in her

supervisorbdés and my presence. When | S
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perspective, heard their answers | be
started studying EAP in September 2014 - only one semester and
such a good resul t . Theyodve |l earnt a | ot and
and they were actively participating in the lesson. Even the
supervisor praised my boys. | 6ve decic

students and make my lessons more interesting. (NJ2)

A similar impact is noticeabl e i n the participantsd re
significant others - managers and colleagues. The teachers identified
relationships with colleagues as very influential in terms of classroom practice.

They mentioned the val ue iatytother eniotona ue s &
needs, empathy and counselling. They appreciated their relationships, talks,

opportunities to relax and share their fears and failures but only if they did not

sense threatto theirself. Thi s 1 s especiallwydowviwvaged n
when they were comparing the atmosphere and relationships in universities A

and C:

The environment is really good, very friendly [university C]. The
teachers dondt t alcanpalesgith unavdrsityeAh c h ot her
there i s no t bvaysthoughenaybé i weehadahat
competiti owaslpadrmore thin sémeone else, maybe

people would changeéWhen there is such
|l ose [a job], when you know what youor
behave completely differently. (LI12)

Nelly: There [university A] | canét findé
[university C]. What is the reason?...First of all, human factor,

personality, maybe i1itdés our lTuck that
Youdre surrounded by rwnioghkRtThpeeplies, ntoh
competition here... We help each other
you done, which book haveThos beseddo Al
laskanot her teacher, AHow this should be

we teach the same courses we consult each other.
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Tag: Doesndt intuniversity A]2 t her e |
Nelly: It definitely doesné6t exist there.

In terms of managers, the participants stressed how crucial they were for
creating a positive atmosphere and conditions for dialogue and trust in the

department:

They [managers] need to have patience, professionalism, goodwill
and ability to compromise, listen to you and react properly. It is very

i mportant and | 6m |l ucky because she |
gualitieséyou percei ve hoeyou Tthete someone
are some issuesé you need to solve the
and she will always help you. Even if

try to do something. (MI3)

We dondét have hi er almeanwheraybuaiways at i ons hi
have to have an appoi nt ment i n advance [to see a
donot have that. I mean our relation:

democraticée (Al 1)

The participants indicated that effective managers should support and
appreciate their teachers and encourage their professional growth as well as
involve them in decision-making tasks. Furthermore, the teachers emphasised
that managers should avoid restrictive and intimidating approaches which

could negatively affect their self-esteem:

That s not a healthy atlmoistpdhsrreotf olre anle
| get worried. ltds | i ke those old days are b

small child again, | shrink and start getting nervous. (NI3)

That [observation] feedback had been already thrown somewhere

else because it was needed to reduce your salar y é How el se it
could have been done? They [managers] wanted to put a gag on

you. At that time you received the salary equal to others and now
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you must be thankful t hat you have a

politcsé but it breaks you down €& (LI 1)

To conclude, the participants acknowledged that their manager s6 abi |l i
create conditions for dialogue and trust could lead to greater motivation,
confidence, sense of self-efficacy among teachers as well as contributing to a

sense of community in the institution.

5.5 Chapter summary

I n this chapter, I have explored the par
as well as their teacher self evolution. Their desire to select English linked
profession was influenced by their families and was rooted in the changing
status of English which after the collapse of the Soviet Union started gaining
special significance. Even though most of the participants majored in English,
initially they did not intend to pursue a teaching career and started it

accidentally.

Interestingly, at the beginning of their teaching careers, the participants of the
study owned apparent ideal and feared teacher selves mainly resulting from
their past experiences as learners as well as ought-to selves imposed by the
institutions they were teaching in. However, their initial ideal self images were
later disowned or considered too difficult to achieve. The findings suggest that
instead of forming distinct ideal, ought-to and feared selves, the teachers
constructed a feasible teacher self which was a fusion of various possible self
components derived from the teachersé p
attainable in a particular context of work. The context-specific nature of the
feasible self entailed more motivating power and required specific actions from
the teachers to achieve it. Additionally, t he partic
development was influenced by significant others i managers, colleagues

and, most importantly, students.
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Chapter Six: Discussion

From an adult development perspective, possible selves are blueprints
for personal c¢change and growt hé

(Cross & Markus, 1991: 232)

In this chapter, | aim to discuss the main findings of the study identified in the
cross-case section in the light of the existing literature. As introduced in
chapters 1 and 3, the main aim of this study has been to explore the motivation
of English language teachers in the university context in Armenia, exploiting
possible selves theory, andtogainanin-d ept h under st anding of
motivation to teach evolves throughout their career as well as how it is socially
constructed in their environments. In chapter 4, | have explained that this
qualitative enquiry was conducted through in-depth interviews, classroom
observations followed by post-observation interviews and reflective journal
entries collected over the period of six months. The thematic analysis of the
data resulted in emergence of main findings which have been articulated in
Chapter 5.

As stated, this chapter will situate the main findings in the literature and, to
make it easier to follow the argument, it is structured around the main research
guestions. Therefore, first | will focus
a teaching profession examining why these particular reasons were salient for
the participants when making their career decisions. Then | will scrutinise how
the participantsd teacher selves for med
career connecting their teacher self evolution to the factors impacting on it.
Finally, I will revisit the teacher motivational self framework emerging from the

findings of the study.
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6.1 Motives to start a teaching career: To be or not to be a teacher of
English?

In the literature review chapter, | have discussed that many countries
worldwide struggle with recruitment of teaching staff; they are faced with
teacher shortages and high dropout rates which mainly are linked to low status
of the profession, low remuneration packages and, in certain contexts, to the
assumption that teaching as a job is more suited for women (Klassen et al.,
2011; Richardson & Watt, 2005). To understand and tackle this challenge,
researchers have extensively explored pe
career (Bastick, 2000; Bruinsma & Jansen, 2010; Jungert et al., 2014;
Richardson & Watt, 2005). They have arrived at the conclusion that the main
motives for entering a teaching profession fall into three main categories: (a)
intrinsic motives which are connected to enjoying the subject and/or teaching;
(b) extrinsic motives which concern external benefits linked to the job; and (c)
altruistic motives related to the desire to support students and contribute to the
development of the society. While research conducted in developed countries
suggests that altruistic and intrinsic factors are the most influential (Watt et al.,
2012, Watt & Richardson, 2008), studies carried out in developing countries
stress that extrinsic factors are considered more dominant when selecting a
teaching profession (Bastick, 2000; Mwamwenda, 2010; Yong, 1995).
Although it seems that this was the case with the participants of this study as
well, identifying their motives as merely extrinsic does not reflect the
complexity of factors affecting their decisions to become a teacher. Therefore,
in the following section s I wi || el aborate on the fin
reasons to select the teaching profession taking into account historical,
political and societal developments in Armenia and the consequences they
entailed. First, | will consider the roles of Russian and English languages in
the country, following the collapse of the Soviet Union, and, consequently, the
power shift associated with both languages. Then | will discuss the impact of
significant others, mainly parents, on their career choices. Finally, | will
examine the reasons underlying the ©part

teaching career.
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6.1.1 Russian vs. English: power shift

As seen in the findings chapter al most al

career linked to English was influenced by the language status in the country.
In the literature review, | have indicated how the linguistic shift taking place in
Armenia after the break-up of the Soviet Union have influenced the status of
Russian and English languages. Despite the fact that Armenia maintained the
official status of its native language during the Soviet era, the imposition of the
Russian language as the second official language influenced how it was
perceived in the society positioning Russian as superior in comparison to the
titular languages (Fierman, 2012; Pavlenko, 2008b; Pavlenko, 2013b).
Consequently, having Russian education implied access to better employment
opportunities and obtaining a higher position in the society. It is not surprising
that in that reality, Marine Grigorevna and even Lara and Nelly who started

their schooling during the Soviet period were sent to Russian schools.

However, the collapse of the Soviet system resulted in the collapse of the
power of Russian language across many of newly independent states
including Armenia (Pavlenko, 2008a). Because the language was associated
with the political system, its eradication was a part of a larger process of
desovietisation (Khachikyan, 2001). Not surprisingly, the public perception of
Russian similarly shifted and once powerful language became associated with
aggression. This led to a removal of Russian from official use, closing Russian

schools and reducing the number of Russian hours at schools (Pavlenko,

2008a) . These changes swama MNefll gdtse & aisre :
whom were attending Russian schools dur
school was turned into an Armenian one implying that the medium of
instruction had to be Armenian. She stressed how difficult it was both for
teachers and pupils to switch to Armenian and cope with Armenian textbooks.
Nell yds school was one of the rare one

specialisation but she pointed out that inspired by the independence
movement and prevalent at that time emphasis on Armenianness

(Abrahamian, 1998) her parents decided to transfer her to an Armenian
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school. In spite of her excitement to study in Armenian school, Nelly faced
numerous difficulties linked to having Armenian as a medium of instruction and
had to return to her initial Russian school in a few months. The nationalistic
discourse popular in the Armenian society in the 1990s and the language
policy aiming to discard Russian and cultivate Armenian strongly affected
Russian speaking Armenians like Marine Grigorevna who, despite being

Armenian, received their formal education in Russian (see appendix H for an

extract from Marine Grigorevnads observat

still values Russian). Their previous advantageous position as Russian
speakers collapsed and they started facing challenges because of their low

Armenian language proficiency.

In the literature review, | have indicated that the collapse of the Soviet empire
and globalisation processes taking place in the region resulted in the rapid
spread of English in the former Soviet republics (Chachibaia & Colenso, 2005;
Pavlenko, 2013b). As a result, in contrary to the diminishing role of Russian,
English was gaining a momentum and occupying a wide range of spheres
including education, business, technology and intercultural communication.
(Kreindler, 1997). It has become a dominant foreign language taught in
schools replacing other foreign languages such as French and German
(Hovhannisyan, 2016). Consequently, recognising the growing importance of
English, Anna and Shushan who started school after the collapse of the Soviet

Union were sent to English schools. This linguistic shift and the growing

i mportance of English similarly influenc

to select an English major at the university except for Marine Grigorevna. She
entered the university in 1970s and obviously her decision to major in English
did not have similar implications; it was just the language she loved. All the
other local teachers realised that mastering English would imply a successful
career (Pavlenko, 2013b).

Tomds deci si oeachingprotessionemas simhady affected by the
empower ment of English, though, in

a native speaker of English. In spite of numerous attempts to challenge the
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0i dealized notions of nat i vBeeckenpdgea& er s 0 |
Erling, 201 1 : 81) , it has persisted in Armen
offered a job as soon as he spoke English and was labelled a native speaker

of English suggest t hat native speakers
teachers in Armenia based on the assumption that their superior language

skills are prerequisite for being an effective English teacher. This inevitably
results i nd o6offavmaitriivme ssnpeakers (Medgyes,
native speaker counterparts and, frequently, leads to certain privileges and

hiring discrimination (Clark & Paran, 2007).

As seen, the historical and political developments initiated a major linguistic
shi ft i n Armenia which, Ssubsequentl vy, af
select a career linked to English. Additionally, it emerged from the data that
the dominance of Russian or English languages influenced the decisions of
t he | ocal p eentd who iagkmowlédgedl the benefits linked to
mastering the language in power and sent their children to specialised Russian
or English schools. Consequently, Marine Grigorevna, Nelly and Lara, who
started their schools during the Soviet period, attended Russian schools,
whereas Shushan and Anna, who went to school after the collapse of the

Soviet Union, were sent to English schools.
6.1.2 Career choices of children or parents?

The findings highlighted that parents played an important role in all the local
participantsdéd decisions to major in Engl:i
teachers. Although parents have generally been considered influential in their
childrends career decision making (Kniverl
have a pivotal role. Klassen et al. (2011) advocate that reasons to start a
teaching career are different depldimdi ng cC
suggestst h a't it i's unlikely that uneegalhni ng
desired patternoé 6&)whishsnephes taat teaghers from2 01 1 :
individualist and collectivist cultures might be driven by distinct factors. It is

argued that i ndividualistic cultures st
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promote his/her independence and autonomy, whereas collectivist societies
highlight connectedness and interdependence (Markus & Kitayama, 1991;
2010) and display more socially oriented motivations which are highly affected

by significant others (Oyserman et al., 2002).

In the case of Armenia which has been identified as a collectivist culture, family
relations are especially important (Matosyan, 2014) and collectivism is
enhanced by the concept of familism which prioritises family and stresses its
cultural value; it emphasises the importance of family ties and maintaining
family honour (Bakalian 1993; Dagirmanjian 1996). It is proposed that familism
in Armenia was promoted as a result of not having an independent statehood

for several centuries and was an attempt to preserve Armenian identity and,

therefore, led to t h e emergence of t h eas-ad @amd ¢ [y to

(Ishkanian, 2003: 267). In Armenia, familism implies the importance of
accepting parents6é authority, havi
meeting their expectations and wishes (Ghazarian, et al., 2008).
Consequently, all the major decisions including the career choices of children
in Armenia are highly affected by their parents who both guide their children
and assist them in applying to the university (Ishkanian, 2003). In addition,
parents cover both the tuition fees and provide the money for their student-

c hi | dr e nRblsertsl&iPullock, 009) becoming even more influential in

ng

o

ob

their childrends c Lonsidenng thee aboves mentonecdna ki n g .

cultural peculiarities, itis not surprising t hat al | the |1 ocal

choices were largely affected by their parents.
6. 1. 3 06 Nev eirwhyteaahing is naj éttractive

The findings chapter has indicated that all the participants, except for Nelly
and Shushan, initially did not intend to become teachers. After graduation,
some of them (Anna and Lara) completely rejected the idea of being involved
in a teaching profession. Even Shushan, who reportedly had a passion for
teaching since her school years, initially was involved in other more prestigious

careers testing whether she really wanted to be a teacher. This is not
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surprising, considering the socio-economic situation in Armenia which touched

all domains of the society including education.

As introduced in chapter 2, after the collapse of the Soviet Union, Armenia
encountered a severe economic crisis emerging from the failure of the Soviet
economy worsened by a military conflict with Azerbaijan. In the 1990s, the
devastating economic situation led to rapid plummeting of education
expenditure in Armenia which started to improve in the 2000s. The continuous
decrease of state expenditure on education has led to decreasing
remuneration packages as well as lower social status of the teaching
profession andt eac her s 6 a metah(Silova, t2§09).i Obviogsky, the
local participants witnessed these negative changes leading to decline of the
teachero6s status in the society.

mentioned that all the previous benefits associated with a teaching profession
diminished, such as secure job, continuous professional development

courses, privileged status and honours.

Consequently, teaching was not considered a primary career choice by most
of the participants; it was rather selected as a fallback career. Generally a
fallback career implies that teaching is perceived as the last option when
preferred careers are not available (Wong et al., 2014; Watt & Richardson,
2012) or is related to unsuccessful previous work experiences and easy entry
into profession (Sinclair et al., 2006). All three reasons emerged in the
parti ci pahka exémple, d@messlected teaching as a career option
because he realised that as a native speaker he would be immediately hired
while Lara and Shushan had unsatisfying previous career experiences. In
addition, they all, apart from Nelly who initially intended to be a teacher, stated

that at the time teaching seemed to be the best available option for them.

Although teaching as a fallback career often implies less engagement in the
profession and is not typically ranked high in western countries (Klassen et al.,
2011; Fokkens-Bruinsma & Canrinus, 2014; Watt & Richardson, 2007), in
other socio-cultural settings it might have different implications (Klassen et al.,
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2011; Wong et al., 2014; Yong, 1995). In some contexts, teaching is viewed

as a secure job and peopleds decision to
to their desire to avoid career uncertainty (Klassen et al., 2011), while in others

it might be considered the only available choice (Bastick, 2000; Yong, 1995).

Based on research in a number of countries, Yong (1995) points out that the
countrybés economi c st adteashingpnotessiorhiretheper cep
society frequently aff ec tachers.dlp prapdsess mot i v
that intrinsic and altruistic motives are most influential in developed countries

because a teaching career is not perceived prestigious and does not offer

significant material benefits in comparison to other jobs, whereas in developing

countries, Yong argues, it gives an opportunity to lower class people to climb

the social ladder. This might reflect the reality in a number of developing

countries, however, it was not the case for the participants in this study. They

all belonged to the middle class and were from well-educated families which

implies that teaching was not linked to higher social status for the participants.
Nevertheless, they had to face challenges linked to high unemployment rates

in the country which affected some ofthe parti ci pantsd deci si
the opportunity when they were offered a teaching position. Similar to the

participants of other studies (Bastick, 2000, Watt & Richardson, 2012), though

they realised that teaching could not provide any significant benefits and was

not well paid, it was still an employment which offered certain security in an

unstable job market. Itis argued that in countries with fewer job opportunities,

the employment provided by the gover nmen:
to enter the teaching profession (Bastick, 2000). In addition, lower living
standards in developing countries and p
everyday needs (e.g. food, shelter, education, healthcare) might guide their

career decisions. This recalls Masl o w 6éesry df lhierarchy of needs (1943)

suggesting that altruistic and intrinsic motives do not come into play until the

basic needs are fulfilled.
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6.1.4 Summary

I n this section, I have discussed the p
teaching profession. To understand what these motives were guided by | have
examined them in the historical, political and cultural context which
undoubtedly influenced the participants?o
findings linked to the local par t i ci p a decisobs emergee feom the
collectivist nature of Armenians. As a collectivist culture, family is regarded
pivot al for Ar meni an people resulting i
striving to meet their expectations (Ghazarian, et al., 2008). This explains why
the | ocal participantsd decisions to se

strongly influenced by their parents.

In addition, all the participants witnessed the breakdown of the Soviet Union
which led to a rise of nationalistic discourse and an attempt to eradicate
everything associated with the Soviet Empire including the language 1
Russian (Hovhannisyan, 2016). Opening its borders, Armenia became
exposed to the Western values and started a process of gradual integration
into the globalised world in which English had a powerful role. Consequently,
English transformed from being merely one of the foreign languages into a
| anguage of speci al significance master
employability (Pavlenko, 2013b). This was acknowledged by both local
participantsand Tom who reali sed that sthtisgouldr ar e 6

enable him to teach English.

Importantly, the collapse of the Soviet Union had catastrophic consequences

for Armenian infrastructure and economy and resulted in an unparalleled crisis

in the country ( Ant onyan, 2013) . The gdoopped nment ¢
radically and was especially disastrous for education sector. This had a
significantimpactont eacher sé sal aries and graduall
of a teaching profession in the country turning it into a less prestigious job

(Silova, 2009). All the participants of this study, except for Karine Grigorevna,

selected their career in this reality. Being aware of the transformational

205



processes taking place in Armenia after the independence helps explain the
par t i c degsientd mdor in English, the language associated with
employment and success, as well as their initial unwillingness to be involved
in teaching. However, despite the fact that most of the participants were not
originally attracted to teaching and started this job as a fallback career, all of
them later expressed dedication to it and perceived themselves successful

teachers.

6.2 Teacher self evolution

Having considered the pareconeiinodvedtic 6 ma i
teaching, in the following sections | will examine how their teacher selves

developed over the course of their career and what factors impacted on their

teacher self formation and evolution. First, | will scrutiniseh ow t he parti ci |
teacher selves were constructed at the beginning of their teaching careers and

why their ideal selves were perceived to be unattainable. Then | will explain

the tempor al and contextual nature of t he
impact of significant others on their self construction. In the concluding section

Il will Tink all my arguments and expl ain

evolved into feasible selves.
6.2.1 Unattainability of the ideal self

As seen in the findings chapter, when the participants started teaching, they
all possessed ideal, feared and ought-to selves. Similar to the beginning
teachers in other studies (e.g. Cardelle-Elawar et al., 2007; Fletcher, 2000;
Hamman et al., 2010), the shaping of their early ideal and feared teacher
selves originated from their experiences as learners. Being students in the
past and witnessing their teachersdé acti
beliefs about how teaching should be conducted (Dornyei & Kubanyiova,
2014; Flores & Day, 2006; Korthagen, 2004; Palmer, 2007) which, inevitably,
influenced the formation of their possible teacher selves (Hiver, 2013). Similar

to the development of the ideal self images, the construction of the
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participants6 feared t eacthexrpastsleaininges was
experiences (Hoyle & Sherrill, 2006). Frequentl vy, the partic
ideal and feared teacher selves were linked to their own teachers who also

acted as role models. This is not surprising considering that the impact of

teachers 6 own experiences as | earners on the
discussed (Kubanyiova & Feryok, 2015; Murphy et al., 2004) and frequently

l inked to Oapprenticeship of observati ong¢
2016).

Yet, as demonstrated in the findings chapter, the participants came across
different obstacles, which made their initial ideal selves unreachable. Possible
selves researchers stress that desired selves will only motivate behaviour (see

section 3.4.1) if they are:

1 congruentandconnected with onebs actual self
2014; Oyserman et al, 2006) implying that they do not clash with other
selfimages and are temporarily connected to their actual selves (Kivetz
& Tyler 2007; Oyserman & Destin, 2010; Peetz et al., 2009);

1 concrete and contextually situated implying that they are not abstract
but relevant t o onadwillnotmrqueedekcassie cont e
effort to reach (Conway & Clark, 2003; Erikson, 2007; Fletcher, 2000;
Hamman et al., 2013);

1 balanced against feared selves implying that when one simultaneously
tries to avoid his/her feared self and achieve desired self, the
motivational impact might be stronger (Dérnyei & Kubanyiova, 2014;
Hoyle & Sherrill, 2006; Oyserman & Fryberg, 2006).

While all of the parti ci pant s o I deal sel ves wer e k
representations of feared teacher selves, the conditions in the other two points
were not always met. In A n n a 6tlse inttialyseavisioned self based on her
own teacher was not internalised andi n T oaseditslashed with his ought-
to self. I n other partici pmerelaterpercensed es t he

too difficult or even impossible to achieve. All these reasons made their ideal
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teacher self representations unattainable which supports the most
fundamental precondition for the motivating future self - in order to stimulate
motivational behaviours the future self must be deemed feasible which entails
availability and accessibility (Dérnyei & Kubanyiova, 2014; Erikson, 2007;
Hamman et al., 2013; Nor man & Ar on, 2003) . |t seems
early ideal selves were excessively idealistic making them unachievable.
Interestingly,t he i deal i stic character of the ide
(1987:320) definition-6 t h e astthatisambame (yourself or another) would
l i ke you, ideally, to possess. 6 The self
according to the Cambridge English Dictionary (2017), is linked to a perfect

situation implying that it is not necessarily tangible or attainable.

As stated above, eventually the participants had to adapt their initial future self

images to their reality considering various constraints. The clash between
beginning teachersoé initial teacher repr
when entering teaching has been widely discussed in pre-service teacher

literature (e.g. Freese, 2006; Hamman et al. 2010). Many researchers stress

that newly qualified teachers have to cope with this discrepancy and eventually

adapt to their contexts (e.g. Conway & Clark, 2003; Fletcher, 2000; Hamman

et al, 2013). The unattainability of the
be linked to their remoteness from their immediate teaching contexts. As

stated above, these selves were mainly based on their previous experiences

implying a substantial contextual and temporal gap from their day to day reality

(this is discussed in detail in the following sections). As a result, this gap

amplified the perceived difficulty associated with the attempt to reach the ideal

sel f which obviously i mpacted on the pe
whether or not to exert an effort (Oyserman & James, 2011). If the desired self

is perceived as overly difficult to achieve, it is less likely that the individual will

take actions to attain it. This is supported by both self-efficacy (Bandura, 2006)

and expectancy theories (Locke & Latham, 1990) arguing that the likelihood

that individuals will work to achieve their goals depends on their perception of

their ability to attain them. Eventually, the participants had to transform or
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abandon their early ideal teacher selves to make them temporarily and

contextually feasible which is discussed in the next two sections.
6.2.2 Temporal nature of the self

Firstof all, temporalityisli nked to the interconnection a
experiences and their impact on the future self formation. Although self
researchersdé focus has mainly been on t h.
previous experiences are also influential (Ryan & lIrie, 2014). As seen, the

I mpact of prior events on the participal
prominent; their initial teacher selves were largely based on their
interpretations of past experiences indicating that both the present and future

selvesdo notdevelopinavacuum and ar e bandesstandogy peop |
and reflection on their earlier experiences (Markus & Nurius, 1986; Mercer,

2017a).

However, temporality also emerged as one of the key factors determining the

parti ci pant sféasitlity.drcthie gensesiewas connected to the
participantsO6 perception of distance bet
selves. Possible selves researchers highlight that the motivational power of

possible selves is linked to their future orientation (Higgins, 1987; Markus &

Nurius, 1986). However, the notion of future varies; it can be both remote (e.g.

15 years) or adjacent (e.g. next week, next month) suggesting that future

selves can be distant or proximal (Oyserman & James, 2011) developing over

ti me (Ryff, 1991) . Il n addition, resear ch
future possible selves from his/her current self varies depending on the age
(Frazier et al., 2002). For exampl e, I n
self images are more distant and abstract requiring more dramatic actions

(Markus & Nurius, 1986) wh er eas t he i ncongruity of ol
actual selves shrinks with age (Oyserman & James, 2011; Pronin & ROSS,

2006). This implies that people gradually develop more proximal possible

selves which appear to be more realistic and stimulating specific actions to

attain these selves (Kivetz & Tyler 2007; Lee & Oyserman, 2007; 2008). In
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ter ms of teacher s, t hi s entail s t hat

become closer to their current selves. This tendency was noticeable in the
participantsdéd self transformati on;

remote, excessively idealistic and, hence, unfeasible, with experience they
attuned their self representations and formed more adjacent teacher selves
making them more likely to be achieved (Oyserman & James, 2011). Marine
Gi g or e ase avénsdenwnstrates that at an older age the priority might be
not to achieve a desired self image but to maintain the representation that the
individual has already attained. Similar to the participants of Pronin and
Rossbs study (2006), when reflecti

participants of this study were referring to particular situations (e.g. being
unable to engage a particular group of students) based on which they
developed proximal images. The proximity and specificity implies that these
images were more realistic and feasible because they were shaped

considering particular contextual constraints.

Importantly, the distance of the future self from the current one also affects
how vividly it is envisioned and the likelihood of its achievement (Strahan &
Wilson, 2006). The future can be perceived separate from the present (e.g.
after retiring) and, in this case, it is considered distant and vague and does not
imply current actions T one needs to wait for it to arrive. Conversely, future can

be viewed as a fluid continuati on

wh i

ng

of

Wi |

| e

n

pr e

nowé and O6the curiratndl yacrnae omes dar yiommeQ@ly s e |

2011: 129). In this case, one thinks about ways to act in the present to achieve

the future self. For exampl e, Annads

i n

specific one - 0t eearc hwho can engage hpbesthdtghar ner s €

needs to adopt particular strategies and develop specific activities to reach
that image. Consequently, the proximity of the future self and its connection to
the current self increases the likelihood of taking actions to achieve it (Lee &
Oyserman, 2008; Peetz et al., 2009).
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6.2.3 Contextual nature of the self

Another key factor having an impact on feasibility ofthepar t i ci pant sdé t

selves seem to be their immersion in context. Mercer (2017b: 58) stresses the

importance of contextinthe sel f formation and argues

fundamental part of the self simultaneou:

in the literature review, despite the fact that possible selves have been
frequently criticised for being extremely self-centred and detached from their
social context (Harvey, 2015; Oyserman & James, 2011), the findings
demonstrate that the participants®o

socio-cultural and their immediate contexts.

The socio-cultural influence is especially apparent when comparing Western-
educated Tom with the local participants who still were experiencing a societal
imposition of being an expert in the field. This most notably affected the
participant s 6 -egffieacychs p pait af theirsebiches self ifmages,
all of them envisioned themselves becoming competent teachers, though
competence had distinct connotations for Tom and local teachers; Tom
associated it with teaching ability while local teachers linked it to language
proficiency. These perceptions were rooted in both global and local views of

English language teachers.

At a global level, Armenian teachers similar to EFL/ESL teachers worldwide
are affected by the connotations attached to the native speaker/non-native
speaker dichotomy which is related to the global expansion of English and,
according to Phillipson (1992), constitutes a form of linguistic imperialism.

Native speaker/non-native speakerdi st i ncti on ai ms to

t each

highl

expertise in a particular language implying th a t nati velangugge ak er s €

competence is a gold standard which grants them a superior status and leads

to the o6native speakerb),fanhbssumptipndhatiofyhi | | i p

native speaker teachers can successfully teach English (Braine, 2010; Brutt-
Griffler & Samimy, 2001; Moussu & Llurda, 2008). Even the researchers who
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argue that being non-native speaker does not imply being an ineffective

teacher stress non-native speakert eacher sé6 Ol anguage

Because of their relative English language deficiencies, non-NESTs
are in a difficult situation: by definition they are not on par with
NESTSs in terms of language proficiency. Their deficit is greater if
they work in less privileged teaching situations, cut off from NESTs

or any native speakers. (Reves & Medgyes, 1994: 364)

def i c

As a result, the | oc al nopmativedpaakept acnatcshde rassé w

main worries are rooted in their language proficiency (Jenkins, 2005; Reves &
Medgyes, 1994; Tang, 1997) which frequently leads to the feeling of linguistic
inadequacy, lower self-esteem and inferior self representation (Rajagopalan,
2005; Reves & Medgyes, 1994; Manhboob, 2004). Obviously, native speaker
teachersbo exper i enceos-natidel $peaker colfeagwem
Although they also have concerns which are mainly linked to their lack of
pedagogical and professional preparation (Mahboob, 2004; Moussu & Llurda
2008), these, however, do not imply inadequacy or inferiority and do not
negatively affect native speakerséemployment prospects (Braine, 2010; Selvi,
2014). In contrast, non-native speakert eacher sé percepti
language skills are frequently reinforced by the employment market were they
have to compete with their native speaker counterparts (Clark & Paran, 2007;
Mahboob & Golden, 2013). Despite ongoing attempts to eliminate nativeness
as a discriminating factor when hiring English teachers (TESOL, 2006), this
rivalry still positions native speaker teachers at an advantage in comparison
to their non-native speaker colleagues (Holliday, 2005; Pavlenko, 2003;
Phillipson, 1992) which similarly has an impact on the English language
teaching industry in Ar me n trates thal mativé
speaker teachers were considered highly valued by employers and had a
privileged status. Tom was genuinely surprised how easily he was offered a

teaching position even though he did not have an appropriate educational

t heir

S case

background and/ or teaching experience. Ir

existed not only when hiring teachers but also during the employment itself;
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Tom admitted that he received higher salary in comparison to local teachers,
was not observed frequently and, unlike his Armenian colleagues, always had

sufficient teaching hours.

In addition,thepar ti ci pantsod interpretations of t
affected by the societal perceptions and expectations. As discussed in chapter
5, the Soviet past still has an impact on the Armenian society and public
expectations of teachers are still rooted in the Soviet ideologies. According to
the Soviet educational requirements, tea
knowl edged they were teaching (Zajda, 19E¢&

Soviet teacher could be damaged.

Thus, the local participants of the study experienced double pressure; on one
hand, they were comparing their language proficiency to that of native
speakers and, on the other hand, they had to meet societal expectations of
someone with a perfect mastery of English. This put an additional burden on
t he t e a c-peecepsiobs asdeelxplains why they so closely associated
their pedagogic competence with language proficiency. However, dissimilar
to teachers described in other studies (Hiver, 2013; Reves & Medgyes, 1994),
the participants eventually recognised that being non-native speakers implied
that they would not be able to become fully proficient and viewed themselves
as competent language users. Therefore, an inaccessible image of teacher-
perfection which could lead to feelings of inadequacy and self-doubts was
Ssubstituted with a more attainable repre
user as a part of their teacher selves a

confidence and self-efficacy (this is discussed in the next section in detail).

Along with the socio-cultural facet, thef easi bi |l ity of the teac
reinforced by their contextual dependency at a micro-l ev e | . The part.i
current self representations were not abstract and remote future images linked

to their own teachers. On the contrary, these images were detailed and

concrete connected to certain courses and classes and changing depending

on factors such as students, curriculum, university resources, requirements
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among many others. This shows how their teacher selves do not form in a
vacuum but originate from their present social contexts and relationships with
others (Andersen & Chen, 2002; Mead, 1934; Oyserman & Fryberg, 2006).
The participants had to interpret the context they were immersed in and culture
associated with it adapting their imagined teacher selves to their day to day
reality. They were constantly evaluating the feasibility of their future selves in
their immediate context which, in turn, determined their further actions i
pursuing, adapting, maintaining or abandoning these selves (Erikson, 2007).
I n other words, the participantsodé were t

with the context increasing their attainability (Oyserman et al., 2015: 174).

To conclude, the participant s 6 t eacher selves were affe
of context which were linked to (a) global influences such as native speaker

supremacy and multiple implications it entails; (b) societal expectations and

perceptions of teachers imposed by still influential Soviet ideologies; (c) the
teachersbo i mmedi at e classroom exp-erienc
sensitivity of the teacherso | ater devel
and increased the possibility of their achievement.

6.2.4 Impact of significant others on the self

The fact that the participantsd teacher
as demonstrated above, also implies their dependency on the relationships
with people who are a part of that context (Mercer, 2017a; Ushioda, 2009).
People have a need to retain meaningful relationships with others; they are
eager to be valued and appreciated by individuals who are important for them
(Leary & Baumeister, 2000). For the participants, this importance was mainly
connected to students, colleagues and supervisors as people having a major
impact on their behaviours, beliefs, perceptions and, consequently, teacher
self formation. The i mportance of oneobs
in the formation of the self-concept has been repeatedly highlighted in the
literature (Korthagen, 2004; Oyserman & James, 2011), though the degree of

importance one assigns to others, who are often identified as significant
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others, influences their impact on the self-concept (Friedman & Farber, 1992).

Considering that the concept of significant others is defined as people who are

or have been O0deeply influenti al in oneo
emotionally investeddd (Andersen & Chen, 2
supervisors can be classified as significant others for the participants of this

study. As pointed out in the findings chapter, despite the importance of
supervisors and colleagues, students emerged as most influential in terms of

their teacher self formation. The special significance of students was pointed

out by all the participants; they were identified as instigators of both positive

and negative experiences as well as being the strongest motivational and
demotivational force. This is not surprising bearing in mind that teachers' most

important rewards are obtained from students in the classroom (e.g. Dinham

& Scott, 2000; Ni as, 2002) and students

perceptions of themselves as teachers (Friedman & Farber, 1992).

The importance of teacher-student relationships for learner motivation has

been repeatedly acknowledged, yet, theiri mpact o n behaviauchag r s 6

not been sufficiently explored (Newberry & Davis, 2008). It is frequently
argued t hat teachersé concern for stude
teaching entailsa 6 mo r a | commit ment to serving the
societydéd (Jungert et al ., 2014: 181). Al
teaching, and this emerged from the data, building good relationships with

students is also beneficial for teachers. It makes their work meaningful (Spilt

et al.,, 2011), leads to motivation, job enjoyment (Hargreaves, 2000),

satisfaction (Shann, 1998) and often keeps teachers in the profession
(Hargreaves, 1998; 06 Con n opants oRtii0s&IJy,, S i mi
teachers in other studies frequently mention that they feel strongly attached to

their students and highlight that they obtain internal rewards from relationships

with their students (Hargreaves 2000, Spilt et al., 2011). Teachers spend an

extensive amount of their work time in the classroom and their connectedness

to students might be linked to the need for relatedness which is a fundamental

need specific to all human beings (Baumeister & Leary, 1995). In addition,

building positive relationships with students also has pedagogical implications
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[ positively affects t he gual ity of
motivation (Pianta,2 006 ) whi ch in turn directly i mp
effectiveness and competence (Pianta et al., 2003; Spilt et al., 2011). The
participantso6 perception of their effec
influenced by their supervisors and colleagues. This impact is especially
prominent in Larads and Nellyds cases wh
two universities with diverse working environments; they stressed the

destructive atmosphere created in university A by the supervisor which
negatively affected teachersodo relationshi

consequences for their perceptions of self-efficacy and self-worth.

The participants of the study stressed the importance of being appreciated by

significant others which is supported by research highlighting that the self

needs to be endorsed and reinforced by people creating a feeling of
importance (Friedman & Farber, 1992; Oyserman et al., 2012). This feeling of

being valued, important and appreciated is linked to self-worth positively

affectingp e o p peecépson of self-efficacy (e.g. students receive high scores

on the test because | am a good teacher) which is connected to their beliefs

about their abilities to accomplish a task (Bandura, 2006). In the case of

teachers, self-ef f i cacy is frequently |linked to
progress (Muijs & Reynolds, 2002) and this emergedinthe par ti ci pant s®o
they Ilinked their studentsd achievement
effectively. Self-efficacy beliefs are especially influential because they affect
self-regulation as well as i n d i v inbtivaionstadd accomplish tasks/goals

(Bandura, 1997; 2001; Pajares 1997; Ushioda, 2014) and, consequently, their

desire to achieve, retain or reject their future selves.

It is important to note that self-efficacy and self-worth are considered crucial
because they are connected to self-esteem (Mruk, 2006; Rubio, 2014) i one
of the most fundamental representations of the individuald s s el f eval ua
and well-being (Judge & Bono, 2001). It is argued that self-e st eem i s 0c¢
soci ometer t hat monitors t he gual ity (

relationships and motivates behaviours that help the person to maintain a
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mi ni mum | evel of ac c e(pearpa&Baemeibtgr, 2€00: B)er p e o |
People need validation of their self by other individuals and look for positive
feedback in order to retain positive self-perceptions (Leary & Baumeister,
2000). Thi s explains the participantso6 desir
significant others, especially students, as well as why they linked their

studentsdé achievements to the quality of

Research indicates that higher perceived self-worth and self-efficacy lead to
higher self-esteem motivating individuals to face challenges and put more
effort to achieve their desired self (Rubio, 2014). In cases when people do not
succeed (e.g. failing to achieve ideal self) they have a sense of lower worth
which results in doubting their competence and having lower self-esteem (e.g.
| am a bad teacher). To prevent that, people might increase their effort to
reassure their self-worth when they feel that it is at stake (Crocker & Park,
2003). However, if they are continuously unsuccessful, they consider the
received feedback then reassess and adjust their desired selves accordingly
in order to protect their worth and self-efficacy (Schwarzer & Hallum, 2008).
This explains the participantsd awhy ust mer
Shushan struggled with her students; she did not take into account her
studentsé feedback and, i nsbéead Oothiadapbd
make itcongruentwithh er st udent sd6 expect-prdteactoms, s he
mechanism - immunity (Hiver & DOrnyei, 2015) - just to survive professionally,

hoping that next year she would have Obet

To sum up, the findings demonstrate that significant others, especially
student s, a f dereeption gb eel-gfficacyy and self-worth which
determine their self-esteem and, consequently, affect the development of their
self-concept (Rubio, 2014). The participants kept adjusting their desired
teacher selves both to support students and to maintain high self-esteem. This
seems to be a continuous process. While teaching, the participants were
constantly receiving feedback from their students which either boosted or
reduced their perception of self-efficacy and self-worth. In order to maintain

positive images of themselves as teachers they had to instantly adapt their
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teacher self representations to make them feasible and to increase the

possibility of their attainment. Once again feasibility seems to be a crucial
feature of the desired self not only bec
attain the self but also its achievement leads to higher self-esteem (Oyserman

& James, 2011).

6.2.5 Connecting all the dots: from the ideal to feasible self

In the sections above, | have examined the partici pant s teacher sel
At the start of their careers, they had clear ideal and feared teacher selves

which largely stemmed from their earlier experiences as learners. In addition,

they were obliged to follow institutional demands and requirements. Yet, after

facing various constraints and realising that these selves were not reachable,

the participants eventually had to compromise on their ideal self images and

gradually started to adapt their teacher selves to make them realistic and

feasible. The concept of feasibility has been repeatedly highlighted as crucial

for the teachersd self devel opment; ot he
which does not require actions (Ryan & lIrie, 2014). The feasibility of the

part i ci pant s6 teacher sel ves was achievec
temporal. Distant future selves initiate more abstract images which are difficult

to attain whereas proximal ones trigger more concrete and context-specific

images (Kivetz & Tyler 2007; Lee & Oyserman, 2008). The fact that the self

develops across context and time stresses its developmental nature (Frazier

& Hooker, 2006; Markus & Nurius, 1986) which implies thatselfi s 6al ways
work in progress, rat her t hWihhams 20fl4: ni s h e ¢
180). Having explicit, specific and proximal selves influencesthei ndi vi dual 6
desire to engage in action to achieve them. In this case the selves can act as

roadmaps to achieve the desired result (Oyserman et al., 2006).

It is important to note t hat the participantsdé te
constructed; they represented a mixture o f Oboth an individua
teachers view themselves) and a socially reflected aspect (their sense of how
ot her s v i Eiadman&danjed 1992: 29). The interconnection of the
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selves with others has been repeatedly stressed (Harvey, 2016; 2017; Mercer,
2017a; Ushioda, 2009). Marshall and her colleagues (2006) even suggest that
possible selves are joint projects because they are developed and co-
constructed with significant others. As discussed, for the participants of the
study students emerged as the most influential factor affecting their self-

esteem and the development of their desired selves.

Another important finding emerging from the data points out that the
participants were simultaneously trying to avoid their feared selves and attain

their desired selves. This is supported by the literature which indicates that

people are usually motivated to concurrently achieve a positive future self and

avoid the feared one which creates a balance within the selves (Dérnyei &
Kubanyiova, 2014; Hiver, 2013; Hoyle & Sherrill, 2006; Oyserman & Fryberg,

2006). As was evident in all the cases, this synchronised operation of possible

selves was creating a balance and probably acting as a stronger motivating

force because the participants were simultaneously attempting to achieve one

image and avoid another. Balanced positive and negative selves usually

belong to the same domain enhancing motivation and engagement to achieve

goals (Oyserman & James, 2011; Oyserman et al.; 2012). In the literature,

balanced self is frequently regarded in terms of simultaneous performance of

only ideal and feared selves as an instigator of stronger motivation (Hamman

et al. 2013; Hoyle & Sherrill 2006), yet, the ought-to self should not be ignored.

The participants had to meet university requirements and, consequently, their

ought-to self representations were acting together with the other selves

enhancing their motivational power. The bl endi ng of the part
self representations was even more obvious when the boundaries between

the participanttsod dealevads awedr eourgchtt cl ear |
to have big achievements was also influenced by her parents) implying that a

strong impact of significant others could lead to the internalisation of ought-to

self representation which could even be i
image (Boyatzis & Akrivou, 2006). This suggests that, instead of being

motivat ed t o achieve/avoid separately acting
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retained desired selves seemed to be interconnected facets of one unifying

self which involved elements of their various selves.

Taking into account that feasibility and blending of possible selves emerged
as crucial characteristics of thadtrathepar ti ci
than having separate ideal, ought-to and feared self representations, the
participants formed a balanced self-concept - a feasible teacher self,
containing characteristics of various possible selves (e.g. ideal, ought-to,
feared selves) which are realistic and achievable in a particular context (see
figure 5). To reflect the findings of the study | have re-visited the Teacher
Motivational Self Framework and added the feasible teacher self which

involves components of three other teacher selves (see figure 5).

Figure 4: Revised Teacher Motivational Self Framework

e Socio-cultural R
- context >

~

Feasible
teache

teacher
self

The <concept of t he scel fanads so htoulaitsetdi ci,n d
highlighted by Kostoulas and Mercer (2016: 133) as one of the dominant
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themes in the current self literature. The holistic nature of the self containing
various possible constituents was also mentioned by Markus and Nurius
(1986) in their seminal paper on possible selves. They stress that possible
selves are coherent elements of a self-concept entailing that they are
fragments of a holistic self which is similarly argued by other researchers
(Oyserman, 2001; Oyserman & James, 2011, Rubio, 2014). In the literature
review chapter, | have pointed out that Oyserman and James (2009) even
propose that possible selves are possible identities rather than selves building
their argument on a well-established assumption that self is a unifying entity

comprising various identities which are

affordances and constraints of the

70). Baumeister (1998) likewise ar gues t hat ounity

features of selfhoodd ( p . 6 tBa? nultigicityd of the self should be
considered as a metaphor. He suggests that possible selves are different
conceptions of the same self. This implies thatthe peopl eds de
(e.g. desired wife self, desired teacher self, desired parent self) are all a part
of the same desired self rather than completely distinct selves. Therefore, the
feasible teacher self representst h e i n d degiied aelh doricept which

consists of various possible representations i ideal, ought-to and feared.

6.2.6 Summary

¢

i mmed i

i s on

sired

In this section, lhavee x pl ai ned how the participant s/

throughout their career. | have argued thatt h e p a r tinitia idgalselvess 6

were mainly based on their experiences as learners and, hence, were
detached from their immediate context making them hard to attain. | suggest
that their later formed teacher selves were feasible selves consisting of the
components of ideal, ought-to and feared selves. Importantly, the feasible self
is contextually situated and temporarily close. The concept of feasibility is
central in teacher self formation because it influences the degree of perceived
attainability and attainability is a key condition for self-related motivation. |
would like to stress that the feasible self is a socially formed construct and is

influenced not only by teacherso I
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are positioned in the wider socio-cultural environment. Both the feasibility and
the social dependency of the feasible self are of key importance because they
af fect t e-astehne wheld teashers perceive they can successfully
achieve their desired teacher selves, their perceived self-efficacy and self-
worth are enhanced.
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Chapter Seven: Conclusion

7.1 Thesis summary

In this study | aimed to explore the motivation of English language teachers in
the university setting in Armenia and understand what factors have an impact
on it. | have started the thesis by introducing the background and rationale
demonstrating how my teaching experience ignited my research interest in
teacher motivation. Then | have introduced the Armenian context by providing
a concise historical overview and demonstrating how the challenges
associated with the post-Soviet period have impacted on the higher education
and resulted in the diminishing status of English teachers. To position the
study in the literature, | have discussed the key theories linked to teacher
motivation research followed by a detailed discussion of the possible selves
theory which | connected to the person-in-context relational view to design the
Teacher motivational self framework as a theoretical foundation for this study.
This framework and my ontological and epistemological stance informed my
methodological decisions. As a result, | employed a case study approach and
recruited six teachers of English from three Armenian universities. The data
was gathered over a period of six months through the means of interviews,
classroom observations, post-observation interviews and reflective journals.
After the thematic analysis, the key finding of the study demonstrated that
initially possessed ideal teacher self images were transformed or discarded by
the participants and gradually they developed feasible teacher selves which
were perceived attainable in their context. The feasible teacher self consisted

of the elements of their ideal, ought-to and feared selves and was developed

based on t h e teacher so soci al envi rwasment

influenced by significant others.
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7.2 Limitations

This study has yielded important insights into the understanding of English
teacherso motivati on iitalsoAasmsenre ilimitations
which need to be acknowledged. In the research design chapter, | have
acknowledged lack of generalisability of this study which is usually associated
with qualitative research. Obviously, the nature of this study and the limited
number of participants imply that the findings cannot be generalised and, as |
have emphasised before, | did not have such intentions when carrying out this
study. In fact, my aim was to gain an in-depth understanding of the teacher
motivation phenomenon which was possible to do due to the small sample

size.

In addition, | have indicated that qualitative research implies subjectivity to
reduce which | tried to be reflexive and transparent providing detailed
information with regard to my decisions throughout the data collection and
analysis (Mann, 2011; Morrow, 2005). As discussed in section 4.8, | also gave
an opportunity to the participants to reflect on my interpretations of their
experiences in order to make sure | had not misinterpreted their accounts.
This suggests that the meaning was not built solely by the researcher but it

was co-constructed with the research participants.

In addition, | would like to point out that although the data was collected over

the period of six months, it would have been beneficial to spend another

ont ext

semester on the research site to observe

their feasible selves alter when teaching a new cohort of students. This would
have been especially insightful in case of Shushan who stated that the issues
she was facing with her students were specific to her current cohort and she
was able to build good relationships with her previous students. Nevertheless,
considering the time constraints of the doctoral study it was not possible to
extend the data collection period.
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7.3 Contributions

This study provides a new perspective on teacher motivation and contributes
to the research body at methodological, theoretical and practical levels. In this
section, | will concentrate on the first two aspects of contribution, while the

practical one will be discussed in the implications section.
7.3.1 Methodological contribution

At a methodological level, the main contribution of the study is the method of
member-checking | employed which was inspired by Harvey (2014). My
research procedure could be considered as a variation of member-checking

proposed by Harvey (2015: 35) who emphasises that by involving participants

inresearcchanal ysis the researodH ab®ca@ame ¥y e d mam

ethicald As explained in section 4.8, | designed a diagram based on the
themesandsub-t hemes emerging from the pa
first two phases. In the last phase of the data collection, the participants were
given an opportunity to explore their diagrams and reflect on them. Involving
participants in this type of member-checking empowers and enables them to
be actively involved in meaning making and co-construct the themes with the
researcher. This kind of engagement in research also helps participants gain
better understanding of their own practices and observe their development. As
| have pointed out above, this method also allowed me to establish deeper
rapport with the teachers and gain their trust leading to more in-depth
interactions and engagement. The participants became more open and
sincere about their experiences which allowed me to dig deeper and obtain

more insights into their experiences and perceptions.

This interviewing method seems to be beneficial both for the researcher and
participants and could be employed instead of conventional member-checking
procedures. It significantly enriches the data offering 6 a mor e twvey
more ethical alternative to member-checking in particular, and as an approach

to qualitative research interviews
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7.3.2 Theoretical contribution

The theoretical contribution is linked both to the introduction of the deasible
selfdconcept and the framework | constructed for this study. In the previous
chapters | explained that, considering the exploratory aims of the study, |
joined possible selves theory (Markus & Nurius, 1986) with a person-in-context
relational view (Ushioda, 2009) and developed a Teacher Motivational Self
Framework which was revisited taking into account the findings of the study.
The usefulness of this framework might be in its holistic approach and
consideration of both psychological and social aspects which are key
determinants of human behaviour. Unlike many motivation theories the
framework does not restrict the motivation concept by theoretically
predetermined factors (e.g. achievements, goals, self-efficacy). In comparison
to other approaches, it is more inclusive and allows to combine multiple facets

of the self and motivation.

Although | developed this framework to explore experienced t eac her s o
motivation, it could similarly be used to investigate the development of teacher
selves and motivation at different stages of their career including newly
qualified teachers (see section 7.4). The framework might be exploited to
consider both the process of their teacher becoming and a wide array of
psychological and social factors influencing this process. Obviously, it might
likewise provide interesting perspectives on motivation and development of

other parties involved in education (e.g. learners, managers, Supervisors).

Furthermore, considering that possible selves theory has been used in multiple
fields to explore different developmental processes (Cross & Markus, 1991;
Oyserman & Fryberg, 2006), | believe that the adjusted version of the Teacher
Motivational Self Framework and the feasible self concept in general could be
employed to explore a wide range of aspects related to human development
(e.g. choice of profession, adult development, well-being, aging, ethnicity and
gender). The attainability and adaptability of the feasible self suggests that it

might be more likely to stimulate personal change and development.
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Consequently, researching this concept might shed light on the peculiarities of
these changes and factors influencing them in various developmental phases
(e.g. adolescence, adulthood) and/or across lifespan. In addition, the feasible
self concept could be used to explore the current self because its accessibility
implies that it could act as a defensive mechanism for the current self - people
use their possible selves to evaluate their current selves (Markus & Nurius,
1986).

Obviously, the discussed research areas are just examples of how the feasible
self concept and the Teacher motivational self framework could contribute to
the research body and provide greater insight and understanding of various
developments in human behaviour. | believe that the application of both the
feasible self concept and the framework could go well beyond applied

linguistics and education opening new research areas.

7.4 Implications for teacher education

As pointed out, in addition to the theoretical and methodological contributions,
this study also entails a number of practical implications for various parties
involved in education. The concept of feasible self might be especially

beneficial for teachers and teacher educators.

The findings have demonstrated t he devel opmental n
teacher selves which can have implications for both newly qualified and
experienced teachers. The participants initially had more idealistic perceptions
of themselves as teachers which frequently were decontextualized and difficult
or impossible to achieve at the beginning of their career. This is in line with
research on novice teachers which indicates that they frequently experience
disillusionment and feelings of insecurity and failure in the first year of teaching
(Cole & Knowles, 1993; Hargreaves & Jacka, 1995; Rust, 1994). To address
this issue, the concept of feasible teacher self might be used in training
programmes for pre-service teachers. They need to be taught to be more

rational in their self-images in order to have more realistic expectations and be
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prepared for challenges. Novice teachers should be aware that they will face
various societal, institutional and classroom related constraints which might
limit their high aspirations. Importantly, the training courses should focus on
feasibility of teacher selves and involve context-specific and detailed
challenges they might face and provide them with various tools and techniques
which could help overcome these challenges. In addition, novice teachers
could to be trained how to adjust their self images to maintain their feasibility
and develop specific actions to achieve their best feasible teacher selves in
their educational setting.

The concept of feasible self can equally be employed for in-service teachersé
development. Experienced teachers might have incongruities between their
various selves possibly leading to professional anxieties and challenges. |
attempted to apply the feasible self concept in practice when | was invited by
TESOL Toulouse to lead a workshop with EFL teachers. | designed activities
(see Appendix M for the handout) guided by the findings of this study with the
aim to encourage teacher (a) to identify salient features of their past, current
and desired teacher selves in order to shape a feasible self; (b) to set specific
and context-dependent goals leading to that self and (c) to identify possible
steps to achieve these goals. The activities involved the discussion of the

following points:

the motives to become a teacher of English;

1 the kind of teacher they wanted to become at the beginning of their
teaching career,

1 the kind of teacher they did not want to become when they started
teaching;

1 whether or not they managed to achieve the first image and avoid the

second one;

the kind of teacher they would like to be now;

whether or not the current image is feasible;

the obstacles to achieve that image;

= =2 =4 =4

what they could or could not compromise on;
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1 what needs to be done to achieve that image.

When planning the workshop | was not sure how these activities would be
accepted by the teachers. | did not want to be perceived as a person who
lectures them and gives them abstract suggestions. To my surprise, the
workshop was very successful and turned into a fruitful discussion where all

of us were reflecting on our experiences and trying to find solutions.

Although the questions | developed might seem simplistic, they can be
expanded into an effective workshop by adding other relevant activities. For
example, Dornyei and Kubanyiova (2014) suggest multiple useful activities
enhancing teacherso vi si geg. pobitg intopastnt ai ni
and present experiences, examining images of good and bad teaching,
examining oneods beliefs, anal ysi.ng re e
Importantly, when designing a training workshop or programme it is crucial to
adapt these and any other activities to the particular circumstances of teaching

contexts to be perceived relevant and feasible.

7.5 Directions for future research

Based on the results of this study, | put forward the Teacher Motivational Self
Framework and the feasible self concept which soon will be accessible to the
research community (Sahakyan et al., 2018). | hope this will initiate further
research to explore the feasible self concept in more depth and to test the
usefulness of the Teacher Motivational Self Framework. To do that the
following questions might be worth pursuing. Do teachers from other contexts
have to compromise on their ideal teacher selves? Would they have a similar
pattern of teacher self evolution at different stages of their career? Would this
evolution lead to the development of the feasible self? If yes, would their
feasible selves have similar features and/or would they be influenced by
similar factors? Do teachers at other levels of education (e.g. primary,
secondary) experience similar teacher self evolution? In other words, it is

important to establish whether teachers in different pedagogic contexts, or

229



different stages of their career, or different levels of education also undergo
similar experiences and eventually compromise on their ideal selves to form

a more harmonious and integrated feasible teacher self.

As discussed in section 7.3.2, both the feasible self and Teacher Motivational
Self Framework could be used in other fields and it would be interesting to test
the concept in relation to a number of developmental processes impacting on

human behaviours.

7.6 Research reflections

Similar to the participants, this study had an impact on me both as a researcher
and a teacher. In terms of research skills, it obviously helped me develop and
progress by gaining knowledge, skills and experience about various
theoretical constructs and research methodologies. The growth has been
especially vivid after | recently looked through my transfer document written in

my first year of the doctoral study and recognised numerous flaws in it.

As a teacher, | could relate to many of the challenges and concerns the
participants voiced and | recalled the situations when | felt confused,
embarrassed, stressed, burnt out but also happy and proud. Although | did not
plan this, it appeared that | was reflecting on my own teaching attempting to
understand how my teacher self developed i in other words, | was
rediscovering myself as a teacher. Interestingly, when reading this section my
supervisors revealed that this study made them reconsider their own
motivation for teaching and reflect on their feasible teacher selves as well. |
hope teachers in this and other contexts would find the concept valuable and

illuminating.
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Appendix B: Participant Information Sheet

H

UNIVERSITY OF LEEDS

The Motivation of EFL Teachers at an Armenian University:
Teacher Selves in Context

You are being invited to take part in a research project. Before you decide
whether you would like to participate in the study, it is important for you to
understand why the research is being done and what it will involve. Please
take time to read the following information carefully. If anything is not clear or
you would like further information, please contact the researcher, Taguhi
Sahakyan (edts@Ieeds.ac.uk ).

Who is the researcher?

The researcher is Taguhi Sahakyan, a PhD student from the University of
Leeds in England.

What is the purpose of the study?

This study aims to explore EFL teacher motivation and understand what
affects their motivation to teach English. Teacher motivation is a complex
phenomenon and when exploring this, it is important to consider teacher
identity within various layers of context. Gaining in-depth understanding of
what has an impact on teacher motivation both negatively and positively will
have implications for sustaining and improving teacher motivation in your as
well as other EFL contexts.

Why have | been chosen?

You have been chosen because you are a teacher of EFL at the Extension
department of the American University of Armenia and you fit the criteria for
participating in this research: experience of teaching at the university and
socio-cultural background (e.g. local teachers, teachers from particular
countries, native speaker teachers).

Do | have to take part?

It is up to you to decide whether or not to take part. If you do decide to take
part, you will be given this information sheet to keep, and be asked to sign a
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consent form. If you decide to take part, you can withdraw from the study at
any point until the data is written up. You do not have to give a reason.

What will it involve?

1 Interviews. You will be asked to take part in eight interviews of
approximately 30-60 minutes each which will focus on your experiences,
beliefs and viewpoints. In each phase, one of the interviews (50-60 min)
will be conducted prior to observations and the other interviews (30-40 min)
after the observations giving you an opportunity to reflect on the lesson and
discuss interesting developments occurring during it. The first two
interviews will take place in November 2014 and the others i in February
and April 2015. The interviews will be audio recorded. You may speak in
English or Armenian. You do not have to mention any topics which are
sensitive, upsetting or embarrassing.

1 Observations. You will be asked if the researcher can observe a few of
your English classes. There will be six-eight observations taking place in
November-April 2014. The purpose of the observations will be to obtain a
sense of real-life teaching/learning in your classroom and NOT to evaluate
your teaching. These observations will not be video or audio recorded.

1 Journals. Throughout the period of study (November 2014-April 2015),
you will be asked to enter your reflections in a journal at the end of every
week. There is no strict word limit for journal entries; however, | suggest
that you write entries of approximately 200-300 words. The reflection will
be on the following questions:

0 At what point was your motivation highest this week? Why?
o At what point was your motivation lowest this week? Why?

What are the possible risks and benefits of taking part?

There are no immediate benefits to the study, although participating in the
study will give you the opportunity you to reflect upon your practices which
may have a positive effect on your professional development. There is also a
small chance that such reflection may lead to discomfort. If you feel
uncomfortable at any time during the study, you are free to withdraw or discuss
your issues with the researcher.

Will the information | provide be kept confidential?

All the information that is collected during the course of the research will be
kept strictly confidential. You will not be able to be identified in any reports or
publications (your name will be replaced with a pseudonym). The data will be
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stored on an encrypted hard drive. (N.B. The confidentiality will only be
breached if you reveal information related to a violation of law; in this case the
researcher will have to share this information with the police).

What will happen to the results of the study?

The findings of the study will form part of theres ear cher 6s PhD t hes
University of Leeds. The research may also be used in presentations at local

and international educational conferences, as well as publications in

international journals.

Contacting the researcher

If you have any questions about the study, please do not hesitate to email the
researcher, Taguhi Sahakyan (edts@leeds.ac.uk ).

This doctoral study is supervised by Dr. Martin Lamb
M.V.Lamb@education.leeds.ac.uk

and Dr. Gary Chambers G.N.Chambers@education.leeds.ac.uk

Thank you for taking the time to read this information sheet.
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Appendix C: The Teacher Consent Form

0

Title of research project: UNIVERSITY OF LEEDS

firhe motivation of EFL teachers at an Armenian university: teacher selves in
contexto .

Name of researcher: Taguhi Sahakyan (edts@leeds.ac.uk )

Please write your initials
next to the statements you
agree with

1. | confirm that | have read and understand the information sheet
explaining the above research study and | have had the opportunity
to ask questions about it.

2. I understand that my participation is voluntary and that | am free
to withdraw at any time until the data is written up without giving any
reason and without there being any negative consequences. In
addition, should I not wish to answer any particular question or
guestions, | am free to decline.

3. | give permission for the interviews to be audio recorded.

4. | understand that my responses will be kept strictly confidential. |
understand that my name will not be linked with the research
materials, and | will not be identified or identifiable in the report of
reports that result from the research.

5. I understand that if | reveal information related to a violation of
law, the confidentiality will be breached; the researcher will have to
share this information with the police.

6. | agree for the data collected to be used in the PhD thesis, future
reports, publications and/or presentations.

7. | agree to take part in the above research project.

Name of participant

Date Signature

Name of researcher

Date Signature
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Appendix D: Ethical Approval Letter (Copy)

Performance, Governance and Operations
i}

[}

UNIVERSITY OF LEEDS

Research & Innovation Service
Charles Thackrah Building

101 Clarendon Road

Leeds LS2 9LJ Tel: 0113 343 4873

Email: ResearchEthics@leeds.ac.uk

Taguhi Sahakyan
School of Education
University of Leeds
Leeds, LS2 9JT

ESSL, Environment and LUBS (AREA) Faculty Research Ethics Committee
University of Leeds
11 November 2014

Dear Tagubhi

. The Motivation of EFL Teachers at an Armenian
Title of study: _ _ _
University: Teacher Selves in Context

Ethics reference: AREA 14-031

| am pleased to inform you that the above research application has been reviewed by

the ESSL, Environment and LUBS (AREA) Faculty Research Ethics Committee and

foll owing receipt of your r espnspnsaacobfiom t he Co
a favourable ethical opinion as of the date of this letter. The following documentation

was considered:
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Document Version Date

AREA 14-031 Response to comments.docx 1 06/11/14
AREA 14-031 ETHICS COMMITTEE APPLICATION FORM 1 06/11/14
amended.docx

AREA 14-031 Amended Participant Information Sheet.docx 1 06/11/14
AREA 14-031 Student Information Sheet.docx 1 06/11/14
AREA 14-031 ETHICS COMMITTEE APPLICATION FORM 1 07/10/14
final.docx

AREA 14-031 Participant Information Sheet final.docx 1 07/10/14
AREA 14-031 Risk assessment final.docx 1 07/10/14

Please notify the committee if you intend to make any amendments to the original
research as submitted at date of this approval, including changes to recruitment
methodology. All changes must receive ethical approval prior to implementation. The
amendment form is available at http://ris.leeds.ac.uk/EthicsAmendment.

Please note: You are expected to keep a record of all your approved documentation,
as well as documents such as sample consent forms, and other documents relating
to the study. This should be kept in your study file, which should be readily available
for audit purposes. You will be given a two week notice period if your project is to be
audited. There is a checklist listing examples of documents to be kept which is
available at http://ris.leeds.ac.uk/EthicsAudits.

We welcome feedback on your experience of the ethical review process and
suggestions  for  improvement. Please email any comments to
ResearchEthics@leeds.ac.uk.

Yours sincerely

Jennifer Blaikie

Senior Research Ethics Administrator, Research & Innovation Service

On behalf of Dr Andrew Evans, Chair, AREA Faculty Research Ethics Committee

CC: Studentods supervisor (s)
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Appendix E: Student Information Sheet and Consent

Form

i

o]

UNIVERSITY OF LEEDS

Student Information Sheet (English version)
Dear Student:

| am a PhD candidate at the University of Leeds and | am conducting a study
entitled The motivation of EFL teachers at an Armenian university: teacher
selves in context. Your teacher has agreed to participate in the study which
means that | will be observing some of the lessons which you attend. Before
you decide whether you would like to be observed, it is important for you to

understand why the research is being done and what it will involve.

The study aims to explore the motivation of English teachers and understand
what has an impact on their motivation to teach English. Teacher motivation
is a complex phenomenon and in order to understand it, | need to observe
teacherso6 classroom behaviour. The
teachers and not on the students which means that | will not refer to any
individual students in my work. The observations will not involve audio or video
recording; | will only take field notes to record the events and interesting

developments occurring in the classroom.

If you agree to be observed, please complete and return the consent form. In
case anything is not clear or you would like further information, please do not
hesitate to contact me.

Yours sincerely,
Taguhi Sahakyan

PhD Candidate
University of Leeds
United Kingdom
edts@leeds.ac.uk
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Student Consent Form (English Version)

Title of research project:

UNIVERSITY OF LEEDS

frhe motivation of EFL teachers at an Armenian university: teacher selves in contexto .

Name of researcher: Taguhi Sahakyan (edts@Ileeds.ac.uk )

Please write your
initials next to the
statements you
agree with

1. | confirm that | have read and understand the information
explaining the above research study and | have had the
opportunity to ask questions about it.

2. | agree to take part in the lesson which will be observed.

3. | understand that my participation is voluntary and that |
am free to withdraw at any time without giving any reason
and without there being any negative consequences.

4. | understand that my name will not be linked with the
research materials, and | will not be identified or identifiable
in the reports that result from the research.

5. | agree for the data collected to be used in the PhD thesis,
future reports, publications and/or presentations.

Name of student

Date Signature

Name of researcher

Date Signature
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Student Information Sheet (Armenian Version)
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Student Consent Form (Armenian Version)
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Appendix F: The Teacher Interview Guide

1. How did you become a teacher?

2. Do you remember any examples of exceptional teaching from your
learning experience?

3. How do you think English shoul d

4. What do you really enjoy in teaching?

5. Do you consider teaching a challenging job? What aspect of teaching
is challenging?

6. What do you find motivating/demotivating in teaching?

7. What should an ideal English teacher be like? Is that image feasible in
Armenian context? Did you have the same ideas about the ideal
teacher when you started teaching?

8. What kind of uncertainties do you have in the classroom?

9. What is important for you in teaching English?

10.Do you have to follow the curriculum or you can select the material to
teach?

11.How are you treated by the manager(s), colleagues? Do you
collaborate?

12.How are teachers perceived in Armenia in general?

13.Have you ever had any regrets about choosing a teaching career?
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Appendix G: Observation Protocols

Observation Protocol 1 (semi-structured)

Teacher:

Number of learners:

Length of lesson:

Course:
Student level:

Date:

Descriptive notes

Reflective notes

Teacher enthusiasm
1 body language
1 facial
expression
1 gestures
9 intonation

Teacher self-efficacy
1 confidence in
language
1 confidence in
teaching

Students
1 behaviour
1 engagement
1 rapport
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Observation Protocol 2 (unstructured)

Teacher: Course:
Number of learners: Student level:
Length of lesson: Date:

Time Activity Reflective notes
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Appendix H: Extracts from the observation protocols

Teacher: Nelly (phase 1; observation 1)

Number of learners:10 (5 Iranian and 5 Armenian students)
Length of lesson: 90 min (3:00-4:30 p.m.)

Classroom arrangement: U-shape

Course: General English
Student level: low intermediate
(level 3)

Date: 13.11.2014

Time

Activity

Reflective notes

3:20

3:35

Students start doing mini-presentations about a
holiday of their choice. An Armenian student
presents Vardavar.

A late Iranian student enters the classroom and joins
a group of other Iranian students.

Iranian students ask questions about Vardavar.
Armenian students collectively try to answer; some
of them switch to Armenian in their explanations.
The teacher encourages them to speak English.

Two students at the back speak Persian. The
teacher does not react. An Iranian student asks if
Vardavar is a religious holiday. Armenian students
explain the origins of Vardavar.

Iranian students cont i nue as ki nWhat
branch of Christianity does Armenian church belong
to?0

The students do not kno
The teacher tries to ignore but students still discuss
the word.

The teacher eventually accepts that she does not
know it and then asks me. | reply.

The atmosphere is very relaxing; the anxiety existing
at the beginning of lesson has disappeared.
Students actively speak and ask questions.

An Iranian student presents his holiday i Navruz.
Armenian students are very interested and eagerly
ask questions about the holiday. All Iranian students

This is a third student who is late.
It seems that the class is divided

into two parts i lranian and
Armenian (they sit separately).

| did not expect she would ask me.

Probably students were a little
nervous because of me.
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3:50

collectively answer helping each other and clarifying
some things in Persian.

One of them tries to explain the history of Navruz.
The teacher helps with vocabulary, sometimes
corrects grammar mistakes (e.g. 2000 years ago
Iran is [was] big.).

When presenting the student says something in
Iranian which sounds funny. The teacher tries to
repeat it and makes a dance movement. Everybody
laughs.

Another late Iranian student enters the classroom.

The Iranian female student constantly makes
comments in Persian. The teacher finally says,
iMariam, speak Engl i shl! ¢

One of Armenian students asks about food people
eat during Navruz. It initiates a short discussion
among lIranians in Persian then they say it in
English.

Teacher asks students to create 2 imaginary
holidays in pairs.

She groups students but still does not mix up Iranian
and Armenian students.

The teacher often makes students
laugh. Probably this is her way of
creating a relaxed atmosphere.

Is it common to be late?

Basically the class is divided into
two parts 1 Iranian and Armenian;
the students are grouped
according to their nationality (only
one lIranian female student sits
next to an Armenian student) and
the teacher does not try to mix
them up. Also the teacher first
asks only Armenian students to
present and then Iranians (again a
division). Why?

275




Teacher: Marine Grigorevna (phase 2; observation 3)
Number of learners: 9

Length of lesson: 80 min (11:00-12:20)

Classroom arrangement: regular rows

Year: 3

Major: Linguistics and
translations

Course: Reading skills
Student level: intermediate
Date: 11.05.15

Time

Activity

Reflective notes

11:32

After finishing the revision of vocabulary and prepositions,
they move to checking the exercise. They have to
translate from Russian into English. The teacher reads the
Russian version and the students give an English
equivalent. There is a Russian idiom in the sentence
B' Is® IzH Otsgme of the students do not know the
meaning and use to be in shock. The teacher starts
explaining the meaning of the idiom and asks the students
to give equivalents in Armenian. When the students
understand the meaning of the expression, they translate
the idiom into English correctly.

When the students give their translations, the teacher
asks for synonyms and other possible versions. One of the
students suggests amused as a synonym for surprised,
the teacher | ooks ati tries arh
have to react.

The students start reading the Russian sentences
themselves, the teacher corrects the Russian
pronunciation and then focuses on English. She pays
attention both to Russian and English. The teacher rarely
uses Armenian for explanations but first she always says
it in English. A student uses the wrong type of numeral in
the sentence (e.g. fpage firstolike it is used in Armenian).
The teacher gives a Russian example fls tc © dzé tp(Q
explain that a coordinal number should be used. Then she
gives an Armenian version and emphasizes that there is a
mismatch between Armenian and English.

When the teacher corrects
me. One of the students uses will in the time clause (e.g.
when the family will gathertogethe r ¢ ) , t he t €
says, Awhy will ? Shame on
smile and without raising her voice. One of the students
says alarm instead of alarm clock; the teacher emphasizes
the use of a clock. The student notes that she has seen
theuse of it without a cl ock
I havendt seenodo. One of th
word d3d da¥Russian, the teacher repeats it several times

to help her to pronounce.

| wonder why they are using
a Russian textbook.

She frequently looks at me
trying to get confirmation.

Why does she focus on
Russian so much?

Too much focus on Russian.
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Appendix |: Sample reflections
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Tomds sample reflection
Week ending April 25™
Another lesson learned by yours truly.

| am guilty of being too lenient. One student®& mother was not happy with her sons
grades at the end of the course and asked to see me. This student missed quite a few
classes and a couple of quizzes and was none too active in class. He was a borderline

fail but | had massaged the figures to just pass him. Once | knew his mother wanted
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to see me | asked him to see me beforehand and asked him if his mother knew of his

missed classes etc.

This seemed to make him understand that he had to solve the problem himself, | could

not cover for him in front of his mother.

I never saw the mother but It was a diffict
exposed like that. | need to draw the line somewhat higher and be a little more

demanding of the students.
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Larads sampl e

| was gang to university andvhen | wasalreadygetting the

di agr a

€ | could never imagine that | would become a teacher

certificate | was approachad by first, when | was graduating from the university | was
sai d, i No, | am doing my master dreaming about wor king in the offi
me with your CVo. [ becoming] a teacher, never teachi
I started working in the office. I
a bad experiencé, dono6ét knowél felt that/ th
space for growth. You have some kind of a director who
M mom saidéit wasnét m shouts at you, |  dwitmhé& busikeeso wé h e has
y . . y and he gets mad at you bec
home everyoe is an engineer. | mean not all of them
are engineers but émy brothe 0Qgr amMm.
and dad are engineerséThey nexaqc@d%'fhematr
and physicists. My mo m said, Al I my | ife | ved to
be equal to men; | entered that sphere and realizetl that ! | mean readranslate, reatl r ans | a
al ways faced obstacl es. I al wayséif there a donot know, we were ta
vacancy for a higher positi Onereaéqr%yta me n st a such a boring way. The most absurd thing
promotion. | dondt want you : want ~youeéein the was that they were dictating grammar, no
Lutgre v;herlyguahiVﬁ iorrrr(é)vrén fadk y é1 want you t enter a T — explanations.
profession .
experence
Female job ‘
After coming home from school, especially in
primary school | liked my teacher a lotl was
TEACHER playing Gayane Vardanovrra
put my dolls on the bedél
Of course, | was preparing everything BECOMING . which was my teacher table and | was corghje
in detail before every lessan initial Iearnlng in that role. | put copy books in front of the dolls,
everything. Once | was even preparing \ experience wrote in them with mistakes in order to correct
till 7 [a.m.] and at 9 | went to teach. teaching them afterwards with a red pen.

|l 6ve had such

hard daysgxpérfence

The next day | went there. They gave me the book

Of course I Iad a fear I was very nervous anc

| was a perfectlonrst f I felt that

| » st expefL|gRcEnan am YR"Y
and said. AThe next day, Mond _ n S T
teachingo. | was confused and%%yaiﬁ&)%tétﬁrgrﬁg ﬁo\m%arn rﬁaﬁageall l'i ke me and didnodét ad
only private | essonsél havenot had an experience of was a stess for me.
wor king with a classébo ¢

(
I



self-

confidence fears

When a connection is established, you become a

close person for them [students]. They really nee