
52 Aymen Elsheikh 

Lortie, D. C. (1975). Schoolteacher: A soriolagiral st11dy. Chicago, IL: University of Chicago 
Press. 

MacLure, M. (1993). Arguing for yourself: Identity as an organising principle in teachers' 
jobs and lives. British Edwatio11al Research Jo1mwl, 19, 311-322. doi: 10.1080/01411 
92930190401 

Merriam, S. B. (1998). Q11alitative research 1111d case st1idy applirntions in education. San Fran
cisco, CA: Jossey-Bass. 

Miller,]. (2009). Teacher identity. In A. Burns & ]. C. Richards (Eds.), '171e Ca111bridgeguidc 
to seco11d la11g1111ge teacher ed11catio11 (pp. 172-181). New York, NY: Cambridge University 
Press. 

Morton, T., & Gray, ]. (2010). Personal practical knowledge and identity in lesson planning 
conferences on a pre-service TESOL course. Lm1g11age Teaching Research, 14(3), 
297-317. 

Motha, S. (2006). Decolonizing ESOL: Negotiating linguistic power in U.S. public school 
classrooms. Critical Inquiry i11 L.a11g11age St1idies: A11 Intcr11atio11al Journal, 3, 75-100. 

Norton, B. (1997). Language, identity, and the ownership of English. TESOL Qumterly, 
31(3), 409-429. 

Norton, B. (2000). Ide11tity mid la11guage Teaming: Gwder, eth11icity, and cd11catio1111l change. 
Harlow, UK: Pearson Education. 

Peirce,B. (1995). Social identity, investment, and language learning. TESOL Q11arterly, 29(1), 
9-3 l. 

Samuel, M., & Stephens, D. (2000). Critical dialogues with self: Developing teacher identi
ties and roles-A case study of Sottth African student teachers. Intemational Jo1m111l of 
Ed11ration11l Resenrch, 33, 475-491. 

Sartre, J. P. (1956). Being mid notlii11g11css: An essay on plie110111e11ologiral ontology. (H. E. Barnes, 
Trans.). New York, NY: Philosophical Library. 

Shulman, L. S. (1986). Those who understand: Knowledge growth in teaching. Ed11rntio11al 
Researcher, 15(2), 4-14. 

Soreide, G. E. (2006). Narrative construction of teacher identity: Positioning and negotia
tion, Teachers and Teac'1i11g: Theory and Practice, 12, 527-547. 

Tarone, E., & Allwright, D. (2005). Second language teacher learning and student second 
language learning: Shaping the knowledge base. In D. Tedick (Ed.), Second lm1g1111ge 
teacher cd11catio11: bitematio11al perspcrtiFes (pp. 5-24). Mahwah, NJ: Lawrence Erlbaum. 

Tsang, WK. (2004). Teachers' personal practical knowledge and interactive decisions. L111-
g11age Teaching Research, 8(2), 163-198. 

Tsui, A. B. M. (2003). Understanding expeitise i11 teaching: Case st11dies of second lang11age teachers. 
New York, NY: Cambridge University Press. 

Tsui, A. B. M. (2007). Complexities of identity formation: A narrative inquiry of an EFL 
teacher. TESOL Q11arterly, 41(4), 657-680. 

Varghese, M., Morgan, B., Johnston, B., & Johnson, K. A. (2005). Theorizing language 
teacher identity: Three perspectives and beyond. Journal of Lm1g1Jage, Idmtity and Ed1Jrn
tion, 4(1), 21-44. 

Yates, R., & Muchisky, D. (1999). On the status of disciplinary knowledge in language 
Teacher education. A paper presented at the First International Conference on Language 
Teacher Education, May, Minneapolis, MN. 

3 
ESOL TEACHER CANDIDATES' 
EMOTIONS AND IDENTITY 
DEVELOPMENT 

Bedrettin Yazan and Megan Madigan Peercy 

Teacher identity development is an integral part of teacher learning processes. 

Exerting indiscernible yet extensive power over teachers' practices (Rex & Nelson, 

2004), teacher identity offers a framework through which both self-reflection and 

the external exploration of practices can occur. In other words, using identity as a 

framework, teachers can build their own ideas of their beings, actions, and under

standings of their teaching practices and their place in society (Sachs, 2005), and 

scholars can draw upon identity as a basis for interpreting teachers' decision-making 

and meaning-making processes (Bullough, 1997). Teacher identity concerns 

teachers' responses to the following two questions with respect to their teaching 

self-images: Who am I at this moment? Who do I want to become? These ques

tions together highlight the dynamic and ever-changing nature of teacher identity, 

negotiation, and imagination (Beijaard, Meijer, & Verloop, 2004). In terms of 

teaching practice, teacher identity molds teachers' "dispositions, where they place 

their effort, whether and how they seek out professional development opportuni

ties, and what obligations they see as intrinsic to their role" (Hammerness, 

Darling-Hammond, & Bransford, 2005, p. 384). 

Motivation for the Research 

In this study, we rely on sociocultural understandings of teacher learning and iden

tity development (e.g., Beijaard et al., 2004; Lasky, 2005; Olsen, 2008) to examine 

how three English to Speakers of Other Languages (ESOL) teacher candidates (TCs) 

learn to handle their emotional states in relation to their teacher learning and 

emerging identities as teachers of English language learners (ELLs). Using a socio

cultural lens (i.e., a combination of social and cultural variables), we conceptualize 

teacher identity as teachers' dynamic and constantly evolving self-conception and 
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imagination of themselves as teachers. From this perspective, teachers develop and 
manifest their identities through their participation in activities and interactions in 
human relationships. Their identities are shaped through context, social positioning, 
and ways of making meaning. In our conceptualization of teacher identity in the 
current study, we view teachers' emotions as one of the crucial aspects in identity 
development, and in this chapter we highlight the role of emotion in three ESOL 
TCs' identity development during teaching practicum experiences. 

Lasky (2005) views teachers' emotions "as a heightened state of being that 
changes" (p. 901) as a result of teachers' reflections on past and future teaching 
practices and interactions with the dynamics of their teaching contexts and their 
colleagues, students, and students' parents. TCs experience a variety of emotions as 
they respond to the numerous instructional and noninstructional situations that 
they encounter and manage in their teaching contexts (Benesch, 2012; Day, 2004; 
Golombek & Doran, 2014). Because teaching is largely composed of human inter
action, teachers' emotional states are inevitably at the epicenter of their work (Nias, 
1996). Hargreaves (1998) asserts, " ... good teachers are not just well-oiled 
machines. They are emotional, passionate beings who connect with their students 
and all their work and their classes with pleasure, creativity, challenge and joy" 
(p. 835). In the same vein, Nias (1996) draws attention to the inseparable relation
ship between feeling and perception, and affcctivity and judgment, and she con
tends, "teachers' emotions are rooted in cognitions" (p. 294). Therefore, a better 
understanding of the complicated process of how teachers learn and think entails 
the exploration of their emotions (Lasky, 2005). 

During the journey of growing as teachers, emotions emerging out of TCs' 
interactions with their colleagues, students, and students' parents can be employed 
to orient, inform, and define the formation of their identities as teachers. TCs go 
through and reflect on various emotional states that signal and point to the instruc
tional values in which they are deeply invested (Zembylas, 2003). Over time, TCs 
gain an enhanced "self-knowledge" (Zembylas, 2003). In other words, they 
become aware of what matters to them professionally as they learn what saddens, 
scares, annoys, frustrates, and stresses them as teachers, as well as what excites, ani
mates, pleases, satisfies, and heartens them in their teaching practice. This 
self-knowledge also bolsters TCs' incipient "emotional literacy" (Hayes, 2003), 
which refers to their capabilities to handle emotion-evoking experiences; to have 
"appropriate" emotions for particular situations (Benesch, 2012, p. 112); and to 
maintain their individual integrity, commitment to teaching, and professionalism. 
Emerging teacher identities influence how TCs respond emotionally to varying 
incidents as they journey through the activities of initial teacher education. As 
TCs' identities have an important effect on where they are channeling their efforts 
and exerting their energies (Hammerness et al., 2005), their identities determine 
to a large degree the type and intensity of their emotions. 

Because exploring teachers' emotions gives us deeper insights into the matters 
and concerns that teachers have at stake, the scrutiny of emotions can contribute 
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to an increased and nuanced understanding of their commitment and identity as 
teachers (van Veen & Lasky, 2005). Thus, as important signals of the dispositions 
and values undergirding their identities, second language (L2) teachers' emotions 
should be incorporated into any discussion about their teacher identity construc
tion. Examining how L2 TCs are coping with their emotions and acquiring the 
emotional literacy to do so (Hayes, 2003) can provide L2 teacher education 
researchers with opportunities to observe how ESOL TCs negotiate, frame, and 
enact their identities in these emotional situations. 

Research Question 

The data reported on in this chapter are part of a larger study in which data were 
collected to address multiple research questions (see Yazan, 2014). This chapter 
focuses on providing answers to the following research question: How do teaching 
practicum experiences afford three ESOL teacher candidates opportunities to learn 
to handle their emotional states as part of their teacher learning and identity 
formation? 

Data Collection 

Data were gathered through in-depth, individual interviews, classroom observa
tions, and document analysis. For the purposes of answering the research question 
presented in this chapter, we focused primarily on in-depth, individual interview 
data from two rounds of interviews that were conducted at the beginning and end 
of the school year. The participants' responses to questions about their teaching 
practicum experiences as interns provided insights about their emotions in relation 
to their instruction and identities. 

We recruited three ESOL TCs as participants-Zoe, Elizabeth, and Leslie (all 
names are pseudonyms)-who were enrolled in an intensive 13-month MATE
SOL program at a large research university in mid-Atlantic United States in the 
academic year 2013-2014. Completion of the MATESOL program also leads to 
K-12 (kindergarten through Grade 12) certification in TESOL for U.S. public 
schools in the state. TCs were placed as teacher interns in both elementary schools 
(i.e., typically up to grade 6) and secondary schools (i.e., typically from Grades 7 
through 12) for one semester. They were in the schools during the entire school 
day and were in charge of 50 percent of their mentor's teaching load. 

Data Analysis 

Data analysis was guided by the procedures of grounded theory, so we sought 
"naturally occurring classes of things, persons, and events" and looked "for simi
larities and dissimilarities-patterns in the data" (Berg, 2009, p. 103), which could 
lead our analysis to yield well-rounded findings. We started with open coding. We 
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scanned, read, and reread the transcribed interviews of our participants. While 
doing this reading, our main goal was to "assign some sort of shorthand designa
tion to various aspects of data so that [we] could easily retrieve specific pieces of 
data" (Merriam, 1998, p. 164). For example, some of those codes were "internship 
duties," "interaction with mentor," "interaction with students," "interaction with 
supervisor," "challenges in practicum," "knowing students," "applying theory," 
"roles taken," "roles assigned," "feeling like a teacher," "seen as a teacher," and 
"aspirations." A second round of analysis included axial coding, in which we 
placed coded data into categories. "Emotional development" of the three ESOL 
TCs is the category of codes discussed in this chapter. The category of codes that 
led us to the results shared in this report is the three ESOL TCs' "emotional devel
opment" through their teaching practica. 

We used the constant comparative method (Strauss & Corbin, 1998) to develop 
themes by "identifying incidents, events, and activities and constantly comparing 
them to an emerging category to develop and saturate the category" (Creswell, 
2007, p. 238). Then, we started formulating findings statements to construct the 
three ESOL TCs' "storyline[s]" (Creswell, 2007, p. 67) that explicated how the 
teaching practicum afforded them opportunities to learn to deal with their emo
tional states as part of their teacher learning and identity formation. 

In order to make sure that our interpretation of data was valid, credible, and 
reflective of the truth in our participants' situations, we first shared the transcribed 
version of the two individual interviews and asked the interviewees to confirm 
the accuracy of the transcribed texts and decide if they wanted to make any addi
tions or changes. Second, we shared the initial PowerPoint presentation that 
included the discussion of the themes emerging from their data. We made sure 
that our findings statements were presenting a trustworthy account of their expe
riences, and they agreed with the interpretation of what we shared with them. 
Additionally, we had other colleagues review our interpretations of the data along 
with the direct quotes from the data to make sure these findings made sense to 
them, were answering our research question, were logically classified, and did not 
overlap. 

Results 

A consistent theme that emerged in the two rounds of interviews with all three 
participants was related to the emotional stresses of teaching. This theme emerged 
in the first round of interviews when participants expressed their feelings in rela
tion to some general teaching incidents. Through farther examination of the 
answers to interview questions specifically crafted to learn about TCs' emotions, 
we found a recurrent pattern. Indeed, as interns in both elementary and secondary 
school settings, the participants experienced various emotional states and learned 
how to deal with, interpret, and regulate these states. Below are examples of the 
three participants' accounts that indicate (1) how TCs encountered various 
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instructional and noninstructional situations that evoked different emotions and 
(2) how their emotional responses to these encounters influenced what they 
believed they needed to prioritize when working with ELLs. 

Zoe: Compassion Is Key 

In response to an interview question about qualities of an effective ESOL teacher, 
Zoe stated that she thought, "Compassion has to come first." She imagined herself 
becoming a compassionate ESOL teacher with high expectations for her ELLs. She 

stated: 

Compassion is key because I feel like my space is the only space where they 
have the time to slow down. I don't know if that's true, but in my head, that's 
how I approach my class. Compassion for their situations and their unique 
experiences, but also you have to have expectations. 

(Zoe, Interview 2) 

The image of an ideal ESOL teacher in Zoe's conceptualization is marked by her 
feelings for ELLs with regard to their "unique experiences." This essential charac
teristic often resulted in classroom management problems because she believed 
that her compassion needed to be balanced with strictness or an authoritative style 
of teaching to demonstrate that she held her ELLs accountable. She suggested, "an 
authoritative parenting style [which is] stern and strict, but the warm and compas
sionate and loving side also shows through" (Zoe, Interview 2). With this ideal in 
her mind, she then described how she struggled to strike the balance between the 
strict and loving sides of her teaching, especially relative to classroom 
management. 

Sometimes I think I'm more strict and stern, and I feel really guilty about 
that, like I haven't figured out where that line is, where compassion can bal
ance the strict, ... When your kids are being annoying and when they're 
really disruptive, all you're thinking is I need to get this nnder control. Your 
compassion side goes out the window until you start to see the effects of 
that, and then you reel yourself in. Now is the time to show them that I still 
care, show them that they're still valued or show them that they never weren't 
[sic] valued. 

(Zoe, Interview 2) 

Zoe's emotions governed a considerable portion of her approach to teaching ELLs, 
which she believed was shaped through "reflection and then experience and then 
practice" during her practicum. Her priority when handling classroom manage
ment issues was to be compassionate as well as strict so that ELLs felt cared for 
while at the same time being held to high expectations. Her emotional side had 
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an obvious influence on her instructional approach, which was reflected in her 
image of the effective ESOL teacher she envisioned becoming. 

In addition, in Zoe's case, her emotional state contributed to her decision to 
view instructional issues in her classes as significant, a decision that almost jeopar
dized her decision to become a teacher. In her comments below, Zoe shared how 
feeling stressed led her to reflect on her teaching, and through this process, she was 
able to recognize how the variability of students' behavior impacted her teaching, 
independent from her lesson preparation. 

The internship was definitely stressful because of all that was required ... ~] 
can remember a couple of days at the elementary school where I was driving 
home, and I was just like I can't ever imagine doing this ever. I didn't know if 
it was just elementary school because they were driving me nuts that day. But, 
then what I remembered, [TESOL program coordinator's name] showed us a 
PowerPoint of words of wisdom from the prior cohort, and they said you'd 
never have two bad days in a row. I stuck that one in the back of my mind 
because I remember driving home one day and thinking this is awful. I'm 
never--1 can't ever imagine doing this. I don't know what I was thinking. Then 
the next day the kids were on and everything went perfectly. It went better than 
I could ever plan. I was reminded there aren't two bad days in a row. 

(Zoe, Interview 2) 

Being "driven nuts" by the students deeply impacted Zoe, to the extent that she 
could not envision herself teaching anymore. This emotional experience drew her 
attention to the demands and challenges that she would be encountering in the 
classroom. She recognized a dissonance between what she believed teaching should 
look like and what it actually looked like. Then, her experience the following day 
made her believe that "you'd never have two bad days in a row." She came to 
understand that her teaching skills were not the only variables or factors affecting 
how events in her classroom would unfold, so she reconsidered what she rendered 
as discordance between her "professional functioning with [her] ideals and com
mitments" (van Huizen, van Oers, & Wubbels, 2005, p. 285). She concluded that 
she could still be an effective teacher even if events in the class did not unfold as 
she thought they should; the reason might be that students were on or off on a given 
day. This example from Zoe's experience exhibits how intertwined teacher learn
ing, identity, and emotions can be in actual teaching practice. 

Elizabeth: I Am Really Happy 

Elizabeth's emotional experiences during her practicum also revealed the recipro
cal relationship between her identity development and the emotional states she 
went through while teaching and reflecting on teaching. During her internship, 
she had not only positive but also negative emotional states; these were intertwined 
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with her reflections on her teaching and with how she, as a self-described perfec
tionist, and others evaluated her teaching. For instance, she noted in an interview: 
"There were good days and bad days, and I think that happens to all teachers. A 
lesson goes really well and you're thinking, 'Oh that went really well. I'm so happy"' 
(Elizabeth, Interview 2). She drew attention to the possibility of good and bad days 
in teaching, which, she thought, was true for any teacher, so as an emerging teacher, 
she seemed cognitively prepared for that aspect of teaching. When asked for exam
ples, she discussed the experiences in one of her classes, which was observed by a 
university supervisor. 

Well one of my observations went really well. In my elementary placement 
I had planned out this lesson, and it just went the way that I envisioned, and 
I was so excited. The kids were responding. They had remembered things 
from the day before. It ... was just ... it just moved really well and every
thing connected together. Yeah, it just went really, really smoothly. I was 
really happy with that one. 

(Elizabeth, Interview 2) 

It is noteworthy that Elizabeth gave one of her observed lessons as an example of 
"good days" and her happiness when teaching. The fact that the class went well 
likely made her "really happy" and "so excited" for two reasons: she had success 
in teaching the class, and the university supervisor who had an evaluative role was 
there and observed her successful lesson. Her sense of herself as a competent 
teacher whose lesson went as planned was complemented by the external recogni
tion that came from the supervisor's evaluation. This experience exemplifies the 
joint role of self and other in the formation of teacher identity and in the emotions 
that form teacher identity, because becoming a teacher necessitates not only 
self-identification but also social legitimation from other members of the profes
sional community. Secondly, as in the case of Zoe, Elizabeth underscored the 
salience of how her students responded to the lessons she prepared and how their 
responses determined, to a large degree, whether or not "everything connected 
together" in her lessons and all would go "really, really smoothly." This particular 
practice teaching situation evoked happiness in her, which led to the emergence 
of her self-image as a good teacher. This positive emotion likely affected her con
fidence and enthusiasm for teaching because "emotional experiences register the 
quality of a person's participation in activity in relation to that person's needs and 
motives" (van Huizen et al., 2005, p. 273). 

Elizabeth also shared negative emotions that she had about her teaching during 
her teaching practicum. Her frustration concerning a lesson, which did not go as 
planned, led her to engage in more reflection. She noted: 

[When] something doesn't go well and I'm thinking, "Oh, what could I 
have done differently or what should I have done differently?" And then 
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moments when I was really frustrated where I'd planned to do X, Y, Z and I 
[only] got to X. Or the kids were totally off task, and they just weren't pay
ing attention, and it was hard to get them to pay attention to what I ... 
because we needed to get through the material or not feeling prepared in 
terms of how to teach something in particular and then just kind of scram
bling at the last minute to sort of try and get the students to understand what 
I was talking about, but they're not getting it. It's frustrating for them. It's 
frustrating for me. 

(Elizabeth, Interview 2) 

The constraints Elizabeth described (e.g., covering the material in a limited period 
of time, drawing students' attention to important information, last-minute prepara
tion) are all realities of the teaching profession that any TC should anticipate 
encountering. They lead teachers to certain emotional states because emotional 
experiences stem from "teachers' embeddedness in and interactions with their 
professional environment," and they are meaningful in that they reveal their "sense 
making" and "what is at stake for them" (Kelchtermans, 2005, p. 996). Through 
their emotional experiences, TCs can learn about the relationship between their 
aspirations and commitments and how they function in the professional commu
nity (van Huizen et al., 2005). Their emotions constitute "the means through 
which teachers personally interpret the demands placed upon them" (O'Connor, 
2008, p. 118) and drive attention to the extent to which TCs' teaching is in accord 
or discord with their imagined and projected self-images of themselves as teachers 
(Day, 2004). This happens when TCs experiment with teaching and take respon
sibility and ownership of actual classes during the course of their teaching 
practicum. 

Leslie: You Have to Care 

As an ESOL TC, Leslie frequently highlighted in the interview sessions the fact 
that ELLs come to the US classrooms with unique experiences and challenges, 
and their teachers should establish a good rapport with them to best serve them. 
In her conceptualization, an effective ESOL teacher should love teaching and edu
cation, because "If you're not happy and you're not feeling it and don't get the joy 
out of those moments when the kids get it, you know, you're not doing the right 
thing" (Leslie, Interview 2). She viewed teaching as an emotionally charged process 
and stressed the inseparable nature of teachers' cognition and emotions. In a similar 
vein, her caring had important connections to her views on how to approach the 
teaching of ELLs. She commented: 

You have to care about your students ... I think it's also important to try 
and do everything with a smile, with some warmth, because if they know 
you're coming from a place of care, of warmth, it helps them trust you more 
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... Some students need that undying warmth and you're doing great, 
acknowledging everything that they're doing becaus~ they're so hurt or 
lacking confidence ... Who knows how little sleep they're getting and who 
knows what they're going home to, whether they're getting taken care of or 
whether they're entirely on their own or almost on their own. 

(Leslie, Interview 2) 

Leslie's comments were a display of her sympathy and concern for ELLs, which 
influenced her approach to her classes. This sympathy and concern are indicators 
that she prioritized extra emotional support in the form of showing care and 
warmth, and that she believed her ELLs might need support because of the poten
tial hardships they were going through. The approach she took with her students 
reflected the fact that Leslie was experimenting with the development of her 
teacher identity and that she took on an identity from the desired selves (Ron
feldt & Grossman, 2008) as an important part of her teaching practice. 

Furthermore, in Leslie's case, her positive emotions about teaching were con
nected to her ELLs' abilities to grasp what she was presenting, while her negative 
emotions arose due to classroom management and student behavior problems. In 
response to an interview question about her emotional experiences as an intern, 
she remarked: 

I think my happiest moments were when I saw that they got the informa
tion, when they had the light in their eyes or when they, you know, the quiet 
one shared his or her opinion in front of the whole class, you know, those 
really made me happy. I think the hardest parts were when I felt the class
room management got out of hand. Those were hardest for me ... The 
hardest thing for me to deal with was the behavior issues. 

(Leslie, Interview 2) 

The two intense emotional states that Leslie went through were indicative of what 
she prioritized in her instruction or what she thought she should be able to 
accomplish as an ESOL teacher. Her emotions led her to externalize what she 
developed in her "interpretive frame" (Olsen, 2008) (i.e., the set of preconceptions 
she had about language teaching and learning). What mattered for her as a source 
of happiness was represented in "the quiet one [sharing] his or her opinion in front 
of the whole class," so she would probably channel her energy and efforts in this 
direction. By the same token, what concerned her most was classroom manage
ment issues and handling of student behavior problems, so these concerns were also 
regarded as instructional priorities. In her "implicit theories" (Peercy, 2012) about 
teaching effectiveness, she considered herself a successful teacher when she effec
tively handled student behavior problems. 

In addition, Leslie felt it was crucial to establish rapport and bond with her 
ELLs. She was committed to having personal conversations with them and 
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providing additional academic support. She shared, "J wa always v1:.ry happy to 
spend the extra time with the kids when they had a question or needed e ·tra help. 
When they would come to me for extra help, J was shock.co and ov ·rj yed" (Leslie, 
Interview 2). 

As she indicates in her comments above, another source of happiness about 
teaching for Leslie was the out-of-class time she spent with her ELLs when she 
helped them with a question or got to know them better as she listened to their 
stories and fumrc plan . When E Ls approached her requesting extra help, Leslie 
felt that he wa re eiving the recognition she needed to reinforce her identity as 
a teacher fELLs wb.id1 manifested as a happy emotional state. The more time 
she spent with her ELLs, the stronger her infrastructure became as she constructed 
her identity as a teacher of ELLs. 

Finally, as is evident in her comments below, Leslie had to handle frustration in 
relation to her mentors and feelings of not being autonomous enough in the ESOL 
math classes she taught. This emotional state of frustration mainly stemmed from 
issues of collegiality in her relationships in the school community, issues that were 
related to the fact that she was still an intern who was being supervised by mentors. 
She described the issues as follows: 

Frustrating was sometimes working with [name of her mentor] ... was hard 
because she was controlling, and with [name of her other mentor] too, I felt 
like she was a little controlling. And the math class with not having that 
autonomy ... not having the autonomy to help [struggling students] in a 
way that best suited their needs, I think, was very frustrating. 

(Leslie, Interview 2) 

Leslie's emotional response was a signal to her that there was discordance between 
the working conditions she considered ideal for her to successfully teach ESOL 
math and the conditions she had as an intern who was not granted adequate 
autonomy. She believed that her mentors were exerting their power and authority 
to restrain her autonomy, thereby making it difficult for her to best serve ESOL 
math students. The frustrating moments that she had throughout her internship, 
contributed to her framing her identity as ESOL math teacher who needed suf
ficient freedom to make instructional decisions to best address ELLs' linguistic and 
academic needs. 

Discussion and Implications 

The reciprocal relationship between teachers' emotional states and their identity 
formation was important in the cases of three ESOL TCs examined here. The 
common goal of all three participants who participated in this research was to 
become ESOL teachers, which is "an emotionally demanding and frequently 
stressful activity" (Hart, 2000, p. 61). Their classroom experiences in their 
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internship schools were pivotal ones because they felt "the impact of [their] emo
tional condition[s]" (Hayes, 2003, p. 154) most intensely. They tried out teaching 
in actual settings and interacted with their students and mentor teachers. To illus
trate, all three TCs experienced both positive (e.g., happiness, excitement) and 
negative (e.g., stress, frustration) emotions during their teaching practica. As 
Kelchtermans (2005) states, these were "meaningful experiences," which emerged 
as the TCs participated in and interacted with the professional community. These 
experiences revealed how the TCs made sense of the sitnations they confronted 
and what was "at stake for them" in their classes (Kelchtermans, 2005). Elizabeth's 
class, which was observed by the university supervisor and became part of Eliza
beth's official evaluation, evoked the emotion of happiness in her because the class 
went smoothly, students were responsive, and she received the supervisor's recogni
tion for her good teaching. This incident was noteworthy in the development of 
her self-image as a teacher because these positive emotional states about teaching 
supported her belief about successful and effective teaching. On the other hand, 
she also felt frustrated with her teaching at times when she had to go through the 
material qnickly or when "the kids were totally off task, and they just weren't 
paying attention." 

Another example of the mutual relationship between TCs' emotions and iden
tities came from Zoe's experience when she said that she was "driven nuts" because 
her elementary students were "off" for a couple of days. These stressful days made 
her feel awful, and she was so intensely influenced by this particular experience 
that for a short while she could not "ever imagine" teaching anymore. More spe
cifically, in response to an interview question inquiring about her teaching-related 
emotional experiences, Zoe commented: "I can't ever imagine doing this." In this 
instance, students' behavior elicited some negative emotions in Zoe and "distract[ ed] 
and divert[ed] her attention from instructional goals" (Sutton & Wheatley, 2003, 
p. 336). Discordance between how her classes went and how she thought her 
classes should have gone (van Huizen et al., 2005) brought about this emotional 
state. Reflecting on the problematic situation and applying an aphorism that previ
ous cohort interns in her situation had shared (i.e., "you'd never have two bad days 
in a row"), Zoe learned how to regulate her negative emotional states (Zembylas, 
2003) by considering her challenges in teaching (e.g., students' misbehavior) as part 
of her teaching. It is likely that in the future when she reflects on instruction that 
does not go as planned, Zoe will recall her earlier experiences and continue to 
evaluate her teaching without finding her teaching competence as solely respon
sible for creating negative emotional states related to teaching. Regulating her 
emotional states in this way, Zoe was able to maintain her teacher self-efficacy 
(Olsen, 2008; Sutton & Wheatley, 2003) and her self-image as a capable ESOL 
teacher. Her frustration led her to recall advice from previous cohort members and 
encouraged her to revise her self-image as a teacher. Rather than interpreting the 
failed lesson as an indicator that she was a bad teacher, she felt that it was likely that 
even good teachers have bad days as a natural part of the teaching process, and she 
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could not control all the variables, especially the variable of students who might 
overthrow her lesson plan. 

Additionally, Leslie's experiences in her teaching practicum gave her opportuni
ties to "practice" both positive and negative feelings (Beck & Kosnik, 1995), and 
this practice was part of her identity formation process as a teacher. Building good 
relationships with her ELLs was an important part of her teaching practice, and she 
was overjoyed when she could spend time with her ELLs, listen to their "unique 
experiences," and have "honest conversations" with them. She also was happy 
when she observed her ELLs make progress and when a quiet student made an 
effort to participate in the class. Both her joy and happiness were intimately con
nected to the values that she believed her teaching should represent. While student 
teaching, she had the opportunity to learn about what made her happy as an ESOL 
teacher, which will probably determine where she will be channeling her efforts 
in her future teaching. Furthermore, regarding her negative emotions, she felt 
frustrated when she believed that her classes were out of her control and when her 
mentors did not grant her the autonomy she needed to best serve her ELLs in 
ESOL math classes. Regarding her classroom management, Leslie's frustration came 
from the fact that she felt she lost control of her classes because of student behavior 
problems. This situation made her feel that she was not an effective teacher, which 
she aspired to become. As for her mentors in ESOL math classes, her frustration 
pointed to the fact that, as an emerging ESOL teacher, she was committed to help
ing struggling ELLs and placed a special emphasis on their particular needs. In both 
examples, her emotional response to student behavior issues and controlling men
tors was indicative of the concerns she had at stake in her teaching (van Veen & 

Lasky, 2005). These concerns are reflected in her instructional priorities and values 
(Zembylas, 2003), values that reflect her self-conception as an ESOL teacher. 

The accounts we share here of the emotional experiences of three TCs high
light the twisting and turning nature of teacher identity construction. The findings 
that we report on in this chapter corroborate the idea that TCs go through a 
socioemotional development process as they learn to teach and as they simultane
ously develop their identities as teachers. Zoe, Elizabeth, and Leslie learned how to 
handle their emotions and how to emotionally respond to teaching and nonteach
ing incidents during their teaching practicum experiences. Their emotional 
responses were mediated by the kind of teachers they were or they aspired to 
become. Therefore, along with constructing their knowledge and competency 
base to effectively teach, TCs' initial preparation critically entails becoming "liter
ate" about the handling of their emotions (Hayes, 2003), which is triggered by TCs' 
interactions with others and tacitly influences their practices and self-images as 
teachers. 

Because teachers' emotions are "too important to be left to chance" (Hayes, 
2003, p. 169), teacher educators should first raise TCs' awareness about the fact that 
they are going to confront varying emotional experiences, particularly during the 
teaching practicum. To contextualize this issue, teacher educators can invite 
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beginning teachers from previous cohorts of TCs who graduated from the same 
program and ask them to share their experiences. TCs should also know that these 
emotional experiences have an impact on their understanding of teaching and on 
themselves as developing teachers. This awareness could aid them in seeing the 
reason why they need to engage in more introspection and reflection to better explore 
and understand their emotional responses when they encounter certain 
emotion-provoking situations. They also need to be able to pinpoint how "their 
emotions expand or limit possibilities in their teaching, and how these emotions 
enable them to think and act differently" (Zembylas, 2003, p. 232). Becoming 
conscious identity developers necessitates that TCs discern their emotional 
responses to certain teaching and nonteaching incidents "as signals of the (more 
or less successful) agreement of their professional functioning with their ideals and 
commitments" (van Huizen et al., 2005, p. 285). Then they can learn how to 
handle their emotional reactions and, despite their vulnerability, especially in 
school settings (Kelchtermans, 2005), they can successfully "navigate the inevitably 
emotionally charged process of becoming a teacher" (Malderez, Hobson, Tracey, & 

Kerr, 2007, p. 242). 
Furthermore, TCs should be afforded opportunities to express their emotional 

responses to teaching because "if we don't express [emotions] ... we will not learn 
how [emphasis in the original] to have them. We need practice [emphasis in the 
origina!J in being affectionate, fearful, and angry at appropriate times" (Beck & 

Kosnik, 1995, p. 163). For this to happen, TCs should feel comfortable expressing 
their emotions when working with their students, peers, teacher educators, men
tors, supervisors, and others. Although being comfortable or not might be deter
mined by their personality, teacher educators, mentors, and supervisors should help 
facilitate an increase in their comfort level relative to expressing emotions about 
teaching. Regarding their interactions with their students, TCs should consider 
their potential emotional responses when planning their lessons and "when certain 
events transpire, controversial beliefs surface, or challenging comments emerge" 
(Olsen, 2008, p. 131). 

Lastly, TCs are highly emotionally vulnerable during their early teaching expe
riences, especially in their teaching practica. They are newcomers to the teaching 
profession; consequently, they need considerable support from their mentors and 
supervisors, as well as the other coworkers and principals in school settings. The 
support they receive determines whether their practicum experiences turn into a 
crucible that threatens their emotional welfare or into a fruitful learning environ
ment that facilitates the development of their emotional literacy (Hayes, 2003). 
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