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 This time capsule case study aims to examine the development of teacher identity among pre-
service teachers who are enrolled in the teacher education program at the Faculty of Education in 
Turkey, based on their beliefs about what makes a good teacher. At the beginning of the teacher 
education (BTE), pre-service teachers wrote an essay answering the questions ‘What makes a 
good teacher?’ and ‘Do I believe that I will be a good teacher?’ and put their essays in a time 
capsule. At the end of the teacher education (ETE), pre-service teachers read their essays and 
wrote a second essay answering the same questions. The findings show that teacher education 
and especially school practice have an impact on pre-service teachers’ self-beliefs about being a 
good teacher. However, although the effects of teacher education are seen in the development of 
teacher identity, stable beliefs come to the fore and sociocultural influences play a role in beliefs 
that remain stable in teacher identity beliefs. In addition, it is seen that emotions such as love for 
the profession and love for children come to the fore in pre-service teachers’ beliefs about being 
a good teacher. The findings provide evidence that emotions should not be ignored in teachers’ 
professional development. 

Keywords: Teacher identity development, ideal self, actual self, good teacher, professional 
development, teacher education 

INTRODUCTION 

Teaching is a highly complex profession that requires the integration of professional knowledge with 
the salient components of teaching: content, context, and students (Stenberg & Maaranen, 2022). 
Teachers are expected to master many things in their field, such as the entire teaching process, 
pedagogy, professionalism, attitude or personality, and their social role in society (Murwaningsih, 
2024). In addition to this multifaceted and complex structure of the teaching profession, the search for 
innovation in education because of the demands of the 21st century (Güçlü Yılmaz, 2021) makes it 
difficult to answer the question of what makes a good teacher.  Although it is difficult to find an 
answer, it is very important in terms of their professional development for pre-service teachers to 
think about the questions, ‘What makes a good teacher?’ and ‘Do I believe that I will be a good 
teacher?’ because the way teacher candidates approach professional development depends on their 
beliefs about what makes a good teacher (Maaren et al., 2016) and who they are as teachers (Stenberg 
& Maaranen, 2020). Current research (Lawrence & Nagashima, 2020; Maaranen & Stenberg, 2020; 
Stenberg & Maaranen, 2020; Stenberg & Maaranen, 2021; Stenberg & Maaranen, 2022) shows that 
teacher identity development is an integral part of teacher education.  

In Finnish teacher education, Stenberg and his colleagues attach great importance to the study of 
teacher identity and in their research (Maaranen & Stenberg, 2020; Stenberg et. al., 2014; Stenberg & 
Maaranen, 2020; Stenberg & Maaranen, 2021; Stenberg & Maaranen, 2022), they stated that they 
found the expanded didactic triangle useful in explaining the situation. Maaranen & Stenberg (2020) 
state that teacher education is not limited to professional knowledge and professional practice skills 
and emphasize that teacher educators should know who their students are and what beliefs they have. 
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In line with this idea, this research is based on the comparative analysis of prospective teachers’ 
beliefs between the beginning and the end of teacher education, because students who enter teacher 
training already have existing beliefs about their teacher identity, depending on the social 
environment. Teacher identity beliefs are influenced by the social context surrounding teachers (Hong 
et al., 2017; Stenberg & Maaranen, 2021). In fact, there are studies proving that pre-service teachers’ 
beliefs are very strong and that teacher training has a weak effect on changing these beliefs (Thomm 
et al., 2021; Friesen & Cunning, 2020). For this reason, it is useful to first consider the teaching 
profession in Turkey in its sociocultural context. 

It can be said that the esteem for the teaching profession in Turkey has historical roots. Loved and 
respected by the people of Turkey, the founding leader of the country, Mustafa Kemal Atatürk, 
believed that this newly established country would develop through education and attached great 
importance to the teaching profession. His motto, “Teachers! The Next Generation Will Be Your 
Masterpiece” is written in capital letters in many educational institutions. In the year when the country 
was founded (1923), the education level of the nation, which had just come out of the war, was very 
low. Atatürk established National Schools for the people to learn to read and write. In the country, 
every 24 November, the date when Atatürk accepted the title of “Head Teacher of the National 
Schools”, is celebrated as Teachers’ Day. 

In the years when the country was founded, most of the people lived in rural areas and were engaged 
in farming. Especially during the first 40-50 years following the founding of the nation, teachers who 
were appointed to schools in rural areas were regarded as ‘sources of information’ and were highly 
respected by the people. It can be said that in the 21st century, the opportunity to access information 
quickly from many sources has destroyed the perception of teachers as information sources over time. 
However, the teaching profession is preferred in the country because of its job security, moderate 
salary and working conditions. In addition, it can be said that in society, teachers are generally 
attributed with high moral values such as reliability, honesty, and altruism. 

The reflection of the meaning attributed to the teacher in the social context briefly summarized above 
on the teacher identity beliefs of pre-service teachers at the BTE and the role of the teacher education 
program in the change of beliefs have been a matter of curiosity. Therefore, this study aims to 
examine the development of teacher identity based on pre-service teachers’ beliefs about what makes 
a good teacher at the BTE and the ETE. In the study, pre-service teachers are enabled to engage in 
anticipatory reflection at the BTE and both retrospective and anticipatory reflection at the ETE. In this 
way, it is thought that the study will contribute to examining not only the effect of the teacher 
education program, but also the impact of the sociocultural context on the development of pre-service 
teachers’ teacher identity and their self-beliefs about being a good teacher. The study is based on two 
main questions:  

1. What teacher identity positions do pre-service teachers’ beliefs about what makes a good 
teacher reflect at the BTE and the ETE? 

2. What are pre-service teachers’ self-beliefs about being a good teacher at the BTE and the ETE? 

Literature Review 

Teacher Identity 

Teacher identity is regarded as the essence of the teaching profession (Stenberg, 2011). Professional 
identity for teachers depends not only on their own experiences inside and outside school, but also on 
their own beliefs and values about what it means to be a teacher and what kind of teacher they aspire 
to be (Sachs, 2005). The concept of identity goes beyond merely focusing on a teacher’s knowledge 
and skills (Avraamidou, 2014). It also contributes to pre-service teachers’ learning their place in 
society as a teacher (Sachs, 2005). 
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Teacher identity is dynamic and multifaceted (Stenberg & Maaranen, 2021). The development of 
teacher identity for pre-service teachers is influenced by the images of teachers presented in the 
popular media, films, etc. (Sachs, 2005), the experiences they gain from the courses they attend in 
teacher education programs (Lee & Jo, 2016; Meijer & Oosterheert, 2018), their beliefs about their 
place in learning communities through their school practices conducted with university-school 
partnerships, the beliefs they form about their own teaching experiences in their school practices 
(Chong, 2011; Lutovac, & Assunção Flores, 2021; Meijer et al., 2011), and the reactions of other 
people (Hong et al., 2017). Teacher educators should be aware of the importance of supporting pre-
service teachers’ identity development (Stenberg et al., 2014; Lee & Jo, 2016). In this context, 
examining the development of pre-service teachers’ teacher identity can contribute to the examination 
of the teacher education program in terms of teacher identity development. In their study, Stenberg 
and Maaranen (2021) utilize the extended didactic triangle to explain teacher identity (see also: 
Stenberg, 2011; Stenberg et al., 2014; Stenberg & Maaranen, 2020). 

  
Figure 1  
Relationships in the extended didactic triangle (Stenberg & Maaranen, 2021; see also: Stenberg et al., 
2014; Stenberg & Maaranen, 2020) 

In their study, Stenberg and Maaranen (2021) utilize the extended didactic triangle to explain teacher 
identity (see also: Stenberg, 2011; Stenberg et al., 2014; Stenberg & Maaranen, 2020). There are three 
main elements in teacher identity positions. These main elements are: the teacher, the student and the 
content. The interrelationships between these main constituents are explained by self-positions in 
teacher identity (Stenberg & Maaranen, 2020). The pedagogical relationship involves communication 
and interaction between the student and teacher (Stenberg et al., 2014; Stenberg & Maaranen, 2020). 
The content relationship refers to the curriculum topics as well as all other content included in 
teaching in a broader sense than the topics in the curriculum (Stenberg et al., 2014). The didactical 
relationship at the core of teaching work (Stenberg & Maaranen, 2020) is concerned with how 
teachers organize their instruction (Stenberg & Maaranen, 2021). Teachers’ questions about their own 
teaching involve their relationship with themselves (Maaranen & Stenberg, 2020; Stenberg et al., 
2014 Stenberg & Maaranen, 2021; Stenberg & Maaranen, 2020). There is also a relationship between 
teachers and broader key issues related to values regarding the profession and questions about the 
ultimate aim of teaching. Finally, teaching is always context-dependent, and teachers are part of the 
wider environment, namely the school and the surrounding community (Maaranen & Stenberg, 2020; 
Stenberg et al., 2014; Stenberg & Maaranen, 2021; Stenberg & Maaranen, 2020).  
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Self-Belief in Being a Good Teacher 

Examining how pre-service teachers envision their future profession can provide opportunities to 
define their professional development (Ruohotie-Lyhty & Pitkänen-Huhta, 2022). In the study, pre-
service teachers were asked whether they believed they would be good teachers. Thus, their self-
beliefs about being a good teacher were discussed separately from their beliefs about the ideal self. A 
teacher’s actual self, i.e., the self that currently exists, may be different from the ‘ought’ self, i.e., the 
notion of a teacher self-imposed by society (Beauchamp & Thomas, 2010). The ideal self is full of 
emotions, wishes, hopes, the desire to reach certain personal standards, fear of failure, and perceptions 
of one’s ability to achieve one’s ideals (Moè et al., 2010). For pre-service teachers, the actual self is 
mostly related to their self-efficacy beliefs, especially because of their confrontation with their own 
teaching practices. Based on this idea, in this study, pre-service teachers’ beliefs about what makes a 
good teacher were associated with the teacher identity positions (the ideal self), while their self-beliefs 
about being a good teacher were associated with the actual self. 

METHOD  

Research Design  

In this study, in the first year of their teacher education, pre-service teachers were asked to write a 
composition explaining their feelings and thoughts about what makes a good teacher and their beliefs 
about being a good teacher. The pre-service teachers sealed their compositions in an envelope and put 
them in a (symbolic) time capsule, to be returned to them after four years. In the fourth grade, just 
before graduation, the pre-service teachers’ compositions were given back to them to read. The pre-
service teachers read their first compositions and confronted their own past. They wrote their second 
essay, which included the changing/constant aspects of their ideas about what makes a good teacher, 
as well as their beliefs about being a good teacher when they started working. The process of the 
study is presented in Figure 2. 

 
Figure 2  
Study process  

As can be seen in Figure 2, the study process involves describing the present, envisioning the future, 
and four years later, confronting the past, describing the present again, and envisioning the new 
future. Since the passing of time constitutes an important backdrop, the method of the study is based 
on a time capsule case study (Koh, 2021). 
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Sample and Data Collection 

Convenience sampling and criterion sampling, which are purposive sampling techniques, were used to 
determine the study group. Participants consisted of 31 pre-service teachers who enrolled in the 
primary education department of Ordu University in Turkey in 2018 and studied at the same 
university until 2022. In determining the participants, the criteria of voluntary participation and 
having studied at the same university for four years were set. In this way, while the first data were 
collected from 31 pre-service teachers, 6 pre-service teachers who dropped out of university education 
or transferred to other universities were not included among the participants. The final participants 
consisted of 25 pre-service teachers. Fourteen of the participants were female and 11 were male. 

After the study process was explained to the participants, when they were told that the compositions, 
they wrote would be placed in a time capsule, and that they would read them again by opening the 
envelopes four years later, they were very excited and participated in the study with great enthusiasm. 
The participants’ first compositions were collected in October 2018. The compositions were neither 
opened nor read by the researcher. One reason for this was so that the researcher did not develop any 
bias about teacher identities in the courses (The researcher conducted the Teaching Principles and 
Methods courses for a semester and also supervised a group of 10 participants in their Teaching 
Practicum course). The second reason was to make the pre-service teachers feel the excitement of 
taking a composition out of their own time capsule by allowing them to open the sealed envelope 
themselves. Four years later, at the end of May 2022, when the researcher met them with the time 
capsule in her hand, they were very excited again. The words, “Yes! The time has come” were 
echoed. They were very emotional when they read their compositions. Most of the participants stated 
that they were happy to be included in this study and added a note of thanks to their second 
compositions. 

It can be said that in addition to serving the purpose of this study, the collection of the data also served 
for the pre-service teachers’ self-evaluation regarding their teacher identity development and their 
professional development during their teacher education, by allowing them to consider the questions, 
‘What makes a good teacher?’, ‘Do I believe that I will be a good teacher?’, etc. 

Data Analysis 

First of all, the data of the study were analyzed using theory-driven qualitative content analysis. Each 
belief expressed by the participants about what makes a good teacher was coded using the 
relationships in the extended didactic triangle. In their studies, Stenberg et al. (2014) and Stenberg and 
Maaranen (2020) explained teacher identity in 4 positions with subcategories. In this study, the data 
were analyzed based on the schema presented in Figure 2, based on the above-mentioned studies.  
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Figure 3  
Teacher identity positions of pre-service teachers regarding their beliefs about what makes a good 
teacher 

For the analysis of the data on pre-service teachers’ self-beliefs about being a good teacher, data-
driven content analysis was used, and as a result of the analysis, two categories were identified, 
namely motivation to become a teacher and self-efficacy. 

In both data analyses, the data were read repeatedly during the coding and processing of the codes into 
subcategories and categories. Another expert working in the field of teacher education was consulted 
on the coding and the consistency of the codes with the categories and subcategories. Differences of 
opinion were discussed, and the final version of the data analysis was agreed upon together. 

FINDINGS 

The first research question was: ‘What teacher identity positions do pre-service teachers’ beliefs about 
what makes a good teacher reflect at the BTE and the ETE?’ The statements in the first and last 
compositions and the corresponding number of participants are presented in the figures for each 
position (see Figure 2.). However, it should be noted that if the participants’ thoughts in the second 
compositions were the same as in the first compositions, they generally did not express these again. 
For this reason, whether there was a change in each category is explained according to the 
participants’ stating whether their beliefs had changed or not, and with verbatim quotations made by 
them, especially when there was a change in their beliefs. 

Values Position 

This position includes the moral values and personality traits that a good teacher should have in 
his/her communication with his/her students during teaching and also in his/her daily life as a human 
being.  
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Figure 4 
Beliefs regarding the values position 

The participants stated in their second compositions that their beliefs about the personality traits that a 
good teacher should have were similar to those in their first compositions. In this regard, with the 
statement that “My ideas about a good teacher are the same as in my first composition”, P11 stated 
that her belief on this issue had not changed. P2 stated in her second letter, “In my first letter, I wrote, 
‘A teacher needs to be patient,’ but I realized that it is more important for a teacher to be warm-
hearted than to be patient”, revealing that her opinion on this issue had changed somewhat. 
Moreover, the participants clearly emphasized in the first and last compositions that a good teacher 
should have a warm-hearted personality. 

Practice Position 

This category includes beliefs related to teachers’ work in practice and includes three subcategories.  

Pedagogical Interaction Position 

This subcategory includes participants’ beliefs about the interaction between students and teachers in 
a good teacher. 

 
Figure 5  
Beliefs regarding the pedagogical interaction position 
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In both the first and last compositions, the participants stressed the importance of teachers’ approach 
to children and their communication with children. In their second compositions, they emphasized 
that their ideas on this subject had not changed. It was determined that there was a clear consensus in 
both the first and last compositions that teachers’ affection for children is the most important element 
of being a good teacher. P21’s statement in this regard is as follows: “In my first letter, when I said 
that a teacher should be warm-hearted, I wrote this without feeling it myself. However, when I met the 
students at the practicum school and our eyes met, I understood this better. They are so beautiful! 
What more precious thing can be given to them than love?” In addition, the participants emphasized 
in their first and last compositions that a communication based on love and tolerance should be 
provided in teacher-student interaction. 

In their second compositions, in addition to teachers’ approach to children, participants drew attention 
to the fact that teachers should take special care of children with special needs and disadvantaged 
children in their classrooms.  

Didactical Position 

This category includes beliefs related to didactical matters involving students’ studying and learning 
processes and is divided into two subcategories: orchestrating and encouraging. 

O-position  

Beliefs in this subcategory are linked to issues about how teaching should be organized in order to 
support student learning.  

 
Figure 6 
Beliefs regarding the O-position 

In the participants’ first and last compositions, there are different statements as well as similar 
statements regarding their beliefs about how a good teacher will organize the teaching environment. 
Unlike their first compositions, in their second compositions, they stated that teachers should prepare 
for the lesson, and that teachers should get to know their students well and be able to evaluate them 
well. 
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E-position 

This subcategory contains beliefs about a teacher’s actions in promoting pupils’ studying and learning 
processes.  

 

Figure 7 
Beliefs regarding the E-position 

It was determined that in the participants’ first and last compositions, there were similar statements 
regarding the beliefs about a good teacher’s encouragement of students’ learning. Participants stressed 
that students should have fun in the learning environment and enjoy learning. They also emphasized 
that a good teacher should encourage children to learn. “He/she should give big hopes to little hearts” 
(P25). 

Content Position 

Beliefs in this category are related to the subjects taught in schools and all the content that should be 
taught to students within the scope of the curriculum. 

 
Figure 8 
Beliefs regarding the content position 

It can be said that the participants’ beliefs related to this category are similar in their first and last 
compositions. In their first compositions, they stated that a good teacher should be able to teach 
children to cope with life, while it was stated that a good teacher should give importance to children’s 
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all-round development in their second compositions. Their views on the need to teach children 
national and moral values were similar in their first and last compositions. 

Teacher Position 

This position is concerned with the professional roles of teachers and the issues that a teacher should 
pay attention to in order to be successful. 

 
Figure 9 
Beliefs regarding the teacher position 

Participants stated that their ideas in their first compositions were correct but that there were 
memorized and general patterns. They stressed that they had internalized the view that teachers should 
be role models by extracting it from memorized speech. For example, P15 brought her thoughts on 
this issue to life by stating that “The teacher should not forget that he/she has to set an example with 
his/her every behavior. I used to smoke in freshman year, but I quit smoking in order to be a good role 
model for my students in the future”. 

In their second compositions, they expressed the professional roles of teachers as being productive, 
being innovative, continuing to learn and develop themselves, being a researcher, and possessing 
general knowledge. The following statement made by P6 is noteworthy: “I wrote in my first letter that 
I expected to have learned what the qualities of a good teacher are when I came to graduate. But now 
I have realized that a good teacher is one who keeps seeking the answer to that question”. 

Context Position 

This category concerns the sociocultural context and general beliefs about the teaching profession 
formed by the teachers’ work community/environment. 
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Figure 10 
Beliefs regarding the context position 

Participants stated that their ideas about the teaching profession did not vary in their first and last 
compositions. Participants stressed that primary teachers are the basis for raising future generations, 
and that the teaching profession is a special and sacred profession. P20 expressed his opinion on this 
subject with the following statement: “As I stated in my first letter, the teaching profession is a special 
profession that should be given its due”. 

The second research question concerns pre-service teachers’ self-beliefs about being a good teacher. 
Two main categories were identified. 

Motivation to Become a Teacher 

This category is about participants’ aspirations to become teachers. 

 
Figure 11 
Beliefs regarding motivation to become a teacher 

Most of the participants stated in their first compositions that they were willing to study for the 
teaching profession and eventually to become a teacher. “It was a job I had dreamed of since I was a 
child” (P1). However, some participants were hesitant about becoming a teacher, while some of the 
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participants stated that they had not come to this faculty with a great desire to be a teacher, and that 
they had to choose this department based on their scores in the university entrance exam. Hesitant and 
reluctant participants promised hope with their statements: “Actually, I love children” (P9), “I am 
aware of my responsibility” (P24), and “I hope I will love this profession when I graduate” (P6). 

In their second compositions, participants stated that they were excited about starting the profession: 
“I’m looking forward to meeting my students” (P21), “I loved the teaching profession when I came to 
this department, but now I love it even more” (P25), and that they loved being with children and this 
profession as a result of the training they had received and especially the teaching practicum: “I did 
not choose this department very willingly in order to become a teacher, but I am glad that I came to 
this department. I fell in love with this profession when I went to school for the teaching practicum” 
(P24). Their experiences in the practicum school and the interaction they established with children 
were at the forefront in their love of the teaching profession and adopting the profession. “Although I 
was only at the practicum school for one day a week, I felt that I belonged to this profession when I 
went to the school” (P11). 

Two participants stated that they had come to this department unwillingly, but that they embraced the 
profession over time. “I came to this department reluctantly, but at the practicum school I realized 
that I could do this job and I so embraced it” (P10). 

One participant, however, stated that although she wanted to be a teacher in the first year, her 
enthusiasm collapsed. “In fact, I was excited about becoming a teacher, but in the practicum school, I 
was discouraged by the students’ disregard for me. Maybe it will be different if I have my own class, 
my own students.” (P12). 

Self-Efficacy Beliefs 

This category is related to participants’ self-efficacy beliefs about being a good teacher. 

 
Figure 12  
Self-Efficacy beliefs about being a good teacher 
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Some of the participants stated in their first compositions that they believed they would be good 
teachers even though they had not yet received any training for the teaching profession. Some 
participants stated that they would strive to be a good teacher.  

Some of the participants stated in their second compositions that in general, they felt equipped with 
professional knowledge and skills because of the education-instruction process in the faculty. Based 
on the statements of the participants, it can be said that their experiences in the practicum school had 
an impact on their beliefs in their professional development. “The theoretical courses we took at the 
faculty were important for my professional development, but the biggest share in this development 
was related to the experiences I had at the practicum school” (P5).  

Some participants stated that they were confident about becoming a good teacher, but that becoming a 
good teacher is a process that takes time and that they would continue to improve themselves in this 
regard. Only two participants stated that their self-confidence was undermined in the teaching 
practicum, but that they expected to overcome this in time with field experience. 

DISCUSSION  

This study was based on examining whether beliefs about what makes a good teacher and self-beliefs 
about being a good teacher, which emerged from pre-service teachers’ previous experiences as 
students, changed after the pre-service teachers were exposed to the courses they took and the 
practical experiences they gained during their teacher education. In terms of supporting the 
development of teacher identity in teacher education, it is important to recognize the effect of teacher 
education on these beliefs. 

In the study, first, teacher identities were investigated based on pre-service teachers’ beliefs about 
what makes a good teacher. The pre-service teachers’ beliefs about the personality traits and moral 
values that a good teacher should have were stable at the BTE and the ETE. The results revealed that 
moral values such as honesty and fairness, and having a warmhearted, patient, and cheerful 
personality were clearly emphasized in the teacher identity. These results are consistent with studies 
in the literature (Chong et al., 2011; Beauchamp & Thomas,2010; Furlong, 2013; Maaranen et al., 
2016; Maaranen & Stenberg, 2020; Stenberg & Maaranen, 2020; Thomm et al., 2021). As Stenberg 
and Maaranen (2020) stated, it is valuable for the benefit of children that pre-service teachers state the 
ideal teacher to be one who possesses moral values and gives importance to creating a positive 
atmosphere in his/her interaction with the child. However, the fact that pre-service teachers have such 
high ideals may prevent them from seeing the complex nature of teachers’ work (Maaranen & 
Stenberg, 2020; Stenberg & Maaranen, 2020). Therefore, besides idealistic views, teacher education 
should encourage a more realistic view of teaching (Maaranen & Stenberg, 2020; Stenberg & 
Maaranen, 2020).  

The pre-service teachers’ beliefs about the work of a good teacher in practice were discussed by 
synthesizing the changing and stable beliefs. The beliefs that remained stable in the practice position 
regarding the ideal teacher identity include beliefs that a good teacher should establish communication 
based on love and tolerance in teacher-student interaction, and use student-centered teaching methods 
to enable students to actively participate in the lesson. Considering the beliefs that remained stable in 
the practice position, the results of studies examining pre-service teachers’ teacher identity (Stenberg 
et al., 2014; Stenberg & Maaranen, 2020) and studies examining beliefs about being a good teacher 
(Beauchamp & Thomas, 2010; Furlong, 2013; Maaranen et al., 2016) are compatible with the 
obtained results. In this case, it can be said that these beliefs are the beliefs that pre-service teachers 
generally adopt in the teaching process. Considering how important it is for effective teaching that 
teachers adopt a classroom management approach based on positive relationships in teacher-student 
communication (Korpershoek et al., 2016; Pianta, 2016; Hofkens & Pianta, 2022), use student-
centered teaching methods, pay attention to students’ individual differences, and encourage student 
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learning (Darling-Hammond et al., 2020, Orlich et al., 2012), it is pleasing that the pre-service 
teachers have these beliefs. 

In the content position, there was no change in the pre-service teachers’ beliefs at the BTE and the 
ETE. In this position, the beliefs that a good teacher should give importance to the holistic 
development of the child and to instilling national and moral values in children were at the forefront. 
The reason why the pre-service teachers did not change their beliefs in the content position and made 
general judgments about the content rather than the subjects to be taught in schools may be that the 
pre-service teachers attended the practicum school only in fourth grades and on one day a week. In 
this short time allocated for the practicum school, the pre-service teachers may have had difficulty in 
mastering the functioning of the curriculum. Furthermore, this short period of time may have made it 
difficult for them to develop a belief about the elements that should be at the forefront of the content.  

One change, albeit small, in the pedagogical interaction position is the statement that a good teacher 
should give particular attention to children with special needs and disadvantaged children. The change 
in the pre-service teachers’ beliefs in the didactical position at the end of their teacher education was 
that they emphasized in the O-position that a good teacher should get to know and evaluate their 
students well and prepare for the lesson. These findings can be considered as a development in terms 
of teacher identity at the ETE. However, it is thought-provoking that in the practice dimension, the 
expected change in teacher identity, which is an indicator of a teacher’s professional development and 
will be a determinant of student achievement, did not occur at the ETE. This is similar to the results of 
the study by Stenberg and Maaranen (2020), in which they examined pre-service teachers’ teacher 
identity positions at the beginning and advanced level of teacher education. In their study, they found 
that although the advanced pre-service teachers’ awareness of the complexity of teaching work 
increased, the general differences in teacher identities during teacher education were insignificant. As 
Stenberg and Maaranen (2020) pointed out, this finding is somewhat surprising, since pre-service 
teachers will have gained extensive experience during their teacher education, including practicum 
periods in schools, by the end of the teacher training period. This result gives rise to the idea that 
teacher educators should place more emphasis on practice in the development of pre-service teachers’ 
teacher identity. 

The most striking change in the development of the pre-service teachers’ teacher identity was in the 
teacher position. The belief that a good teacher should love his/her profession, be a role model and 
possess general knowledge was stable at the BTE and the ETE. While there was no belief in good 
teachers being a researcher, continuing to learn and develop themselves, being productive or being 
innovative at the BTE, the fact that these beliefs had developed by the ETE was an important change. 
The pre-service teachers’ beliefs about the teacher who continues to develop him/herself are in line 
with the research results of Furlong (2013) and Maaranen et al. (2016). In the regulation of education 
programs in Turkey, the constructivist approach is adopted. Therefore, this change is likely to have 
been caused by the emphasis in teacher education on the teacher as a researcher and the teacher who 
continues to improve him/herself. 

In the context position, the beliefs of the pre-service teachers remained stable. Some of the 
participants’ statements regarding their beliefs about what makes a good teacher are mostly explained 
by the sociocultural context. In the study by Chong et al. (2011), pre-service teachers’ beliefs about 
the value of teaching remained the same after 4 years. Based on this point of view, it can be said that 
societies’ perspective on the teaching profession, the value they give to the teacher and the 
responsibilities they impose on the teacher are effective in the development of teacher identity. 
Contrary to what was expected in the study, it is thought-provoking that pre-service teachers did not 
develop a belief about the teacher as a member of the school by the end of their teacher education. 
Studies that will deal with issues such as the teacher-teacher relationship, teacher-school administrator 
relationship, teacher-parent relationship, school-community relationship, etc., should be included in 
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school practices. Pre-service teachers should be encouraged to think about these issues during their 
teacher education (Stenberg et al., 2014). 

In the study, secondly, pre-service teachers’ self-beliefs about being a good teacher at the BTE and the 
ETE were examined. At the BTE, some of the pre-service teachers were eager to become teachers, 
while others were reluctant or hesitant. However, it was determined that at the end of their teacher 
training, most of the reluctant and hesitant pre-service teachers were excited about becoming teachers. 
Studies in the literature (Azman, 2013; Lee et al., 2019: Yüce et al. 2013) reveal that the reasons for 
choosing the teaching profession are (1) altruistic reasons (based on self-sacrifice): the wish to be of 
service to people, the desire to be useful to society, etc., (2) intrinsic reasons: love of the profession, 
affection for children, affection for people, etc., and (3) extrinsic reasons: the guarantee of a job, long 
vacations, social security, conditions of appointment, etc. It was determined that rather than extrinsic 
reasons, the pre-service teachers’ motivation to become a teacher was due to intrinsic reasons such as 
affection for children and love of the profession, and altruistic reasons such as responsibility towards 
society.  

It was determined that the pre-service teachers’ self-efficacy beliefs about being a good teacher were 
also high. It was found that positive experiences in the practicum school were at the forefront of their 
self-efficacy beliefs about being a good teacher. Negative experiences in the practicum school were 
effective in the self-efficacy beliefs of both pre-service teachers who stated that their self-confidence 
was undermined. This result is not surprising, because studies show that pre-service teachers’ 
positive/negative experiences in their school practices, or in other words, their field experiences, have 
an influence on their self-efficacy beliefs (Coppe et al., 2022; Klassen & Durksen, 2014; König et al., 
2022; Pytash & Hylton, 2022;) and their motivation to become a teacher (Cheng et al., 2015; Kaldi & 
Xafakos, 2017; Yuan & Zhang, 2017). The theoretical knowledge that pre-service teachers acquire at 
university comes to life in their school practicum. Teacher education at university presents an abstract 
reality to pre-service teachers, whereas teacher education in the school practicum offers them a 
concrete reality. For this reason, teacher educators should take care to adopt approaches that support 
pre-service teachers’ self-efficacy beliefs and motivation to become a teacher in their school practices. 

When the pre-service teachers’ beliefs about what makes a good teacher and their beliefs about being 
a good teacher are synthesized, the feeling of love is at the forefront. Emotions are an issue that is 
often ignored or given secondary importance for success in both academic life and working life. Yet 
behind great achievements, emotions related to achieving that success are just as important as having 
the knowledge, skills, and experience necessary for that success. When the professional development 
of teachers is considered, the ‘teacher’ is ignored as a person who has feelings for his/her own 
teaching and students’ learning (Eren, 2014). However, in the literature, there are studies showing that 
teachers’ emotions (e.g., sense of failure) predict their instructional behaviors (Lutovac & Assunçao 
Flores, 2021), that emotions are perceived as a source of motivation to continue the teaching 
profession (O’Connor, 2008), that emotions affect the adoption of personal responsibility for various 
challenging aspects of the profession (Çetin & Eren, 2022), and that teachers’ emotional styles play 
important mediating roles in the relations between their emotions about teaching (i.e., enjoyment and 
anger) and their professional plans related to teaching (i.e., planned effort and professional 
development aspirations) (Eren, 2014). In this study, it is valuable that the pre-service teachers’ love 
of the profession and affection for children were at the forefront at the BTE and the ETE. This result 
obtained in the study conveys a message to the organizers of teacher education programs, teacher 
educators and education policymakers, which states that emotions are important in the development of 
teacher identity and motivation to become a teacher. This result constitutes a discourse against the 
technical rationalist emphasis placed on teacher standards. While standards attempt to define and 
prescribe the professional role that teachers play (O’Connor, 2008), the role of emotions is also 
important in teacher identity development and motivation to become a teacher.  
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CONCLUSION AND SUGGESTION  

Overall, the clear influences of teacher education on the development of pre-service teachers’ teacher 
identity are seen in the teacher position.   Experiences in school practices were also found to be 
influential in the development of pre-service teachers’ teacher identity.  Sociocultural influences are 
thought to be important on beliefs that remain stable in teacher identity. In addition, the role of 
emotions in teacher identity development and motivation to become a teacher is also important. 

In teacher education, importance should be given to the development of a realistic teacher identity as 

well as idealistic views. Raising the awareness in teacher candidates that theoretical content is an 

integral part of their professional development is among the primary duties of education faculties, 

because this is how prospective teachers understand the multidimensional and complex nature of the 

teaching profession (Bayrak Özmutlu, 2022). Thus, teacher candidates can develop more realistic 

professional identity beliefs. 

Teacher educators should undertake to be constructive in this process by considering the effects of 

school practices on the development of teacher identity in pre-service teachers. In fact, many countries 

that focus on field experience in teacher education have transferred most of their teacher training to 

postgraduate level, which includes an intensive internship or practicum alongside in-depth 

pedagogical training. In Turkey, on the other hand, there is no teacher training program that will cater 

for field experience in teacher education apart from the university-school partnership. In previous 

studies on the teaching practicum course in Turkey (Batmaz & Ergen, 2020; Bay et al., 2020), it was 

determined that certain problems are experienced, such as the high number of pre-service teachers for 

which teacher educators in faculties and schools are responsible, inadequate cooperation between 

faculties and schools, and pre-service teachers’ inability to receive sufficient feedback about their 

microteaching. It is not enough merely for teacher educators to be conscious about developing teacher 

identity in teacher education. Comprehensive reforms that will holistically address the problems of 

higher education in Turkey (financial issues, teaching load of faculty members, etc.) are also 

necessary (Deniz, 2022) for the development of teacher identity in teacher education. 

In this study, although pre-service teachers were asked unstructured questions and interviewed before 

writing their compositions, the data are based only on the compositions written by pre-service 

teachers.  This is one of the limitations of this study. Future studies could involve interviews with a 

smaller group over a period of four years. 
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