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Abstract

This paper presented the findings of a qualitative study of the professional learning expe-
riences of fifty bilingual/ESL native and non-native English speaking pre-service teachers’
identity and qualification. Grounded in a sociocultural view of teacher learning and identity
theory, the study explores native and non-native bilingual/ESL pre-service teachers’ unders-
tanding of professional learning in light of their experiences in engaging with course topics,
projects, and their peers while participating in teacher preparation program. Analysis of the
data revealed that these participants assumed the learning activities and interaction with pe-
ers either directly or indirectly, having a positive influence on the student teachers’ role as a
teacher. Through the interactions with different aspects, participants in this study seem to
have found a new relationship within their future professional contexts. The implications of
the findings suggest how teacher preparation programs can include different activities to as-
sist in the development of pre-service teachers’ identities.
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Oz

Bu arastirmada anadili ingilizce olan ve olmayan 50 iki dilli/IDI 6gretmen adaymin kimligi
ve niteligine yonelik mesleki 6grenme tecriibelerini inceleyen nitel bir aragtirmanin bulgula-
11 sunulmustur. Ogretmen 6grenmesi ve kimlik kuramina iliskin sosyokiiltiirel bir bakis ac1-
sin1 temel alan bu arastirma, anadili ingilizce olan ve olmayan iki dilli/iDI 6gretmen adayla-
rinin ders bagliklari, projeler ve 6gretmen yetistirme programina katilan akranlariyla etkile-
simleri 1s181nda mesleki 6grenmeye yonelik anlama yetilerini incelemektedir. Verilerin ana-
lizine gore, katilimeilar akranlariyla dogrudan ya da dolayli etkilesimleri ve 6gretme etkin-
liklerinin bir 6gretmen olarak aday 6gretmenleri {izerinde olumlu etkiye sahip oldugunu dii-
stinmektedir. Farkli boyutlarla olan etkilesimler sayesinde katilimcilar gelecekteki mesleki
baglamlar ile yeni bir baglanti kurmustur. Bulgulardan elde edilen ¢ikarimlara gore, 6gret-
men yetistirme programlarina dgretmen adaylarinin kimlik gelisiminde yardimei olmasi igin
farkli etkinliklerin eklenmesi 6nerilmektedir.
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Introduction

Due to the high needs in working with English language learners (ELLS), a high
demand has developed for teachers of English. Historically, much teaching of English
worldwide has been and continues to be done by non-native English speaking teachers
(NNESTS). Similarly, there are many English language educators in the U.S. that are
NNESTSs. In this particular group, there are pre-service teachers who are prepared to
teach ELLs. What has transpired as a result of this high demand is a distinction
between the native English speaking teacher (NEST) and the non-native English spea-
king teacher (NNEST). The NEST is a teacher of English as a second language (ESL)
who has learned and acquired the English language as a native language whereas
NNEST is a teacher of ESL who has learned and acquired the English language as a
second language. This distinction has created an argument which is growing in signi-
ficance for the importance of learning languages and who is seemingly authorized or
accepted in teaching the English language. Studies have examined this issue from
different perspectives, especially, the studies on the professional identity of language
teachers in TESOL in the last decade (Miller, 2009; Pavlenko, 2003; Tsui, 2007;
Varghese, Morgan, Johnston, & Johnson, 2005).

Statement of Problem

Due to this interest, many of these pre-service teachers participate in teacher pre-
paration programs that offer the credentials for this opportunity to work with ELLs.
However, NESTs or heritage speakers of Spanish are more likely to perceive themsel-
ves as more qualified ESL or bilingual teachers due to their cultural and ethnic backg-
rounds. This perception was discussed by Canagarajah (1999), mentioned that a native
speaker of the target language, with or without teaching preparation or qualifications
are more like to be treated in a different way than qualified and experienced NNESTS.
Canagarajah found that NESTs without teaching qualifications were more likely to be
hired as ESL/EFL teachers than qualified and experienced NNESTS, especially outside
the United States. The preference of a NEST over a NNEST prompts us to recall that
people still use the ethnic or heritage backgrounds to determinate their motivation to
be bilingual/ESL teachers. For example, many students would like to be a bilingual
(English and Spanish) educator because of their heritage background. They have made
the assumption that they are proficient to conduct teaching in Spanish. Unfortunately,
many Spanish-speaking pre-service teachers still face challenges to pass academic
Spanish proficiency assessment.

On the other hand, pre-service teachers doubt that they cannot become an ESL
teacher because they are not native speakers of English, or speaking English with ac-
cent. From this statement, it indicates that pre-service teachers still use the native-like
quality of the language spoken to be part of their future career. During teaching, as an
instructor and a researcher, teacher identity can be shifted and developed. Therefore,
the significance of the current study is twofold: 1) Teacher identity formation is im-
portant in influencing teachers’ decision-making, professional lives, motivation, satis-
faction, commitment, and career decisions; 2) Examining pre-service teacher candida-
tes’ professional identity formation can help teacher educators determine what factors
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contribute to different outcomes for individual students. This study attempts to fill the
gap in the literature on bilingual/ESL pre-service teacher’s identity because not many
studies have been conducted in pre-service bilingual/ESL teacher preparation program
in the U.S. context. In addition, the current study would like to provide a broader view
of being a qualified bilingual and ESL teacher, and pre-service teachers can develop
their identities through professional development and knowledge.

Theoretical framework: Sociocultural perspective

In contrast to the mainstream cognitive psychologists’ conceptualization of lear-
ning as an internal psychological process concerned only with cognition (Haneda,
2006), sociocultural theories’ counterargument is that knowledge entails lived practi-
ces, not just accumulated information, and that the processes of learning are negotiated
with people in what they do, through experiences in the social practices associated
with particular activities (Johnson, 2006). From this perspective, learning appears
twice, once socially with others and later as independent problem-solving behavior;
moreover, it moves from an external to an internal plane (Bonk & Cunningham,
1998). Namely, social interaction is considered to be central to the development of
new patterns of thought and strategic behaviors. Wenger’s (1998) social concept of
learning extends this sociocultural perspective to reinforce the notion that not only is
learning socially mediated, but learning should be understood as a process of partici-
pation in communities of practice. Developing his social concept of learning, Wenger
outlines the following as the intrinsic components of learning: (1) learning as expe-
riencing: an ability to experience one’s life and the surrounding world as meaningful;
(2) learning as doing: joint action relying on common historical and social resources,
background systems and viewpoints; (3) learning as belonging: belonging to a social
community in which our activities are recognized as valuable and competent; and (4)
learning as becoming (someone): an understanding of how learning, in the context of
the community, affects and module learning (p. 5). From this perspective, it will in-
form the teacher identity development through social interaction with peers.

Identity theory

The current study also adopts Norton’s identity theory (1995, 1997, 2000) to un-
derstand the negotiations, challenges, struggles, and strategies in teacher identity deve-
lopment. Namely, teachers have to learn from their experiences in different contexts.
In a teacher preparation program, pre-service teachers can learn through course activi-
ties, practicum sessions, performance-based projects, and peer-interactions. Through
these social practices, it is helpful to develop one’s self-image as a teacher, and their
identities also can be reshaped from others.

Norton (1997) claims that identity refers to how people understand their relati-
onship to the world, how that relationship is constructed across time and space, and
how people understand their possibilities for the future. From this perspective, identity
is treated as multidimensional, contingent, and subject to negotiation across contexts.
In the current study, the researchers would like to expand the identity theory to the
concept of professional role identity. Burns and Richards (2009) have suggested that
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identity “reflects how individuals see themselves and how they enact their roles within
different things” (p. 5). Similarly, Urrieta (2007) also has suggested how they “come
to ‘figure’ who they are, through the ‘world’ that they participate in and how they rela-
te to others within and outside of these worlds” (p. 107).

Studies on identity (Norton; 1995, 1997, 2000; Urrieta, 2007) have shaped the lens
that will examine pre-service teachers’ identities from the following principles of iden-
tity theory. First, identity is not fixed, but instead is diverse, dynamic, contradictory,
multiple, and changeable over time and space. Second, identity formation is dependent
on social, cultural, and political contexts. Third, identity is constructed and negotiated
primarily through language and discourse (Gee, 2008). These lenses will provide a
deep understanding of intersections of bilingual/ESL pre-service teachers’ identities
related to who they are and whether they have discovered their qualifications to be
bilingual/ESL teachers.

Literature Review

The majority of previous studies of language teacher identity have been condcu-
ted in the in-service language teacher in the EFL and ESL contexts. Less attention has
been given to the process of bilingual/ESL pre-service teachers learning to teach (Far-
rell, 2007; Chiang, 2008). This section still reviews language teacher identity in
EFL/ESL contexts to find out where to fill the gap.

In English education, the majority of English language teachers are non-native
English speakers, and they have been treated as step-children by NES (Mahboob et al,
2004). Preference is given to NESTs because the acceptance of native speaker norms
is the model to be acquired and is the model to which students should be exposed. A
study conducted by Mortia (2004) showed that NNES students were constantly nego-
tiating their identities while participating in a graduate Teachers of English to Speakers
of Other Languages (TESOL) classroom. The purpose is to “be recognized as a legi-
timate and competent member of a given classroom community” (p. 583). Todd and
Punjaporn (2009) also found that Thai students’ perception toward native and NNESTs
were different. The result indicated that students had an explicit preference for NESTSs.
Other TESOL teachers also faced similar issues in the different contexts. For example,
Fotovatian (2010) also discussed Iranian-background English teachers in Australia.
The findings showed that the Iranian English teachers were very conscious of their
English. They felt like outsiders who were under pressure to do the right things, say
the right things, and behave in the right way to help them enter into the primary circle
or societal groups. These teachers are conscious of their language proficiency because
the main advantage of NEST is evidently to be found in their superior linguistic and
communicative competence of English, since it is their mother tongue and they can
use it with greater spontaneity and naturalness in a considerable variety of situations.
These participants had to construct their professional identities and deal with the do-
ubts from students. For example, students might question what Arva and Medgyes
(2000) stated. They noted that “non-native language teachers’ linguistic competence
was slightly outdated and very much influenced by textbook language” (p. 261). The
NNEST normally experienced problems with pronunciation, colloquial expressions,
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and slang. Similarly, Chun (2014) reported that NESTs were judged more effective in
helping students with psychological aspects of language learning and in having sensi-
tivity to students’ needs coming from their shared L1 and experience as language lear-
ners in Korea. On the other hand, NESTs were judged as more effective in their lingu-
istic competence. Benke and Medgyes’s (2005) study reported that NESTs easily
extemporize, place great emphasis on speaking skills and provide abundant cultural
information. NNESTs were found to give more homework, prepare lessons well and
correct errors frequently. Namely, students still doubted NNEST’s ability in linguistic
abilities, or natural competence to instruct the language.

Not only have NNESTSs faced issues of language proficiency in EFL contexts,
but also, within an ESL context. NNESTS face issues of credibility that challenge their
teaching ability because of their racial and ethnic backgrounds. For example, Amin
(1997) interviewed five female teachers who were at that time teaching or had taught a
class of male and female adult ESL students from different racial, cultural, and linguis-
tic backgrounds. The semi-structured interviews examined the students’ ideal ESL
teacher. These participants expressed that some ESL students make the following as-
sumptions. For example, “only white people can be native speaker of English, only
native speakers know real and proper Canadian English, and only white people are
real Canadian” (p. 580). This study reflects the students’ stereotype of an authentic
ESL teacher, and these teachers felt disesmpowered in their teaching.

In addition, there have been several studies of teacher identity conducted in the
ESL context. These studies identified that identities provide insights on how many
factors, including social, cultural, ethnic differences interact and interconnect to shape
teachers’ construction of their identities. For example, Samimy and Brutt-Griffler
(1999) surveyed 17 non-native students in a graduate TESOL program using a 23-item
guestionnaire that probed their perceptions regarding the NEST versus NNEST issues.
Although these participants perceived themselves as competent and successful teac-
hers of English in their home countries, they found their confidence decreased in the
ESL context. Thomas’s (1999) also found that NNESTs were often discouraged by
their ESL students because they expected NESTs or questioned their credibility as an
English writing teacher.

Based on the previous studies, there are still some stereotypes and negative per-
ceptions found related to NNESTSs. However, studies also confirmed the advantages of
being a NNEST. For example, Ellis (2004) explored the connection between multilin-
gual and monolingual teachers’ background and beliefs about ESL. This study indica-
ted that while multilingual teachers use their own experiences as former ESL students
as a resource in classrooms, monolingual teachers lack experiential knowledge that
could complement and enrich what they learn from their preparation courses. Galindo
(1996) examined how Latino teachers defined their role identity in light of their cultu-
ral minority in the US. This study revealed that these teachers’ biographical experien-
ces and their teacher role identity is a “bridging identity that makes past experiences
with language, culture, and ethnicity relevant to teacher’s current role identity” (p.
100). These studies discussed above highlighted struggles faced by in-service teachers;
namely, these issues should be raised in teacher preparation program in order to help
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pre-service teacher’s construction of their professional identities.

Several studies have discussed the process of pre-service teacher identity forma-
tion. These studies noted that professional identity is an ongoing, dynamic process
where individuals need to negotiate external and internal expectation as they are in the
teacher preparation program. Bullough (2005) suggested that teacher identity should
be analyzed prior to, and during the student teaching experiences because identify
formation and recognitions changed constantly. For novice teachers, they need to ma-
ke sense of themselves and identify who they are as educators.

The pre-service teachers need to experience the process in order to prepare their
teacher identity in the future career. For example, Darling-Hammond et al. (2002)
examined 3000 pre-service teachers’ perceptions of teacher preparation. The results
indicated that teachers felt more prepared through different interactions in the prog-
ram.

The literature review provides an overview of NESTs and NNESTSs’ strengths
and weakness in different contexts, and several studies of pre-service teacher identity
were discussed. This study will continue to broaden pre-service teacher’s identity for-
mation and provide a better guidance to help future bilingual/ESL to understand their
identities.

Research questions

Grounded in a sociocultural view of teacher learning and identity theory, this
study will explore how to construct a NEST and a NNEST’s identity. The central re-
search questions that this paper aims to answer were:

(1) How does a group of native and non-native bilingual/ESL pre-service teac-
hers perceive their qualifications to be a prospective bilingual/ESL teacher thro-
ugh interactions with their course material, peers, and the course activities du-
ring a sixteen-week program?

(2) What is the developmental process of bilingual/ESL teacher identity during
a sixteen - week program?

Methodology

Qualitative research (Bogdan & Biklen, 1982) procedures were used in the data
collection and analysis. The focus of the study was to investigate bilingual/ESL pre-
service teachers’ school-based professional learning and identities formation. Qualita-
tive case study design was preferred for this study as it allowed the researchers to tap
into the experiences and perceptions of these teacher candidates in detail. Also, this
study will attempt to understand the content of discussions and reflections of bilin-
gual/ESL pre-service teachers.

Setting and participants

This study examined the bilingual/ESL pre-service teachers’ sixteen-week lear-
ning experience in a teacher preparation program in the southernmost part of the US
with regards to their identities as a future bilingual/ESL teacher. The sixteen-week
course was intended to engage bilingual/ESL pre-service teachers in the critical dis-
cussion of competence of teaching English as a second language and actual teaching
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demonstrations.

The participants were 50 pre-service bilingual/ESL teachers: 45 females and 5
males. The participants were selected according to three criteria. First, the participants
were juniors and seniors enrolled in a bachelor of teacher preparation program ma-
joring in bilingual education or ESL. Second, participants were grouped to the fol-
lowing categories: (1) native-English speaking ESL pre-service teachers; (2) bilingual
ESL pre-service teacher (3) nonnative English-speaking ESL pre-service teacher. In
this study, NNES participants’ first language is mainly Spanish. Third, participants
were selected from the course of Applied Linguistics because they were received the
training in teaching English as a second language. This course included different sub-
fields of linguistics, for example, phonetics, phonology, morphology, syntax, seman-
tics, pragmatics, sociolinguistics, and theories of language learning.

Data collection

Participants were required to write a 500-word journal weekly after each tutoring
session for 10 weeks. They had to reflect on their strengths and weakness when tuto-
ring two ELLSs; their relationships with classmates, and the course instructor as well as
other pedagogical matters. The weekly journal was important because it helped parti-
cipants to explore their strengths and weaknesses in the training process. Besides wri-
ting a weekly journal, they were required to write a 2000-word reflection paper at the
end of semester to examine the tutoring experience. Participants discussed their entire
journey working with ELLs, challenges, transition, perception, and reflection.

In order to obtain answers to the research questions of the present study, qualita-
tive research procedures were used in the collection and analysis of the data (Bogdan
& Biklen, 2003). Specifically, reflective journals were employed (Orem, 2001). Jour-
nal writing is a kind of reflective writing that requires prospective teachers to construct
knowledge through questioning their own instructional skills. As teacher reflectivity
was an important part of the practicum, the pre-service teachers were constantly enco-
uraged to articulate their ideas, feelings, concerns and experiences of their time in the
school. This type of documented account of a pre-service teacher’s reframing of expe-
riences can provide a rich source of data for understanding how teachers develop teac-
her identity (Numrich, 1996).

The multiple data sets are important for the triangulation in this study. Methodo-
logical triangulation involves the use of multiple qualitative methods to study the
problem. For example, results from weekly journal reflection, the essay, open-ended
survey, and instructor’s classroom observation notes could be compared to see if simi-
lar results are being found. The validity is established through the examination of dif-
ferent data sets from participants.

Data analysis

Following the collection of data, the researcher analyzed the data using a process
of analytic induction (Erickson, 1986). This process of analytic induction started with
an objective review, editing and organizing of the data. Emerging categories were
developed after reading and re-reading the data and color highlighting key words,
sentences or passages that thematically cohered. Major themes were then further iden-
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tified by making connections between a category and its subcategories. These major
themes served to inform and illustrate key perceptions and experiences of the pre-
service teachers interacting with the course topics, peers, and the instructor. The
transcripts were coded for both explicit and implicit references to issues related to ESL
teacher role identity.

Results

Analysis of the data reveals rich interactions between the bilingual/ESL pre-
service teachers and their peers in this setting, which apparently provided sheltered
environments for the creation of zones of substantive learning about teaching. This
study found that the follow four learning experiences have provided bilingual/ESL
pre-service teachers important contexts to develop their qualifications to be an ESL
teacher. Namely, these pre-service teachers are learning from different aspects. Such
learning experiences are classified below as:

Course Reading Materials

To develop these pre-service teachers’ foundational knowledge, the course rea-
dings were included every week. Responses from native and non-native pre-service
teachers showed that they had gained knowledge to explain how language works to
ELLs. These readings were also very helpful and they could apply these reading mate-
rials to their future teaching skills.

“As a future ESL teacher, the reading prompts have helped positively
changed my perspectives on ELLs. The reading prompts have helped me
gain a more positive understanding for ELLs and understand their troubles
in learning a new language” (Megan, native English-speaking ESL pre-
service teacher).

“I feel this class gave a better understanding on morphology, phonetics,
phonology, syntax, semantics, and pragmatics. Before taking this course, |
would have considered myself pretty knowable on these topics. However,
there was so much | did not know. These course readings gave me a more
in depth aspect in these topics” (Erika, nonnative English-speaking ESL
pre-service teacher).

ESL Pre-service Teachers Learning from Peers

After they started their teaching, NNEST participants actively consulted their na-
tive English speaking peers for advice for how they speak language in the natural set-
ting. The NEST participants also consulted non-native English-speaking peers about
their challenges in learning English as a second language. Through the social interac-
tion in the classroom, the participants explored their strengths from each other’s pers-
pective. The result is confirmed by Wenger’s (1998) discussion of learning. Further-
more, both NEST and NNEST pre-service teachers had realized that they needed to be
well-trained for future teaching, instead of relying on their native language ability. On
the other hand, the NNEST participants also found out that their second language lear-
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ning experience did not hinder their abilities to teach. They realized that learning
experience would provide them more sensitivity in teaching.

As a native English-speaking ESL pre-service teacher. | am fluent in the
English language. However, just being fluent in a language is not enough to
teach the language. To be a successful teacher, one must know how to teach.
I also want to mention that teachers who are non-native English speaking
will have something that is very beneficial to ESL students. They can share
with ESL students their challenges they faced while learning the English
language (May, native English-speaking pre-service teacher).

“I believe that as a non-native English speaking ESL pre-service teacher,
my non nativeness of English helps me to become an ESL teacher. I think
that the fact that | had to go through the same that almost every single se-
cond language learners goes though definitely gives me an advantage”
(Gabi, nonnative English-speaking pre-service teacher).

Course Activities: Interactive activities

In order to contextualize the linguistic concepts, students had to present several
teaching ideas based on the constructs presented in the lecture and reading materials.
For example, the lecture introduced the concept of prefix and suffix, so students had to
present the concept through an interactive activity. The activity needed to engage Eng-
lish language learners’ four skills in the development of content and language deve-
lopment. These participants also felt more confident to apply their course knowledge
into future learning.

“By doing quick share (the project’s title) in class helped me to have an

idea of how it is to be in front of the classroom teaching the kids. Doing

this gave me an idea of how to prepare the actual activities, have explicit

instructions for ELLs to understand what they are doing” (Grace, nonnati-

ve English-speaking ESL pre-service teacher).

“The interactive teaching activities demonstrated by classmates were very
helpful. I feel like that I really use them with my second language learner.
They all picked the activity for second language learners and demonstrated
what the activity will be sued for different grade level, the time and ac-
commodations. | was able to see different ways to teach my students when |
get an actual classroom in the future” (Susan, nonnative English-speaking
ESL pre-service teacher).

In-class Workshops

In-class workshops are an idea to help ESL pre-service teachers develop the abi-
lity to articulate linguistic concepts. After each sub-topic in linguistics, participants
worked in groups to solve linguistic problems. Participants stated that they were more
capable of analyzing language.

“I really liked the workshops because I believe that working in teams help

us as students to learn from our different opinions, and by sharing different
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strategies that we might like to use in our future classroom. | am stronger
with my English, and also that | have an understanding on how to teach a
second English learner successfully with many different strategies” (Ai-
leen, nonnative English-speaking ESL pre-service teacher).

“After doing workshops, I developed the ability to articulate linguistic
concepts in language learning and use. | was able to analyzed language
structure and its use. | was able to articulate the implication of linguistic
principles for the teaching in the ESL context. | was provided with
knowledge of linguistics to explain language variation and language use in
the society” (Kelly, nonnative English-speaking ESL pre-service teacher).

The above results have informed the research questions posed and have confir-
med the importance of using different learning activities to support bilingual/ESL pre-
service teachers’ skills. Furthermore, this study also attempted to explore the identity
development because it is important to understand the process of becoming a teaching.
In addition, as a future bilingual/ESL teacher, cultural sensitivity and awareness sho-
uld be developed. These themes were found from the participants’ past and present
experiences.

Identity Development from Different Aspects

Throughout the sixteen-week course training, the pre-service teachers in this
study shared how different instructional practices in class shaped their views of being
a language teacher. Their identity was also shaped by their current teaching/tutoring
and learning experiences. These teachers had gained insights of the professional prac-
tices, skills, knowledge, views, and values in their future profession. More impor-
tantly, their identity development could be traced back to their backgrounds, learning
experiences, and prior experiences in school and society. This section of the paper will
now discuss themes found about pre-service teacher identity development. Their iden-
tity development has helped them to see themselves as a legitimate bilingual and ESL
teacher in the future.

When pre-service teachers discussed their experiences and self-evaluated on
their teaching skills, the following themes were found to demonstrate their qualified
teaching skills with English language learners.

Development of Cultural Awareness and Sensitivity

In the bilingual and ESL classroom, teachers must address different cultural is-
sues to ensure that instruction is delivered without having any bias. In the example
below, a pre-service teacher had realized the importance of developing cultural aware-
ness and sensitivity as part of their career.

“After different projects, | will know exactly what they are feeling when
they struggle and with empathize with problems that they are going thro-
ugh. I will not be overly sympathetic and | will be aware of their differen-
ces and help them”. (Becky, nonnative English-speaking ESL pre-service
teacher)
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“I have found out that there are many things a teacher has to consider be-
fore teaching a subject. For example, not all students learn the same way.
Some students are kinetic learners, some are visual, some are auditory,
and there are many more. | had challenges going to school when I learned
English, so | can share with my ESL students their challenges they faced
while learning the English language” (Mary, native English-native spea-
king pre-service teacher).

Self-positioning and recognition

In the current study, the analysis focused on NNEST pre-service teachers’ re-
examination of their non-native English proficiency and their qualifications of being a
bilingual or ESL teacher. Bilingual pre-service teachers still rely on their ethnic identi-
ties as the criteria to decide being bilingual teachers. However, their ethnic identity
had shaped and re-positioned after the training courses.

The majority of participants had stated that the training and the knowledge de-
termined the qualifications of an ESL teacher. They believed that they are capable of
teaching, and they can succeed to be an ESL teacher even the English is not their mot-
her tongues. In the training process, participants experienced a process of self-
positioning and self-recognition. For example, the following two participants stated
that it was possible to be a successful teacher no matter one’s background:.

“I was a little bit hesitating to be an ESL teacher because my first langua-

ge is not English. People might think that how come | can teach English as

my career. Then, | realized something. Successful academic achievement

is not dependent where you born or what language you speak. It is depen-

dent upon the person’s motivation to learn and apply that learning to imp-

rove themselves daily. Being knowledgeable and having experiences are

more important for teaching” (Gigi, non-native English speaking pre-

service teacher).

“I don’t believe that being an ESL teacher whose L1 is not English affect
the ability to teach ESL. When you become an educator, you are qualified
to teach your students the content area they are required to learn. As long
you I can demonstrate vast competence in the subject matter” (Lisa, non-
native English speaking pre-service teacher).

Other Strengths as a NNEST

In this study, NNES participants also identified their advantages as an ESL teac-
her. Themes were found on how their first language and cultural and linguistic backg-
round can serve as a positive support for students. For example,

“As a non-native ESL teacher, | believe that a teacher who is fluent in
another language can help students, students can identify better by lear-
ning from that teacher as well as the teacher learn from them” (Erika,
non-native English-speaking pre-service teacher).
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“As a non-native English speaker myself, | believe that | can make a huge
role in providing diversity and culture in balancing a healthy way of teac-
hing in the classroom. | can share my experiences to my students and we
can have the mutual similarity of understanding on learning the English
language together” (John, non-native English speaking pre-service teac-
her).

Discussion

In order to address the first research question, a teacher preparation program
should include different modalities to enhance a language teacher’s development of
instructional strategies while simultaneously encouraging a strong teacher identity.
Both native and nonnative participants had different strengths as future bilingual/ESL
teachers. They also had to face different challenges linguistically and culturally.
However, they all had unique advantages and they were all invaluable assets for the
future ESL education. After the interactions with course reading materials, peer-
interaction, tutoring experiences, and reflections, the finding is consistent what Nor-
ton’s theory (1997) suggested. The pre-service teacher’s identity is shaped due to their
relationship to the world.

For the second research question, these bilingual/ESL pre-service teachers had
to examine themselves in the preparation process as a future bilingual/ESL teacher.
For example, students had to examine their qualifications as a bilingual/ESL teacher.
They were motivated to be a bilingual/ESL teacher because of their native language
proficiency; however, they had to start to think about other aspects to be a qualified
bilingual/ESL teacher. For example, they had developed other characteristics, e.g.
cultural awareness, cultural awareness, cultural competence, and their own strengths
as a native and non-native English-speaking future bilingual/ESL teacher. This study
had confirmed that pre-service teachers, no matter what your first language and cultu-
ral background, are capable to work with ELLs once they are well trained. Through
the interactions with different aspects, participants in this study seem to have found a
new relationship with their future professional contexts.

Conclusions

In this study, the fifty bilingual/ESL native and non-native pre-service teachers
took a sixteen-week long course and the rich interactions among pre-service teachers,
ELLs, classmates, and course instructor are important to prepare future bilingual/ESL
teachers. From the evidence in the data, the bilingual/ESL pre-service teachers appea-
red to construct, reconstruct, and recognize their roles as a future ESL teacher.

More importantly, the findings strongly support that the learning process, as no-
ted by a sociocultural perspective, is fundamentally social in this study. When the
bilingual/ESL pre-service teachers described their perceptions of being a language
teacher, they focused on describing their competence, knowledge, and relations with
other classmates. Therefore, the pre-service teachers should be provided different mo-
dalities of learning. Second, a pre-service teacher’s identity changes over time. They
perceived themselves based on what they know, but they begin to examine themselves
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and understand what attribute a qualified language teacher for ELLs.

Pedagogical implications

Based on the findings of this study, several implications of preparing bilin-
gual/ESL teacher can be drawn. These suggestions may help make more explicit inhe-
rently contradictory roles and selves perceived and experienced by the native and non-
native speaker of pre-service teachers. Making these contradictions explicit may assist
the acknowledgement and understanding of what bilingual/ESL pre-service teachers
experience in relation to their identity formation, and thus helps make the bilin-
gual/ESL teacher preparation program respond better to their situations.

Second, many participants in this study decided to seek for bilingual or ESL cer-
tifications because they were heritage speakers. Since teacher identity formation is a
social process, the course instructor should make classroom a site of respectful and
open, so pre-service can explore their identities.

This study would recommend that teacher preparation programs should explore
issues of cultural levels. For example, native or non-native speaking teachers will be
helped to explore how their cultural levels can serve a foundation as a bilingual and
ESL teacher. Their cultural and heritage have different strengths to teach all students.

Ozet

Giris

Ingilizce Dilini Ogrenenler (IDO) (English Language Learners-ELLs) ile calis-
manin getirdigi yiiksek gereksinimlerden dolay1, ingilizce &gretmenlerine yonelik
fazla bir ilgi baslanustir. Tarihsel anlamda, Diinya capinda Ingilizce 6gretiminin ¢ogu
Anadili Ingilizce Olmayan Ogretmenler (AIOMO) (Non-Native English Speaking
Teachers-NNESTSs). Buna benzer bir sekilde, Amerika Birlesik Devletlerinde de Ingi-
lizceyi dgreten birgok AIOMO bulunmaktadir. Bu grubun igerisinde, IDO’lere 6gret-
meye hazirlanan 6gretmen adaylari da bulunmaktadir. Bu yiiksek ilginin bir sonucu
olarak, Anadili Ingilizce Olan Ogretmen (AIOO) (Native English Speaking Teacher-
NEST) ile AIOMO arasinda bir fark olusmustur. AIOO, Ingilizceyi anadili olarak 6g-
renmis ve edinmis Ikinci Dil Olarak ingilizce (IDI) 6gretmenidir; 6te yandan AIOMO,
Ingilizceyi ikinci bir dil olarak dgrenmis ve edinmis bir 6gretmendir. Bu alg1 Canaga-
rajah (1999) tarafindan tartisilmistir. Aragtirmasinda 6gretmenlige yonelik hazirligi ya
da nitelikleri olsun veya olmasin, hedef dili anadili olarak konusan bir kisiye tecriibeli
ve nitelikli AIOMO’den daha farkl1 yaklasilacagindan bahsedilmektedir. Canagarajah
(1999) ozellikle Amerika Birlesik Devletleri disinda, 6gretme nitelikleri olmayan ve
anadili Ingilizce olanlarin, tecriibeli ve nitelikli AIOMO’lerle kiyaslandiginda,
IDi/YDI 6gretmeni olarak ise alinmada daha yiiksek sansa sahip oldugunu bulmustur.
Mahboob ve digerleri de (2004) Ingilizce dgretmenlerinin biiyiik bir ¢ogunlugunun
AIOMO’ler oldugunu belirlemis ve AIOO’ler tarafindan iivey evlat gibi davranildikla-
rin1 ifade etmistir. Anadili konusanlarin kabul edilme kosullar ile 6grencilerin dile
maruz kalmalar1 igin gereken ve benimsenmesi gereken model Ortistiigli igin
AIOO’lere bir tercih hakki verilmektedir.
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Ad1 gegecek aragtirmalar anadili Ingilizce olmaya 6gretmen ve dgrenciler tarafin-
dan dile getirilen tereddiitleri dogrulamaktadir. Arva ve Medgyes (2000) “6grettigi dil
anadili olmayan 6gretmenlerin dilbilimsel yeterliklerinin biraz eski kaldigin1 ve ders
kitaplarmnin dilinden ¢ok fazla etkilendigini” belirtmistir (s. 261). AIOMO genellikle
telaffuz, konusma dili sdzciikleri ve argoda sorunlar yasamaktadir. Samimy ve Brutt-
Griffler (1999) basarili Ingilizce gretmenlerinin, anadili olanlar ve anadili olmayanlar
arasindaki yeterlik farkliliklarindan dolayi, kendilerine daha az gilivendiklerini tespit
etmistir. Fotovatian (2010) AIOMO’lerin Ingilizcelerinin ¢ok farkinda olduklarimi ya
da dilbilimsel yeterlikte daha etkili 6grenmeyi sorguladiklarini belirlemistir (Chun,
2014). Ote yandan, AIOO’ler konusma iizerinde vurgu yapabilmekte ve hedef dilin
kiiltiirel bilgilerini gretebilmektedir. Benke ve Medgyes (2005) Ingilizce 6grenen 422
Macar vatandasimi incelemistir. Farkli kurumlardan olan dgrencilere gore AIOO’ler
samimi ve heyecanlandirici, taklit etmek i¢in iyi modeller ve 6grenenleri konusmak
icin cesaretlendirmede yetenekli olarak gorilmiistiir.

Bu yiizden dgrenciler her zaman AIOQO’lerin dzgiin ingilizce dgretebilecegi iize-
rine yorumlar yapmaktadir. AIOMO’lerin ise cesaretleri 6grenciler tarafindan kiril-
makta veya giivenirlikleri sorgulanmaktadir (Thomas, 1999). Mortia (2004) tarafindan
yapilan bir arastirma, anadili Ingilizce olmayan (AIOM) 6grencilerin, Baska Dil Ko-
nusanlara Ingilizce Ogreten Ogretmenler (BDKIOO) (Teachers of English to Speakers
of Other Languages-TESOL) lisansiistii derslerinde stirekli olarak kimliklerini sorgu-
ladiklarini géstermistir. Amag “bu sinifin toplulugunda yeterli ve mesru bir iiye olarak
taninmaktir” (s. 583). Amin (1997) farkli irksal, kiiltiirel ve dilbilimsel ge¢mislerden
gelen, kadim ve erkek yetiskin IDI 6grencilerinden olusan bir sinifta ders vermis veya
vermekte olan bes kadin dgretmen ile goriisme yapmistir. Katilimeilar “yalmizca beyaz
insanlarin anadilinin Ingilizce olabilecegini, sadece anadili konusanlarin gergek ve
diizgiin Kanada Ingilizcesini bildigini ve sadece beyaz insanlarmn ger¢ek Kanadal
oldugunu” belirtmistir (s. 580). Beklendigi gibi &grenciler Ingilizce dersini
AlOO’lerden almayi acik bir sekilde tercih etmektedir (Todd & Punjaporn, 2009).
Buna ragmen Numrich’in (1996) arastirmasi dilbilgisi eksikliginin AIOO’ler i¢in bazi
sorunlar yarattigini belirlemistir. Ornegin Numrich’in arastirmasima katilanlar, DI
Ogrencileri tarafindan yoneltilen sorularla bas edecek kadar donanimli hissetmedikle-
rini ifade etmistir.

Bu ayrim, hangisinin dil 6grenmedeki éneminin arttigina ve kimin goriiniirde In-
gilizceyi 6gretmede kabul goren ya da yetkili kisi olduguna yonelik bir tartisma ya-
ratmaktadir. Ozellikle son on yilda BDKIOO deki dil 6gretmenlerinin mesleki kimlik
aragtirmalarinda, bu konu farkli bakis agilariyla incelenmistir (Miller, 2009; Pavlenko,
2003; Tsui, 2007; Varghese, Morgan, Johnston, & Johnson, 2005). Ad1 gecen arastir-
malar 6gretmenlerin mesleki kimliklerinin mesleki gelisim i¢in 6nemli oldugunu dog-
rulamaktadir. Iki dilli/IDI 6gretmen adaylarmin 6gretmeyi 6grenme siireglerine daha
az dikkat verilmistir (Farrell, 2007; Chiang, 2008). Ge¢mis arastirmalar YDI bagla-
minda kimlik iizerine odaklanmaktadir ve bur arastirma dgretmen kimligi ve mesleki
gelisimdeki boslugu doldurmay1 amaglamaktadir.

Bu aragtirma Norton’un kimlik kuramindaki kimlik gelisimini anlamay1 hedefle-
mektedir (1995, 1997, 2000). Ad1 gegecek arastirmalar kimlik gelisimini sosyokiiltiirel
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bakis agisiyla incelemektedir. Bilissel psikologlarm 6grenmeyi i¢sel psikolojik bir
siire¢ olarak yalnizca bilis ile kavramsallagtirmalarini yaygin hale getirmek oldukca
zordur (Haneda, 2006). Bu arastirmanin 6nemi gelecekteki egitimcilere anlam ifade
etmesinde ve kim olduklarini, onlar1 milkemmel bir egitimci yapan seylerin neler ol-
dugunu analiz edebilmelerindedir (Bullough, 2005). Bir 6gretmenin kimligi ve mesle-
ki gelisimi farkli etkilesim diizeyleri aracilifiyla gelisebilmektedir. Ornegin Darling-
Hammond ve digerleri (2002) 3000 6gretmen adayinin dgretmen yetistirmeye yonelik
algilarmi incelemistir. Aragtirma sonugclari, programdaki farkli etkilesimler yoluyla
ogretmenlerin kendilerini daha hazir hissettiklerini gostermistir.

AIOMO’lere yénelik bu algilamalara ragmen, birgok arastirma ¢ok dilli 6gret-
menlerin giiciine iliskin bulgular elde etmistir. Ellis (2004) ¢ok dilli ve tek dilli 6gret-
menlerin gegmisleri ve IDI hakkindaki inanglar1 arasindaki baglantiy1 arastirmaktadir.
Bu arastirmaya gére, ¢ok dilli 6gretmenler eski bir IDI dgrencisi olarak kendi tecriibe-
lerini sinif iginde bir kaynak olarak kullanirken, tek dilli 6gretmenler hazirlik dersle-
rinde Ogrendikleri tamamlayict ve zenginlestirici bilgilere yonelik deneyimlerinde
eksiklik yasamaktadir. Galindo (1996) Latin 6gretmenlerin Amerika Birlesik Devletle-
rinde kiiltiirel bir azinlik olmalar1 1s181nda rol kimliklerinin nasil tanimladiklarini ince-
lemektedir. Bu arastirmada 6gretmenlerin biyografik tecriibelerinin ve dgretmen rol
kimliklerinin “6gretmenin giincel rol kimligi ile gegmiste dil, kiiltiir ve etnik kokenle
olan tecriibeleri arasinda koprii kuran bir kimlik” oldugu bulunmustur (s. 100).

Ik olarak, Burns ve Richards (2009) kimligin “bireylerin kendilerini nasil gor-
diiklerini ve farkli seylerle rollerini nasil iligkilendirdiklerini yansittigini1” 6ne siirmek-
tedir (s. 5). Bu kurama gore, 6gretmenler “icinde bulunduklar1 ‘diinya’ araciligiyla
kim olduklarin1 ve bu diinyalar i¢inde ve diginda bagkalariyla nasil baglantili oldukla-
rim ‘anlamak’ zorundadir” (Urrieta, 2007, s. 107). ikinci olarak, kimlik biiyiik oranda
dil ve sdylem araciliftyla aktarilmakta ve yapilanmaktadir (Gee, 2008). Ugiinciisii,
sosyokiiltiirel kuramlarin karsi savi bilginin, yalnizca birikmis bilgiyi igermedigi, ya-
sanilan uygulamalari da i¢erdigidir. Ayn1 zamanda 6grenme siire¢leri, insanlara belirli
etkinliklerle iligkili sosyal uygulamalardaki tecriibeler yoluyla yaptiklarinda aktaril-
maktadir (Johnson, 2006). Buna benzer bir sekilde, Bonk ve Cunningham (1998) 6g-
renmenin sosyal olarak yapilandirildigin1 ve digsaridan ice dogru hareket ettigini be-
lirtmektedir. Dordiincii olarak, Wenger’e ait 6grenmenin sosyal kavrami (1998), sos-
yokiiltiirel bakig agisin1 kavrami saglamlastirmak adina genisletmektedir. Bu kavrama
gore 6grenme yalnizca sosyal olarak saglanmamaktadir. Ayn1 zamanda uygulama top-
luluklarinda yer alma siireci olarak da anlasilmalidir.

Yontem

Veri toplama ve ¢oziimsel timevarim siireci (Erickson, 1986) siireci i¢in nitel
aragtirma yontemi (Bogdan ve Biklen, 1982, 2003) kullanilmistir. Ogretmen adaylari-
nin algilarini ve tecriibelerini detayli bir sekilde incelemek i¢in arastirmacilara olanak
saglamasi nedeniyle, bu arastirma igin nitel 6rnek olay/durum ¢aligmasi tercih edilmis-
tir. Katilimeilar 45°i kadin ve 5°i erkek olmak iizere toplam 50 iki dilli/iDI 6gretmen
adaymdan olusmustur. Katilimeilarin secilmesinde iki 6l¢iit bulunmaktadir. 1k 6lgiit-
te, katilimeilar ikinci dil olarak ingilizce veya iki dilli egitim alaninda uzmanlasan bir
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Ogretmen yetistirme lisans programinda kayitl ti¢iincli ve dordiincti simif 6grencileri
olarak belirlenmistir. ikinci 6lgiit olarak katilimcilar su gruplara ayrilnustir: (1) anadili
Ingilizce olan dgretmen adaylari, (2) iki dilli 6gretmen adaylari, (3) anadili Ingilizce
olmayan Ogretmen adaylari. Katilimcilar on alt1 haftalik bir 6gretmen yetistirme dersi
almis ve ders anlatimi, elestirel sinif tartismasi, atdlye calismalari/caligtaylar ve 6z-
yansitma giinliikleri vb. etkinlikler ile ugrasmistir (Orem, 2001).

Bulgular

Verilerin analizi sonucunda egitim programinda iki dilli/IDI 6gretmen adaylar1 ve
bu ortamda akranlar1 arasinda zengin etkilesimler ortaya ¢ikmistir. Kuskusuz bu du-
rum Ogretmeye yonelik siirekli 6grenmenin boliimlerinin ortaya ¢ikmasi igin saglam
ortamlar saglamistir. Elde edilen bulgular asagidaki katkilari sunmustur.

Ik olarak, ders okuma materyallerinin segimi temel bilginin gelistirilmesi igin
cok onemlidir. Katilimcilar okuma materyallerine yonelik elestirel diyaloglar gelistir-
mistir.

Ikinci olarak, ana dili Ingilizce olan ve olmayan iki dilli/IDI 6gretmenler arasin-
daki etkilesim dilbilimsel yeterlikte karsilikli geribildirim saglamaktadir. Sinif iginde-
ki sosyal etkilesim araciligiyla katilimeilar, birbirlerinin bakis agisindan kendi giigleri-
ni kesfetmistir. Bu bulgu Wenger ‘in (1998) 6grenme iizerine tartismasi tarafindan
dogrulanmaktadir. Bunun yaninda hem AIO, hem de AIOM 6gretmen adaylari ileride
Ogretmek igin iyi yetistirilmis olmalar1 gerektiginin ve bir dili konugmak i¢in o tilkenin
vatandas1 olmaya giivenmenin fayda saglamadigmin farkina varmistir. Ote yandan,
AIOMO katilimcilar ikinci dil grenimi deneyimlerinin 6gretme becerilerini engelle-
medigini de fark etmistir. Katilimeilar 6grenme deneyimlerinin, 6gretmede daha du-
yarli olmalarii saglayabilecegini kesfetmistir.

Ugiincii olarak, pasif egitici etkinlik sunumlar1 6gretmen adaylarina kuramsal bil-
gileri 6gretim siirecinde kavramsallastirma olanagini saglamaktadir. Ornegin derste 6n
ek ve son ek kavramlar1 tanitilmistir. Boylece 6grenciler kavram etkilesimli bir etkin-
lik yoluyla sunmak zorunda kalmustir. Etkinlik Ingilizce dgrenenlerin icerik ve dil
gelisiminde dort becerisine odaklama ihtiyact duymustur. Bu katilimcilar ayn1 zaman-
da ders bilgilerini gelecek 6grenmelerine uygulamakta kendilerini daha rahat hisset-
mistir.

Dordiincii olarak, siif i¢i atdlye ¢aligmalari dilbilimsel analiz becerisi i¢in yarar-
lidir. Sinif ici atdlye ¢alismasi, iki dilli/IDI 6gretmen adaylarmin dilbilimsel kavramla-
11 telaffuz etme becerilerini gelistirmek i¢in olusturulmus bir diisiincedir. Katilimcilar
dilbilimsel ¢oziimlemeleri yapmak igin gruplar ve esler halinde galismistir. Ornegin,
katilimcilar bigim-bilimsel/morfolojik agaglar ya da soz-dizimsel/sentaktik agaglar
¢izmistir. Katilimcilar sadece dili nasil konusacaklarini bilmenin yerine, dili analiz
etmede daha yeterli olabileceklerini belirtmistir.

Farkli Boyutlardan Kimlik Gelisimi

Bu aragtirmada 6gretmen adaylar1 on alt1 haftalik egitim programi boyunca, farkl
smif i¢i egitici uygulamalarin bir dil 6gretmeni olmaya yonelik goriislerini nasil sekil-
lendirdigini paylagsmistir. Katilimeilarin kimlikleri mevcut 6gretme ve 6grenme tecrii-
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belerinden de etkilenmistir. Bu 6gretmenler ileride yapacaklart bu meslekle ilgili uy-
gulama, beceri, bilgi, goriis ve degerlere iliskin i¢ gorii kazanmistir. Daha da 6nemlisi,
katilimcilarin kimlik gelisimi onlarin ge¢misleri, 6§renme yasantilari, okuldaki ve
toplumdaki gegmis tecriibelerine kadar dayanmaktadir.

Kiiltiirel Farkindalik ve Duyarlilik

Iki dilli/IDI sinifinda 6gretmenler dersin yanli olmamasini saglamak igin farkl
kiiltiirel sorunlara vurgu yapmak zorundadir. Katilimeilar anadili konusan ve konus-
mayan akranlari ile olan etkilesimlerinin, kiiltiirel farkindalik ve duyarliliga sahip ol-
manin dnemini fark etmelerine yardime1 oldugunu belirtmistir. Iki dilli/iDI 6gretmen-
leri her bir bireyin kiiltlirel gegmisini ve dilbilimsel farkindaligini anlamaya baslamis-
tir.

Kendini Konumlandirma

Bu arastirmada ders egitimi ve etkilesim 6gretmen adaylarinin 6gretmen kimlik-
lerini tekrar gdzden gegirmelerini saglamustir. Iki dilli/IDI gretmen adaylari, iki dilli
bir 6gretmen ya da bir IDI 6gretmeni olabilmek i¢in bir dlgiit olarak hala etnik kimlik-
lerine giivenmektedir. Ancak egitim derslerinin ardindan etnik kimlikleri sekillenmis
ve yeniden konumlandirilmistir.

Katilimeilarin biiyiik bir cogunlugu bir IDI 6gretmeninin niteliklerini onun egiti-
mi ve bilgisinin belirledigini ifade etmistir. Katilimcilar anadilleri Ingilizce olmasa da,
IDI 6gretmeni olmay: basarabileceklerine ve Ingilizceyi 6gretebileceklerine inanmis-
tir. Katilimeilar, egitim siirecinde, kendini konumlandirma ve kendini tanima siirecini
deneyimlemistir.

Tartisma

[k arastirma sorusu kapsaminda, bir dgretmen yetistirme programi, bir yandan
gliclii bir 6gretmen kimligini cesaretlendirirken, bir yandan da dil 6gretmeninin 6greti-
ci stratejilerini gelistirmesine katki saglayacak farkli yontemleri icermelidir. Hem
anadili konusan hem konusmayan katilimcilar gelecegin iki dilli/IDI &gretmenleri
olarak farkli giiclii 6zelliklere sahiptir. Katilimcilar hem dilbilimsel hem de kiiltiirel
olarak farkli zorluklar ile bas etmek zorundadir. Ancak hepsi kendine 6zgii avantajlara
sahiptir ve gelecegin IDI egitimi igin her biri cok kiymetli degerlerdir. Ders okuma
materyalleri, akran etkilesimi, 6zel 6gretim tecriibeleri ve yansitmalarin ardindan elde
edilen bulgular, Norton’un (1997) &nerdigi kuram ile tutarhlik gdstermektedir. Ogret-
men adaylarinin kimlikleri diinya ile olan iligkilerine gore sekillenmektedir.

Ikinci arastirma sorusu igin, iki dilli/IDi 6gretmen adaylari iki dilli/IDI 6 gretmeni
olma siirecindeki hazirliklarini incelemistir. Ornegin &grenciler iki dilli/IDi dgretmeni
olarak kendi niteliklerini incelemistir. Katilimcilar anadili konustuklart igin iki dil-
1i/IDI 6gretmeni olmaya giidiilenmistir; ancak katilimeilar nitelikli iki dilli/IDI &gret-
meni olmak igin farkli agilardan diisiinmeleri gerektigini de gdrmiistiir. Ornegin kati-
limeilar kiiltiirel farkindalik, kiiltiirel yeterlik, anadili konusan ve konusmayan iki
dilli/iDI 6gretmenleri olarak kendi giiclerini gorme gibi farkl kisilik dzellikleri gelis-
tirmistir. Bu aragtirma 6gretmen adaylarinin kiiltiirel gegmisleri ve ana dilleri ne olursa
olsun, bir kez iyi egitim aldiktan sonra Ingilizce 6grenen kisilerle calisabilecegini gos-
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termistir. Bu arastirmada katilimcilar farkli boyutlarla olan etkilesimler yoluyla gele-
cekteki mesleki baglamlari ile yeni bir iliski kurmus gibi gériinmektedir.

Sonug

Verilerden elde edilen kanitlara gore, iki dilli/IDI 6gretmen adaylar1 gelecekte bir
IDI 6gretmeni olarak sahip olacaklari rolleri yapilandirmis, yeniden yapilandirmis ve
bu rollerin farkina varmugtir. Nitelikli iki dilli veya IDI gretmeni yetistirebilmek igin
g6z oniinde bulundurulmasi gereken birgok etken bulunmaktadir. Sosyokiiltiirel bakig
acilarina gore 6grenme diizenleme, etkilesim ve akranlara destek olma yoluyla gergek-
lesmektedir. Ogrenenler kendi 6grenme ortamlarinin aktif yapilandiricilaridir. Akran
etkilesimi ve es-yapilandirma 6grenenleri, gelecegin egitimcileri olarak gelistirmek ve
farkindalik sahibi olmak icin artan olanaklar saglayabilmektedir.

Bunlara ek olarak, bu aragtirmadan elde edilen bulgular 6grenme siirecinin temel
olarak sosyal bir siire¢ oldugunu desteklemektedir. Sosyokiiltiirel bakis a¢is1 da bunu
belirtmektedir. Iki dilli/IDi 6gretmen adaylar1 bir 6gretmen olmaya yénelik algilarm
ifade ederken yeterliklerine, bilgilerine ve simf arkadaslariyla olan iligkilerine odak-
lanmustir. Bu yiizden, 6gretmen adaylarina farkli 6grenme yontemleri saglanmalidir.
Ikincisi, bir 6gretmen adayinin kimligi zamanla degismektedir. Ogretmen adaylart
kendilerini ne bildiklerine gore algilamaktadir fakat sonrasinda kendilerini incelemek-
te ve Ingilizce 6grenenler icin nitelikli bir 6gretmenin ne gibi 6zelliklere sahip olmasi
gerektigini anlamaya ¢aligmaktadir.
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