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Abstract 

 

Teacher identity has long been an area of interest in the field of EFL teaching. While 

teacher identity has been widely investigated in a variety of contexts, few empirical 

studies have been conducted in Indonesia. This study aimed to gain a deeper 

understanding of the aspects that influenced the identity construction of EFL Acehnese 

teachers in Indonesia and to describe how the teachers’ identities contributed to their 

agency.  

To achieve the research aims, data were collected from six Acehnese EFL teachers in 

three different regions in Aceh. The data were gathered over a period of nine months 

using in-depth interviews, classroom observations, and observations outside the 

classroom. Thematic analysis was the method of data analysis used. Figured world and 

complexity theories were applied as theoretical frameworks in interpreting the data. 

Metaphors were used to illustrate the aspects that influenced the teachers’ identity 

formations. 

The study revealed that three aspects influenced the teachers’ identity construction: 

teachers’ beliefs, career stages, and interactions. Concerning the influence of the 

teachers’ beliefs on their identity formation, their religious beliefs showed the most 

compelling result. Furthermore, the teachers’ career stages, which included 

exploration, establishment, and maintenance, also impacted on their identities. 

Likewise, the teachers’ interactions with their students, colleagues, and management 

influenced how the teachers constructed meaning about themselves and their 

professions. Meanwhile, the teachers’ identities contributed to their agency, which the 

teachers demonstrated by using multilingual instructions in their teaching, investing in 

their work, developing their self-efficacy, and exercising professional autonomy. 

This study makes three original contributions to the field of teacher identity.  First, it 

resulted in a developed model capturing two sides of identity; namely, it acknowledged 

collaboration of both Western and indigenous knowledge in understanding teacher 

identities. Second, being informed by figured world theory, the study revealed the 

importance of individual, social, historical, and metaphysical spheres in constructing 

teacher identities. Third, the study coined the concept of vertical and horizontal 



 

xv 

 

nestedness with the support of complexity theory in the study of teacher identity. These 

results will be discussed, implications will be given for the teaching/learning context, 

and suggestions will be made for future research.



 

1 

 

Chapter 1. Introduction 

 

1.1 Introduction 

This study is an exploration of the identities of EFL teachers in Aceh province, 

Indonesia. The investigation also concerns how these teachers’ identities contributed 

to their agency. This chapter first presents the background of the study in two sub-

sections. The first outlines my personal motivation to conduct this research, and the 

second presents the research problems. The chapter next illustrates the research aims 

and research questions of this study. The chapter concludes with an overview of the 

structure of the thesis. 

1.2 Background of Study 

The significance of teacher identities remains a subject of substantial discussion in 

educational research from diverse viewpoints. Beijaard, Meijer, and Verloop (2004) 

argue that teacher identities contribute to teachers’ way of teaching, professional 

development, and attitude towards educational changes. Similarly, Voinea and Pălăşan 

(2014) consider identity to be “the nucleus of pedagogic awareness and of educational 

professionalism” (p. 363). Furthermore, Danielewicz (2001) claims that identity is 

critical to teachers’ success, arguing that “what makes a good teacher is not 

methodology, or even ideology. It requires engagement with identity, the way 

individuals conceive of themselves, that teaching is a state of being, not merely ways 

of acting or behaving” (p. 3). In short, teacher identity affects how teachers understand 

themselves, their teaching practice, and their roles as educators, all of which 

contributes to the teachers’ development. 

As an Indonesian researcher in the field of education, I have recognised an urgent need 

to explore in more detail the teacher as an individual through the lens of teacher 

identity. Scholars have argued that identity is a tool used by individuals to learn more 

about who they are (Ashforth & Schinoff, 2016; Danielewicz, 2001; Olsen, 2008; 

Taylor, 1991). This argument implies that understanding teachers as individuals may 

be best accomplished through exploring teachers’ identities. For example, Olsen 

(2008) highlights that teacher identity could be used as a research frame since identity 

could capture the wholeness of teachers in various contexts as teachers reshape their 



 

2 

 

own understanding of who they are in light of their relations with others, workplace 

conditions, professional objectives, and cultures of teaching. 

Studies of teacher identity, specifically ELT teacher identity in the Indonesian context, 

are urgently needed in part because of the country’s low education quality. Several 

studies have shown that ELT in Indonesia has not yet succeeded. Indonesian students 

have low English proficiency even after having studied English for six years in 

secondary schools. Identifying the nature of the ELT problem in Indonesia is 

challenging; the contributing factors include big-size class, low English proficiency 

among teachers, low teacher salary, and insufficient teacher education on how to teach 

new curriculum (see Larson, 2014; Lengkanawati, 2005; Kirkpatrick, 2007; Lie, 2007; 

Marcellino, 2008; Mistar, 2005; Octaviyani, 2017). Overall, the studies in the 

Indonesian context have generally agreed that teachers are a key factor in the low 

quality of ELT in Indonesia. Students’ low English proficiency is deriving from low 

quality of teaching (Dardjowidjojo, 2000; Marcellino, 2008).  

Teachers are important actors in the education system. As Palmer (1998) asserts 

“reform will never be achieved by renewing appropriations, restructuring schools, 

rewriting curricula, and revising texts if we continue to demean and dishearten the 

human resource called the teacher on whom so much depends” (p. 4). Hattie (2009) 

also emphasises the power of teachers in determining students’ success: “… teachers 

are among the most powerful influences in learning” (p. 238). Several studies have 

found that quality of teacher determines students’ performance (Darling-Hammond, 

2000; Mendro, 1998; Nye, Konstantopoulus, & Hedges, 2004; Stronge, Ward, & 

Grant, 2007). In summary, teachers are crucial in the educational discourse and 

demand special attention. Exploring teacher identity through research is one example 

of how to give due attention to teachers. To address the issues of teacher identity in 

Indonesia, the present study explored the identities of Acehnese EFL teachers who 

worked at secondary schools in Aceh province.  

Concerning its definition, teacher identity is conceptualised variously in the literature, 

which is discussed further in Chapter 3. To some extent, scholars have agreed that 

teacher identity is complex, unfixed, negotiated, multifaceted, co-constructed, ongoing 

and dynamic (Cohen, 2008; Edwards & Burns, 2016; Sachs, 2001). Teacher identity 

is also considered to be influenced by a range of factors, including emotion and job 
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and life experiences in a specific context (Beauchamp & Thomas, 2009). Lee (2013) 

defines teacher identity as “the ways in which teachers use language to talk about 

themselves, their roles, and their roles as teachers … as well as how they position 

themselves within the social, political, and historical contexts of their work” (p. 332). 

These definitions suggest that teacher identity construction involves both internal and 

external factors related to a teacher and that teacher identity is shaped and reshaped 

across time and space. 

Since the concept of teacher identity is closely related to teacher agency, the notion of 

agency has also been included in the focus of this study in order to understand how the 

EFL teachers’ identities contributed to their agency. Agency is also defined variously 

by scholars. Generally speaking, agency is defined as “the socioculturally mediated 

capacity to act” (Ahearn, 2001, p. 112). Eteläpelto, Vähäsantanen, and Hökkä (2015) 

see agency as the ability to influence, to take a stance, and to make a choice towards 

one’s work or identity. Agency is believed to be the aspect that influences teacher 

identity because teachers are active agents in the process of identity construction 

(Beijaard et al., 2004; Coldron & Smith, 1999). Furthermore, Buchanan (2015) argues 

that, to some extent, agency is teachers’ performance of identity and can potentially 

shift identities; Edwards (2015) defines this relationship as the intertwining of identity 

and agency. Additionally, Beauchamp and Thomas (2009) emphasise that it is crucial 

to include the notion of teacher agency if a researcher wants to gain a more complete 

picture of teacher identity. 

This section has briefly outlined the urgent need for the current study on teacher 

identities. the following sections of this chapter discuss in more detail my personal 

motivation to conduct this study, the statement of problems, and the aims of this study.  

1.2.1 Personal Motivation for Research 

My identity as an English teacher at a university in Aceh was critical to initiating this 

qualitative study. Holland, Lachicotte, Skinner, and Cain (1998) propose the concept 

of ‘history-in-person’, which refers to “sediment from past experiences upon which 

one improvises, using the cultural resources available, in response to the subject 

positions afforded to one in the present” (p. 46). My history-in-person, in particular 

my journey while becoming a teacher at a university, was a central inspiration for this 



 

4 

 

study. My personal motivation to conduct this study started after I experienced identity 

changes by pursuing a Master’s degree in TESOL in Australia.  

I started my teaching career by earning a bachelor’s degree in English Education. I 

began working as a part-time teacher at a private English school when I was in the 

third year of my studies. This English school’s programmes were designed for people 

who were planning to earn a Master’s degree overseas. Some of my teacher colleagues 

at this school finished their Master’s degrees overseas. Interacting with my students 

and colleagues motivated me to pursue my Master’s degree abroad. However, I then 

experienced identity changes. As I observed my friends who were becoming civil 

servants, particularly as administrative staff in government offices, I came to believe 

that joining the administrative profession would give me a more secure position. On 

gaining official status as a civil servant, I would be paid by the government every 

month. After all, taking the civil servant's test for teacher recruitment would be a time-

consuming, demanding, and competitive process, especially as there were not many 

vacancies available. I then shifted my professional direction from teaching to 

administration and buried my dream of pursuing a Master’s degree abroad. 

I became an administrator with civil servant status at the university where I earned my 

bachelor’s degree. Ultimately, though, I learned that administrative work did not suit 

me, and I began to miss the teaching profession. It was not an easy process to become 

a teacher at school due to my status as a civil servant at a university. I learned that 

some administrators at the university could propose themselves as lecturers there after 

they held Master’s degrees. Therefore, I negotiated with myself, deciding to continue 

on to my Master’s degree after all, as that could make me stand out. I felt that pursuing 

a Master’s degree would be the ticket to shifting my profession back to teaching, 

because I assumed that an overseas Master’s graduate would be considered 

exceptional. Through a long negotiation process with the management at my 

university, I finally gained permission to leave my work temporarily for the sake of 

pursuing a Master’s programme in TESOL in Australia. 

As I predicted, after I returned to my work, my Master’s degree reshaped my identity. 

In my office, I was considered a competent employee who held a Master’s degree in 

TESOL earned in a native English-speaking country and who therefore deserved to be 

a lecturer. Shortly after, I went from being an administrator to being a lecturer. I was 
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proud of what I had achieved, and I was satisfied with my new job as a lecturer. I felt 

I had broader insights into English teaching. However, sometimes I still lacked 

confidence and was not sure about my own competence even though I was considered 

an exceptional lecturer due to my status as an overseas graduate. 

I brought all of the historical viewpoints above to my present when I initiated this 

study. Holland et al. (1998) describe these historical viewpoints as “an untidy 

compilation of perspectives” (p. 46). Reflecting on my personal historical 

perspectives, I can confirm that a Master’s degree is capable of influencing an EFL 

teacher’s identity construction in Aceh. In my case, I worked in a university where 

holding a Master’s degree was obligatory for a lecturer. Personally, I was curious about 

the experiences of other Acehnese EFL teachers with Master’s degrees who worked at 

secondary schools; these teachers are not typically required to hold Master’s degrees. 

How were their identities constructed after they earned their Master’s degrees? This 

personal interest was a large part of what led me to conduct this research. Furthermore, 

I also reflected on my other experiences, such as when I left the teaching profession to 

work as an administrator with civil servant status, I returned to the teaching profession 

later. I reconstructed my identity in line with my renewed belief that teaching was the 

most suitable job for me. Based on these experiences, I could say that my identity 

construction was complex and not linear. This complexity further led me to wonder 

what other EFL Acehnese teachers believed about themselves as teachers and what 

career stages they had experienced, all of which is also part of understanding the 

complexity of their identity construction.  

Likewise, in order to attend a Master’s programme and return to the teaching 

profession, I had to negotiate with the management team at the university where I 

worked. Based on this negotiation experience, I found that interaction was another 

crucial aspect of my identity formation. Successfully convincing the university’s 

management team to allow me to leave my job temporarily and earned a Master’s 

degree overseas led me to define myself as a confidant person. In turn, this experience 

piqued my interest in the aspect of interaction, which I also included in the current 

study in order to explore whether the EFL Acehnese teachers’ interactions in their 

working communities could influence their identities. Additionally, through my own 

identity construction, I realised that I was not satisfied with my profession as a 
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university’s administrator. As a result, I exerted my agency to pursue my Master’s 

degree and thereafter to return to the teaching profession. This experience made me 

believe that my identity could contribute to my agency. Therefore, I included in this 

study as well an investigation of how the Acehnese EFL teachers’ identities 

contributed to their agency. 

1.2.2 Research Problems 

Palmer (1998) argues that the concept of teacher identity can be best understood by 

adopting a holistic perspective that considers many aspects of teachers at once. The 

aspects include intellectual, emotional, and spiritual aspects. Palmer emphasises that 

this holistic perspective of teacher identity could create a ‘wholeness’; this wholeness 

entails, for the individual, “becoming more real by acknowledging the whole who I 

am” (p. 13). Palmer’s recommendation of adopting a holistic perspective inspired me 

to expand the understanding of EFL teacher identities through this study by looking at 

several aspects at once. Indeed, I believed that to view the wholeness of teachers’ 

identities, focussing on only a single aspect related to the teachers would be 

insufficient. Other aspects need to be included. Therefore, the study reported in this 

dissertation aimed to look at teacher identity through several lenses including 

professional, historical, spiritual, and sociocultural perspectives as well as in terms of 

its relation to teacher agency.  

Concerning the Indonesian context, the government’s educational policy has launched 

Law No.14/2005 related to teachers and lecturers’ professionalism with the aim of 

improving the quality of teachers. According to this law, teachers have officially 

gained a respected status as professionals. Before the declaration of this law, teachers’ 

professionalism was largely ignored by the government (see Sections 2.4.3 and 2.5). 

However, Afrianto (2015) asserts that, despite the law declaring that the intention of 

the government is to improve the quality of the teachers, the government has focussed 

more on tangible issues during the implementation stage, such as changing curricula 

and dealing with teaching approaches. This focus may have driven educational 

researchers in Indonesia, in turn, to investigate curriculum implementation, 

methodology improvement, and material development rather than teacher identity. The 

limited research on teacher identity constitutes a research gap in the Indonesian 
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educational research. This study aims to address this important gap by focussing on 

exploring teacher identity in the Indonesian context. 

Furthermore, the literature review (see Section 3.3.2) indicates that no teacher identity 

studies thus far have focussed on how EFL teachers with Master’s degrees constructed 

their identities after they started working at secondary schools. This study thus also 

makes an original contribution to the teacher identity literature by purposively 

selecting participant teachers with the aforementioned criteria. In the Indonesian 

context in particular, investigation into this topic is crucial since Master’s degrees are 

not a requirement for these teachers. Anecdotal evidence from one of the Indonesian 

provinces, Aceh, showed that several EFL teachers held Master’s degrees. One of the 

points stated in Law No.14/2005 related to teachers and lecturers’ professionalism is 

that teachers should hold a four-year bachelor’s degree; the bachelor’s degree is a 

professional requirement to teach at primary and secondary schools (Chang et al., 

2014). The law thus means that teachers are not required to hold degrees higher than a 

bachelor’s degree to be regarded as ‘professional’; holding a Master’s degree may not 

even necessarily offer a significant advantage for teachers in terms of career prospects 

or working conditions. Therefore, the current study explored how the teachers defined 

their identities considering the teachers’ status as teachers holding a degree beyond 

what is required by the law. It is, however, not within the scope of this study to discuss 

specifically the influence of Master’s degrees on the teachers’ identity development. 

Instead, the teachers’ Master’s degrees were considered to be part of their exceptional 

career pathway along with other factors that contributed to their identity construction. 

Concerning the context of the study, although some studies have been conducted 

across Indonesia related to EFL teacher identity (see Section 3.3.2), the Indonesian 

context is diverse. Each region has its own specifications. Therefore, this study 

explored a specific context that seemed to be largely unexplored, namely Aceh 

province, which is located in Sumatra Island (see Chapter 2). Aceh is the only province 

in Indonesia that has gained autonomy from the Indonesian government to regulate 

itself according to Islamic law. The lives of the Acehnese are closely related to Islamic 

values, including in the education sector. Thus, it is worthwhile to investigate the 

identities of the EFL teachers in this Islamic province to address another gap in teacher 

identity studies, which are dominated mostly by Western studies. one new concept 
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revealed in this study concerns the strong influence of Islamic values on the EFL 

teachers’ living and teaching context and, in turn, on their identity construction.  

Holland et al.’s (1998) ‘Figured World’ theory is also used as the analytical framework 

for this study since the theory concentrates on the concepts of identity and agency. The 

conclusions are ultimately presented via an analysis model that uses the metaphor of a 

traditional Acehnese house from the far Eastern world. This new model refreshes the 

teacher identity literature, promoting the incorporating of indigenous knowledge to 

enrich our understanding of teacher identities. Additionally, ‘complexity theory’ with 

its concept of nestedness is another analytical framework which offers new 

perspectives to the study of EFL teacher identities. Through the use of metaphor, this 

study thus introduces the notion of indigenous knowledge in the Acehnese context to 

the concept of teacher identity, ultimately drawing a model with ‘two sides of identity’ 

(Holliday, Kullman, & Hyde, 2017). The result is a new holistic teacher identity model 

in which indigenous and Western knowledge collaborate. 

1.3 Research Aims 

This study intends to make a significant contribution to the identity literature as it 

expands the discussion on EFL teacher identity construction. The overall aims of this 

exploratory study are as follows: 

• To gain a deeper understanding of the aspects that influenced the identity 

construction of the Acehnese EFL teachers. 

• To illustrate the contributions of the teachers’ identities to their agency. 

Specifically, I seek to answer the following research questions: 

RQ1. How are the identities of Acehnese secondary school English teachers 

formed? 

RQ2. In what ways does this identity formation contribute to the agency of the 

teachers? 

To obtain findings that can answer these questions, in the data collection process, this 

study employed a series of in-depth interviews, classroom observations, and 

observations outside the classroom, adopting an ethnographically informed method. 

These instruments supported the exploration of the teachers’ identity holistically since 
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they revealed various findings that were derived not only from within the teachers’ 

classrooms but also from outside the classroom (see Chapter 4 for more detail). 

1.4 Organisation of the Thesis 

This doctoral thesis is organised into seven chapters. Following this introductory 

chapter, Chapter 2 provides a detailed description of the context of this study. The 

description overviews Indonesia in general and Aceh in particular, including the 

education system, ELT, and teachers’ work in Indonesia. Chapter 3 presents the 

literature review and conceptual framework that underpin this study on teacher 

identity. Chapter 4 outlines the research methodology, including the research 

paradigm, research design, data collection procedures, data analysis strategies, and 

research trustworthiness. Chapter 5 reports on the research findings and analysis, while 

Chapter 6 presents further discussions of the central findings to address the research 

questions. Lastly, Chapter 7 sums up the results of the research, outlines the 

contribution of the study to the literature, and highlights the implications of the 

research. 
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Chapter 2. The Study Context 

 

2.1 Introduction 

This chapter describes the context in which this research was conducted. Section 2.2 

presents an overview of Indonesia; Section 2.3 discusses the Indonesian school system. 

Section 2.4 provides an overview of Indonesian teachers’ lives; Section 2.5 details the 

Indonesian teacher certification programme; Section 2.6 discusses English language 

teaching in Indonesia; and Section 2.7 presents this study in the context of the 

Acehnese. 

2.2 Overview of Indonesia  

Located in Southeast Asia, Indonesia lies between the Asian and Australian continents 

and is surrounded by the Indian and Pacific Oceans (see Figure 1). This archipelagic 

country has 13,466 islands within 34 provinces, including Aceh, which is the context 

of this study (BPS, 2018). Indonesia is the fourth most populous nation in the world 

and has a diverse population of more than 300 ethnic groups (WorldBank, 2019). It is 

estimated that in 2019 the population reached 270.63 million people. The largest ethnic 

group is Javanese, which makes up over 40% of the population (World Population 

Review, 2019). Indonesia comprises the largest Islamic population in the world, with 

a total of 230 million Muslims (British Council, 2018). Java island, where the capital 

city, Jakarta, is located, is the most densely populated island in Indonesia: 

approximately 56.7% of Indonesian citizens live on this island (World Population 

Review, 2019). 
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Figure 1: Map of Indonesia (Source: Karinov, 2020) 

Across the country, Indonesian ethnic groups speak different regional languages. 

Mistar (2011) claims that Indonesia has a complex linguistic context because 

Indonesian communities use over 400 regional vernacular languages with thousands 

of dialectal varieties as their first languages. A lingua franca is used to connect these 

different language speakers. Lowenberg (1983) writes that Malay was used as a lingua 

franca for inter-land trade with Indonesia’s neighbouring countries for more than 1,000 

years. In 1928, to oppose Dutch colonialisation, Indonesian nationalists declared 

Malay as ‘the Indonesian language’. Since the independence proclamation in 1945, the 

Indonesian language has been the official national language. Under this language 

policy, the Indonesian language is used for national unity, including the language of 

instruction in education. 

2.3 Overview of School Education System in Indonesia 

The Indonesian school education system consists of four levels, namely pre-school 

education, primary education, secondary education, and tertiary education. From the 

ages of four to six, children study at pre-school institutions. Students then attend 

primary school for six years, followed by secondary school for six years. Secondary 

school is separated into two different levels of education, namely junior and senior 

high schools, each of which has a three-year period of study. Students can continue 

their degrees at universities as part of their tertiary education. 

Since 1994, the Indonesian government has had a nine-year compulsory education 

policy for all children in Indonesia. According to this policy, students can attend public 
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school free of charge. Elementary school lasts for six years, and junior secondary 

school lasts for three years (Nuffic, 2017; Dilas, Mackie, Huang, & Trines, 2019). 

There also exists a government plan to extend compulsory education to 12 years from 

elementary to senior secondary school. However, due to high cost and other deterrent 

issues, the plan is yet to be implemented (Al-Samarrai & Cerdan-Infantes, 2013). 

In terms of nationwide curriculum, each level of school offers its own specifications. 

In elementary school, students are taught fundamental subjects such as mathematics, 

science, social science, the Indonesian language, national civic education, religious 

education, physical education, and the arts. The Indonesian government revised the 

curriculum in 2013 by introducing ‘Kurikulum 2013’. The new curriculum affirmed 

the importance of character and creative thinking development. Some subjects such as 

English and information technology were excluded from the curriculum (Dilas et al., 

2019). This exclusion affected the professional status and practice of elementary 

school English teachers since they could no longer teach English at school. These 

teachers had to choose to stay at their elementary school or move to a secondary 

school. If they stayed, the teachers had to take another teaching programme in courses 

on elementary school subjects; if they moved to a secondary school, they had to adapt 

to a new teaching environment, including students’ backgrounds and a new curriculum 

(Maili, 2018). 

Dilas et al. (2019) assert that the junior high school curriculum, in the same way as the 

elementary school curriculum, also offers mathematics, science, social science, the 

Indonesian language, national civic education, religious education, physical education, 

and the arts. However, the junior high school curriculum divides science into different 

subjects, such as physics and biology. There are also additional subjects, such as world 

history and English. Students' graduation from junior high school is mostly measured 

by multiple-choice external National Examinations (Ujian Nasional) at the end of the 

school year. However, Ujian Nasional is not the only benchmark currently used to 

assess student performance for graduation. Continual assessment and school-based 

examinations are also used (Dilas et al., 2019). As suggested in the Findings chapter 

of the present study, national examinations have forced teachers to teach for test and 

pushed students to memorise language grammar, one of the items tested during 

examinations. 
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At a senior high school level, students have to pay tuition fees because it is no longer 

part of the compulsory education programme. On the senior high school curriculum, 

students are directed to select specific majors during their studies, including ‘language’ 

(which focusses on Indonesian, English, and other foreign languages), ‘sciences’ 

(which focusses on biology, chemistry, and physics), and ‘social sciences’ (which 

focusses on sociology, economics, and geography). Since the implementation of the 

2013 Curriculum, students have been also allowed to take cross-major elective subjects 

based on their own interests. Although the curriculum content reduces the 

memorisation and examination-oriented learning, the students still have to attend their 

final year UAN examination, which tests them on English, mathematics, the 

Indonesian language, and one student’s specialisation subject (Dilas et al., 2019). The 

English section tests students on grammar, reading, and listening. Based on the present 

study's classroom observations, the participant teachers focussed on these items when 

teaching. 

2.4 Overview of Teachers’ Lives in Indonesia 

Although teaching is considered a noble profession in Indonesia, a UNESCO analysis 

classified Indonesian teachers as 'overworked and underpaid' (Nilan, 2003). A limited 

government budget is arguably the reason for this low salary. Due to low pay, the status 

of the teaching profession has been compromised. Indonesian teachers commonly have 

part-time jobs as motorcycle drivers, tricycle (becak) drivers, and street vendors to 

earn an extra income to support their lives. Unfortunately, these part-time jobs also 

lead teachers to ignore their teaching duties (Jalal et al., 2009). This condition might 

negatively affect teaching quality. For example, a study assessing the national teacher 

competence in Indonesia shows that, out of 1,455,507 elementary school teachers, only 

51% fulfilled the national teaching standards (Ramdhani, Ancok, Swasono, & 

Suryanto, 2012).  

Concerning teacher employment status, teachers are generally recruited and employed 

by the Indonesian government. This status as civil servants makes teachers dependent 

on the government, meaning that they work under government control (Zulfikar, 

2009). Bjork (2005) states that, in his observations of official teacher meetings in 

Indonesia, teacher performance was determined by their loyalty to civil servant 

regulation rather than their teaching quality. Commonly, teachers’ performance is 
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evaluated based on their administrative achievements, including progress in following 

the curriculum's schedules or loyalty in managerial regulations, such as preparing 

examinations, attending flag ceremonies, and attending other official meetings. These 

regulations have left less room for teachers to concentrate on teaching performance 

and other professional activities. 

In terms of teachers’ presence at school, Bjork (2005) found that most teachers were 

not always available at schools during school time; they arrived just minutes before 

their classes started. After these teachers had finished teaching, most preferred chatting 

with their colleagues over checking students’ work. Bjork also found that it was 

unusual to see teachers were ready to help their students with academic issues after 

teaching hours. Bjork added that it was common to see that teachers blamed their 

students when they failed academically. The teachers had no obligation to present or 

discuss the students' failures in school official meetings. 

Furthermore, teachers have varying workloads across the country. The teaching 

workload is significantly affected by the numbers of teachers available in a region. A 

study by the World Bank in 2005 found data for teacher distribution in three different 

geographical areas in Indonesia: urban; rural; and remote. In urban areas, which had 

sufficient teachers, teachers taught an average of 23 hours per week. Teachers in rural 

areas had slightly greater weekly teaching workloads at an average of 24 teaching 

hours. Teachers in remote areas had significant workloads due to teacher shortages, 

teaching approximately 29 hours a week (Jalal et al., 2009). 

A study conducted by Hamidi, Endang, and Chiar (2015) found that, despite the 

challenges, the participant teachers kept working in remote schools without any 

intention to quit or move. The study was conducted in Belimbing Hulu, Melawi, West 

Kalimantan, where teachers travelled 75 kilometres daily, approximately two hours, 

by land or river means of transport to reach school. These teachers were not motivated 

to teach by their salary, which was low, instead being motivated by the belief that 

teaching was a noble job. These teachers believed that they had a responsibility to 

teach children in remote areas and felt satisfied working there because they could gain 

respect from local people and easily build good relationships with their colleagues and 

school management.  
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Historically, the teaching profession has evolved over time. Between Indonesian 

independence in 1945 and present day, this country's education system has changed 

several times. The educational changes followed the country’s socio-political changes. 

The following sections describe three historical Indonesian periods since 

independence that have affected the education system: Old Order Era, New Older Era, 

and Reform Era. These sections will show that the status and role of Indonesian 

teachers have been under government control since the country was established. It can 

therefore be concluded that, to some extent, government policy can influence teachers' 

identities, since the government is not separable from their working contexts. 

2.4.1 Old Order Era (1945-1965) 

Sukarno, who proclaimed the Republic of Indonesia's independence on August 17th, 

1945, ruled the country from 1945 to 1965. Sukarno’s era of leadership was known as 

‘Order Lama’ (The Old Order Era). Early in this era, some parts of Indonesia were 

still under the control the Dutch ex-colonials, resulting in a colonial education system. 

In other parts of the country, where the Indonesian government had full control over 

its people, the education system was voluntary. Anyone who could read and write was 

welcomed to teach at schools (Sumintono, 2006). In 1950, the first national 

educational law was established by the Indonesian government. Regulations included 

using the Indonesian language as the language of instruction. Due to a political crisis, 

in 1959, President Sukarno declared a political manifesto that called for ‘retooling’ 

national institutions to bring them in line with government policy. This retooling 

impacted civil servants, including teachers, moving educational objectives towards 

serving ongoing political needs and limiting free thought (Lee, 1995; Sumintono, 

2006).  

2.4.2 New Order Era (1966-1998) 

The next historical period of change was the New Order Era. This period, led by the 

second president, Soeharto, began in 1966 and ended in 1998. One of this era’s central 

government policies fostered the development of the Indonesian people. Education 

boosted the development of human resources. The government mandated six-year 

compulsory basic education in 1984, extending it to nine years in 1994. Since the 

1970s, 10,000 primary schools had been built across almost all rural areas of the 
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country. Since 1990, the quality, access, and role of education had been enhanced to 

support the country’s economic growth (Suratno, 2014). 

Because of this human resource development policy in the field of education, the 

government became interested in teachers’ performance and implemented a periodic 

inspection programme to evaluate them. School supervisors judged teachers based on 

their administrative completion and classroom teaching performance, assessing them 

based on a presentation, use of the Indonesian language, clarity of blackboard writing, 

and even the tidiness of their clothes. The teachers would also be assessed based on 

their ability to design lessons, teaching methods and aids, and evaluation techniques 

(Leigh, 1999). Time management was also a component of the supervisors’ 

assessments. This evaluation format tended to ignore the openness or a more 

comprehensive exploration during the teaching and learning processes. This rigid 

assessment format was used because of the limited number of supervisors and high 

number of teachers to be inspected. This fixed structure made it more comfortable and 

efficient for supervisors to assess teacher performance (Leigh, 1999). 

This fixed-format evaluation has not changed significantly through the present. Based 

on Mahmud’s (2015) example of supervisor’s formats, teaching is still evaluated based 

on some fixed categories, such as opening instruction (preparing teaching materials, 

teachers’ performance), main teaching activities (involving students in teaching-

learning, using various teaching materials), and closing instruction (making a 

conclusion, explaining plans for the next meeting). Each item is evaluated on a scale 

of 1 to 4. Therefore, the current format of teacher evaluation still follows the system 

established in the New Order Era. This may influence teachers’ identities in relation 

to lack of teaching autonomy. The current study data show that the participating 

teachers thought that they had a lack of freedom while they worked and considered 

themselves the government's workers that followed all government regulations. 

2.4.3 Reform Era (1998-present) 

After a severe economic crisis in Indonesia in 1998, Soeharto was forced to resign, 

marking the end of the New Era and start of the Reform Era. An important law that 

reformulated the roles and position of teachers was issued during this era and is still 

used today, namely Undang-Undang Guru dan Dosen 14/2005 (Teacher and Lecturer 
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Law No. 14 the Year 2005). The law (UUGD) includes a number of reforms, 

including: 

• A core principle that considers teaching a “profession”. Teachers who fulfill 

certain established academic qualifications and demonstrate essential 

pedagogical, personal, social, and professional competencies must be 

considered “professional” and therefore worthy of a professional allowance 

equal to their based salaries; 

• A rule that requires all teachers to meet a minimum standard of a four-year 

degree (Bachelor’s degree) before being certified; 

• Reforms to pre-service teacher educational institutions; 

• Requiring of a mandatory 24 period-hour (18 hours) weekly workload to gain 

and maintain certification; 

• A “special” area allowance to be paid to teachers in defined areas (such as in 

remote and border regions); 

• Improvements in in-school induction, mentoring, and probation processes; 

• A more systematic programme for continuing professional development; and 

• A more systematic, merit-based appointment of principals and supervisors 

based on mastery of the four core competencies (pedagogic, personal, social, 

and professional) for educators 

• Adopted from Chang et al., 2014, pp. 26-27). 

Teachers, who had the status mechanics or technicians in the past, were now 

considered professional educators through this law. With this new attribute, teachers 

have been expected to play professional roles as learning agents able to help the 

government succeed in implementing national education objectives (Rahman, 2016).  

Another significant policy that the Indonesian government implemented in the Reform 

Era was to decentralising educational authority from the central government to 

regional governments (Chang et al., 2014). This decentralisation process affected the 

teaching profession as a component of the government system.  The policy has allowed 

local governments to autonomously apply regulations pertaining to teacher 

employment. Accordingly, teachers' statuses have been categorised into three groups: 

civil servant; contract-based; and school-hired. 

To obtain permanent status as civil servants, teachers must take civil servant enrolment 

tests designed by the central government and run by provincial governments. Teacher 
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recruitment focusses more on administrative compliance than on teaching skills or 

regional needs.  

The evaluation of administrative competencies in teacher enrolment tests are similar 

to that of other professions in Indonesia. For instance, civil servant applicants for the 

teaching and prison guard professions have to take similar examinations covering 

civics, psychology, and general knowledge (Huang, Revina, Fillaili, & Akhmadi, 

2020). The candidates with the highest scores will pass the tests. As civil servants, 

teachers are granted a monthly salary, local incentives, and an additional monthly 

certification salary that can be as high as their basic monthly salary. Teachers also 

obtain benefits for their spouses and children. Moreover, teachers also receive a 

retirement allowance and pension.  

On the other hand, contract-based teachers do not need to take national tests as civil 

servant teachers; rather, they are informally recruited by schools. Their contracts are 

extended annually as long as schools still need their help. They are paid with meagre 

salaries from the schools budget.  In the current study, all participating teachers except 

Maryam passed the civil servant tests and become civil servant teachers. Maryam was 

a contract-based teacher. Unsatisfied with this status, she planned to take the civil 

servant test again when there was recruitment. 

The following table presents Indonesian teacher categories further detail. 
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Table 1. The Categories of Teachers in Indonesia 

School 

Categories 

Hired by Paid by Key Characteristics 

Civil Servant Teacher 

Public schools Local 

government 

Central 

government 

Hiring quota set centrally but 

selected locally 

A small number of teachers 

assigned to private schools 

Professional allowance, special 

incentives 

Private schools Local 

government 

Central 

government 

   

Contract Teacher 

Public schools Central 

government 

Central 

government 

Salary generally 50% less that of 

civil servant teachers 

Possibility of becoming civil 

servant teachers 

Entitled to functional and 

professional allowances paid by the 

central government 

Private schools Local 

government 

Local 

government 

School-Hired Teacher 

Public schools Schools Schools, 

central 

government 

Low salary/honorium (10-30% of 

civil servant teachers) 

Entitled to functional and 

professional allowances paid by the 

central government 

Private schools Schools School, 

central 

government 

(Adapted from Rahman, 2016, p. 37) 

In terms of socioeconomic status, the three types of teachers are seen differently by 

society. Civil servant teachers have the most prestigious status with settled lives, while 

the two other types of teachers struggle for a permanent position and financial support. 

The present study does not set specific criteria regarding teacher status when selecting 

participants. All types of teachers were eligible to participate since variety could enrich 
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the study’s findings. The current study selected five civil servant teachers and one 

contract-based teacher. 

2.5 Certification as a Component of Teachers’ Professional Reform 

Law No. 14/2005 for teachers and lecturers is intended to legally support the teaching 

profession in Indonesia. The status of Indonesian teachers was neglected by the 

government in the past, but this law has resulted in raising the professional status of 

the teaching profession to that of other well-established professions, such as doctors, 

accountants, and lawyers. The law mandates that teachers be professional. Officially, 

teacher professionalism can be obtained through a certification programme introduced 

by the Indonesian government in 2006 (Afrianto, 2015; Afrianto, 2007).  

However, this increase in professional status seems to only be related to teachers’ 

qualification requirements, not financial compensation. This claim is supported by the 

fact that Indonesian teachers still have part-time jobs as motorcycle drivers, tricycle 

drivers (becak), and street vendors (Jalal et al., 2009). It is uncommon to hear or to 

read about Indonesian doctors or lawyers having this kind of part-time job. 

The teacher certification, or sertifikasi guru, is an important component of Law No. 

14/2005 that aims to enhance teacher status. Kusumawardhani (2017) categorises the 

certification programme as a large-scale educational reform because it has led to 

efforts in improving teaching quality. Fahmi, Maulana, and Yusuf (2011) claim that 

Indonesian teacher certification has become the largest teacher certification 

programme in the developing world, if not the world. The reason behind this claim is 

that, since the certification’s 2006 launch, the Indonesian government has aimed to 

certify approximately 2.3 million elementary and secondary school teachers by 2015. 

The estimated cost for the programme would be approximately US$460 million. 

To be certified, teachers must follow certain government procedures. Utami (2015) 

summarises the procedural steps. At the beginning of the process, teachers need to 

prepare teaching portfolios to be assessed by reviewers at LPTK (a teacher training 

institution). If the results demonstrate that a teacher has met the minimum 

standards, LPTK issues him or her with a sertifikasi certificate. If a teacher does not 

meet the minimum standard, he or she is given the option of either revising the 

portfolio and sending it back for another evaluation or joining Portfolio and Education 

Training for Education profession (PLPG). If a teacher cannot reach the minimum 
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standard with their revised portfolio, evaluators from LPTK will direct him or her to 

the PLPG programme. After finishing the programme, a teacher needs to take a 

competence test. If he or she passes the test, the teacher will be certified; however, if 

he or she fails, the teacher takes another test. He or she is sent to intensive local 

educational technical training. Successfully certified, the teacher will obtain a 

certificate, registration number, and extra salary as part of a professional allowance 

equal to one month of his or her basic salary. 

Implementation of certification is still far below expectations. Utami (2015) lists some 

factors that have made implementation ineffective. The first factor is that 

the PLPG system is short and exhausting. A 10-day PLPG consists of various 

programmes for teachers to attend. They must write lesson plans, do peer teaching, 

and listen to lecturers for 10 hours straight. As a result, this programme is stressful. It 

is also believed that the certified teachers' extra allowance has not resulted in a 

significant improvement in teaching quality. The additional salary has not been 

followed by an improvement in educational outcomes. The next factor that may 

contribute to the ineffectiveness of the certification programme is the unfair education 

atmosphere. Civil servant teachers are obliged to teach 24 hours a week. Consequently, 

contract teachers cannot participate in the certification programme as civil servant 

teachers are prioritised. Contract teachers earn a low basic salary, approximately one 

tenth of a civil servant teacher’s basic salary.  

Utami (2015) adds that a 24-hour weekly teaching contract is overwhelming because 

not all certified teachers are given a 24-hour-schedule at their schools and must find 

extra teaching hours in other schools. This condition exhausts teachers and leads to 

less innovative teaching. This trend is seen in the present study’s observation. A 

teacher who had just finished teaching at one school looked stressed, walked fast, and 

rode her motorbike to teach another class at a different school far from her main school. 

The certified teacher seemed more focussed on the quantity of teaching hours than the 

quality of the teaching outcomes. 

2.6 English Language Teaching in Indonesia 

English is a relatively new foreign language for Indonesians because it was introduced 

in schools in the early 1950s, shortly after Indonesia declared independence (Yuwono 

& Harbon, 2010). According to Afrianto (2015), since 1950, English has been a 
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compulsory subject in Indonesian secondary schools. In 1994, English was included 

as an optional elementary school subject (Maili, 2018). In general, the aims of English 

Language Teaching (ELT) in Indonesia are to prepare students to read textbooks and 

other English sources, communicate with students and teachers in international 

classrooms, and introduce Indonesia to the international community. These purposes 

have been used as the basis for changing the English curriculum in Indonesia. 

Indonesia has changed its English curriculum six times since independence. Lie (2007) 

summarises Indonesia's 60-year English curriculum development, starting from the 

country’s independence in 1945. The following table details this development. 

Table 2. English Curriculum Development in Indonesia 

Starting 

Year 

Name of Curriculum Approach 

1945 Unknown Grammar translation 

1968 Oral approach Audio lingual 

1975 Oral approach Audio lingual 

1984 Communicative approach Communicative 

1994 Meaning-based curriculum Communicative 

2004 Competency-based 

curriculum 

Communicative 

(Adapted from Lie, 2007, p. 4) 

Table 2 presented that in the early years of Indonesian independence, the English 

curriculum was affected by the curriculum left by Indonesia’s ex-colonisers, the 

Dutch. The curriculum promoted the grammar translation method.  From the late 1960s 

to the mid 1980s, an oral approach was used in Indonesian curriculum. This curriculum 

emphasised the four key language skills, namely listening, reading, speaking, and 

writing. In 1984, the government launched a communicative approach curriculum. The 

curriculum seemed structural, although it was claimed to be communicative. The 

curriculum was not suitable for the Indonesian context since the English teachers 

themselves could not master English well and the students did not use English for 

communicative purposes. In reality, the teachers still used the grammar-translation and 
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audio-lingual methods as introduced in the previous curricula and teaching itself was 

directed towards preparing students for testing (Lie, 2007). 

In 1994, meaning-based curriculum was implemented, the orientation of which was 

similar to the previous. After 10 years, the 2004 curriculum was introduced. This 

curriculum was competency-based. The content still focussed on communicative 

competence but raised awareness of intercultural understanding. The English teaching 

itself was applied practically, similar to previous periods (Lie, 2007). In 2006, the 

curriculum was revised to the 2006 KTSP (School-Based Curriculum) (Putra, 

2014). The KTSP curriculum provides schools with more authority to develop 

educational alternatives based on the conditions and needs of local contexts and 

students (Baedhowi, 2007). The components of the KTSP curriculum are still 

implemented today, along with several aspects of the current curriculum, which known 

as the 2013 curriculum. This curriculum also includes character building. Four student 

competencies are intended to be developed with this new curriculum: spiritual, social, 

knowledge, and skill competency (Ahmad, 2014).  

The 2013 curriculum consists of different EFL content from the 2006 curriculum. 

English is removed as an elementary school subject, the number of high school English 

teaching hours is reduced, and teachers' roles in developing material are reduced 

(Putra, 2014; Reswari, 2018). The implementation of the 2013 curriculum was 

problematic from the beginning. Many schools were not ready to implement this new 

curriculum, the application of which required many changes and independent work 

from schools and teachers. The lack of readiness was also caused by a lack of books, 

evaluations systems, teachers, and principal training (Latief, 2014). After three 

semesters of implementing this curriculum, the Ministry of Education instructed 

schools to stop using it, as it still needed improvement, instead, implementing a return 

to the 2006 curriculum. Only 6,221 adequately prepared schools were instructed to 

continue using the 2013 curriculum as part of the trial study. The other schools 

continued with the 2006 curriculum while simultaneously gradually implementing the 

2013 curriculum (Latief, 2014). 

Implementing a dual curriculum is problematic in its own way, particularly in terms 

of equity among Indonesian students. Nugraheni (2015) argues that the concurrent 

implementation of the 2006 and 2013 curricula contravened educational equity, 
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meaning that Indonesian students were not guaranteed the same rights to education 

under the same curriculum. In response to this inequality issue, the Indonesian 

government tried to reformulate the 2013 curriculum so that it could be implemented 

in all schools. Starting with the 2016/2017 academic, the revised 2013 curriculum was 

used in Indonesia. One of the important items revised was the evaluation system. In 

the previous version, all teachers, regardless of the subjects taught, were obliged to 

evaluate students’ spiritual and social competencies in class. Many teachers 

complained about this regulation because they believed that they could not evaluate 

students socially and spiritually in all lessons. In the latest version of the curriculum, 

students' social and spiritual competencies are to be evaluated by civic education and 

religious teachers (Serambimata, 2016). Since 2018, the government has required all 

schools in Indonesia to use the revised curriculum (Naimi, 2018). 

Related to English curriculum, Afrianto (2015) argues that Indonesia's English 

curriculum had developed from a purely Western-based design to a more local, 

contextual-based design. The design takes into account the role of school contexts and 

needs. KTSP (School-Based Curriculum) suggests that students and school-specific 

needs be taken into consideration when designing syllabi. As a result, textbooks based 

on KTSP and 2013 curricula consisted of topics on specific Indonesian contexts.  

Furthermore, the Indonesian government tried to initiate a school programme to 

enhance the status of English in the country’s education system, known 

as RSBI (International Standardised School Pilot Project). In this programme, English 

was used as language of instruction in classrooms. Some school subjects, such as 

mathematics and natural sciences, were to be taught in English. Approximately 1,300 

schools had been involved in the RSBI programme since it was introduced in 2007 

(Afrianto, 2015).  

Two primary goals pushed the development of the RSBI programme, namely 

preparing students for globalisation and going abroad. Coleman (2009) argues that 

there is no apparent justification for the relationship between globalisation and RSBI 

although globalisation is frequently cited as a goal in RSBI documents. Regarding the 

second goal of preparing and encouraging students to go overseas, Coleman (2009) 

claims that it inaccurately represents the background of Indonesian students. He argues 

that the Indonesian students who studied abroad were approximately 50,000, and they 
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only represented a small number of Indonesian citizens. Some of them obtained 

scholarships but most were self-funded because they were from middle-upper class 

families. Conversely, approximately 2.5 million Indonesian migrant workers went 

abroad, and most graduated from primary and junior high schools. These individuals 

did not receive intensive training and often struggled working abroad. Nevertheless, 

these individuals contributed to the Indonesian domestic income each year with over 

USD 1 billion. It sounds RSBI’s goal of sending students abroad was intended for a 

minority of economically comfortable students. 

In 2012, the Indonesian Constitutional Court (MK) dismissed the RSBI programme 

after it was brought to court by an anti-commercialised education coalition. The 

programme was considered against the essence of the Indonesian constitution. Due to 

extra fees that students need to pay, the programme could only be taken by middle- 

upper class students. The programme, which promoted English as the language of 

instruction, was also considered a threat to the status of Indonesian as a national 

language (BBC, 2013). MK’s decision seems reasonable if it is related to lack of 

competent Indonesian EFL teachers. Some studies conducted on Java Island showed 

that many EFL teachers could not master the English skills that they taught. Given that 

many Javanese EFL teachers were found to be incompetent, despite being from the 

most developed island in Indonesia, the competence of teachers on less developed 

islands was probably at an even lower level. Additionally, most Indonesian EFL 

teachers still depend on textbooks and curriculum guidelines, but do not 

comprehensively understand the philosophy behind these resources (Dardjowidjojo, 

2000; Yuwono & Harbon, 2010). 

In the present study, although some teachers were competent in English because of 

their advanced academic English during their Master’s studies, their students’ lack of 

English competence may deter them from using English as the language of instruction. 

Therefore, the current study's data shows that the teachers used grammar-translation 

as a teaching method and Acehnese, Indonesian, and English as languages of 

instruction in order to adapt to student conditions. 

2.7 Local Context 

This study was conducted in three regions in Aceh province, Indonesia. Aceh is one 

of 34 provinces in Indonesia located on the northern tip of Sumatra Island (see Figure 
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2). The western and northern regions of Aceh are surrounded by the Indian Ocean, 

while the eastern part shares a boundary with Malacca Strait. On the southern side, 

Aceh shares its border with North Sumatera, another province in Indonesia (Suksi, 

2011; Gorlinski, 2018). The population in Aceh reached 5,281,314 in 2018 (BPS Aceh, 

2019). The Acehnese population is predominantly Muslim with a strong Islamic 

identity. In the twelfth century, Aceh became the first place in Indonesia where Muslim 

sultanate was established (Gorlinski, 2018). People of several ethnicities live in Aceh, 

including Acehnese as the majority, minority groups such as Gayo, Batak, Alas, 

Singkil, Kluet, Batak, Tamiang, and Aneuk Jame, as well as Javanese transmigrants 

(Ehrentraut, 2010). The Acehnese population is multilingual, consisting of local and 

national languages. While people in Aceh mostly use Acehnese, other local languages 

are also used in social interactions, such as Gayo, Alas, Tamiang, Aneuk Jamee, Kluet, 

Singkil, Simeuleu, and Haloban. The Indonesian language is the national and official 

language (Al-Auwal, 2017). 

 

Figure 2. Map of the Aceh Province (Source: Miller, 2011) 
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2.7.1 Centre of Islamic Civilisation in Southeast Asia 

Aceh was located along the spice-trade route. Therefore, when traders used sailing 

ships as their main transport, Aceh became a trade and immigrant centre. Islam entered 

the Indonesian archipelago through Aceh. Banda Aceh, the capital of Aceh, became 

the centre of Islamic learning (Lonely Planet, n.d.). Banda Aceh is known as the 

'Veranda of Mecca' or 'doorway to Mecca' because it was a place of transit for ships 

used by Muslim pilgrims who travelled from the east to Mecca (Gorlinski, 2012). Built 

in the 14th century, Banda Aceh became the centre of Islamic civilisation in Southeast 

Asia under its first Sultan, Ali Mughayat Syah. The following Sultan, Iskandar Muda, 

brought Aceh into its golden age. Banda Aceh emerged as the centre of maritime trade 

by sending pepper to Europe. At that time, pepper and other spices were essential 

world commodities, similar to oil nowadays (Luthfia, 2019; British Library, (n.d.). 

Today, Banda Aceh is still an important city for the Acehnese people. As the capital 

city, it is the economic, political, social, and cultural centre (Luthfia, 2019). 

Aceh is a province with special autonomy given by the Indonesian government. As the 

Acehnese people have a strong Islamic identity, Indonesia's central government allows 

Aceh to adopt sharia law (Islamic law) and give more authority to ulama (traditional 

religious leadership) to rule Aceh province. This policy is believed to be part of the 

Indonesian central government’s effort to usurp the Free Aceh Movement's 

dominance. Regarding the education system, the LoGA (Law on Governing Aceh) 

declares that Aceh’s education system is still part of the national education system but 

can use Islamic-based values and Acehnese social and cultural values as guidelines 

(Shah & Cardozo, 2014). This system implies that religious belief is a crucial factor 

that can shape Acehnese teacher identities in line with one of the key findings of the 

present study. 

2.7.2 Tsunami-affected Region 

On 26th December 2004, the western coast of North Sumatra was struck by an undersea 

megathrust earthquake that rated 9.1 on the Richter scale. The earthquake triggered a 

large tsunami, known as the 2004 Indian Ocean tsunami, or Boxing Day tsunami. Aceh 

province received the most significant impact with over 1,000 km of coastline 

destroyed (Reid, 2018; Doocy et al., 2007). According to the Indonesian government's 

estimations, the disaster resulted in approximately 129,775 deaths, 38,786 missing 
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people, and 504,518 displaced people in the Aceh province (Doocy et al., 2007). 

Approximately 25,000 students and 2,248 teachers died in the tragedy 

(Mujiburrahman, 2012). The disaster destroyed villages and towns along Aceh's 

western coastal area and demolished between 700 and 1,100 schools. As a result, 

almost 180,000 students lost their schools (NBCnews, 2005). 

After news of the tsunami spread, the Indonesian government responded and 

international recovery arrived. The response was broken into three phases. The first 

phase was the emergency phase (January 2005 to March 2005), which focussed on 

humanitarian goals such as helping survivors. This phase prioritised providing logistic 

and temporary shelter for surviving victims. The second phase, rehabilitation (April 

2005 to December 2006), focussed on reconstructing urgent infrastructures, such as 

hospitals, mosques, and schools, with the goal of providing public services after the 

disaster. This phase also provided rehabilitation support for traumatised victims. The 

third phase, reconstruction (July 2005 to December 2009), aimed to reconstruct areas 

hit by the tsunami. An early warning tsunami system was installed along west coastal 

areas in Aceh (Bappenas, n.d). 

In terms of responses to the educational sector, 1,080 school buildings were rebuilt by 

2007. There was also support for teacher development. Approximately 23,429 teachers 

were trained by the Indonesian government by the end of 2008. The teachers were 

facilitated to join various teaching training for their professional development 

(Mujiburrahman, 2012). Teachers without bachelor’s degrees were able to join the 

programme for free. The international community also supported human resource 

development in the educational sector. For example, the Australian government 

supported its neighbouring country with a special scholarship through the AAS 

(Australian Award Scholarship) programme for Acehnese graduates to continue post-

graduate studies in Australia (Australia Awards, 2017). Similarly, some UK 

universities established a scholarship fund that allowed Acehnese graduates to study 

there (Coleman, 2010). The US government, with the Bush-Clinton Foundation, 

guaranteed Fulbrights Tsunami Relief Initiatives for Acehnese graduates to pursue 

Master’s and doctoral degrees in the US (Aminef, 2020). Some participant teachers of 

this study chose these international scholarships for their Master’s programmes. 
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2.7.3 Separatism 

An armed conflict between the Acehnese rebel organisation, GAM (Gerakan Aceh 

Merdeka), and the Indonesian government lasted almost 30 years in Aceh. Although 

it was considered a low-intensity conflict, it led to approximately 10,000 deaths and 

damaged infrastructures and basic services such as education and health (Masyarafah 

& Mckeon, 2005). 

This civil war was triggered by identity issues, grievances, and structural causes. 

GAM claimed that it needed to rediscover the ancient Acehnese identity and struggle 

for self-determination. The group asserted that their Acehnese identity was 

incompatible with the Indonesian identity, which was considered Javanese dominant. 

Five aspects of structural grievances contributed to the conflict in Aceh. The first of 

these grievances was religious. In the early phases of the struggle, GAM proposed 

Islamic demands, but later, the Islamic issue became the second option. The next 

aspect was related to natural resources such as natural gas which GAM believed were 

taken by the Indonesian central government. Few local people were employed at gas 

company and industrial gas waste harmed local people and the environment. 

TNI (National Indonesian Soldier) human rights violations were also believed to spark 

the conflict. This breach happened during the DOM (Military Operations Zone) period 

between 1990 and 1998, killing relatively 3,000 Acehnese individuals. Torture, 

disappearances, and rape of local people were also frequent during the operation. 

Corruption and the ineffectiveness of Aceh’s civilian government and military also 

contributed to the conflict. Finally, poverty and social problems provoked unemployed 

Acehnese men to join GAM, which had strengthened the separatist force (Aspinall, 

2005a). 

After experiencing conflict for 29 years, on August 15th, 2005, delegates of the 

Indonesian governments and GAM signed the Memorandum of Understanding (MoU) 

in Helsinki, Finland. The purpose of the MoU was to end civil war in Aceh (Aspinall, 

2005b). The 2004 Tsunami was believed to be a catalyst for both GAM and the 

Indonesian government to resolve the conflict and ensure stability and safety in Aceh. 

Stable and safe conditions were needed to reconstruct Aceh after the tsunami hit the 

province (Waizenegger & Hyndman, 2010). This conflict influenced my decision to 

select samples from one of the most conflict-affected regions and determine whether 
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working in the post-conflict period and being part of a conflict-affected community 

influenced the construction of teachers’ identities. 

2.7.4 Indigenous House 

This section discusses the indigenous house, which is used as a metaphor to illustrate 

teachers’ identities and agency in the discussion in Chapter 6. The house is part of 

cultural Acehnese heritage and indigenous architecture (see Section 3.9.3 for further 

discussion of indigenous knowledge). As suggested by Triyadi, Harapan, Pribadi, and 

Hidayat, (2009):  

[The] indigenous house building method and system are part of the architectural 

heritage of a society. The development of knowledge related to the materials 

used, skills employed and techniques utilized in the building method in the past 

centuries reflects the collected wisdoms of the society faced their evolving 

needs, including the need to sustain their structures faced to various natural 

hazard particular to the local environment. (p. 391)  

The following paragraphs describe the characteristics and functions of the Acehnese 

house and how indigenous knowledge informs the structure.  

The Acehnese house, known as “rumoh Aceh”, is owned by women. Parents provide 

a house for their married daughters. Later, the daughters and their husbands also build 

houses for their married daughters (Izziah, Meutia, Saputra, & Irwansyah, 2020). The 

Acehnese house is a stilt house constructed by with wood and bamboo. The house is 

raised on poles of approximately 2.5 meters in height, with free passage underneath. 

The purpose of this kind of construction is to avoid floods, protect house members 

from wild animals, and let cool, moist air flow through the slatted floor to decrease the 

hot tropical currents coming from the roof of the house (Hasan, 2009). The house is 

flexible: it can be changed and reconstructed easily because its joints are not held 

together with iron nails, instead being lashed with palm fibre and supported with 

wooden pegs and wedges (Hasan, 2009). 

The Acehnese house is designed based on Islamic values. For instance, the house is 

directed towards the west to face Qiblat in Mecca, Saudi Arabia. Qiblat is the direction 

that every Muslim across the globe should face when they pray. Furthermore, the 

Acehnese house has front and back stairs known as “rinyeun”. Muslims believe that 
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Allah is the one God and loves odd numbers, meaning that the stairs’ steps are designed 

in odd numbers. The purpose of such Islamic values is to bring house members close 

to God (Haikal & Syam, 2019). The following image is of a traditional Acehnese 

house. 

 

Figure 3. Rumoh Aceh (Source: Hanna, 2017) 

The Acehnese house consists of three main rooms: ‘seuramoe keu’ (veranda), 

‘tunggai/seuramo teungoh’ (central room), and ‘seuramoe likot’ (back room). 

Seuramoe keu is used as a hall to welcome both male and female guests. Male guests 

are only allowed in the hall if male family members, such as the father, are in the 

house. The hall also functions as a room for praying, reciting the Quran, and holding 

events, and as a place for sons to sleep (Sapitri, 2016). Tunggai/seuramo teungoh, 

which functions as bedroom, is considered a private and sacred place because it is 

occupied by parents and daughters. Seuramoe likot lies in the back of the house. This 

place is used as a kitchen and storeroom and dominated by female family members, 

who cook and plait mats. Women usually teach their children good manners and ethics 

in this place (Sapitri, 2016). 

The development of technology has impacted the Acehnese houses. As argued by 

Setyowati, Hairumini, Sanjoto, and Rais (2019), it is not easy to find Acehnese houses 

across Aceh because they have been replaced by modern houses, which are not 

disaster-friendly. The authors argue that, if Acehnese houses are not preserved, the 

next Acehnese generation will not recognise their own cultural heritage. Therefore, 
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this study’s use of the Acehnese house as a metaphor is an attempt to bring this 

indigenous architecture into the literature and preserve cultural Acehnese heritage. 
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Chapter 3. Literature Review 

 

3.1 Introduction 

The present study investigates teachers’ identities and their contributions to the agency 

of EFL teachers in the Acehnese context. This chapter discusses the current study 

within the context of research literature on teacher identity, shows a theoretical base 

for the present study, and identifies the gaps in the literature that this study addresses. 

The following sections start with a discussion on the concept of identity, followed by 

an overview of teacher identity, including the concept of teacher identity and teacher 

identity in ELT. The next three sections focus on teacher beliefs, teacher career stages, 

and teacher interactions, which are all related to teacher identity. The chapter is 

supported by a section on teacher agency, followed by a section illustrating theories 

that support this study. The final section of this chapter summarises the literature 

review by presenting a conceptual framework used in this study. 

3.2 The Concept of Identity 

Identity has become a prominent focus of scholarly investigation in the social sciences 

over recent decades. From an Internet search of a literature database, the keyword 

‘identity’ showed up in publication records 44,557 times in the 1990s, and 98,933 

times in the 2000s (Vignoles, Schwartz, & Luyckx, 2011).  Although social scientists’ 

interest in identity has increased, the concept is still not accurately understood. Gleason 

(1983) claims that the term is difficult to be captured, while Ibarra (1999) calls the 

concept “underexplained” (p. 765). Brubaker and Cooper (2000) agree that the concept 

of identity is ambiguous and challenge other scholars to conceptualise identity as “be 

[ing] done better by other terms, less ambiguous, and unencumbered by the reifying 

connotations of ‘identity’” (p. 1). Clarke (2009) emphasises that the concept of identity 

cannot be easily understood and suggests categories to understand the concept of 

identities, including social and individual factors, discourse and practice, similarity 

and difference, and agency and structure. 

Identity encompasses individual and social constructs in nature. Danielewicz (2001) 

defines identity as “… our understanding of who we are and of who we think other 

people are” (p. 4). This definition suggests that identity constitutes how someone labels 
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him or herself and how other people identify him or her (see Clarke, 2009). To Gee 

(2001), identity is as follows: 

The ‘kind of person’ one is recognised as ‘being’ at a given time and place, can 

change from moment to moment in the interaction, can change from context to 

context, and of course, can be ambiguous or unstable. Being recognised as a 

certain ‘kind of person’, in a given context is what I meant here by identity. (p. 

99) 

Gee’s argument indicates that one can have multiple identities and that the construction 

of identities is dependent on places and periods in which an individual is immersed. 

Holland et al. (1998) support this view, arguing that, “identity is a concept that 

figuratively combines the intimate or the personal world with the collective space of 

cultural forms and social relations” (p. 5). This definition of identity emphasises the 

connection between the individual’s personal and social aspects.  

Identity’s dependence on the social world and time leads some to have conceptualised 

it as dynamic. Identity is believed to be unstable and able to change whenever and 

wherever. Whereas Northrup (1989) relates the dynamism of identity to part of the 

sense of self that is not static and continuously refers to the world, Norton (2013) views 

the change of identity in terms of individuals’ relations with others across time and 

space. Richards (2017) supports the existence of dynamism and the connection 

between individual and social relations in the concept of identity, arguing that, 

“[identity] is nor fixed or static orientation since it is also shaped by the social context, 

by those he or she interacts with, and the activities he or she is taking part in” (p. 141). 

Therefore, it can be said that identity is a dynamic, relational, and social construct. 

However, identity is not always fully and easily dynamic; in fact, it can be relatively 

stable. Ball (1972) distinguishes between substantial and situated identity. Substantial 

identity is more stable and enduring. An example of this identity is how individuals 

think about themselves. Individuals may see themselves as hard-working, stubborn, or 

disciplined. Gee’s (2001) notion of ‘core identity’ seems to support the concept of 

substantial identity, as individual has his or her own core identity “that holds more 

uniformly, for ourselves and others, across contexts” (p. 99). Karaolis and Philippou 

(2019) argue that substantial identity comes from the natural desire to preserve a 

consistent and coherent sense of self that is different from one individual to another. 
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Ball (1972) views situated identity as more dynamic and reliant on time, place, and 

circumstance. Ashforth and Schinoff (2016) define situated identity as “a clear sense 

of “who they are” in their local context, to function” (p. 111). Therefore, individuals 

construct their identities by adapting to changes in a given situation. For instance, 

teachers might see themselves differently as pre-service teachers and as in-service 

teachers. 

These definitions are just some examples of how scholars conceptualise identity. 

Indeed, these definitions cannot cover the whole meaning of identity because it is a 

complex concept. Enyedy, Goldberg, and Welsh (2005) assert that the concept of 

identity is complex and ambiguous. Johnston, Pawan, and Mayhan-Taylor (2005) 

think of identity in a similar vein: 

First, identity is complex and contradictory, comprising multiple, often 

conflicting allegiances and belongings. Second, identity is crucially dependent 

on social, cultural, and political context. Third, identity is to a significant extent 

established, negotiated, and developed through discourse. All of these qualities 

mean that identity is not stable or fixed but is rather dynamic and subject to 

change over time. (pp. 58-59) 

This definition characterises the complexity of identity based on its multiple, 

contextual, negotiated, and dynamic nature. Charon (1990), repeats the word 

‘interaction’ three times in his definition of identity, emphasising the complex 

interplay, or relationship, that individuals have with others in identity construction: 

… an important part of self-concept. It is who the individual thinks he or she is 

and who is announced to the world in word and action. It arises in interaction, it 

is reaffirmed in interaction, and it is changed in interaction. It is important to 

what we do. (p. 89) 

From the above concept, Charon (1990) demonstrates the complexity of identity 

formation, which involves three interaction processes that individuals have in their 

contexts. These processes include how individuals’ identities emerge, are re-

established, and shift when individuals interact with other people. Jenkins (2004) also 

relates this complex definition of identity with the interaction process: “Identifying 

others or ourselves is a matter of meaning, and meaning always involves interaction: 
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agreement and disagreement, convention and innovation, communication, and 

negotiation” (p. 4). Identity can, therefore, be seen as a site of struggle (see also Darvin 

& Norton, 2015; Norton, 2013), suggesting that, in interactions, individuals struggle 

to give meaning about themselves or others. Through interactions, individuals can 

understand who they are and who others are; they can agree or disagree with the 

meaning in interactions as the derived meaning is not fixed but always negotiable.  

Furthermore, the concept of identity is related to self-concept. It is not easy to discuss 

the difference between self-concept and identity because they are closely related to 

one other and are often considered synonymous.  Mercer (2011) defines self-concept 

as “the beliefs one has about oneself” (p. 14). Self-concept is also viewed as 

inseparable from identity because self-concept involves personal and social identity 

(Oyserman, Bybee, Terry, & Hart-Johnston, 2004; Zarrinabadi, Ketabi, & Tavakoli, 

2019). Zarrinabadi et al. (2019) emphasise that “personal identities are facets of self-

concept related to individual characteristics and goals while social identities constitute 

part of a person’s self-concept stemming from being a member to a social group” (p. 

43). Therefore, identity is part of self-concept. Identity can be called a personal 

construct when it involves an individual’s self-concept, which concentrates on 

characteristics and goals. However, identity can also be viewed as a social construct 

when it constitutes self-concepts, focussing on an individual’s involvement or 

interaction in a social group. 

Owens (2006) also classifies identity as part of the self, “… an organized system of 

thoughts, feelings, identities, and motives, that (1) is born of reflexivity and language, 

(2) people attribute to themselves, and (3) characterize specific human beings” (p. 

206). Owens sees self as a system that includes identity. Self-concept emerges from 

the individual self-reflective process. According to Owens (2006), “reflexive self 

allows people to view themselves from an external point of view, just as other people 

might view them through varying degrees of detachment” (p. 207). This definition also 

suggests that the use of language can contribute to the element of self. Individuals need 

languages, including certain vocabularies to define, reflect, evaluate, and characterise 

their ‘selves’ as human beings in the world. 

The definitions of identity are a few examples of those developed by scholars. As 

argued at the beginning of this chapter, the notion of identity varies. In this study, I 
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follow a socio-cultural perspective in viewing the characteristics of identity. I 

specifically adhere to the aspects of identity formation offered by Wenger (1998, p. 

149): 

• Identity as negotiated experience. We define who we are by the ways we 

experience our selves through participation as well as by the ways we and 

others reify our selves. In this study, the teachers defined themselves or were 

perceived as teachers based on their experiences interacting with other 

individuals as kids, students, spouses, teachers, and colleagues;  

• Identity as community membership. We define who we are by the familiar and 

the unfamiliar. In this study, the construction of teacher identities occurs 

because of teachers’ involvement and participation as members of their 

communities. A community can consist of teachers, students, and family; 

• Identity is a learning trajectory. We define who we are by where we have been 

and we are going. In this study, the teachers constructed their identities based 

on where they have lived, studied, and worked;  

• Identity as nexus of multimembership. We define who we are by the ways we 

reconcile our various forms of membership into one identity. In this study, 

teachers constructed their identities based on their memberships as teachers, 

writers, managers, and part-time lecturers; and 

• Identity as a relation between the local and the global. We define whom we 

are by negotiating local ways of belonging to broader constellations and of 

manifesting broader styles and discourses. In this study, the teachers 

constructed their identities as EFL teachers in Aceh when they negotiated 

themselves and their practices based on their experiences overseas or the 

information of knowledge that they accessed from books or the Internet. 

3.3 Overview of Teacher Identity 

In this section, teacher identity is discussed based on two sub-themes, namely the 

concept of teacher identity and teacher identity in ELT. 
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3.3.1 Concept of Teacher Identity  

Drawing on the notion of identity in the educational field, Gee (2001) argues that the 

concept of identity is an important analytical tool in understanding the relationships 

among individuals, schools, and society. Olsen (2008) also stresses teacher identity as 

a crucial concept in educational research because teachers are viewed holistically in 

various discourses. However, Beauchamp and Thomas (2009) and Beijard et al. (2004) 

assert that identity is not easily defined in the educational field. As a result, researchers 

in the field refer to a number of specifications to clarify the meaning of identity in their 

studies. 

Similar to how Danielewicz (2001) defines identity from the question of who are we, 

Beijaard et al. (2004) define teacher identity based on the following question: “who 

am I at the moment?” (p. 108). Teacher identity is also related to how teachers 

understand themselves as teachers (Ball & Goodson, 1985; Nias, 1989; Vokatis & 

Zhang, 2016). Olsen (2008) views teacher identity more specifically by connecting the 

way in which teachers view themselves in relation to the “other”, “workplace 

characteristics”, “professional purposes”, and “cultures of teaching” (p. 5). These 

definitions of teacher identity take into consideration teachers’ personal reflections and 

social relations in the construction of their identities. Scholars define teacher identity, 

using similar definitions of general identity, as discussed in the previous section. 

Teacher identity is also conceptualised as being context-dependent. Rodgers and Scott 

(2008) characterise teacher identity as dependent on the place or people to which 

teachers are attached. Akkerman and Meijer (2010) also believe that teacher identity 

is related to contexts, or the social nature of identity. Smaldino (2019) explicitly 

describes individual identity construction’s dependence on social nature or context as 

“Who I am, and how I express that to you, depends on where I am, who you are, and 

who else is around” (p. 109). Therefore, context includes, for example, the schools, 

teacher education programmes, families, and religious groups in which teachers live 

and work, all of which influence the way in which teachers view themselves and how 

they are viewed by others. 

Teacher identity also involves elements of discontinuity and multiplicity. These 

elements can be considered a non-essentialist component of identity (see p. 41). 

Akkerman and Meijer (2010) clarify that discontinuity means that teacher identity is 
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dynamic and changes when teachers live and work in different contexts and periods 

(see also Beijaard et al., 2004; Danielewicz, 2001; Rodgers & Scott, 2008). In other 

words, teachers may reconstruct their identities when they move to other places. 

Teachers are potentially different from their past selves when living in different 

contexts. Akkerman and Meijer (2010) add that teacher identity can also be understood 

by its multiplicity because teacher identity consists of sub-identities, such as personal 

identity, professional identity, and situated identity. It may be argued that teacher 

identity is a broad type of identity. If teacher identity is viewed more specifically, these 

sub-identities can be used as the focus.  

Based on the multiplicity element of identity, I agree with the idea that divides teacher 

identity more specifically into sub-identities because it helps scholars define identity 

more easily. The literature on teacher identity includes some specifications of teacher 

identity, including teacher cultural identity (Au & Blake, 2003; Edwards & Edwards, 

2017; Goulet & Mcleod, 2002), teacher ethnic identity (Branch, 2020; Clark & Flores, 

2001; Qunhui & Du Na, 2012), teacher national identity (Chong, 2012; Parmenter, 

1999; Sung & Yang, 2009), and teacher professional identity (Abednia, 2012; Simon-

Maeda, 2004; Coldron & Smith, 1999).  

I call this study ‘teacher identities’ because I believe that teacher identities consist of 

sub-identities. When referring to multiple concepts of identity, teachers’ sub-identities 

cannot be separated from the discussion, though these sub-identities might be 

implicitly recalled throughout the discussion. For instance, I refer to issues concerning 

teachers’ national, ethnic, and cultural identities when discussing general identities. 

However, I may not explicitly express the terms of their identities as a national, ethnic, 

or cultural identity.  

To gain a final definition of teacher identity in this study, I began by creating scopes. 

As a starting point, I conceptualised teacher identity based on a holistic approach, as 

introduced by Palmer (1998). He raises concern about the holistic ways of defining 

teacher identity in his book The Courage to Teach. Palmer (1998) suggests that teacher 

identity can be seen more holistically in three different parts: 

… three important paths must be taken-intellectual, emotional, and spiritual-and 

none can be ignored. Reduce teaching to intellect, and it becomes a cold 

abstraction; reduce it to emotions, and it becomes narcissistic; reduce it to the 
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spiritual, and it loses its anchor to the world. Intellect, emotion, and spirit depend 

on one another for wholeness. They are interwoven in the human self and in 

education at its best. (pp. 4-5) 

This definition shows the interconnection between intellect, emotion, and spirit as a 

way of gaining wholeness in education and individuals’ selfhood. Palmer also broadly 

and holistically discusses the concept of teacher identity by combining different three 

domains. 

In this study, I also consider Olsen’s (2008) model of teacher identity, which suggests 

that teacher identity consists of holistic interactions of several aspects. These aspects 

include reasons for entering the teaching profession, teacher educational experience, 

current teaching context/practice, career plans/teacher retention, prior personal 

experience, and previous professional experience. These aspects demonstrate 

connection between teachers’ identities and historical events across time, starting from 

entering the profession to planning for future careers. Also, this concept indicates that 

Olsen (2008) addresses broad topics of investigation to understand teachers’ identities.  

In line with this conceptualisation, I conceptualise teacher identities in this study based 

on a holistic approach and a broader perspective that includes four independent aspects 

such as: beliefs; career stages; interactions; and agency. Teachers’ hidden beliefs, 

career journeys across time, social relationships, and agentic actions are interconnected 

to wholly conceptualise teacher identity. 

Another element of Palmer’s (1998) definition of identity also influences how I 

determine the nature of the teacher identities in this study. The author asserts the 

following: 

By identity I mean an evolving nexus where all the forces that constitute my life 

converge in the mystery of self: my genetic makeup, the nature of the man and 

woman who gave me life, the culture in which I was raised, people who have 

sustained me and people who have done me harm, the good and ill I have done 

to others, and to myself, the experience of love and suffering—and much, much 

more. In the midst of that complex field, identity is a moving intersection of the 

inner and outer forces that make me who I am, converging in the irreducible 

mystery of being human. (p. 13) 
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I adopt these ideas from Palmer’s definition to understand the concept of teachers’ 

identities. 

First, Palmer uses the word ‘evolving’, which can mean that identities are not fixed, 

but change gradually. This perspective considers the dynamic nature of identity and is 

not the only perspective existing in the social sciences. There is a debate among 

scholars regarding whether the notion of identity is ‘essentialist’ or ‘non-essentialist’. 

According to Hall (1996), the essentialist view sees identity as stable, homogenous, 

identical, static, and fixed. According to Ryazanov and Christenfeld (2017), an 

essentialist notion potentially discourages individuals from improving their current 

selves. For example, when individuals perceive their intelligence as fixed, they might 

give up on learning rather than making a stronger effort. A non-essentialist perspective, 

which is in line with Palmer’s idea, sees identity as dynamic, multiple, formed and 

transformed, and never defined (see Dolby, 2000; Farrel, 2000; Le Ha, 2008).  

In this study, my position is as non-essentialist researcher. I consider myself a non-

essentialist in conceptualising teacher identity because of my ontological positioning 

that views the social world in terms of multiple realities (see Bryman & Bell, 2011). I 

follow this non-essentialist school of thought to build arguments and concepts around 

teacher identities in this study: teacher identities are not stable, but shaped and 

reshaped gradually. 

Second, Palmer includes the phrase ‘all the forces that constitute my life coverage’ 

(see Palmer’s above quote) in defining identity. Identity construction involves multiple 

aspects. Palmer includes family, genetic makeup, culture, relationships, and 

experiences as aspects that influence individual’s identity formation. This concept 

indicates that identity construction is dependent not only on personal aspects, but also 

on social aspects. Therefore, this study considers teacher identities to be personally, 

socially, culturally, historically, and relationally constructed (see also Beijaard et al, 

2004; Sachs, 2005). Teacher identities depend on: their beliefs; life experiences; 

emotions; socialisation; cultures in which they were raised; and relationships built 

through interactions.  

Third, Palmer positions identity construction ‘in the midst of a complex field’, which 

indicates that identity is not context-free (see for example Gee, 2001; Richards, 2017). 

Therefore, teacher identities discussed in this study are closely related to the social and 
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cultural contexts in which teachers lived and worked. The term ‘Figured world’ is used 

to refer to the contexts of the teachers’ identity construction (see Section 3.8.1). 

Fourth, Palmer considers identity to be ‘a moving intersection of the inner and outer 

forces’. This definition reflects identity as a process as well as a product. Zembylas 

and Chubbuck (2014) highlight that identity refers to product since it is “a result of 

sociocultural influences on a teacher” (p. 177); in other words, as a product, identity 

is an intersection that involves a complex interplay between inner and outer factors, 

such as individual’s agency, personal experiences, and social, cultural, and 

institutional contexts. The current study focusses primarily on teacher identities as 

products: it investigates the construction of teachers’ identities based on the complex 

interconnected factors that influenced them, including beliefs, interactions, and career 

stages, in their sociocultural contexts.  

Zembylas and Chubbuck (2014) also consider identity a process: “an ongoing 

interaction within teacher development” (p. 177). The authors’ term ‘ongoing’ and 

Palmer’s term ‘moving’ indicate that as a process, identity can develop. It is not the 

main focus of this study to investigate the EFL teachers’ identity development; for 

example, this study does not examine how teachers’ identities developed from the 

beginning to the end of their teaching training programmes. However, this study was 

conducted in stages over nine months (see Section 4.3.6); given my non-essentialist 

view that identity is dynamic, I realised that a number of factors related to the teachers’ 

identities might develop or change during the data collection process, such as their 

commitment to stay in the teaching profession or their definition of themselves as 

teachers. Therefore, although the scope was limited, this study was open to data 

showing identity as a process as well.  

3.3.2 Teacher Identity in ELT 

This study’s exploration of teacher identities focusses on English language teaching 

(ELT). The investigation of teacher identity in ELT, a specific topic in the educational 

field, is crucial. Varghese, Morgan, Johnson, and Johnson (2005), for example, 

highlight that “in order to understand language teaching and learning we need to 

understand teachers’: professional, cultural political and individual identities which 

they claim or which are assigned to them” (p. 22). Miller (2009) emphasises the 

importance of teacher identity by positioning it at the core of language teaching and 
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learning. Due to its importance in comprehending language teaching and learning, 

teacher identity is of interest to research in the ELT field, including this study. 

Previous studies have explored the influence of education programmes on EFL student 

teacher/teacher identity. Abednia (2012) explored the reconstruction of Iranian 

student-teachers’ identities after they were exposed to a critical EFL teacher education 

course in their bachelor’s programmes. The study focusses on three major changes in 

the teachers’ professional identities. In the early stages of the study, the student-

teachers just accepted ideologies from policymakers, material developers and 

theoreticians in their teaching. However, the teachers’ reasons for choosing the 

teaching profession had changed by the end of the course. Furthermore, at the 

beginning of the course, the student-teachers were focussed on language proficiency, 

which shifted to students’ awareness and social change by the end of the course. 

Sardabi, Biria, and Golestan (2018) conducted a study on the identity of nine novice 

Iranian EFL teachers introduced to critical pedagogy in an education programme. By 

using reflective journals, class discussions, and semi-structured interviews before and 

after the programme, the study found that the programme changed teachers’ identities 

from having a narrow view of EFL teaching to more developed perceptions of 

teaching. 

A study on teacher identity investigated the development of Chinese teachers’ 

professional identities while studying for a Master’s programme in TESOL at a 

Canadian university (Illieva, 2010). The findings of the study showed a complex 

negotiation of authoritative programme discourse during the participants’ identity 

development. At the end of the report, Illieva called for future research to investigate 

teacher identity after the teachers finished their study programmes. This finding 

indicates a gap that needs to be filled in other studies. This gap also appeared in the 

studies of Abednia (2012) and Sardabi, Biria, and Golestan (2018). These three studies 

focussed on the development of teacher identities during education programmes but 

did not address how teachers’ identities were constructed after they graduated and 

worked for several years at schools. Therefore, the present study aims to explore the 

construction of the identities of EFL teachers during their involvement in their school 

community, after completing advanced educational programmes.  
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Furthermore, the investigation of teachers’ identities in ELT has been conducted both 

in native and non-native English teachers’ contexts. Although the term ‘native English-

speaker’ itself is unclear (Boyle, 1997; Luk & Lin, 2007), researchers have attempted 

to distinguish between ‘native’ and ‘non-native’ English teachers participating in their 

studies. For example, Canh (2013) explored the identity construction of native English 

speakers, five American expatriates, who worked in an EFL teaching context in 

Vietnam. The results suggest that the teachers struggled to reconstruct their identities 

due to a lack of socialisation with the local teaching community. Chung (2014) studied 

non-native teachers’ identities and focussed on the factors that influenced the identity 

formation of non-native teachers of English, Spanish, Japanese, and German teaching 

in the US. Data were collected through questionnaires and interviews. The findings 

revealed that one non-native English teacher originally worried about her identity 

when teaching English in the US but felt more secure after receiving positive responses 

from her students who appreciated her teaching. These studies suggest that the 

construction of teacher identity depends on the contexts where teachers work and with 

whom they interact. 

Based on the group of investigation, Canh (2013) investigated a group of native 

English speaker’s teachers working in an EFL context, while Chung’s (2014) study 

investigated a group of non-native speaker’s teachers working in an English native 

speaking context. It seems that research has not explored the identities of non-native 

speaker’s teachers working in Islamic religious EFL contexts, so this group was 

selected as the participants of the current study. The members of this group had 

pursued their Master’s studies in their own country or in native English-speaking 

countries. They returned to the EFL context after they finished their degrees and had 

worked at schools for several years. To avoid misconceptions about the terms ‘native 

English speakers’, I clarify the meaning of teachers studying for Master’s degrees in 

native English universities in Chapter 4. 

EFL teacher identity investigation also relates to the educational policies and the 

systems in which teachers work (Han, 2017; Scotland, 2014). Han (2017) explored 

Korean EFL teacher identities based on their responses to the curriculum and ELT-

related policies. The findings of this study suggest that some identities were embedded 

in the teachers’ professional identities, including national identity, English teacher 
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identity, teacher identity, learner identity, public servant identity, gender identity, and 

personal identity. Scotland (2014) explored the identities of foreign EFL teachers who 

adapted their pedagogies within Qatari teaching institutions. The results showed that 

identity and pedagogy of the teachers related to one another. The identities were 

constructed by the teachers’ sense of agency, which mediated interactions between 

their existing identities and the institutional contexts.  

These studies by Han (2017) and Scotland (2014) are just two examples of studies 

focussing on identity and government policy. While Han viewed South Korean EFL 

teacher identity from a curriculum perspective (2017), Scotland’s evaluation was 

based on local institutional wisdom in Qatar (2014). Since each context includes 

specific governmental or institutional policies, the influences of these policies on 

teachers’ identities may differ from one context to another. Therefore, it is worth 

investigating EFL teacher identity in Indonesia, where the government has regulated 

laws related to teachers’ professional status and responsibilities.  

In the Indonesian context, EFL teacher identity has also been of interest to researchers, 

although very few studies can be found in existing literature. The subject of novice 

teacher identity during teaching practicums has attracted some researchers (Afrianto, 

2015; Kuswandono, 2013; Riyanti, 2017), who conducted studies in different contexts 

in Indonesia. Kuswandono (2013) investigated novice teachers’ understandings of 

their identities as prospective teachers. Data were collected through reflections from 

13 novice teachers who were joining a teaching practice course at a university on Java 

Island. The findings suggest that the construction of the teachers’ identities was 

complex due to their different motives for entering the teaching programme and the 

context of standardised Indonesian education. 

Afrianto (2015) explored students’ motivations to enter the teaching profession and 

the role of teaching practicums in shaping student-teachers’ identities. The study was 

conducted at Riau University, Sumatera Island. Data were collected through 

interviews and a focus group discussion with 10 participants before and after the 

teaching practicum programme. The findings show that the novice teachers were 

influenced to choose the teaching programme by social, Islamic, and financial factors. 

These factors, together with the teaching practicum, contributed to teachers’ identity 

formation.  
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Interestingly, this study’s findings suggest that Islamic values are one of the aspects 

that influenced the construction of EFL pre-service teacher identities. The study was 

not conducted in the province that had special autonomy to implement Islamic laws. 

Therefore, it is interesting to evaluate the extent to which Islamic values and beliefs 

may influence the identity construction of teachers initially from contexts that apply 

Islamic laws to daily life. 

Riyanti (2017) also investigated the identity of novice teachers on Kalimantan Island, 

Indonesia, focussing on their teaching practice. The participants were pre-service 

teacher studying for their bachelor’s degrees in an EFL teaching programme. 

Interviews, classroom observations, focus group discussion, classroom artefacts, and 

pedagogical documents were used to collect data. The findings show that the student-

teachers became more flexible after finishing their teaching practices; They enacted 

their identities by using multilingual languages and methods for coping with students. 

While Riyanti focussed her study on the identity of pre-service teachers, this study 

focusses on the identities of in-service EFL teachers. I believe that the identities of 

both pre-service and in-service teachers are crucial targets of investigation since 

teacher identity is dynamic, meaning that teachers can experience multiple identities 

at every stage of their career. 

Identity studies of EFL teachers in Indonesia have concentrated on in-service teachers. 

For example, Basalama (2010) examined the identities and teaching practices of in-

service teachers in Gorontalo, Sulawesi due to concerns with unsuccessful EFL 

curriculum implementation in Indonesia. Data were collected through interviews. The 

findings show that the teachers’ main reason for entering the profession was to obtain 

civil servant status. The findings also show that their identities were related to the 

context in which they worked and lived and were influenced by their pre-service 

teaching training programme. This contextual dependence informed the current 

research in conceptualising teacher identity based on social and cultural aspects. This 

study uses a socio-cultural perspective to explore the identities of EFL teachers. 

Dewi (2017) investigated identity changes experienced by EFL Indonesian teachers 

studying for an MA TESOL degree at a university in Australia. There were three stages 

of change: before university study; during university study; and upon leaving the 

university. The study involved EFL school teachers and university lecturers taking an 
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MA TESOL at Monash University, Australia. Data were collected through interviews, 

observation, and reflection. According to the findings, one participant stated that his 

thinking was influenced by Islamic and Western values before coming to Australia. 

Another participant, a lecturer at the university, did not consider himself a teacher; he 

believed that his position was higher. During their study in Australia, the participants 

expressed that their identities shifted to have more open relationships with lecturers, 

be brave in expressing ideas, and concentrate on student-centred teaching. 

Upon returning to Indonesia, the teachers expected to be role models in their teaching. 

At the same time, they felt that they would face pressure in returning to their 

workplaces because their institutions would expect them notable returnees. The study 

did not extend its exploration to view how teachers constructed their identities after 

returning to work. Therefore, the current study focusses on the identity formation of 

EFL teachers who had finished their Master’s degrees and worked at schools. 

Yumarnamto (2016) also conducted a study on Indonesian teachers’ identities, but not 

school-level teachers. His participants were teachers at a university level conducting 

their PhD studies at the US universities. The findings of his study show that the 

participants faced challenges in their identity development, such as self-doubt and 

finding different routes in their profession. To collect data, Yumarnamto employed 

autobiography and narrative inquiry: for autobiography, he included himself as a 

participant of the study by collecting data through memory from his personal 

documents, notes, and photos. For the narrative inquiry, he interviewed five 

Indonesian teachers conducting their PhD degrees at two universities in the US. 

Additionally, he conducted focus group discussion at two different sites. Yumarnamto 

used a new methodological approach in his study to investigate identity in Indonesia: 

autoethnography. Similarly, the current study explores teachers’ identities by 

collecting data through a relatively new method: the ethnographic-informed approach. 

This method allowed the researcher to observe the teachers’ behaviour in some beyond 

classroom situations. 

After reviewing the literature on Indonesian ELT identity studies, some gaps were 

found: 

• The participating teachers in previous studies were pre-service teachers joining 

the teaching practice, in-service teachers with bachelor’s degrees, and teachers 
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who were studying Master’s degrees. To my knowledge, there are no studies 

whose participants were in-service teachers who had worked for some years 

after holding Master’s degrees, similar to the participants in the current study. 

Since teacher identity is dynamic, it is crucial to explore the identities of 

teachers in any stage of their careers, including exploration after they became 

EFL teachers with Master’s degrees; 

• In terms of the research context, previous studies have been conducted in Riau, 

Java, Kalimantan, Sulawesi, and Australia. No study has focussed its 

investigation on Aceh. Since contexts in Indonesia are diverse, it is worth 

conducting a study in a specific context. Aceh, for example, is one of the few 

provinces in Indonesia that has been given special autonomy by the Indonesian 

government. One of the autonomic rules is that Aceh is the only province in 

Indonesia allowed to apply Islamic law. Therefore, it is imperative to 

investigate how teacher identity is constructed in this Islamic context; and 

• Related to research methods, previous studies employed interviews, 

observations, teacher reflections, focus group discussion, and 

autoethnography. The present study employed method informed by an 

ethnographic approach that goes beyond classroom observation. To gain a 

deeper understanding of the participating teachers’ identities, this study 

implemented a longitudinal study, collecting data over nine months applying 

interviews and observations (see further details in Chapter 4). 

3.4 Beliefs 

The following sections examine relevant literature on the concepts of beliefs, teacher 

beliefs, as well as the relations between teacher beliefs and teacher identity. It is crucial 

to elaborate on the concept of beliefs because the present study’s inductive data 

findings suggest that beliefs are closely related to teachers’ identities. 

3.4.1 The Concept of Teacher Beliefs 

Griffiths (2018) explains the basic concept and provides examples of belief, stating 

that it is “something which an individual holds to be true”, e.g. “I am/am not a good 

English learner”, “English is/is not a good language to learn” (p. 222). However, some 

scholars have argued that belief has a complex meaning. For example, Nespor (1985) 

states that scholars should be open to any definitions of ‘belief’ offered in any study. 
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The author quotes that, “there is no assertion of a claim for priority in the use of the 

term “belief”, nor does it seem useful to try to explicitly differentiate the use of the 

term here from the uses of the term in other bodies of research” (p. 10). Nespor (1987) 

himself, as cited in Ertmer (2005), characterises the nature of beliefs as consisting of 

episodic memory, with information derived from personal experiences or cultural 

sources of knowledge. These discourses imply that the experiences of individuals in 

previous life episodes can influence their perceptions of subsequent life events, 

particularly if the experiences are exceptional and unforgettable.  

Ertmer (2005) asserts that an individual’s beliefs can be challenged by other people 

since its nature is personal. Moreover, Borg (2011) emphasises the resistance of belief 

by arguing that, “propositions individuals consider to be true and which are often tacit, 

have a strong evaluative and effective component, provide a basis for action, and are 

resistant to change” (pp. 370-371). This statement suggests that individuals’ beliefs 

cannot be easily shaped and reshaped. 

There is no fixed, comprehensive definition of teacher belief. Pajares (1992) describes 

the concept of teacher belief as a ‘messy construct’: “the difficulty in studying 

teachers’ beliefs has been caused by definitional problems, poor conceptualizations, 

and differing understandings of beliefs and belief structures” (p. 307). The ambiguity 

in defining the concept of teacher beliefs may be caused by the fact that “identical 

terms have been defined in different ways and different terms have been used to 

describe similar concepts” (Borg, 2006, p. 35). This statement implies that different 

scholars’ concepts for understanding beliefs might overlap. 

Several scholars have conceptualised constructs of teacher beliefs. Kagan (1992) 

defines teacher beliefs as “a provocative form of personal knowledge consisting of 

implicit assumptions about students, learning, classrooms, and the subject matter to be 

taught” (pp. 65-66) expressly limited to students and the teaching and learning 

processes. Pajares (1993, as cited in Borg, 2006) views teacher beliefs as “attitudes 

and values about teaching, students, and the educational process” (p. 36). Phipps and 

Borg (2009) address some points related to teacher beliefs. First, a teacher’s beliefs 

are a system that consists of core and peripheral parts, wherein core beliefs can 

influence teachers’ behaviour more strongly than peripheral beliefs. Second, the 

teachers’ belief sub-system can be reflected through their speech and behaviour. Third, 
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teachers’ beliefs are influenced by contextual aspects, such as curriculum, time 

constraints, and high-stakes examinations, with teachers matching their beliefs to these 

aspects in teaching practices.   

Informed by these definitions, for the purpose of this study, beliefs refer to teachers’ 

perceptions or values in terms of teaching, learning, students, their role, responsibility, 

and themselves as teachers. Moreover, teachers’ beliefs, which may be reflected 

through their talk and behaviour, are closely related to teaching contexts. 

3.4.2 The Relationships between Teacher Beliefs and Identity 

In the literature, some scholars have related teacher beliefs to identity. Barcelos (2015) 

asserts that, despite the lack of research on the relationship between teacher belief and 

teacher identity, the two are related, as suggested by the concept of core belief. Core 

beliefs have three characteristics. They are more resistant to change; they are 

interconnected to and influence other beliefs; and they have a strong relationship with 

individual’ identity. Therefore, the stronger a core belief, the more substantial its 

influence on individual’s identity. 

Furthermore, Barcelos (2015) notes that it is not easy to find studies that directly relate 

beliefs to teacher identity. Instead, scholars have hinted about the relations between 

the two concepts (see Barcelos, 2000; Murphey, 1995; Sakui & Gaies, 2003; Singh & 

Richards, 2006; Woods, 2003). Woods (2003) conducted a study on the social 

construction of beliefs in the language classroom, concluding that, “beliefs seem to be 

held too close to one’s identity and sense of self” (p. 226). Sakui and Gaies (2003) 

offer a clearer idea about the relationship between beliefs and identity based on their 

study exploring the teaching beliefs of an English teacher in Japan. The findings of the 

study suggest that the teacher’s beliefs are intertwined with her identity, which was 

closely related to her attempt to know or adjust some aspects of her beliefs. 

Other studies have explicitly connected teacher beliefs to teacher identity. Castaneda 

(2011) investigated the identity construction of pre-service teachers in Colombia. The 

study found that the teachers’ identity construction was affected by the interconnection 

of three domains:  the relationship between belief and classroom practice; participation 

in a teacher community; and future professional expectations. Additionally, Barcelos 

(2016) asserts that “[language teacher’ identity] is grounded in beliefs and images that 

have developed in them even before they enter their first teacher education course, 
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because they come to university already with a set of beliefs about language teaching 

and learning” (p. 72).  

Djoub (2018), using Palmer’s (1998) holistic definition of identity, conceptualises 

beliefs as one component of teacher identity construction. Along with knowledge and 

emotion, the author includes belief as a personal aspect of teacher identity. Since a 

limited number of studies have connected teacher identity to belief, this study 

empirically adopts Djoub’s (2018) concept, which views teacher identity holistically 

by inserting belief as one of identity’s aspects. Focussing on teacher beliefs in a study 

on teacher identity is reasonable, as they are intertwined. Reflection during teacher 

identity construction can relate identity to the aspect of belief. Zembylas and 

Chubbuck (2014) argue that, when teachers construct their identities, they reflect on 

multiple beliefs, including on past experiences and future possibilities. Therefore, to 

determine the identities of the present study’s participating teachers, they were guided 

to reflect on their multiple beliefs. 

3.5 Teachers’ Career Stages 

An individual’s choice of career is part of a process rather than a destination. Each 

individual experiences his or her own unique process of career development, which is 

influenced by factors such as gender, ethnicity, ability, personality, socioeconomic 

status, family background, geographical condition, and opportunity (Kosine & Lewis, 

2008). Since career development involves numerous factors, Gothard (2001) argues 

that theory is needed to understand the process. Krumboltz (1994) supports the 

importance of theory, emphasising that theory is like a picture that can represent a 

reality. Some parts of reality can be understood more readily through theory. Some 

theories of career have been proposed to understand individuals’ career stages. To gain 

a more comprehensive understanding about career stages, this discussion presents 

three theory categories: learning theory, social cognitive theory, and developmental 

theory. 

Learning theory can explain the ideas that may affect someone’s career choice. 

Mitchell, Jones, and Krumboltz (1979) propose that individuals do not learn solely by 

the consequences of their own response, but also the results of their observations of 

other people’s behaviour. They add that four factors might affect an individual’s career 

decision: genetic endowment, environmental circumstances, learning experiences, and 
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task approach skills. They believe that these four factors may result in three subsequent 

elements as parts of career stages: self-observation generalisation, task approach skills, 

and actions. Of these four factors, genetic endowment and environmental conditions 

cannot be controlled by individuals. For example, genetically, an individual born with 

asthma condition might not be able to pursue a career as athletes; or, socially, an 

individual living in a conflict zone might have fewer opportunities to develop his or 

her career as a businessperson due to the unconducive environment. These kinds of 

genetical and environmental issues might limit career choices; instead, individuals 

have to focus on the available career opportunities that suit their background. On the 

other hand, individuals can control the factors of learning experiences and task 

approach when making a career decision by, for instance, finding out the information 

related to a job vacancy or evaluating whether their expertise suits a job. 

Gothard (2001) draws more specific implications from Mitchell et al.’s (1979) theory 

towards understanding the stages of career development based on learning theory. He 

argues that career choice should be considered a lifelong process, meaning it takes 

years and involves many events and conditions. Furthermore, career selection is not 

accidental. Rather, individuals need to deal with complex causal events that may lead 

them to predict their future careers. Gothard also states that individuals can experience 

career indecisions when they do not have enough career learning experiences. 

Career development can also be viewed from the perspective of social cognitive 

theory. Bandura (1977) develops the concept of self-efficacy through his social 

cognitive theory, which is understood as “people’s beliefs about their capabilities to 

produce designated levels of performance that exercise influence over events that 

affects their lives” (Bandura, 1994, p. 2). In other words, when individuals have self-

efficacy, they believe in their own abilities to cope with a specific situation and 

complete certain tasks. This belief can impact their lives, including career 

development. Bandura (1977) generates four sources from which self-efficacy can be 

derived: personal performance accomplishments, vicarious experience, verbal 

persuasion, and emotional arousal. Personal performance accomplishments allow 

individuals to reflect on mastery experiences of success or failure. Vicarious 

experience occurs through interaction with other people who might be viewed as the 

motivational models. The third source, verbal persuasion, can encourage or discourage 
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individuals. When encouraged, for example, an individual’s efficacy might rise, and 

vice versa. Lastly, emotional arousal can influence Individuals’ self-efficacy since 

emotional arousal can provide informative values related to their own competence. 

Social Cognitive Career Theory (SCCT), grounded in Bandura’s self-efficacy theory, 

was later proposed (Lent, Brown, & Hackett, 2002; Lent, 2005). SCCT argues that 

career choices are the consequence of self-efficacy, outcome expectations, and 

interests over time. It is believed that career choice happens because individuals and 

their environment are mutually attached, meaning that when individuals are interested 

in a specific career, they need a conducive environment that supports their interest so 

that they can make a decision. Also, individuals might compromise their interests to 

choose a career and later match it with their conditions, such as cultural beliefs, social 

barriers, and lack of support (Leung, 2008).  

Career stages are also examined through the developmental approach theory proposed 

by Super (1957). There are five stages of career development (Gothard, 2001): 

• Growth (from birth to 14 years old). This consists of three substages: fantasy 

(4-10) – needs to dominate career fantasies; interest (11-12 years old) – 

individuals like/dislike a certain career; and capacity (13-14) – capacities or 

skills are considered as job’s requirement; 

• Exploration (15 to 24 years old). This includes three substages: tentative (15-

17) – individuals make career choice by trying out through fantasy, 

discussions, and work; transition (18-21) – individuals face more realities at 

work, training or further education; and trial (22-24) – individuals try their 

suitable choice; 

• Establishment (24-44 years old). This consists of two substages: trial (24-30) 

– individuals test whether the job is suitable; and stabilisation (31-44) – 

individuals settle down their job’s position; 

• Maintenance (44-64 years old). Individuals preserve their work position; and 

• Decline (65+ years old). Individuals retire from work. 

Super (1957) developed his concept of roles further. In this theory, individuals have 

nine potential roles in their career stages: child, student, leisurite (a word used by Super 
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to refer to time spent on leisure activities), citizen, worker, spouse, homemaker, parent, 

and pensioner. The roles can be occupied in four different contexts: home, community, 

education, and work (Gothard, 2001).   

Based on this explanation of the theories related to career stage development, it can be 

concluded that career development is not linear, it is influenced by many factors, and 

it involves a complex process. Concerning teacher identity, the career stages proposed 

by Super (1957) are potentially the period in which the teachers construct their 

identities and possess specific roles. This theory allows exploration of teacher identity 

based on a historical event. The present study addresses the issue of teacher identity 

construction at different career stages, as shown in the study’s findings. It is expected 

that the discussion of teachers’ identities in different career stages can bring new ideas 

to studies on teacher identity. 

3.6 Teacher Interactions 

This section discusses teacher interaction issues. The section starts with the concept of 

interactions, followed by the concept of identity and interactions in education and the 

ELT field.  

3.6.1 The Concept of Interactions 

Humans, as social beings, interact with one another. Blumer (1969) proposes the 

theory of symbolic interactionism, which consists of three premises on the concept of 

human interaction: 

The first premise is that human beings act toward things on the basis of the 

meanings that the things have for them … The second premise is that the 

meaning of such things is derived from, or arises out of, the social interaction 

that one has with one’s fellow. The third premise is that these meanings are 

handled in, and modified through, an interpretative process used by the person 

in dealing with the things he encounters. (p. 2) 

Based on these three premises, the meanings of things that can impact humans’ actions 

do not priorly exist; rather, they result from social interactions and their interpretations.  

In terms of the first premise, Blumer (1968) clarifies several elements of the ‘things’ 

that human beings can interact with, such as physical objects, other human beings, 

categories of human beings, institutions, guiding ideals, and others’ activities. For this 
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study, I elaborate on each element with examples that relate to teachers. Physical 

objects can include classroom and office space, while other human beings can include 

a husband, mother, or students’ parents. The human beings’ category can include 

students, colleagues, and school leaders, while the institutions’ category can include 

school and government. Teaching techniques and government laws can be categorised 

as guiding ideals. Lastly, a command from school management or communication 

from colleagues can be categorised as the activities of others. 

Based on Blumer’s theory, Stets and Serpe (2013) assert that society and individuals 

are products of the interaction process through which meanings are obtained. The two 

authors relate the interaction process to identity by arguing that, “the symbolic capacity 

of humans means they have minds; they think. When individuals think about 

themselves, self-conceptions are constructed that refer to who and what they are, and 

these self-conceptions are shaped by the social process” (Stets & Serpe, 2013, p. 32). 

Similarly, Robinson and Smith-Lovin (1992) emphasise that social interactions can 

impact an individual’s identity negotiation. Individuals can formulate their concepts 

of self through information gained in social interaction. 

In terms of the concept of self and social interaction, Mead (1934) argues the 

following: 

The self, as that which can be an object to itself, is essentially a social structure, 

and it arises in social experience after a self has arisen, it in a certain sense 

provides for itself its social experiences, and so we can conceive of an absolutely 

solitary self. But it is impossible to conceive of a self arising outside of social 

experiences. (p. 140) 

Mead’s statements imply that an individual’s self can arise through interaction. 

Haralambos, Heald, and Holbom (1995) explain that self-concept grows through 

interaction processes because individuals reflect other people’s reactions, which later 

help them construct the meaning of a certain action. Interpretation of meaning can be 

made from language, gestures, appearance, mannerisms, and the context in which 

interactions occur. Benwell and Stokoe (2006) define identity as, “who people are to 

each other, and how different kinds of identity are produced in spoken interaction and 

written text” (p. 6).  Based on this interactional concept of identity, Gray and Morton 

(2018) shift the concept of identity from “what people are or have” to “what they do” 
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(p. 25). They add that what people do, to a large extent, is related to the way they 

communicate with one another. Therefore, human interactions can influence identity 

construction. 

3.6.2 The Concepts of Identity and Interaction in Education and ELT Field 

Interaction is inseparable from teacher identity construction. As Beauchamp and 

Thomas (2009) suggest, teachers’ identities can be shaped and reshaped during their 

interactions with other people in their professional contexts. Some scholars have used 

micro-level analyses, which are Conversation Analysis and Narrative Analysis, to 

explore interaction’s relation to teacher identity (see Hall, Johnson, Juzwik, Wortham, 

& Mosley, 2010; Juzwik & Ives, 2010; Richards, 2006). A study that uses 

Conversation Analysis concentrates not only on conversational interaction, but also 

the way that conversation clarifies actions, events, and objects (Meredith, 2020). 

Moreover, Stokoe (2009) emphasises the purpose of Conversation Analysis which is 

to “examine how, through talking, people live their lives, build and maintain 

relationships and establish who they are to one another” (p. 81). The scope of 

Conversation Analysis is classified as micro-level since its focus is only on talk. 

Meanwhile, Narrative Analysis employs individuals’ oral or written stories to 

understand specific events or actions (Lightfoot, 2004; Methanopphakhun, 2016). This 

analysis is classified as micro-level as well since it only focusses on individuals’ 

stories. 

Gray and Morton (2018) suggest that interaction and teacher identity can be 

investigated through a broader lens. Their investigation is not only limited to micro-

analytics of identity, such as Conversation Analysis, but also macro-level analysis that 

views identity as social, cultural, or historical phenomena. In addition, the authors cite 

Blommaert (2005), who argues that Conversation Analysis is contextually restrictive, 

wherein the empirical evidence is only seen from transcriptions of spoken interaction. 

As a result, Conversation Analysis cannot provide higher levels of situatedness. 

Therefore, Gray and Morton (2018) take into account the concepts of ‘habitus’ and 

‘field’ by Bourdieu (1985). Hanks (2005) describes habitus below: 

It explains regularity by reference to the social embedding of the actor, the fact 

that actors are socially formed with relatively stable orientations and ways of 

acting. The stability of the habitus is not expressed in rules, which Bourdieu 
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rejects, but inhabits, dispositions to act in certain ways, the schemes of 

perception that order individual perspectives along socially defined lines. (p. 69) 

The above statement indicates that an individual’s habits or skills are influenced by 

the environment in which they live. For example, in my case, Acehnese women have 

limited interactions with Acehnese men compared to Acehnese women due to social 

norms. 

Furthermore, Hanks (2005) explains habitus as follows: 

… social embedding is realized in ways of moving, gesturing, gazing, and 

orienting in lived space. … For language, the habitus bears on the social 

definition of the speaker, mentally and physically, on routine ways of speaking, 

on gesture and embodied communicative actions, and on the perspectives 

inculcated through ordinary referential practice in a given language. (p. 69) 

This description implies that the identity of individuals can be investigated more 

holistically by exploring social interactions. These interactions are not only limited to 

verbal communication (such as oral or written expression), but also non-verbal clues. 

Hanks (2005) defines field as “a form of social organization with two main aspects: 

(a) a configuration of social roles, agent positions, and the structures they fit into and 

(b) the historical process in which those positions are actually taken up, occupied by 

actors (individual or collective)” (p. 72). To clarify this definition, I will provide an 

example. Secondary school is part of a social organisation or field of teachers. 

Competent teachers is a sample attribute to the teacher position, which can be obtained 

through several processes, such as improving competencies by joining teacher training 

as regulated by the government and passing evaluations according to the government 

standards. 

Gray and Morton (2018) relate habitus and field to teacher identity, suggesting that the 

ELT field is a social organisation that consists of social roles and agent or identity 

positions. To see the continual reproduction of the field, researchers need to explore 

how these elements are constructed by the actors (teachers) in their social interactions. 

Through interactions, the actors construct their identities. For instance, in a school 

context, teachers can construct their identities by interacting with students, colleagues 

and school managers. 
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As suggested by Gray and Morton (2018), the present study views the relation between 

teacher identity and teacher interaction in a broader lens. Identity is explored by 

examining the interactions between participating teachers and members of their school 

communities, including students, colleagues, and school managers. Using 

observations informed by an ethnographic approach, the investigation is not only 

limited to interactions with students in the classroom during teaching and learning 

processes, but also includes the interactions with colleagues and school managers. The 

investigation also includes teachers’ interactions with their students outside the 

classrooms, such as in the teachers’ offices, management offices, canteens, and other 

spots in the school’s environment. This study also investigates the verbal and non-

verbal clues that appeared during the teachers’ interactions, such as how the 

individuals spoke, greeted each other, dressed, and shared space. 

3.7 Teacher Agency 

This section begins with a discussion on the concept of agency, followed by the 

concept of teacher agency. The final section describes the relationship between teacher 

agency and identity. 

3.7.1 The Concept of Agency 

The concept of agency is still contestable. Comaroff and Comaroff (1997) consider 

agency “greatly underspecified, often misused, much fetishized these days by social 

scientists” (p. 37). Ahearn (2001) agrees with this claim but sees it as a bit harsh. He 

adds lighter comments on the contested term of agency, “scholars often fail to 

recognize that the particular ways in which they conceive of agency have implications 

for the understanding of personhood, causality, action, and intention” (p. 112). 

Emirbayer and Mische (1998) also note the vague definition of agency in the social 

sciences, arguing that, “in the struggle to demonstrate the interpenetration of agency 

and structure, many theorists have failed to distinguish agency as an analytical 

category in its own right – with distinctive theoretical dimensions” (pp. 962-963). A 

concern over the unclear definition of agency still appears in this decade (Goller & 

Harteis, 2017; Huang & Benson 2013; Mercer, 2011). Alternatives have been offered 

to understand the concept through, for example, relating agency to the flow of time 

and the social world (Emirbayer & Mische, 1998; Goller & Harteis, 2017; Larsen-

Freeman, 2019). 
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Despite being widely debatable, agency has been defined in numerous ways by social 

scientists. According to Ahearn (2001), agency is often used synonymously with ‘free 

will’ (see, for example, Gao, 2010; Larsen-Freeman, 2019). However, Ahearn 

criticises this definition for ignoring the social aspects of agency and cultural 

influences on individuals’ beliefs or actions. As an alternative, Ahearn (2001) defines 

agency as “the socioculturally mediated capacity to act” (p. 112). Emirbayer and 

Mische (1998) suggest another definition of agency: 

Temporally embedded process of social engagement, informed by the past (in 

its habitual aspect), oriented toward the future (as a capacity to imagine 

alternative possibilities) and ‘acted out’ in the present (as a capacity to 

contextualize past habits and future projects with the contingencies of the 

moment). (p. 963) 

In this definition, Emirbayer and Mische (1998) emphasise that an individual’s agency 

is based on three dimensions: the engagement with the past (iterational), the direction 

towards the future (projective), and the response to the present (practical-evaluative).  

Case (2015) defines agency as, “the domain of human action and interaction” (p. 4). 

Case believes that individuals interact with each other in contexts conditioned by the 

influences of structure and culture and defines conditioning as how space determines 

restrictions and freedom for individuals to exercise agency.  Case (2015) describes 

structure and culture as follows: 

Structure has to do with material goods (unequally distributed across society) 

and is also the domain of social positions and roles. Culture is the world of ideas 

and beliefs, and includes both the worlds of propositional knowledge (in which 

two ideas can be put in a logical relation with each other), including science and 

engineering science, and the world of myths, opinions and beliefs”. (p. 4) 

The above concept suggests that agency is not only shaped by individuals’ interactions, 

but also by their positions in society and common cultures. 

Agency is also conceptualised from an ecological perspective. Before discussing 

agency from this viewpoint, it is worthwhile to understand the concept of ecology. 

According to Bronfenbrenner’s (1979) ecological system theory, individuals are 



 

60 

 

involved in five different environmental systems, also known as ‘ecology’, in their 

lives: 

• The Microsystem: the settings in which individuals interact directly with 

others, such as family, friends, teachers, students, neighbours, and colleagues; 

• The Mesosystem: the settings for relationships between microsystems in 

individuals’ lives. This means that family experience can be related to working 

experience. For example, a teacher who was brought up in a religious family 

may insert religious values into his or her teaching; 

• The Exosytem: the setting in which individuals have never been involved but 

are affected by. For instance, school students might be negatively influenced 

by teachers who are negatively affected by problems at home; 

• The Macrosystem: individuals’ larger cultural contexts, including ethnicity, 

race, socioeconomic status, developed or developing countries; and 

• The Chronosystem: socio-historical contexts which might influence 

individuals’ lives or the transitions and shifts in their lives. For example, 

students might experience stress due to the sudden COVID-19 pandemic and 

consequently be less productive than usual in their studies. 

In relation to ecological perspective and agency, Biesta and Tedder (2007) define 

agency as the following: 

Something that has to be achieved in and through engagement with particular 

temporal-relational contexts-for-action. Agency, in other words, is not 

something that people have; it is something that people do. It denotes a ‘quality’ 

of the engagement of actors with temporal-relational contexts-for-action, not a 

quality of the actors themselves. (p. 136) 

The above definition emphasises that agency can be seen as what individuals 

‘achieve’, instead of what they ‘have’. The achievement itself is dependent on an 

individual’s specific context, or ecology. Biesta and Tedder (2007) relate the 

ecological approach to agency: “focuses on the ways in which agency is achieved in 

transaction with particular contexts-for-action, within particular ‘ecology’” (p. 137). 

In other words, if a researcher approaches agency based on the ecological approach, 
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he or she might consider Bronfenbrenner’s (1979) five contexts in which the 

participants live while conducting their research investigation. The present study 

includes an ecological approach in exploring the agency of the teachers. However, 

‘figured world’ is used to refer to context instead of ecology, as informed by Holland 

et al. (1998) (see Section 3.8.1 for further details). 

3.7.2 Teacher Agency Concept 

Leander and Osborne (2015) label teachers as ‘agent[s] of school change’ by 

positioning them in relation to peer teachers, development-team members, 

administrators, real and imagined students and parents, those who know and learn 

science, pedagogical practices, and texts. In building the relationship between teachers 

and these factors, Clandinin and Connely (1996) conceptualise the landscape of 

teachers’ work as two places: “one behind the classroom door with students and the 

other in professional, communal places with others” (p. 139). The authors clarify that 

teachers are exposed to other people in the landscape outside the classroom, such as 

senior administrators, policymakers, or researchers, who try to plan, study, and 

improve circumstances for teachers and students. In-classrooms are considered private 

places where teachers can work with students and close the door to other people. As 

teachers work mostly in these two places, they experience their agency here. 

Using a sociocultural perspective, Lasky (2005) defines teacher agency as “part of a 

complex dynamic [which] shapes and is shaped by the structural and cultural features 

of society and school cultures” (p. 900). Lasky believes that teacher agency is affected 

by social contexts and social tools that teachers engage. Agency is also understood 

from a relational viewpoint. According to Pyhältö, Pietarinen, and Soini (2014), 

agency “is not a fixed disposition of an individual teacher, but is highly relational and 

thus embedded in professional interactions between teachers, pupils and their parents, 

as well as with other members of the school community” (pp. 306-307). The authors 

stress that teacher can experience agency through professional interactions in working 

communities. 

Likewise, White (2018) suggests that teacher agency can also be understood based on 

teachers’ choice: 

[Teacher agency] aims to describe teachers’ efforts to make choices within a host 

of contexts: in establishing and maintaining relationships with learners and 



 

62 

 

colleagues, in engaging in new particular requirements and assessment practices, 

in innovative learning, in participating in ongoing professional development 

opportunities and teacher workplace learning initiatives, in adapting themselves 

to the diverse requirements of their working contexts, and so on. (p. 196) 

White’s statement indicates that teachers have the freedom to exert their agency when 

interacting in contexts of the classroom and beyond. 

Additionally, Priestley, Biesta, and Robinson (2015) discuss the teaching 

environment’s mediating influence on agency: 

Agency is therefore to be understood as resulting from the interplay of 

individuals’ capacities and environmental conditions. This makes it important 

not just to look at individuals and what they are able or not able to do but also at 

the cultures, structures and relationships that shape the particular “ecologies” 

within which teachers work. It is the interaction between capacities and 

conditions that counts in making of teacher agency. (p. 3) 

In this definition, Priestley et al. do not isolate teachers from their teaching context 

when they describe the concept of agency. The current study also views agency from 

an ecological approach, in which teacher agency is part of their achievement during 

interactions in their contexts. Influenced by Mercer’s (2011) study, the context in this 

study is viewed as an integral part of teachers’ agency formation, meaning that the 

contexts in which teachers achieved their agency were unstable and changeable. Based 

on an ecological concept, the contexts in this study are not only limited to the places 

where teachers live and work, but also includes teachers’ past experiences and types 

of relationships with others. 

3.7.3 The Relationship between Teacher Agency and Identity 

In relation to teacher identity, agency is a crucial aspect for teachers in constructing 

themselves as professionals. Beijaard et al. (2004) state that “agency is an important 

element of professional identity, meaning that teachers have to be active in the process 

of professional development” (p. 122). In addition, Varghese et al. (2005) consider 

agency “a crucial mediating factor in the process of identity formation in teacher 

education context” (p. 36). Regarding the relationship between teacher identity and 

identity, Buchanan (2015) argues that when teachers construct their identities, they 
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question who they are in their working environment and perform agentive actions that 

match with identity construction. 

Other scholars, such as Hökkä, Eteläpelto, and Rasku-Puttonen (2012) also claim that 

agency is a fundamental factor for teachers in renegotiating their identities. However, 

they argue that it is unclear how teachers practise agency at work and how their 

ecological system supports or restricts their agency. Eteläpelto et al. (2015) clarify that 

agency influences teachers to transform and maintain their identities. Similarly, 

Ruohotie-Lyhty and Moate (2016) argue that teacher identity develops alongside 

agentic actions from the teachers. Based on these views, it can be concluded that 

agency influences teacher identity formation and vice versa, teacher identity 

contributes to their agency. 

Additionally, Holland et al. (1998) believe that individuals’ identity formations can 

contribute to agency activations, asserting that “people tell others who they are, but 

even more important, they tell themselves and then they try to act as though they are 

who they say they are” (p. 3). In line with this claim, in this study, I view the 

relationship between teacher identity and agency in terms of the extent to which 

teacher identities contributed to teacher agency. In other words, I analysed teachers’ 

identities, then connected the specific identity typologies to the teachers’ agency 

exhibitions. 

3.8 Theoretical Frameworks Informing the Current Study 

Figured world and complexity theories are the theoretical frameworks that inform this 

study. Figured world’s appropriateness for this study lies in its view that identity and 

agency are individually, socially, and historically constructed. The complexity theory 

supports this study because it argues that, in a complex system, independent elements 

can be co-adaptive. This view is in line with the complexity of the construction of 

teachers’ identities in this study. The following two sections discuss the concepts of 

these theories. 

3.8.1 Figured World 

This study uses a theory proposed by Holland et al. (1998), ‘figured world’ theory, as 

its theoretical framework. This theory focusses on identity and agency and their 

relationships to social contexts.  Holland et al. assert the following: 
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Identities form in these figured worlds through the day-to-day activities 

undertaken in their name. Neophytes are recruited into and gain perspective on 

such practices and come to identify themselves as actors of more or less 

influence, more or less privilege, and more or less power in these worlds. (p. 60) 

The statement above refers to individuals as neophytes, meaning that they are new 

member of figured worlds who are experiencing identity construction. In other words, 

individuals existence in these figured worlds is dynamic, wherein they can enter and 

exit these worlds. 

Furthermore, Holland et al. (1998) summarise the figured world as a “… socially and 

culturally constructed realm of interpretation in which particular characters and actors 

are recognized, significance is assigned to certain acts, and particular outcomes are 

valued over others” (p. 52). Influenced by Vygotsky’s ideas, Holland et al. also 

consider figured worlds as the contexts where individuals collectively imagine and 

figure their worlds and have shared understanding. In this case, figured worlds are 

considered various imaginary worlds that emerge when individuals socially interact 

across time and places. The worlds exist because of human activities, which result in 

construction of identity and exertion of agency. 

Based on the figured world theory, this study focusses on how teachers’ identities were 

constructed in various dynamic worlds through interactions with social communities. 

The figured worlds can include the worlds of teaching and learning, peer relations, 

school management, and Master’s studies.  

Holland et al. (1998, pp. 41-42) further explain the concept of figured world: 

• Figured worlds are historical phenomena meaning that when individuals enter 

or are recruited into a figured world, it will develop in accordance with their 

activities or work. The present study emphasises the teachers’ histories, 

including their career journeys and existing beliefs, in exploring teacher 

identities; 

• Figured worlds are social encounters in which participants’ positions matter. 

In other words, a figured world is socially situated based on time and place. 

Individuals are not involved in all figured worlds. They might not enter a 

specific figured world due to their rank or position, being rejected from that 
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world, or not having opportunity to enter. The figured worlds of this study’s 

participating teachers include the places where they lived and worked from 

birth through the end of the data collection process. The teachers’ professional 

positions were as government’s workers under the figured world of the 

Indonesian educational system, in which teachers constructed their identities 

according to government regulations; 

• Figured worlds are socially organised and reproduced; they are like activities 

in the usual, institutional sense, where the division and relations among 

individuals may happen. Interactions with other individuals can support the 

existence of the figured world. The present study focusses on the teacher 

interactions from which identities are defined; and 

• Figured worlds not only relate individuals to the landscape of action and spread 

their senses of self through various fields of activities, but also are a landscape 

for human voices and tones. In other words, individuals’ identities are 

constructed and influenced by their historical development when they gain 

positions in the social organisation of the worlds’ activities. Moreover, figured 

worlds provide individuals with opportunities to activate their agency. In these 

worlds, individuals potentially act as the instruments of other agents or the 

recipients of other agents’ actions. In line with this idea, this present study 

emphasises the agency that the teachers exerted in their figured worlds. 

3.8.2 Complexity Theories 

Complexity theory has traditionally been linked to natural science; currently, however, 

it is also connected to social science (Henry, 2019). In the field of second language 

education, complexity theory has been used to explore the dynamism in language 

development related issues (see Hiver & Al-Hoorie, 2016; Larsen-Freeman & 

Cameron, 2008). In terms of teacher identity studies, Henry (2019) investigated the 

identity development of a pre-service English teacher in relation to complexity 

perspectives during her practicum. The results showed that the teacher made a 

dialogue-self, positioning herself towards the past, present, and future during the 

practicum. Henry classified dialogue-self as a complex dynamic system, since it 

allowed for the ongoing drama of self-definition.  
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Complexity perspectives are fundamentally defined as “the ways of understanding the 

world that tend to favour organic, complex, holistic models composed of complex 

dynamic systems, rather than cause-and-effect, linear models” (Mercer, 2011, p. 63). 

According to Larsen-Freeman (2011), complexity theories are related to unpredictable 

changes do not correlate with their causes; in other words, the changes occur in a 

nonlinear or chaotic system. Newman (2008) defines complexity as “a system 

composed of many components or ‘agents’, which interact with one another so that 

the system as a whole in more than just the sum up of its parts” (p. 102). These 

definitions suggest that complexity viewpoints allow realities to be viewed from 

different perspectives. The complexity concepts fit my position as a non-essentialist in 

understanding identity: teachers’ identities can be understood from multiple 

perspectives (see Section 3.3.1). 

The concept of ‘connectedness’ in complexity theory is discussed more deeply in this 

section since it is relevant to the findings of this study. Connectedness refers to how 

all elements in a system are related to one another. Two types of nestedness emerge 

from connectedness: vertical and horizontal (Davis & Sumara, 2006). Vertical 

nestedness characterises the different levels of scale related to size. For example, 

students are simultaneously nested within academic and social groups, then in classes, 

then in departments, then in schools, and finally in universities (Davis & Sumara, 

2006). 

Horizontal nestedness emerges when each vertical level in a complex system is viewed 

‘sideways’, meaning that each nested level consists of diverse clusters of constituent 

parts, such as the various students or academic and social groups. Students are diverse 

when they do not reside in the same classrooms, departments, schools, or even 

universities (Forsman, van den Bogaard, Linder & Fraser, 2015). The concept of 

nestedness in complexity theory is used as another theory to explain this study’s key 

findings. 

3.9 Conceptual Framework 

The literature review in the previous sections of this chapter helped identify a 

conceptual framework for teacher identities in this study. The conceptual framework 

is linked to the ‘two sides of identity’ model proposed by Holliday, Kullman, and Hyde 

(2017), which identifies the dynamic tension between ‘inherited’ and ‘creative’ 



 

67 

 

cultural identities. As suggested in the model, this study’s conceptual framework 

integrates the concepts of teacher identities based on two ideas, which are ‘inherited 

cultural identities’ and ‘creative cultural identities’ (see Figure 4 below). 

 
Figure 4. The Two Sides of Identity Model 

 

According to the above model, identity construction is imposed by external factors 

such as traditions, cultures, or presumed expectations through which individuals are 

defined. According to this identity model, these external factors may direct individuals 

to creatively exert their agency by, for example, manipulating cultural resources or 

invading the territory of other individuals to recreate their identities. 

Informed by the ‘two sides of identity’ model, the two broad concepts of teacher 

identity that constitute this study’s conceptual framework can be divided into inherited 

cultural teacher identities and creative cultural teacher identities. 

3.9.1 Inherited Cultural Teacher Identities 

Based on inherited factors, three specific concepts of teacher identities can be 

identified. The following sections describes the concepts in further detail. 

3.9.1.1 Teacher Identities as Traditional 

The term ‘tradition’ originally comes from to the Latin word meaning “something 

handed over” (Graburn, 2001, p. 6). Shoham (2011) asserts that “tradition is a cultural 

practice referred to as “traditional”. … it discursively binds a social entity – large or 

small collectives or even individuals … - through different time dimensions (past, 

present, future) to create a continuous identity” (p. 315). This concept suggests that 
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tradition is passed down from previous generations (e.g., parents, ancestors, senior 

clerics) to the next generations; it may also mean that tradition is transmitted 

intentionally and to maintain the identity or status of transmitted things. Shoham 

(2011) highlights that traditionality can be viewed based on beliefs and practices. 

Beliefs includes monotheisms, nationalisms, human rights, and work ethic; practices 

can include voting, making birthday cakes, or working hard in the mines.  

Since teachers are social creatures who are directly connected to older generations and 

traditions, teacher identities can to a certain extent be influenced by traditions. 

Teachers’ beliefs and practices can be handed down from parents, older teachers, the 

national educational philosophy, and religious practice. Teachers can hold teaching 

beliefs based on what they learned from their senior teachers or their religious values; 

they interact with students and colleagues based on the behaviour they adopted from 

their parents; and they match their teaching practices with national educational 

philosophies and laws. These beliefs, interactions, and practices may influence 

teachers to shape and reshape their identities. 

3.9.1.2 Teacher Identities as Presumed and Imposed 

Society can presume and impose individuals’ identities; identity can be constructed by 

defining individuals’ places in society. Pennington and Richards (2016) argue: 

It [Identity] incorporates personal values as well as contextual requirements that 

constraint certain type of behaviour while allowing others and so habituate those 

forms of those behaviour which are allowed or possible. Recurrent types of 

interactions and those which reinforce existing patterns of thinking and behaving 

will create relatively stable features of identity, even as some aspects of a 

person’s identity are open to change through new experiences and new 

interpretations of experiences. (p. 7) 

In line with the above argument, teachers, as individuals who can be imposed by 

others, also construct their identities to meet social, cultural, educational expectations 

(see Le Ha & Van Que, 2006). For example, teachers can shape their identities as 

preachers to teach students from a strong religious background, teachers can form their 

identities as multilingual teachers by using multiple languages as a means of 

instruction with multilingual students, and teachers can construct their identities as 

school managers to meet educational policy expectations.  
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3.9.1.3 Teacher Identities as Determined by Milieus and Structure 

Milieus refer to an individual’s social environment (Oxford Dictionary, 2020). Yen 

and Syme (1999) define the concept of social environment as “the groups to which we 

belong, the neighborhoods in which we live, the organization of our workplaces, and 

the policies we create to order our lives” (p. 288). Milieus can be understood as the 

context in which individuals live and work. Yen and Syme (1999) also argue that social 

environment does not interact alone; it needs natural environments, social processes, 

and relationships between individuals and groups. The creation of indigenous 

knowledge is an example of the interaction between natural, social, and individual 

components since knowledge is informed by the local environment (see Section 2.7.4 

as an example); indigenous knowledge is rooted on bio-physical and social 

environments (see Mapara, 2017). 

School is an example of teachers’ social environments. Teachers interact with and 

build relationships with their school community through colleagues, students, 

managers, and administrators. Teachers can construct their identities throughout the 

interaction processes, giving and being given meaning about themselves.  

Furthermore, related to structure, Hays (1994) explains that the phrase ‘social 

structure’ can mean “the economy”, “the state”, “political instruments”, “institutions”, 

and “power elements’ (p. 58). Bernardi, Gonzales, and Requena (2006) classify the 

concept of social structure based on institutional and relational visions. According to 

the authors, institutional structure is a set of cultural and normative models that 

regulate social action, whereas relational structure refers to a complex system of social 

relations that connect individuals, including person-to-person social relations and 

differentiations of individuals and classes based on social roles. It can be concluded 

that, structure of the teachers is an organised and normative set of social institutions, 

including political, economic, educational environments in which the teachers operate. 

For instance, teachers become members of their national educational structures which, 

to some extent, defines their identity formation. Structure can also mean domain of 

social positions and roles which are attributed unequally across teachers. One teacher 

might have a single identity as an English teacher, while another might have multiple 

identities as an English teacher as well as school manager since he or she was 

positioned with an extra role by the school top leader. 
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3.9.2 Creative Cultural Teacher Identities 

Although teacher identities can be determined by inherited factors, as explained above, 

teachers are not passive role players; they are active sense-makers who continuously 

make choices in life (Park & Datnow, 2017). This idea indicates that the concept of 

teacher identity is not linear, but rather complex and dynamic (see Section 3.3.1). A 

teacher’s ability to make choices or attain certain goals can be attributed to their sense 

of agency. Agency is “the condition of activity than passivity.  It refers to the 

experience of acting, doing things, making things happen, exerting power, being 

subjects of events, or controlling things” (Hewson, 2010, p. 12).  The discussions 

below, informed by the ‘two sides of identity’ model in Holliday et al. (2017), use the 

words ‘turning’ ‘manipulating’, and ‘establishing territory’ to emphasise the creative 

factors that shape teacher identities. 

3.9.2.1 Turning the Inherited Factors of Teacher Identity 

Although the aspects of inherited cultural identities (including structures, traditions, 

and contexts) can impose constraints on teacher identity construction, teachers can 

exert their agency by turning or adjusting these aspects to attain their goals. Teachers’ 

beliefs are very important when exerting agency (Robinson, 2012). One core belief in 

the construction of agency is self-efficacy. As Bandura (2001) suggests, “Whatever 

other factors may operate as guides and motivators, they are rooted in the core belief 

that one has the power to produce effects by one’s actions” (p. 10). According to 

Friedman and Kass (2002), teacher self-efficacy is “a teacher’s perception of his or her 

ability to (a) perform required professional tasks and to regulate relations involved in 

the process of teaching and educating students and (b) perform organizational tasks, 

become part of the organization and its political and social processes” (p. 684). With 

self-efficacy, for example, a teacher can make a common teaching strategy innovative 

using techniques from workshops or advanced study; their learning can reshape their 

identity to become innovative. 

3.9.2.2 Manipulating Resources  

Teachers can shape their identities by activating their agency, specifically by using 

others as resources. According to Edwards and D’arcy (2004), using others as 

resources to achieve certain goals can be classified as relational agency. Heikonen, 

Pietarinen, Pyhältö, Toom, and Soini (2017) assert that, in experiencing agency, 
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teachers can direct themselves to control their decisions and actions according to their 

goals and interests. They might use others, including students and peers, as resources 

to support them in their learning. In other words, teachers create and maintain 

relationships with other individuals for their own purposes. 

Other individuals are not the only resources that teachers use when experiencing 

agency; cultural resources can also be used. As King (2013) argues, cultural resources 

refer to “… aspects of environment-both physical and intangible, both natural and 

built-that have cultural values to a group of people. … [They include] our social 

institutions, our beliefs, our accustomed practices, and our perceptions …” (p. 3). This 

definition suggests that, as individuals, teachers are closely related to their cultural 

resources; therefore, they have power to use their traditions, beliefs, and practices to 

create new identities. For instance, to develop their career, teachers might use a 

governmental scholarship to sponsor their overseas Master’s studies; after completing 

these studies, they construct a new identity as teacher with Master’s degrees from 

overseas universities. 

3.9.2.3 Establishing Territory 

A teacher identity can be shaped by establishing territory within and across their 

figured worlds (see Section 3.81 related to the figured world). As suggested by 

Holliday et al. (2017), teachers have the power to mark a new territory by shaping their 

own creative identities against the identities that are imposed upon them by others. 

When teachers establish a territory, they seek a space to shape their identities and 

author themselves in their figured worlds (see Valdez & Omerbašić, 2015). The 

scholars argue that, “In this process [authoring], a space is created-a space of 

authoring-that allows for negotiation between self-authoring and being authored by 

others” (p. 229). For instance, the government authors secondary school teachers who 

become civil servants. However, teachers might establish a new territory by expanding 

their careers as part-time lecturers, writers, or teacher trainers. 

3.9.3 Indigenous Knowledge: An Alternative Concept to Understanding Teacher 

Identity 

The ‘two sides of identity’ model in Holliday et al. (2017) informs the conceptual 

framework of the current study. However, this model is based on a Western 

perspective. As the current study was conducted in an Eastern indigenous context, 
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Aceh, it is imperative to develop the model with indigenous contextual knowledge. 

This iteration model may contribute to different understandings of teacher identity. 

Indigenous knowledge itself is not a new concept in academic studies. As suggested 

by Hwang (2005), since the end of World War II, three large-scale academic 

movements have attempted to incorporate non-Western cultural factors into 

psychological research. The movements included modernisation theories, research on 

individualism/collectivism, and indigenisation movements. 

Mapara (2017) asserts that indigenous knowledge is different from Western 

knowledge. The author argues that Western knowledge, which has been developed by 

Western research, is supported by written papers, sets of laws, and scientific and 

technological infrastructure. By contrast, indigenous knowledge is comprised of the 

competence, expertise, and practices generated and preserved by aboriginal people; 

these people have long histories of close relations and dealings with natural 

environments. Mapara (2017) emphasises that both types of knowledge are crucial and 

should be considered complementary. Therefore, the present study adopts Western and 

indigenous knowledge. The study generated knowledge based on Western literature 

and research procedures and was also informed by indigenous knowledge of the study 

context. 

According to Zidny, Sjöström, and Eilks (2020), database article search results for the 

term ‘indigenous knowledge’ resulted in additional key terms, including indigenous 

science, traditional ecological knowledge, traditional knowledge, ethnoscience, native 

science, and traditional wisdom. Mji, Kalenga, Ned, Alperstein, and Banda (2017) 

argue that the term ‘indigenous’ is different from ‘native’ and ‘traditional’. Native, 

apart from its negative racial connotations, includes individuals in their land of origin; 

it does not include highly mobile individuals. Traditional refers to fixed beliefs 

inherited from the past; therefore, traditional contradicts research’s idea. In contrast, 

indigenous allows the individuals and knowledge to be in the contemporary society. 

Based on these arguments, it can be concluded that the scholars have different 

operating definitions of the term ‘indigenous knowledge’; as a result, knowledge is 

understood as complex and broad. 

Furthermore, Grenier (1998) asserts that indigenous knowledge refers to “the unique, 

traditional, local knowledge existing within and developed around the specific 
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conditions of women and men indigenous to a particular geographic area” (p. 1).  

According to Kolawole (2005), indigenous knowledge is “the technical insight or 

wisdom gained and developed by people in a particular locality through years of 

careful observation and experimentation with the natural phenomena around them” (p. 

1427). Ngara (2017) lists common features derived from the definition of indigenous 

knowledge: 

• It has roots in a particular community and is situated within a broader social 

context in which ‘all life-forms are a result of the interaction between social 

and spiritual relations’; 

• It is tacit knowledge transmitted [predominantly] orally, through initiation or 

via demonstration and observation; 

• It is experiential rather than theoretical; 

• It is inherently interlinked to an understanding of the environment; and 

• It is dynamic and constantly adapting. 

In the current study, I use Zidny et al.’s (2020) perspective in operating ‘indigenous 

knowledge’ term; according to the authors, the term ‘indigenous’ refers to “positioning 

oneself as an indigenous to one’s homeland” (p. 149). I am indigenous to Aceh, an 

Indonesian province whose people still practise the values of indigenous knowledge. I 

experience indigenous knowledge in my life: I have stayed in an Acehnese traditional 

house and understand its values; I speak the local Acehnese language; I use old 

Acehnese proverbs (hadih maja) in conversation; I use herbal medicine generated by 

Acehnese ancestors; and I understand my region’s climate-based farming system, 

which my mother told to me orally. Therefore, the indigenous knowledge of Acehnese 

culture informs this study’s findings.  

As suggested by McGinty (2012), in this study, the term ‘indigenous knowledge’ refers 

to epistemological emphasis, which is “the way Indigenous people come to know and 

understand their realities” (p. 5). As an indigenous Acehnese person, I include 

indigenous Acehnese knowledge in this study to enhance the interpretation and 

understanding of teachers’ identities in the Acehnese context. At the end of this thesis, 

I provide a developed model of two sides of identity (Holliday, et al., 2017), 

emphasising indigenous knowledge. 
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Chapter 4. Research Methodology 

 

4.1 Introduction 

This chapter presents the methodological aspects of this research. It covers the 

rationale behind the employment of the chosen research instruments, and it details the 

design, development, and presentation of the methodological principles within the 

context of the study. This chapter has five main sections. This section, Section 4.1, is 

the introduction to the chapter. Section 4.2 presents the selection of ontological and 

epistemological paradigms for this study. Section 4.3 outlines the qualitative paradigm 

that becomes the main approach for this study. This outline also includes descriptions 

of the case study, research sites, participant selection, participants’ profiles, reflexivity 

on my position in the Acehnese context, data collection methods and procedures, and 

data analysis method. In Section 4.4, the trustworthiness of the research is described. 

Section 4.5 describes the ethical issues of this study. 

4.2 Ontological and Epistemological Paradigm 

When determining the research design in the preliminary stage, I singled out the 

ontological and epistemological assumptions to clarify the proposed investigation. As 

suggested by Grix (2004); Mckinley (2020); and Phakiti and Paltridge (2015), the 

philosophical basis of a study influences the particular research objectives and 

methods that the study should adopt. In this case, ontological assumptions refer to 

“what constitutes reality, in other words what is”, whereas epistemological 

assumptions refer to “how knowledge can be created, acquired, and communicated” 

(Scotland, 2012, p. 9). Scotland (2012) asserts that every paradigm may comprise 

different ontological and epistemological assumptions. Additionally, Phakiti and 

Paltridge (2015) describe a paradigm as “the underlying philosophical view of what 

constitutes knowledge or reality as the researcher seeks to gain an understanding of a 

particular topic” (p. 15). Kivunja and Kuyini (2017) define a paradigm as “the 

conceptual lens through which the researchers examine the methodological aspects of 

their research project to determine the research method that will be used and how the 

data will be analysed” (p. 26). In other words, the research paradigm provides 

guidelines for how researchers will investigate their research subject(s). 
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Ontologically, I define my position in this study as a relativist. Relativists posit that 

“what exists for human beings is relative to the concepts they possess and the 

procedures of enquiry with which their cultures equip them” (Harré & Krausz, 1996, 

p. 111). A relativist considers reality to be constructed in an individual’s mind and 

influenced by the cultures governing his or her life. Furthermore, since individual 

perceptions may vary for each person, there is no single absolute reality in the social 

world. Based on this belief, this study aims to determine how participating teachers 

personally viewed and defined their identity construction. I was open to my 

participants’ multiple perceptions and later interpreted their perspectives without 

judging whether their perspectives were correct or incorrect. The interpretation of the 

study results was conducted by relating the findings to my common knowledge and 

viewpoints as a researcher on the issue. 

Epistemologically, I framed the research as interpretivist/constructivist by combining 

both ‘constructivism’ and ‘interpretivism’, which are believed to offer similar 

perspectives on reality (Mertens, 1998; Mckinley, 2015; Mckinley, 2020). Reality is 

socially constructed by individuals that are involved in the study, and the researcher 

has the obligation to understand participants’ life experiences based on the 

perspectives that they provide. Mertens (1998) notes that constructivism itself 

originated from hermeneutics, referring to “the study of interpretative understanding 

or meaning” (p. 11). According to interpretivism/constructivism, knowledge is not 

objective; instead, it is subjective and gained through interaction between the 

researcher and the individual that is researched. Therefore, the findings of this study 

depend on both the data collected from participants and my values and knowledge as 

a researcher. 

A constructivist study should be implemented based on several characteristics (Grbich, 

2007). First, the focus of the research should be on how participants ‘interpret’ and 

‘make sense of their experiences’ in their lives and how the ‘contexts’ and ‘situation’ 

influence the way in which the research is understood. Second, data interpretation is 

limited to the understanding of the life experiences of the researcher. Third, the study 

may be subjective because it depends on the researcher’s views and intersubjective 

because the view of the researcher is affected by others when he or she interacts with 

them, for example by listening to them or reading their writing.  
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Based on those epistemological principles, I recognise that the participating teachers 

in this study were the primary instrument. However, I myself was also the main 

instrument of the study because I gave my impressions and judgements on the 

phenomena that I saw or experienced while collecting data. Similarly, when I 

interpreted the data, I relied on my understanding of the meaning of these data (see 

also Mckinley, 2015, 2020). 

4.3 Qualitative Paradigm 

This study uses a qualitative paradigm since it is epistemologically interpretative. 

Merriam (1998) argues that qualitative data collection methods are helpful in 

uncovering the meaning that a person creates based on his or her experiences. Parker 

(1994) defines the qualitative method as “the interpretative study of a specified issue 

or problem in which the researcher is the central to the sense that is made” (p. 2). These 

definitions emphasise that interpretation plays a key role in qualitative research. In line 

with the chosen paradigm, my position as researcher in this qualitative research was 

crucial in interpreting the meaning of teachers’ perspectives in relation to their 

identities. Moreover, Parker (2011) argues that another important point to consider in 

conducting a qualitative study is a ‘language’ because it facilitates the sense-making 

process between the researcher and participants. In this research, Acehnese and 

Indonesian languages played an important role during interactions with participants as 

I investigated the experiences of said participants using these languages. During the 

data collection process, Acehnese language, which is our native language, was 

employed to emphasise particular words or phrases. Furthermore, the participants and 

I used the the Indonesian language, our national language, as the main language of our 

communication throughout the interview process. 

Other important considerations to approach this study qualitatively were the need to 

match the research design with my research questions, explore in detail the topic of 

the study, and investigate participants in their natural settings (Creswell, 1998). The 

nature of my study was exploratory, which I deepened and specified through the 

research questions. The study specifically explored data on EFL teachers’ identities in 

an Acehnese-specific context. I explored the data over three stages by using two data 

collection techniques, namely interviews and observations. The combination of 

multiple stages and techniques of data collections is permitted in the qualitative 
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approach. The term ‘triangulation’ is attributed to these processes (Dewaele, 2019; 

Patton, 2002; Rallis & Rossman, 2009). Creswell (2013) argues that natural settings 

could be understood as real places where participants live and emphasises that 

qualitative researchers visit the settings and get involved directly with their 

participants when conducting research. Following Creswell’s recommendation, I 

visited my participants in their natural settings and had face-to-face interactions with 

them as part of the process of data collection for this study. 

In the data analysis, I took into account the relationship between the nature of my study 

and the generalisability of its findings. Although I tried to relate my results across 

cases, I avoided generalising because the study focussed on the exploration of 

individual cases. Borg and Gall (1989) argue that qualitative researchers are allowed 

to specifically examine individual cases, which can be vary. The authors also argue 

that, although generalisation across cases may be sometimes made in qualitative 

research, researchers ought to generalise carefully and thoughtfully. Furthermore, 

Creswell (2013) offers a holistic perspective on qualitative studies, in that the 

researchers could view or identify issues in their qualitative studies from multiple 

viewpoints, later present a larger picture that emerges in the study. In this study, I 

identified independent factors that could strengthen the concept of teachers’ identities. 

4.3.1 Case Study 

This research employs a case study design. The rationale behind the use of the design 

is because the study was conducted through several exploration stages that went back 

and forth between the data collection and analysis processes during the investigation 

of EFL teachers’ identity in the Acehnese-specific context. Yin (1994)  states that a 

case study refers to “an empirical inquiry that investigates a contemporary 

phenomenon within its real-life context, especially when the boundaries between 

phenomenon and context are not clearly evident” (p. 13). Moreover, my status as a 

single researcher also led me to implement a case study design. As argued by Bell 

(1999), a case study is the appropriate choice for a single researcher due to its benefit 

of allowing in-depth investigation over a short period of time.  Meanwhile, the cases 

in this study are illustrated in an analogy with a ‘capsule’. This ‘capsule’ analogy is 

posited by Thomas (2011), who suggests dividing the case study into two parts, each 

of which has specific ingredients and should support the other. In this case, the first 
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half of this case study is Acehnese EFL teachers with Master’s degrees, whereas the 

second half is the analytical frame of identity construction after finishing a Master’s 

degree in a local and English-medium university.  

The chosen research design may potentially have both strengths and weaknesses. 

However, I believe that the case study design is the most appropriate for the nature of 

the study, which is to investigate EFL teacher identities holistically. As argued by 

Merriam (1998), all research designs may be viewed in terms of their strengths and 

weaknesses. However, the rationale for matching the design and research nature 

support the design choice. Merriam (1998) also assures that the case study has the 

power to produce rich, holistic research findings. When a case study is intended to 

answer research questions, its strengths outweigh its weaknesses. As a response to the 

time limitation,  I chose only six teachers to participate in this study. I considered that 

the case study would be advantageous to investigate six teachers because I would be 

able to explore each case of participants deeply. Stake (1995) argues that it may be 

helpful in the sampling process to select cases that are representative of others. The 

focus of the study is the cases of teachers rather than the number of participants. Since 

there were multiple cases used in this study, I performed a cross-case analysis to 

examine relationships among the cases. A multiple case study may help researchers 

identify the similarities and differences across cases, which are later bounded together 

to explore related phenomena (Duff, 2008).  

A common weakness of a case study design is that generalisations cannot easily be 

made (Bell, 1999).  In a case study design, researchers can only justify their findings 

from a few examples on hand. As such, the relatability of the case study should be the 

main focus of the researchers when drawing conclusions in their studies. The term 

‘relatability’, instead of ‘generalisability’ is posited by Bassey (1981), who argues the 

following: 

An important criterion for judging the merit of a case study is the extent to which 

the details are sufficient and appropriate for a teacher working in a similar 

situation to relate his [her] decision making to that described in the case study. 

The relatability of a case study is more important than its generalisability. (p. 

850) 
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In line with this statement, it is necessary to systematically and critically centre this 

study towards the contributory findings so that future researchers focussing on teacher 

identity issues can relate their thinking to my case study. Bassey (1981) acknowledges 

that a case study is a valid research design as long as it is proceeded through a critical 

and systematic investigation, if it is relatable to the next research, and if it produces 

results expanding the boundaries of ongoing knowledge.  

This study is classified as an interpretative exploratory multiple case study. This term 

was introduced by Thomas (2011), who specifies case study based on its purpose, 

approach, and process. In terms of its exploratory purpose, this study aims to 

investigate cases of individual teachers on how they constructed their identities and 

how the teachers’ identities contributed to their agency. Related to the approach, I 

employed an interpretative approach for this study. Thomas (2011) states that, 

“interpretative research marries easily with case study, which also prioritises looking 

at the whole” (p. 126), and that the exploratory approach may also be called an 

ethnography. Mertens (1998) defines ethnography as “a research method designed to 

describe and analyse practices and beliefs of cultures and communities” (pp. 164-165). 

Based on this definition of ethnography, I argue that this research is ethnographically-

informed since its data collection, which was beyond classroom observation, is 

informed by an ethnographic approach. 

Merriam (1998) argues that ambiguity may occur when ethnography is employed 

identically with fieldwork, case study, participant observations, or a qualitative 

approach. The operational conceptualisation of ethnography in this study was clarified 

from the perspective of data collection and research setting. As suggested by Atkinson 

and Hammersley (2007), ethnographic data are frequently collected by the presence of 

the researcher in participants’ daily lives over a prolonged period. The researchers 

watch, listen to, ask, have formal or informal interviews with the participants, and 

collect documents and artefacts. Educational ethnography, in particular, Merriam 

(1998) notes, commonly involves the culture of a school community. In other words, 

by going beyond classroom observations, to some extent, this study was informed by 

ethnographic data collection. For instance, I was sometimes involved in my 

participants’ working days at school, observed what happened. When necessary, I 

asked participants some informal questions. However, this study cannot be called 
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purely ethnographic since observations beyond the classroom were used only twice 

with each participant. 

In terms of its process, this research used multiple case studies, which are also known 

as a collective case study, cross-case study, or comparative case study (see Merriam, 

1998). Thomas (2011) notes that each individual case may become less important 

when there are multiple cases in a study. However, the comparison across the cases 

could be considered the main ideas of this cross-case study and may highlight the 

differences among the cases. Moreover, in this study, the emphasis on multiple case 

studies was on the ‘quintain’ (pronounced kwin’ton), a term proposed by Stake (2006) 

which is defined as ‘target collection’. This term emphasises the importance of every 

case in a multiple case study as it is the basis in creating a collection of particular 

categorical cases (targeted categories). In other words, the relatability of the cases 

depends on the available data and data analysis. Specifically, this study used coding to 

examine each case deeply and categorise themes, which was part of creating quintains. 

4.3.2 Research Setting  

I used three different sites to enhance the diversity of participants and offer richness to 

the data. As suggested by Polkinghorne (2005), using multiple participants may help 

researchers to gain various perspectives on experiences by comparing and contrasting 

them across sources. This study was conducted at six senior high schools and involved 

six EFL teachers selected from three regions in the Aceh Province, Indonesia. These 

regions included the capital city region, northern region and western-southwestern 

region. The northern region is an ex-conflict region that had been affected by the war 

the most. The civil war occurred between the ‘Free Aceh Movement’ and the 

Indonesian government for 29 years and killed approximately 15,000 people before a 

peace agreement was reached on August 15th, 2005 (Cardozo & Shah, 2016). The 

conflict had a direct effect on Acehnese people across numerous sectors. In the 

education sector, for example, schools were burned, whereas teachers and students had 

been forced to stay at home for an extended period due to insecure conditions.  

Meanwhile, the western region of the province is a coastal area that had experienced 

the most significant effects of the tsunami on December 26th, 2004. Many people died, 

and infrastructures were destroyed by the tsunami waves. However, the area was 

reconstructed. Many new buildings have been rebuilt, including schools. Moreover, a 
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large number of teachers from the outside western coastal area were recruited to teach 

and obtain legal teaching qualifications as civil servants. The third region is Banda 

Aceh-Aceh Besar. Banda Aceh is the capital of the Aceh province, where people can 

find jobs more easily. This city is the city of hope for people due to its facilities and 

urban life. Aceh Besar is the closest region and has convenient access to the capital. 

This area has also become preferential for people to work and live in because they are 

able to commute easily to the capital.  

4.3.3 Research Participant Selection 

This study used purposive and snowball sampling methods. Both methods are non-

probability sampling; that is, the sample is not selected randomly, but purposively 

(Bryman, 2012). The participants' selection began when I contacted my colleagues, 

who potentially knew my intended participants. Two of these individuals were my ex-

colleagues when I had worked at an English private school; they were teaching at 

secondary schools in Aceh when I contacted them for participant recruitment. As I 

assumed, these individuals could provide information on several potential teachers that 

may participate in my study since they worked at secondary schools. Meanwhile, the 

other two colleagues were working at two different universities. One of these 

individuals had a Master’s degree in Australia and was working at a public Acehnese 

university, where I had also been working.  Another of the individuals was also my 

ex-colleague at the English private school; she gained a Master’s degree from an 

English teaching programme in Aceh and was working at a private university in Aceh. 

I considered that these individuals should have known some Acehnese EFL teachers 

who pursued a Master’s degree together with them. Since I could have enough 

information related to the potential participants from these colleagues, I did not 

approach other individuals. 

Furthermore, after my colleagues shared the potential teachers’ phone numbers, I 

contacted 10 teachers in the intended regions in Aceh via WhatsApp to ask if they 

would like to participate in my study. Sharing someone’s phone number to ask whether 

they might be willing to be a participant in research on teaching and learning topics is 

common in Acehnese cultures; it is not considered a violation of privacy. Therefore, I 

decided to use this method to find my participants. I proposed this method to the 

University of Bath’s research ethical committee before beginning the field work; it 
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was approved by the committee (see Appendix 7 for further detail). However, after I 

collected the data, I came to believe that my cultural practice of sharing phone numbers 

of potential participants may not be ethically common in research practice. Instead of 

asking my colleagues for the phone numbers of the participants, I should have asked 

my colleagues to clarify first whether participant candidates would mind their contact 

details being shared. Since this clarification process was absent from my study, it may 

be considered a limitation. 

Furthermore, I sent messages via WhatsApp messenger to the teachers; I told them 

how I had their phone numbers, explained who I was and what the topic of my 

research, and asked whether they were interested in participating in my study. All of 

the teachers responded well to this request. For a variety of reasons, three of the 

teachers were not able to participate, and seven others agreed to be the participants of 

my study after they asked more detailed questions related to the research procedures. 

However, I was not able to visit two of the participants because their locations were 

not accessible; I decided to work with the rest of the participants and selected another 

participant through snowball sampling by asking one of my five participants if he knew 

anyone who would be potentially eligible to participate in the study.  

The participants’ agreement via WhatsApp to participate in the study could be called 

as informal agreement since they had not signed a consent form. I clarified that I would 

visit them, meet them face-to-face, and explain the research project more explicitly. 

When I visited the teachers in the chosen location, I once again explained the nature 

of the research and their roles if they participated in the research project, including to 

the three stages of interviews, three classroom observations, and two observations 

outside of the classroom (see Section 4.3.6). After the teachers had gain a clear idea 

regarding their involvement, they signed the consent form (see Section 4. 5 on how 

participants signed the formal research consent form and Appendix 10 for a sample of 

the consent form). 

It has been argued that, through snowball sampling, the researcher can use a social 

network of the available participants as a channel to recruit more participants (Cohen 

& Arieli, 2011). In this study, the implementation of the snowball sampling could be 

advantageous in helping find an additional participant more easily and quickly. 
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Purposive sampling was selected to respond to the research questions of my study 

effectively. According to Robinson (2013), purposive sampling may help researchers 

to select the criteria for their participants. In deciding participants’ criteria, the 

researchers may link their research topics and the potential participants who are able 

to answer their research questions. I purposively chose the participants of this study 

based on specific criteria. First, the participants should be non-native English teachers 

who taught in secondary schools in the Aceh province. The participant choice was in 

line with the focus of the research questions, which addressed the identities of 

Acehnese EFL teachers who worked at secondary schools. Second, the participants 

should be the teachers who held a Master’s degree from a local and overseas English-

medium university. This second criterion was chosen to answer the initial research 

question which aimed to compare the identities of teachers who held Masters’ degrees 

in a local university and overseas English-medium universities. However, later, the 

findings show no significant differences between the two group of teachers, and the 

participants were only referred as teachers with Master’s degrees.  

The participants of this study consisted of six Acehnese EFL teachers at secondary 

schools; specifically, these teachers taught at senior high schools. The participants 

comprised three teachers with Master’s degrees from an Acehnese local university and 

three teachers with Master’s degrees from overseas English-medium universities. The 

local university refers to a university in Aceh that offers a Master’s programme in 

English education, whereas native English-medium universities refer to the 

universities in English-speaking countries where participants pursued Master’s 

degrees, which are located in Australia, the UK, and the USA. These countries have 

provided many scholarships, either Master's or doctoral degrees, for Acehnese people 

after the tsunami in 2004 as part of international relief. Australia even uses Aceh as 

one of the targeted areas through Australia Award Scholarship programme (Australia 

Awards, 2017). In addition, scholarships from the Indonesian government prioritise 

these three countries as the places to study for Indonesian awardees (LPDP, 2017). 

Therefore, choosing teachers who graduated from these countries might represent the 

Acehnese teachers who had earned an overseas Master’s degrees. 
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4.3.4 Participants’ Profiles 

The summary of the participants’ profile in this study is provided in Table 3.: 

Table 3. Participants’ Profiles 

Participating 

teachers (age) 

Current 

employment 

status 

Years of 

English 

Language 

Teaching 

Experience 

Country of 

studying 

Master’s 

degree 

Master’s 

programme 

Fatih (37) Permanent 13 UK and 

Australia 

Applied Linguistics 

and General 

Education 

Safar (40) Permanent 11 UK Applied Linguistics 

and TESOL 

Sulaiman (44) Permanent 19 Indonesia 

and USA 

English Education 

(incomplete) and 

Curriculum and 

Instruction 

Abdul (38) Permanent  13 Indonesia English Education 

(incomplete) and 

Education 

Administration 

Raihan (33) Permanent 7 Indonesia English Education 

Maryam (32) Part-time 9 Indonesia English Education 

 

Table 3 presented participants’ basic information, including their ages, teaching 

experience, and educational background. The more detailed descriptions of the 

participants are shown in the following sections. All participants’ names in this study 

are pseudonyms. Data related to the participants were gathered mostly from the 

interviews conducted with the participants. Some data were also collected from 

outside-classroom observations. For example, the age of the teachers could be seen 

from their identity cards on their office desks.  
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4.3.4.1 Fatih 

Fatih had taught English at a senior high school in the capital region since 2004; he 

had worked as a full-time English teacher at his school before he took a Master’s 

degree in an Applied Linguistics programme at a university in the UK sponsored by a 

scholarship from the UK government.  After returning home and teaching at the same 

school, Fatih did not feel satisfied with his first Master’s degree in the UK and decided 

to pursue another Master’s degree in a General Education programme in Australia in 

2011. His Master’s programme was sponsored by the Australian government. After 

his graduation at the end of 2012, Fatih worked again as a teacher at the same school 

and was chosen as curriculum representative. Apart from teaching at the school, he 

also started teaching part-time at a local university and some other private schools such 

as intensive IELTS preparation institution for those who wanted to study abroad.  

4.3.4.2 Safar 

Safar was a full-time teacher at a senior high school in the Northern region of Aceh. 

He graduated from a Master of Art in TESOL programme in the UK sponsored by a 

British scholarship programme. Prior to pursuing his master’ degree in 2008, Safar had 

worked as a part-time lecturer at a university in Aceh. However, after the tsunami hit 

Aceh in 2004, he worked with an international Non-Governmental Organisation for 

tsunami relief. Upon returning to Aceh after completing his Master’s study, Safar 

decided to teach at school by joining a civil servant selection test for teachers in 2010. 

He was able to pass the test and became a full-time English teacher at school, which 

was his first experience to start his career at a school. Since 2014, he had become active 

in extra activities, including becoming a curriculum counsellor for the teachers in the 

region. He had also been trusted to be a teacher’s instructor and chairman of English 

teacher union in the region since 2016. Furthermore, Safar started enhancing his 

writing skills by writing books to be published and worked as a part-time lecturer at a 

local university near his house. However, Safar then stopped teaching there due to the 

university’s regulations, which did not allow a teacher with civil servant status at 

school to teach at the university. 

4.3.4.3 Sulaiman 

Sulaiman was a full-time teacher at a senior high school in southwestern Aceh region. 

With six years of teaching experience, he won a national scholarship for his Master’s 

degree in English education in a famous national university in 2006. Having a 
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willingness to live overseas, Sulaiman applied to pursue a Master's degree scholarship 

from the USA sponsor, and was selected as one of the scholarship recipients. He 

decided to stop studying at the national university and continue his Master’s degree in 

the Educational Curriculum Instruction programme at a university in the US. After 

graduating from the US university, he returned to teach at the same school in 2009 and 

taught in the English Education department of a branch of the provincial university in 

his town. As he planned to be a school supervisor, he had joined the test for school 

supervisor and was waiting for a supervisor position in his region. 

4.3.4.4 Abdul 

Abdul had been teaching English for 13 years at a senior high school in the capital 

region; he started teaching as a part-time teacher for two years before becoming a full-

time teacher with a civil servant status. Abdul studied in two Master’s programmes in 

a local university in Aceh, both of which were self-funded. His first Master’s 

programme was in English Education. While he was in the middle of his study, the 

tsunami hit Aceh on December 26th, 2004, which forced him to postpone his study for 

one semester because of the disaster. When the study programme restarted, the 

conditions of the university had changed significantly. Many lecturers were not 

available because they had been victims of the tsunami disaster. Furthermore, Abdul 

was busy working with an NGO for tsunami relief. Consequently, he decided to stop 

studying when only final thesis writing remained in his course. In 2010, Abdul decided 

to take another Master’s degree in Education Administration. This degree required him 

to be able to manage his time between teaching at school and finishing his study; he 

finished his Master’s degree after two years. After gaining a Master’s degree, Abdul 

started working as a full-time teacher at school and part-time lecturer at a university 

and was also active in managing students’ organisations at the school. 

4.3.4.5 Raihan 

After finishing her bachelor’s degree in English Education, Raihan had a strong 

passion for continuing her Master’s degree overseas, specifically Australia. She once 

had tried to apply for the scholarship to Australia but did not pass the interview. With 

a qualification in English teaching, she did not teach at school; instead, she worked as 

a secretary and an English-Indonesian translator in a law firm office. After working 

for some time, she decided to take a self-funded Master’s degree programme in English 

Education at a local university in Aceh. After her graduation, she took a civil servant 
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test and was hired as a full-time English teacher at a senior high school in the western 

region of Aceh. Besides teaching, Raihan also sells women’s clothes and accessories 

online. 

4.3.4.6 Maryam 

Maryam was a part-time English teacher in a public senior high school in the northern 

region of Aceh. She has taught English since finishing her bachelor’s degree in 2009. 

She had taken the civil servant selection test several times to gain full-time teacher 

status but did not pass the tests. She had pursued a self-funded Master’s degree in 

English Education from a local university in Aceh in 2015. Her Master’s degree 

offered full-day study from morning to afternoon on Friday and Saturday. While she 

was studying her two-year Master’s programme, Maryam still taught part-time at her 

school. After finishing her Master’s programme in January 2017, she returned to teach 

at the same school; nevertheless, she also had a willingness to continue her study to 

PhD. To achieve her goal, Maryam started teaching part-time at a local university in 

early 2018. Additionally, she also joined a teacher writing competition to improve her 

writing skill. She believed that this additional academical involvement may support 

her in pursuing a PhD degree one day. 

4.3.5 Reflexivity on My Position in the Acehnese Context 

It is important to present the evidence of reflexivity in my thesis. As Charmaz (2006) 

suggests, researchers using a constructivist frame in their studies should consider the 

role of reflexivity in order to clarify the position of researchers within the reality 

investigated. According to Berger (2013), reflexivity could be viewed as “the process 

of a continual internal dialogue and critical self-evaluation of researcher’s positionality 

as well as active acknowledgement and explicit recognition that this position may 

affect the research process and outcome” (p. 220). Based on this information from 

Berger (2013), I was aware of the factors of age, genders, status, and beliefs that my 

participants and I had; these factors may shape the nature of my relationships with my 

participants, and in turn, they could influence the data that I obtained across 

participants. This section explains in detail my position in the Acehnese context and 

how I exercised reflexivity in the current study. 

During my interactions with the participating teachers, I positioned myself both as an 

insider and outsider researcher in this study’s context. As an outsider, I realised that, 
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to some extent, I could not profoundly get involved in the teachers’ contexts, since we 

had different positions regarding professions. I was a full-time lecturer, while 

participants were full-time teachers, which also meant that we had different job 

responsibilities. Moreover, in terms of educational background, I was a doctoral 

student at an overseas university; in other words, my education level was higher than 

that of my participants. On the other hand, I shared some similarities with my 

participants that could lead me to consider myself an insider. These similarities include 

that we shared the same cultures, spoke similar languages, came from EFL teaching 

background, and also got involved in the Indonesian education system. 

My binary position was supported by that of Dwyer and Buckle’s (2009), who claim 

that, 

Insider and outsider are understood as a binary of two separate pre-existing 

entities, which can be bridged or brought together to conjoin with a hyphen. … 

This hyphen acts as a third space, a space between, a space of paradox … . (p. 

60)  

The authors emphasise that qualitative researchers should understand the notion of the 

multi-layered complexity of human experience. Therefore, when researchers come 

from a similar group as the participants, is not necessarily true they share a significant 

amount of similarities. Likewise, when participants are from different group than the 

researchers, it does not mean that the two groups are entirely different. In fact, the 

multi-layered complexity may lead researchers to bring together ideas from both sides 

and view the issues from a more comprehensive, broader perspective.  

Furthermore, I reflected that my position as an insider had positive impact on my data 

collection. As we came from the same ethnicity, namely Acehnese, I could feel a sense 

of belonging between my participants and me. I could approach my participants more 

quickly because they welcomed me warmly, and we could use an Acehnese style of 

communication. For example, one of my participants brought ‘pisang goreng’ (fried 

bananas) on the first day of the interview; we ate the bananas and had small talk before 

the interview. This condition bridged the gap between us during the interview. My 

participants also emphasised that they were happy to participate in this study, which 

may reflect that the shared cultural backgrounds facilitated the establishment of trust 

and rapport with the participants and motivated them to collaborate with this research. 
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However, sometimes I also worried that due to our pre-existing relationships, I might 

lead my participants to state the information that I would like to hear since I was 

familiar with the research context. Therefore, I tried to be careful with my position as 

insider. Although I was aware that the method of semi-structured interview allowed 

me to probe the statements of the participants, I realised that the interviews were not 

necessarily straightforward and finished shortly based on my strict guidelines; I gave 

the chances for participants to share their experiences accordingly (see Valandra, 

2012). I also considered that some of the participants’ experiences might be useful data 

later during the data analysis.    

Another issue that I sometimes reflected on was that my participants might not provide 

important information since we came from similar backgrounds; they might tell more 

information if the researcher were not Acehnese.  I also had this thought when I 

positioned myself as an outsider; I felt that my participants might not be very open to 

me because I was not part of them as a teacher with a Master’s degree. Therefore, I 

tried to establish a close rapport with participants. To engage them, I held short 

conversations with participants before and after the interviews or observations; for 

example, we discussed interesting places to visit, famous food to eat in their towns and 

my town, ongoing cultural events, and which cosmetics to use. I believed that positive 

relationships beyond the data collection process could help to gain trust from the 

participants. As a result, participants might be more open to the information throughout 

the data collection process. However, I sometimes felt hopeful with the status of my 

participants with a Master’s degree; I knew that they had conducted research for their 

Master’s thesis and could understand more easily my research procedures. Indeed, my 

positions as both insider and outsider made me hopeful and careful in any decision that 

I made when interacting with the participants.  

Moreover, I was born and raised in Aceh. I had never left Aceh until I pursued my 

Master’s degree in Australia and my PhD programme in the UK. As an Acehnese, I 

was taught to live according to local Acehnese cultures. For example, men and women 

who are not spouses or family members are allowed to interact with one another, but 

the norm recommends that we are not together in private places where there are no 

other people around. Another example is that young people should respect the elders, 

and the elders should love the youth. We should speak and behave well when 
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communicating with people older than us. I am still committed to practising the 

Acehnese values that I have, despite having studied overseas and been exposed to 

different cultures. I believe that practising my own values and living in multicultural 

nations have made me more aware of other cultures and open-minded and flexible to 

differences in perceptions. This awareness influenced me positively when returning 

home for data collection. For instance, when some people in the fieldwork made 

inaccurate statements about me as an overseas PhD student, I attributed these opinions 

to their stereotyped perspectives. When I was conducting the fieldwork and met people 

from different backgrounds, I became aware that successful data collection was not 

only about following research procedures as stated in methodology books, but also 

about being culturally aware. For instance, I respected the Acehnese cultures and 

norms and understood that stereotypes may occur when I was viewed as an outsider. 

This awareness was important for me to adapt to the community of the context 

investigated. As suggested by Holmes (2020), through the reflective approach, 

continually, I realised that my positionality was never fixed throughout the research; 

it always depended on the situation and context. 

In terms of gender, I understood my position as a female researcher who would need 

to consider my safety during the study duration. Before collecting data in the fieldwork 

far from my home, I made sure that I would be secure during the data collection 

process. I asked my participants for suggestions on transport that I could use and 

accommodation that I could stay in safely. As stated in the ethical approval form (see 

Appendix 7), I planned to work with local guides familiar with the fieldwork location 

and could help me to access the location. However, I cancelled this plan after my 

participants confirmed that their locations were safe and shared the information clearly 

how to travel to these locations. For security reason, I avoided travelling at night and 

contacted the minibus agents by phone recommended by my participants before the 

trip. During the data collection across the city, I used minibuses and commuted 

by becak, a traditional four-wheeled public vehicle in Aceh that goes to locations 

around northern and western Aceh. In western Aceh, I had to charter a becak rider and 

make an appointment to take me wherever I wanted to go, including to the school from 

the town centre since no other public transport was available.  
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Sometimes, I was also given a ride on a motorbike by female participants to go to the 

schools or return to the accommodations. Meanwhile, during the data collection in the 

capital city, which is my hometown, I rode my motorbike to visit the schools and 

teachers. As a reflexive researcher, I acknowledged that, during the data collection 

process, my position was not only as a researcher, but also as an independent solo 

female traveller who had to be able to manage my fieldwork’s itinerary journey safely 

and comfortably. This ability was crucial to showing to my participants that I was an 

independent researcher. Consequently, I could gain trust from my participants; as 

Lincoln and Guba (1985) suggest, building and maintaining trust is important in 

qualitative inquiries; without trust, it would be difficult to collect the data. 

Furthermore, in terms of gender, the Acehnese values also influenced the data 

collection process. The flexibility that I had with my female participants during the 

data collection provided me with more data outside school observation and a more 

comfortable interview environment. We sometimes went to a café or even to the 

beaches to talk, visited their English teacher union’s meetings for observations, and 

did the interviews. In contrast, due to gender differences, I interacted with male 

participants according to Acehnese local values. For example, we preferred having the 

interviews at schools; two of the male participants set the interviews in the library, 

whereas another one chose his personal office with an open door as the interview place. 

One male participant preferred to be interviewed in my hotel lobby during the 

interview in stage 1 and did not want to be at school due to privacy reasons. However, 

because of background noise in the first stage of interview recording, we then decided 

to have stage the 2 and 3 interviews in his office in the afternoon when other teachers 

no longer at work. He took his seven-year-old daughter with him to avoid being 

together with me alone in his office. In general, the interview went well. His daughter 

was busy with videos on her phone, but I had to pause the interviews several times 

because she asked him to help her with video setting.   

Also, during our meetings at the school, I once had to stop the observation because the 

participant had to attend a meeting with some English teacher union members in a 

different location. He could not ask me to join because the public transport to the 

meeting location was unavailable, and he could not give me a ride on his motorbike 

due to our different gender. As a researcher, I followed my participants because I 
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already understood the shared values that existed among us. Although I had this 

understanding, it was undeniable that I was more comfortable with the female 

participants. As Gray (2008) argues that “emotional reactions are parts of human life 

and are, therefore, never absent from the research situation” (p. 936). Thus, I 

understood that it was normal for me to have emotional reactions when dealing with 

my participants.  

What I took into account was that maintaining a good relationship with each 

participant in any condition is important to enhance the quality of the data collected. 

In this case, flexibility is crucial. As a researcher, I had to be flexible with the 

participants’ time and condition. For instance, I was happy to pause the interview 

recordings several times to let the teacher speak with his daughter. It was also 

beneficial to triangulate the data collection since it allowed me not to rely on a single 

data instrument. I had several opportunities to collect a variety of data from each 

participant by using interviews and observations across different stages. 

During data collection at the school, I interacted not only with the participants, but also 

with their colleagues and students. I usually sat in the participants’ teacher offices 

while waiting for them to be ready or on break. Some participants’ senior colleagues 

asked some questions about my studies until my personal issues, such as my status as 

a woman studying a PhD programme overseas alone. The participants’ senior 

colleagues commented positively in terms of my success to win a scholarship there, 

though some of them discouragingly responded that my overseas PhD study was taboo 

for women. In response to their comments, I kept smiling and explained to them with 

common answers according to what was appropriate based on their understanding. I 

believed that their perspectives were shaped by how they lived in remote areas of 

Aceh. I always brought in mind that, to build a positive relationship with my 

participants, I also needed to be friendly and harmonious with the participants’ 

colleagues and environment. This mentality was essential in ensuring convenience for 

the participants; therefore, the participants could feel that they participated in a study 

with a researcher who could create a convenient condition for them, including 

maintaining positive relationships with their colleagues, during their participation in 

the research. 
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Meanwhile, I could also evidence the reflexivity in analysing data from the present 

study. When I wanted to start coding my data, suddenly I doubted that I could do it. 

The questions that came to my mind were as follows: ‘What if I could code these data 

incorrectly?’ ‘My background is also an Acehnese, how if I do not find any interesting 

data because I am familiar with the context?’; I felt that I had no confidence in 

analysing the data. I then returned to the paradigm of this study; I framed my study as 

interpretivism, which posits that knowledge is subjective and gained due to the 

involvement both researcher and participant (see Section 4.2). The subjectivity of an 

interpretivist study is supported by Holmes (2020), who claims that, “ … no matters 

how reflective they are [researchers], they can never objectively describe something 

as it. … Experiences and interpretations of language are individually constructed, and 

the meaning of words is individually and subjectively constructed” (p. 4).  

Therefore, throughout the data analysis process, I felt that I was inseparable from my 

participants’ data. The analysis itself was a complex process. I brought together many 

parts of my knowledge and experiences when categorising the codes and themes of the 

data. Some examples are as follows: I grew up in a family practising Islamic teaching 

and Acehnese cultures; I studied at elementary and secondary schools based on the 

Indonesian curriculum; I pursued my undergraduate degree in the Eastern context and 

my postgraduate degrees in the Western context; I was exposed to the Western 

literature and research methods; and I experienced a complex career journey. I also 

reflected on my peers’ stories on their journey when analysing their data qualitatively 

and I convinced myself that every constructivist researcher would also have similar 

experiences when analysing data in his or her research.  

4.3.6 Data Collection Methods and Procedures 

To respond to the research questions, which focussed on the construction of teacher 

identities, the data in this study were collected by interviewing and observing 

participants in two academic school semesters. The data collection process covered 

approximately nine months in total from early January to the end of September 2018. 

As argued in Chapter 3, identity is dynamic and changing. Therefore, conducting this 

study over nine months was intended to determine the dynamism of the teachers’ 

identities. This section details the methods and processes used in the data collection of 

this study. Table 4 presents a summary of the collected data. 
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 Table 4. The Summary of the Collected Data 

Data Collection Method 

(for Each Participant) 

Total Number of 

Interviews and 

Observations for 6 

Participants 

Amount of Time 

Three stages of 

interviews  

18 times 18 hours of interview audio 

recordings in total (approximately 

60 minutes for each 

participant/interview) 

Three classroom 

observations 

18 times 27 hours of observations in total 

(1.5 hours in each teacher’s class) 

Two outside-classroom 

observations 

12 times 12 days of observation in total (2 

days to each teacher) 

 

4.3.6.1 Interviews 

This study employed interviews as the primary data collection technique. Talmy and 

Richards (2010) argue that interviews are commonly used in qualitative studies, 

including in the investigation of participants’ identities. Because this study 

investigated how the EFL teachers constructed their identities, the interview should be 

appropriate as the technique for data collection because its nature was “to find out how 

a particular group of people perceive things” and help the researcher to determine the 

“experience” of participants (Silverman, 2010, p. 190). The interviews provided me 

with the chance to explore the experiences, thoughts, and beliefs of the teachers in 

greater detail. As argued by Keats (2000) interviews are useful in enriching the data 

and deriving a variety of ideas and reasons from the participants. Furthermore, an 

interview is also advantageous for a qualitative researcher in relation to its process that 

can be conducted contextually or specifically and may allow the researcher to 

investigate the specific experiences of participants (Mason, 2013). In this case, the 

interviews helped me to establish a close connection with the participants and gain 

specific data related to the participants’ identity formations. The interviews also 

allowed the participants to tell their stories and express their perceptions more freely 

and openly. 
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This study used semi-structured interviews. A semi-structured interview, also known 

as an ‘in-depth interview’, aims to let the interviewees discuss their ideas or 

perspectives more openly (Esterberg, 2002). However, the interview itself is 

conducted under the guidance of the interviewer. Richards (2003) asserts that semi-

structured interviews can underpin the flexibility in responding to participants’ 

responses, consequently leading to a deepened understanding and enriched data. This 

‘flexibility’ led me to choose the semi-structured interview for my data collection. In 

conducting semi-structured interviews, Bernard (2013) suggests that the interviewer 

should ask specific questions related to the research topic as the guidelines of the 

interview. I prepared guiding questions for the participants before my interviews. 

During the interviews, I let participants tell their stories and express their opinions 

freely. Still, I guided the participants with the questions and probed for more details 

when they mentioned items that could be significant for the data (see Appendices 1, 2, 

and 3 for the guiding questions for the interviews).     

Specifically, this study follows the thematic interview approach, which emphasises 

meaning of teachers’ experiences. Seidman (1998) classifies this type of interview as 

“reflection on the meaning” (p. 18). The focus of the interviewer is on how the 

participants discuss their sense of self and make sense of their experiences. The 

researcher could relate to the participant’s life and work by asking them to make 

meaning from their experiences. The types of questions may be follow-up questions 

upon the participants’ responses to previous questions. Maunsell, Dubois, Lauzier, and 

Fraser (1999) call this kind of interview a thematic interview because the interviewer 

is not a passive receiver of what participants say. Instead, the interviewer becomes the 

facilitator of the interview process by asking participants open-ended questions based 

on specific themes.  

As recommended by Maunsell et al. (1999), when I conducted the thematic interview 

in this study, I first asked my participants about their personal information and then 

asked them to recount their identities. I became the facilitator of the interviews while 

guiding these participants with some themes of the questions to answer my research 

questions. Facilitating participants during the interviews had helped me to examine 

more data from them and anticipate that the participants could not provide the intended 

data to address the research questions. 
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I conducted three face-to-face interviews with six participants over three different 

stages as explained as follows; each interview ran for approximately one hour.  

Stage 1 (from January to April 2018)  

• The interviews were conducted over one academic semester. 

• The interviews were aimed at becoming familiarised with the participating 

teachers and building trust with them. 

•  The interviews aimed to gather the data about the teachers’ profile. 

• The interviews aimed to ask initial questions about the teachers’ identities and 

agency. 

• All intended questions related to the teachers’ identities and agency were asked 

uniformly to all participants (see Appendix 1). As my ontological positioning 

considers that identity is dynamic (see Sections 3.2 & 3.3.1), the aim was to 

see whether there were any changes in the teachers’ response when I probed 

their stage 1’s comments in the next interviews in stage 2. 

• In general, teachers’ responses were not probed with further in depth follow-

up questions since this interview was aimed at obtaining a general description 

of the teachers. 

Stage 2 (from July to August 2018) 

• The follow-up interviews started at the beginning of the following semester. 

• These interviews were conducted after finishing the transcriptions and 

preliminary analysis of the initial interviews. 

• The interviews aimed to follow up on the initial interviews more deeply. As 

Turner (2010) suggests, asking follow-up questions is crucial in optimising 

participants’ answers. 

• Most of the questions were not asked uniformly to each participant since the 

aim of the interview was to follow up on previous statements made by the 

participating teachers. 

• These interviews provided more in-depth data because participants were asked 

to describe the definitions, journeys, roles, and struggles of being a teacher 

more comprehensively (see Appendix 2). 
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Stage 3 (September 2018)  

• The interviews were conducted at the end of data collection process. 

• Some extra questions that may be important data to respond to my research 

questions but not examined properly in the previous interviews were asked 

uniformly to the participants. To some extent, the questions aimed to confirm 

whether the teachers’ definition and commitment to being a teacher had 

changed or not as what they had already said in the previous interviews (see 

Appendix 3). 

• The participants were asked to confirm data found during the observations in 

the classrooms and beyond. For instance, I asked the participants about the 

reasons for which they spoke or behaved using specific expressions. Some 

questions were asked uniformly to the teachers since the teachers showed 

similar behaviour in the observations. However, some questions were 

specifically asked to certain teachers because each teacher had a different case.  

• Few questions were also asked to clarify the unclear statements of the 

participants in past interviews. 

Furthermore, I clarified some unclear responses from the participants after finishing 

my fieldwork project. I contacted the participants when analysing the data (see Section 

4.3.7.1). This clarification process may be referred to as ‘member checking’ (Creswell 

& Miller, 2000). As asserted by Carlson (2010), a researcher can perform member 

checking by giving items of the narratives expressed by the participants during the 

previous interviews and consulting with them on the accuracy of the items. 

4.3.6.2 Observations 

Another primary technique for data collection in this study was in- and out-of-

classroom observations. Observation refers to researchers’ activities in the intended 

context to systematically note and record in order to describe ‘events’, ‘behaviours’, 

and ‘artefacts’ related to a particular issue (Marshall & Rossman, 2006). Croker (2009) 

adds that, in addition to the observation data, further details of the participants’ belief, 

ideas, and values may be investigated through casual conversations or formal 

interviews. In an educational setting, observations may be useful in understanding 

situation that occurs in specific contexts by explaining the phenomena related to a 

certain issue in detail (Malderez, 2003). In this study, the observation setting was the 
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participants’ environment, which could be inside or outside the classroom. In general, 

the observations in this study aimed to obtain additional viewpoints to the data 

collected in interviews. 

I conducted two different observations with each participant, namely classroom 

observations and outside-classroom observations. Classroom observations were used 

to crosscheck the consistency of what teachers had said in interview sessions and what 

happened in the classrooms. The activities observed were based on teachers’ attitudes 

towards teaching and learning and their interactions with students. Outside-classroom 

observations were aimed at familiarising myself with the teachers, the school’s 

conditions and environments, building strong relationships and trust with teachers, and 

viewing teachers’ work and interactions with their colleagues and students beyond the 

classroom. 

Furthermore, fieldnote taking became the main strategy for recording the observations 

in this study. As proposed by Wolfinger (2002), I used the ‘salience hierarchy’ strategy 

of note taking. This strategy involves recording the events that interested me during 

the observation; this choice was influenced by my observational approach, as 

explained in the following paragraph. Moreover, my fieldnotes were hand-written. 

Since they were for personal use, I wrote these notes in Indonesian; Sometimes, I used 

English words or sentences. To catch up with the teachers’ activities, I sometimes 

made notes in abbreviation or signs that could be understandable to me. Specifically, 

for classroom observations, I audio-recorded observations by putting an audio-

recorder on the teacher’s desks. I did not transcribe the audio-recordings of classroom 

observations for data analysis as I used the field notes as a data resource. The purpose 

of audio-recording was as a supplementary resource of observation that I could refer 

to if at any time I wanted to recall the observed activities.  

In terms of approach, the observation of this study can be classified as unstructured 

observations. Unstructured observations are commonly employed in qualitative 

research (Punch, 2005). As suggested by Mulhall (2003), a researcher using 

unstructured observation does not have any strict check list of predetermined 

behaviour observed in the same way as structured observation has. However, the 

researcher should have some ideas concerning the aspects to be observed; these aspects 

may change later after the researcher has observed in the fieldwork over time. In this 
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study, although the observations were unstructured, my observation focussed on the 

activities and realities that might be potentially relevant to my research data, such as 

teachers’ attitudes, students’ behaviour, as well as how the teachers and students 

interacted. In other words, although I did not ‘frame’ clearly on the notebook what I 

would observe, I had an idea of the points that framed my observation (the details are 

explained below). 

When I observed the teachers, I followed the stages suggested by Hopkins (2008), in 

which I sat at the back of the classroom and observed the teaching. I prepared a 

notebook and wrote a summary of the teaching-learning process and took special notes 

if anything interesting related to my research focus appeared; I took notes in the 

sequence of events, which started when the teacher entered the classroom and finished 

when the teacher ended the class. Specifically, the points that I observed in the 

classroom were as following: 

Table 5. Items framing classroom observations 

No Observational Points Item Examples 

1 Teachers’ teaching - Teaching topic 

- Teaching techniques 

- Teaching facilities 

- Teaching evaluation 

2.  Teachers’ interaction with students - Greeting 

- Language of instruction 

- Teacher’s role 

- Student’s role 

- Classroom management 

- Communication style 

 

Meanwhile, during outside-classroom observations, I followed the participating 

teachers around the school’s environment, specifically in the teacher’s office, library, 

playground, and canteen. Particularly, I observed two female participants outside of 

their schools; I joined an English teachers’ meeting with one female participant and 

went to the beach with another teacher since the beach was one of her favourite places 

to relax after work.  During the observations, I conducted short informal interviews 
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with the teachers if I saw or heard something related to my research. At the end of the 

meetings, I also asked for the participants’ permission to include their statements as 

my data. The frame of the outside-classroom observation is shown in table 6. 

Table 6. Items framing outside-classroom observations 

No Observational Items Item examples 

1. Interactions with students - Where and how the teacher 

communicates with students 

outside the classroom 

 

2. Interactions with colleagues - Where and how the teacher 

communicates with colleagues 

3. Interactions with school managers - Where and how the teacher 

communicates with school 

managers 

 

4. Teachers’ extra activities - What the teacher does in the EFL 

teachers’ meeting and the 

purpose of the meeting 

5. Workspace - Teachers’ office 

- School’s condition 

 

To ensure the details of the observations, I took notes soon after arriving at my hotel. 

I wrote about what I saw and what the participants had said during the observations; 

the focus of my notes was based on Table 6. I preferred taking notes after I left the 

school rather than during the process of observation to let the participants behave as 

normally as possible. However, I also took notes during the fieldwork when I observed 

a participant whose activity on that day was to welcome new students; I had an 

opportunity to do that because the teacher was not very close to my position and was 

busy with the welcoming ceremony. Field note writing is dependent on how 

researchers value it; most consider that field notes should be written as soon as possible 

after the observations are done. This kind of observation technique that I applied is 

called focussed observation (Kawulich, 2005). In focussed observation, the researcher 
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asks for participants’ insights about the phenomenon being observed. The participants 

are the partners of the researcher in answering the questions.  

Kawulich (2005) also emphasises that focussed observation can be performed without 

needing to spend a year in the field; the tool involves asking questions to the participant 

during the process of observation. I observed all the participants outside of their 

classrooms. However, due to my status as a female researcher, there were more 

restrictions during observations with male participants due to cultural norms. 

Therefore, I observed male participants only at school. 

Reactivity Threat 

I am aware of the threat to the trustworthiness of my observational data, namely 

‘reactivity’. As Praetorius, McIntyre, and Klassen (2017) argue, scholars support the 

idea of reactivity effect, that is reality may change during observations due to the 

nature of these observations. However, it is not clear what the change is and whether 

the change is negative or positive; it also varies on the studies conducted. According 

to Onwuegbuzie and Leech (2007):  

Reactivity refers to a number of facets related to the way in which a study is 

undertaken and the reactions of the participant involved. … reactivity involves 

changes in person’s response that result from being cognizant of the fact that one 

is participating in a research investigation. (p. 236)  

I describe the potential reactivity threat in the current study as follows: 

I assumed that, due to my presence as observer, the teachers and the students involved 

in my study might not behave normally. The participants may have considered that I 

had more power since I was an observer, which could be understood that I was in a 

position of power over the observed. As a result, in the classroom observations, the 

teachers may have had an extra teaching preparation or improved their teaching 

performance; also, some teachers who were interviewed before the observation might 

behave according to what had been stated in the interviews. Furthermore, students 

might not feel comfortable with the presence of an observer in their classrooms and 

might hesitate to participate in their studies or communicate with their teachers or 

classmates. Moreover, both teachers and students might feel distracted by the presence 

of a voice recorder. Although the recorder could contribute to reactivity, I decided to 
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use it because I would be able to revisit authentic data when necessary. Additionally, 

for the outside-classroom observations, the teachers may not have also interacted 

normally with their colleagues or students due to my presence. 

Ways in which Reactivity Was Addressed 

I tried to make several efforts to reduce reactivity threats. First, to balance the power 

relation between participants and me, I positioned myself with as little power as 

possible in front of teachers and students. Verbally, I informed teachers that my 

presence was to understand their teaching and not to judge whether it was right or 

wrong; I positioned teachers as people who supported my study by expressing thanks 

after the end of the observations since they allowed me to conduct observations, which 

supported my data collection. When the teachers gave me an opportunity to introduce 

myself to the students, I spoke with students in a friendly way and emphasised that I 

was a post-graduate student who needed to collect some data rather than a lecturer. 

Non-verbally, I wore casual clothing in the same way as Acehnese university students 

wear, such as an informal dress, sports shoes, and a backpack, to give an impression 

to the teachers and students that I was not in an authoritative position.  

Second, to minimise the effect of voice recorders in the teaching and learning process, 

I put them on the teachers’ desks, which were in the corner of the classroom. Since the 

teachers did not sit much while teaching, both teachers and students may have been 

able to ignore the presence of the voice recorder.   

Third, I recognised that some teachers were interviewed before observations; this 

condition occurred because I followed teachers’ schedules. To accommodate the threat 

of teachers’ teaching or behaviour, which could be created as what the teachers had 

already told me in earlier interviews, I performed persistent observations, including 

three classroom observations and two outside-classroom observations with each 

teacher over a period of nine months (see Section 4.4.1.2). To some extent, I agree 

with Stigler, Gonzales, Kawanaka, Knoll, and Serrano (1999), who assert that it “is 

highly unlikely that the teaching could be improved significantly simply by placing a 

camera in a room” (p. 6). Therefore, I believe that there existed a possibility that the 

teachers would teach or behave based on what they thought I would like to know 

during the observations. However, teachers could not totally change their teaching or 
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behaviour just by my presence in their classrooms, particularly when observed at 

different times.  

4.3.7 Method of Data Analysis 

This study uses a thematic analysis (TA) approach for data analysis, which is believed 

to be appropriate for the nature of this study as a qualitative study with inductive 

design. A qualitative study focusses on exploration, discovery, and inductive logic, 

which relies on emergent patterns from data explored from a study without requiring 

hypothesis or theoretical framework (Patton, 2002). Braun and Clarke (2013) argue 

the following: “TA offers the chance to learn basic data-handling and coding skills, 

without having to delve deep into theoretical constructs” (p. 178). Through thematic 

analysis, I explored EFL teachers’ identity construction in the Acehnese context and 

developed and classified themes regarding the phenomena. Specifically, Boyatzis 

(1998) suggests four stages that can be followed in applying thematic analysis. The 

stages are elaborated on the following sections. 

4.3.7.1 Sensing Themes 

Boyatzis (1998) argues that the researchers should be perceptive to all data collected 

to start the process of coding. In this stage, researchers should familiarise themselves 

with the data as part of the building of trustworthiness of the research, which could be 

achieved by triangulating data collection and having prolonged engagement with data 

(Nowell, Norris, White, & Moules, 2017). As part of the triangulation of the data 

collection, I held interviews across three stages over nine months with each participant 

(see Section 4.4.1.5). I also used persistent observations by conducting three classroom 

observations and two outside-classroom observations with each participant (see 

Section 4.4.1.2).   

Furthermore, I began analysing the data after the data collection process to familiarise 

myself with the data. I transferred my field notes that I had written on a notebook to 

an electronic version. I listened to my interview recordings and transcribed them. Once 

I had finished the data transcriptions, I read the transcripts several times at the different 

time. Ollerenshaw and Creswell (2002) consider that a sense of the data could be 

gained by reading and rereading data. Rereading the transcripts allowed me to gain a 

more accurate understanding of the meaning of the collected data. When I found vague 

statements from participants during the interviews, I took notes and confirmed them 
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during follow-up interviews. Similarly, when I noticed interesting phenomena that 

could support the data from my field notes, I would have further investigations in the 

next observations or confirm the phenomena with participants in follow-up interviews. 

Two follow-up interviews were held to confirm data found in the preliminary analysis 

of the fieldwork analysis. According to Rubin and Rubin (2012), follow-up interviews 

help researchers to understand deeply the ideas of the research participants, confirm 

the previous information given by the participants, and probe surprising answers from 

the participants. 

Moreover, after I finished the data collection process in Aceh and returned to the UK 

for data analysis, I found unclear statements from two participants. I thought that I 

needed to follow up on each statement of the two participants. Therefore, I asked the 

participants for clarification via WhatsApp messages. I did not include this decision in 

the consent form because I was not aware that this issue might occur during the data 

analysis. Therefore, I may argue that this exclusion was one of the limitations of this 

study. However, before I left the fieldwork, I asked for the participants’ permission to 

contact them again via WhatsApp if I needed some clarifications regarding the data. 

Due to the strong relationships that I had developed with participants, all of them 

agreed to be contacted if necessary.  

The process of this study, including analysing and revisiting the data, having further 

questions, and clarifying to the participants, may be classified as an iterative process. 

As Berkowitz (1997) alludes, qualitative data analysis passes iterative processes, 

which allow researchers to revisit the data multiple times, create additional questions, 

and develop a more complex understanding. Additionally, Srivastava and Hopwood 

(2009) emphasise that, “the role of iteration in qualitative data analysis, not as 

repetitive mechanical task but as a reflexive process, is key to sparking insight and 

developing meaning” (p. 76). In this study, my understanding of the meaning of certain 

data did not develop until I had revisited the data several times. Since the qualitative 

study allows for iteration, I could ask further questions to my participants concerning 

data upon finishing data collection. 

4.3.7.2 Determining Potential Codes and Themes 

The second stage of the data analysis in this study involved coding and deciding 

possible themes. Coding refers to the process of identifying and relate the data to 
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research questions and researchers’ ideas (Boyatzis, 1998; Braun & Clarke, 2013). 

This definition indicates that coding results depend on how I proceeded the data based 

on my understanding and background knowledge. Coding data was performed not only 

to identify clearly expressed data of my participants, but also to decipher the 

underlying data. As Braun and Clarke (2006) assert, coding involved both semantic 

content and latent parts of data. After finishing the codes, I sorted codes and 

categorised them into themes based on their similarities. This process was aimed to 

centralise similar codes into a broader view. 

To illustrate my coding process, the extracts in Table 7 provide two examples. 

Table 7. The examples of coding process 

Data Extracts Sub-Codes Codes 

Abdul 

I teach based on the intended curriculum. The goal of 

the curriculum is mostly evaluation. I have to teach 

according to UAN standards, and not 

only UAN standards, but also the preparation of 

students for the university entrance exam because 

students will enter university after they graduate from 

school. 

UAN 

(National 

Examination) 

oriented 

teaching 

Autonomy 

Sulaiman  

My teaching in the third grade is directed more at 

the ability of students to answer UAN questions. 

The teacher who teaches in the final grade mostly 

discusses questions from previous years. 

UAN-

oriented 

teaching 

Autonomy 

  

The data in Table 7 were derived from interviews with Abdul and Sulaiman. I labelled 

both extracts that were in bold as the ‘UAN oriented-teaching’ sub-code. This sub-

code’s label was expressed clearly by the participants. Furthermore, I included the 

‘UAN oriented teaching’ sub-code as part of the ‘autonomy’ code. The participants 

did not express directly the term ‘autonomy’. However, I interpreted the sub-code as 

part of the ‘autonomy’ code because it seemed that the participants had a lack of 
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autonomy in their teaching, which was directed by school regulations to teach 

according to UAN standards. 

4.3.7.3 Reviewing Theme 

The third phase of thematic analysis is reviewing the themes. Vaismoradi, Turunen, 

and Bondas (2013) assert that reviewing themes refers to assuring whether or not the 

themes that have been classified by researchers match their codes and entire datasets. 

As suggested by Braun and Clarke (2006), two levels of reviewing and refining of the 

themes should be used in this phase, including revisiting or re-examining the extracted 

themes and evaluating the scope of these themes. In level one, I revisited each theme 

and focussed on the codes extracted from these themes. Moreover, I re-examined 

whether I could include the codes in a certain theme or whether I should remove them 

to another theme or delete them totally. Meanwhile, in level two, I evaluated all of the 

themes under the umbrella of a broad data set. Based on my theoretical and analytical 

approaches, I examined whether all themes could represent the data set as a whole 

during this stage. To conclude the reviewing process, as suggested by Lincoln and 

Guba (1985), I returned to the raw data to compare the data and the developed themes. 

The comparison aimed to ensure that the concluding themes were grounded in raw 

data. In the process of reviewing themes, my supervisors acted as debriefers who 

reviewed and suggested potential codes and themes that would contribute to the study. 

4.3.7.4 Building a Theory 

The final phase of thematic analysis is building theory. Nowell et al. (2017) used 

specific strategies to relate their study’s findings to existing theoretical literature. I 

followed similar strategies to relate the study’s findings to theoretical literature. First, 

I compared the present study’s results with the broader literature. Second, I identified 

how this current study supported or contradicted this literature. Third, I described how 

this study could contribute to the current body of knowledge on teacher identity. 

4.4 Trustworthiness of the Research 

As with other qualitative studies, I took into account the trustworthiness of this study. 

Lincoln and Guba (1985) propose the concept of trustworthiness in response to debates 

about the validity of qualitative study’s results. Instead of the terms ‘validity’, 

‘reliability’, and ‘objectivity’ which are widely used in a quantitative study, Lincoln 

and Guba (1985) introduce credibility, transferability, dependability, and 
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confirmability to scientifically re-call the qualitative study. This study also employed 

these four elements to establish its trustworthiness. Specifically, to ensure the 

trustworthiness of this study, I followed techniques as recommended by Lynch (1996), 

Onwuegbuzie, Leech, and Collins (2008), and Byrne (2001). The detailed descriptions 

regarding the trustworthiness of the study are elaborated on in the following sessions. 

4.4.1 Credibility 

Credibility is viewed as “the degree to which the research represents the actual 

meanings of the research participants” (Moon, Brewer, Januchowski, Adams, & 

Blackman, 2016, p. 2). The following sections describe how the credibility of this 

study was enhanced. 

4.4.1.1 Prolonged Engagement 

The first technique used to increase the credibility of this study was by having 

‘prolonged engagement’ with participants. The prolonged engagement may be 

achieved by allocating the sufficient time needed to the study, understanding the 

participants’ culture, building trust with the participants, and clarifying information 

from/to the participants and researcher (Onwuegbuzie & Leech 2008; Lincoln & Guba, 

1985). The intensive interactions that I had with participants were crucial to building 

trust. Therefore, I decided to conduct this study over nine months to provide enough 

time to get to know my participants and obtain richer data over three interviews, three 

classroom observations, and two outside-classroom observations. 

4.4.1.2 Persistent Observations  

The second technique that I used to gain the credibility of this study was by applying 

persistent observations. According to Onwuegbuzie and Leech (2007) and Lincoln and 

Guba (1985), persistent observations aim to obtain the extensive focus of phenomena 

being investigated. During these observations, researchers are expected to separate the 

relevant from irrelevant information in order to gain in depth data based on their 

study’s needs. In this study, I decided to observe teachers three times in the classrooms 

to minimise the possibility of unnatural performances of the participating teachers that 

may occur if only based on one observation. I observed the participants twice in the 

first semester, whereas the third observation was conducted during the second 

semester. The third observation was intended to confirm whether there were new data 

in terms of the teachers’ teaching and interaction with students. Similarly, I also 
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applied two outside-classroom observations with each participating teacher to acquire 

in-depth data from the participants. 

4.4.1.3 Peer Debriefing and Debriefing Researchers  

Long and Johnson (2000) claim that peer debriefing is limited if it is just defined as 

the process of evaluating a research analysis performed by a researcher’s colleagues 

or peers. As well as discussing the research results with insightful colleagues, the 

authors argue that peer debriefing may also be done by presenting the research finding 

at a conference. The presentation of the research method and findings would allow a 

researcher to gain critical comments from other researchers. These comments can be 

used as feedback in proceeding with the research methods or analysis. In this study, I 

was an isolated researcher who could not easily find a trusted, knowledgeable peer 

who understood well the topic of my study. Therefore, this study was not supported 

by the evaluation of a specific peer. However, I presented the findings of the study at 

two conferences. In the conferences, the feedback of the participants informed me to 

include certain codes to my research’s theme. I believe that this type of peer debriefing 

also fostered the credibility of my study. 

Furthermore, another type of debriefing, namely ‘debriefing the interpretive 

researcher’, is performed by trusted and knowledgeable people who are not part of the 

research. This debriefing may help qualitative researchers to be reflective on their 

situated research conditions or the bias that may be present during the study; however, 

this method has not been widely implemented in qualitative studies (Onwuegbuzie et 

al., 2008). Maritz and Jooste (2011) suggest that debriefing the researcher is effective 

helping novice researcher during their research, particularly students who may not be 

cognizant of the experiences that may occur during the study. In this study, I 

considered my supervisors and director of PhD programme my debriefers. My 

supervisors interviewed or debriefed me regularly during this study. The debriefing 

was done during my meetings in their offices or when presenting the progress of my 

study to supervisors and director of study. Additionally, when I was collecting the data 

in the fieldwork, my supervisors kept confirming concerns to assure that I was on the 

right track. During the debriefing, my supervisors asked me questions related to my 

perceptions towards the participants, interpretations of the findings, the impacts of the 

study, ethical and political issues, and unexpected issues and dilemmas. 
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4.4.1.4 Member Checks  

Member checking is defined as “feeding back data, analytical categories, 

interpretations, and conclusions to members of those groups from whom the data were 

originally obtained” (Korstjens & Moser, 2018, p. 121). I performed member checking 

by giving back the full data transcriptions of the first stage of interviews to all 

participants before conducting the second interviews. The purpose of this member 

checking was to allow participants to recall their previous statements and allow them 

to answer the follow-up questions in stage 2 interviews easily. Only one participant 

stated that he read the transcripts; other participants mentioned that they did not read 

the data. Thus, I decided not to send the interview transcripts of the next interview 

stages to participants. For this reason, I did not ask the participants to check the 

analytical categories, interpretations, or conclusions of the data.  

The rejection from the participants related to certain research procedures may 

commonly happen during research. Anney (2015) argues that participants can socially 

refuse to take part in member checking because they do not want to do that. Based on 

this argument, I understood why my participants refused to get involved in member 

checking. Additionally, I was not aware of including member checking as the point 

that the participants could agree or disagree on when they signed the consent form (see 

Appendix 10). I asked participants for their involvement in member checking later 

after finishing the interview in stage 1. Therefore, this missing point may be considered 

a limitation of this study’s data collection. 

Furthermore, I did not ask the participants for further member checking because I 

believe that they might find it difficult to understand or give feedback on the categories 

and analyses that I performed since my data interpretation was informed by the 

literature that I had read. Morse (2015, p. 1216) claims that, “the researcher’s 

background in theory and research methods must outrank the participant as a judge of 

analysis. Therefore, member checking as a strategy is not recommended”.  I considered 

that member checking only by showing the transcription of the interviews to the 

participants was sufficient as part of ensuring the study’s credibility. However, asking 

participants to check the analysis of the study was not significantly needed considering 

that they might not have enough understanding of the data analysis methods, which 

has been influenced by a literature review. 
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4.4.1.5 Triangulation 

Triangulation is a method used to increase the credibility of the study. Anney (2015) 

considers that triangulation could decrease the bias of a study and be used to cross-

check the consistency of participants’ responses. Additionally, Cutcliffe and McKenna 

(1999) suggest that triangulation could be done using data triangulation. In this 

process, the researchers use a different source of data or research instruments (Anney, 

2015). If each source produces similar data, the credibility of the study increases 

(Cutcliffe & McKenna, 1999). I employed multiple methods of data collection to 

triangulate data of my study, including interviews, classroom observations, and 

outside-classroom observations. The triangulation allowed me to cross-validate the 

data from the interviews and observations. Similarly, I validated the data across time, 

meaning that I conducted interviews over three stages and classroom observations in 

two stages. I also validated the data across people, working with six participants from 

three different regions of Aceh. 

4.4.2 Transferability 

Transferability refers to “the degree to which the phenomenon or findings described 

in one study are applicable or useful to theory, practice, and future research” (Moon et 

al., 2016, p. 3). The following section describes the procedures that were followed to 

enhance the transferability of this research.  

4.4.2.1 Thick Descriptions 

Denzin (1989) defines thick descriptions as in-deep, dense, detailed accounts that 

illustrate detailed information of actions or experiences, position participants in 

particular situations, and describe feelings expressed by participants. I followed the 

procedures recommended by Ponterotto (2006) in manifesting thick descriptions in 

this study to assure the transferability of this study to other contexts with similar 

characteristics to my context. I first provided relevant information about participants’ 

profiles and their teaching contexts in this chapter. I then also explained the procedures 

of data collection and data analysis clearly and I presented the detailed results of this 

study in Chapter 5 by presenting adequate extracts of participants’ voices and 

describing the observations’ data as detailed as possible. Finally, I discussed the 

study’s findings by combining the results and my interpretations supported by existing 

relevant literature. 
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4.4.3 Dependability 

Dependability refers to “the consistency and reliability of the research findings and the 

degree to which research procedures are documented, allowing someone outside the 

research to follow, audit, and critique the research process” (Moon et al., 2016, p. 3). 

To achieve dependability, Section 4.4.3.1 describes techniques used.  

4.4.3.1 Dependability Audit 

Thomas and Magilvy (2011) state that dependability audits or audit trails can be 

reached by clarifying decisions taken by researchers related to their studies. 

Researchers need to clarify several processes of how a study is conducted. These 

processes include detailed objectives of the studies, reasons behind the selection of 

certain participants, data collection process, time allocation for data collection, data 

analysis methods, and the interpretation of research findings. Additionally, it is 

necessary for researchers to describe the techniques that they employed to increase the 

credibility of the study.  

To provide a clear explanation of the decisions that I made related to data collection 

and analysis, I described my consideration in choosing the paradigm for this research. 

I also described the processes that I passed and procedures that I used in collecting and 

analysing my data. I also described the techniques that I used to enhance the 

trustworthiness of this study. 

4.4.4 Confirmability 

Confirmability refers to “the degree to which the findings of the research study could 

be confirmed by other researchers” (Korstjens & Moser, 2018, p. 121). In Section 

4.4.4.1, I explain how I increased the confirmability of this study. 

4.4.4.1 Confirmability Audit 

Byrne (2001) asserts that audit trails could be used as a technique to enhance 

confirmability because it allows researchers to archive original data, early analysis, 

research reports, and communication records with the participants. This confirmability 

is intended to make this study’s findings able to be confirmed by other researchers who 

may later question the results of my study. I need to keep the finding’s record of my 

study safely. It is necessary carefully save the records of this study. 

The following steps were taken as part of the audit process: 
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• As the interviews were conducted in Indonesian, I then transcribed in 

Indonesian all audio interview recordings and observation field notes.   

• For the data analysis, I retained the Indonesian transcripts to retain the original 

meaning of the data. However, I translated the data codes and categories that I 

would need for my reports and receive the feedback from my supervisors. To 

avoid ambiguity or non-standard English expressions, an accredited translator 

in Indonesian and English cross-checked the translation that I would use in the 

thesis. Most importantly, because I had to maintain the anonymity of the 

participants, I asked the translator to cross-check the anonymised extracts that 

I would include in the thesis. 

• I did not create a transcription symbol or include teachers’ non-verbal language 

during the interview processes because they were not the focus of this analysis. 

Therefore, my interview analysis only focussed on the verbal languages of the 

teachers. 

• The teachers’ non-verbal languages during the observations became the focus 

of this study. In the transcriptions process, I described teachers’ behaviour that 

I observed both in and outside the classrooms. For example, in outside-

classroom observation data, I described how a teacher whose face was sweaty 

and looked nervous, walked quickly from her classroom, and rode the 

motorbike to catch another class at different school. 

4.5 Ethical Issues 

Ethical issues are crucial in research that involves human beings as participants. 

Ethical concerns are important in protecting research participants, building trust 

between researcher and participants, promoting the integrity of research, and coping 

with new and challenging problems (Creswell, 2009). As a qualitative researcher, I 

followed the principles of qualitative research introduced by Orb, Eisenhauer, and 

Wynaden (2001), including providing participants with autonomy, beneficence, and 

justice. In terms of autonomy, participants are free either to participate or withdraw 

from a study and should be given research’s informed consent by the researcher to 

build trust participants. Similarly, the researcher should also maintain the beneficence 

ethical principle, which shows a researcher’s commitment to behaving appropriately. 

For example, the researcher should maintain the anonymity of the participants. 
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Additionally, the researcher also needs to hold the justice principle to demonstrate 

commitment not to exploit or abuse participants for the sake of the research. 

I also followed my university’s research practical guidelines, which are in line with 

British Educational Research Association [BERA] (2018). I started reading the ethical 

guidelines for research students at the Department of Education, University of Bath. I 

filled in the ethics forms provided by the university for student researcher for 

interacting with participants in the fieldwork and managing and saving the data that 

would be collected.  When filling the form on the ethical implications of the proposed 

research, I had to justify the nature of my study, the participants of my study, the 

approach to contacting them, and procedures to deal with them during the data 

collection process. I also had to explain the aspects of deception of exploitation 

avoidance, confidentiality, privacy, and accuracy when conducting this research. In 

terms of data management, I completed a form describing what data I would collect, 

how I would look after and archive my data, and with whom I would share the data. I 

continued to discuss the guidelines with my principal supervisor before submitting 

them to the university. Finally, I acquired ethical approval from the University of Bath 

to conduct fieldwork (see Appendix 7 for the details of the ethical approval form). 

Upon my arrival in Aceh, I took into account the ethical principles stated by Bell 

(1999) on contacting official channels and asking permission to conduct the research. 

As stated in the ethical approval form, I would contact the participants’ schools and 

request the permission letter to work with participating teachers at the schools; I 

assumed that the letter from the schools was sufficient. However, I learned later that 

the permission letter should be granted by the Educational Department in Aceh. 

Therefore, I requested permission to conduct my research at the schools in Aceh 

province from the department.  

Furthermore, I needed to provide documents such as the formal letter that I directed to 

the head of the Educational Department. The letter presented my profile as a doctoral 

student who planned to conduct my research in schools across the Aceh province. I 

also had to attach an official letter from the University of Bath that declared the need 

to perform research at secondary schools in Aceh. After access had been granted, I 

visited my participants and was then accompanied by the participants to meet their 

schools’ principals to inform my presence in the schools. As I showed the school 
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principals the permission letter to conduct research from the Acehnese Educational 

Department, all of them allowed me to start data collection at the school. After I had 

obtained consents from the principals, I explained the purpose and procedures of my 

research to participants in further detail. The next ethical concerns that I considered 

were to speak to the participants and be honest about the procedures of the research 

and how they would be involved in the study (Bell, 1999).  

Furthermore, I explained and ensured that I would keep participants’ identities 

anonymous and their information confidential to give positive impressions to my 

participants as to how they would be involved in this research (see Grinyer, 2009; Orb 

et al., 2001). I also mentioned to participants that they had the right to withdraw 

anytime from the research project if they felt that they no longer wanted to participate 

in this study. To express agreement to participate in the study, the participants signed 

research consent forms (see Appendix 10 for more details of the consent form). The 

form consisted of two copies; I gave one copy to the participants and kept one copy 

for myself as an archive (see Spicker, 2011). During data collection, I conducted the 

interview and observation procedures based on the convenience of the participants, 

meaning that interviewed and observed them based on their preferred time and 

location. 
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Chapter 5. Findings 

 

5.1 Introduction 

This chapter presents the findings of this study. The findings concerning the teachers’ 

identities are distributed into four major themes: ‘beliefs’, ‘career stages’, 

‘interactions’, and ‘agency’. No themes in this study were directly related to the 

teachers’ area of EFL but are more generally relevant to their roles as educators. 

Although my original intent was to explore differences between EFL teachers who 

earned their Master’s degrees outside Aceh and EFL teachers who earned their 

Master’s degrees from an Acehnese university, the origin of the EFL teachers’ degrees 

produced no notable differences concerning identities between these groups. This 

chapter provides an overview of the themes; the discussions in the sections below stem 

from the coding models that were developed based on the codes and themes labelled 

in the data. Figure 5 outlines the themes and codes. To address RQ1, Sections 5.2, 5.3, 

and 5.4 discuss the aspects that influenced the identity construction of EFL Acehnese 

teachers. To address RQ2, Section 5.5 describes how the teachers’ identities 

contributed to their agency. 

 

 

 

 

 

 

 

 

 

 

Figure 5. Diagram of the Emerging Themes from the Data Findings 
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5.2 Beliefs 

Teachers’ beliefs influenced the construction of teachers’ identities, underlying 

teachers’ understanding, judgement, and evaluation towards themselves and their 

professions. This section presents the findings on how the identities of the participating 

teachers were influenced by their religious beliefs, their beliefs about the roles of 

teachers, their beliefs about the impact of their Master’s degrees, and their beliefs 

about the values of teaching.  

5.2.1 Religious Belief  

Religious beliefs, specifically Islamic beliefs, contributed to the way teachers 

constructed their identities. As Islamic believers, the participating teachers considered 

their identities not only a teacher but also a destinist, sinner or honouree, consequent 

recipient, and preacher. 

5.2.1.1 Destinist 

The term destinist, which refers to a believer in destiny, is not commonly used in 

modern English; however, it could be found in Webster’s dictionary before 1913. Two 

of the participating teachers, Abdul and Safar, considered entering the teaching 

profession and becoming teachers as part of their destiny. Based on this belief, Safar 

and Abdul might be classified as destinists, as destiny was one of the aspects by which 

they constructed their identities. In Extract 1, Abdul expressed his absolute belief that 

his decision to earn a bachelor’s degree in an English teaching programme was 

directed by his destiny, which later led him to enter the teaching profession. 

Extract 1 

Abdul: I think my teaching profession is part of my destiny since I chose a teaching 

programme for my undergraduate degree (Interview-Stage 2, 01/09/2018).  

Similarly, Safar also believed that choosing teaching as his profession was part of his 

destiny. However, he did not consider himself to be a passive object that had no power 

to leave his profession, as stated in Extract 2.  

Extract 2 

Safar: I think that entering the teaching profession is part of my destiny.  However, 

there are some destinies that we can choose. Teaching is my choice, but I still 
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have an opportunity to escape from this destiny if I want to. So, teaching is my 

choice, and it becomes my destiny now (Interview-Stage 2, 06/08/2018). 

In other words, Safar believed that his destiny could be changed through his own 

efforts if he wanted to change it. He argued that the teaching profession became his 

present destiny because he had decided to stay in this profession. 

5.2.1.2 Sinner or Honouree 

Another religious belief that influenced teacher identity was the idea of becoming a 

sinner or an honouree. The fear of becoming a sinner and the wish to be an honouree 

affected teachers’ attitudes towards their teaching. In Extract 3, for example, Safar 

considered how his identity was constructed by his beliefs about the rewards for 

honourees and the punishments for sinners that would be given by God in the next life. 

He argued that teachers could direct their identities as either sinners or honourees 

through their working approaches.  

Extract 3 

Safar: As teachers, we would be sinning if we contributed to shaping poor characters 

in our students by allowing them to be dishonest or setting an example of 

disrespecting others … For example, allowing or making it easy for them 

[students] to cheat during an examination just because we are afraid that students 

will get low scores and we, as the teachers, will be considered incompetent. … 

Actually, as teachers, we are most likely to gain many rewards in our hereafter 

lives if we set good examples for students. Generally, we see that if teachers set 

examples of good attitudes to students, there are always some students who come 

to have good personalities due to their teachers’ advice or attitudes (Interview-

Stage 2, 06/08/2018). 

As shown in the extract above, Safar argued that teachers could be guilty of sinning if 

they failed to manage their attitudes when interacting with students during the teaching 

and learning process. He exemplified how teachers could sin, for example, if they 

permitted students to cheat on tests in order to increase their students’ scores and 

thereby convince school management that they were competent teachers. Safar also 

argued that teachers could gain rewards by inspiring their students to behave 

positively. 
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5.2.1.3 Consequent Recipient 

Identifying as a consequent recipient stems from the participating teachers’ Islamic 

belief that they are responsible for whatever they do during their lives in this world 

and would face rewards or consequences later in the hereafter life based on what they 

had done. As practising Muslims, the participating teachers Abdul and Raihan both 

incorporated this idea of the consequent recipient into their identities. For instance, 

they observed that the manner in which teachers obtained their salary and how they 

spent their salary every month impacted their lives’ mercies, certainly in their current 

lives and possibly even in their next lives after they died. Extract 4 presents Abdul’s 

point of view regarding this belief. 

Extract 4 

Abdul: I am not jealous when I see other people with a higher salary than me. I believe 

that the higher my salary, the bigger my responsibility will be in front of God 

later in the next life on Judgement Day. If my salary were higher, my working 

demands would also be higher for working professionally and educating 

students to be academically and spiritually competent (Interview-Stage 3, 

08/09/2018). 

Similarly, Raihan also believed that her identity as a teacher included her role as a 

consequent recipient. She further believed that she would experience the consequences 

of her deeds directly in her life in this world. She agreed that if teachers worked with 

full dedication, they could enjoy a peaceful life and feel content with whatever they 

had. However, if teachers were not committed to their work, they would experience 

misfortunes in their lives. For example, she spoke about a few colleagues who were 

less dedicated in their work; she felt their lack of dedication may have led them to 

experience misfortunes in their lives, such as suffering from sickness. The details of 

her comments are in Extract 5 below. 

Extract 5 

Raihan: Honestly, I wonder how some of my colleagues can teach by using only one 

textbook and asking students to take notes, they then just stay in teacher’s 

chair. … I personally cannot do that … I think some of them are having health 

issues now most probably as the consequence of their past actions. As old 
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people say, ‘people get sick because they do not work seriously; they just 

want to get money’ (Interview-Stage 2, 28/08/2018). 

The above extract helps to explain Raihan’s belief that on the direct consequence of 

teachers’ deeds assisted her in boosting her work commitment. 

5.2.1.4 Preacher 

Religious belief led two participating teachers, Fatih and Abdul, to believe that the 

teaching profession could shape them into having two identities at once: the identities 

of teacher and preacher. As shown in Extract 6 below, Fatih considered the teaching 

and preaching professions to be parallel, because both professions aim to deliver 

positive messages to people, in this case, students. As a practising Muslim, Fatih 

followed the religious teaching ‘to share knowledge with others’, which he believed 

could be easily accomplished through the teaching profession. 

Extract 6 

Fatih: I think teachers are preachers. We teach good things to students. I am interested 

in religious issues. I like to practise what is taught in my religion, that is to share 

knowledge with others for the sake of my good reward in the next life (Interview-

Stage 3, 18/09/2018). 

Abdul also believed that teaching activities could go hand in hand with ‘da’wah’ 

(Islamic missionary work). In Extract 7 below, he defined teaching as ‘jariyah’ action, 

an Arabic term referring to ever-lasting affected actions. An example of ‘jariyah’ is 

when people share knowledge that will influence other people’s lives, spreading that 

knowledge from one person to another continuously.  

Extract 7 

Abdul: The duties of teachers are not only to teach but also to guide the students. When 

we teach, we follow a da’wah mission. … Teaching is a form of jariyah action. 

… We will earn rewards because of what we have taught to them (Interview-

Stage 2, 01/09/2018). 

According to Abdul’s belief concerning the teacher’s role as a preacher, he felt that 

even after a teacher had stopped teaching students, the positive effects of his teaching 

to his students would be rewarded continuously by God until the Judgement Day. 
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5.2.2 Beliefs about the Roles of Teachers 

The participating teachers constructed the meaning of being a teacher by describing 

their beliefs about their roles as teachers. They believed that the identities of teachers 

are multifaceted. They classified the roles of teachers into two categories: a teacher 

and educator as well as motivator and facilitator.  

5.2.2.1 Teacher and Educator 

Three of the participating teachers, Safar, Raihan, and Abdul, defined teaching and 

educating as two different roles of a teacher. As shown in Extract 8 below, Safar 

believed that the role of a teacher was to teach; he emphasised the ability of teachers 

to master pedagogical knowledge as well as subject-matter knowledge and skills, in 

this case, English skills. In his opinion, this mastery was important because based on 

his experiences, he believed that not all English teachers had proficient English skills. 

Meanwhile, he also felt that the role of an educator was to educate; he emphasised the 

ability of teachers to present themselves as role models for their students. He believed 

that the behaviour of teachers could impact students’ behaviour. 

Extract 8 

Safar: The functions of a teacher are to teach and to educate. When they teach, teachers 

need to master the materials that they will teach, because, in fact, there are 

English teachers who still have not mastered English. Teachers should speak 

English accurately. Teachers should be able to read and understand a text well 

if we want to teach students about that text. If we want to educate our students 

about honesty, we have to be honest with ourselves first (Interview-Stage 1, 

21/02/2018).  

Similar to Safar, Raihan also felt that the teaching role of a teacher was to impart 

knowledge to students. In terms of the role of teacher as an educator, Raihan also 

emphasised educating students by demonstrating positive behaviour, for example, to 

improve students’ social skills when interacting with other people. Her statement is 

shown in Extract 9 below. 

Extract 9 

Raihan: The role of teachers is to teach their students the subject materials. During 

their teaching, in addition, the teachers should also educate their students, for 
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example, on how to be good to each other and to love their parents (Interview-

Stage 2, 28/08/2018). 

Likewise, as shown in Extracts 10 and 11, Abdul also felt driven to fulfil both teaching 

and educating roles when working as a teacher. He defined the teaching role of an 

English teacher as the responsibility of the teacher to help students with English 

lessons; the educating role entailed the more challenging responsibility of providing 

students with values for living their lives.  

Extract 10 

Abdul: The roles of teachers are not only to teach but also to educate. It is part of 

teachers’ good deed. When we teach, we also educate students with Islamic 

values. In one discussion between my students and me, we talked about 

American people who are usually on time, while our people like to be late. For 

example, many of our people, if they make a meeting appointment at 8, most 

likely will come to the meeting at 9 or even later. I then connected the 

discussion about being on time with the prayer obligation that also should be 

performed on time based on our religious teaching. I usually try to elaborate on 

the discussions between general knowledge and faith (Interview-Stage 2, 

01/09/2018). 

Extract 11 

Abdul: Teaching for English teachers means the teachers teach and discuss the subject 

of English for their students (Interview-Stage 1, 29/01/2018).  

As shown in the above extracts, Abdul referred to educating as a role of teachers 

through which teachers help shaping students’ character by incorporating Islamic 

values. One of Abdul’s techniques for educating students was through cross-

comparison between Islamic values and the values of foreign cultures. Therefore, it 

seemed that he tended to combine his teaching and educating roles in his classroom 

discussion. Teaching about other cultures, which he viewed as part of his pedagogical 

duty, was merged with discussing Islamic values, fulfilling what he believed was part 

of his educational responsibility.  
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5.2.2.2 Motivator and Facilitator 

Two of the participating teachers, Sulaiman and Fatih, believed that the roles of 

teachers are multifaceted. However, they considered being a motivator as their primary 

role of a teacher. Sulaiman believed that the main role in his profession was as a 

motivator; he defined a motivator as someone who could get his students interested in 

learning English. He also believed that motivating students could be accomplished in 

several steps. First, teachers have to convince their students that learning English was 

possible and can involve relaxing activities. Second, once students are motivated, 

teachers have to make sure that their students can learn English happily. In Sulaiman’s 

opinion, if the teachers can complete these two steps successfully, then they could start 

fulfilling their role as a teacher, teaching English and developing students’ English 

competence. His comments are illustrated in Extract 12 below. 

Extract 12 

Sulaiman: The biggest role of teachers is as a motivator. So, what students need is to 

feel their willingness to study start to emerge; they then will be happy in 

studying. So, I think that teaching strategies are so important to make the 

impression that English is not difficult, learning English is relaxing. High 

English competency is not so important for the teachers at this level 

(Interview-Stage 1, 02/04/2018). 

Similarly, as shown in Extract 13 below, Fatih stated that he prioritised helping his 

students to ‘like English’, which means that he viewed his first role to be that of 

facilitator, or someone who could elicit his students’ interest in the subject. Next, he 

positioned himself as a teacher whose role was to teach the language itself, for 

example, grammar.  

Extract 13 

Fatih: Firstly, my priority in my teaching is to help my students like English … If they 

are interested in English, then it will be easier for me to teach, for example, 

grammar. It will be easier to guide them to be active in the learning process if 

they are interested in the English subject (Interview-Stage 2, 18/08/2018). 

The extract above indicated that Fatih attempted to make his classroom a student-

centred class. 
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5.2.3 Beliefs about the Impact of Master’s Degrees 

Teachers’ beliefs about the impact of Master’s degrees also contributed to the way 

teachers constructed their identities. Based on these beliefs, three types of identities 

emerged as labels for the teachers. 

5.2.3.1 Emotionally Intelligent Teacher 

In Extract 14 below, one of the participating teachers, Safar, stated that his Master’s 

degree had positively impacted how he and some of his colleagues managed 

themselves when coping with the conflicts which inevitably sometimes arise with 

other teacher colleagues. Based on his experiences, Safar believed that pursuing a 

Master’s degree could help a teacher in conflict management.  

Extract 14 

Safar: Based on my experiences at school, I think that we, the teachers with Master’s 

degrees, are more open-minded and tolerant. We do not get involved in 

conflicts with other teachers easily. So, I think that teachers need to pursue 

Master’s degrees because conflicts among teachers often happen. It can set a 

bad example for the students. We teach students about politeness and how to 

respect other people, yet we have conflicts which can be seen by the students. 

Based on our advanced learning experiences, I think teachers with Master’s 

degrees are more mature in terms of thinking than the teachers with bachelor’s 

degrees (Interview-Stage 1, 21/02/2018). 

The data above suggest that Safar believed that Master’s study experiences could shape 

and develop teachers’ identities more positively in terms of emotional intelligence. 

5.2.3.2 Competent Teacher 

As showed in Extract 15 below, Abdul agreed with his colleagues’ assessment of his 

identity as an exceptional and competent teacher due to him holding a Master’s degree. 

This consideration made him feel more valued and confident.  

Extract 15 

Abdul: With my Master’s degree, I feel people think that I am more competent. I 

believe that other teachers show me more respect. It means that I am special if 

considering education level. In terms of experiences, other teachers actually 



 

124 

 

have more experiences than me because they have been in the teaching 

profession for more than 30 years (Interview-Stage 1, 29/01/2018). 

In other words, Abdul specified that his exceptional status lies in education level only. 

He realised that regarding work experience, his colleagues were more competent. 

Abdul also believed that his Master’s degree influenced his identity construction 

because he valued himself more positively due to his qualification. 

5.2.3.3 Unsatisfied Teacher 

Another point of view was described by two female teachers, Maryam and Raihan. 

They did not think that their Master’s degrees had provided them with enough 

knowledge and security. Through their identity negotiation, it seems that they were not 

satisfied with their identities as teachers who held Master’s degrees.  In Maryam’s 

case, for example, due to her part-time status as a teacher, Maryam did not feel that 

her Master’s qualification made her special. This belief was based on her perception 

that nothing had changed in her experiences at work after she gained a Master’s 

qualification. However, she did believe that her colleagues’ opinions on her 

competence as a teacher increased after she earned the Master’s degree. Maryam 

personally did not see herself as a competent teacher yet even after finishing her 

Master’s degree. As shown in Extract 16 below, Maryam expressed her wish to 

continue striving to learn more and gain more knowledge. 

Extract 16 

Maryam: Since I am a part-time contract-based teacher, I have not seen any change in 

my status since finishing my Master’s degree. I did not get a new position 

at work or a salary increase. However, if there is any teacher training, I am 

usually asked to represent our school, I guess because I have a Master’s 

degree. I feel some people consider me to be more competent due to that 

degree. Nevertheless, I think that I am not competent enough; I still need to 

study more. I want to develop myself (Interview-Stage 1, 05/02/2018). 

The excerpt above also suggests that Maryam was not satisfied with her status as a 

part-time teacher due to her uncertain contract-based status and lower salary. 
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5.2.4 Beliefs of Being a Stayer or Leaver 

The participating teachers’ beliefs about the value of teaching could influence their 

identity negotiation, in particular in terms of whether they would be stayers or leavers 

in the teaching profession. After experiencing different phases and challenges in their 

careers, teachers’ commitment may decline, change, or grow unstable. Although all of 

the participating teachers were still active teachers, they did question their commitment 

to stay or even expressed an intent to leave the profession. 

In Raihan’s case, after more than seven years of teaching, her thoughts about leaving 

or staying in the teaching profession were conflicted. As shown in Extract 17, she 

valued teaching less because she felt students’ attitudes had grown more negative. She 

expressed that she felt ‘more tired’ after teaching now that she was in her mid-career 

journey compared to how tired she had felt at the beginning of her career journey. She 

sometimes felt that leaving the teaching profession to become an administrator would 

be best for her future career because she would deal with documents more often than 

with human beings with various attitudes. 

Extract 17 

Raihan: Honestly, I am tired of being a teacher. … Currently, I feel more tired 

compared to the past. Now, the attitudes of students are more negative. I feel 

tired and bored. … I want to be an administrator working at an office, just 

dealing with documents. (Interview-Stage 1, 08/03/2018).  

However, later in Extract 18, Raihan’s expressed a desire to stay in the teaching 

profession. Raihan, who had earlier been an English–Indonesian translator in a law 

firm office after graduating from a bachelor’s degree programme, showed resilience 

to the teaching challenges she faced. During her reflection, she tried to accept the work 

problems and their consequences and indicated her intention to be a stayer in the 

teaching profession. 

Extract 18 

Raihan: I think I still want to be a teacher even with all the issues that I face. Sometimes 

I feel I want to leave the teaching profession when I am angry. However, 

when I am stable, I think ‘just accept this, enjoy it, this has been my whole 

world’ (Interview-Stage 2, 28/08/2018).  
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Safar also shared that he had questioned his commitment to his profession as a teacher 

when he realised that the orientations of the educational system were far from his own 

principles. He reflected on how his career journey had progressed: he had chosen the 

teaching profession, shifted to another job, only to return to teaching. Based on his 

reflections, he valued every step of that process in his career history. His comments 

are shown in Extract 19 below. 

Extract 19 

Safar: I am actually sad because purely idealistic education does not exist anymore in 

our education system. Why do I still want to be a teacher? Because my principles 

tell me that there is no such thing as coincidence in this life. Why was it my 

dream to be a teacher? Why, after working in an NGO, and a university, earning 

a Master’s degree, did I return to being a teacher? … In my opinion, everything 

in this world happens for a reason. Why did I become a teacher? There was a 

process that I had to go through before I could become a teacher. So, I try to 

enjoy the teaching profession. No matter the conditions I face, I will do 

everything I can to be beneficial to others (Interview-Stage 1, 21/02/2018). 

The interview extract above suggests that although Safar had not anticipated certain 

policies in the education system that he viewed as unfortunate, he believed that 

teaching was still meant to be his future career. He planned to try to grow his sense of 

resilience and positive working goals.  

In summary, Section 5.2 shows that beliefs did influence the construction of the 

teachers’ identities. Based on their religious beliefs, for example, some teachers shaped 

their identities as destinist who had only partial free will or no free will at all. The 

teachers also defined their identities as sinners or honourees, consequent recipients, 

and preachers, according to their religious beliefs. Teachers’ beliefs on the role of 

teachers directed them to construct their identities as teachers, educators, motivators, 

and facilitators. Interestingly, the data suggested that the teachers did not specify their 

roles or identities as the EFL teachers; they just defined their identities and roles as 

general teachers. 

Furthermore, regarding the impact of their Master’s degrees on teachers’ identities, the 

teachers viewed themselves as having become more qualified in terms of competence, 
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emotional intelligence, and adaptability. Nevertheless, some teachers were also 

unsatisfied with or not especially proud of their Master’s degree qualifications. The 

dissatisfaction affected their motivation and stemmed from their working situations. 

Beliefs about the value of teaching did affect whether teachers’ feeling about staying 

or leaving the teaching profession. 

5.3 Career Stages 

This study also showed that teacher identity construction was influenced by what 

teachers had experienced in some stages of their career. Informed by Super’s (1957) 

developmental self-concept theory, the codes of teacher identity were classified based 

on three career stages experienced by the participating teachers. Based on the identities 

that the teachers constructed through these three stages, several types of identities 

emerged as labels for the teachers. 

 5.3.1 Exploration Stage (Pursuing a Bachelor’s Degree) 

The exploration stage in this study refers to the stage in which the participating 

teachers made an initial career choice by beginning a bachelor’s degree. The data 

suggest that the participating teachers’ decision to study in a teaching programme for 

their bachelor’s degrees marked the start of their career path. During this career 

exploration stage, they negotiated their identities, which could be congruent and 

incongruent with their expectations. The identities of Sulaiman, Safar, Abdul, and 

Fatih seemed to align with their expectations. Before embarking on their teaching 

education journey, they already had professional expectations. Thus, these four 

participating teachers already planned to make teaching their future profession. 

As described by Sulaiman, his self-concept in relation to his career preference 

remained consistent. Even before entering university, he had been interested in the 

teaching profession. He expected that he would have more opportunities to work if he 

chose to be a teacher. His childhood dream drove him to choose the teaching 

profession, and indeed he successfully earned a bachelor’s degree in a teaching 

programme in his early adulthood. Extract 20 below presents his comments in more 

detail. 
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Extract 20 

Sulaiman: I was interested in pursuing a bachelor’s degree in a teaching programme. I 

wanted to be a teacher. I wanted to be an educator. My interest in being a 

teacher was driven by the fact that a teacher could teach independently 

anywhere; it [teaching] is not only limited to government institutions 

(Interview-Stage 2, 15/08/2018). 

In contrast, the data of another participant, Raihan, revealed that her early dreams had 

not been congruent with her entry into the teaching profession. Due to the 

incongruency, she became a ‘compromiser’, renegotiating her identity according to the 

circumstances. Extract 21 below shows further detail. 

Extract 21 

Raihan: My first choice was to study at a medical faculty to be a doctor. But I did not 

pass the entrance test, so it [the medical profession] must not have been right 

for me according to Allah. I may not have been competent in the medical 

sector. Then, finally, I passed in a teaching programme. I actually also liked 

being a teacher (Interview-Stage 1, 08/03/2018). 

In the above extract, Raihan argued that, before taking her entrance examination at the 

university, she had dreamt of being a doctor. However, she failed the entrance 

examination for the medical faculty, which forced her to reconsider her career option 

and change her dream drastically. In the reconsideration process, she relied on her 

religious beliefs, telling herself that her failure must be necessary for her life and 

reconsidering how another option would be better for her.  

5.3.2 Establishment Stage (Pursuing a Master’s Degree) 

After the participating teachers graduated from their bachelors’ programmes, their 

career exploration stage ended. They were qualified as teachers and were ready to 

establish their career. In this establishment stage, the teachers underwent the process 

of settling into their professional worlds. The data suggest that pursuing a Master’s 

degree was one of the choices the teachers made in relation to establishing their career. 

The teachers positioned their Master’s degrees as part of their trial, stabilisation, and 

advancement of their identities. During this stage, they began to form their identities 

as opportunity seekers, stabilisers, and career builders. 
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5.3.2.1 Trial 

The term trial here refers to the phase in which the participating teachers tested their 

competence by applying to a Master’s programme. In the trial phase, several 

respondent teachers, Safar, Sulaiman, and Fatih, formed their identities as the 

scholarship opportunists. They discovered opportunities to study in a Master’s 

programme overseas and challenged themselves to pursue such a programme to 

strengthen their identities. In Safar’s case, for example, after he had finished his 

bachelor’s degree in the teaching programme, he grew interested in studying at a 

Master’s level. Extract 22 below illustrates his comments in detail. 

Extract 22 

Safar: I had a desire to study in a Master’s programme, and at that time there was an 

opportunity to study in a Master’s programme in the UK under British 

Universities Scholarship for Higher Education in Aceh. I applied, and I got the 

scholarship (Interview-Stage 1, 21/02/2018). 

As shown in the above extract, Safar saw that there was an opportunity to apply for a 

scholarship to study in the UK. He seized this opportunity by submitting an 

application, and he won the scholarship successfully.  

5.3.2.2 Stabilisation 

Stabilisation in this study refers to a sub-stage of establishment in which the teachers 

consolidated their career. During this sub-stage, the participating teachers, including 

Safar, Abdul, and Maryam, could be called stabilisers as they had to struggle with 

uncertainty about their identities in terms of status and roles. After reconsidering their 

identities, all three teachers decided to pursue Master’s degrees, which they believed 

would stabilise their future career. The example in Extract 23 below shows how Safar 

described himself as being indecisive after finishing his bachelor’s degree. At that 

time, he was not yet sure what profession he wanted to involve himself in.  

Extract 23 

Safar: At that time, my purpose in pursuing a Master’s degree was to serve my future 

career, but I had not decided yet what that career would be. I would evaluate my 

self-development first [before deciding] after finishing my masters’ programme 

(Interview-Stage 2, 06/08/2018). 
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The above extract shows that Safar pursued his Master’s degree to stabilise himself 

professionally. He believed that after finishing his Master’s degree, he would have a 

clearer idea of who he was, which he felt was necessary before deciding on a suitable 

profession. 

5.3.2.3 Advancement 

Advancement in this study refers to the efforts made by the teachers to secure their 

career position by developing their competence. As a part of the advancement sub-

stage, the participant teachers Raihan, Fatih, Maryam, and Sulaiman expressed 

viewing themselves as insufficiently competent teachers who still needed to improve 

their knowledge and skills after gaining their first degrees. They considered earning a 

Master’s degree as a way to establish advanced competence. From this view, the 

teachers could be considered career builders. These teachers valued knowledge, skills, 

and more advanced education as ways to reconstruct their identities more positively. 

Fatih, for example, did not consider himself sufficiently knowledgeable with what he 

had learned in his bachelor’s degree. Extract 24 below shows the details of his 

comment. 

Extract 24 

Fatih: I wanted to be smart. I wanted to learn more because what I had learned so far 

was not enough. Science develops. If I do not study, my development stops. As 

a result, my students would get only outdated information. So, I can say that I 

took on a Master’s degree because I wanted to develop according to the 

development of knowledge in my field (Interview-Stage 2, 18/08/2018). 

Fatih felt that he should keep up with the development of science if he wanted to build 

his identity as an up-to-date teacher who could present the latest knowledge to his 

students. He thought that by pursuing a Master’s degree, he would develop 

professionally.  

5.3.3 Maintenance Stage (Planning for Further Study) 

The maintenance stage refers to the process of the participating teachers maintaining 

their career position. Except for Maryam, all of the participating teachers had gained 

the official status of civil servant teachers. Being civil servants meant that the 

government had guaranteed their professional status and that they would be paid 
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monthly until they retired. The teachers were thus in a maintenance stage, wherein 

they just needed to preserve their gains from the previous career stages. Nevertheless, 

all of the participating teachers agreed that they still needed to pursue further studies. 

They saw themselves as professionals who had to continue developing. In other words, 

the participating teachers adopted identities as ongoing learners. They argued that 

learning was not limited to formal education; rather, learning could be gained 

continuously through informal courses taken throughout their career journey.  

As shown in Extract 25 below, Raihan thought that she still needed to continue her 

studies to maintain her knowledge. This thought originated from her reflection on 

herself as a practising Muslim woman. In her opinion, Islam obligates its followers to 

be ongoing learners. She insisted that she would not never stop learning until she died. 

She defined further studies as attending short courses and finding ways to go overseas 

to experience new things. 

Extract 25 

Raihan: I am so interested in continuing my studies. Why? Because life is short, and it 

is also taught in our religion that studying is never-ending. … Although I do 

not want to pursue a doctoral degree, I do want to take a six-month short 

course. I want to share knowledge with other people. I want to meet different 

people overseas (Interview-Stage 1, 08/03/2018). 

Meanwhile, Maryam was not yet a civil servant and hence was still in her 

establishment stage; thus, even though her education qualifications were equal to those 

of the other participants, her status as a part-time teacher led her to define her identity 

and career stage differently from the others. As shown in Extract 26, Maryam was not 

satisfied with her education degree and status as a teacher. She was considering 

changing her profession to being a lecturer at a university if she could gain entry into 

a PhD programme. 

Extract 26 

Maryam: I do not want to stop studying. A Master’s degree is not everything. I have to 

study more and more. If I spend 4 years earning a PhD, I could get more 

knowledge. My mindset will change after that. After finishing my PhD, I think 



 

132 

 

I want to be a lecturer who can teach at university, not a teacher who teaches 

at school (Interview-Stage 1, 05/02/2018). 

In summary, Section 5.3 discussed the three career stages that the participating 

teachers passed through. The stages were exploration, establishment, and maintenance. 

In each stage, teachers negotiated with their identities. Through the negotiation, several 

identity labels appeared, including dreamer, compromiser, opportunity seeker, career 

builder, and learner.  

5.4 Interactions 

Teachers’ identities were also shaped through the teachers’ social interactions. The 

teachers defined what roles they played when they interacted in their social working 

environment. The teachers interacted with their students, colleagues, and school’s 

managers. The spaces in which teachers interacted influenced the teachers’ identity 

formation as well. 

5.4.1 Interactions with Students 

The meanings of teacher–student interactions were signified through interactions 

inside and outside the classroom, teacher’s self-positioning, as well as verbal and non-

verbal communication between teachers and students. Based on the interactions that 

the teachers had, several types of identities emerged: motivator, parental figure, and 

communicator. Meanwhile, the aspects of the identities that emerged from the 

interactions were attachment, negotiation, and respect. 

5.4.1.1 Motivator 

During my classroom observations, some students displayed unexpected behaviour 

when interacting with the teachers. Raihan and Maryam responded to such behaviour 

by either ignoring it or giving the students advice, while Abdul and Sulaiman viewed 

this behaviour as part of the students’ growing process. All of the teachers seemed to 

build close relationships with their students. 

Based on my observation in one of Raihan’s classes, I noticed that many of her students 

held somewhat negative attitudes towards learning English. They ignored Raihan’s 

teaching. Raihan interacted continuously with only a few students, namely those few 

students who were actually focussed on the lessons. Raihan provided some insight into 

her interactions with her students during the interview; she expressed her emotional 
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dimension by saying ‘I feel tired’ and ‘I feel bored’ when she faced her misbehaving 

students.  

Nevertheless, the observation data also show that Raihan emphasised her role as a 

motivator for her students during her interactions with them in the classroom. She 

allowed her students to ask her personally for further advice regarding English 

learning. Raihan sometimes called herself 'Mama Dedeh' when interacting with her 

students. Mama Dedeh is a female Islamic preacher who is famous on some national 

television programmes; her messages aim to advise and inspire television viewers on 

how to have good personalities. Raihan tried to insert short advice for her students, 

including highlighting the religious rewards of being motivated and well-behaved by 

impersonating Mama Dedeh. Therefore, it could be said that, on the one hand, Raihan 

doubted the strength of her commitment to teaching, given her negative feeling about 

her interactions with her students who misbehaved. On the other hand, she also tried 

to fix those interactions between her and her students by acting as a motivator for her 

students in order to negotiate with her identity as a teacher. 

Conversely, in Abdul’s and Sulaiman’s classes, students’ responses were positive 

during the teaching and learning interactions. During my classroom observations, I 

saw that most of their students were interactive and serious in learning. However, I 

was concerned about the students’ comprehension; only a few students seemed to 

master the topics that the teachers introduced. For instance, during the interactions in 

Sulaiman’s classroom, his students did seem to follow his teaching well, but at the end, 

they were often unable to complete the tasks that he assigned. Most of the time, 

Sulaiman appeared calm and gave motivational responses if his students were not able 

to perform the given task. Extract 27 below gives more details on the reason behind 

his action.  

Extract 27 

Sulaiman: Foreign language lessons seem frightening to my students. So, I try to adopt 

a teaching method that motivates them at the beginning of the lesson. I often 

motivate them by sharing my experiences about studying overseas. I do not 

mean to boast about myself, I just want to encourage them by making clear 

that if they have good achievements at school, master English with a good 
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TOEFL score, then they potentially could study overseas by getting a 

scholarship (Interview-Stage 2, 15/08/2018). 

The above extract shows that Sulaiman realised that English was not a favourite 

subject to his students. Hence, he believed that motivating and advising them on their 

future plans could be a solution. 

5.4.1.2 Parental Figure 

Apart from acting as a teacher, some participating teachers, including Raihan, Abdul, 

and Safar, also constructed their identities as parental figures for their students. Abdul, 

for example, as shown in Extract 28, positioned himself as his students’ parent at 

school. By doing so, he believed that he could build an emotional attachment to his 

students. He also believed that his students would have a similar reaction in return, 

which would lead to a close bond between him and his students. In his perception, a 

close emotional relationship between him and his students could then influence all 

interactions between them positively. 

Extract 28 

Abdul: When I face my students, I consider them as my own children. With that 

consideration, I develop a sense of belonging to them, and they are likely to 

have the same feeling, that is, that teachers are their parents at school. By 

having such a relationship, it will be easier for us to interact (Interview-Stage 

3, 08/09/2018). 

While Raihan and Abdul applied a parent–child relationship in order to develop a 

mutual intimacy between them and their students, Safar applied this relationship as he 

believed that a teacher should be a role model for their students.  

Extract 29 

Safar: A teacher is a model for students. The character of a teacher is so important. 

Especially at school, the position of a teacher is like that of the students’ parents. 

Therefore, how we speak among ourselves, how we speak with our students, 

how we dress, how we worship and practise our religion will be imitated by our 

students. It will affect the students’ behaviour (Interview-Stage 2, 06/08/2018). 
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Extract 29 above suggests that Safar believed that his students would adopt his 

behaviour due to his status as their teacher, a position which, to some extent, resembled 

the position of their parents. Therefore, he emphasised the importance of maintaining 

and demonstrating a positive character to his students. 

5.4.1.3 Respected Figure 

The verbal and non-verbal clues that emerged during interactions between the 

participating teachers and students also had certain meaning for the teachers. The 

teachers shaped their identities when they communicated with their students both 

inside and outside of the classroom. Through the interactions, the teachers 

demonstrated their identities as figures worthy of respect from their students. The 

teachers thought of respect as an aspect that students should show when interacting 

with them. 

As stated in Extract 30, Raihan believed that if her students addressed her when they 

met, she would feel respected. However, in reality, her students rarely addressed her 

by name or showed non-verbal clues of greeting her when they met outside the 

classroom, which resulted in her disappointment with her students’ attitude. In other 

words, Raihan believed that the identity of a teacher as a respected figure could be 

affirmed through verbal and non-verbal interactions with students either inside or 

outside of the classroom. 

Extract 30 

Raihan: When I taught in my previous school, the students were far more polite than 

the students in my current school. In my previous school, when the students 

met me, they shook hands with me, or at least they nodded at me. However, 

here, most of the students just pass by me, not even saying anything. I am not 

expecting their respect, but at least they could greet me with “Bu” [how a 

female teacher is addressed by students]. But they do not do even that 

(Interview-Stage 2, 28/08/2018). 

In Extract 31, it appears that another participating teacher, Safar also valued respect 

from his students during their professional interactions. He did not expect his students 

to express any specific verbal terms to show respect towards him, because he assumed 

that it might be difficult for them to do so consistently. However, he wanted the 
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students to show their respect to him as their teacher at least in terms of non-verbal 

expression. He admitted that if the students expressed negative non-verbal clues to 

him, that would lower his self-esteem as a teacher. 

Extract 31 

Safar: I want to be appreciated by my students. Not necessarily with verbal expression, 

but through their attitudes. The students just showing a happy facial expression 

when I enter the classroom is part of respect for me. On the other hand, if they 

are frowning when I walk into the classroom, I am not happy with that, I think 

my presence is not needed. So, appreciation is important to me (Interview-Stage 

3, 05/09/2018). 

Meanwhile, Extract 32 reveals that Sulaiman would feel happy when he felt his 

students respected him through verbal interactions with his students outside of 

classrooms. If his students addressed him outside the school, he considered it as a sign 

of their respect for him as a teacher. It was notable that due to his profession, he felt 

his identity included being a respected figure among his students. 

Extract 32 

Sulaiman: When I go to other places outside my town, I sometimes do not really 

recognise my students, but they greet me as 'Pak' [how a male teacher is 

addressed by students], and then I go to another place, another student calls 

out 'Pak'. That kind of greeting makes me happy because I feel that my 

students respect me as their teacher (Interview-Stage 3, 12/09/2018). 

Furthermore, another aspect that could shape teacher identity was the physical 

appearance of the teacher. A female participating teacher, Maryam, agreed that 

physical appearance could help a teacher to gain respect from students during 

interactions. During an outside-classroom observation, while we were in a café, 

Maryam showed me her red lipstick and black liquid eyeliner. She said that those 

cosmetic products could make her look fresh in front of her students even when she 

did not feel well or was tired. Those cosmetics could hide her real facial expression. 

She emphasised that taking care of her appearance was one of her strategies to gain 

students’ respect. It could be said that Maryam legitimised herself as a well-prepared 

teacher in front of her students by using a non-verbal sign through her physical 
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appearance. She felt that her makeup could strengthen her identity positively in front 

of her students.  

5.4.1.4 Persuader 

The identity of a teacher as a persuader also appeared during the interactions between 

the participating teachers and their students. The teachers promoted persuasive 

approaches to encourage their students to perform certain tasks. For example, Fatih 

and Abdul preferred using diplomatic language to gain their students’ attention. 

Extract 33 shows how Fatih persuaded his students to follow the school programme. 

Namely, he chose to use persuasive language, especially when interacting with a 

specific student who was not interested in the programme. Fatih started by directing 

the student’s attention towards the student’s interests; he continued by asking the 

student why the student did not want to join the school program. From this interaction, 

Fatih saw himself as a passionate teacher who liked working hard to guide his students 

towards behaving more positively. 

Extract 33 

Fatih: We have a programme for our students to pray together at noon. One student 

never joined the programme. When I asked him directly why he did not join, 

he did not answer honestly. So, I tried to change the way I approached him. I 

asked him first if he wanted to join watching football together. Then I shared 

with him the way to get there. Finally, I asked him why he did not join the 

praying programme and offered him some solutions. He responded more 

positively with this approach. So, a teacher should have a passion for being a 

teacher; otherwise, he may give up when he faces the students who are 

misbehaving (Interview-Stage 2, 18/08/2018). 

Abdul also reflected on his selection of language during his interactions with students. 

He believed that approaching students with contextual common language, especially 

addressing them with the titles of great respect, for instance, would make the 

communication more effective.  

Extract 34 

Abdul: I think our people like something different. For example, if I called my student 

'hey, Mr, come here please!', he would be more interested in English. Why? 
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Because I called him 'Mr', or, 'hey ustadz, come here, pray first!’, since I used 

ustadz [an honorific title used to address a qualified Islamic scholar], most 

probably the student would come to pray right away. I think it has a different 

impact, addressing students by titles and names (Interview-Stage 2, 

01/09/2018). 

It could be summarised from Extract 34 that Abdul tried to adapt himself to his 

teaching environment by using diplomatic language according to the local context. In 

an attempt to persuade his students, he addressed them using the titles that he believed 

they might like. 

5.4.2 Interactions with Colleagues 

Interacting with colleagues could also influence the identity construction of the 

participating teachers. Two types of identities emerged during teachers’ interactions 

with their colleagues: supporter and non-confrontationist. These labels became visible 

when the teachers reconstructed their identities through sharing sessions and efforts to 

avoid conflict with their colleagues. 

5.4.2.1 Supporter 

The interactions of two respondent teachers, Raihan and Sulaiman, with their 

colleagues at school implied their function as supporters for their colleagues. Sharing 

sessions among teachers was a context in which teachers’ identity negotiation often 

took place. As shown in Extract 35 below, for instance, Raihan sought peer support 

when dealing with unsolved subject-matter issues she faced in the classroom related 

to the subject that she taught. Raihan felt that interactions with her teacher colleagues 

offered an opportunity to mutually gain emotional support regarding how to deal with 

students who had a negative attitude towards learning. It appeared from the data that 

the peer interactions were beneficial not only for emotional support for the teachers 

but also for pedagogical support, as the teachers could share appropriate techniques to 

help with misbehaving students. In summary, the teacher interactions led the teachers 

to value each other’s assistance commonly encountered work turbulence. In other 

words, Raihan was aware of the importance of her colleagues’ support in the process 

of her identity negotiation during difficult times. 
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Extract 35 

Raihan: I liked sharing and discussing with my colleagues about lessons that are 

difficult or unclear. We have also discussed our experiences in the classroom. 

Sometimes, they [my colleagues] have admitted that they also got headaches 

during discussion about how to educate students. My colleagues had similar 

experiences of students tending to ignore us in the classroom (Interview-Stage 

1, 08/03/2018).  

Similar to Raihan, in Extract 36, Sulaiman also admitted that building a supportive 

relationship was his purpose in his interactions with his teacher colleagues. He stated 

that mutual learning and evaluation were examples of the benefits of the interactions 

between him and his colleagues.  

Extract 36 

Sulaiman: My colleagues and I like to help each other, for example, to learn from each 

other and to give feedback to each other related to our work. Although my 

colleagues stopped at a bachelor’s degree, and I hold a Master’s degree, it 

does not matter (Interview-Stage 1, 02/04/2018). 

The data above reveal that although Sulaiman had a higher educational qualification 

degree than his teacher colleagues, he did not prefer a hierarchal relationship with 

them. Rather, Sulaiman positioned himself equally with his colleagues, and they 

became supporters of each other. 

5.4.2.2 Non-Confrontationist 

The teachers Safar, Raihan, and Maryam constructed their identities by avoiding 

conflict with their colleagues. In the interactions with their colleagues, their identities 

could be classified as non-confrontationist. The teachers admitted that conflicts 

sometimes did arise in their interactions with their colleagues. Conflict avoidance was 

considered an effective way to maintain their identities as members of the teacher 

community at the schools where they worked. 

As captured in Extract 37, Safar stated that he liked being in a neutral position when 

interacting with his teacher colleagues within a working environment where his 
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colleagues tended to separate themselves into smaller groups due to internal conflicts. 

His neutrality seemed to maintain his identity as a member of a group of teachers in 

his school and to preserve his self-comfort at work. He liked keeping his distance or 

staying ‘silent’ when he interacted with his colleagues. He believed that his interaction 

strategies could prevent conflicts between him and his colleagues. 

Extract 37 

Safar: Sometimes teachers here separate into blocks. I do not want to join a block. I 

want to communicate with all teachers. I am not taking any single position. What 

I need is only to be comfortable at work. … I prefer to avoid conflict. If I suppose 

my words or attitude may create a new conflict, I prefer to stay silent (Interview-

Stage 2, 06/08/2018). 

Meanwhile, in Extract 38 below, Maryam argued that she experienced negative 

backstage and frontstage judgements from her colleagues during their interactions. To 

deal with the judgements, she negotiated with her insecure emotions by supposing her 

colleagues’ judgements occurred due to the change in her educational qualifications.  

Extract 38 

Maryam: Sometimes I overheard the gossip of my colleagues, saying bad things about 

me. … I would not say I like to challenge them. I have to maintain positive 

thinking. I felt that before earning a Master’s degree, they protected me and 

guided me. However, after finishing my Master’s degree, I feel that they are 

different, like they are afraid of me. It is hard to say; their treatment is 

different. … Instead, I like to have fun with my colleagues. When we went 

on vacation together, no conflict arose (Interview-Stage 1, 05/02/2018).  

The data suggest that Maryam presumed that her educational degree had created a 

hierarchical gap between her and her colleagues. The data also revealed that Maryam 

avoided conflict with her colleagues and approached them through informal 

interactions to ease any conflict that might have emerged. In other words, Maryam 

tried to avoid conflicts with her colleagues to legitimise her identity as an equal 

member of her school community. 
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5.4.3 Interactions with Management 

As a member of a school, teachers fall within the structure of school management. As 

a result, the teachers had to interact with the school management team. The interactions 

could influence the teachers’ identity formation. Based on the teachers’ interaction 

patterns with the management team, the teachers saw themselves as trustees, multi-

subject teachers, and managers. 

5.4.3.1 Confidant/Reliance Relationship 

Abdul and Safar spoke about their interactions with their school principals, who held 

the highest position in their school management. It seems that both of them relied on 

their relationships with their principals. These relationships could influence the way 

they viewed their identities, which was as a confidant of the principals. However, they 

interpreted these relationships and interactions differently. As shown in Extract 39 

below, Abdul stated that he worked as instructed by his principal and that he therefore 

gained some benefits. He valued himself as a competent person when he was selected 

by the school principal from among other teachers to do an extra job. As part of his 

gratitude, he tried to do the job effectively to satisfy the principal. Religiously, he also 

believed that working sincerely as instructed by his leaders was part of his effort to 

obey God. 

Extract 39 

Abdul: My loyalty to the principal at work is because of Allah. When the principal 

chose me for an extra responsibility, it meant he felt I had the capacity [to do 

the task]. I do not want to embarrass him. I have to keep my commitment to 

protect his good name. Why? At the end of the day, I would have 

compensation, for example, he would pay more attention to me (Interview-

Stage 2, 01/09/2018). 

Similarly, Safar also considered that he obtained special trust from his school principal 

in terms of performing an extra job. However, he still tried to keep some distance and 

not to interact too closely with the principal. He did not position his interactions with 

the principal as personal interactions, but as professional ones. The details of his 

comments are in Extract 40 below. 

 



 

142 

 

 

Extract 40 

Safar: I try not to be too close with the principal because I do not want to be considered 

a 'bootlicker' by my other colleagues, for example, they might say, ‘oh he got 

certain favours because he is a bootlicker of the principal’. That is why I do not 

want to be close to the principal. However, the principal trusts me a lot. He 

often asks for my help, and I help him (Interview-Stage 2, 06/08/2018). 

The above statements suggest that Safar feared that close interactions with the 

principal could lead to negative judgements from his colleagues. Notably, Safar 

considered a harmonious relationship with his colleagues more important than 

intimacy with school top management. 

5.4.3.2 Multidisciplinary Teacher 

The participating teachers also described their interactions with another part of school 

management, which was academic affairs. In their interactions with academic affairs, 

the teachers felt that their identities as English teachers were challenged because they 

were asked to teach subjects other than English. Fulfilling the requests of the school 

management reshaped their identities, forcing them to become the multi-subject 

teachers. 

Raihan said that she followed the instruction of academic affairs to teach more hours 

of sociology than English. She argued that the imbalanced number of teachers at her 

school forced her to teach a different subject. The imbalance means that the number of 

the English teachers outnumbered the school’s teaching slots, while the sociology 

teachers were not available to fill the demand for sociology at that school. Because of 

that phenomenon, it seemed that Raihan expanded her identity; she became not only 

an English teacher but also a social science teacher, as she considered herself able to 

teach another subject as long as it was within the social science. As a result, Raihan 

felt that her sense of identity as an English teacher weakened while her identity as a 

multi-subject teacher increased. Extract 41 below shows her comments. 
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Extract 41 

Raihan: I work and teach as instructed by the school management. I was given nineteen 

hours. Five hours for English because there were several English teachers at 

my school, and I teach sociology for fourteen hours. I have to teach sociology 

because there is no sociology teacher at my school. … Sociology is a social 

science; it is not difficult to teach it. … I sometimes consider myself more a 

sociology teacher rather than an English teacher because I only teach English 

for five hours (Interview-Stage 1, 08/03/2018). 

Likewise, as revealed in Extract 42, Maryam was also asked to teach another subject 

apart from English. Different from Raihan who accepted the offer, Maryam refused 

the request of her school management to teach biology. She did not think that she was 

competent enough in biology to teach it. She believed that her incompetence in subject 

mastery might threaten her identity as a teacher in front of her students. However, she 

did agree to teach Arabic as a supplementary subject because she thought she was 

competent enough in the subject, and she considered teaching Arabic to be still in the 

cluster of teaching language. 

Extract 42 

Maryam: I was asked to teach biology to substitute the official teacher who did not 

come. I refused because my students may not respect me because of my 

position as a substitute teacher. I am an English teacher; I do not want to make 

any mistakes in front of my students by teaching a subject that I am not very 

competent at. … I taught Arabic four years ago because there was not an 

Arabic teacher at that time. I was okay to teach Arabic because it is also 

teaching a language, and I have an Arabic background since I studied in an 

Islamic boarding school (Interview Stage 2-04/08/2018). 

It could be said that Maryam expanded her identity, extending beyond being only an 

English teacher to being a language teacher. 

5.4.3.3 Manager 

Some participating teachers held positions not only as teachers but also as part of 

management. For example, Fatih was the head of the curriculum division, and Safar 

was a member of the same division. These extra positions led both of them to represent 
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themselves with double identities as teachers and school managers. Being flexible with 

their responsibilities was the main aspect that they preferred when dealing with their 

double identities. 

 As shown in Extract 43, Safar did not feel secure with his extra role in school 

management due to the conflicts between teachers and management. He considered 

himself to be viewed as a manager by some of his colleagues, not as a peer anymore. 

With this positioning, he was considered to be someone who conflicted with them. 

Safar stayed in the management position because he was not able to decline the request 

from the school’s top manager to take on the role. Nonetheless, his life principle to be 

beneficial to other people led him react positively to this insecure condition. 

Extract 43 

Safar: With the pros and cons happening in this school and clashes between several 

teachers and school management, I always try to be neutral with anyone. 

However, since I am a part of the management, some teachers do not like me. 

… I have attempted to resign twice from this management position, but the 

school principal rejected it [my resignation]. So, I am back to my life principle, 

the best person is the person who can give the most benefits to others. The 

rejection means that the school needs my contributions, so I consider it as a 

chance for me to be a useful person (Interview-Stage 1, 21/02/2018). 

In Fatih’s case, Extract 44 shows that he did not experience any conflict with his 

colleagues when he was in the management team. To maintain conducive conditions 

in his working environment, Fatih tried to manage his double roles by interacting 

moderately with his colleagues and his school principal.  

Extract 44 

Fatih: As the head of the curriculum, I should be in the middle, I cannot be too close 

with nor too far from my colleagues and the school principal to avoid conflict 

(Interview-Stage 2, 18/08/2018). 

As shown in the extract above, Fatih saw himself more as a mediator between his 

colleagues and the school principal because he felt that he was part of both the teachers 

and school management. 
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5.4.4 The Functions of Space  

The workspace could influence the identity construction of teachers. The participating 

teachers constructed various meaning of workspace for their identities. Their senses of 

belonging to their workspaces could be classified based on the functions it served 

them. 

During the school observations, I followed Sulaiman to his office. It appeared that he 

shared an office room with other teachers at his school. The office was full of teachers’ 

desks and chairs; it had several cupboards filled with documents, books, students’ 

trophies, and carnival costumes. The aisles between the desks themselves were narrow. 

The office was busy, with students coming to meet and consult with the teachers there. 

The office was provided with a daily local newspaper. The teachers who were in the 

office, including Sulaiman, sometimes discussed the latest topics in the newspaper. 

The topics ranged from local to national levels, for example, how unemployment was 

forcing people in their region to destroy rainforests to plant palm trees and which 

presidential candidates would be running to be the next Indonesian president. 

Sulaiman, showing respect to me as his guest, asked me to sit at his desk because there 

was no sofa in that office for guests. He just stood, walked around the office, or sat at 

an empty desk that was not occupied by another teacher. Sulaiman’s own desk was 

piled with textbooks, students’ homework notebooks, and his personal files. The spare 

space was small; there was just enough room for my laptop. Once he approached me, 

smiled, and said, “Look! My desk was so full. This is the sign that I am an active 

teacher”. As this statement was interesting to me, in the interview, I asked him to 

clarify what he actually meant by it. He responded as shown in Extract 45 below. 

Extract 45 

Sulaiman: I wish my workspace could be more comfortable, with a bigger desk. 

However, the condition of our school is like that. Every year, the number of 

students who want to enter our school increases. Moreover, many of them 

get rejected in the application process because we do not have enough 

classrooms. By looking at the number of the students, I do not expect a big 

desk anymore; I just try to enjoy this condition. So that is why I made a joke 

like that (Interview-Stage 3, 12/09/2018). 



 

146 

 

It can be concluded from the observation and interview data that Sulaiman wished he 

could have more comfort in his workspace, but he negotiated his identity as a teacher 

who worked at a school with a lack of facilities, which allowed him to accept the 

condition of his workspace. Through his reflection on how urgently his school needed 

more space due to the increasing number of students, he chose not to problematise the 

condition of his office. The data reveal that the sense of belonging that Sulaiman had 

within his office was in terms of social and conditional workspaces. It was a social 

workspace because it was an environment in which he could socialise with his school’s 

community, while it was a conditional workspace because he could compromise with 

himself to accept the condition of the office at his school. 

I also viewed Abdul’s office during my school observations. It was a big room with a 

few teacher desks inside. There were some cupboards filled with students’ trophies 

and sport utilities. There was a volleyball net and some volleyballs and footballs on 

the floor of the office as well. That office had been specified for him and some other 

teachers who had extra positions related to students’ organisations at the school. He 

was the only teacher who occupied the office; the other desks were empty. He 

explained that the other teachers preferred sitting in the common teacher office. The 

office looked private, only for himself. Out in front of his office, he parked his 1990’s 

Honda motorbike close to the entrance door. Inside the building, his desk was in the 

corner near the door. A computer supported with an internet connection was on his 

desk. The desk was clean, without any files, because he had a personal cabinet 

equipped with keys near his desk. Anytime he left the office, he locked the door. 

Furthermore, during my observations, I saw that Abdul’s students often visited his 

office. He was friendly and appeared to be close to them. The purposes of their coming 

varied. The purposes could be related to sports activities, social events, or unsolved 

classroom material needs. An alumnus who was his student in the past also visited his 

office to greet him. Some teachers came to his room as well and discussed their work. 

During an observation, he admitted that he was happy to have this office because he 

could have more privacy and an internet connection, which were not available in other 

rooms. To gain further data on his opinion about his workspace, I asked his opinion 

about his workspace in the interview session. 
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As shown in Extract 46 below, it appeared that Abdul’s sense of belonging towards 

his workspace was based on its social and personal functions. His personal and social 

identities intertwined within this workspace. Personally, he felt secure and gained 

more privacy at work when he did not have to share his workspace with other teachers. 

Socially, he could maximally interact with other school members in that office when 

necessary. 

Extract 46 

Abdul: Because of my position as a supervisor of the student union, it is easier for the 

students to come to my office, talk to me, and discuss things since I am alone 

here. If I join other teachers in the teacher room, I am not comfortable. 

However, here, I feel comfortable because I can arrange everything myself, I 

can lock the door anytime I want. When I need to interact with my colleagues 

or vice versa, we can visit each other (Interview-Stage 3, 08/09/2018). 

Meanwhile, it seemed that Safar did not experience comfort in his workspace. Safar 

joined curriculum staff in their office since he was part of the staff. However, it 

appeared that he did not have his desk there; his desk was in the common teacher 

office. In the curriculum staff’s room, there was a sofa with a table and a computer 

desk. He would sit at the computer desk when he needed to use the computer; 

otherwise, he sat on the sofa. He shared the computer with his colleagues.  

In the interview data, as shown in Extract 47 below, Safar gave his comments related 

to his workspace. Safar suffered from identity turbulence caused by the unconducive 

conditions in his main office and due to the conflicts between teachers and school 

management, which included Safar as a member. He felt that his identity as a teacher 

who wanted to build a harmonious relationship with other teachers was threatened. To 

re-stabilise his identity, he would rather move to the office where he and his colleagues 

could support each other, even though he had no desk there. It was notable that the 

sense of belonging that Safar had in his workspace was not due to a physical function, 

but to its social and emotional functions. He felt better with the limited workspace 

because it allowed him to stabilise his identity.  

 

 



 

148 

 

Extract 47 

Safar: The change of the head of the curriculum division had caused conflict among 

the teachers, which happened when I was in another city to participate in teacher 

training. After I returned to my school, I saw all the curriculum staff had been 

moved to a new room, except me. My desk was still in the teacher room. 

Ultimately, I was the victim there. The teachers who had problems with 

management sometimes complained to each other in front of me. I pretended 

not to listen. I still intended to have a good relationship with them. However, I 

did not feel comfortable with that situation. Finally, I decided to move to the 

curriculum room. Although I had no desk there, I would sit on the sofa or at the 

empty desk of my colleague; I shared with him (Interview-Stage 1, 21/02/2018). 

Meanwhile, a different situation emerged in Fatih’s school. Based on the outside-

classroom observations in Fatih’s school, I learned that Fatih’s common office was 

outdoors. When I first came to meet him, he was sitting on a chair outside near the 

library. He was supervising his students around the school. He sometimes apologised 

before briefly leaving me during our talks to greet approaching students and ask what 

they needed and how they were. In my next visits to the school, I observed similar 

behaviour. When he arrived in the morning to the school, he parked his 1990’s Toyota 

Starlet car in the front yard and walked around the school to approach any of his 

students who misbehaved. A common misbehaviour that his students displayed was 

attempting to leave the school during school time for no reason. Fatih tried to open a 

dialogue with them and, at the very least, persuaded them to enter the classrooms.  

In another observation, it appeared that after Fatih finished teaching, he preferred to 

sit, drink tea, and communicate with his students instead of sitting in his office. He 

explicitly mentioned that if he did not have class, he preferred to be outside so he could 

control his students. While he was walking around, a counselling teacher complained 

to me about the behaviour of the majority of the students in their school. She clarified 

that generally, the students came from uneducated families and had no motivation to 

study. She added that they would boldly challenge their teachers if the teachers 

attempted to advise them. However, she mentioned that the students would not dare to 

oppose the rules if they knew that Fatih was supervising them.  
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It seemed that Fatih was highly motivated to walk around his school and talk to his 

students. When I interviewed Fatih for the Stage 2 interview, he asked me to pause the 

recording, and he stepped out to prevent some students from going home, as they still 

had class. Before we restarted the interview, he mentioned that no other teachers but 

him strove to control students in that way. The data suggest that Fatih’s workspace 

could be classified as serving a multidimensional function. In other words, the 

workspace to him was not only inside the building, but also any spaces wherever his 

students could be. His workspace inside the building was only used when he taught in 

the classrooms or had meetings with his school management. His workspace was 

outdoors when he was exercising his identity as a teacher with a strong sense of 

belonging to his students, to whom he played the role of the advisor and supervisor. 

In conclusion, Section 5.4 describes how the interactions that teachers had with their 

students, colleagues, and management in the teachers’ workspaces could affect the 

construction of the teachers’ identities. Through the interactions, the teachers took on 

various identities. Additionally, the workspace where the teachers interacted with their 

school community also contributed to the teachers’ identity negotiation. 

5.5 Agency  

Since the second research question addresses the ways in which teacher identities 

contributed to teacher agency, this section presents the aspects of identities that 

triggered a sense of the teachers’ agency. First, an explanation of the manifestation of 

agency that the teachers experienced is given, followed by an analysis of how the 

teachers' identities influenced their agency. 

5.5.1 Multilingual Instruction 

The classroom observation data show that the participating teachers chose to use more 

than one language in their teaching instructions. The languages were their mother 

tongue, their national language, and English. The choice to be multilingual teachers 

indicated the agency of the teachers. The teachers were aware of their identities as 

teachers working in a multilingual context where English was just a foreign language. 

Therefore, they made a teaching decision that aligned with this context. In other words, 

their sense of agency was significantly affected by their local socio-cultural concerns. 

In particular, the teachers expressed their specific reasons for using Acehnese, 

Indonesian, and English as follows. 
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5.5.1.1 Acehnese for Cultural Emphasis 

Acehnese, the native language of the participating teachers and students, was used by 

the participant teachers Sulaiman, Fatih, Raihan, and Abdul to emphasise certain 

expressions and to joke. In Extract 48 below, Sulaiman, for example, fully 

acknowledged that Acehnese was the native language of his students and that it could 

be used in specific moments to express his awareness of his local teaching context. He 

believed that the Acehnese language could assist students in comprehending his 

instructions easily as well. As part of Sulaiman’s teaching technique, he also told jokes 

in his classroom in Acehnese. He argued that the jokes could not be easily translated 

into any other languages because they might lose their meaning. 

Extract 48 

Sulaiman: Acehnese is our local language. Perhaps if I instruct in their local language, 

my students will remember more about what I said. I seldom use Acehnese, 

but I will keep using it to make my students understand my explanation more 

easily. …. I also tell jokes in Acehnese because the meaning of the jokes 

cannot be easily translated into other languages (Interview-Stage 3, 

12/09/2018). 

Sulaiman’s sense of agency in choosing Acehnese as one of the languages of his 

instructions may have been influenced by his sense of belonging towards his 

community, which might resemble his sense of belonging towards his working space 

(see Section 5.4.4). As part of the Acehnese community, he seemed to feel that he and 

his students shared something in common, including their native language. To 

construct his identity as an Acehnese who was similar to his students, he used 

Acehnese to attract his students’ attention and help them understand his teaching 

easily. 

Similarly, Abdul also used Acehnese expressions in his teaching. In Extract 49 below, 

he quantified the use of Acehnese in his classroom as approximately between 5 and 

10%. The data suggest that a contextual factor influenced his teaching approach. One 

contextual technique in his teaching was telling jokes to his students. He believed that 

jokes could not be delivered in a foreign language, because the students would not 

understand the meaning of the jokes. He also thought that the Indonesian language 

could not be effectively used for jokes because some of his students did not understand 
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Indonesian well enough. He felt that by using Acehnese, his jokes could be easily 

caught by his students.  

Extract 49 

Abdul: I use Acehnese from around 5 to 10 % in my classroom. I use it for joking 

purposes. I cannot joke in English because they do not understand; it will not 

be contextual. If I joke in Indonesian, I think that there are also some students 

whose Indonesian is not so good. However, if it’s Acehnese, I just start joking, 

they respond so fast (Interview-Stage 3, 08/09/2018). 

The way Abdul exerted his agency to choose Acehnese as the language of jokes 

reflects his identity as a persuader (see Extract 34). Abdul believed that selecting 

specific languages or expressions in his interactions with his students could keep the 

students’ attention on learning. 

Therefore, it could be concluded that Sulaiman and Abdul were aware of their 

identities as teachers who taught English to students with bilingual backgrounds. As 

part of their sense of agency, they adapted their identities and teaching methods to their 

teaching context, particularly when choosing the languages of instruction in their 

teaching. 

5.5.1.2 Indonesian-English Mixture 

The data also suggest that all of the participating teachers (Maryam, Raihan, Sulaiman, 

Fatih, Safar, and Abdul) used English and Indonesian as languages of instruction. 

English was considered the language that their students should master, while 

Indonesian was thought of as the language which could best help their students to 

understand English. 

In Extract 50 below, Fatih mentioned that he used Indonesian as the main language of 

instruction in his teaching to ensure better understanding among his students. He 

realised that his students needed to be exposed to English, but felt limited amount was 

appropriate.  Thus, he decided to include some English sentences in his instruction as 

well and translated their meaning to Indonesian, as the national language. 
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Extract 50 

Fatih: Actually, I wished I could focus on English only as the language of instruction 

in my classroom, but I cannot do that because my students could not understand. 

So, I just tried to use some English expressions when I taught, and then I had to 

translate them to Indonesian (Interview-Stage 3, 18/09/2018). 

Based on the data above, Fatih chose to prioritise ease of understanding during his 

teaching to support his students who had a lack of English ability. His decision to teach 

English step by step to his students could be seen as him exercising agency while 

influenced by his identity as a facilitator.  In a further explanation (see Extract 13), he 

expressed his belief that his first duty was to help his students come to like English, 

then he could teach them the language focus. His translating English directly to 

Indonesian might be considered another strategy to make his students like English. 

Different from other participating teachers who decided themselves what language of 

instruction to use in their classes, Safar was instructed by his school management to 

use English. As mentioned in Extract 51 below, Safar taught some intensive classes in 

which the students were expected to have better English competence after finishing 

the classes. In the beginning, Safar followed the instruction by using only English in 

his teaching. However, he later realised that sometimes his students had difficulty 

understanding him. Based on this fact, he switched from using only English to using a 

mix of English and Indonesian. The data suggest that Safar had to negotiate on whether 

to teach based on his school management’s instruction or according to his students’ 

condition. His sense of agency was evident in that he adapted his teaching in response 

to his students’ ability. 

Extract 51 

Safar: When I taught in the intensive classes, I was asked by the school principal to 

use English only, not Indonesian. When I used full English, my students did 

not understand at all. … Now I am teaching in an intensive class again. I try to 

switch between English and Indonesian (Interview-Stage 3, 05/09/2018). 

The above data suggest that Safar initially tried to follow the request of the school 

principal to teach fully in English, but he later exhibited his own agency by initiating 

use of both English and Indonesian when his students could not fully understand the 
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English. This episode proved his identity as a confidant of his school principal (see 

Extract 40), wherein he acted carefully according to the instruction of the school 

leader. Only after the instruction did not work in the classroom did he make his own 

decision about what to do, particularly about which languages to use. 

5.5.2 Investment 

The data also show that the teachers agentically invested themselves in three different 

temporal terms. The investment terms could be classified as short, long, and 

everlasting. The agentic investment refers to the actions of the teachers such as taking 

on an extra job at a university or allocating some teaching activities for advising their 

students with religious values.  

5.5.2.1 Short Term 

Abdul indicated via interview that he chose to be a part-time lecturer to earn extra 

money. His sense of agency in choosing to teach at a university was influenced by his 

identity as a teacher with a low salary. This investment could be categorised as a short-

term goal because his salary would be paid shortly after finishing teaching. Extract 52 

illustrates Abdul’s argument that teachers in Indonesia are paid at a low rate compared 

to teachers in other Asian countries. He also relied on a survey which showed that 

almost 100% of teachers in Indonesia have had to borrow money from the bank. This 

statement signalled that most Indonesian teachers face financial problems, and that 

probably included himself. Thus, it can be concluded that Abdul’s choice to work at 

the university was a short-term investment aimed at gaining a better salary. 

Extract 52 

Abdul: I teach at a university after finishing working at school. One of my reasons is 

to get extra money. The teachers’ salary in Indonesia is low among other Asian 

countries. Moreover, almost 95% of teachers in Indonesia borrow money from 

the bank, according to a survey (Interview-Stage 2, 01/09/2018). 

Abdul’s agency in choosing to be a part-time lecturer at a university for financial 

reasons seemed to contradict with his identity as a consequent recipient. According to 

his religious belief, he would be a consequent recipient of his present work, including 

his salary, in his next life. He stated that if he was paid with a high salary, he would 

have to work harder to balance the payment. On Judgement Day, he believed that he 
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would have to stand in front of God and explain his working responsibilities and how 

he spent salary in his current life (see Extract 4). His statements during this discussion 

about his beliefs indicated that salary is not a big issue to him. However, his above 

statements about his choice to work at a university due to money issues clarified that 

he actually needed a higher salary. He might relate a high salary with Judgement Day 

because he wanted to cast himself positively within his working situation, where 

teachers are underpaid. 

5.5.2.2 Long Term 

Maryam, as shown in Extract 53, also commented on her investment. Besides working 

as a part-time teacher at a senior high school, Maryam also worked as a part-time 

lecturer at a university. Maryam did not seem content with her identity as a Master’s 

graduate. She wanted to pursue further studies at the next qualification level, in the 

form of a doctoral degree. She did not think that she would improve her chances to 

continue to a doctoral level by working only as a part-time teacher at a secondary 

school. This was the reason why she decided to teach at a university. Namely, she felt 

that teaching at a university could be her stepping stone to achieving her dream to 

study at a doctoral level. Since Maryam did not clarify when she actually wanted to 

pursue her doctoral degree, her investment to teach at a university could be called long 

term. 

Extract 53 

Maryam: As I also teach at a university, I think I have a better chance at earning my 

doctoral degree. Being a lecturer is one step closer to studying for a doctoral 

degree. If I were not a lecturer, I think my chance at getting into a PhD 

programme would be less than 50%. Now I feel my desire to attend a PhD 

programme has increased since I started teaching at the university last 

semester (Interview-Stage 2, 06/09/2018). 

As the above data reveal, besides teaching at a secondary school, Maryam chose to 

teach at a university as well. She exercised her agency by teaching at the university, 

which represented an investment towards her wish to pursue a doctoral degree in the 

future. This desire was closely related to her identity as an unsatisfied teacher (see 

Extract 16). After Maryam graduated from her Master’s programme, she did not see 

any positive change in terms of her status and salary since she worked as a part-time 
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teacher. As a result, she became interested in teaching at the university level, which 

she felt might lead to a brighter future. 

5.5.2.3 Everlasting 

In the cases of Abdul and Maryam, it was apparent that their investment was related 

to worldly affairs. Both of them wanted to achieve goals which would bring 

improvement in their lives. In the cases of Abdul, Safar, and Fatih, their investment in 

their profession was also for the sake of their hereafter life after death. This investment 

could be classified as everlasting, because they believed their investment would be 

beneficial in their next life eternally. 

Based on Fatih’s case, for instance, he represented his identity as a teacher as well as 

a preacher, as shown in Extract 54. 

Extract 54 

Fatih: I think teachers are preachers. We teach good things to our students. I am always 

interested in religious issues. I like to practise what is taught in my religion, 

that is to share knowledge with others for the sake of my good reward in the 

next life (Interview-Stage 3, 18/09/2018). 

Based on observation outside the classroom, Fatih clearly dealt with his students like 

a preacher talking to his people, for example, by requesting his students who came late 

to school to pray shortly. He argued that this action was intended to make his students 

disciplined and to ensure they practised their religion. His agentic action was part of 

his investment in the next life. Due to his investment in his work, he believed that God 

might reward him with paradise. This sense of agency could be affected by the 

construction of his identity. According to his religious belief, a teacher is also 

considered a preacher whose duty is to share good messages with others (see Extract 

6). Thus, he saw himself as someone who could act like a teacher as well as a preacher 

at his teaching profession. 

5.5.3 Self-Efficacy  

The data reveal that identity construction through perceived self-efficacy was 

necessary factor for the teachers to implement their sense of agency. The 

implementation of their agency came in terms of Grammar Translation Method (GTM) 

teaching, teaching training, and writing. 
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5.5.3.1 GTM Teaching 

Based on the observations that I conducted in the participating teachers’ classrooms, 

all of the teachers applied GTM in their teaching. The teachers usually started with a 

sentence formula, for example, Subject + Verb + Object, then they continued to write 

the sentences according to the formula, and they translated the words in the sentences 

to the Indonesian language. 

Raihan, for example, continuously explained the teaching material to her students in 

the classroom while her students just listened to what she said. After Raihan finished 

her explanation, the students would be asked to answer some questions related to the 

explanations. In Extract 55 below, Raihan signalled that her class was teacher-centred. 

Raihan wished her class could be a student-centred class, but she admitted that it was 

difficult to actualise that goal. She stated that she chose GTM because she felt 

confident enough with this method, which she considered suitable for her students’ 

common learning style. The data show that Raihan felt efficacious enough to direct 

her students’ English learning by introducing patterns or formula. Based on her 

teaching experiences and identity reflection, it seemed that she had constructed a sense 

of agency in delivering the subject according to the method that she felt most capable 

of handling and acceptable to her students. 

Extract 55 

Raihan: If I wait for a student-centred class, it would never happen. It is hard, very 

hard to apply a student-centred class given the condition of my students. That 

is why I prefer using GTM [Grammar Translation Method] in my teaching. 

After they know the pattern of English grammar, it is easier for them to 

understand (Interview-Stage 3, 13/09/2018). 

Raihan’s agency to choose GTM as her prominent teaching method could be related 

to her teaching context, in which the students had a negative attitude towards English. 

She tried to keep the class running by controlling it through grammar explanation. This 

effort was similar to her effort to shape her identity as a motivator. Raihan became a 

motivator to cope with her students’ negative attitude towards learning. She kept 

talking during the lesson by explaining, advising, or motivating (see Section 5.4.1.1). 
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As shown in Extract 56 below, Safar also gave his comments related to his efficacy in 

applying GTM. Notably, Safar was aware of GTM being a traditional method in 

English language teaching and had updated his teaching knowledge to include a variety 

of contemporary methods in teacher training. Safar admitted that when he applied the 

new methods, they did not work well in his teaching context. Due to the failure, he 

questioned whether he was personally not capable of teaching or if there were some 

limitations of the new methods within his teaching context. He acknowledged that 

GTM was his preferred method because he believed that to some extent, the method 

was applicative to his students’ conditions and needs. His simple parameter to measure 

the success of applying GTM was that his students were able to answer the 

examination’s questions after they were taught via GTM. It appeared that Safar’s 

choice to apply GTM was most likely affected by his teaching context. That choice 

indicated that he felt himself to be relatively competent, at least enough to help his 

students to face their testing process. 

Extract 56 

Safar: I know GTM is an old method. When I tried the modern methods which I got 

from some training, I could not apply them in my classroom. GTM did have an 

effect on my students, at least they could answer questions in their 

examinations. Although GTM is old and is criticised, many people could be 

successful with that method. I do not know what is wrong with the current 

methods or what is wrong with me. If I applied them in my classroom, they 

were not applicative (Interview-Stage 3, 05/09/2018).  

When Safar exerted his agency as someone who had the ability to support his students’ 

English learning in terms of grammar, it was apparent that he might be influenced by 

his identity as a stayer (see Extract 19). He decided to stay in the teaching profession 

after reflecting on the valuable processes that he had passed through along his teaching 

career. Based on this reflection, he valued teaching positively, and he intended to help 

others in his working community with the ability that he had. Safar realised that he 

could not change the system of the school, but he tried to contribute to the students’ 

success according to the school regulations. One form of success was to be able to 

answer the grammar questions on the examination. Therefore, he considered GTM to 

be an important method to help his students. 
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5.5.3.2 Teacher Trainer 

The participating teachers Abdul and Safar also reflected their identities as efficacious 

teachers who were capable enough to expand their roles to include being a teacher 

trainer. They acted agentically by choosing to get involved in activities aimed at 

training other teachers inside and outside their schools. 

Safar chose to develop his career by taking on an extra role as a teacher trainer. He 

considered his choice to be part of his self-actualisation. He negotiated his own identity 

as a teacher, decided that he was efficacious enough to be a trainer, and followed his 

ideals, which emphasised the importance of sharing knowledge with other people. He 

did not think that he could satisfy himself by expanding his career into school 

management because that went against his ideals. Extract 57 below presents his 

statement in more detail. 

Extract 57 

Safar: My self-actualisation came by becoming a teacher trainer. I like sharing 

knowledge, thank God! I made this dream come true. ... I do not intend to get 

involved in school management because it is not in line with my ideals. My 

self-development will be more towards becoming a trainer and a writer 

(Interview-Stage 1, 21/02/2018). 

Safar stated that he activated his agency as a teacher trainer because he wanted to 

develop his self-actualisation. He did not see himself as a developed person when he 

referred to his identity as a manager. It appeared (from Extracts 37 and 40) that Safar’s 

identities were as a non-confrontationist and a confidant when he interacted with his 

colleagues and school principal. With these two identities, it was apparent that Safar 

was only responding the conditions at his workplace, trying to maintain harmonious 

relationships between himself and others. Following the rules, however, may have 

deterred his self-actualisation. As a result, he felt that being a trainer outside the school, 

without any involvement of his colleagues and school principal, helped him develop 

himself 

Similarly to Safar, Abdul also signalled that he chose to take an extra role as a trainer 

(see Extract 58 below). While Fatih and Safar trained in-service teachers at school, 

Safar chose to train pre-service teachers, specifically the teacher-students in the 
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university where he worked as a part-timer. The data show that after he started teaching 

at the university, he formed an identity as a potential teacher who was able to 

contribute to the university. Compared to the university lecturers, he felt that he had 

more strength in terms of understanding the updates of the school’s curriculum and its 

application because he used the curriculum directly as a guideline at his school. This 

thinking led him to propose himself as a curriculum trainer to the university’s 

management. With management’s approval, he had been the trainer there for ten years.  

Extract 58 

Abdul: I have trained students at the university where I work since 2008. I proposed 

this training to the head of the department. The training is about planning, 

applying, evaluating teaching in terms of administration and curriculum. 

Nowadays, the curriculum is often revised. So who understands the curriculum 

well? Of course, the teacher! Full-time lecturers at the university only know 

the matters in university. Teachers apply the curriculum. So, as a teacher, I 

think I know well how to teach curriculum design to the students at the 

university (Interview-Stage 2, 01/09/2018). 

The data above suggest that Abdul exhibited his agency to be a teacher trainer because 

he saw himself as an exceptional lecturer compared to other lecturers who did not 

know as much about real school conditions. He confidently considered himself a 

competent curriculum trainer for the teacher-students because of his main profession 

as a teacher. This finding was also related to his identity as a competent teacher after 

he gained a Master’s degree (see Extract 15). Holding a Master’s degree made him 

feel that he was an exceptionally competent teacher at his school. This feeling emerged 

when he compared himself with other teachers who did not have a Master’s degree. 

5.5.3.3 Writing 

The data also suggest that two of the participating teachers, Maryam and Safar, applied 

their agency in developing their writing skills. Based on their reflection on their self-

efficacy, the teachers believed that their identities could include being writers. In 

Extract 59, Safar also reflected on his interest and efficacy in writing. The data reveal 

that he was not only interested in writing, but also in publishing the writing. It appeared 

that his Master’s degree experiences had prompted him to write and publish a book. It 
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could also be seen that, after his first publication, Safar was confident that he would 

continue writing and publishing books. 

Extract 59 

Safar: I love writing. I had a desire to publish books, but I did not have any chance in 

the past. However, recently I was able to publish a book about my experiences 

in the UK. Moreover, now, I am writing a book about tricks to master English, 

and I plan to publish it again (Interview-Stage 1, 21/02/2018). 

It could be concluded from the data that Safar developed his agency by writing and 

publishing his writing. This data aligned with his statement on his identity as a 

destinist. He believed that he had the freedom to choose whether to stay in or to leave 

his teaching profession, but he chose to stay in part because he considered it his destiny 

to be a teacher (see Extract 2). Similarly, in the case of developing his agency as a 

writer, although he loved writing and had a desire to publish books long before he 

could publish it, he chose to wait to attempt to task until he was confident he could 

accomplish it. 

In Extract 60, Maryam also explained her reasons for developing herself as a writer by 

joining a teacher writing competition. Firstly, she described herself as a person who 

liked challenging herself with any kind of competition, including writing competition. 

Secondly, as a part-timer, Maryam doubted her identity as an official teacher in the 

Indonesian education system. It seemed that she did not know how to check her status, 

and the institution at which she worked could not offer her any information. By joining 

the competition, she thought she might be able to determine whether she was a 

registered teacher or not. After she applied for the competition, she was indeed able to 

clarify that her name was registered as an official national teacher. It was a notable 

finding that Maryam experienced conflict with her own identity as a part-time teacher. 

On the one hand, she wanted to work at school even though she was as only a part-

timer. On the other hand, she was not sure about her status as an official teacher. 

Therefore, she decided to take an agentic action by becoming a writer in order to deal 

with this uncertainty. 
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Extract 60 

Maryam: I was pleased to join the teachers' writing competition because I have hoped 

to join any writing competition since my childhood. I registered my name to 

the competition through the national teacher website. I wanted to determine 

whether, as a part-time teacher, my name is in the national teacher system. So 

I could see my name was in the system by applying to this writing 

competition. I am happy; I could prove to myself that my name as a teacher 

is registered nationally (Interview-Stage 3, 06/09/2018). 

The data above suggest that Maryam’s agency to be a writer was initiated by 

dissatisfaction with the lack of clarity about her identity. A similar finding also 

emerged when she expressed her identity as an unsatisfied teacher (see Extract 16). 

When she identified her status as a part-time teacher who was marginalised compared 

to her full-time colleagues, she added that she planned to pursue a doctoral degree for 

a better future. 

5.5.4 Autonomy 

Teacher agency also depended on the level of autonomy that the teachers had in their 

workplace. The teachers’ autonomy in school, or in a working context, seemed low. In 

contrast, it appeared to be high outside of the school context. 

5.5.4.1 Low Autonomy 

In terms of facing the national final year standardised test, known as UAN (Ujian 

Nasional), the data suggest that all of the participating teachers negotiated their 

identities in order to follow their school’s regulations, which mandated teaching that 

would ensure the success of their students on the UAN. Specifically, the teachers who 

taught students in their final year were obligated to provide their students with UAN-

oriented materials. It could be said that the teachers lacked autonomy in deciding what 

materials they should give to their students. Instead, they had to direct their teaching 

as instructed by the school. The teachers thus had less agency because of the influence 

of their school working context.   

Related to UAN examination, Fatih expressed his opinion as shown in Extract 61 

below. He questioned the education system, which stated that the students had to pass 

the UAN in order to pass their final year at their schools. He thought that meeting this 
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goal was unlikely because his students’ English proficiency was far from the required 

standards. As a result, he tried to make an effort to save his students in that final year 

examination. He made teaching UAN oriented. Nevertheless, he did not focus his 

teaching on the content of the examination itself, rather on tricks to help students learn 

how to answer the questions, which he felt kept the same patterns from year to year. 

Extract 61 

Fatih: Government regulation expects the students to be successful in the 

UAN examination. How can that be done? They even do not know 'to be' in 

English. What I can do is just to teach them tricks about how to answer exam 

questions whose patterns appear pretty similar every year, no other ways …. I 

think it helped a little bit (Interview-Stage 2, 18/08/2018). 

It is apparent from the data that when Fatih realised that he had low autonomy to 

exercise his agency in terms of this test, he still tried to activate his agency in a way 

that would let him follow the rules in the education system. Regardless of the 

limitation, to support his students, he tried to assure his students that English is an easy 

subject. As he explained in Extract 13, as a facilitator, he tried to convince his students 

that learning English was easy. 

In terms of other teaching activities, the low autonomy and hence less agency was also 

experienced by the teachers including Safar, Raihan, Sulaiman, and Abdul. For 

example, Safar felt that he had less autonomy to act freely in his school context because 

the school regulations dictated his work. Especially with curriculum application, he 

felt that he could not modify his teaching; he had to follow whatever had been stated 

in the curriculum. To describe how he felt in such a working environment, he 

compared his teaching profession to being a 'worker ant', a drone that worked loyally 

to serve an ant queen. Although he did not feel comfortable with 'worker ant' as a term 

to represent his identity in his working place, he felt it helped to explain how 

stringently he had to follow school regulations. His detailed comments are in Extract 

62 below. 

Extract 62 

Safar: The regulations at our school already exist. If I can illustrate, the teachers are 

like worker ants. This may be a negative illustration. However, the government 
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has made regulations so detailed; the teachers just follow them. For example, 

in terms of curriculum, the teachers just follow it. It is hard for us not to follow 

it because that would be against the administrative regulation (Interview-Stage 

2, 06/08/2018). 

The data suggest that the low autonomy and limited agency experienced by Safar 

forced him to negotiate his identity as a confidant; he just followed the regulations that 

the government set. He was involved in the education system, so all he could do was 

go along with the system. 

5.5.4.2 High Autonomy  

The data also suggest that the teachers sometimes chose to take on an extra job outside 

the school context in order to gain higher autonomy in their actions. Having a status 

as teachers with Master’s degrees, the teachers Abdul, Sulaiman, Maryam, and Fatih 

decided to be part-time lecturers at universities. 

In Fatih’s case, for instance, he taught at a university because he wanted to teach 

outside his school environment, which he believed would let him develop himself 

professionally (see Extract 63 below). 

Extract 63 

Fatih: I also teach outside the school context to develop myself. … I teach at the 

university, where I have more freedom in my teaching (Interview-Stage 3, 

18/09/2018). 

The data also reveal that the purpose of his teaching at the university was to gain his 

autonomy, which he did not have in his school. At the school, his position was as the 

head of the curriculum, so he had to follow the government policies. Conversely, 

outside the school, he found the job which he believed could give him more autonomy. 

In conclusion, Section 5.5 discusses how teachers’ identities enacted a sense of the 

teachers’ agency. Four types of agency appeared, including using multilingual 

instruction in their teaching, investing their work, developing their self-efficacy, and 

gaining professional autonomy. 
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Chapter 6. Discussion 
 

Perhaps the academy needs to think of other metaphors for its activities–or imagine 

other activities. 

–John Law, After Method: Mess in Social Science Research 

 

6.1 Introduction: The Metaphoric House Model of Teacher Identity Construction  

This chapter outlines the present study’s findings in relation to its research questions 

and relevant literature. To summarise the construction process, a metaphoric model of 

a traditional Acehnese house is presented as an analogy of how teacher identities were 

constructed. The inclusion of an Acehnese house as a metaphoric model is a small step 

towards keeping indigenous knowledge alive and incorporating it into educational 

research. The Acehnese house metaphoric model, which has been formed based on 

indigenous knowledge, describes the Acehnese EFL teachers’ identity construction by 

using the elements in the house (see Sections 2.7.4 and 3.9.3 for a detailed discussion 

of the Acehnese house and indigenous knowledge). 

Figure 6 presents the metaphoric model of ‘rumoh Aceh’, or the Acehnese house, 

which symbolises the identity and agency construction of the Acehnese EFL teachers 

who participated in this study. Some key elements of the study’s findings are 

analogised with the features in the house, including 

the ‘juree’ (bedroom), ‘seuramoe’ (veranda), ‘rinyeun’ (stairs), and ‘dapu’ (kitchen). 

A detailed explanation of the model is given in Sections 6.2 and 6.3 in response to this 

study’s research questions. 
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Figure 6.  The Metaphoric Model of Teacher Identities: Built up from Rumoh Aceh 

(Hasbi, 2017) 

Lakoff and Johnson (2003) argue that metaphors are commonly used in human 

activities: 

In all aspects of life, not just politics or in love, we define our reality in terms of 

metaphors and then proceed to act on the basis of metaphors. We draw 
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inferences, set goals, make commitments, and execute plans, all on the basis of 

how we in part structure our experience, consciously and unconsciously, by 

means of metaphors. (p. 158) 

In short, metaphors are powerful means to help illustrate and understand individuals’ 

experiences. Schmitt (2005) emphasises additional benefits of metaphors in qualitative 

studies. He argues that using metaphors helps researchers to acknowledge and benefit 

from the complexity of qualitative studies, which rely on heterogeneous information 

and complex, meaningful structures. Thomas and Beauchamp (2011) assert that 

metaphors could be an alternative to using abundant words to illustrate complex topics 

such as teacher identity. Since metaphors are inseparable from human life and help to 

capture human experiences succinctly, this discussion chapter uses metaphor to 

describe teacher identity formation. 

As argued by Fleckenstein, Spinuzzi, Rickly, and Papper (2008), writing is a complex 

system consisting of a web of ideas, objectives, interpersonal interactions, and cultural 

and textual norms (see Section 3.8.2 for further details about complex system). 

Syverson (1999) suggests that, to help readers understand pieces of writing related to 

individuals, it is not sufficient to only write about individuals in isolation. Instead, the 

particular social and material environments in which individuals are situated, 

commonly known as an ecological system, should be included in the system of writing. 

In this study, several metaphors closely related to the Acehnese context (the 

participants’ ecology) are deployed to provide the readers with more straightforward 

written discussions about teachers’ identities. The use of Acehnese-bounded 

metaphors was informed by this ecological social system, considering that human 

beings cannot be separated from their nature (Balée, 2006). This concept allows 

interaction of the social and natural sciences (Berkes, Colding, & Folke, 2003). When 

the ecological social system informs a social study, that means the study is open to 

including environmental or natural resources in its exploration. 

The ecological social system has informed the use of metaphors in the current study, 

which draws on the elements of: ‘biocultural diversity’. This element emphasises 

biological, cultural, and linguistic diversity, which are all interrelated (Maffi, 2005). 

In terms of biological elements, this study includes indigenous knowledge, which is to 

some extent derived from nature, as well as Acehnese traditional house metaphoric 
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symbol to highlight some cultural elements in Aceh. Some Acehnese vocabulary is 

expressed in the metaphors to reintroduce words and expressions that are less 

frequently used by the Acehnese people nowadays. All of these elements are part of 

the Acehnese ecological social system. 

6.2 RQ1: Identities of Local Secondary School English Teachers in Aceh 

As discussed in Chapter 5, in this study, the construction of teachers’ identities was 

influenced by aspects of beliefs, career stages, and interactions. This section discusses 

these aspects and their influences on teacher identities in relation to Research Question 

1 and the existing literature theories and studies. I use the metaphor of ‘house 

construction’ to describe the construction of teacher identities. The theme of beliefs is 

labelled as the ‘bedroom’, interactions as the ‘veranda’, and career stages as the 

‘stairs’.  

6.2.1 Beliefs: The Bedroom of Teacher Identity Construction 

Bedroom, ‘juree’ in Acehnese, represents the teachers’ beliefs and their roles in 

shaping identities (see Figure 6). In a house, the bedroom is a very private place, 

hidden from outsiders (Inness, 1996). I consider the teachers’ beliefs to be like a 

bedroom: beliefs are hidden inside teachers’ minds but can have a significant influence 

on the construction of their identities. In this study, there are four main components of 

teachers’ beliefs: religious beliefs, beliefs about the role of teachers, beliefs about the 

impact of Master’s degrees, and beliefs about being a stayer or a leaver. These beliefs 

and their role in this metaphorical bedroom are discussed in more detail in the 

following sections. 

6.2.1.1 Religious Belief: The Lamp in the Bedroom 

This study’s findings show that teachers relate their identities to their religious beliefs. 

Metaphorically, religious beliefs as one part of teachers’ beliefs can be analogised as 

an ‘item of furniture’ that decorates ‘the bedroom’ of the metaphorical house. 

Although religious belief may overlap spiritual belief, these two types of belief are not 

synonymous. Hooks (2003) cites the Dalai Lama’s concepts of religion and spirituality 

to differentiate the two: 

Religion is concerned with faith in the claims of salvation, an aspect of which is 

acceptance of some form of metaphysical and supernatural reality. Connected 

with this are religious teachings or dogma, ritual, prayer and so on. Spirituality 
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is concerned with those qualities of the human spirit – such as love and 

compassions, patience, tolerance, forgiveness, contentment, a sense of 

responsibility, a sense of harmony – which brings happiness to both self and 

others. These qualities involve an implicit concern for others’ well-being and 

can be developed to a high degree without recourse to any religious or 

metaphysical belief system. (p. 178) 

In line with the distinctions above, I considered the beliefs that the participating 

teachers mentioned during data collection as referring to religious beliefs because 

these beliefs were connected specifically to Islam. My discussion of Islamic beliefs in 

this section is only based on the participants’ interpretations and understandings; I will 

not expand the discussion to a normative level. In this study, religious beliefs are 

analogised as the ‘lamp’ in ‘the bedroom’ representing teachers’ beliefs since the 

teachers use their religious beliefs to guide the construction of their identities. 

Religious beliefs, in turn, shaped the teachers’ identities in terms of four typologies: 

destinist, sinner and honouree, consequent recipient, and preacher.  

Destinist 

The results of this study reveal that the teachers see themselves destinists. Two 

participating teachers defined their destinist identities differently. Abdul believed 

being a teacher was fully his destiny. When he earned an advanced teaching degree, 

he believed that destiny brought him to being a teacher (see Chapter 5, Extract 1). A 

similar idea of teaching being a part of destiny can be found in previous studies. For 

example, Coleman (2007) considered teaching to be part of her destiny. Her mother 

and grandmother were teachers, and she grew up watching her mother teach at a junior 

high school. This history influenced her to be a teacher. Furthermore, Abdul viewed 

his destiny as a teacher to be unchanged, suggesting that he considered his identity to 

be static and identical (see Hall, 1996). Thus, it can be concluded that, when a teacher 

believes his profession to be his unchangeable destiny, his identity construction to 

some extent may be less dynamic. With this belief, the teacher did not encourage 

himself to change. This finding supports the essentialist view that identity is static and 

fixed (Ryazanov & Christenfeld, 2017). The authors argue that this essentialist view 

could discourage individuals from improving their present selves.  
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Another teacher, Safar, also believed that becoming a teacher was part of his destiny. 

Nevertheless, he pointed to the freedom to choose his destiny of staying or leaving the 

teaching profession. Safar decided to stay in the profession, meaning that he accepted 

teaching as his destiny (see Chapter 5, Extract 2). Theoretically, Safar’s belief could 

be related to the concept of ‘free will’.  Giesinger (2010) states the following: 

An adult person can be seen as (partially) responsible for her self because she 

has the opportunity to change her view of the world and her identity. Her 

reflexive powers enable her to transform herself. She can ask herself whether 

that which she thinks or wants is right, true, rational, or adequate. (p. 517) 

In line with this quote, although Safar believed that teaching was part of his destiny, 

he also believed that he could freely change this destiny if he wanted to by leaving the 

teaching profession. In other words, based on complex system theory, Safar’s belief 

could be called dialogical self, which refers to “a bounded yet open system where, in 

the ongoing drama of self-definition, interactions between I-positions are situationally 

influenced” (Henry, 2019, p. 266). With guidance from his religious belief, Safar 

continuously made dialogues with himself by self-defining his position, which might 

be or might not still be a teacher in the future. Also, Safar’s free will view of his destiny 

indicated his belief that his teacher identity is dynamic. Therefore, this finding is in 

line with the non-essentialist view that identity is dynamic and multiple (Le Ha, 2008). 

In Safar’s case, he was a teacher at present, but he could have a new profession in the 

future if he thought that teaching was not a right choice for him anymore. 

Sinner or Honouree 

The next typologies of teacher identity – sinner and honouree – are influenced by the 

religious beliefs, metaphorically known as bedroom’s lamp. The data provide evidence 

that one participating teacher, Safar, held beliefs about his identity as a sinner or 

honouree before God (see Chapter 5, Extract 3). He thought that teachers could 

actively construct their identities as guilty or pious teachers for the sake of hereafter 

life. The construction could happen through the teachers’ interactions with their 

students. During these student-teacher interactions, Safar defined his identity as a role 

model or public figure. He argued that, when teachers give positive examples to their 

students, they are classified as honourees, but when they show negative attitudes to 

their students, they are classified as sinners. 
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Safar’s religious belief appeared to be strongly influenced by his teaching context. As 

argued by Afrianto (2015), religious values are a central part of Indonesian society; 

even the aim of national education in this country is to “educate the students to be “a 

whole person” covering both intellectual and spiritual capacity” (p. 185). The author 

adds that, due to this objective, Indonesian teachers’ performance fall under public 

scrutiny, as teachers are judged on not only their teaching performance but also their 

moral performance. Palmer (1997) supports the idea that teachers are considered 

public figures: 

… a good teacher must stand where personal and public met, dealing with 

thundering flow of traffic at an intersection where “weaving a web of 

connectedness” feels more like crossing a freeway on foot. As we try to connect 

ourselves and our subjects with our students, we make ourselves, as well as our 

subjects, vulnerable to indifference, judgment, ridicule. (pp. 18-19) 

The statement above indicates that teachers belong to their students, or, as suggested 

by Holland et al. (1998), they belong to their ‘figured worlds’. One participating 

teacher in this study believed that students could easily follow teachers based on their 

positive or negative examples. In other words, teachers’ activities could be examples 

that lead the students to be either sinners or honourees. These findings support 

Palmer’s (1998) claim of the ‘wholeness’ of teacher identity being influenced by 

multiple intellectual, spiritual, and emotional aspects. This study shows an integrity 

between professional and religious aspects when teachers constructed their identities 

as honourees and sinners.  

Consequent Recipient 

‘Consequent recipient’ is also analogised as part of the bedroom’s lamp, meaning that 

it is also classified as a typology of teacher identity based on religious belief. This 

study’s data show that the teachers believed that they would receive consequences for 

their work. If they did good deeds at their work, they would receive good 

consequences; by contrast, if they did bad deeds, they would receive negative 

consequences. They believed that consequences could be received either in this life or 

the next. For example, Raihan believed that teachers could receive misfortunes in their 

current lives, such as sickness, if they were irresponsible in their teaching (see Chapter 
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5, Extract 4). Abdul argued that teachers would be accounted for the actions of their 

professional lives and decisions by God in their next lives (see Chapter 5, Extract 5). 

The concept of teachers being consequent recipients of their profession has similarities 

with the educational concept of wara’ (Godliness awareness) proposed by a famous 

Muslim scholar. Al-Zarnuji was a scholar from Turkistan who lived between the 13th 

and 14th century. His book, Ta’lim Al-muta’allim consists of Islamic values about 

teaching and learning. The book has been used as a reference for the Islamic 

educational system in the Muslim world, including Indonesia (Huda, Jasmi, Mustari, 

Basiron, & Sabani, 2017). Wara’ refers to “the concept of Godliness, where such a 

consequence of physical and mental ability is under religious values-based self-

control”, or “keeping away from shubhat, which is something unclear of its status 

between halal (permissible) and haram (prohibited), as prescribed in Islam” (Huda, 

Jasmi, Mustari, & Basiron, 2017, p. 1107).  

In the context of teaching, according to Al-Zarnuji, wara’ can mean that teachers can 

purify their souls and stay away from bad deeds at work to empower their teaching 

spiritually, professionally, and ethically. The teachers in this study believed in wara’; 

for example, they were aware of the shubhat that they might have in their work, such 

as their work responsibilities being less than the salary that they accepted. Al-Zarnuji 

also stated that the purpose of Islamic education was to “please Allah, seek happiness 

in the hereafter, eliminate ignorance from himself and others, turn religion and 

preserve Islam” (Asrori, 2016, p. 76). In this study, Abdul expressed that his 

involvement in the educational field as a teacher would affect his hereafter life. For 

example, he emphasised that ‘the more salary I have, the greater the responsibility I 

will have to assume in front of God later in the next life’. It can be concluded that the 

teachers used their Islamic beliefs as lamps or guidelines to construct their identities. 

Furthermore, the teachers’ beliefs in wara’ are in line with Bronfenbrenner’s (1979) 

ecological system theory, which argues that individuals live in a setting known as 

‘microsystem’. This setting is comprised of individual’s immediate surroundings, such 

as family, peers, and cultures, which can influence the individual’s development. The 

participating teachers in this study may consider themselves wara’ teachers because 

the immediate Islamic environment or context in which they live influences how they 

think of and define themselves. 
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Preacher 

‘Preacher’ also emerged as part of the bedroom’s lamp or typology of teacher identity 

derived from religious beliefs. The study’s findings reveal that the teachers viewed 

their identities as teachers to be like preachers. Fatih believed teachers and preachers 

have the similar roles of sharing the positive messages with other individuals. Sharing 

useful knowledge with students was one form of his Islamic preaching activities, 

known as ‘da’wah’ (see Chapter 5, Extract 6). Abdul also thought that a teacher’s 

identity could be labelled preacher. He believed that teaching activities were part 

of da’wah activities. Specifically, he defined teaching as a ‘jariyah’ activity, a positive 

activity that continuously benefits individuals. These benefits were not only for his 

students but also other individuals who might be informed by his students through the 

knowledge that he taught them. In his belief, God would continuously reward him so 

long as his teaching positively influenced other people (see Chapter 5, Extract 7). 

Other studies also revealed that teachers considered themselves preachers. Tobin 

(1990) states that teachers use metaphors to describe their particular teaching roles. He 

gave a sample case of a Christian teacher who was a preacher outside of his school and 

also viewed himself as a preacher in his classroom. Metaphorically, he analogised the 

textbook as the Bible and his teaching as the sermon. When he taught, he gave lectures 

to his students in front of the classroom and asked them to do seatwork tasks from the 

textbook. He considered this similar to giving a sermon as a preacher. 

In an Indonesian study, a Muslim pre-service teacher believed that teaching was part 

of da’wah, a holy mission done by religious figures. Teaching has the purpose of 

giving service, sacrifices, and dedications to improve the life of other individuals 

(Afrianto, 2015). Afrianto (2014) states that the English teacher participating in his 

study considered teaching as part of the plantation of da’wah by preaching religious 

values as the messengers had done. A study conducted by Yuwono and Harbon (2010) 

shows religious duties as reasons for participants to become EFL teachers in Indonesia: 

teaching was believed to be the way to serve Allah (God). These studies, as well as the 

present study, suggest that religious belief could influence teachers to liken their 

identities to being a preacher. Additionally, Urrieta (2007) argues that, when 

individuals get involved in various figured worlds, they may understand themselves 

more comprehensively and recognise their agency. In this study, the teachers lived in 
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a Muslim figured world; when they entered the figured world of EFL teaching, they 

believed that as, Muslims, they could also exert their agency as preachers. 

6.2.1.2 Belief about the Role of Teachers: The Mirror in the Bedroom 

The data in this study reveal that teachers’ beliefs about their roles as a teacher also 

influenced their identity construction. This study uses the metaphor of ‘mirror’ to 

represent teachers’ beliefs about their roles as teachers. In this metaphor, the way that 

the teachers reflected on their role is similar to how they saw themselves in their 

bedroom mirror: they may create many meanings about themselves based on the 

reflections that they saw and believed. Four typologies of their identities appeared 

based on their beliefs about their roles: teacher, educator, motivator, and facilitator. 

The two following sections will discuss the typologies in detail. 

Teacher and Educator 

The findings show that the teachers viewed their roles as teacher and educator 

separately (see Chapter 5, Extracts 8-11). The teachers related the role of teacher to 

being responsible for students’ learning and mastering the learning materials and 

English skills well. Teachers believed that their duty as educators was to positively 

influence student behaviour through being a role model, giving advice, and including 

Islamic values in their teaching. These beliefs about roles as teacher and educator are 

in line with the framework of the professional teacher conceptualised by Indonesian 

Law number 14/2005. 

As translated by Afrianto (2015), the law related to teacher competency stipulates the 

following: 

Pedagogical competency refers to the ability to manage students’ learning; 

personal competency refers to strong, moral, wise and respected personal ability 

to be a good model for students; professional competency refers to the ability to 

master lesson materials extensively and comprehensively; and social 

competency refers to teachers’ ability to communicate and interact effectively 

with students, fellow teachers, students’ parents/guardians, and nearby 

community (translated from “Undang-Undang Guru dan Dosen,” 2005, p. 29). 

(p. 72) 
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Based on this law, the concept of professional competency is related to the 

participating teachers’ definition of their role as teachers; personal competency 

matches with their roles as educators. 

Furthermore, the participating teachers believed that they could influence their 

students’ cognitive domain. Cognitive learning refers to how students develop their 

understanding, intellectual abilities, and skills (Reigeluth & Moore, 1999; Richmond, 

McCroskey, Kearney, & Plax, 1987). Teachers in the present study believed that the 

teachers’ role was to influence their students’ cognitive learning, such as their English 

skills. Therefore, they believed they should activate their identity as teacher. In other 

words, the teachers focussed on their responsibility of helping their students master 

the English language. 

In labelling themselves as educators, the teachers played a role in influencing students’ 

affective domains. When students are involved in affective domain, their learning is 

related to positive values, attitudes, and behaviours that can be applied inside and 

outside of school; teachers can support their students’ learning by promoting certain 

factors, namely verbal and non-verbal immediacy, teacher power use, and perceived 

teacher communication style (Chory & McCroskey, 1999; Shephard, 2008). Teachers 

in this study believed that they positively affected their students’ behaviour in their 

roles as educator. Identities of the participating teachers are in line with Hendrikx’s 

(2020) definition of professional identity, which emphasises teachers’ awareness of 

who they should be, what their roles are, and what they do as the teachers.  The teachers 

in this study defined themselves as having multiple professional roles, each with 

different responsibilities. 

Motivator and Facilitator 

This study’s data also show that the teachers also viewed themselves as motivators and 

facilitators. Sulaiman described his identity as a motivator for his students to push 

through their learning experiences. He believed that teachers motivated students to 

learn English in various phases. The first phase was convincing students that English 

was easy to learn, followed by supporting students to happily study English (see 

Chapter 5, Extract 12). Meanwhile, Fatih tried to be a facilitator of his students’ 

learning. His main priority as facilitator was making his students interested in learning 

English (see Chapter 5, Extract 13). 
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The above findings suggest that the teachers exerted their social competence when 

they constructed their identities as motivator and facilitator. According to the 

Indonesian Law of Teacher and Lecturers No. 19 2005, teachers are required to have 

social competence. Social competence refers to “the ability of teachers as part of the 

public to communicate and interact effectively with others, including: learners, fellow 

teachers, parents/guardians of the students and the community” (Hakim, 2015, p. 4). 

The findings of the present study indicate that the participants’ social competence was 

in line with what was stated by the law; teachers built effective communication with 

their students to influence learning. They matched their teaching approaches with their 

students’ condition of needing to be motivated to learn English. For example, based 

on classroom observations findings, Sulaiman motivated his students with advice and 

stories that promoted the benefits of mastering English. As Davey (2013) suggests, the 

teachers socially negotiated themselves to construct their identities by adapting their 

roles according to their students’ conditions. 

6.2.1.3 Belief about the Impact of a Master’s Degree: The Medal in the Bedroom 

Teachers’ beliefs about their Master’s degree impact in shaping their identities also 

appears in this study’s findings. Within the Metaphor of teachers’ beliefs being 

symbolised by the bedroom, the Master’s degree is analogised as the medal hanging 

in the room. Like a medal received from a competition, a Master’s degree represents 

an achievement that the teachers reached in their past studies. They reflected 

themselves through this medal, which either supported their identities as defending 

winners or told them to join another competition for more medals. In the present, 

teachers believed that their Master’s degrees could impact on their identity 

construction with the emergence of three typologies: emotionally intelligent teacher, 

competent teacher, and unsatisfied teacher. Teachers were either satisfied or 

unsatisfied with their Master’s degrees. Three sections below illustrate more details 

about these identity typologies. 

Emotionally Intelligent Teacher 

Safar believed that the Master’s degrees which his school’s colleagues and he held 

could help them cope with conflict in their school. He believed that Master’s degree 

experiences could shape their identities to become emotionally intelligent, such as 

‘open-minded’ or ‘tolerant’. He thought that his teacher colleagues with only had 
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bachelor’s degrees were more prone to getting in conflict with other colleagues (see 

Chapter 5, Extract 14). This finding indicated that the Master’s degree could help him 

maintain positive relationships with his school community. 

In the literature, emotional intelligence is defined as “the ability to monitor one’s own 

and others’ feelings and emotions, to discriminate among them and to use this 

information to guide one’s thinking and actions” (Salovey & Mayer, 1990, p. 189). 

The present study suggests that emotional intelligence is related to Safar’s and his 

colleagues’ abilities to control their emotions to avoid conflict with other individuals 

at school. In another study, emotional intelligence was investigated in terms of its 

relation to individuals’ interactions with others. Brackett & Mayer’s (2003) study 

showed that individuals with higher levels of emotional intelligence had more positive 

interactions with friends and family.  

Shahri (2018) emphasises emotion’s role in influencing teachers’ identity formation. 

As Holland and Lattichotte (2007) assert, identity includes “a relatively organized 

complex of thoughts, feelings, memories, experiences, that a person can, more or less, 

durably evoke as a platform for action and response” (p. 104). In the present study, the 

thinking, feeling, and experiences about himself and his colleagues led him to label his 

and his colleagues’ identities as emotionally intelligent teachers. 

Competent Teacher 

Abdul defined his identity as a competent teacher. This definition emerged because he 

believed that his Master’s degree qualification shaped him to be a qualified teacher. 

He confidently valued himself as a special teacher due to his Master’s degree (see 

Chapter 5, Extract 15). Another study whose participants were physiotherapists with 

Master’s degrees also showed that participants’ confidence was higher if they held 

Master’s degrees (Green, Perry, & Harrison, 2008). Furthermore, Dewi’s (2017) study, 

which investigated the identities of Indonesian EFL teachers who were studying in 

Australia, revealed that the participants had the self-awareness to know that they would 

be considered exceptional teachers after they finished their Master’s degrees in their 

working communities and prepared themselves for this condition. According to human 

capital theory, when individuals participate in education or training, they create an 

investment that gives social and private returns (Ashton & Green, 1996). The current 

study suggests that, during Abdul’s social interaction with his working community, he 
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gained confidence as part of his social return from his Master’s degree. Once he had 

his Master’s degree, he came to view himself more positively. These findings are in 

line with Davey’s (2013) characteristic of identity: “Professional identity comprises 

both how one sees oneself and what one values in oneself as a professional” (p. 32). 

However, Abdul believed that other teachers could be more competent due to their 

greater work experiences. In terms of educational degrees, other literature findings 

show that teachers use experiences as sources of learning. For example, a participant 

said that her colleagues became a source of knowledge about teaching because she was 

in the process of refining her working strategies. Another participant mentioned that 

he constructed his ideas about teaching after he interrelated his experiences with 

students in the classroom and learning ideas (Russell & Johnston, 1988). The study 

indicates that the teachers were active agents in constructing experiences to help them 

to be more competent in teaching.  

Likewise, Abdul’s beliefs in his colleagues’ competence related to the concept of self-

efficacy: he believed his colleagues had the capacity to produce specific performances 

due to their past experiences (see Bandura, 1986). According to Bandura (1997), 

mastery experiences, which individuals gain when they successfully deal with 

challenges, are part of self-efficacy. Thus, in Abdul’s opinion, his colleagues were 

more competent because of their mastery experiences. 

Unsatisfied Teacher 

The study’s data show that some teachers were unsatisfied with their identities as the 

teachers with Master’s degrees. They felt they had insufficient knowledge and job 

security. For example, Maryam, a part-time teacher, appeared to be unsatisfied with 

her identity because she did not see any change in terms of salary or working position 

after gaining a Master’s degree. She still had a low salary and her status did not change 

to full-time civil servant teacher (see Chapter 5, Extract 16).  

Related to the above issue, Herzberg’s two-factor theory (see Alshmemri, Shahwan-

Akl, & Maude, 2017; Herzberg, Mausner, and Snydermann, 1959) proposes two 

factors that could increase workers’ satisfaction. The first is motivation factor, which 

can support them to work harder. This factor includes achievement, recognition, work 

itself, responsibility, advancement, and growth. The second is hygiene factor without 
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which workers may be unmotivated and it includes company policies, supervision, 

relationships with colleagues and supervisors, physical work conditions, salary, status, 

and job security. Both factors are necessary. Motivation factor is important for 

increasing workers’ quality and satisfaction and hygiene factor is needed to decrease 

their ineffectiveness and unsatisfaction. 

Based on Herzberg’s theory, it is apparent that Maryam did not have the hygiene 

factors of good salary and better job status; these hygiene factors could also be 

classified as extrinsic motivations (Deci & Ryan, 2000). Although Maryam gained 

motivation factor through being recognised as exceptional by the school community 

and sent to represent the school at a seminar, she was not satisfied with her identity. 

Although Herzberg’s theory aligns well with this study’s findings that low salary could 

make teachers unmotivated, it might not match the findings of other studies. For 

instance, in Gratz’s (2011) study, the teachers’ performance did not increase although 

their incentives had increased.  

Related to the teacher identity formation, the present study suggests that Maryam’s 

constructed identity was complex: holding an advanced degree did not guarantee a 

satisfying-self status. Many other factors that influenced how she defined her identity 

as an unsatisfied teacher. Based on complexity theory, Maryam’s identity could be 

classified as a complex system. As a system, her identity was shaped based on the 

connectedness and interactions of various factors and elements that exist within the 

system (see Larsen-Freeman, 2019); these elements included a Master’s degree, 

insufficient knowledge, and job insecurity. 

6.2.1.4 Beliefs of Being a Stayer or Leaver: The Remote Control in the Bedroom 

Teachers’ beliefs in being a stayer or leaver of the teaching profession also impacted 

their identities. In this study, the metaphor of the ‘remote control’ represents this belief. 

The metaphor analogises how the teachers decided to stay or leave their teaching 

profession according to beliefs about their identities as teachers. These beliefs are like 

a ‘remote control’ that allowed teachers to press either the button ‘on’ to stay in or the 

button ‘off’ to leave their teaching profession.  

This study’s data reveal that the teachers believed in teaching values, which influenced 

how they constructed their identities as stayer or leaver of the teaching profession. 

Raihan, for example, admitted in the first interview that she planned to leave the 
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teaching profession and work as an administrator instead. Her decision was influenced 

by the burnout that she felt due to her students’ negative attitudes (see Chapter 5, 

Extract 17). Later, in another interview, she admitted that had changed her mind and 

decided to stay in the profession; she valued teaching as part of her life and tried to 

enjoy her profession (see Chapter 5, Extract 18). Similarly, Safar experienced identity 

turbulence when he related his teaching profession to his emotion. He doubted whether 

he could stay in the profession given his dissatisfied with the education system, which 

was far from being ideal. However, he tried to renegotiate his identity and value his 

teaching profession by reflecting on his process of being a teacher. Through reflection, 

he appreciated the processes and efforts that he made to be a teacher and, eventually, 

he decided to stay in the profession (see Chapter 5, Extract 19). 

In the literature, teachers’ decisions to leave the profession early before they reach 

retirement age is generally attributed to attrition (Smithers, 1990). MacDonald (1999) 

implies that teachers’ premature departure from the profession could be caused by 

monetary factors (income, promotion, other benefits) and non-monetary factors 

(conditions of work, convenient hours, relationships with co-workers). The present 

study’s data suggest that non-monetary factors contributed to the teachers’ intended 

attrition from their professions. The factor includes emotional exhaustion. According 

to Skaalvik and Skaalvik (2011), Teaching consists of high levels of stress. Some 

teachers successfully cope with this stress by actively solving the problem, seeking 

support from colleagues, and changing their teaching strategies. In the present study, 

teachers renegotiated the meaning of their teaching to cope with the stress and prevent 

attrition. The negotiation gave a sense of belonging to their professions. The sense of 

belonging is believed to be a fundamental part of human motivation (Baumeister & 

Learly, 1995; Deci & Ryan 2000; Skaalvik & Skaalvik, 2011). 

6.2.2 Teacher Career Stages: The Journey from the Stairs to the House 

This study’s findings show that the participating teachers constructed their identities 

during the development stages of their career, which included exploration, 

establishment, and maintenance. The literature shows some well-known theories 

related to individual career stage development (see, for example, Mitchell et al., 1979; 

Super, 1957). Super’s career stage model, for instance, has been influential in teaching 

career literature (Huberman, 1989; McCormick & Barnett, 2008). However, it is 
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uncommon to see teacher career stages discussed in relation to teacher identity. It has 

been argued that individuals’ career stages are not linear (Huberman, 1989; Smart & 

Peterson, 1997; Super 1957, 1990) and that career choice is part of a process, not a 

destination (Kosine & Lewis, 2008). These arguments imply that when individuals 

make career choices, they might construct their identities through a non-linear process. 

This idea is explicitly supported by Hall (1992) who clarifies the influence of 

midcareer stage on individual identities by claiming that “[career] exploration could 

lead to trial activities, new choices, identity changes, and increased adaptability and 

personal agency” (p. 247). Therefore, the current study will discuss how the teachers’ 

three career stages influenced their identities. Their career stages will be illustrated 

further in the next three sections by using metaphors, where ‘bak aki rinyeun (at the 

bottom of the stairs)’ represents the exploration stage, ‘bak teungoh rinyeun (in the 

middle of the stairs)’ represents establishment stage, and ‘bak ampeuk rinyeun (at the 

top of the stairs)’ represents the maintenance stage. 

6.2.2.1 Exploration Stage: At the Bottom of the Stairs 

This study suggests that the participating teachers went through the exploration stage 

before entering the teaching profession. In this stage, they chose their future careers 

by entering a higher degree programme with a bachelor’s degree (see Section 5.3.1). 

These findings are in line with Super’s (1957) theory, which states that individuals 

make their career choices between the approximate ages of 15 to 17. He defines this 

as the exploration stage. The participating teachers made their career choice before 

entering university, meaning that they were around 17 and 18 years old. 

The data also show that the teachers tried to negotiate their early identities during this 

exploration stage. The negotiation happened because, when entering the teaching 

profession, teachers’ expectations could be congruent or incongruent with the reality. 

Based on this negotiation, the typology of the teacher’s identity as a ‘compromiser’ 

appeared. For example, Raihan renegotiated her new identity as a student teacher, 

which was far different from her past expectation of being a medical student (see 

Chapter 5, Extract 21). This finding is in line with Olsen’s argument (2008) that the 

point of entry into a teaching programme marks the beginning of teacher identity 

construction. This idea is supported by two other studies, those of Fessler and 

Christensen (1992) and Olsen and Anderson (2007), suggesting that the entry becomes 
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an important base for a teachers’ identity formation in deciding whether to stay or 

leave the teaching profession. 

The bottom of the stairs, ‘bak aki rinyeun’ was selected as the metaphor to represent 

the teachers’ entries to the teaching profession (see Figure 6 of the house model, 

Section 6.1). The bottom of the stairs functions as the beginning of a building’s 

entrance, so aki rinyeun analogises the first stage of teacher identity formation: 

entering teaching profession. At this stair of entry, the teachers explored the nature of 

the teaching profession and negotiated whether to continue their professional teaching 

journey or change directions to another profession. This exploration occurred shortly 

before and at the start of the teaching programme.  

6.2.2.2 Establishment Stage: In the Middle of the Stairs 

This study’s findings also reveal that the teachers experienced the establishment stage 

in their professional journeys. As proposed by Super (1957), the establishment stage 

is when individuals start to build their career skills and stabilise themselves through 

professional experiences. The participating teachers experienced three different sub-

stages during this establishment stage: First was a trial stage, when they tested their 

competence by applying for Master’s degree scholarships (see Chapter 5, Extract 22); 

second was the stabilisation stage, when the teachers tried to consolidate their careers 

after experiencing uncertainties in their career journeys (see Chapter 5, Extract 23); 

last stage was the advancement stage, when the teachers tried to secure their positions 

(see Chapter 5, Extract 24). The participating teachers experienced one sub-stage or 

more. They experienced the establishment stage in their early careers after their 

bachelor’s degree programmes. They continued their Master’s studies as part of this 

stage. Richards and Farell (2005) state in their study that teachers’ life stages could 

contribute to teachers’ pursuit of further education; they argue that continuing 

advanced education does not mean that the teachers experienced less productivity with 

previous education. Rather, the teachers might have experienced learning limitations 

in each cycle of their education. 

In each sub-stage described above, the participating teachers constructed their 

identities. Some typologies of identities appeared. Opportunity seeker was one. This 

typology refers to the identity that the teachers formed to strengthen their professional 

competence by applying to scholarships for their Master’s programmes. Stabiliser is 
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another typology of teacher identity. As a stabiliser, the teacher had not yet decided 

whether he would stay in the teaching profession after entering it. The teacher 

consolidated his career by earning a Master’s degree and making a decision afterwards. 

Career builder also appeared as a typology. These teachers tried to gain more advanced 

skills and competence by pursuing a Master’s degree.  

The study’s findings concerning teachers’ identities at the establishment stage, to some 

extent, correspondent with a previous study on the resilience of an early career teacher 

(see Pearce & Morrison, 2011). The study revealed that she struggled with identity 

negotiation, caught between bringing her own fresh teaching ideas to the classroom 

and accepting that her teaching concepts that were not in line with her colleagues’ 

ideas. This dilemma led to the teacher feeling isolated from her colleagues, which 

resulted her idea to leave and search for a new school to continue her teaching career. 

The current study shows that the participating teachers, who mostly were early career 

teachers before pursuing their Master’s degrees, negotiated their identities by 

consolidating their teaching careers. They made persistent efforts by continuing their 

studies to the Master’s level. They hoped that, after gaining their Master’s degrees, 

they could be more competent in their teaching profession and more confident in 

deciding whether to stay in the profession. 

Metaphorically, the construction of teacher identities during the establishment stage is 

analogised as being halfway between the bottom and top of the stairs of the Acehnese 

house known as bak teungoh rinyeun (see Figure 6 in the house model, Section 6.1). 

This analogy represents the teachers who had entered the teaching profession and faced 

challenges in their early careers; the challenges required them to negotiate their 

identities and decided whether to leave or continue their teaching career by creating 

more opportunities. To cope with these issues, strengthen their competence, and secure 

their new professions, the participating teachers constructed their identities as 

opportunity seeker, stabiliser, and career builder. 

6.2.2.3 Maintenance Stage: At the Top of the Stairs 

This study also found that the participating teachers went through a maintenance stage. 

During this stage, individuals try to maintain what they have achieved in their careers 

(Hammond, Michael, & Luke, 2017; Super, 1957). The present study’s results show 

that all participating teachers, except Maryam, were in the maintenance stage because 
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of their official status as civil servants. Civil servants are guaranteed a monthly salary 

and even a pension from the government. Having more teaching experiences and 

holding a Master’s degree also brought teachers to the maintenance stage. Maryam 

was the only teacher not in the maintenance stage, although she had working 

experience and a Master’s degree like other teachers. Her status as a contract-based 

(non-civil servant) teacher caused Maryam’ position to stay at the establishment stage. 

This finding is in line with the complexity theory, which suggests that each element in 

a system can experience different changes; in other words, changes are not predictable 

or linear between one element and another element in a system (Larsen-Freeman, 

2011). As a result of this complexity, “we cannot get a true measure of the influence 

of a factor if we isolate it from the others and examine it one at a time” (Larsen-

Freeman, 2015, p. 14). Mercer (2014) further explains that “the collective functioning 

of the system as one organic whole cannot be deduced from an understanding of the 

individual components. Thus, the properties of the system as a whole are more than 

merely the sum of its separate parts” (p.163). Maryam and the other participants were 

parts of the complex system of Indonesian EFL teachers. However, their career stages 

were not linear. While other participating teachers with similar working experiences 

and education degrees were maintaining their career position, Maryam was still in the 

process of establishing her career (see Chapter 5, Extract 26). 

Although the teachers were in the maintenance stage, their identity construction was 

still ongoing. This finding on the dynamics of identity supports previous studies which 

claim that teacher identity is ongoing, meaning that it is unstable and can develop into 

different formations (Beauchamp & Thomas 2009; Beijaard, et al., 2004). The 

typology of teacher identity that emerged in this stage was as ongoing learner. As 

ongoing learners, the teachers were unsatisfied with what they had; they thought it 

necessary to keep learning to improve their skills and competencies. It has been argued 

in the literature that if teachers intend to learn throughout their life to support their 

work, then they may have a strong and positive professional identity (Graham & 

Phelps, 2003; Ivanova & Skara-Mincane, 2016).  

The current study uses the top of the stairs of Acehnese house, known as ampeuk 

rinyeun, as the metaphor to represent the teachers’ identity construction. When the 

teachers reached the top of the stairs, they entered a stronger stage for getting involved 
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in the teaching profession; most of the teachers had been in the maintenance stage of 

their career journey since reaching the peak of their teaching career and settling in their 

job. Most likely, at this stage, they simply maintained their career by upgrading their 

competencies. 

6.2.3 Interactions: The Veranda of Teacher Identity Construction 

As argued in the Findings chapter, the participating teachers also formed their 

identities through interactions. In this discussion, the veranda is used as a metaphor to 

represent the theme of interaction. The interaction is socially constructed aspect of 

teacher identity (see Figure 6 of the house model, Section 6.1). During interaction 

processes, the teachers opened ‘their doors’ to communicate with other individuals. 

The meanings derived during these interactions influenced their identity construction. 

The findings suggest that the teachers shaped their identities based on interactions with 

their students, colleagues, and management, as well as in the space. Metaphorically, 

students are symbolised as little guests, while teachers’ colleagues are simbolised as 

the neighbouring guests. Guests of honour are represented by the teachers’ school 

managers. The following sections will present these interactions in more detail. 

6.2.3.1 Interactions with Students: Little Guests on the Veranda 

Interactions with students could influence teachers’ identity formations. The teachers 

can be analogised as the mature hosts who accepted little guests, their students,  onto 

their house’s veranda to have meaningful conversations. When they communicated 

with their guests, the teachers actively constructed meanings concerning who they 

were and what their roles as teachers. The following sections discuss some typologies 

of the teachers’ identities – including motivator, parental figure, respective figure, and 

persuader – that emerged as the result of the teachers’ interactions with their students. 

Motivator 

The first typology of teacher identity that emerged in the participating teachers’ 

interactions with their students was motivator. In the observation data, Raihan labelled 

herself  ‘Mama Dedeh’, a famous religious female motivator, to encourage her students 

to improve their attitudes towards English (see Section 5.4.1). As a motivator, she tried 

to attract her students to become interested in English. She was aware of her identity 

as a woman and played the role of a famous female religious figure to attract her 

students’ attention. As the students were raised in a religious community, they were 
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likely familiar with the figure. It was apparent from this finding that, to be a motivator, 

the teacher switched her identity to be an actress to play the role of a famous figure. 

Farrell’s (2006) study in the Singaporean context showed a similar result. The teacher 

used the metaphors of ‘mother’ and ‘listening ear’ to represent herself as a motivator 

to her students. By building close bonds with her students, she supported them 

intellectually and emotionally. 

Another teacher, Sulaiman, also played a role as motivator to help his students learn 

more seriously (see Chapter 5, Extract 27). He made his students interested in English 

by being a storyteller. He told his students about his identity as a successful English 

learner who had a chance to continue his Master’s programme abroad. The teacher’s 

role in motivating students to learn was also found in a previous study (e.g., Farrell, 

2011). Although it may be difficult to determine what motivates students (Jenkins, 

2001), it is apparent that, as motivators, the teachers in this study tried to foster their 

students’ extrinsic motivation during classroom interactions.  

In the context of second language learning, motivation refers to “the combination of 

effort plus desire to achieve the goal of learning the language” (Gardner, 1985, p. 10). 

Motivation is extrinsic when activities are done for external rewards (Wang & Guthrie, 

2004). In this study, the teachers boosted their students’ motivation by using different 

kinds of rewards. While Raihan emphasised spiritual rewards by referring to religious 

messages, Sulaiman motivated his students by promoting intellectual achievements 

such as studying abroad. The finding supports Rodgers and Scott’s (2008) claim that 

teacher identity is dependent on the place or people to which the teachers are attached. 

To play the role of motivator, one teacher chose to act as a famous figure in her context; 

another teacher attached himself to the context of his past studies to attract his students’ 

attention. 

Parental Figure 

The present study shows that the teachers labelled their identities as parental figures 

for their students. Abdul considered himself his students’ parent because he created 

close emotional bonds. He believed that his sense of belonging towards his students 

could positively impact them (see Chapter 5, Extract 28). The data are in line with a 

previous study conducted in the Mexican context. The study revealed that students 

needed to have emotionally bond with their teachers and they hoped would be like 



 

186 

 

their second parents. The study also claimed that teachers’ affective manners were 

important because students considered schools more conducive than their houses; this 

kind of feeling is called as affectivity, or emotional susceptibility (Blasco, 2004). In 

other words, students can be easily emotionally influenced by their teachers.  

Safar described his identity as a parental figure for his students and explained that he 

presents himself as a role model.  Specifically, he offers verbal clues (e.g., about how 

to speak) and non-verbal clues (e.g., about how to practise religion) in his student 

interactions (see Chapter 5, Extract 29). Both teachers described in this study’s 

findings were males. As male teachers, Safar and Abdul’s description of their teaching 

role as parent could be described as a father. Other studies related the role of teachers 

as parents to the role of mother, seen in asking their children (students) to do 

homework and asking young children (students) to work with different types of 

learning tasks (Farrell, 2011). A study by Farrell (2006) looks at the teachers’ role of 

mother as being the person with whom students shared their problems. In the present 

study, the teachers naturally shaped their identities as fathers for their students without 

following instructions or regulations from anyone. These data are not relevant to the 

claim that “working with and relating to children [students] in a nurturing manner is 

seen as being natural for women/mother teachers, as is assuming an authoritative, 

disciplinary role for male/father teachers” (Sikes, 1998, p. 87). The present study 

confirms that male teachers easily construct their multiple identities, one of which was 

as the students’ parents. 

Respected Figure 

This study also suggests that the teachers wanted to be considered respected figures by 

their students. This identity typology emerged from verbal and non-verbal 

communication in teachers-students interaction. Through verbal and non-verbal clues 

with their students, the teachers needed a respected status. For example, Raihan was 

disappointed because her students did not greet her when they met in the school 

environment (see Chapter 5, Extract 30). Sulaiman was happy when his students 

greeted him outside the school (see Chapter 5, Extract 31). The teachers clarified that 

greetings were a part of students’ respect for their teachers. Greetings could be viewed 

as a way to define one’s social status. In some cultures, younger people are considered 

to have a lower status than older people, meaning that they need to respect their elders: 
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for instance, the elders might pretend not to notice young people until they are greeted 

(Migge, 2005). The present study also shows that the teachers, who were older than 

their students, expected their students to greet them first as a sign of respect. 

This study’s findings also show that the non-verbal clue of physical appearance was 

an aspect by which teachers wanted to gain respect. The observation data showed that 

Maryam used cosmetics to show her identity as a teacher with physical attraction in 

front of her students. By doing so, she believed that she would gain more respect (see 

Section 5.4.1.3).  Sundaram & Webster (2000) assert that physically attractive 

individuals can be more persuasive and can change others’ attitudes more easily. The 

authors add that physical attractiveness is often stereotyped as being important: ‘what 

is beautiful is good’. As a result, beauty is associated with favourable characteristics. 

Moderately using cosmetics might help teachers to be physically attractive. However, 

heavy use of cosmetics might threaten their identities. In one study, students’ parents 

complained to a school because a female English teacher used heavy cosmetics and 

looked so attractive that students could not concentrate in their studies (Hong-li, 2011). 

These examples from participating teachers indicate that teacher identities are related 

to social positioning. Holland et al. (1998) assert that positionality is an important 

aspect for individuals to understand who they are in relations with others: 

Entitled people speak, stand, dress, emote, hold the floor – they carry out 

privileged activities – in ways appropriate to both the situation of the activity 

and their position within it. Those who speak, stand, dress, hold the floor, emote, 

and carry out activities in these proper ways are seen to be making claims to 

being entitled. Speaking certain dialects, giving particular opinions, and holding 

the floor are indices of claims to privilege. (p. 133) 

The statement above implies that daily verbal and non-verbal communication allow 

individuals to position their status or identities as higher and more advantageous. 

Persuader 

The data in this study show that the participating teachers used persuasive 

communication when interacting with their students. Persuasion was used when 

students were less interested in learning and participating in school activities. Fatih, 

for example, redirecting misbehaving student back to his interest. Then, he continued 
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to make dialogue with the students related to his disinterest in joining a school 

programme. The student finally showed a more positive attitude towards the 

programme (see Chapter 5, Extract 33). As argued in the literature, persuasive 

communication is an effective way to influence learners’ beliefs and attitudes (Yang, 

1998). Also, as suggested in an EFL study in the Jordanian context, teachers’ 

persuasive communication can establish a less threatening teaching and learning 

environment and build connectivity with students (Abdo & Breen, 2010). Fatih’s 

interaction with his student could be called didactic communication. This 

communication has various characteristics when persuasion is used: teachers must 

play active roles; there is customisation based on students and their interests; it is 

dominated by a verbal approach; and it aims to influence students’ personalities and 

behaviours (Bentea & Anghelache, 2012; Bloju & Stan, 2013). 

This study also reveals that Abdul persuaded his students using rhetoric styles. He 

called his male students ‘Mr’ to persuade them to learn English. He used this term to 

make the students feel that they were part of the English language. When Abdul asked 

his students to pray, he called them ‘ustadz’, which is an honorific Islamic figure. The 

findings show that Abdul wanted to convince his students as if they were ‘ustadz’; they 

understood Islam and could practise its teaching (see Chapter 5, Extract 34). Abdul’s 

argument suggested that he used two kinds of rhetoric styles: including metaphor and 

hyperbole. The metaphor was used to symbolise students as Mr and ustadz, while the 

hyperbole was used to exaggerate the students’ statuses as ustadz. In the literature, 

rhetoric refers to the art of persuasion. In teaching, rhetoric is how a teacher intervenes 

to influence students emotionally, such as by changing their convictions. Rhetorical 

figures that teachers may use include anaphora, metaphor, hyperbole, and epithets 

(Cañete et al., 2005).  

Based on the findings above, it can be concluded that the participating teachers were 

didactic experts. According to Beijaard, Verloop, and Vermunt (2000), teachers can 

define their professional identities in terms of didactic expert, which means that they 

focus their work on the skills and knowledge that support students’ social, emotional, 

and moral development. The teachers in this study had the skills to emotionally 

influence their students through didactic and rhetoric communication. 
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6.2.3.2 Interactions with Colleagues: Neighbouring Guests on the Veranda 

The interactions between teachers and their colleagues also influenced the construction 

of teachers’ identities. This type of interaction is metaphorically analogised as a 

teacher opening a house’s veranda to welcome and interact with neighbours. Teachers 

and colleagues were like neighbours because they worked, interacted and 

communicated together in the same environment. These interactions allowed the 

teachers to give meaning of who they were in relation to their colleagues. The 

following two sections discuss the typology of the teachers’ identities based on their 

interactions with their colleagues. 

Supporter 

One of the participating teachers, Raihan, said that she and her colleagues supported 

each other in coping with emotional and pedagogical issues at work (see Chapter 5, 

Extract 35). In terms of emotional support, they shared strategies on how to deal with 

their students’ negative attitudes towards learning. Concerning pedagogical support, 

they discussed the various teaching techniques that could be used to deal with 

misbehaving students. The data suggest that Raihan was emotionally drained due to 

her students’ misbehaviour. As asserted by Chang and Davis (2009), teaching is a 

process that involves complex teacher-student relationships and emotions; the more 

teachers care for their students, the more they might feel frustrated because of their 

students. In Raihan’s case, it can be concluded that Raihan experienced burnout due 

to her misbehaving students; this might have been influenced by her intention to take 

care of her students. To cope with the burnout, Raihan sought support from her 

colleagues. 

Furthermore, Spilt, Koomen, and Thijs (2011) identify stress and classroom 

management issues as factors that could influence teachers’ well-being. The present 

study’s findings reveal that Raihan tried to strengthen her well-being by sharing the 

problems caused by misbehaving students with her colleagues. She believed that 

sharing with her colleagues could positively impact her emotional state.  

Likewise, Sulaiman said that he and his colleagues supported each other at work. 

Although he had a higher educational degree than his colleagues, he still learned and 

received feedback from them related to work (see Chapter 5, Extract 36). Kardos, 

Johnson, Peske, Kauffman, and Liu (2001) conceptualise the term ‘integrated 
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professional culture’ as a school’s working environment, which consists of support 

from colleagues across experience levels. In this working culture, the authors 

emphasise the significance of collegiality and shared or cooperative responsibility of 

certain duties among teachers. The participating teachers in this study negotiated their 

identities as supporting and being supported by colleagues in an integrated 

professional culture. This finding is in accordance with Sachs’s (2005) description of 

professional identity, that is teachers constructed their identities through their 

understanding and response towards their teaching profession and other people in the 

places where they work and live. 

Non-confrontationist 

The study’s findings also show that conflict avoidance became the factor that 

influenced teacher identity construction. Safar, for example, said that, as part of the 

management team at his school, he was not in a harmonious relationship with some 

teachers who disagreed with managerial policies. Safar tried to communicate with 

teachers, but sometimes he preferred being silent to avoid conflict and maintain his 

identity as part of the school’s teacher group (see Chapter 5, Extract 37). The literature 

shows that when individuals identify themselves as part of certain group of people, it 

becomes a crucial factor of self-identification; this identification, known as a social 

identity, could influence an individual’s behaviour, including preferential treatment 

towards the ingroup (Ethier & Deaux, 1994; Turner, Hogh, Oakes, Reicher, & 

Wetherell, 1987). In Safar’s case, he identified his identity as a member of the teacher 

group in his school. To maintain a positive relationship with his colleagues, he 

controlled his behaviour and avoided conflict. Chen and Li (2009) assert that to some 

extent, an individual’s sense of identity is derived from their group. One aspect of 

social or group identity is categorisation, through which an individual positions 

himself or herself within the categories of a group. In the present study, Safar 

categorised himself as part of his school’s community; he did not want to exclude 

himself from the community, despite conflicts.  

The teacher’s conflict avoidance communication strategy could relate to the silent 

concept discussed in the literature. Nakane (2006) suggests that silence, which is part 

of non-verbal communication, is used to avoid imposition, confrontation, or 

embarrassment might occur through verbal communication. Agyekum (2002) clarifies 
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that silence could also raise conflict if it is misunderstood. In this study, Safar’s seemed 

to use silence to avoid conflict with the other members of his school community. 

This study’s findings also reveal that Maryam negotiated her identity to avoid being a 

confrontationist when her colleagues made negative comments or gossip about her (see 

Chapter 5, Extract 38). She thought that she received the comments after she finished 

her Master’s degree. Although she was not sure why her colleagues’ treatment changed 

towards her after she finished her Master’s degree, she tried to build a friendly 

relationship and avoid conflict with them. The responses from Maryam’s colleague 

might be classified as what Hargreaves (2001) calls ‘silent rivalry’. The author argues 

that teachers usually are not praised when they make ongoing progress in their work; 

rather, they receive appreciation towards their achievements at work when they are 

sick or after they die. Responses from Maryam’s colleague could be classified as 

‘silent rivalry’ because they did not positively respond to Maryam’s status and they 

might have been jealous of her higher educational degree.  

Maryam’s uncertain feeling about the ongoing relationships with her colleagues could 

be considered part of ‘emotional geographies’. This feeling refers to “the spatial and 

experiential patterns of closeness and/or distance in human interactions and 

relationships that help create, configure and colour the feelings and emotions we 

experience about ourselves, our world and each other” (Hargreaves, 2001, p. 508). 

Based on Maryam’s experiences and interactions, she was uncertain of the closeness 

of her relationships with her colleagues, who were disharmonious with her. To avoid 

conflict and create harmonious interactions, she cultivated positive emotion by 

thinking more positively about herself and her colleagues and strengthening her group 

identity through group activities. 

6.2.3.3 Interactions with Management: The Guest of Honour on the Veranda 

As part of their schools’ communities, the participating teachers also interacted with 

their management teams. School managers are analogised as honoured guests who 

interact with teachers on the veranda, since they have higher positions and are the 

teachers’ leaders. During these interactions, three typologies of teacher identities 

emerged: confidants, multidisciplinary teachers, and managers. The typologies are 

presented in the sections below. 
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Confidant 

Some participating teachers said that they had close relationships with their school 

principals from interactions at work; they defined their identity as the principal’s 

confidant. Abdul, for example, said that he was proud of being selected out of the other 

teachers as the principal’s confidant to perform extra duties. He considered himself to 

be more competent due to the selection (see Chapter 5, Extract 39). This finding is in 

accordance with Hargreaves’ (2001) claim which emphasises the aspects of power and 

hierarchical status in teachers’ professional relationships with administrators, 

colleagues, students, and parents. This study proves that Abdul was positioned in a 

close position with the school’s principal and had more compensation than other 

teachers. Another participating teacher, Safar, was also the principal’s confidant, but 

he felt uncomfortable with this identity because he worried that his colleagues could 

considered him the principal’s bootlicker for his higher status as confidant. Hargreaves 

(2001) posits the term ‘political geography’ to explain individuals’ emotional bonds 

in interactions in which power and status exist. The author states that “political 

geographies where differences of power and status can distort interpersonal 

communication, or where such differences can be used not to protect people’s own 

interests but to empower others” (p. 509). In this study, Abdul used the benefits of his 

status as a confidant to fulfil his own interest, or identity, as a competent and trusted 

teacher. By contrast, Safar was careful with his higher status as the principal’s 

confidant for the sake of maintaining his relationship with his colleagues who were 

not confidants.  

Multidisciplinary Teacher 

This study shows that the participating teachers constructed their identities as 

multidisciplinary teachers. They were asked to teach not only English but also other 

subjects outside of their specialisations.  Raihan, for example, was asked by school 

management to teach English and sociology. The unavailability of sociology teachers 

at that school forced management to ask teachers of other subjects to teach sociology. 

Consequently, Raihan broadened the definition of her identity to include social science 

teacher when she accepted this extra role. She believed that sociology is part of social 

science, like English (see Chapter 5, Extract 41). Maryam was also requested by school 

management to take on an extra role, that of a biology substitute for the official teacher; 
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however, she rejected the request because she did not believe that her identity was 

related to teaching biology. Later, when she was asked to teach an Arabic lesson for 

an extra class, she accepted the offer because she learned Arabic at her high school 

and was an English teacher. She clustered English and Arabic together through 

language. As a result, she broadened her identity from English teacher to language 

teacher (see Chapter 5, Extract 42). 

In the literature, when individuals are given additional job or role, it is known as extra-

role behaviour. Somech and Drach -Zahavi (2000) define extra roles as “[the] 

behaviors that go beyond specified role requirements, and are directed towards the 

individual, the group, or the organization as a unit, in order to promote organizational 

goals” (p. 650). The extra role given to individuals can benefit the organisation. In this 

study, for example, the schools – the organisation where the teachers worked – 

requested that they be multidisciplinary teacher. Schools handled the issue of teacher 

shortages in certain subjects, even though it was far from ideal expectations. For the 

teachers, this extra-role behaviour can relate to their self-efficacy. As Bandura (1986) 

suggests, self-efficacy refers to an individual’s belief in his or her ability to do a certain 

task. Bandura (1993) argues that individual high self-efficacy may enhance self-

perceptions. In relation to self-efficacy and extra role, the literature suggests that 

teachers might gain positive self-perceptions about themselves when experiencing 

extra roles at school; this positivity might also increase their self-efficacy (George 

1996; Somech & Drach -Zahavi, 2000). This argument matches the findings of this 

study. Both teachers were confident in being positioned as multidisciplinary teachers 

by the school. This shaping of their identities as multidisciplinary teachers could 

reflect their high self-efficacy in the related extra subjects. 

Manager 

The findings reveal that, in addition from teaching, the participating teachers were part 

of their school management teams. Safar, for example, was a member of the 

curriculum division at his school. Since some teachers disagreed with the curriculum 

management, he did feel insecure being seen as a manager rather than a peer. He 

resigned twice from the management position, but the school principal did not allow 

him to do so. As a result, he used this experience to reflect his identity as a useful 

person with these double jobs (see Chapter 5, Extract 43). Fatih was also part of school 
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management as head of the curriculum division. He had good relationships with his 

colleagues and the school’s principal. Because of this harmonious relationship, he tried 

to bridge communication between teachers and the principal (see Chapter 5, Extract 

44).  

Admittedly, it is challenging to possess two roles at the same time, shifting from 

educator to manager. McHugh and McMullan (1995) assert that “given that the jobs 

of ‘teacher’ and ‘manager’ are extremely different, requiring different key skills and 

abilities,” (p. 25). the data suggest that that the participating teachers dealt with the 

challenges of being teachers and managers by functioning their interpersonal and 

intrapersonal intelligences, two of the eight intelligences proposed by Gardner (1992). 

According to Gardner, interpersonal intelligence is the capacity to understand other 

individuals’ intentions, motivations, and desires and to work effectively with them. 

Conversely, intrapersonal intelligence is understood as the capacity to understand 

oneself and appreciate one’s feelings and emotions in order to regulate an individual’s 

life (Petrides, 2011).  

Likewise, Zembylas (2003) argues that “the teacher is an autonomous individual, 

constantly moving between the need to connect with other colleagues and the need to 

maintain a sense of individuality” (p. 107).  In the present study, both teachers 

functioned their interpersonal intelligence by adapting themselves and maintaining 

positive relationships with their colleagues. Related to intrapersonal intelligence, Safar 

valued himself and managed to work positively despite his colleagues’ negative 

judgement towards him as a manager. 

6.2.3.4 The Function of Space 

Working space is another factor that could influence the construction of teacher 

identity. Based on the observation data (see Section 5.4.4), Fatih enjoyed using his 

outdoor office to supervise his students’ activities around the school. He approached 

and talked to students whenever he saw that they misbehaved. He also frequently 

conversed with his students outside the classroom, such as in the canteen. In the 

interview, Fatih asserted that he controlled his students outdoors because he wanted 

the students to be active, study, and not leave the school. Observational data also show 

that Sulaiman whose office space was narrow and uncomfortable, said ‘Look! My desk 

was so full”. This is the sign that I am an active teacher’. In the interview data, he 
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clarified that he needed more space for his office. However, considering that there 

were limited rooms and an increasing number of students at his school, he negotiated 

his identity to be flexible with the limitations of his working environment (see Chapter 

5, Extract 45). His sense of belonging towards the school and students who needed a 

place to study helped him positively construct an identity by adapting to limitations.  

In relation to the sense of belonging, Baumeister and Leary (1995) coin that individuals 

need belonging and social attachments; when individuals feel that they belong in a 

context, they feel more positively about themselves. Both Fatih and Sulaiman 

positively responded to their unusual working spaces due to a sense of belonging to 

the space. The participating teachers’ mode of belonging can be classified as 

‘engagement’ mode, as proposed by Wenger (1998). Specifically, Clarke (2008) 

stresses that “it [engagement] enables us to jointly establish, define the meaning of and 

sustain our activities. It provides a space in which to create a shared reality, within 

which we can act and construct our identities” (p. 36). The participating teachers, Fatih 

and Sulaiman, showed their engagement to their schools by accepting their narrow or 

outdoor working spaces due to their students’ conditions and their schools’ limited 

facilities. As suggested by Finley (2018), the teachers’ sense of belonging and desire 

to support students who misbehaved and had limited study space drove them to have 

qualities that matched their school community’s expectation. 

By contrast, Abdul had a large private office because of his position as supervisor of 

the student union at his school. The office looked busy when he was inside. Student 

union members came to talk to him about issues, and other students came to discuss 

their lessons. Other teachers did not access the office; they just visited it when they 

needed to talk to Abdul. When Abdul left the office, he locked the door. During the 

interview, he admitted that he did not prefer sharing the space with other teachers; 

however, he was open to accepting school members who needed to meet him (see 

Section 5.4.4). His expression suggested that he constructed his personal and social 

identity at the same time. Brewer (1991) suggests that the construction of an 

individual’s self results from contradiction between the intrapersonal and interpersonal 

group. With this contradiction, individual tries to balance between being extremely 

personalised and inclusive. It has also been argued that individual personal identity 

consists of relational and individual selves; the meanings of these two forms of self 
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are gained under the scope of social identity (Hogg & Williams, 2000). In this study, 

the teacher balanced the construction of his personal and social identities after he 

experienced working in a large space. He was happy to meet students and his 

colleagues for professional affairs, but he also needed privacy and it was not 

convenient to work with them all the time. 

On the other hand, Safar was uncomfortable in his working space since he did not have 

good interactions with his colleagues in the office. This issue was caused by conflict 

between some of his colleagues and school management. As Safar was also a member 

of school management, the conflict affected him when his colleagues would not 

properly communicate with him. As a result, he moved to the school management 

room that did not have a special desk for him. He sat on the sofa or at a computer desk 

when he worked. Due to disharmonious interactions with his colleagues, he negotiated 

his identity to be resistant and build good relationships with other teachers and 

managers (see Section 5.4.4). These data support Norton’s (2010) assertion that when 

individuals communicate, they negotiate and renegotiate sense of self related to the 

larger social context and adjust their relationship across time and space. 

6.3 RQ2: The Ways that Identity Formation Contributed to the Agency of the 

Teachers 

In response to Research Question 2, this section discusses how the identities that were 

constructed by the EFL teachers contributed to exertion of their agency. Harbon (2017) 

argues that teachers’ identities can influence the decision that the teachers make. The 

term ‘decision’ could be closely related to ‘agency’; Eteläpelto et al. (2015) view 

agency as a choice that individuals make towards their work. It means that the decision 

or choice that teachers make in their work could be classified as their agency; this 

agency is influenced by their identities. 

The following discussion relates to existing theories and studies in the literature on 

teacher agency and identity. Also, the metaphor of the ‘kitchen’ is used to symbolise 

teacher agency. The kitchen is an important part of the house that supports the lives of 

those within it. In this study, metaphorically, after the house members interact with 

guests on the veranda or rest in the bedroom, they need to cook in the kitchen to keep 

themselves alive. They have the freedom to choose what kinds of food they want to 

cook. This metaphor is used to analogise how teacher identity contributes to agency. 
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After the teachers constructed their identities by defining themselves, their position, 

and their roles in the figured world of the teaching profession, they authored 

themselves to take agentic actions towards what they were able or wanted to do. This 

action matched their identity construction and agency (see Buchanan, 2015). 

6.3.1 Multilingual Instruction: Local, National, and International Menus 

As EFL teachers in the Acehnese context, the participating teachers exerted their 

agency by using multilingual instructions in their teaching. As suggested by Harbon 

(2017), teachers’ identities are embedded in the languages and settings in which 

teachers get involved; for example, in this study, the EFL teachers were aware of their 

identities in dealing with three different languages in their teaching. As a result, the 

teachers chose to use their local language, Acehnese, national language, Indonesian, 

or target teaching language, English, when instructing their students during English 

lessons. The teachers adapted to use any of the languages according to the conditions 

of their students or the issues that they wanted to emphasise. Metaphorically, in this 

multilingual context, the teachers were cooking for their family members. They 

adapted to cook local, national, and international menus based on the needs and 

preferences of the house members. The following sections discuss how the teachers 

chose from the three different languages in their teaching instructions.  

6.3.1.1 Acehnese for Cultural Emphasis: Local Menu 

This study shows that teaching in the Acehnese context made the teachers choose 

Acehnese as one of their teaching languages to help students understand their 

instructions. As argued by Everett (2012), language is a cultural tool, and the teachers 

in this study exerted their agency to choose Acehnese, their students’ cultural tool, to 

maximise their teaching. With the sense of belonging that they had for their students, 

the participating teachers selected Acehnese to approach and entertain students 

through jokes (see Chapter 5, Extracts 48-49). Acehnese language could be considered 

part of Acehnese culture; the selection of Acehnese as a language of instruction 

provided support for the argument of Kramsch, Claire, and Hua Zhu (2016) that culture 

has power to constrain the teacher’s agency.  

6.3.1.2 Indonesian-English Mixture: National-International Menus 

The findings also show that the teachers chose to mix Indonesian and English in their 

teaching. Fatih chose to translate English into Indonesian in his teaching because his 
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students had a lack of English ability. By positioning himself as his students’ 

facilitator, he believed that translation could help his students understand English 

better (see Chapter 5, Extract 50). Safar exhibited his agency by changing the language 

of his instruction from full English to a mix of Indonesian and English. Although he 

constructed his identity as a confidant of the school principal, he did not follow the 

principal’s request to use full English in the classroom after he saw that it did not work 

well (see Chapter 5, Extract 51). 

The teachers’ above exertions of agency indicate that they self-authored in their 

figured worlds, which consisted of students with a lack of English competence. As a 

result, they decide to use languages that were easy for their students. Holland et al. 

(1998) state the following: 

Agency lies in the improvisations that people create in response to particular 

situations … They opportunistically use whatever is at hand to affect their 

position in the cultural game in the experience of which they have formed these 

sets of dispositions. (p. 279) 

The argument above is relevant to this study’s finding that teachers chose to adapt 

according to the conditions in which they worked as part of their agency’s 

development. 

Concerning the use of language as a tool, the teachers believed that language had the 

power to influence their students’ learning. Vygotsky (1962) argues that language is a 

powerful tool for individuals to communicate in their social world. In terms of 

language’s roles in cognitive development, Vygotsky (1962) asserts that language is 

the main means for adults to transfer information to children and a strong tool of 

intellectual adaptation. In the present study, the teachers chose Acehnese and 

Indonesian languages as the cultural tools to contextually approach their students and 

support their English learning. A previous study, which also took place in the 

Indonesian EFL context, showed a similar finding: the participants also used three 

languages – Javanese, Indonesian, and English – to teach English (Rasman, 2018). 

6.3.2 Investment: Culinary Investment 

This study’s findings suggest that the participating teachers self-authored to be 

investors as part of their agentic efforts. As suggested by Priestley et al. (2015), the 
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teachers’ agency was oriented towards the future. Unlike the agentic model of Priestley 

et al. (2015), which was only introduced for short and long terms, the teachers in this 

study possessed agentic orientation for an everlasting term. Concerning short term 

investment, Abdul exerted his agency by working as a part-time lecturer at a university 

for extra money. He invested his skills as a Master’s graduate at the university to attain 

an additional monthly salary because he considered his school’s teacher salary to be 

insufficient (see Chapter 5, Extract 52). Concerning long term investment, Maryam, 

who was not satisfied with her status as a part-time school teacher, also taught at a 

university to gain status as a lecturer. She believed that by repositioning herself with 

another status, she could pursue her dream of becoming a lecturer at a university (see 

Chapter 5, Extract 53). Fatih considered his investment to be beneficial for an 

everlasting term: he believed that what he invested in this world would impact his 

eternal life after death (see Chapter 5, Extract 54). 

In the literature, the term ‘investment’ is explained by Norton Pierce (1995) in her 

study of second language learners’ motivation: 

… if learners invest in second language, they do so with the understanding that 

will acquire a wider range of symbolic and material resources, which will in turn 

increase the value of their cultural capital. Learners will expect or hope to have 

a good return on that investment- a return that will give them access to hitherto 

unattainable resources. (p. 17) 

In the above definition, Norton Pierce relates the concept of investment to Bourdieu’s 

(1970) concept of cultural capital. Bourdieu mentions that cultural capital, such as 

particular knowledge, cultural goods, mannerisms, and qualifications, can be valued 

higher or lower in a certain context. In this study, for example, the teachers valued 

higher salary and further education as cultural capital. They invested themselves in 

working at the university to gain these material resources. 

This study reveals a new finding different from Bourdieu’s idea about material 

resources. The teachers invested in their teaching to not only gain material resources 

that they could experience in their current lives but also non-worldly material resources 

rewarded by Allah (God) in their next lives. This finding confirmed that there are 

different concepts in Western and Islamic investment. For example, Bourdieu’s 

Western concept looks at cultural capital which focusses mainly on worldly 
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materialism. However, Islamic investment suggests a broader scope, including 

material resources gained in this life and non-worldly material resources gained in the 

next life. The previous educational literature also shows separate Western and Islamic 

concepts in terms of education. Asrori (2016) asserts the following: 

In the world of Western education process is solely responsibility of man, not 

associated with religious responsibility, so that the educational goal is to obtain 

a prosperous life in the sense materialistic as possible. This is different from the 

concept of Islamic education, which all educational activities must be attributed 

to its realization as a servant of God and as caliph. (p. 74) 

Furthermore, when this study’s participating teachers entered the university to invest 

in material resources, they could be considered the neophytes whose agency depended 

on their figured worlds. As Holland et al. (1998) assert: 

Neophytes are recruited into [figured worlds] and gain perspective on such 

practices and come to identify themselves as actors of more or less influence, 

more or less privilege, and more or less power in these worlds. (p. 60) 

As explained by Holland et al. (1998), the teachers invested their agency by expanding 

their scope of figured worlds from school worlds to university worlds. 

In the world of the kitchen, the investment that the teachers made in their work could 

be analogised as culinary investment. While cooking, the teachers invested raw 

materials such as onion, pumpkin seeds, and chilly seeds by planting them. Through 

this worldly investment, the teachers expected to gain benefits from the food in the 

future. The teachers also invested the food by donating it to the needy. They expected 

blessings with this hereafter-oriented investment.  

6.3.3 Self-Efficacy: Master Chef 

This study’s data show that the aspect of self-efficacy influenced teachers’ agency. 

Bandura (1994) defines self-efficacy as “people’s beliefs about their capabilities to 

produce designated levels of performance that exercise influence over events that 

affects their lives” (p. 2). Based on this definition, it can be concluded that efficacy is 

part of belief. Through this belief, individuals consider their potential ability to 

accomplish a certain task. Bandura (2000) argues that efficacy belief is the foundation 

of agency. When individuals believe that they can produce something they desire 
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through their actions, they will be more inclined to act. Indeed, in this study, teachers 

exhibited their agency by implementing at work their own self-efficacy beliefs about 

Grammar Translation Method in teaching, about training other teachers, and about 

writing. To use the kitchen metaphor, teachers’ self-efficacy could be symbolised as 

their belief in their abilities as ‘Master Chefs’ in their own kitchens. With this 

confidence, chefs can cook and craft food into special menus based on their 

specialisations. 

The data show that the teachers preferred to use the Grammar Translation Method 

(GTM) in the classroom since they believed to be suitable for their teaching contexts. 

Raihan, for example, considered her students’ lack of ability and interest in English. 

She believed that she was efficacious by choosing GTM to activate the class (see 

Chapter 5, Extract 55). Likewise, Safar thought that he was sufficiently efficacious to 

apply GTM in his classroom. He believed that his students could improve their 

grammar and answer exam questions as regulated by the school (see Chapter 5, Extract 

56). 

The teachers’ beliefs in their contextual efficacy could be classified as figurative 

identity. Barron (2014) states the following: 

Figurative identities are created from experiences, activities and utterances 

provided to us by others and from our responses to them and from the responses 

of others to the ways in which we appropriate, participate in and transform 

experiences, activities and utterances. (p. 255) 

In line with this concept, the participating teachers’ experiences with students in the 

classroom led them to choose GTM as their favoured teaching method. 

This study also shows that the teachers believed in their efficacy to be teacher trainers. 

Based on their experiences, the teachers defined their multiple identities and exerted 

their agency. For instance, Safar differentiated between his identity as a school 

manager and a teacher trainer. After Safar developed his agency to be a teacher trainer, 

he was more confident in himself (see Chapter 5, Extract 57). Safar also felt efficacious 

to be a teacher trainer. Based on his teaching experiences at school, he considered 

himself to be more competent than the official university lecturers to teach curriculum 

for student-teachers in training programmes. He argued that his past experiences as 
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curriculum implementer at school made him a competent and exceptional part-time 

lecturer (see Chapter 5, Extract 58). 

The above finding suggests that the teachers’ history and experiences in the past 

influenced their agency. Holland et al. (1998) propose that individuals bring with them 

‘history-in-person’. This means that individuals bring their history to the present, 

including the compilation of complicated perspectives which could develop into 

symbolised identity. The authors also argue that an individual with history-in-person 

can potentially exhibit agency because the combination of past and present 

perspectives might produce a “product of the moment” (p. 46). In this study, the 

teachers’ past experiences and knowledge helped them construct their identities as 

teacher trainers. Given this combination of their past and present experiences, they 

were efficacious enough to enact their agency in training other teachers. For example, 

Abdul was confident in being a student-teacher trainer in curriculum-related issues 

because of past and present involvement at school that allowed him to learn and apply 

school curriculum. 

This study also shows that the teachers believed in their efficacy to develop their 

writing skills. They exerted their agency by publishing books and joining writing 

competitions. Safar believed that he had the ability to write books. He realised this 

efficacy long before he used his agency to write a book, but he had postponed writing 

a book intentionally until he found the right opportunity, which for him was after he 

had accumulated unique life experiences through pursuing his Master’s studies; these 

experiences were what he ultimately wrote about (see Chapter 5, Extract 59). Maryam 

also believed that she was efficacious in her writing skills. Based on her reflection on 

past experiences, she said she had been interested in writing since she was a child; and 

she felt that she had efficacy in a writing competition at her present moment. 

Therefore, she exhibited her agency as a writer by joining the writing programme. Her 

main orientation was to find out whether she was officially registered as a teacher in 

the Indonesian education system (see Chapter 5, Extract 60). 

The teachers’ writing agency is in line with Emirbayer and Mische’s (1998) concept 

of agency, which involves an individual’s engagement with the past (iterational), 

direction towards future (projective), and response to the present (practical-

evaluative). The teachers in this study had believed in their writing efficacy since their 
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childhood. Based on their experiences as a teacher with Master’s degree overseas and 

as a marginalised teacher, they exerted their agency as the writers in their present 

moment. One teacher aimed to gain a clearer professional status in the future by acting 

in the present moment. 

6.3.4 Autonomy: Autonomous Kitchen 

This study reveals that the factor of autonomy also influenced the teacher agency. At 

their schools, the teachers experienced a lack of autonomy to develop their agency. 

Fatih felt limited in exerting his agency in teaching because he felt that the school 

system forced him to teach for the sake of helping students to pass national 

examinations. Since he had few choices in developing his teaching, he tried to facilitate 

his students by giving tricks to answering questions to the English test in national 

examination (see Chapter 5, Extract 61). Safar also expressed that he had no autonomy 

in his teaching work because the school was under government control, so he likened 

teachers to worker ants who just followed government regulations (see Chapter 5, 

Extract 62). To gain autonomy and develop their agency, some teachers chose to work 

as part-time lecturers at the university, including Fatih. He argued that he could be 

more autonomous in his teaching at the university (see Chapter 5, Extract 63). 

The lack of autonomy that the teachers experienced could be related to the issue of 

social structure. Based on Gidden’s (1993) theory of structuration, Buchanan (2015) 

describes structuration as social practices in which individuals engage and offer 

particular positions for other individuals to occupy. By being in this structure, 

individuals can perform particular actions or engage in certain social practices. Case 

(2015) believes that structure influences individual agency: structure is not equally 

distributed in society, and it can classify individuals into different roles and positions. 

Teacher’s autonomy can be constrained by school and curriculum-related factors 

(Teng, 2019). In this study for example, the teachers were part of the structural system 

of national education. They were positioned as government workers. They acted 

according to the government guidelines. Following these guidelines decreased 

autonomy in their work. Furthermore, the agency of this study’s teachers can be 

classified as pushing back. As suggested by Buchanan (2015), “pushing back is a form 

of teacher resistance … where teachers reject, negotiate, reconfigure particular school 

and district policies with which they do not agree” (p. 710). This study’s data indicate 
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that the teachers disagreed with the lack of autonomy that they experienced at school. 

As a result, they negotiated themselves by teaching at the university to obtain 

autonomy. 

The lack of autonomy for teachers to exert agency can also be illustrated by using a 

metaphor. Teachers not having autonomy in a school environment is like being in a 

kitchen where they are instructed by village leaders to cook only one type of menu, 

like spicy food. To gain autonomy to cook non-spicy food, they have to leave the 

village’s authority and set up a temporary kitchen in the park. 

6.4 Reviewing the Theoretical Framework 

As described in the literature review chapter (see Section 3.8), this study uses ‘figured 

world’ and ‘complexity’ theories as to its theoretical framework. The framework 

functions as a lens to detect the key points of the study’s findings. The following two 

sections discuss in further detail how the findings of this study are related to its 

theoretical framework. 

6.4.1 Figured World 

This study uses figured world theory as the lens to view the teachers’ identities and 

agency. As argued by Rubin and Land (2017), this theory is applicable in classroom 

and school settings since its concept relies on the interconnectedness of personal, 

collective, and cultures in understanding identity. The general point that could be 

derived from figured world theory is that individuals are part of their social contexts. 

Individuals can affect and be affected by their social contexts; individual’s identity is 

an example. Holland et al. (1998) propose that individual’s identity is situated in 

“recognized fields” or “frames of social life” (p. 7). These fields or social lives are 

theoretically known as “figured worlds”. Specifically, they situate identity and agency 

in terms of individual, historical, and social spheres, and they believe that the three 

spheres are interconnected to each other.  

Related to the individual and historical sphere (see Figure 6 B and D of the house 

model, Section 6.1), Holland et al. (1998) propose that individuals bring with them 

“history-in-person”, defined as “sediment from past experiences upon which one 

improvises, using the cultural resources available, in response to the subject positions 

afforded to one in the present” (p. 46). When individuals bring with them their history 
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to the present moment, they compile their past experiences with current experiences 

to construct their identities.  As Holland et al. (1998) emphasise: 

… within specific social situations, … persons and … groups are caught in the 

tensions between past histories that have settled in them and the present 

discourses and images that attract them to somehow impinge upon them. In this 

continuous self-fashioning, identities are hard-won. (p. 4) 

The above statement indicates that identity formation is not fixed and that identity is 

constructed at the intersection of the individual, historical, and social spheres. 

In the present study, the teachers brought history-in-person with them in constructing 

their identities. Examples include aspects of the teachers’ beliefs and career stages. In 

terms of beliefs, the teachers already had strong belief systems when they entered the 

teaching profession. Most of these beliefs had been collected and learned through 

experiences they had gone through long before they became teachers. For example, 

they had already learned about religious beliefs and their teachings in relation to the 

teaching profession. Also, they had already experienced some stages of their career 

journey. These past experiences and events became the history that helped them 

construct their present identities. 

Concerning individual and social spheres (see Figure 6 B and C of the house model, 

Section 6.1), the figured world theory suggests that individuals’ identities may be 

constructed through 'positionality', which can be understood as individuals’ social 

positions in relation to others in (and across) a figured world (Holland et al., 1998; 

Vågan, 2011). Through positionality, individuals understand themselves in relation to 

other people. Holland et al. (1998) emphasise that positioning can be experienced as 

part of socially constructed selves because of powerful discourses. The present study 

supports this concept. The findings reveal that teachers’ positions influenced their 

identities.  

In this study, positionality influenced the participating teachers’ identity construction. 

As the teachers entered the teaching profession, they were positioned as the 

government’s workers under the broad figured world of the Indonesian educational 

system. Under the government system, the teachers constructed their identities to 

match with government regulations. Most of the teachers had civil servant status and 
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considered themselves members of the government system. As a result, they shaped 

their identities to fulfil the government’s need. For example, they taught according to 

the curriculum, used a test-based teaching approach, and tried to define who they were 

according to teacher competence standards stated in the country’s teacher laws. 

However, one participant was an exceptional case. Although she was positioned as the 

government’s worker, she was not fully considered a member of the government 

figured world because she did not have status as a civil servant. Because of this 

condition, she was unsatisfied with her identity as a part-time teacher and doubted that 

she could stay in the teaching profession. 

To be interconnected, the participating teachers also positioned themselves according 

to the social sphere in which they worked. This positioning appeared when they 

interacted with students in the classroom, their colleagues, and the school’s 

management. When they interacted with students, for example, they positioned their 

identities as motivators, parental figures, persuaders, and respected figures to build 

strong connections. They also positioned their identities as supporters and non-

confrontationists to keep harmonious relationships with colleagues. Likewise, they 

positioned themselves professionally as confidants and multidisciplinary teachers to 

obtain the trust of school managers. 

Furthermore, Holland et al. (1998) argue that “position is not fate” (p. 45): individuals 

do not always have to accept when they are positioned with specific roles or status in 

their figured worlds. Holland et al. stress that individuals must answer their social 

world. The answer does not need to be predetermined or fixed. Rather, individuals 

have the capacity to choose by self-authoring. Regarding Holland et al.’s (1998) ‘self-

authoring’, Braathe and Solomon (2015) comment that “We author the self through 

the appropriation of genres in an ongoing process of addressivity. It is here the agency 

lies, in the choices that we make in a never-ending story of self” (p. 155). It can be 

said that, when individuals enter figured worlds, they may be positioned in any place 

or status. However, individuals can adapt to positions by negotiating their identities. 

Also, individuals have the power to author themselves in a figured world, which 

includes enacting their agency. When individuals self-author, they can reposition 

themselves in their figured worlds.  
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The present study shows that the teachers self-authored by exerting their sense of 

agency. Since the teachers were positioned as the government’s workers, they 

followed government guidelines in their work. Consequently, there was limited 

opportunity to self-author by making choices in their identity construction. Teachers 

self-authored by choosing to be part-time lecturers at the university to have more 

freedom in developing their teaching and choosing to expand their roles as writers to 

develop their skills. These examples indicate that the teachers repositioned themselves 

from the figured world of school to the figured world outside the school (e.g., 

university, writing competition) to gain freedom to develop agency. 

Additionally, the present study’s findings show the metaphysical/supernatural sphere, 

which is not discussed in Holland et al.’s (1998) figured world theory (see Figure 6 E 

of the house model, Section 6.1). Based on the teachers’ beliefs, the teachers related 

their identity construction to their religious beliefs, which were based on their 

understanding of Islamic teaching. The teachers connected their identities with their 

relationships with destiny, God, and the consequences that they would experience in 

their next lives. Unlike Holland et al.’s concept of the sphere, which is directly seen 

and experienced by individuals in the present, the metaphysical sphere in which the 

teachers believed could not be seen and, to some extent, the sphere would be available 

later in their next lives. For example, one teacher believed that teaching was part of his 

destiny; the teachers also believed that their present teaching practice would bring 

consequences for their next lives. 

6.4.2 Complexity Theory  

In essence, complexity can include these features from a system: consisting of 

independent elements; being co-adaptive, which means that the elements within the 

system are adjustable with other elements in the system; changing over a period of 

time; being non-linear, which means lack of proportion related to influence; and being 

adaptive, which means that the system adjusts to context (Luttenberg, Meijer, & 

Oolbekkink-Marchand, 2017). Based on this concept, the identities of the Acehnese 

EFL teachers in this study can also be classified as complex systems, since they consist 

of elements that support the formation of their identities. 

This study shows that the teachers’ identities were influenced by three main 

independent items: beliefs, career stages, and interactions. Each of these aspects also 
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consists of some independent sub-items. All of these items are co-adaptive, meaning 

that they are nested together to influence the construction of teacher identities. The 

nestedness of the complex teacher identity system is classified as vertical and 

horizontal: vertical nestedness refers to levels/scales related to size; and horizontal 

nestedness refers to vertical levels in a complex system being viewed from ‘side way’ 

(Davis & Sumara, 2006; Forsman, van den Bogaard, Linder & Fraser, 2015). The 

following discussion will show how the elements of the teacher identity system interact 

vertically and horizontally. 

Vertical nestedness is shown through some examples of how the elements within the 

complex system of Acehnese EFL teacher identities interact: 

• The teachers’ identity typology of ‘preachers’ is nested within their ‘religious 

beliefs’; ‘religious beliefs’ are nested within ‘beliefs’; and ‘beliefs’ are nested 

within identities as a whole. 

• The teachers’ identity typology of ‘parental figures’ is nested in their 

‘interaction with students’, which is nested within ‘interactions’, which are 

nested within their identities in a holistic complex system. 

• The teachers’ identity typology of ‘learners’ is nested in ‘maintenance stage’, 

which is nested in ‘career stages’, which are nested in their identities within a 

holistic complex system. 

• In constructing their identities, the teachers positioned themselves in relation 

to who had the least power in the system, then the ‘school managers’, then 

‘Indonesian educational authority’, then the one who has the highest power, 

the creator of the universe that is God. 

The following figure describes the vertical nestedness in Acehnese EFL teachers’ 

identities. 
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Figure 7. The Example of Vertical Nestedness of Teacher Identities 

Horizontal nestedness also appears in the system of the teachers’ identities. The 

following examples reveal how each level of elements in the system consists of diverse 

clusters of sub-elements. 

• Teacher identity can be nested into several aspects: beliefs, career stages, and 

interactions. 

• The aspect of beliefs can be nested into several elements: religious belief, belief 

about the role of teachers, and belief about the impact of a Master’s degree.  

• The aspect of religious beliefs can be nested into several elements: destinist, 

sinner or honouree, consequent recipient, and preacher. 

The figure below shows how the elements in the teacher identity system interact 

horizontally. 

 

Figure 8. The Example of Horizontal Nestedness of Teacher Identities 
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Religious Belief 
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Figures 7 and 8 are only two examples of interacting elements in the system of 

Acehnese EFL identities. All other components, as discussed in Section 6.2, interact 

horizontally and vertically to support the complex system of teacher identities. As 

argued by Larsen-Freeman (2019), there is no central element controlling the system; 

the components interact nonlinearly and the control is distributed. 

The interactions of elements in the complex system of Acehnese EFL teacher identities 

also contributes to elements of their agency. These contributions might change or be 

nonlinear with the later identity construction since they are in a complex system that 

does not have certain cause-effect factors and they are updated across time and space 

(see Larsen-Freeman, 2019). The current study has drawn some conclusions on how 

teacher identity construction may contribute to teacher agency throughout the data 

collection process (see Section 6.4). Specifically, this study resulted in an interesting 

finding concerning the complex nature of agency as suggested by Larsen-Freeman 

(2019), where the same components in an agency system can have different effects, 

while different elements can show similar effects. An example of the former is that 

both Safar and Maryam activated their agency to be writers, but their agency was 

affected by different factors: Safar exerted agency to be a writer because of a passion 

for writing, while Maryam chose to be a writer to prove to herself that she was an 

official teacher in the Indonesian education system. An example of the latter is that 

both Fatih and Safar experienced the lack of autonomy at their work. As a result, Fatih 

chose to gain professional autonomy by becoming a part-time lecturer at the university, 

while Safar expressed professional autonomy by being a writer. 

6.5 A Developed Model of Teacher Identity 

The literature review chapter (see Section 3.9) describes this present study’s 

conceptual framework in understanding teacher identity. The framework is based on 

the ‘two sides of identity’ model (Holliday et al., 2017), which views the concept of 

identities in terms of inherited cultural identities and creative cultural identities. As is 

described in the following discussion, the current study’s findings also prove that 

teacher identities were influenced by the dynamic tension between inherited and 

creative cultural identities. 

The present study uses its findings to offer a new model for teacher identities by 

promoting indigenous knowledge. The model is a developed version of the two sides 
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of identity’s model (Holliday et al., 2017). While Holliday et al.’s (2017) model 

focusses its concepts using Western knowledge, this alternative model adds indigenous 

knowledge, particularly a metaphor from the Acehnese cultures. This resulted in a 

holistic model of teacher identities which combines Western knowledge and 

indigenous knowledge to understand teacher identities. Since this study was conducted 

in an Eastern context, the inclusion of indigenous knowledge from the context to the 

model is expected to bring a new perspective to understanding teacher identity, which 

is dominated by Western knowledge (see the differences between Western and 

indigenous knowledge in Section 3.9.3). The developed model interprets the two sides 

of identity model into indigenous knowledge of the Acehnese culture. The 

interpretation of indigenous knowledge uses the metaphor of Acehnese house to 

describe the teachers’ identities. Figure 9 illustrates the model in more detail: 
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Figure 9: The Western-Indigenous Two Sides of Teacher Identity Model 

According to the model, teacher identities are indigenously analogised as ‘rumoh 

Aceh’ (Acehnese house) (see Sections 6.2 and 6.3 concerning the use of Acehnese 

house as a metaphor for teacher identities). The construction of teacher identities is 

influenced by two main factors: inherited cultural teacher identities and creative 

cultural teacher identities. 
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 Inherited cultural teacher identities are metaphorically symbolised as ‘peurumoh’ 

(wife), while creative cultural teacher identities are analogised as ‘linto’ (husband). 

Both wife and husband hold philosophical words, known as hadih maja (Acehnese 

proverb) to legitimise their strong positions in the house. Hadih maja refers to oral 

Acehnese proverbs that are parts of local Acehnese wisdom; they consist of religious, 

philosophical, ethical, and esthetical values (Harun, Ibrahim & Iskandar, 2015). In this 

new model, the proverbs are used as metaphoric symbols to represent the elements 

expressed by Holliday et al. (2017) in their model, including traditions, structures, and 

establishing territory. 

Since teacher identities are indigenously symbolised as Acehnese house, it is 

interesting to use ‘peurumoh’ to represent the inherited cultural teacher identities. 

‘Peurumoh’ in Acehnese means ’wife’. In local Acehnese culture, the wife has a strong 

position in the house; she is owner of the house that she inherits from her parents (see 

Section 2.7.4). After getting married, her husband moves into the house. Peurumoh is 

used to represent inherited cultural teacher identities because she is owner of the house; 

she has control of the house’s regulations and traditions. She inherited these 

regulations from her parents, neighbourhood, cultures, religion, and community. Other 

people who visit and stay in the house, including the husband. should adapt to the 

owner, peurumoh. The metaphor of peurumoh closely symbolises the inherited 

cultural identities of the Holliday et al. model; peurumoh, like inherited cultural 

identities to some extent imposes teacher identity construction (see Section 3.91). 

While Holliday et al. (2017) uses the words traditional, structures, and milieus to 

describe aspects of inherited cultural identities, the current study’s model uses the 

indigenous proverb (hadih maja) from Acehnese cultures to symbolise the aspects. 

Hadih maja is the guideline of peurumoh in the Acehnese house. The following hadih 

maja is used by peurumoh: Adat bak Poteu Meuruhom, hukom bak Syiah Kuala, qanun 

bak Putroe Phang, reusam bak laksamana. This proverb strongly influences the life 

of the Acehnese people; the Acehnese people commonly express this proverb as their 

life’s guideline. Adat bak Poteu Meuruhom means ‘customs as stated by Sultan’. This 

emphasises that the customs followed by the Acehnese are based on what was stated 

by Sultan Iskandar Muda, who was an influential Sultan in Aceh in 17th century (see 

Section 2.7.1). The next sentence ‘hukom bak Syiah Kuala’ refers to religious 
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guidelines taught by a charismatic scholar in Aceh, Tgk. Syiah Kuala. This sentence 

indicates that the Acehnese should follow religious guidelines, referring to Islamic 

law, as was taught by Shaikh Abdurrauf As-Singkili, also as Tgk. Syiah Kuala. He was 

a well-known Muslim saint in Aceh in the 17th century.  

Furthermore, qanun bak putroe Phang refers to the law stated by Putroe Phang (Queen 

Phang), who was the wife of Sultan Iskandar Muda. This hadih maja means that the 

Acehnese should obey the law as was stated by the Acehnese Sultanate. Although 

nowadays the law commonly used in Aceh is based on Indonesian law, this hadih maja 

is still often expressed by the Acehnese to emphasise the importance of culture from 

previous generations. Finally, reusam bak laksamana refers to tradition as stated by an 

admiral. The Acehnese sultanate had a famous female admiral, known as Malahayati 

(Universitas Malahayati, 2015). Due to her fame, her name came to be used as a 

symbol of the Acehnese tradition; the Acehnese people follow the traditions inherited 

from the era of the admiral.  

The above hadih maja shows the strong influence of inherited cultural identities, 

including traditions, laws, and the structure of top leaders, on the life of the Acehnese 

people. Consequently, these factors impact on the identities of the Acehnese as a 

whole, including teacher identities. The following examples are findings from this 

study that supported that, to some extent, the Acehnese EFL teacher identities being 

influenced by their inherited cultural identities: 

• The teacher identities ‘destinist’, ‘sinner’ or ‘honouree’, ‘consequent 

recipient’, and ‘preacher’ may be influenced by religious beliefs transmitted 

from family and teachers. 

• The teacher identities ‘teacher’, ‘educator’ ‘motivator’, and ‘facilitator’ may 

be imposed by their local educational philosophy, working institutions, and 

previous education programmes. 

• The teacher identities ‘respected figure’, ‘persuader’, and ‘non-

confrontationist’ may be defined by culture, specifically verbal and non-verbal 

communication of local cultures (see Chapter 5 for further details on the 

typologies of teacher identities). 
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However, as identity is dynamic, complex, and linear, teacher identities are not only 

influenced by inherited cultural identities, but also creative cultural identities. 

Teachers have power to turn inherited cultural identities (see Section 3.9.2). In this 

study’s model, creative cultural teacher identities are metaphorically symbolised as a 

‘linto’ (husband) in the Acehnese house. When getting married to the owner of the 

house (peurumoh), the husband moves into the house. He must adapt himself to the 

condition, culture, and regulations of the house. However, the husband also has strong 

power in the house: he is the leader of the house. While he must adapt himself to the 

house, he can also control some existing regulations from the owner, peurumoh, to 

achieve certain goals and make efforts to occupy some territories of the house. Hadih 

maja, which matches the characteristics of linto is Raseuki ngon tagagah. Tuah ngon 

tamita: this proverb means that wealth needs to be earned and fortune needs to be 

sought. It indicates the individuals’ capacity to act and achieve something in their lives; 

individuals are considered active in creating things as they want. This hadih maja gives 

a clue to the power of individuals’ agency in constructing their identities. The 

following are examples of how the teachers in this study constructed their creative 

cultural identities: 

• The teacher identities of ‘confidant’, ‘multidisciplinary teacher’, and 

‘manager’ may be shaped by the teacher’s ability and willingness to use 

available resources, such as cooperating well with the school principal and 

management team, studying hard to master another subject, and learning 

management skills. 

• The teacher identities of ‘parental figure’ and ‘persuader’ may be constructed 

by the teacher’s ability to play with available resources; for example, they 

played the role of a parent or managed their communication style to attract their 

students’ attention. 

• The teacher identity of ‘writer’, ‘teacher trainer’, and ‘part-time lecturer’ could 

indicate the teachers’ beliefs in their self-efficacy to invade a new territory in 

their profession. 

To sum up, according to this study’s developed model of two sides of identity, EFL 

teacher identities are constructed by interplay between inherited and creative cultural 

teacher identities. Both of these identities create a holistic teacher identity: like a wife 
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and husband living in a traditional house, they dynamically influence each other in 

shaping and reshaping teacher identities. 

To end the discussion of this chapter, I would say that this study explored the teachers’ 

identities and agency from various perspectives. The concepts of teacher identity and 

agency were discussed based on Western and indigenous knowledge. The integrity of 

these components and the combination of two different types of knowledge support 

my claim that this study is a holistic investigation of teacher identities. Having 

reviewed my research questions and theoretical frameworks, I conclude this study and 

consider its contributions and implications in the following chapter. 
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Chapter 7. Conclusions 

 

7.1 Introduction 

The current study aimed to explore the identities of Acehnese EFL teachers and the 

ways in which their identities contributed to the teachers’ agency. In this chapter, I 

present a summary of the study’s findings and their contributions to the teacher identity 

field and the Indonesian education system. Specifically, Section 7.2 below summaries 

the research findings. The contributions of this study to the teacher identity field are 

discussed in Section 7.3, followed by their implications for the Indonesian education 

context in Section 7.4. Section 7.5 presents the limitations of this study, and Section 

7.6 offers some recommendations for future research. This chapter ends with my 

concluding remarks in Section 7.7. 

7.2 Summary of the Research Findings 

As discussed in Section 1.3, this study was conducted to answer two research 

questions. In Section 6.2, the discussion was directed towards answering RQ1 related 

to the aspects that influenced the identities of the secondary school EFL teachers in 

Aceh. Three components appeared to impact the teachers’ identities, namely beliefs, 

interactions, and career stages. 

Teachers’ beliefs, which are represented by the bedroom in my metaphorical house, 

consist of four interacting sub-items that influenced the construction of the EFL 

teachers’ identities. The sub-items are the teachers’ religious beliefs, beliefs about the 

roles of teachers, beliefs about the impact of Master’s degrees, and beliefs about being 

a stayer or a leaver. Among the four sub-items, the teachers’ religious beliefs appeared 

to be the most compelling result of this study, with the teachers strongly connecting 

their identities to their relationships with God and the hereafter life. Based on these 

beliefs, some unique typologies of identity appeared, including the destinist, sinner or 

honouree, consequent recipient, and preacher.  

Likewise, interactions, which are symbolised as a veranda, are another component that 

also influenced the participating EFL teachers’ identities. Based on the interactions 

that the teachers had with their students, colleagues, and school management, the 

teachers defined who they were in relation to other people and what their roles were 

in their school communities. The data from the teachers’ interactions, which, to some 
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extent, were derived from observations outside the classroom, showed that interactions 

led teachers to shape their identities as a motivator, parental figure, persuader, and 

respected figure for their students; as a supporter and non-confrontationist for their 

colleagues; and as a confidant, multidisciplinary teacher, and manager for their 

school’s management.  

Furthermore, the Acehnese EFL teachers also shaped their identities according to their 

career stages, which are analogised as the journey from the bottom of the stairs to the 

top floor of the house. There were three career stages: the exploration, establishment, 

and maintenance stages. The exploration stage refers to the period when the teachers 

first chose their future careers by starting a bachelors’ degree in an EFL teaching 

programme. The establishment stage took place when the teachers started building 

their career skills and stabilising themselves through professional experiences. The 

maintenance stage refers to the teachers’ shifting towards just maintaining what they 

had achieved thus far in their careers. Three typologies of teacher identities emerged 

while the teachers went through these stages: opportunity seeker, career builder, and 

ongoing learner. By the end of this study’s data collection, all the participating teachers 

had reached the maintenance stage except for Maryam, who was still in the 

establishment stage since she had not yet achieved her status as a civil servant. 

Meanwhile, to answer RQ2, Section 6.3 provides a detailed description concerning the 

ways in which the teacher identity formations contributed to the agency of the teachers. 

Four types of agency emerged: using multilingual instruction in their teaching, 

investing their work, developing their self-efficacy, and gaining professional 

autonomy. These typologies were found to be related to the teachers’ identities. For 

example, Maryam shaped an identity as an unsatisfied teacher. She was not satisfied 

with her status as a part-time teacher and planned to pursue a doctoral degree for a 

better future. This identity contributed to her agency exertion. Specifically, she chose 

to work as a part-time lecturer at a university because she believed that teaching at the 

university would increase her odds of being accepted into a doctorate programme and 

thereby obtaining a better future career.  

Furthermore, this study has resulted in two theoretical models, as described in Figures 

6, 7, and 8, which are the traditional Acehnese house model of teacher identity and 

agency and the complex nestedness model of teacher identity. The house model, 
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informed by Hollands et al.’s (1998) figured world theory, uses metaphoric 

expressions to illustrate the identities and agency of the Acehnese EFL teachers. Parts 

of the house are used to represent the components influencing the teachers’ identities 

and agency. The stairs of the house, for example, represent the teachers’ advancing 

career stages. Meanwhile, the veranda symbolises the teachers’ interactions with their 

students, colleagues, school’s management, and workspace. The bedroom represents 

the teachers’ beliefs, and the kitchen represents the teachers’ agency. Additionally, in 

the model, the house is surrounded by four spheres representing the dependence of 

identities and agency on individual, social, historical, and metaphysical factors. The 

significance of this model in understanding teacher identity and agency is discussed 

further in Section 7.3. 

The nestedness model of EFL teacher identities that is suggested by the study adopts 

complexity theory as its analytical lens. The nestedness model illustrates that teacher 

identity is a complex system which consists of components and sub-components 

interacting vertically and horizontally to support the system. The components include 

beliefs, interactions, and career stages. These components consist of sub-elements; for 

example, religious beliefs are a sub-element of teachers’ beliefs. Section 7.3 below 

also describes further how this model contributes to understanding teacher identity. 

Finally, based on the conceptual framework informed by the ‘two sides of identity’ 

model proposed by Holliday et al. (2017), this study also develops a new model of 

teacher identity which integrates Western and indigenous knowledge. Namely, the 

model interprets the identity model created based on Western knowledge into the 

Acehnese culture using indigenous knowledge. The model is developed by using the 

metaphor of the Acehnese house and proverbs.  

7.3 The Contributions of the Study 

This doctoral research has made several contributions to the field of teacher identity, 

especially to the Eastern EFL context. This study explored EFL teacher identities 

through a holistic perspective by combining the independent components of teachers’ 

beliefs, career stages, and interactions. Likewise, this study is the first study – to my 

knowledge – to have used the concept of vertical and horizontal nestedness from 

complexity theory to understand how the interactions among the independent 

components and their sub-elements influence teacher identity formations. The analysis 
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using the complexity perspectives suggests that teacher identity is a complex system 

which involves the interactions of independent elements.  

The concept of nestedness is essential in understanding the complexity of the EFL 

teacher’s identity; this concept can reveal the interacting patterns or structures in the 

system of teacher’s identity clearly. As argued by Davis and Sumara (2006), if a 

system is complex then the presence of common structures within the system, not the 

complexity itself, must be explored. Therefore, drawing on the nestedness of 

complexity theory, this study did not question why the system of the EFL teachers’ 

identities was complex; rather, it explored what elements and patterns supported the 

system. Providing a vivid description of the vertical and horizontal patterns within the 

interactions among the elements in the system should help the readers understand the 

teachers’ identities more comprehensively. 

The holistic nature of this study also stems from viewing the construction of the EFL 

teachers’ identities as dependent on the individual, historical, and social spheres, as 

suggested in Holland et al.’s (1998) figured world theory. Exceptionally, the 

metaphysical sphere, which is not included in the figured world theory, appeared as an 

additional sphere in which the EFL teachers’ identities were also situated in the present 

study. This last sphere emerged from beliefs, a component that substantially influenced 

the teachers’ identities. The belief component makes this study unique, and it 

contributes new insight into the field of teacher identity. The uniqueness lies in the 

Islamic religious sub-component, which was a significant factor in influencing the 

teachers’ identities and agency. For example, the teachers related their professional 

status and duties to their relations with God and their consequences in the next life. So 

far, no existing studies on teacher identity, most of which are focussed on the Western 

context, have related identity construction to religious beliefs. The present study is also 

unique in that it shows how teachers in an Eastern Islamic context metaphysically 

interact with God in constructing their identities. 

Furthermore, this study’s house model describing the EFL teachers’ identities 

promotes the use of social ecological system approach, specifically known as 

biocultural diversity, in the study of teacher identity. The house model presents the 

identity formation by using symbols that represent the biological, cultural, and 

linguistic diversity that are available in the Aceh context. The inclusion of cultural and 
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natural resources as the metaphoric symbols in an EFL teacher identity study further 

supports the uniqueness of this doctoral research. Through this inclusion, the present 

study gives some guidance to the future research on teacher identity. In particular, it 

may guide future studies of teacher identity in using an interdisciplinary approach, in 

which a study bridges two or more disciplines. 

Most importantly, this study has developed a new model of teacher identities by 

bringing Western knowledge together with indigenous knowledge in understanding 

teacher identities. These two types of knowledge are not viewed in this study as 

inclusively separable; thus, this model results in a holistic view of teacher identities 

through the incorporation of two different kinds of knowledge. This model could be a 

significant contribution to the field of teacher identity research since it includes the 

indigenous knowledge, which still exists across cultures despite being marginalised in 

the academic literature on teacher identities. It is expected that the new model could 

bring a different perspective in understanding teacher identities. 

7.4 Implications of the Study for the Indonesian EFL Context 

The findings of this study have several implications for the Indonesian EFL context. 

The findings highlight the need to include reflective practices in teachers’ education 

programmes, civil servant recruitment, and in-service teacher support efforts. 

Reflective practices, in this context, refer to teachers using a conscious process to 

reflect on issues related to teaching experiences and then applying their reflection to 

their continuous professional learning (Kaasila & Lauriala, 2012; Mathew, Mathew, 

& Peechattu, 2017). In a previous study on pre-service teacher identity in the 

Indonesian context, Afrianto (2015) suggested that pre-service teachers in Indonesia 

should be introduced to reflective practices based on cognitive and affective 

approaches in the teacher education programme. He emphasised that the cognitive 

dimension could be presented in terms of teachers evaluating their own teaching and 

learning, while the affective dimension could be related to teachers’ reflection on their 

motivation and emotions regarding their teaching and their interactions with their 

colleagues. 

Specifically, based on the data findings and literature review, the current study carries 

the following implications for the Indonesian EFL context: 
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• In the study, one participating teacher did not intend to be a teacher initially; it 

was only after she failed to enter a medical faculty that she chose to enter an 

EFL teaching programme. Furthermore, she and another participant shifted to 

other professions for a few years; they were not sure about being teachers even 

though they had graduated from an EFL teaching programme. To support 

novice teachers who are uncertain about their choice to enter the teaching 

profession, a course on teacher reflectivity should be included in EFL teaching 

programmes. In such a course, the student teachers should be encouraged to 

reflect on and question themselves as teacher candidates. For example, what 

does being a teacher mean, what roles should a teacher play, and what makes 

a teacher competent? The course should take the form of open discussions that 

allow the student teachers to listen to other colleagues’ reflections. Such open 

reflection may give potential teachers more insight into being a teacher will 

mean since the teachers will be able to compare the meaning of their identities 

to those of others. 

• The literature review and results of this study show that civil servant is the most 

official and prestigious status for teachers in Indonesia; not all teachers will be 

selected as civil servants. The participating teacher with only a contract-based 

teacher status in this study was not satisfied with this position; she felt that she 

would not gain a better position at her workplace. Due to the special status of 

civil servant teachers, giving teacher candidates only the sitting tests related to 

general knowledge during civil servant recruitment is not enough. Instead, 

when teachers are recruited to work at schools as civil servants, it would be 

more effective to also evaluate the teacher candidates’ teaching competence 

and commitment through reflective interviews. Teachers’ reflections could 

reveal how the teachers understand teaching, how they see themselves as 

teachers, and what their future plans and commitments will be if they become 

teachers. Adding this method to recruitment may make it easier to select 

competent and committed teachers to work at schools. 

• Based on the data of this study’s observations outside the classroom, the in-

service EFL teachers had regular monthly meetings to discuss the issues related 

to the teaching materials and student testing through a programme known 

as MGMP. Instead of focussing only on the teaching methods, materials, and 
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testing, the programme could incorporate the reflective practices for its 

members as well. For instance, in a meeting, each participant could explain 

what being a teacher means to them or what challenges they are facing in their 

teaching. By listening to encouraging reflections, other teachers might be 

motivated, and by reflecting on common struggles faced in teaching, teachers 

could support and motivate each other. Since this study shows that religious 

beliefs influenced the teachers more positively, a religious figure could even 

be invited to this informal meeting as part of providing motivational support. 

Likewise, inspirational Acehnese metaphors, which represent the teachers’ 

identity, could be selected as a meeting topic to attract the teachers’ attention. 

• This study found that, in the Indonesian context, the teachers who were 

involved in school management, and who therefore had roles as both teachers 

and school managers, might have been empowered with better management 

skills and interpersonal communication skills. Provided with regular training 

on skills related to management, teachers will be more competent and better 

prepared to face other teachers while involved in the school’s management 

system. 

• The data of this study also suggested that the teachers experienced a lack of 

autonomy in their work due to education regulations; for example, their 

teaching often had to be oriented around a test. This intensive regulation 

constrained the teachers’ agency. It is crucial that education authorities create 

education regulation that gives more autonomy to teachers. 

7.5 Limitations 

Despite the efforts made to ensure the quality of the present study, it is undeniable that 

this study has some limitations: 

• This study only focusses on six participating teachers in three specific regions 

in Aceh province. Although this study has shown the uniqueness of the EFL 

teachers’ identity construction in a religious context, it might not be 

generalisable to other Indonesian EFL contexts, which have different 

sociocultural backgrounds. Thus, the aim of this study is not for generalisation 

of teacher identity; rather, it aimed to explore the specific cases of six Acehnese 

EFL teachers in constructing their identities and agency. 
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• In terms of research procedures, this study had two main limitations: 

o The participant candidates were firstly approached via phone; I 

obtained their phone numbers by requesting them from my 

colleagues, who knew the potential candidates. This approach 

was influenced by a common cultural practice in this study’s 

context, in which sharing phone numbers to support a student’s 

research is acceptable. However, this practice might not be in 

line with common research ethic practices. I should have 

confirmed with the candidates whether they would be mind 

sharing their phone numbers with me, explaining my project to 

them first (see Section 4.3.3). 

o  The consent form failed to include the participants’ 

involvement in member checking and clarifying any unclear 

data during the data analysis process. The participants were 

only orally asked to consent to the member checking after the 

data collection process had started (see Sections 4.3.7.1 and 

4.4.1.4). 

• Although this study was conducted in an Eastern context, it was guided by 

literature mainly related to identities, agency, beliefs, interactions, and career 

stages in the Western context; the literature on related issues in the Eastern 

context, and in Indonesia in particular, is limited.  

7.6 Recommendations for Future Research 

Based on the discussion of the findings, implications and limitations, this study offers 

the following suggestions for future research:  

• The inclusion of indigenous knowledge in the study’s exploration has resulted 

in a new model for the field of EFL teacher identity research; this model 

incorporates the contributions of indigenous cultures, which seem to be 

marginalised by researchers, in understanding teacher identities. The Acehnese 

house is just one example of many indigenous items that could be used to 

understand teacher identities. A wide range of other valuable types of 

indigenous knowledge are also available across cultures. Therefore, indigenous 
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knowledge should be included in future research. Inclusion should not be 

limited to teacher identity studies either. Indigenous knowledge could benefit 

our understanding of many different aspects of community life, e.g., education, 

health, agriculture, and natural resource management. Indigenous knowledge, 

which is derived from local cultures and environments, could support research 

explorations which contribute to the improvement of human beings’ lives in 

many sectors. 

• Teacher identity could be explored by using a purely ethnographical approach. 

Such an approach with a larger population over a more extended period would 

allow more and perhaps even richer data to be obtained related to the 

complexity of teacher identity.  

• This study, which focussed on EFL teachers in an Islamic religious context, 

has found that religious beliefs strongly influenced the teachers’ identities. 

Replicating this study in other religious contexts could reveal whether religious 

beliefs also influence EFL teacher identity in those contexts significantly. 

• Complexity theory could be used as a theoretical framework in future 

longitudinal studies on teacher identity and teacher agency. The theory, which 

is relatively new in teacher identity and teacher agency literature, could serve 

as an analytical lens through which to understand the complex, relational, and 

dynamic processes of teacher identity and agency. 

• It is not sufficient to only use metaphor as a means to describe the data findings 

of teacher identity. As a study conducted by Beauchamp and Thomas (2011) 

in a Western context, metaphor could be used in the data collection process of 

studying teacher identity in an Eastern context. To understand the complexity 

of teacher identity more easily, participating teachers could be asked to 

describe their identity by means of metaphor. 

• Adopting a wider scope could allow researchers to study EFL teacher identity 

using interdisciplinary research. By using a social ecological approach, 

researchers in the EFL teacher identity field could collaborate with other 

researchers from other academic disciplines to understand more holistically the 

social and ecological realities which influence teacher identities. For example, 
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an EFL teacher identity researcher might investigate the influence of the 

working space for teacher identity formation in a specific context; this 

exploration could, for example, occur in parallel with an exploration by an 

architectural researcher into the characteristics of the school building and the 

buildings’ functions for the school community in a similar context. Combining 

the explorations of two or more researchers could lead to conclusions from 

different perspectives. While the researcher from the EFL teacher identity field 

may discuss the findings of teacher identity in relation to the sociocultural 

approach, the researcher from the architectural discipline may present their 

findings on teachers’ workspaces based on the concrete artefacts that the 

teachers occupy. 

7.7 Concluding Remarks 

Conducting this doctoral study has contributed to my own identity formation. I have 

gone through a complex journey, passing through several stages in various figured 

worlds for four years. The stages of this journey included starting a new life in the UK 

as a PhD student, conducting my doctoral studies with the support of two different 

primary supervisors and a secondary supervisor, designing and revising my research 

proposal in the first academic year, returning to my home country and interacting with 

my participants for the fieldwork in my second academic year of study, continuing my 

stay in the UK and analysing the data in the third year, and writing up my thesis in the 

fourth year. I also got involved in some other figured worlds, including reading and 

reviewing the literature, socialising and discussing with other doctoral students, 

interacting with international researchers while participating in the conferences, 

socialising with the Muslim community at Al-Muzaffar Mosque, travelling across 

Europe for refreshment, and engaging in self-dialogue while being isolated during the 

lockdown due to the COVID-19 pandemic. All of these experiences or components 

have interacted with one another to support the system of my identity. I could say that 

my identity as a university EFL teacher and a researcher has developed. I am more 

competent and open-minded after having finished my PhD journey in the field of 

teacher identity. In other words, my understanding of teaching and teachers has 

changed; I consider this professional world to be about not only mastering teaching 

materials and methodology, but also understanding who teachers are, how they define 

themselves, and what roles they play. 
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  Appendices 
 

Appendix 1: Interview Questions in Stage 1 

The following questions were translated from Indonesian to English as the interviews 

were conducted in the Indonesian language. 

Teachers’ Educational background: 

1. Could you please describe your education background? 

2. Why did you decide to take a Master’s degree? 

3. How were your Master’s study experiences? 

4. Do you remember any things about your learning experiences that influence 

your current work as a teacher? 

5. Are you interested in continuing with further study? If yes, where and why? 

 

Starting questions on teachers’ identities: 

1. Was the teaching profession your first choice? 

2. How long have you been a teacher? 

3. What inspires you to teach? 

4. Do you still want to be a teacher in the future? 

 

Advanced questions on teachers’ identities: 

1. What do you think about yourself as an EFL teacher? 

2. What are your roles as an EFL teacher? 

3. How do you define a teacher who is professional? 

4. How is your relationship with students, other teachers, administrators and 

principal at your school? 

5. What do you think about your colleagues as EFL teachers? 

6. Do you think all EFL teachers share the same position? 

7. Do you think your Master’s degree influence your status and role as an EFL 

teacher? 

 

Questions on teacher agency: 

1. Do you work and teach according to administrative regulations? 

2. Do you always follow regulations, or do you sometimes question or oppose 

the regulations? 

3. Do you actively involve yourself in any change at your workplace? 

4. Do you try to create any change or innovation in your teaching? How? 
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Appendix 2: Interview Questions in Stage 2 

 

Stage 2 interviews (Follow-up questions) for Abdul: 

1. In the previous interview you mentioned your reason to continue your Master’s 

degree in university X. In this interview, could you please explain your main 

reason to continue your study to a Master’s programme? 

2. You earned your Master’s programme in English teaching, then in education 

administration. Which programme did you feel more satisfied? 

3. You said that at senior high school, the main purpose of English teaching was 

to teach materials. Could you please clarify what you meant by that? 

4. You stated that you would like to upgrade your knowledge. How would you 

like to do that? 

5. You mentioned that you inherited teaching from your parents. Could you 

please clarify what you meant by that? 

6. You considered that teaching was part of your destiny. Why? 

7. You also considered that teaching was your good deed for this world and 

hereafter. Why? 

8. Why did you choose to have an extra job as a part-time lecturer? 

9. How did you feel when you were considered exceptional and addressed with 

“Mr” at your school because of your position as an English teacher? 

10. Why do believe that the teachers who are given extra roles by school principal 

are exceptional teachers? 

11. You mentioned that a competent teacher is the one who is loyal to the school’s 

leader. Why? 

12. You said that your prestige increased after you held a Master’s degree. Why? 

13. You said that you deserved higher position at your school than the teachers 

with bachelor’s degrees, although they had more working experiences. Could 

you please clarify what you meant by that? 

14. You mentioned that, when necessary, you could stay at school and work until 

evening time to finish some tasks. What motivated you to do that? 

15. You stated that, at your work, you could see that you and your school 

community’s members worked according to the Acehnese philosophy, that was 

“everything could be discussed and strict regulations could be loosened with 

the agreement of the community members”. Could you please explain more 

about this philosophical application at your school? 

 

Stage 2 interviews (Follow-up questions) for Fatih: 

1. In the previous interview you mentioned your reason to continue your Master’s 

degree in university X. In this interview, could you please you explain your 

main reason to continue your study to a Master’s programme? 
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2. You said that you chose Australia as a place to take your Master’s degree 

because it’s closer to your country and it recognised PNS (Indonesian civil 

servant) system. Why were these factors important for you? 

3. If I am not mistaken, I could conclude from the previous interview that you 

dreamed to pursue your doctoral degree because you wanted to continue the 

research that you had conducted during your Master’s programme. Was that 

true? 

4. Why your students’ success inspired you to teach? 

5. You considered that a teacher should have ‘passion’ in teaching. Could you 

please clarify what you meant by that? 

6. You stated that you were a quick learner. How? 

7. You mentioned that your students had a lack of ability in English. How do you 

balance between the instruction in the curriculum and your student ability in 

teaching? 

8. You said that EFL teachers could be professional when they have high TOEFL 

score. Why? 

9. You said that it was important for teacher to write and conduct research. Why?  

10. You said that, although you did not care, your Master’s degree influenced your 

achievement strongly. How? 

11. You said that you did not care about prestige and achievement. Why? 

12. You said that as a curriculum chairman at your school, you bridged the 

interactions between teachers and school principal. How did you do that? 

13. As a curriculum chairman at your school, are you active in school’s regulation 

amendment? 

14. You said that you tried to teach your students with the topics that are 

authentically related to Acehnese and Islamic aspects, how? 

 

Stage 2 interviews (Follow-up questions) for Maryam: 

1. In the previous interview you mentioned your reason to continue your Master’s 

degree in university X. In this interview, could you please explain your main 

reason to continue your study to a Master’s programme? 

2. In the previous interview, I asked you whether you remembered any things 

about your learning experiences that influence your current work as a teacher. 

Your response was related to the influence of your learning to your classroom 

practice. What about beyond classroom? Did the experiences influence your 

work as a teacher outside the classroom? 

3. You mentioned that you dreamed to be a professor one day and studying at a 

Master’s level was one stage that made you closer to that dream. What is in 

your mind about being a professor? 

4. You said sometimes you were interested in teaching, but sometimes you were 

not interesting. Why did you have that feeling? 
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5. You said that at the beginning you were not interested in being a teacher; but 

later you changed your mind because you were influenced by two of your 

English teachers. How could they influence your career decision? 

6. You said that you hoped to be a lecturer in the future; a lecturer could do 

research, but a teacher could not do that at school. Do you like research? 

7. You said that it was interesting to be an English teacher because people 

considered English teacher “great”. Could you explain why it was interesting 

for you? 

8. You said that some of your students commented that ‘you are beautiful’. How 

do you define ‘your beauty’ as a teacher? 

9. You said that the teacher who had ten or twenty years of teaching experiences 

had more knowledge than you who studied a Master’s degree for two years. 

What do you believe about working experiences? 

10. You mentioned that your school is UAN (National examination) oriented 

school and the teachers had to adapt their teaching to that condition. How 

should they adapt? 

11. In the previous interview, you said that your position as a contract-based 

teacher is different from the position of your colleagues as civil servant 

teachers. Could you please explain in what ways are you different? 

12. You said that although your status was a contract-based teacher, you were 

brave to question directly your colleagues, even school management if you 

considered something was not on the right track. Why did you do that? 

 

Stage 2 interviews (Follow-up questions) for Raihan: 

1. In the previous interview you mentioned your reason to continue your Master’s 

degree in university X. In this interview, could you please you explain your 

main reason to continue your study to a Master’s programme?  

2. You mentioned in our first interview, your study was self-sponsored. Have you 

applied for a scholarship? 

3. You also mentioned in the first interview that you were taught by local, 

national, and international lecturers at your Master’s programme. Could you 

please describe your experiences of being taught by these lecturers? 

4. You said that you were working as a secretary while studying your Master’s 

programme; your bachelor’s degree programme in English teaching, right? 

May I know why you shifted your profession from a teacher to a secretary? 

Why then did you take your Master’s degree in English teaching again? 

5. You said that you felt happy to continue your Master’s study in university X. 

However, you said you would feel happier if you could continue your Master’s 

degree overseas. Why so? 

6. In the previous interview, I asked you whether you remembered any things 

about your learning experiences that influence your current work as a teacher. 

Your response was related to the influence of your learning to your classroom 
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practice. What about beyond classroom? Did the experiences influence your 

work as a teacher outside the classroom? 

7. You quoted Prophet Muhammad’s words (hadits) which inspired you to seek 

knowledge: “seek the knowledge from the cradle to the grave”. How do you 

give meaning to this hadits to your career journey as a teacher? 

8. You said that if you have an opportunity, you would like to join a short course 

overseas. What kind of short course is that? 

9. You said that teaching was your childhood’s hobby. What did you enjoy from 

that hobby?  

10. After you failed to be a medical student and you decided to study at an EFL 

teaching programme, what was in your mind at that time? 

11. You told me that the attitudes of your students sometimes influenced your 

thinking to leave teaching profession. What kinds of the attitudes were they? 

12. In the previous interview, you said you that you wanted to leave the teaching 

profession and work as an administrator. Could you tell me please when you 

plan to move? 

13. You said you have good relationships with your colleagues. Could you please 

explain more what kind of relationship you have with your colleagues and how 

you interact with them? 

14. You mentioned that teaching experiences determined the teachers’ knowledge. 

What do you believe about working experiences? 

15.  You said that your Master’s degree influenced you in terms of title or position. 

Could you please tell me more about that? 

16. You said you were a good teacher because you follow the regulations at your 

work. Could you please explain why you thought so? 

 

Stage 2 interviews (Follow-up questions) for Safar: 

1. In the previous interview you mentioned your reason to continue your Master’s 

degree in university X. In this interview, could you please you explain your 

main reason to continue your study to a Master’s programme? 

2. You said that you didn’t have any consideration in choosing the UK as the 

place to study; you just had an opportunity. Could you please tell me about this 

experience? 

3. You said you were interested in joining writing academic skill programme in 

the UK. How was the programme? 

4. You said you joined civil servant test to be a teacher after you finished your 

Master’s study. Why did not you join civil servant test for lecturer since you 

had a Master’s qualification? 

5. You said you were not interested yet in continuing your study to a doctoral 

level. What do you like to do to develop yourself? 

6. You said teaching could become rewards or sins. In what ways? 

7. When sometimes you regretted to be a teacher, what was in your mind? 
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8. What makes you stay in teaching? 

9. You said good character is important for a teacher. Why?  

10. You said that sometimes conflict happened at your school. What conflict? 

11. Why do you still stay in the curriculum division that had conflict with some 

teachers? 

 

Stage 2 interviews (Follow-up questions) for Sulaiman: 

1. In the previous interview you mentioned your reason to continue your Master’s 

degree in university X in the US. In this interview, could you please explain 

your main reason to continue your study to a Master’s programme?  

2. You mentioned in our first interview that the scholarship from US government 

was interesting because you could join the English language training in the US 

before you started your study. Could you please tell me about your experiences 

during this training? 

3. You told me that when you applied for a scholarship to the US, you were 

studying a Master’s programme in a university in Indonesia, you decided to 

quit and started a new Master’s programme in the US. Why so? 

4. You mentioned that the teaching system of your Master’s programme in the 

US was not so different from what you experienced in our country. Could you 

explain please in what ways? 

5. Why did you choose curriculum instruction programme for your Master’s 

degree, not English teaching? (Do you think it is applicable for your current 

job)? 

6. In the previous interview, I asked you whether you remembered any things 

about your learning experiences that influence your current work as a teacher. 

Your response was related to the influence of your learning to your classroom 

practice. What about beyond classroom? Did the experiences influence your 

work as a teacher outside the classroom? 

7. You mentioned that you would like to continue your study to a doctoral level 

if you have an opportunity. What motivates you to have that plan? 

8. You said that teaching is your own choice. what was in your mind at that time? 

9. You said that you want to be a school supervisor in the future. Have you tried 

to do anything to make this plan come true? 

10. As you explained in the first interview, Why the main target of your teaching 

was to make your students ‘like’ English, not ‘master’ English?? 

11. You considered that you and your colleagues have similar position. In what 

ways? 

12. You said that you and your colleagues supported and learn from each other. 

Could you please explain how? 

13. You explained the definition of “professional teacher” according to the 

government law. Do you have any definition of “professional teacher”? 
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14.  You mentioned that you might not work according to the regulations because 

of your limitations as human. Have you ever had any experiences related to the 

limitations? 

15. You mentioned that school really depends on its leader. Could you please 

clarify what you meant by that? 
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Appendix 3: Interview Questions in Stage 3 

Concluding questions asked to all participants at the end of the interviews: 

1. Could you describe your satisfaction with your job as a teacher? 

2. How has the government law or regulation regarding teachers has impacted 

your career as a teacher? 

3. Do you still plan to work as a teacher in the future? 

4. In this final question, could you please describe again how you see yourself 

as a teacher? 

 

Questions to clarify the observational data (Abdul): 

1. Based on my observations in your classrooms, I saw that you used Indonesian, 

English, and Acehnese as the languages of instructions. Could you please 

explain your reason for using those languages? 

2. When you taught essay “personal letter” to your students. You reminded them 

that next year, there will be essay questions in National Examination (UAN). 

What type of essay is that? 

3. According to my outside-classroom observation, you became the committee of 

the welcoming ceremony of new students. Was that your responsibility? 

4. When welcoming the new students, you said that you also taught IT subject. 

When and why did you teach the subject? 

5. You promoted the afternoon classes to the new students; you emphasised that 

the classes would be taught by the teachers with Master’s degrees. Why did 

you emphasise the teachers with Master’s degrees? 

6. What is your opinion about your (personal) office? 

 

Questions to clarify the observational data (Fatih): 

1. Your students spoke Acehnese only in the classroom, even they did not speak 

Indonesian. Why did you use Acehnese, Indonesian, and English in your 

teaching? 

2. You supervised your students’ behaviour when they were outside the 

classroom; you often approached them and banned them to leave the school 

during school’s active time. Why were you so serious to control your students? 

3. You teach in two different schools with different condition. One school, in 

which you work full-time, is not a favourite school; while another one, in which 

you work part-time, is a favourite school in Aceh. How were your experiences 

in teaching in those schools? 

4. You told your students about your experiences in the UK and Australia; for 

example, Museums in London and animals in Australia. What were the 

purposes? 



 

275 

 

5. When I was having an observation in your classroom in school W (a favourite 

school in Aceh), the school principal visited your class shortly (while 

supervising all classrooms); he told you to help me regarding my research and 

he told me to help you by motivating you to continue your study to a doctoral 

degree. Do you want to give any comment about his suggestion in motivating 

you to continue your further study? 

6. One day when we were outside the classroom, I saw a student escaped from 

the school during the school’s hours for no reasons and then you called the 

student’ father to ask the student condition. Was that part of your duty? 

7. I heard from one teacher that you were one of the teachers that students liked 

to obey. Do you have any special technique to approach your students? 

 

Follow-up questions for Fatih: 

1. You said that you want to continue your study to a doctoral degree. Do you 

think that degree is suitable for a teacher? 

2. You said you cancelled to study in an Islamic Theology Faculty because you 

consider that by studying in the education programme and being a teacher also 

supported you to be a preacher. Do you think you are a teacher as well a 

preacher now? 

 

Questions to clarify the observational data (Maryam): 

1. Based on my observations in your classrooms, I saw that you used Indonesian 

mostly as the language of instruction. May I know why? 

2. During my classroom observations, I saw you focussed your teaching on 

vocabularies. Why did you choose this approach in your teaching? 

3. When you were in your office, you asked some of your colleagues to join a 

writing competition. Could you explain more about the competition? 

4. I observed your teaching in several classes, you taught in the morning, even in 

the afternoon. You told me that you got very low payment for this work since 

you were a contract-based teacher. Could you explain about your commitment 

to this teaching profession? 

 

Follow-up questions for Maryam: 

1. Based on the previous interview, you argued that you were not interested in 

doing innovation in the classroom because of your status as a contract-based 

teacher. In another response you said that you did innovation at your work by 

joining national teacher writing competition. Could you explain about this 

interest? 
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Questions to clarify the observational data (Raihan): 

1. Based on my observations in your classrooms, I saw that you used Indonesian, 

English, and Acehnese as the language of instruction. Could you please explain 

your reason for using those languages? 

2. During my classroom observations, I saw you taught your students by using 

Grammar Translation Method. Why did you choose this method in your 

teaching? 

3. I observed in a sociology class; your students in a sociology class were noisy, 

you let such condition and kept teaching. Why did you do so? 

4. During my observations inside and outside classrooms, I heard that you always 

addressed your students with “nak” [kid or dear]. May I know your reason 

please to address your students with this title? 

5. In one outside-classroom observation, you showed me the school library; you 

told me that you sometimes liked to sit there and wrote because it was a calm 

place. May you describe please the function of library for you? 

6. I joined you in your MGMP meeting with other English teachers; even you and 

other teachers wore special uniform on that day. You told me you usually 

joined that meeting. Could you please tell me the main purpose of that meeting? 

 

Follow-up questions for Raihan: 

1. You said you taught English and sociology classes at your school. Did you try 

to differentiate the teaching techniques in both classes? 

 

Questions to clarify the observational data (Safar): 

1. On the schedule of your teaching at your school, I saw you did not attach your 

Master’s title on your identity; I just saw the bachelor’s degree there. Why? 

2. I saw that you did not have a desk in the management office; you sat on sofa 

or computer desk. Could you please explain more about this condition? 

3. I saw you asked your colleagues’ ideas of your next book’s topic. Why did you 

ask them about the topic of the book that you would write? 

4. Based on my observations in your classrooms, I saw that you used Indonesian 

mostly as the language of instruction. Could you please explain your reason for 

using that language?? 

5. During my classroom observations, I saw you taught your students by 

focussing on translation. Why did you choose this method in your teaching? 
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Follow-up questions for Safar: 

1. You said that last semester you were disappointed when school management 

asked you to teach the classes with lack of ability in English. What about this 

semester? Do you think you have similar classes (What is the target of your 

teaching to such classes)? 

2. You said you also taught in a private secondary school on Sunday. Why do 

teach at the weekend?  

3. You said you were not interested in writing and publishing fiction books, you 

just focussed on non-fiction books. Why? 

 

Questions to clarify the observational data (Sulaiman): 

1. When I observed you in your classroom, specifically in the third grade, I saw 

you allocated all of your teaching time to discussing the National Examination 

(UAN) questions from the previous years. Could you tell me about the purpose 

of teaching this content to students in the third grade? What are the differences 

between teaching in the third grade and teaching in the first and second grades? 

2. Based on my observations in your classrooms, I saw that you used Indonesian, 

English, and Acehnese as the language of instruction. Could you please explain 

your reasons for using these languages? 

3. During my classroom observations, I saw you taught your students by using 

Grammar Translation Method. Why did you choose this method in your 

teaching? 

4. In my school observation, I saw you met a university student. She gave you a 

thesis and then you gave your signature in it. Does that mean you also work at 

a university? 

5. When I was in your office, you told me “Look! My desk was so full. This is 

the sign that I am an active teacher”. Could you please clarify what you meant 

by that? 

 

Follow-up questions for Sulaiman: 

1. You said that what inspired you to be a teacher was that teaching is considered 

noble, and teachers have a place in society. Could you please explain a bit more 

what you meant by this? 

2. In the previous interview you told me that you had gained a certificate as a 

school supervisor. Could you please tell me a little more about that? Do you 

want to be a school supervisor? 
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Appendix 4: The sample of coded interview transcript from interview in stage 1, 

2 & 3 (Raihan’s case) 

Transcript (interview stage 1) coding 

Researcher: Do you still want to be a teacher in the 

future? 

Raihan:  Honestly, I am tired of being a teacher. 

Researcher: Why? 

Raihan: I feel more tired compared to the past. Now, 

the attitudes of students are more negative. I feel 

tired and bored. I think I still could  handle their 

behaviour for now, but  I am not sure about the 

future, whether or not I will be able to deal with 

future students. 

Researcher: What is your plan for your future 

career? 

Raihan: I want to be an administrator working at an 

office, just dealing with documents. 

 

- Planning to leave 

teaching 

- Feeling burnout due 

to misbehaved 

students 

- Planning to be an 

administrator 

Transcript (interview stage 2) coding 

Researcher: In the previous interview, you said that 

you wanted to leave the teaching profession and 

work as an administrator. Could you please tell me 

when you plan to do that? 

Raihan: So far it is just a wish. Sometimes, I feel 

like  “It’s too exhausting, indeed, it would be better 

if I could leave teaching!“, my wish was like that, 

but later I asked myself “who am I angry with?”. 

When I was stable, I asked myself, "Aah, please, 

this is your world, just enjoy it, everything has 

happened." So, I just try to improve myself. I think 

I still want to be a teacher even with all the issues 

that I face. Sometimes I feel I want to leave the 

teaching profession when I am angry. However, 

- staying in teaching 

profession 

- sometimes emotion 

made her dislike 

teaching 

- compromising herself 

with unhappy 

condition at her work 
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when I am stable, I think 'just accept this, enjoy it, 

this has been my whole world'. 

 

Transcript (interview stage 3) Coding 

Researcher: Why do you use English, Indonesian 

and sometimes Acehnese when you teach? 

Raihan: Yes, I do mix the languages, because 

sometimes I make jokes in Acehnese. I use 

Indonesian when the students cannot understand 

what I mean in English. I explain the meaning in 

Indonesian. Besides, when I want to explain 

something that is difficult to be understood in 

English, I think it's better to use Indonesian. Well, I 

also sometimes explain the lessons in Acehnese. 

Since all students know Acehnese, so I often include 

Acehnese as the language of instructions. That's the 

point. My aim is to help my students understand the 

lessons more easily. Besides, Acehnese jokes make 

them laugh. 

Researcher: Why did you choose a joke in 

Acehnese? I also often hear your jokes in Acehnese. 

Raihan: Based on my experience, the students can 

get the sense of joke more easily in Acehnese 

because most of them are Acehnese native speakers. 

I seldom use Indonesian. When I use Acehnese, the 

students look happy. When they are happy with my 

jokes, I start teaching the lessons again. 

 

- Mixing Acehnese, 

Indonesian, and 

English as languages 

of instructions 

- Acehnese for joke & 

clarification 

- Indonesian for 

understanding 
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Appendix 5: The Sample of Coded Classroom Observation Fieldnote (Safar’s 

Case) 

Observation Results (-) Coding / (Q) further Questions for 

stage 3 interview  

Safar started the class by asking several 

examples of verb in Indonesian, and 

their translations in English. When he 

asked the examples of adjective in 

English, students answered that they did 

not know. The students also could not 

answer when he asked the meaning of 

“yesterday” in Indonesian. 

Safar then asked the students to sit in 

pairs, gave them a reading material and 

asked them to look for 10 examples of 

verbs and their meanings in dictionary or 

Google translate. The students asked the 

teachers what ‘verb’ means when it is 

added with -ed, for example, “played”. 

The teacher explained the concept of 

Past Tense by giving the formula and 

sentences’ examples and their meanings. 

Some students admited that they did not 

have a dictionary, the teacher then asked 

them to sit in a group of four. Students 

were also allowed to use an online 

dictionary. However, some students 

complained that they could not access 

the dictionary from their cell phones 

because they had no internet connection. 

 

 

- Indonesian as the language of 

instruction 

Q: why did you use the 

Indonesian language as your 

language of instruction? 

 

 

 

 

- Using Grammar Translation 

Method in teaching 

Q: Why did you use Grammar 

Translation Method in your 

teaching? 

 

- Students with lack of ability in 

English 

Q: What was the target of your 

teaching of the students with low 

ability in English? 
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When students were further asked about 

the meaning of verbs, they could not 

identify verbs in Indonesian and could 

not mention the verbs in English. 

Finally, Safar began explaining the use 

of verbs and nouns in Indonesian. For 

example: words sarting with me-, ber-, 

di- could be classified as verb, while 

words starting with per-and  ke- could be 

considered noun. 

 

Some students were busy going out to 

borrow dictionaries from other classes’ 

students. When doing the exercise, 

students seemed confused to distinguish 

between verbs and nouns, not only in 

English, but also in Indonesian, for 

example bertarung, and menyala. 

 

Each group was asked to write on the 

board two verbs in English and their 

meanings in Indonesian. 

 

From the students' answers on the board, 

Safar explained that: 

 

V1            V2           V3 

Do           did done 

Kill         killed killed 
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Safar explained the concepts of regular 

and irregular verbs but did not explain 

when they are used. Then the students 

were asked to look for 10 

regular/irregular verbs in  a crossword 

puzzle box. Students who could find the 

answer first were asked to write their 

answers on the board, and their names 

were recorded on Safar's score list. It 

took a long time for students to solve the 

puzzle. 

 

Safar then gave the students text about 

the history of the battle in Surabaya, 

Indonesia. He explained that the text 

consisted of many verbs in past tense 

forms.   
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Appendix 6: The Sample of Coded Outside-classroom Observation (Abdul’s 

Case) 

Observation Results (-) Coding / (Q) further Questions for 

stage 3 interview  

Abdul had a large office. he parked his 

1990’s Honda motorbike close to the 

entrance door. He occupied the student 

union advisory room alone. There were 

several empty desks in the room. Abdul 

said that the empty desks were for other 

student union’s advisors, but they 

preferred to be in the teacher's room to 

join other teachers. In Abdul's office, 

there were a cupboard, computer, 

internet connection, and television. 

 

Some students then came and 

communicated with Abdul in 

Acehnese, and he called them “Mr”. 

They discussed sport activities. 

 

A university student also came to meet 

him at the office to give her 

assignment. Safar also taught part-time 

at a public university near his school 

when he did not have teaching hours at 

school.  

 

The office looked private. Abdul kept 

his files in the cabinets. He locked the 

cabinets and his office when he left the 

office. 

- Occupying special office 

Q: Why do you have a special 

office? 

 

- Being isolated from other 

teachers 

Q: Why do you prefer to be in 

this office, not joining other 

teachers? 

 

 

 

 

 

 

- Addressing his students with Mr. 

Q: Why do you call your student 

“Mr”? 

 

 

 

- Also teaching at the university 

Q: why do you also teach at the 

university? 
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Appendix 7: Ethical Approval Form 

 

 

  



 

285 

 

 

 

 

  



 

286 

 

  

 

 

 



 

287 

 

Appendix 8: Letter of Confirmation of Status for Researcher 

 

Bath BA2 7AY · United Kingdom 

 

Dr. Jim McKinley 

Director of Studies PhD/MPhil in Education  

Email: education@bath.ac.uk 

http: //www.bath.ac.uk/education 

 

19 December 2017 

 

Letter of Confirmation of Status for Rahmi, PhD Student in Education, University of 

Bath 

 

To Kepala Dinas Pendidikan Provinsi Aceh: 

This letter is to confirm that Rahmi, PhD student in Education at the University of 

Bath, is to conduct research in several senior high schools and vocational high schools 

in Aceh Province from 2 January to 30 September 2018.  

Please contact me at the email address below with any questions or concerns. 

Kind regards, 

Dr Jim McKinley     

Director of Studies for the PhD in Education 

Email: j.mckinley@bath.ac.uk    

mailto:j.mckinley@bath.ac.uk
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Appendix 9: Research Permission Letter from Aceh Province’ Department of 

Education 
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Appendix 10: The Sample of Consent Form 

 

PHD PROJECT CONSENT FORM 

 

Title of study: Professional Identity of Acehnese EFL Teachers: The Case of 

Practicing Teachers at Secondary Schools  

 

Researcher: Rahmi 

 

I consent to participate in the above project and: 

▪ confirm that I have read and understood the information sheet for the above 

project and the researcher has answered any queries to my satisfaction.  

▪ understand that my participation is voluntary and that I am free to withdraw from 

the project at any time, up to the point of completion, without having to give a 

reason and without any consequences.  If I exercise my right to withdraw, any 

data which have been collected from me will be destroyed. 

▪ understand that any information recorded in the investigation will remain 

confidential and no information that identifies me will be made publicly 

available.  

▪ consent to being audio recorded as part of the project. 

 

Name of participant:  

Signature:  

 

Date:  
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Appendix 11: Sample of Classroom Observation Notes (Abdul’s Case) 
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294 
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Appendix 12: Sample of Outside-classroom Observation Notes (Abdul’s Case) 

 

 

 

 



 

296 
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298 
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Appendix 13 

Interview Sample: Stage 1 

Participant: Raihan 

R: Researcher 

P: Participant 

 

R: Let’s start our interview session. Could you please describe your educational 

background? [The participant had briefly informed me about her educational 

background during an informal talk] Why did you decide to continue your Master’s 

degree at University Y (university name redacted]? 

P: First, the university is close to my town, Town X (town name redacted]. So, it made 

sense in terms of distance. Second, I think, in terms of financial reasons as well, the 

tuition fee of the programme was affordable; my study was self-sponsored. 

Therefore, I decided to continue my study at University Y because it is close to my 

hometown. 

R: What do you think about the programme that was offered at the university at which 

you studied? 

 P: I think it was good. The Master’s programme there was new. What batch was it? 

Hmm … it was new. 

R: In what year? 

P: In 2008. 

R:  I meant when did you start the programme? 

P: I started in 2008. After I graduated from my bachelor’s degree programme, I heard 

that University Y had just launched a new Master’s programme in English 

Education. That was why I was interested in starting my study at this university; the 

reasons were as I mentioned earlier, such as the location of the university being 

close to my hometown. 

R: How was the programme? 



 

300 

 

P: The programme that was offered there was related to language; I mean it was related 

to English education. The programme was comprehensive. The courses included 

linguistics, general courses as well. It also included education courses because it 

was an education programme. 

R: I see. 

P:  Yes, I studied SLA, Second Language Acquisition. And then, what else … I also 

studied the subjects related to TEFL. These certain subjects related to English 

specifically. I also studied general subjects, like statistics. And then, I also studied 

sociolinguistics.  I only got introduced to the topics. I did not study the topics in full 

detail.   

R:  Alright. How were your Master’s study experiences? 

P: The teaching process was quite good; I was taught by a ‘bule’ [foreign] lecturer. He 

collaborated with Mr. Z [lecturer name redacted], a local lecturer in my linguistic 

class. I was also taught by guest lecturers invited from other universities in 

Indonesia. I think it was good that my university cooperated with other universities; 

we got to experience learning with lecturers from outside Aceh. 

R: What was the teaching process like in your courses? 

P: Discussion was a common method in my classes. So, I think that this method was 

used by most of my lecturers. There was a different technique that was used by one 

lecturer; she asked my classmates and me to go to the beach, and we studied 

together there. I really enjoyed it; it was relaxing to study with this kind of 

environment. 

R: Who was she? 

P: She was a lecturer from lecturer from University W [university name redacted]. Her 

name is Mrs. X (lecturer name redacted]. My classmates and I asked her to take us 

outside the university so that we could study in different environments; she agreed. 

R:  I see.  

P: I gained more knowledge when I studied in the Master’s programme. So, I was 

impatient about wanting to apply the knowledge that I learned to teaching students. 
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Unfortunately, at that time, my status was not as a civil servant teacher; I had no 

opportunities to teach because I was working as a secretary in a company. 

R:  In what company? 

P: In a law firm, as a secretary and translator. 

R:  In this town? [the participant’s town] 

P: No, it was in the same city in which I studied. Therefore, I took a Masters’ 

programme which had study schedules on Saturday and Sunday because I worked 

in the company from Monday to Friday. Hmm, concerning my study experiences, 

while attending the courses, I could listen to my classmates, who were in-service 

teachers, talked about their classroom’s cases; they told us about their students and 

how their students learned listening, speaking, reading, and writing. I did not have 

such experiences because I did not teach; I wished to start teaching as soon as 

possible. My classmates’ stories influenced me to return to the teaching profession. 

Therefore, I was happy to continue my Master’s study in that university. However, 

I would have felt happier if I could have continued my Master’s degree overseas, 

like you [laughing].  

R: [Laughing]. Okay. Please let me ask you the next questions. Do you remember 

anything about your learning experiences that influence your current work as a 

teacher? 

P: Yes, I remember. What I remember from my own learning experiences is that we 

cannot force students to study. We have to understand the condition of our students 

in order to know the exact methods and techniques that we should apply in our 

teaching. That is something I remember from my learning experiences in the 

university. 

R:  Okay, are you interested in continuing with further study? 

P: Yes, I am so interested in continuing my studies. Why? Because life is short, and it 

is also taught in our religion that studying is never-ending. As prophet Muhammad 

said, “seek the knowledge from the cradle to the grave”. Although I do not want to 

take a doctoral degree, I do want to take a six-month short course. I want to share 
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knowledge with other people.  I want to meet different people overseas. What I told 

you is actually a real confession. 

R: I see. 

[Raining] 

P: Allahumma Shaiban nafi’an [Oh Allah, may it be beneficial rain]. May Allah accept 

my prayer. 

R: Amen, it is raining, the best time to pray. 

P: Yes. Really, I like learning something new and applying it in my classrooms. For 

example, when I joined teaching training in another city, I learned several new 

teaching techniques. When I returned home, I applied the techniques in my 

classrooms. 

R: By the way, why did you want to have short courses overseas? 

P: Why overseas? I think that my friends who studied overseas had more advanced 

knowledge. I wanted to be like them. The trainers from overseas must be different 

from the local trainers. Also, I want to see new places and cultures. I guess I would 

experience culture shock if I were overseas; but I don’t know, I really want to go. 

Allah has given me life for thirty-three years, I really want to see different things 

overseas. 

R: Okay, any specific country you want to go? 

P: Australia. I don’t know, I have really wanted to go there since my childhood; I 

listened to the Trio Kwek-Kwek song “Australia negeri wool” (“Australia, the 

wool country”), “Aborigin sukunya” (“Aboriginal people live there”). Really, I did 

want to study there. Seriously, to make my dream come true, I tried to apply for a 

scholarship there. However, my TOEFL score was not high enough to apply for the 

scholarship. You must know that scholarship, right? 

R: Scholarship Z? [scholarship name redacted] 

P: Yes. Hmm, Because of my TOEFL score [I did not get the scholarship]. I should 

have studied hard to improve the score. 

R: I see. 
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P: Unfortunately, if I knew this fact, I would have studied very hard when I was a 

student in a bachelor’s programme. 

R: Alright. The next question that I want to ask you … Was the teaching profession 

your first choice? 

P: My first choice was to study at a Medical Faculty to be a doctor. But I did not pass 

the entrance test so it [the medical profession] must not have been right for me 

according to Allah. I may not have been competent in the medical sector. Then 

finally, I passed in a teaching programme. I actually also liked being a teacher. 

R: How long have you been a teacher? 

P: 2011, 2018 … Seven years. 

R: Seven years? 

P: Yes, seven years. 

R: How long have you taught since you earned a Master’s degree? 

P: Same, seven years. Allamdulillah [thank God], it is easy to remember. After I 

finished my Master’s programme in 2011, I passed the civil servant test and became 

a teacher. That means I have taught for seven years. 

R: That means you already had a Master’s qualification when you took the test to 

become a civil servant teacher? 

P: Yes, well, I took the test to become a civil servant teacher with my bachelor’s degree 

qualification. Later, after I passed the test, I attached my Master’s degree title as 

my education qualification. 

R: Was that accepted? 

P: Yes, it was fine. For my formal identity as a teacher, I could attach my Master’s 

degree there. However, it took time and a process to get that degree attached; I had 

to follow some procedures.  

R: I see. What inspires you to teach? 

P: What inspires me to teach? Teaching is my hobby. I like standing in front of others 

to talk and teach. I like to talk. Even my mom told me that I often play-acted being 
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a teacher when I was a child. When I talked, I imagined that there were many people 

in front of me listening to what I said. 

R: How interesting is it for you to be an EFL teacher? 

P: I like English. I have been learning English since I was at elementary school. I like 

it. I like watching English programmes on television. I am really excited when I 

listen to someone who speaks English. So, I love the English language, including 

its style. 

R: What did you mean by “style”? 

P: Accent. When people speak English, their accent sounds unique. 

R: Do you still want to be a teacher in the future? 

P: Honestly, I am tired of being a teacher. 

R: Why? 

P: Currently, I feel more tired compared to the past. Now, the attitudes of students are 

more negative. I feel tired and bored. I think I still could  handle their behaviour for 

now, but I am not sure about the future, whether or not I will be able to deal with 

future students. 

R: What is your plan for your future career? 

P: I want to be an administrator working at an office, just dealing with documents. 

R: Alright. Besides your students’ attitude, are there any other reasons that have 

influenced your planning to leave the teaching profession? 

P: No. I don’t think so. 

R: Okay. What do you think about yourself as an EFL teacher? 

P: Hmm, I feel I still have many limitations. Therefore, I think there are many things 

I should learn, such as learning from workshops. Unfortunately, few workshops 

were held here. I believe that by joining workshops, my competence will improve. 

If I could study again, I would be better in the future. 

I: Could you explain the limitations that you think you have? 
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P: The lack of knowledge 

I: What knowledge is that? 

P: I think that I do not apply the knowledge that I got in my Master’s programme to 

teach my students. I know that as a teacher, I need to study as well. But because my 

students’ competence and motivation have been low, I think I do not need to prepare 

myself a lot before teaching. I just read shortly before teaching. I wish my students 

could be active, could be active in asking me questions. If they asked me many 

questions, I would be motivated to read and prepare myself. Let’s say, if they asked 

me the questions and I didn’t know the answer. So far, I am just relaxed in my 

classrooms with the teaching knowledge that I already have. But I think that I have 

forgotten many things related to teaching, even English itself. I think the manner of 

my students is so different from that of me and my friends when we were students. 

So, sometimes I allocate more my time to just educating my students. For example, 

sometimes, my teaching schedule is for 90 minutes; I allocate 45 minutes for 

advising my students, such as about having a good manner. 

R: Okay. You mentioned you want to join workshops in which you could learn. What 

kinds of workshops do you mean? 

P: The workshops that can improve the quality of teachers. Therefore, from such 

workshops I can learn again how to teach and present certain materials to my 

students; for example, how to teach writing or speaking because I think my students 

are shy about practising English. I think I need to explore these topics more deeply 

through workshops. 

R: How is your relationship with students, other teachers, administrators, and the 

principal at your school? 

P: Alhamdulillah [thank God], good. I am a new teacher here; not really new actually, 

I have already worked for three years at this school. I have adapted to all the people 

at this school. 

R: Where did you work before? 

P: For the first four years, I worked at a school in District Q [district name redacted], 

about forty-five kilometres from this town. After four years of working there, I 
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worked in another school, School H [school name redacted]; it is a boarding school. 

I was not there too long. After that, I started working in the current school. So, it 

has been three years of me working in this current school. 

R: Did you ask to move to these different schools, or did the education department in 

your location do that? 

P: I asked myself. Because the schools’ locations were very far from where I live. I 

was pregnant twice when I worked in those schools. It was not easy to commute 

between my town to the schools’ location, especially when I was pregnant. 

R: Alright. What do you think about your colleagues as EFL teachers? 

P: They are good, and we have good relationships. I like sharing and discussing with 

my colleagues about lessons that are difficult or unclear. We have also discussed 

our experiences in the classrooms. Sometimes, they [my colleagues] have admitted 

that they also get headaches during discussions about how to educate students. My 

colleagues had similar experiences; our students tended to ignore us in the 

classroom. 

R: Okay. Do you think all EFL teachers share the same position? 

P: What did you mean? Could you explain a little? 

R: I mean to ask whether you consider yourself similar to your colleagues, for example, 

in terms of status, education, etc. 

P: I think my colleagues have more knowledge than me; they also have more teaching 

experience. So, it is impossible for us to be similar. 

R: What knowledge? 

P: The knowledge that they’ve gotten from their teaching experience over many years. 

They must learn many things over the course of such experience; I do not have a 

lot of teaching experiences yet.  

R: Okay. How do you define a teacher who is professional? 

P: The definition of professional is actually broad. But as a teacher, I was obligated to 

meet teaching requirements before starting teaching. Some requirements even have 

to be met at the beginning of each semester. Therefore, in my opinion, 
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professionalism is already having teaching tools ready before teaching, for 

example, designing lesson plans. It is actually good, because I could match some 

teaching techniques and materials to my students. So, professional is ‘ready to go’, 

meaning that a teacher is ready to start teaching, with materials that have been 

already prepared. 

R: I see. 

P: And then, sharing among teachers could be also considered professional; I mean 

sharing about topics that can support teachers’ development. The teachers have 

good relationships with the school’s community and beyond. That is what I call 

professional. Also, if teachers have personal problems, they can still manage 

themselves and concentrate at work. Teachers have to try look okay and fit in front 

of their students because students want to see their teachers okay, funny, and happy; 

whether their teachers have personal problems or not, they do not know. If teachers 

can hide their personal problems in front of their students, their students will not 

ask themselves what is wrong with their teachers. 

R: I see. Do you think your Master’s degree influenced your status and role as an EFL 

teacher? 

P: Not really, just in terms of title or position. Yes, I think like that. 

R: Okay. My next question to you: do you work and teach according to administrative 

regulations? 

P: Yes, I work and teach according to administrative regulations. I work and teach 

according to what has been instructed by the school management. I was given 

nineteen hours. Five hours for English because there were several English teachers 

at my school, and I teach sociology for fourteen hours. I have to teach sociology 

because there is no sociology teacher at my school. 

R: That means that you are teaching sociology now? 

P: Yes. 

R: How did you come to teach sociology? 

P: How did I come to teach sociology? 
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R: Yes. 

P: First, because there is no sociology teacher in my school. Second, because there are 

very few teaching slots for English as a subject at my school; so, it is impossible 

for me to teach it for twenty hours. I have to teach nineteen, twenty, or twenty-four 

hours weekly. That is why I also became a sociology teacher. 

R: Okay. What about other English teachers? Besides teaching English, do they also 

teach another subject? 

P: Yes, they do. For example, one of my colleagues just teaches English for four hours. 

For the rest of her teaching hours, she teaches geography and arts. 

R: How did you learn sociology for teaching purposes? 

P: Sociology is a social science; it is not difficult to teach it. I just try to study specific 

terms in sociology. Since I know English, it is not difficult to learn the terms. For 

example, the topic is about culture in society. I have learned about cultural topics. 

So, it is not difficult. I just read the related topic before teaching. However, I have 

to be up to date with the current information and news in order to support my 

teaching. 

R: Okay. As an English teacher, how do you feel about teaching sociology at the same 

time? 

P: Alhamdulillah [thank God], I feel happy. I sometimes consider myself more a 

sociology teacher rather than an English teacher because I only teach English for 

five hours. I feel happy to teach sociology; I would not be happy if I were given the 

slots to teach other subjects. However, I would feel happier if I could teach full 

English because my teaching background is English. 

R: Alright. Do you always follow regulations, or do you sometimes question or oppose 

the regulations? 

P: Alhamdulillah (thank God), I am a good teacher. I have never opposed the 

regulations. I just follow the regulations. I just go with the flow. I just follow the 

existing regulations. 

R: Do you have any reasons why you do that? 
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P: Why should I oppose the regulations? If something is formulated, then I think I 

should follow it. I do not want to burden myself. If I break any regulations, I think 

I would not be able to deal with that. Therefore, why not I just follow the regulations 

seriously? 

R: Okay. Do you actively involve yourself in any change at your workplace? 

P: What change is that? 

R: Any kind, such as teaching, regulation … 

P:  I am not very active because I do not really like to do that. For example, I was 

offered a position as an advisor of the student union. I rejected it. I just like to focus 

on teaching. If I accepted such an offer, I would be busy with many activities 

outside the classroom. 

R: What do the advisors of the student union do? 

P: They should supervise and advise the activities of the student union’s members in 

each academic semester. For example, they would ask “Ma’am, do you think it will 

be okay if we have this activity and that activity at the end of this semester?”  

R: Okay. Do you try to change or innovate in your teaching? 

P: Yes, I always try. When I teach, I can see my students’ facial expressions or 

behaviour; I can see whether they are happy or not. Of course, I want to be 

considered by my students like this: “Alhamdulillah [thank God], I am happy when 

Mrs. Raihan teaches, I can get useful knowledge”. I hope that through my teaching, 

I can create exciting situation, so my students can have fun at the beginning of the 

class. I always try to do that. 

R: What kind of innovation is that? 

P: When I enter the classroom and I see them less enthusiastic, I sing together with my 

students or have a short conversation. 

R: Alright. Thank you very much. 
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Appendix 14 

Participant: Sulaiman 

Interview Sample: Stage 3 

R: Researcher 

P: Participant 

 

R: Thanks for your time! Today we will have a final interview for this research project. 

First of all, I would like to ask you some questions related to the observational data. 

When I observed you in your classroom, specifically in the third grade, I saw you 

allocated all of your teaching time to discussing the National Examination (UAN) 

questions from the previous years. Could you tell me about the purpose of teaching 

this content to students in the third grade? What are the differences between 

teaching in the third grade and teaching in the first and second grades? 

P: Thank you! In the third grade, teaching is directed towards making sure students are 

able to answer examination questions, including the Final School Examination 

(UAS) and Final National Examination (UAN).  So, there are the differences 

between teaching in the third grade and teaching in the first and second grades.  In 

the third grade, we [my colleagues and I] teach students by discussing the 

examination questions from the previous years, and we do not focus much on 

teaching other topics; this is because the success of the students at the end of their 

studies depends on whether they are able to answer the examinations’ questions or 

not. Therefore, the focus of our teaching, I mean it is not only my own teaching 

focus, but also my colleagues’ teaching focus, in the third grade is how to improve 

our students’ competence in answering the examinations’ questions.  

R: What about in the first and the second grades? 

P: In the first and second grades, the focus of our teaching is according to national 

curriculum guidelines. We focus our teaching more on some specific materials, not 

on discussing examination questions. If we ask them to answer questions, the 

questions are just parts of the exercise for the materials that we are teaching them 

at that moment. 
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R: Do you feel any pressure while teaching in the third grade? 

P: I have taught in the third grade for a long time. I do not think that there is pressure 

when I teach in the third grade. I just feel that teaching in the third grade is different 

from teaching in the first and second grades. In the third grade, I focus my teaching 

on discussing the questions of the UAN and UAS examinations.  

R: I see. How were the final examination results of your students? 

P: So far, all of my students graduated successfully. Actually, the UAN [National 

Examination] is not the only tool to evaluate the students at the final stage of their 

studies; their achievements in each semester also support them. This new policy has 

been applied for several years. 

R: I see. Based on my observations in your classrooms, I saw that you used Indonesian, 

English, and Acehnese as languages of instruction. Could you please explain your 

reasons for using these languages? 

P: I have been involved in the teaching profession for many years. I now use less 

English in my teaching; I had tried to use more English, but my students did not 

understand what I said because they had low proficiency in English. When I used 

English as the language of instruction, they looked interested for only a couple of 

minutes at the beginning of the class; After that, I could not get any further positive 

responses from them. Therefore, I started using more Indonesian in my teaching. 

Some other teachers have also asked me why I do not use full English in my 

classrooms; as I explained to you, I told them that my students’ competence was 

limited in understanding English.  Lately, English has only been taught for 2 hours 

a week to the students. That means that I meet my students only once a week; these 

limited hours for English as a subject are part of the 2013 curriculum application. 

Before that, English was taught for 4 hours weekly. Because of this limited time, 

the focus of teaching has to be on the content that the students can understand. So, 

that is the reason why I have chosen to use more Indonesian as the language of 

instruction. 

R: What content were you referring to? 
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P: Based on what is stated in the curriculum, the students should be taught English that 

they can use in basic contexts, for example, in daily conversation. They can practise 

how to go shopping or how to offer something. The sentences should be 

grammatically correct. However, my students could not hold such basic 

conversations; for example, when it came to asking a question, the students did not 

remember how to use “to be” or “auxiliary verbs”. As a result, I had to teach them 

“to be” and “auxiliary verbs” again, such as in “Can I help you, madam?” This 

sentence shows the structure of offering something, right? This kind of basic 

grammar forms a base for my students to learn English at the next level. 

R: Okay. What about the use of Acehnese in your teaching? Could you please explain 

your reason for using that language?  

P: We could say that Acehnese is our local language, right? It is a local language. 

Perhaps by receiving instruction in their local language, my students will remember 

more about what I said; they can hold that [the new information] in their memories. 

Most of my students speak Acehnese at home with their family. Some of them even 

also use Jamu language. Alhamdulillah [thank God] they get more interested in 

English due to my emphasis in incorporating Acehnese. Actually, I rarely use 

Acehnese, but I will keep using it so that the students understand my explanation 

more easily. 

R: If I am not mistaken, I saw you made jokes in Acehnese several times in your 

classes. Did you do that intentionally? 

P: Oh yeah. If we translate anything from one language to another, there is a certain 

sense of it that get lost in the translation version. Specifically, this affects particular 

expressions, such as jokes, and so on. I use Acehnese for telling jokes because jokes 

can be understood easily in a native language; also, it is suitable for the context I 

teach in. If I translate the joke to another language, its meaning might not be 

understood. Based on what I have read, in translation, it is true general meaning of 

a language can be expressed in another language. However, sometimes, there are 

some certain meanings that cannot be translated. If the jokes are expressed in our 

native language, automatically all of us will understand them. For example, my 

students are likely to know the Acehnese language very well because it is their 

native language; I do not need to explain any expressions in more detail. I often use 
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small jokes in the Acehnese language to help my students understand particular 

expressions easily. 

R: Okay. Why did grammar become one of your teaching foci? 

P: Throughout my teaching experience, I have taught students from grade one to grade 

four. I teach students in senior high school; that means that they [my students] have 

learned English in junior high school for three years. However, it is still not easy 

for them to create simple sentences in English. It is a bit problematic for me when 

I teach them. I have to re-teach them how to make a basic sentence, for example, 

how to create an interrogative sentence. Of course, there are some students who are 

able to create basic sentences in English, but most of them are not able to do so. 

Therefore, I adapt my teaching to my students’ condition; I re-teach them how to 

make basic sentences in English. 

R: I see. During my classroom observations, I saw you taught your students by using 

Grammar Translation Method. Why did you choose this method in your teaching? 

P: Grammar Translation Method is teaching a foreign language with our own 

language, right? This method is very suitable for teaching students who have low 

proficiency in English. That is why I use it. The students can understand easily what 

I teach because I explain using their native language. And then, when I ask my 

students to make sentences in English, it is not easy for them to do that. Therefore, 

in the examinations, I write some sentences in the Indonesian language; then I ask 

them to match them [the Indonesian sentences] with the English sentences that are 

available. Also, I ask them to analyse the grammar errors that exist in some 

sentences. If I ask them to create their own English sentences, it is not easy for 

them. 

R: Alright. In my school observation, I saw you met a university student. She gave you 

a thesis and then you gave your signature in it. Does that mean you also work at a 

university? 

P: Yes, I have taught at a local university for several years. However, I am a full-

time teacher at this school. At the university, I just work as a part-time lecturer; I 

only teach a few slots, and I do not teach in the morning because I want to focus on 

my work at school. I often tell my university students who are under my supervision 
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not to meet me at my school or my house because I do not have time if I am at 

home. However, sometimes because of deadlines and a need for just my signature, 

I allow them to visit my school. I never allow them to meet me at my school for 

thesis supervision because ethically that would not be good; my main job is as a 

teacher at this school. My students respect this request. I do not allow my university 

students to visit my house either unless it is an urgent matter. So, my university 

students who visit me at school just need my signature. I have approved their theses 

outside school. 

R: Okay. At what time do you teach at the university? 

P: I teach in the university in the afternoon after I finish my work at school. I teach for 

only a few hours at the university because few students study there. There are two 

bigger public universities in Town A [town name redacted]; most students from this 

town study there. There is also a private university in Town B [town name 

redacted]. Recently, the public universities have recruited more students to study 

there. Since more students from this town are interested in studying in the public 

university, my working hours in my university have decreased. In the last two years, 

I taught just one unit. 

R: I see. What subject are you teaching? 

P: I teach translation.  

R: Okay. Why did you decide to also teach at the university? 

P: The university where I work belongs to Organisation C [organisation name 

redacted; it is a big organisation in Indonesia]. I am a member of that organisation. 

My colleague in the organisation asked me to join the university. It is not easy for 

the university to find a local lecturer who had at least a Master’s qualification. 

Therefore, I accepted this position when I was offered it. Besides, since I am a 

member of the organisation, I felt that it was also my responsibility to teach in the 

organisation’s university. 

R: So you accepted the offer to teach at the university because you were a member of 

the organisation? 
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P: Yes, it was because I was part of the organisation. Also, as I had a Master’s 

qualification, and the university needed a lecturer with a Master’s degree who could 

teach English, I joined the university. 

R: Okay. When I was in your office, you told me “Look! My desk was so full. This is 

the sign that I am an active teacher”. Could you please clarify what you meant by 

that?  

P: I wish my workspace could be more comfortable, with a bigger desk. However, the 

condition of our school is like that. Every year, the number of students who want to 

enter our school increases. Moreover, many of them get rejected in the application 

process because we do not have enough classrooms. Considering the number of the 

students, I do not expect a big desk anymore; I just try to enjoy this condition. So 

that is why I made a joke like that. 

R: Okay. Now, I would like to clarify some statements that you mentioned in our 

previous interview; I hope you could give some further details. 

P: Okay. 

R: You said that what inspired you to be a teacher was that teaching is considered 

noble, and teachers have a place in society. Could you please explain a bit more 

what you meant by this? 

P: Every profession consists of specific expertise. My expertise is in teaching. To love 

this profession, I have to do my best when I work. To teach other people is a noble 

job. I had been a student myself, and I had been taught by my teachers. I could say 

[based on my experience] that relationships between teachers and students are not 

limited to only professional relationships; they could be more than that. A teacher’s 

duty is not only to teach, but also to educate. I do not think that this profession is 

better than other professions, but in the teaching profession, I could build a good 

relationship with my students. The students can be persuaded when I gave them 

advice; they might realise the meaning of this advice later in their life. When my 

teaching changes someone’s life positively, it means a lot to me. I also think that 

other professions are noble professions. For example, professionally, doctors help 

their patients and earned a lot of money; because of their dedication, they can save 

the lives of other people. With the teaching profession, I am also known by many 
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people. What I want to emphasise is that once we have gotten invested in a certain 

profession, we should try to enjoy it, and we should try to improve our competence 

related to the profession. 

R: You said that you are recognised by your students. What did you mean by that? 

P: I am recognised because of a student–teacher relationship. I teach human beings; I 

always recognise them [as human beings]. I teach students from grade one to grade 

three; they are my students. Based on my experience, I really recall my own 

teachers. Naturally, I think students can recognise their teachers easily. When they 

go home, they will tell their family about their teachers, their fathers, mothers, and 

so on. When I go to other places outside my town, I sometimes do not really 

recognise my students, but they greet me 'Pak' [how a male teacher is addressed by 

students], and then I go to another place, another student calls out 'Pak'. That kind 

of greeting makes me happy because I feel that my students respect me as their 

teacher. 

R: I see. In the previous interview you told me that you had gained a certificate as a 

school supervisor, right?  

P: Yes. 

R: Could you please tell me a little more about that? Do you want to be a school 

supervisor? 

P: Yes, I have taken the test to be a school supervisor. Alhamdulillah [thank God], I 

passed the test and was awarded with a certificate. But now I still need to fulfil 

several requirements to be a school supervisor. 

R: I see. Could you please describe your satisfaction with your current job as a teacher? 

P: As a teacher, what makes me satisfied is seeing the achievements of my students; 

for example, this year, my students were successful in studying in top universities 

and winning competitions.  Success is related not only to their studies but also to 

sports, the arts, and so on. Actually, I am satisfied with this teaching profession. 

Teaching is my profession; because of this profession I can work, I can gain income, 

etc. Another important point of satisfaction for me is when I see my own children 

being successful in their studies. I don’t think I would be satisfied if I saw only my 
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students being successful without seeing my own children being successful too. So, 

my job as a teacher is to support my own children as well as my students. 

R: As a teacher, why do you feel satisfied if your students are successful? 

P: It’s like this. For example, in small scope, if I give my students ten questions as part 

of an evaluation, they just could answer three, maybe two questions, that means my 

efforts to support them seem useless. Although many factors influence their 

achievements – teacher himself, the students themselves, their parents – it is not 

about that. It’s about my feelings. If they are successful, I feel I have done 

something beneficial for my students. 

R: I see. How has the government law or regulation regarding teachers has impacted 

your career as a teacher? 

P: I believe that the regulations are made based on considerations, experiences, and 

evaluations; the evaluations are based on previous cases. That means when the 

government makes a new regulation, there is an expectation that it will bring a 

positive change, improvement, etc. The regulations have impacted me as a teacher 

significantly because teachers cannot be separated from the government’s 

regulations. For example, the regulation obligates teachers to master some 

competencies.  Thus, we have to try to be competent [in those areas], even though 

the competencies of teachers can differ. Currently, we have to teach for 24 hours; 

that regulation impacts us. We have to stay healthy to be able to teach. We also 

need to keep learning since the challenges that we face becomes greater and greater; 

we do not know what the next regulations will be in the future. The regulations 

direct the teachers, for example how to use time, how to prepare teaching materials, 

etc. 

R: Because of the impact, have you tried to do anything to improve your career as a 

teacher? 

P: Yes, for example, after the launching of the teacher law, with the application of the 

K13 curriculum, I had to follow the development of the curriculum content. The 

current content regarding students’ evaluation is quite different from the previous 

content. It is more complicated now. The students should be evaluated based on 

classroom observations: what they do, how they behave. These types of evaluations 
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are more difficult because there are several instruments that should be applied as I 

teach. So, I have to follow such regulations from the government. Since we 

[teachers] have to follow the regulations, we also have to improve our quality, for 

example, in how we prepare teaching materials. I think it is very important for us 

to attend training that can improve our quality. I disagree with my senior colleagues 

who say “IT is for young teachers; it is not for us anymore”. I think all teachers 

should understand some basic IT knowledge for teaching because it is also part of 

teachers’ responsibility. Teaching today is not dictation anymore; teachers have to 

be able to show PowerPoint slides to their students. We have to adjust with the latest 

developments. 

R: In terms of sertifikasi, do you have enough teaching hours as stated by the 

government? 

P: Two years ago, I did not have enough teaching hours for sertifikasi. To deal with 

this issue, I had to teach in another school to get enough teaching hours for 24 hours. 

Before the implementation of the 2013 curriculum, we taught English for four hours 

weekly. However, after the implementation, we only taught English for two hours 

weekly. Because of the limited hours for English as a subject, the English teachers 

at my school did not have enough teaching hours. As a result, we had to teach at 

other schools which still needed extra teachers. 

R: Where did you teach to get extra teaching hours?  

P: At a local junior high school. 

R: I see. Could you please describe again how you see yourself as a teacher? 

P:  I think I am a teacher who still needs to learn more. For me, learning is everlasting. 

Related to my career development, I think to be able to develop myself, there are 

many aspects I have to improve. For example, I have to be open to the people in my 

school’s community. I also have to perform my duties fully according to what has 

been regulated. And then, I also need to get involved in students’ activities outside 

the classroom. I think that when I am able to perform all these aspects well, my 

school leaders will appreciate me more. What I want to emphasise is that to be a 

teacher, my responsibility is not only about my ability to teach my subject, that is 
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English, but also about getting involved in other aspects actively in the school 

community, for example, in social aspects, etc. 

R: I see. 

P: Specifically related to my relationships with my students, I respect my students. I 

think when I respect my students, they get a positive impression of me. It is not 

right when students lack ability in the subject that is being taught by a teacher, so 

the teacher underestimates them. I understand that my students come from various 

backgrounds; some of them are from poor or broken families. Therefore, I have to 

be able to respect the diversity of my students, including their competence. Anytime 

they do something positive, even if it is very small, I will praise it. 

R: I see. Anything else you want to say? 

P: With my advanced education, I could say that to be a professional teacher, I have to 

teach. However, teaching is not the only role of teachers. I also have to educate my 

students. According to what I have learned, the roles of teachers vary; one of them 

is as a motivator. The role of a motivator is to support those students who have low 

motivation in learning; a motivator helps students to be motivated in their learning, 

even though he might realise that his students are still less competent at the start. 

For example, I often motivated my students by sharing my experiences when I 

pursued my Master’s degree in the US. I told them that as long as we have great 

achievements in learning, we do not need to worry so much about the lack of money 

for continuing study; I shared with them some types of scholarships that are 

available. I also shared the stories of my friends who have been successful in their 

studies. The purpose of sharing this was to make my students more open-minded 

and successful in the future. 

R: You have a full-time job as a school’s teacher; you also have a part-time job as a 

university’s lecturer. In terms of having two different jobs, how do you describe 

yourself? 

P: I put everything in its own place. At school, my position is as an educator; a teacher 

is different from a lecturer. A lecturer has less of a role in terms of educating; a 

lecturer has more of a role in terms of teaching, community service, and research. 

At school, I have to be an educator and a motivator to my students in order to 
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support their learning for the sake of their better future. That means, at school, I 

position myself as a teacher whose role is primarily to guide my students towards 

building good character. At the university, I do not have much time; I just focus on 

my role to teach the students. 

R: Okay, thank you very much. 




