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Abstract
The purpose of this study is to investigate the ide ifsof English as a Foreign Language (EFL) teachers in Iran during the
induction year, focusing on two major rgésuitment/athways. Farhangian University is a state-run teacher training institution
offering a four-year program, while Artic is ck Ministry of Education initiative providing short-term training for
teachers from varied backgrounds. Employi tivity theory as the conceptual framework, this study examines how these

Iranian EFL teachers, it wa$*found t
experience, institutional expectations, ocio-cultural issues. The findings indicated that the teacher trained at Farhangian
University benefited fr ruc edagogical preparation, while Article 28 teachers often experienced sudden identity
changes due to insuffici re-ser training. The study also emphasizes the need for teacher education programs to balance
cal teaching experience, provide stronger institutional support, and encourage professional
ith some recommendations for further research, the implications for L2 teacher education programs, EFL
inistrators are discussed. The findings offer valuable insights that inform ongoing discourse on

The question “Who am 1?” resonates deeply with teachers, as their self-perception, encompassing beliefs, values, and
classroom roles, is critical in shaping their identity. Research suggests that identity construction cannot be fully understood
without considering meaningful interactions with colleagues, students’ parents, and the surrounding environment (Beijaard et
al., 2004). As such, “identity is not something one has, but something that develops during one’s whole life” (p. 107). Over the
past two decades, language teacher identity has emerged as a significant area of interest in empirical studies, highlighting that
the formation of identity is an evolving, continuous, and progressive process (Pennington & Richards, 2016). Assessing the shift
of teacher identity enables teacher educators to gain insights into the transformations teachers undergo and adapt educational
resources to address their specific requirements (Haghighi Irani et al., 2020). This assessment becomes particularly significant
when considering the early stages of a teacher’s career, where professional growth is most dynamic and vulnerable.



Understanding this shift, particularly through the first year of teaching (often termed the induction year) is essential, as this period
represents a crucial stage in a teacher's career during which their professional identity begins to become more established.

Simultaneously, the global issue of teacher shortages has become a longstanding issue affecting education systems
worldwide (Craig et al., 2023). This shortage threatens instructional quality and student outcomes, as teacher quality is a key
predictor of student achievement (Williams 11 et al., 2022). To address shortages of educators, some educational systems have
adopted alternative recruitment pathways that emphasize rapid placement over comprehensive pre-service training. Teacher
educators contend that many of these alternative routes often prioritize speed over thorough preparation, leaving teachers
inadequately trained for classroom demands (Darling-Hammond, 2006). Such rapid preparation programs often leave novice
teachers inadequately equipped, potentially influencing their professional growth and identity shift. The interplay between
inadequate preparation and identity formation warrants further exploration, particularly during the critical induction year.

to address immediate staffing needs (Hejazi et al., 2024). While both pathways aim to prepare teachers for si
their contrasting structures and objectives offer a unique opportunity to study the interplay between tea
identity formation. Understanding how these approaches address teacher shortages and their impa
formation provides valuable insights into broader educational challenges. However, while much res has\focused on teacher
identity broadly, less attention has been given to how specific recruitment pathways and their seci contexts influence
this process, particularly during the vulnerable induction year.

professional identity shift, making the study relevant for poﬁyma e d edticators worldwide.
The study addresses the following questions:

1. What is the impact of Farhangian University and Article 28 recruitment pathways on the professional identity shifts of

novice EFL teachers during their inductio .
2. What factors, including the cha es e ntered, shape the identity shifts of novice EFL teachers recruited through
Farhangian University and Articl dur induction year?
Literature Review

Theoretical Perspectives obLang ge Teagher Identity

Researchers have stu tea dentity from many different perspectives (McConnell, Tian, and Yazan, 2023). One
challenge in defining lal ge t identity arises from various ways "the concept" has been interpreted over time. In the
early to mid-20th centu enti s primarily used in psychoanalysis to describe an individual’s unique self-image (Freud,
1961/19009, as cited ig*Ols 8). In this context, identity may have once been viewed as an independent concept shaped
al. However, it has evolved over time to encompass not only personal aspects but also social and
professional dimensi f one’s self. Teachers build their identity through engaging with social and cultural contexts (Gholami
etal.,

For instance, an individual may take on the identity of a teacher when entering the classroom and embody the identity of a
colleague in the teachers’ lounge (Pennington & Richards, 2016).

A holistic understanding of a teacher's professional shift recognizes that becoming a language teacher involves not only
acquiring pedagogical knowledge and skills but also shaping one's professional and personal identity (Yazan, 2024). Through
analyzing the literature on teacher identity, Yazan (2018) attempted to aggregate different definitions and theories regarding the
concept of teacher identity, including teacher cognition, teachers' engagement in communities of practice, contextual influences,
teacher biographies, teacher emotions, and teacher learning. While each plays a role in shaping identity, teachers’ learning
experiences and teaching practices are the focus of this study as they play a central role in the dynamic shifts that occur during
novice teachers’ induction year. This connection between identity, learning, and teaching suggests that understanding teacher
identity is crucial for designing effective teacher education programs. By better understanding how teachers perceive themselves



and their roles, and how this role might evolve over time, more relevant and impactful teacher education programs can be created
(Beauchamp & Thomas, 2009).

Novice Teachers’ Identity Shift through Teacher Education Programs

Developing a professional identity is a critical aspect of novice teachers’ transition into the teaching profession. Teacher
education programs (TEPs) are indispensable for this transition, as they equip pre-service teachers with the pedagogical
knowledge, classroom management skills, and reflective tools necessary for effective practice (Boojari et al., 2023; Darling-
Hammond, 2000). When such training includes authentic teaching experience, it can substantially improve novice teachers’ sense
of efficacy and preparedness (Faez & Valeo, 2012).

Examining these programs through the framework of teacher identity and their effects on pre-service teachers'
professional shift, Mingyao (2022) found that emotional feedback during practicum strongly impacts pre-servi

motivation and a sense of self Similarly, Nguyen and Yang (2018), using activity theory, showed that profession tity
develops through interactions with mentors, supervisors, and students, involving ongoing negotiation and adapt . Shiyand
Senom (2024) conducted a study on Chinese EFL teachers’ identity evolution after participating in teacher education rams.
The results suggested three phases of identity evolution before, during, and after teacher education program cialization,

reflection, and practical support in the program.

While interpersonal and institutional influences are important, the actual entry into real clas s often acts as a turning
point in novice teachers' identity shift. Real classroom encounters often challenge pre-service geachess: r assumptions. Zhu
et al. (2019) illustrated how student teachers’ metaphors about teaching change from idealiz more grounded representations
after field practice. Similarly, Nghia and Tai (2017) showed that the gap between e NS eal conditions requires novice
teachers to adapt and negotiate their beliefs and practices, an identity-shaping
programs.

teachers are crucial for their career shift and professionalisrbgive
knowledge, acting as role models, facilitating instruction, evaluati

EFL teachers of Farhangian University through a Vygotskian s Itural lens. The results indicated that student-teachers’
professional identities are not static and influenced by personal beliefs, cultural context, their own self-image, learning
entor teachers. Regarding teachers’ identity evolution through TEPs,
Haghighi Irani et al. (2020) examined pre-service feaghers Aprofessional identity transformation throughout a structured teacher
education program divided into three S: i

with teachers moving from merely evaluating teaching outcomes to

focusing on effective teaching delivery and classkgom practices.

Despite the value of these findings, §evéral gaps remain unaddressed. For instance, while studies such as Nguyen and
Yang (2018) and Nghia afd Tai (2017 e highlighted the dynamic nature of pre-service teacher identity shift during
internships, less attention has g the critical induction year, which marks the transition from training to practice.
Moreover, research on t rid hift often focuses on Western or East Asian contexts (e.g., Mingyao, 2022; Shi & Senom,
2024), leaving the major, ion of the global south countries underexplored. Consequently, the distinct structural and contextual
niversity and Article 28 recruitment pathways in Iran, and their influence on novice teachers’

e professional identity shift of novice EFL teachers in Iran and contributes to the broader understanding
and contextual factors shape teacher identity.

ooted in Vygotsky’s sociocultural theory, activity theory provides a multidimensional lens through which to explore
human action, learning, and identity. It emphasizes the interplay between individuals and their socio-cultural environments,
offering a comprehensive framework to examine how teachers' identities change through their engagement with institutional,
interpersonal, and material elements (Engestrém, 2001; Yamagata-Lynch, 2010). At the core of activity theory is the activity
system, which includes six interconnected components of subject which refers to the individual or group engaged in the activity
(e.g., novice EFL teachers during their induction year); object denotes the goal that the subject is going to achieve (e.g., the
transformation of a professional identity influenced by recruitment pathways and teaching experiences); tools include both
physical and conceptual tools used to achieve the object (e.g., training and curriculum provided by the TEPS); rules are social
norms and institutional policies (e.g., expectations set by Farhangian University or Article 28 recruitment programs); community
refers to the group or organization to which the individuals belong while participating in or carrying out the activity (e.g., EFL
peer teachers at Farhangian University and Article 28, stakeholders, school administrators, and mentors or supervisors); and



division of labor refers to the allocation of tasks and responsibilities among members of a particular community, including their
designated roles and the dynamics of power relations within the group (e.g., L2 teaching) (see Figure 1). These components
constantly interact, and contradictions or tensions often arise within or between them. For instance, a novice teacher might
experience conflict between their personal teaching beliefs (subject) and the rigid curriculum mandated by the education system
(rules), or between their theoretical knowledge from pre-service training (tools) and the unpredictable realities of large
classrooms (object) (Nguyen & Yang, 2018). According to Engestrdm (2001), such contradictions are not simply obstacles, they
are driving forces for change within the activity system.

A key mechanism within activity theory is mediation, the use of tools to navigate or resolve contradictions. Novice
teachers use available tools, such as peer collaboration, technology, prior experience, or even informal support networks to bridge
the gap between institutional demands and their own teaching identity. This process is particularly critical during the induction
year, when new teachers are adapting to their roles in unfamiliar institutional and social settings (Hoominian Sharifabad et al.,
2021).

Activity theory highlights that novice teachers’ identities are shaped by the cultural and institution,
recruitment. For instance, Farhangian University emphasizes reflective skills, while Article 28 focuses onfadaj
contrasting approaches lead to different identity development paths (Haghighi Irani et al., 2020). Furtherm
emphasis on historicity provides valuable insights into how teachers’ prior experiences, cultural
histories influence their professional identity. This perspective is particularly relevant for understal the]diverse trajectories
of novice EFL teachers in Iran, whose identities are shaped not only by their current contexts 0 byftheir individual and
collective histories as learners and educators (Karimi & Mofidi, 2019).

Accordingly, our study used activity theory as it offers a multidimens

perspective on teacher identity shift,
emphasizing the dynamic interplay between individual agency and socioculturz ;

Figure 1
Complex model of an activity system (Engestrém, 2015, p. 203). A

Instruments

Subject Object

Rules Community Division of Labor

Bxxamining novice EFL teachers’ induction experiences through the lens of activity theory, this study provides a
comprehensive understanding of how professional environments, mediational tools, and institutional structures, shaped by
different recruitment pathways, contribute to identity formation. It also explores how teachers manage the tensions between their
initial self-perceptions and the professional roles they are expected to adopt during their first year of teaching.

Method
Context and Participants

Teacher shortage in Iran is primarily addressed through two major pathways: Farhangian University and Article 28,
both of which aim to prepare educators for public schools. Farhangian University, a formal teacher training institution offering
structured pedagogical education, and Article 28, a policy allowing non-education graduates to enter the teaching profession after



passing exams and brief pedagogical workshops. These two pathways represent the primary means through which English
teachers are prepared and deployed in public schools across the country (Hejazi et al., 2024; Tavazoei & Razmjoo, 2021).

To examine how various recruitment pathways into teaching affect shifts in novice teachers’ professional identities
during their induction year, three Iranian EFL teachers currently teaching in Kermanshah, a city in western Iran, were deliberately
chosen through purposive sampling (Ary et al., 2019). Narrative inquiry does not follow strict rules for determining sample size,
as the focus is on exploring the narrator’s culture, experiences, and identity (Sarfo et al., 2021). Therefore, selecting three
participants aimed not at generalization but at gaining rich, contextual insights into how novice teachers’ identities evolve during
their induction year across varying institutional settings. These participants were treated as an individual narrative case to reflect
key variations in recruitment pathways and prior teaching experience. Ali, a 25-year-old teacher from Farhangian University,
Maryam, a 30-year-old teacher recruited via Article 28 with no prior teaching experience, and Mohammad, a 32-year-old teacher
recruited via Article 28 who had completed teacher training courses (TTCs) and taught in private language institutes but had no
experience in teaching in the public-school sector, participated in the study. Pseudonyms are used throughout the study sure
participants’ confidentiality and comply with ethical standards. The data collection process was conducted betwee and
December 2024, allowing for insights into teachers’ experiences at different points in their professional jou

Design and Instruments

This study adopted a qualitative narrative inquiry approach to examine how the professio entities’of novice EFL
teachers are shaped during their induction year, with a particular focus on the recruitment pathw oughiwhich they entered
the profession. Therefore, the purpose was not to compare two statistically balanced groups but {6'ge -depth, contextually
situated narratives of professional experience. While not longitudinal, the study colle a single point in time using two
instruments of a narrative frame and a semi-structured interview.

Narrative inquiry focuses on human experiences as shared throug
individuals perceive and interpret their world (Clandinin, 2006; Webster & Merto
“thinking narratively means that everything needs to be seen in temporal flow. Narra enomena are not seen as existing in
the here and now but, rather, are seen as flowing out of the past and into the future” (p/223). By analyzing participants' stories,
this study sought to uncover how individual and contextual factors the formation and evolution of their professional
identities.

roviding a framework to explore how
07). As Xu and Connelly (2009) noted,

The narrative frame consisting of 12 open-ended gro
induction-year experiences, identity shifts, and the influence o
and narrative inquiry, the prompts were reviewed by a domain e
study’s objectives. The expert feedback, consistent with Shenton’s

to elicit written reflections on their motivations,
itment pathways (Appendix A). Grounded in activity theory
enhance its clarity, coherence, and alignment with the
004) guidelines for ensuring trustworthiness in qualitative

research, strengthened the credibility and confirmabilif§p of the instrument by ensuring it elicited rich, relevant, and authentic
narratives.

To gain deeper insights into parti ts’ es, a semi-structured interview was conducted with each participant.
The interview questions were individually tai based on responses to the narrative frame, allowing participants to elaborate

on critical incidents, identity shifts,
community norms, and role expect
reviewed by a domain expe'(Appe

ence of contextual and institutional factors, such as mediating tools,
ions, as\framed by activity theory. To ensure clarity and relevance, the questions were
ices ).

The combination of these i ts provided rich, self-reported insights into how novice teachers understand and articulate
their evolving professionaliidentiti ithin differing institutional contexts.

Data collection an aa S

To address esearch questions, data were collected in two phases, using two qualitative instruments: a written
e and a folfow-up semi-structured interview. Each participant was asked to complete a narrative frame in Word
i em to reflect on their experiences with one of the two major recruitment pathways, Farhangian University

allowing for deeper exploration of the unique aspects raised by each participant. The interviews were conducted in Farsi, the
participants' native language, and guided by open-ended prompts focused on identity shifts, institutional experiences, and critical
incidents. Each interview lasted between 25 and 40 minutes, was audio-recorded with permission, and later transcribed for
analysis. This dual-method approach enabled a richer, multi-layered understanding of participants’ identity shift by combining
written narratives with spoken reflections.

The data analysis process followed Braun and Clarke’s (2006) six-phase model for thematic analysis: (1) familiarization
with the data, (2) generating initial codes, (3) searching for themes, (4) reviewing themes, (5) defining and naming themes, and
(6) writing up. Both narrative and interview data were analyzed using this framework to ensure methodological consistency. The
analysis was conducted in two stages, corresponding to the two data sources. To enhance credibility and dependability, a second
researcher reviewed the coded data after the initial analysis. A collaborative discussion was held to compare interpretations,



resolve discrepancies, and refine the coding framework, ensuring alignment with the participants’ lived experiences. As
emphasized by Nowell et al. (2017), thematic analysis is a recursive and flexible process, allowing for movement between phases
as needed to capture the complexity of participants’ identity shift.

Ethical Considerations

All participants were informed about the purpose and procedures of the study, including their right to withdraw at any
time without penalty. They were also assured of the confidentiality and anonymity of their responses. Pseudonyms were used
throughout the study to protect their identities and maintain ethical standards.

Results

This study aimed to investigate how EFL teachers’ identity develops through different pathways of Farhangian
University and Article 28 in the light of activity theory and to identify the key factors that influence this shift. The results are
outlined below to address the research questions explored in this study.

Identity Shifts of EFL Teachers During the Induction Year

Focusing on the first research question on how EFL teachers’ identity evolves through the
the findings from narrative frames and interviews reveal that at the beginning of their careers, all t

thought of myself as a person who must create hope, cover the syllabus, use €
Reflecting on my teaching journey, | now see myself as a teacher who should no
English but also focus on students’ emotional aspects. | continued teaching based on the
than being flexible in teaching and materials of teaching.”

e effectively, and transmit knowledge.
transfer materials related to teaching
es of the Ministry of Education rather

Similarly, Ali, an experienced teacher from Farhangian Univgrsi ted in the narrative frame:

“As I started my teaching, | believed that my role as an En_ teal
students, to finish books, to fill class time, and to transmit kng e.
role and unable to do what I had envisioned because of the schoo

s t@ create hope and zeal for life and studying in my
, | think of myself as a teacher far from my idealistic
jronment.”’

Maryam, an Article 28 teacher without prior experience, also reflected in her interview:

“As I started my teaching, I found that real.classes
but after entering this profession, | fou
couldn’t use them due to the expectations o,
but contextual factors do not let me sho

diffekent from what I had in mind. I thought students’ levels were suitable,

i me approaches | learned through Article 28 were not practical. |
and school members. I now see myself as knowledgeable in teaching,
. I see myself far from the ideal teacher I had envisioned.”

However, the exte
teacher with no prior experi

to whigh this shift occurred varied among the teachers. The analysis indicated that the Article 28
cede the most dramatic shift in her professional identity. Entering the profession with
an idealized perception of te ickly realized the gap between her expectations and the classroom realities. The
absence of prior teachin d lack of practical training in her pre-service program left her feeling overwhelmed and
unprepared. Maryam st i interview:

“The first thing all d at the beginning was that we were confused and didn't know what to do. | tried to search the
Internet to use bette ching methods, use teaching aids such as PowerPoints and videos to be a creative teacher. | was really

By the end of the induction year, Maryam’s identity evolved from that of a complete novice to a more self-assured teacher who
had devel@péd basic pedagogical skills. However, she still felt constrained by contextual limitations, such as institutional
expectations and large class sizes.

For Mohammad, an Article 28 teacher with prior experience in private institutes, the transition was more of an adaptation
than a reinvention. While he initially felt confident in his teaching abilities, he soon realized that the expectations of public
schools differed significantly from his previous work experience. He struggled to balance student engagement and Ministry of
Education guidelines, leading to a gradual shift in his teaching identity. He exemplified in his interview:

“Large classes, irrelevant material, lack of motivation in students, caused the material not to be conveyed well; chaos
would arise in the class, and learning would not be practical. Given my prior teaching experience, | divided the class into groups
of 5, and in addition to the material in the book, | added material related to the students' interests, such as various sports although
I had to follow the syllabus of the Ministry of Education”.



While his prior experience provided classroom management strategies, his identity shifted toward a more adaptable and
context-sensitive approach. Unlike Maryam, he had a stronger initial sense of professional identity, which allowed him to modify
rather than reconstruct his teaching philosophy.

On the other hand, Ali, the Farhangian University-trained teacher, experienced a more structured and theoretically
grounded transition into the profession. His university education had provided a strong foundation in pedagogy, but the realities
of the classroom required practical adaptations. Ali mentioned this point in his narrative:

“Farhangian University has a big effect on shaping the identity of teachers. Since starting there as a freshman, the students’
concern is about teaching: What should | do as a teacher? How should | behave? What is a teacher? Who is a good teacher?
There are bunches of PCK (pedagogical content knowledge) courses about teaching with various professors.”

This strong theoretical foundation enabled him to adapt his teaching methods to the practical realities of th ssroom.
Furthermore, the program's emphasis on educational theory resulted in a graduate demonstrating a deepef t ical
understanding and a stronger professional identity.

Findings also suggest that unlike the Farhangian University graduate, the Article 28 teachers expres atisfaction
with the pre-service training they received. They felt it focused too much on general educational ogy ,and general
pedagogical theories, and not enough on practical methods for teaching English. Both teache nprgpared for real
classrooms, struggling with implementing lesson plans due to resource limitations and administr constraints. The teacher
with some prior teaching experience adapted more readily, whereas the novice teacher experienéed ificant frustration due to
the disconnect between theoretical training and practical classroom demands.

Factors Influencing ldentity Shift

While the previous section focused on how professional identities ch
addresses the second research question by highlighting key factors that contributed

during the induction year, this section
se identity transformations.

Theoretical vs. Practical Training Mismatch

One of the most critical factors shaping teacher identity was t
experience. While the Farhangian University teacher expressed dis
19, he credited PCK courses and peer collaboration for his abiljty to a

tween theoretical training and practical classroom
over the lack of practical training due to Covid-
i mentioned in his interview:

“One of the biggest academic shocks was the pandemic. We practicums that bridged theory and practice. During
practicums, we observed and taught at schools, then discussed oup’experiences at university with classmates and professors.
Besides, we had 19 lessons, including 27 PCK units, e were the most influential courses for our teaching skills.”

In contrast, Article 28 teachers f
ELT strategies, leading to difficulties in

d dugito an overemphasis on psychology and sociology instead of practical
om entation. Mohammad explained in his narrative:

“The training I received through Articl ] pare me because it emphasized psychology over teaching methodologies.
It shifted our focus from teaching stugén onal needs to prioritizing emotional and psychological concerns.”

onstraints

Teachers in bo ed institutional barriers that affected their professional growth, including large class sizes,
lack of resources, and ri ive expectations. In her narrative, Maryam shared:
“Looking back, thegelwas a ent when I realized that the approach that I had in mind wasn’t applicable in a large class.
Chaos ensued, an d to modify my approach based on student feedback, even though my initial method wasn’t necessarily
bad.”

imited school resources impacted teachers’ motivation and self-efficacy. Maryam further explained in

“I wanted\to give worksheets to my students every session, but the school’s photocopier was broken, and printing outside was

expensive.JThese limitations made me question my effectiveness as a teacher.”

In addition, Article 28 teachers reported having little autonomy in lesson planning due to rigid Ministry of Education
guidelines. They struggled to balance standardized curricula with innovative teaching methods, leading to a conflict between
institutional expectations and their evolving teaching philosophies. Mohammad advised new Article 28 teachers in his narrative:

“Expect the strict syllabus of the Ministry of Education and be prepared to teach based on that. I now see myself as a teacher
who must follow government guidelines rather than being flexible in my teaching.”

The Role of Peer Support and Self-Learning

Despite these challenges, peer collaboration played a crucial role in teacher identity shift. Teachers from both pathways
relied on their colleagues for support, motivation, and professional adaptation. Maryam reflected in her narrative:



“The coursework I went through in Article 28 training impacted my identity. When interacting with other teachers, I realized |
wasn’t the only one facing these challenges. This collaboration changed my perspective on teaching, classroom management,
and feedback strategies.”

Similarly, Ali from Farhangian University highlighted the significance of peer discussions in his narrative:

“As I continued teaching, my hopes diminished. My only source of motivation was my university classes and discussions with
colleagues who shared similar experiences and getting help from university professors some of whom were also school teachers. ”

Discussion

This study investigates how EFL teachers trained through different programs (Farhangian University and Article 28)
experience shifts in their professional identities during their first year of teaching. Employing activity theory (Engestram, 1987),
the study examined the fluctuations teachers experienced in their identity during the induction year of their teachi iti
all teachers saw themselves as authoritative figures and knowledge transmitters, a view often associated with t
teacher-centered roles (Beauchamp & Thomas, 2009; Varghese et al., 2016). However, classroom realitj
disengagement, large class sizes, and limited resources challenged these perceptions, prompting participants te their
identities. These findings support the view that teacher identity is fluid, context-bound, and constantl er gonstruction
(Pennington & Richards, 2016; Thomas & Beauchamp, 2011). In line with this, Varghese et al. (201 acher identity
is negotiated at the intersection of the individual, institutional, and sociocultural. In this study, icipants’ reflections and
teaching practices evolved in response to institutional expectations, classroom dynamics, and t beliefs, confirming
identity as a dynamic and ongoing process.

Activity theory also provides a valuable framework for analyzing the enges an uggles individuals face by
examining the interplay between the various components of an activity system * bjects, objects, tools, rules, community,
and division of labor. The teachers (subjects) in this study function within acti stems where their goal is to become an
effective and competent EFL teacher within the constraints of the institutional and edueational system (object). Their identity
fluctuates through pedagogical knowledge and teaching strategies (tools), institutional policies and expectations (rules),
colleagues, students, and administrators (community), and the hierarchigcal structure within schools, where teachers have some
responsibilities while navigating institutional expectations, mentorsh, ures, and peer collaboration (division of labor).
Among the three participating teachers, Ali and Mohammad‘rimar' ith their own roles, tools, and goals, developing
their identities based on internal adjustments rather than externakinflue . Jn other words, Ali approached identity shift through
structured pedagogical tools such as PCK courses and, despit ial frustration due to the lack of practicum during COVID-19,
he relied on internal motivation and theoretical knowledge to brid gap between theory and practice. Mohammad began his
career with a knowledge-transmission approach but later adjusted his identity based on classroom realities. He used his prior
teaching experience as a tool to refine his methods, ing on student needs rather than external institutional demands.

pressures, institutional policies, and administrative constraints and felt
tity ealizing that her pre-service training had not prepared her for real
classrooms. Institutional constraints such as | class sizes, limited resources, and rigid curricula further restricted her ability

identity tensions. These findings als
shaped by the specific contex
saw himself as the prim
of addressing students'

chers work. For example, Mohammad, an experienced Article 28 teacher, initially
in the classroom. However, through his teaching experiences, he recognized the importance

teaching profession.

The findings of the study also emphasize a misalignment between theoretical and practical aspect of the teacher
recruitment pathways and how it could affect teachers, particularly Article 28 teachers who reported the overemphasis of the
program on the educational psychology rather than practical strategies to use in the classrooms which leads to difficulties in
employing effective teaching strategies. This represents a contradiction between the tools (teacher training) and the object
(effective classroom teaching). The absence of practical strategies in the Article 28 program left teachers unprepared,
requiring them to develop their identities through experience rather than training. This finding aligns with Nguyen and Yang
(2018), who mentioned that pre-service TEPs should integrate real world teaching situations to ensure better professional shift.

Institutional expectations and administrative constraints are other important factors in shaping teachers’ identities
especially for Article 28 teachers who struggled with the rigid syllabus of the Ministry of Education which restricts their ability



to implement innovative, student-based approaches in their classrooms. This finding represents a contradiction between the object
(becoming an effective teacher) and the rules (institutional policies that restrict teachers’ autonomy). The finding in this regard
is consistent with Nghia and Tai (2017), who found that novice teachers experience identity tensions when their personal teaching
beliefs clash with institutional policies.

Despite these challenges, teachers actively engaged in peer collaboration to navigate identity struggles. Both Maryam
and Ali, found motivation through discussions with colleagues, which helped them refine their teaching identity. Within the
framework of activity theory, prior experience functioned as a mediating tool, and peer collaboration served as another mediating
artifact, enabling teachers to resolve contradictions and adapt to their professional roles. This echoes Wenger’s (1998) emphasis
on the concept of "communities of practice,” where teachers construct their identities through interactions with peers and shared
experiences. These identity shifts are visually mapped in Figures 2, 3, and 4, which represent the activity systems of Ali, Maryam,
and Mohammad. Figure 2 shows how Ali drew on theoretical tools and internal motivation to manage classroom challenges.
Figure 3 highlights Maryam’s struggles with institutional constraints and her reliance on peer support due to lack/of
training. Figure 4 illustrates how Mohammad used prior teaching experience to balance institutional expectationsi
needs. These visualizations help the reader see how different mediating components shaped each teacher’

within their recruitment pathway.
/ , \

Instruments
(Pedagogical Content Knowledge
PCK) courses
Mentorship from university professors
Outcome
|:> Teacher identity development
Subject Object
Trained teacher at : Becoming a knowledgeable
Farhangian University and effective teacher
Rules Division of Labor
Ministry of Education policies Community Ali as a teacher, professors at university,
Structured Farhangian University professors, workplace managers
University curriculum peers, school colleagues,
School regulations students,
Figure 2. Representation of an activity rWective on Ali, the teacher trained in Farhangian University
[
Instruments

Article 28 training
Internet resources
Peer discussions

Outcome
|:> Teacher identity development
Subject Object
A novice teacher entered ) Becoming a competent and
the profession through effective teacher
Article 28
Rules Division of Labor
Rigid school policies dictated Community School administrators and Ministry policies
by the Ministry of Education School administration strictly controlling her teaching role, leaving
and senior teachers little room for autonomy.

Figure 3. Representation of an activity theoretic perspective on Maryam, the teacher trained in Article 28 with no prior experience



Instruments
Experience from private institutes
Classroom management techniques

Outcome
I:> Teacher identity development
Subject Object
A teacher trained in Article 28 Becoming an adaptable and effective teacher
with some years of experience, who can balance student engagement with
institutional expectations.
Rules Division of Labor

Ministry of Education Policies Community Having more autonomy than a novice

School Expectations to School Administrators, teacher but still constrained by Ministry
complete the syllabus on time principals, colleagues, policies and school expectations. A

and students

Figure 4. Representation of an activity theoretic perspective on Mohammad, the teacher train@ic 28 with prior
experience

Conclusion

Framing these findings through activity theory highlights the complex 6 nat teacher identity shift. The
results emphasize that teacher identity is fluid and shaped by a range of facté as prior/teaching experiences, the gap
between theoretical and practical training, institutional limitations, and collaborativelihteractions with peers.

While the Farhangian University graduate experienced a smoother transition dugito their structured pedagogical training,
Avrticle 28 teachers faced significant challenges bridging the gap between theory and praCtice. Their struggles were largely shaped
by institutional constraints and limited classroom autonomy, leading t ions in their professional identity shift. Therefore, it
can be concluded that Farhangian University teacher exhibited gr on individual agency, pedagogical tools, and
theoretical frameworks which highlights the individualis®dime f aetivity theory (i.e., subject-object-instrument). In
contrast, Article 28 teachers, especially the novice, mostly strdggled xternal structures, such as institutional regulations,
peer collaboration, and curriculum constraints emphasizing th ial” dimension of activity theory (i.e., rules-community-
division of labor).

Although all teachers were in their first
(Mohammad) had several years of experi
as a mediating tool, allowing him to na

aching in the public school system, one of the Article 28 teachers
ivate language institutes. This prior experience appeared to function
year with greater adaptability. In contrast, the teacher without any

prior experience (Maryam) struggled more sighifi , relying heavily on peer support to manage institutional pressures. The
findings indicate that inadequate pre-servi . lack of institutional support, and high contextual demands can contribute
to teacher attrition, as novice teachefs struggle 0 develop a stable professional identity. Without sufficient preparation and
ongoing support, teachers may beco ivated or leave the profession altogether, exacerbating existing teacher shortages.

Given these findings ral implications for teacher education and policy emerge. First, bridging the theory-practice
gap is essential, particu 28 programs, by incorporating extended practicums and hands-on training to enhance
teachers’ preparedness entorship and peer collaboration should be prioritized to support novice teachers in navigating
institutional barrier their teaching philosophies. Third, a structured TEP with a defined syllabus, as mandated by
the Ministry of Edyeation provides a valuable framework for teacher training but it is crucial to incorporate flexibility that allows

consistentivith narrative inquiry conventions in which depth, contextual richness, and the uniqueness of lived experience are
ver numerical representation. Therefore, the findings are not intended to be statistically generalizable but to provide

which were self-report data and may be subject to the teachers’ bias. Thus, future studies should combine observations with self-
report data to provide a more balanced view of teachers’ identities. To gain a deeper understanding of how teacher identity
evolves, it is crucial to examine longitudinal shift beyond the induction year. This necessitates investigating how teachers’
identities might transform over multiple years of teaching experience across different recruitment pathways. Furthermore, as
identity is a concept that is intertwined with the environmental factors, future studies could explore teacher identity shift in other
regions to assess whether the findings are the same in different contexts.

Acknowledgements



We would also like to express our profound gratitude to the three participants for their invaluable contributions to this
study, as their input was essential to its completion. Additionally, we extend our appreciation to the esteemed journal editor and
reviewers for their insightful and constructive feedback provided earlier in the process.

References

Akkerman, S. F., & Meijer, P. C. (2011). A dialogical approach to conceptualizing teacher identity. Teaching and Teacher
Education, 27(2), 308-319. https://doi.org/10.1016/j.tate.2010.08.013

Ary, D., Irvine, C. K. S., Jacobs, L. C., & Walker, D. A. (2018). Introduction to research in education (10th ed.). Cengage

Learning.
Beauchamp, C., & Thomas, L. (2009). Understanding teacher identity: An overview of issues in the literature and implications
for teacher education. Cambridge Journal of Education, 39(2), 175-189. https://doi.org/10.1080/030576
Beijaard, D., Meijer, P. C., & Verloop, N. (2004). Reconsidering research on teachers’ professional identify. ing’ and
Teacher Education, 20(2), 107-128. https://doi.org/10.22132/tel.2023.369483.1409
ubli€ and private
sectors in Iran. Teaching English Language, 17(2), 39-68. https://doi.org/10.22132/tel.2028.359488.1409

Boojari, A., Moradkhani, S., & Weisi, H. (2023). Efficacy of L2 teacher education programs: A com@
i

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Resea
https://doi.org/10.1191/1478088706qp0630a

logy, 3(2), 77-101.

Clandinin, D. J. (2006). Narrative inquiry: A methodology for studying lived exp
27(1), 44-54. https://doi.org/10.1177/1321103X060270010301

Reseal tudies in Music Education,

Craig, C. J., Hill-Jackson, V., & Kwok, A. (2023). Teacher shortages: What are
74(3), 209-213. https://doi.org/10.1177/00224871231166244

hort of? Journal of Teacher Education,

Darling-Hammond, L. (2000). Teacher quality and student achieve Education Policy Analysis Archives, 8(1), 1-44.
https://doi.org/10.14507/epaa.v8n1.2000

@
Darling-Hammond, L. (2006). Constructing 21st-century teacher e ion. Journal of Teacher Education, 57(3), 300-314.
https://doi.org/10.1177/0022487105285962

Engestrom, Y. (2001). Expansive learning at work: Toward an activity theoretical reconceptualization. Journal of Education and
Work, 14(1), 133-156. https://doi.org/10.1 639080020028747

Engestrom, Y. (2015). Learning by ex
University Press.

ding: activity-theoretical approach to shiftal research (2nd ed.). Cambridge

Faez, F., & Valeo, A. (2012). TESOL t ion: Novice teachers' perceptions of their preparedness and efficacy in the
classroom. TESOL Quarterly, 46(3)4450-471. https://doi.org/10.1002/tesq.37

Ganiji, M., Ketabi, S., & Sha’n ari, . English teacher training courses in Iranian private language institutes: Issues and
options. Issues in Ed i earch, 28(2), 367-384. https://www.iier.org.au/iier28/ganji.pdf

and Policy Analysis, 22(2), 129-145.

halak, A., & Heidari Tabrizi, H. (2020). Assessing pre-service teachers’ professional identity construction
in a three-phase teacher education program in Iran. Asian-Pacific Journal of Second and Foreign Language Education,
, 1-21. https://doi.org/10.1186/s40862-020-00100-3

Hejazi, A., Saee, R., Ramzankhani, S. O., & Ghodoosi, F. (2024). Phenomenological analysis of the internship program for
skilled students, the employment plan of Article 28 of the Ministry of Education. Journal of Applied Educational
Leadership, 5(1), 195-212. https://doi.org/10.22098/ael.2024.14338.1395

Hoominian Sharifabad, Z., Fazilatfar, A. M., & Yazdani Moghaddam, M. (2021). Exploring Iranian pre-service English language
teachers’ professional identity through sociocultural lens. Iranian Journal of Applied Language Studies, 13(1), 131-158.
https://doi.org/10.22111/1JALS.2021.6215

Kadel, P. B. (2023). Prospects and practices of induction for novice teachers. Journal of Practical Studies in Education, 4(2), 1-
5. https://doi.org/10.46809/jpse.v4i2.63



https://doi.org/10.1016/j.tate.2010.08.013
https://doi.org/10.1080/03057640902902252
https://doi.org/10.22132/tel.2023.369483.1409
https://doi.org/10.22132/tel.2023.369483.1409
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1177/1321103X060270010301
https://doi.org/10.1177/00224871231166244
https://doi.org/10.14507/epaa.v8n1.2000
https://doi.org/10.1177/0022487105285962
https://doi.org/10.1080/13639080020028747
https://doi.org/10.1002/tesq.37
https://www.iier.org.au/iier28/ganji.pdf
https://doi.org/10.1016/j.tate.2020.103142
https://doi.org/10.3102/01623737022002129
https://doi.org/10.1186/s40862-020-00100-3
https://doi.org/10.22098/ael.2024.14338.1395
https://doi.org/10.22111/IJALS.2021.6215
https://doi.org/10.46809/jpse.v4i2.63

Karimi, M. N., & Mofidi, M. (2019). L2 teacher identity shift: An activity theoretic perspective. System, 81, 122-134.
https://doi.org/10.1016/j.system.2019.02.006

McConnell, J., Tian, Z., & Yazan, B. (2023). Monolingual content-area teacher candidates’ identity work in an online teacher
education course. Linguistics and Education, 77, 1-41. https://doi.org/10.1016/j.linged.2023.101228

Mingyao, L. (2022). Education practicum effects on professional identity of EFL pre-service teachers in China: To be more
confident. International Journal of Educational Sciences, 36, 61-70. https://doi.org/10.31901/24566322.2022/36.1-
3.1189

Nghia, T. L. H., & Tai, H. N. (2017). Preservice teachers' identity shift during the teaching internship. Australian Journal of
Teacher Education (Online), 42(8), 1-15. https://doi.org/10.14221/ajte.2017v42n8.1

Nguyen, H. T. M., & Yang, H. (2018). Learning to become a teacher in Australia: A study of pre-service teachers’ j
The Australian Educational Researcher, 45(5), 625-645. https://doi.org/10.1007/s13384-018-0276-9

Nowell, L. S., Norris, J. M., White, D. E., & Moules, N. J. (2017). Thematic analysis: Striving to meet the trugtwo
International Journal of Qualitative Methods, 16(1), 1-13. https://doi.org/10.1177/16094069177

Olsen, B. (2008). How reasons for entry into the profession illuminate teacher identity shift. Teacher, atign Quarterly, 35(3),
23-40. https://www.jstor.org/stable/23478979

Pennington, M. C., & Richards, J. C. (2016). Teacher identity in language teaching:
professional factors. RELC Journal, 47(1), 5-23. https://doi.org/10.1177/

Sarfo, J. O., Debrah, T. P., Gbordzoe, N. I., Afful, W. T., & Obeng, P. (2021)’
Saturation: Is Enough Always Enough?. Journal of Advocacy,
https://doi.org/10.13187/jare.2021.3.60

e Research Designs, Sample Size and
earch and Education, 8(3), 60-65.

https://doi.org/10.3233/EFI-2004-22201

Shi, Z., & Senom, F. (2024). Narrative inquiry of a Chinese@FL s

Thomas, L., & Beauchamp, C. (2011). Understa teachers’ professional identities through metaphor. Teaching and
i.Qf1/10.1016/j.tate.2010.12.007

Varghese, M. M., Motha, S., Park, G., Reevi
Quarterly, 50(3), 545-571. ht doi.o

., & Trent, J. (2016). In This Issue [on Language Teacher Identity]. TESOL
.1002/tesq.333

Webster, L., & Mertova, Rg(2007)AUsing parrative inquiry as a research method: An introduction to using critical event
narrative analysis in rgsear rning and teaching. Routledge. https://doi.org/10.4324/9780203946268

Williams 111, J. A., Hill son, ldwell, C., & Craig, C. J. (2022). Teacher recruitment and retention: Local strategies,
global inspirati urnalof Teacher Education, 73(4), 333-337. https://doi.org/10.1177/00224871221118155

Xu, S., & ConnellypE. M. (2 . Narrative inquiry for teacher education and shift: Focus on English as a foreign language in
China. Téa and Teacher Education, 25(2), 219-227. https://doi.org/10.1016/].tate.2008.10.006

Yamag L. C.A2010). Activity systems analysis methods: Understanding complex learning environments. Springer.

Yazan, oward identity-oriented teacher education: Critical autoethnographic narrative. TESOL Journal, 10(1), 1-15.
tps://doi.org/10.1002/tesj.388

Yazan, B.(2024). Pedagogizing identity in teacher education through critical autoethnographic narrative. RELC Journal, 1-19.

https://doi.org/10.1177/00336882241293835

Zhu, G., Rice, M., Li, G., & Zhu, J. (2022). EFL student teachers’ professional identity construction: A study of student-generated
metaphors before and after student teaching. Journal of Language, ldentity & Education, 21(2), 83-98.
https://doi.org/10.1080/15348458.2020.1777872

Appendix A.
Narrative Frame Prompts for Exploring EFL Teachers Identity During the Induction Year of Their Teaching

Dear colleague,
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Thank you for agreeing to participate in this study. This narrative frame will help us understand your journey as an EFL teacher
during the first year of your teaching. Please take your time with each section, as your reflection and experience are highly
valued.

Background Information
1. Age:
2. Gender:
3. Educational Background:
o Highest degree obtained:
4. Major:
o TEFLO
o English Literatured
o English Translation(d
o OthersOd
5. Years of English Language Teaching Experience:
6. Recruitment Path:
o Farhangian University]
o Article 280
7. Experience of participating in other Teacher Train'ag Co (TT
(Other training programs except those offered by Farhangian URiversit Article 28)
o YesO
o NoO
Please provide details, if the answer is p

City/region where you currently teach:

\

[ 4
e Before I gtarte g, | thought of myself as a teacher who......

(Describe any beliefs th u hai t yourself as a teacher, your skills, and your professional identity)

Looking back, there was a moment or experience that made me think differently about

my teachifg approach or sense of identity when......

(Reflect any interactions, feedback from mentors, experiences with students, classroom management challenges, or
institutional expectations that might have influenced you to see your role in a new way.)

e The coursework | went through at Farhangian University/Article 28 training impacted my
® identity by......
e The training | received through Farhangian University/Article 28 prepared me for.... but did not prepare me for....

e  One specific part of my training at Farhangian University/Article 28 that has influenced my teaching style the most



e |f | want to advise a new teacher coming from Farhangian University/Article 28, | would tell them to expect....
e The transition from the training program to my actual teaching role made me feel... because....
e |f I could reshape part of my training experience, | would focus on....
e Reflecting on my teaching journey, I now think of myself as a teacher who....
Appendix B.

Semi-Structured Interview Questions for Farhangian University Teacher

1. Before you started teaching, you saw yourself as an information transmitter in the classroom. Could you el te more
on this concept and what this role means to you?

2. Prestige and interactions with your students were among the factors that motivated you to become afeather. have
these factors shaped your current teaching practices?

3. What led you to view your role as a teacher who aims to create hope, complete the cur #fillclass time, and
transmit knowledge to students after you started teaching? Has this view changed over ti

4, You described a situation where there was a lack of supervision, and you had th edom In teaching. How did the
freedom to teach without supervision impact your teaching practices and g nce’

5. Could you explain the reasons for losing your hope during your firs eaching ‘and how did your interactions
with colleagues helped you cope the situation? How did this experience s our teaching identity?

6. How did the courses, the professors and the curriculum at Farhangian University shape your identity?

7. How did the training you received at Farhangian Universit e you for real classrooms? In what ways did the
program fail to prepare you? P

8. How have the PCK (Pedagogical Content Knowled its at¥Farhangian University influenced your teaching style?
What aspects of these units are you currently applying i Classroom?

9. How did you overcome challenges like sch ficiencies, feelings of isolation, and the need for self-motivation?

10. How did the lack of sufficient tgaining causéd bythe COVID-19 pandemic influence your readiness for your first year
of teaching?

11. How can a combination of pragtigal an retical courses best prepare teachers for real-world classrooms?

12. How have the schqel envirgnment and lack of collaborative opportunities shaped your teaching identity and approach
compared to your initial ex ions? Were there additional factors that contributed to these challenges?

Appendix C.
Semi-Structured Intgivie tions for Article 28 Teacher with No Years of Experience
1. Beforeydu ed teaching, you saw yourself as a teacher who could effectively manage the class and handle challenges

onfidently. as your perception of yourself as a teacher evolved since then?

W ve your initial motivations-such as interest in the field, the influence of inspiring teachers, and job security-
hdped your current teaching perspective?

did the gap between your initial expectations and the realities of teaching shape your teaching practices and your
identity? How have you adapted over time?

How did the disconnect between theory and practice impact your teaching methods, your student expectations, and your
confidence during your first year?

Can you describe a specific moment when you realized your initial teaching approach wasn't working in a large class
setting or due to student feedback? How did this experience shape your teaching and your identity?

Can you elaborate on how the Article 28 program and the opportunity for peer interactions influenced your teaching
practices and your identity?



7. How did challenges, such as the lack of practical application of theories in classrooms due to limited school resources
and diverse student needs, shape your perception of the Article 28 training program?

8. How did Article 28's emphasis on collaboration among teachers and the introduction of various learning styles influence
your current teaching practices and interactions with students?

9. How do you think novice Article 28 teachers should prepare themselves for the realities of teaching? Can you share any
strategies that helped you navigate these challenges?

10. What specific challenges stressed you out after the Article 28 program? How did you gain confidence and adapt to your
role?

11. How do you think integrating internships in real classrooms before starting your teaching career would/have better
prepared you?

12. How have challenges, such as inadequate school facilities, administrative expectations, and othef"co ualfactors,
shaped your teaching identity and approach compared to your initial expectations? Were there a alifactors that
contributed to these challenges?

Appendix D.

Semi-Structured Interview Questions for Article 28 Teacher with Some Years of Expegiénce

is guage knowledge to your students. Have
at motivated this’shift?

2. Your interest in English was a motivating factor for starting your teaching ca
current teaching practices?

1. You have previously described yourself as a helper who passes on Eng
you ever felt the need to go beyond knowledge transmission? If so, w

4ow has this passion influenced your

3. You were the authority of your class in the beginning of yougfte
experiences or factors contributed to this change? Py

ing. Has this view changed over time? If yes, what

4. How did the lack of student motivation, mismatched
how did you adapt?

ials, large class sizes impact your teaching strategies and

5. How did changing your teaching approach to your students' lack of motivation alter your sense of identity as a
teacher?

6. Before entering the Article 28 pr
teacher-centered approach. How di

ed yourself as a guide. However, during the program, you adopted a
is transformation affect your teaching identity?

7. The emphasis on authority infyour Asticle 28 training led to a rigid, teacher-centered approach. How did this shape your
perception of the Afticle 28 progral

8. The educational ps courses were a significant part of your training. How have they impacted your interactions
with students an@égéyour cu teaching approach?

9. Why is it criicial f Article 28 teachers to be aware of challenges like large classes, unmotivated students, and
balancin tional and educational needs within the ministry of education syllabus? How did you overcome these
obstacles?

10. dapt to the differences between theoretical knowledge and the realities of the classroom after the transition

11. do you think focusing on educational courses and having instructors with expertise in English teaching would

better prepare Article 28 teachers for real-world classroom challenges?

12. How have challenges like conveying specialized content, managing large classes, and working with limited resources
shaped your teaching identity and approach compared to your initial expectations? Were there additional factors that
contributed to these challenges?



