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ABSTRACT 

 

The concept of possible selves is used to examine differences among teachers 

based on level of teaching experience. Possible selves are future-oriented selves that 

individuals believe they might become, would like to become, and are afraid of becoming: 

these selves may influence the motivation and self-regulation of current and future 

behavior. Teacher hoped-for selves are future-oriented self-concepts that teachers may 

have about themselves in their professional educator role. The concept of teacher possible 

selves is used to examine teachers’ motivation-to-teach in high-poverty schools where 

teacher turnover represents a significant problem affecting student achievement.   

Data was collected from a sample of 236 pre-service, new, and experienced 

teachers.  Analysis of variance and multiple regression were used to identify differences 

among the three groups.  The results showed significant differences for teacher efficacy 

beliefs but non-significant differences for teacher hoped-for selves and teacher optimism. 

Post-hoc comparisons revealed significant differences in teacher efficacy beliefs between 

experienced teachers and pre-service teachers, and between experienced teachers and 

new teachers.  The lack of differences in possible selves may be due to differences with 

the groups themselves.  Cross and Markus found large variations among college-age 

participants concerning possible career selves.  College-age preservice and new teachers 

may also have a similar characteristic that masks potential differences among the groups. 

 Results from multiple regression analyses revealed that teacher efficacy was the 

only significant predictor for teacher hoped-for selves.  This finding may indicate that 
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teacher hoped-for self may be based on information similar to that from which judgments 

about teaching efficacy are drawn.  This finding also provides an avenue for future 

research concerning teacher motivation to work in high-poverty settings. 

 The findings reported in this study may be due, in part to under-development of 

the Teacher Possible Selves Questionnaire.  Future research should use exploratory factor 

analysis to examine the dimensions of the measure.  The integration of mixed methods to 

examine teacher hoped-for selves would also strengthen the contribution of the study.   
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CHAPTER I 

INTRODUCTION 

 

 

 The ensuring consideration will feature (a) statement of the problem; (b) purpose 

of the study; (c) research questions; (d) definition of terms; (e) significance of the study; 

and (f) limitations of the study.   

 

Statement of Problem 

 Teacher attrition is a national problem in the United States. Statistics show that 

the attrition rate is high (Darling-Hammond, 2003; Ingersoll, 2002). According to 

Ingersoll, one-third of beginning teachers are likely to change their careers during their 

first year of teaching. After five years, Darling-Hammond found that approximately half 

of new teachers change jobs or transfer to other schools due to the problem of teaching 

difficulties found in schools they begin teaching. In Texas, recent studies done by Fuller 

(2002), a director of research at the Texas State Board for Educator Certification (SBEC), 

have found an increase in the teacher attrition rate from 8.3 percent (1995 - 1996) to 10.3 

percent (2001 - 2002). The teacher attrition rate is expected to continue growing in the 

future. What is happening in the teaching profession, particularly concerning novice 

teachers? 

Darling-Hammond (2003) purports that teachers in schools where there are large 

concentrations of low-income students often face stress working with students and with 
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students’ families. By and large, low-income students and their families have a wide 

range of needs. Marshall and Marshall (2003) noticed that, typically, beginning teachers 

find teaching positions more easily in poverty-level schools than they do in more affluent 

schools because they lack teaching experience. However, the turnover rate of beginning 

teachers teaching in poverty schools tend to be 50 percent higher than the turnover rate of 

teachers in other schools. After gaining experience, these teachers transfer to schools 

which offer better salaries and working conditions. However, the question arose as to 

why these teachers are unwilling to devote time in the poverty schools? What are the 

problems they are facing? 

Beginning teachers with limited experience have a difficult time coping with a 

challenging teaching environment (Darling-Hammond, 2003; Feiman-Nemser, 1983). 

Usually, difficulties caused by scarcity of resources shock beginning teachers when they 

compare with their own education. Most often, they may experience uncertainty about 

their teaching role in the classroom, may be exposed to unsatisfactory experiences when 

facing students, and may lack awareness and sensitivity concerning how to evaluate 

students whose have English as their second language. Novice teachers may not be 

capable of communicating with parents/guardians. Hence, teachers are more likely to 

lack confidence in teaching in the early years of their profession. As a consequence, 

Darling-Hammond (2003) noted that the tendency of beginning teachers to leave their 

profession in the early years of teaching is “a long standing problem” (p. 7). Many 

beginning teachers are shocked by their teaching reality, finding themselves unprepared 

by their teaching education programs. Their self-conceptions changes from their 
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observation of their teachers working to their own experiences of teaching, which they 

perceive to be more challenging (Darling-Hammond, 2003).  

Many studies have been done regarding teacher attrition (e.g., Ingersoll, 2001; 

Marshall & Marshall, 2003). However, there is a lack of studies which utilize teachers’ 

hopes as psychological constructs which influence self-knowledge changes about 

teaching difficulties. The present study hypothesizes that such research will provide 

information which may lead to understand the complexity of self-conception change 

influenced by teaching experiences. It is also hypothesized that teachers’ self-

developments toward coping with hardship evolve when they begin to teach.  

Teacher hoped-for selves are the major focus of the present study, using the 

concept of possible selves. The concept of possible selves, according to Markus and 

Nurius (1986), refers to the current conceptions of teachers’ self-knowledge about 

specific personalized representations of the future with fears and hopes. Successful 

teachers are those who attain their hoped-for selves (i.e., a successful self) and avoid their 

feared selves (i.e., an undesired self). As a preliminary study, the present study focuses 

on examining teacher hoped-for selves. Anticipating positive selves seem to be the most 

preferred by individuals. Taylor and Brown (1988) indicated that this is a normal state of 

human being. In accordance to positive psychologists emphasize on the strength of a 

person’s perceptions, staying positive with hopes often being optimist rather than 

pessimist.   

The concept of possible selves consists of cognitive components of hopes, fears, 

goals, and threats that provide a conceptual link between cognition and motivation among 
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individuals. The creation of multiple possible selves functions as incentive for future 

behavior and allows one to evaluate and interpret a view of current self, based on a 

specific context (Markus & Nurius, 1986). In the present study, the researcher infers that 

culturally diverse schools have provided circumstances of teaching difficulties for 

teachers who envision successful selves. For the purpose of knowing teachers’ self-

conceptions of cultural differences, an instrument has been constructed to accommodate 

the shortages of Weinstein’s (1988) teaching difficulties listed by Veenman (1984) and 

Tschannen-Moran and Woolfolk Hoy’s (2001) teacher efficacy items. The point is that 

the majority of teachers may possess self-knowledge regarding their abilities than their 

awareness of self-conceptions when interpreting the teaching tasks of diverse needs in 

school today.  

Currently, using the concept of possible selves, the researcher has found that only 

one study which examined teachers (Fletcher, 1999). Fletcher applied simple 

visualization techniques to form a mentoring relationship between school-based teacher 

educators and novice teachers for the purpose of teaching professional skills. Other than 

that, most studies have examined personality or sociological concerns about consumer 

behavior (Patrick, MacInnis, & Folkes, 2002; Schouten, 1991), student with delinquent 

behaviors (Oyserman, Byee, Terry, & Hart-Johnson, 2002; Oyserman & Markus, 1990), 

gender issues (Kemmelmeier & Oyserman, 2001; Lips, 1995, 2000, 2004), or older adults 

(Frazier, Cotrell, & Hooker, 2003; Frazier, Johnson, Gonzalez, & Kafka, 2002). 

This study focuses on teacher hoped-for selves to discover how teachers’ self-

conceptions change when facing teaching difficulties. From a theoretical point of view, 
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the researcher hypothesizes that teacher hoped-for selves are closely related to unrealistic 

optimism, that is, a judgmental beliefs about individuals who have overestimated their 

own abilities to accomplish a specific given task. Pre-service and new teachers’ 

perceptions on teacher hoped-for selves seem highly related with unrealistic optimism, 

but likely not to be found significant with experience teachers.  

Another focus of this study is teacher hoped-for selves as it relates to teacher 

efficacy. When individuals are positively envisioning their future, they are more likely 

fully competent of their abilities to accomplish a task, such as their career self. With 

levels of occupational experiences, novice teachers may perform higher efficacy beliefs 

while experience teachers likely transmit their maturity and consistency after years of 

teaching. New teachers during their induction years of teaching may experience 

disruption of efficacy beliefs that infer illustrate transitory lower teacher efficacy.  

 

Purpose of the Study 

 This study will examine teaching experiences of teachers from pre-service to in-

service. Using the psychological research construct of possible selves, it is hoped that this 

study will contribute to an understanding of teachers’ self-knowledge and self-

conceptions differ through the phases of professional development. Better understanding 

may help teachers well prepare themselves during teacher education programs that hope 

to lower teacher attrition rate. The study will examine teachers’ (1) hoped-for selves 

teaching in high-poverty schools; (2) optimism; and (3) teacher efficacy.  
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Research Questions 

 This study aims to examine and explore teachers’ hopes regarding teaching 

difficulties among teachers. The research questions are: 

1. Are there differences in hoped-for selves among teachers with varying levels of 

teaching experience (i.e., pre-service, new, and experienced)? 

2. Are there differences in optimism among teachers with varying levels of teaching 

experience (i.e., pre-service, new, and experienced)? 

3. Are there differences in teacher efficacy among teachers with varying levels of 

teaching experience (i.e., pre-service, new, and experienced)? 

4. How well does teacher optimism and teacher efficacy predict teachers’ hoped-for 

selves for working in poverty-level schools?  

 

Definition of Terms 

 This list of specific terms is generally preferred to their usage that fit into the 

meaning of the present research study.  Some of the terms are referred according to the 

common understanding in the possible selves research and in the teacher education field. 

For instance, hoped-for selves may sound as a very specific terminology. Several 

researchers of possible selves have agreed this is a common term means positive, 

successful, and desired selves envisioned to the future (Cross & Markus, 1991; Markus & 

Nurius, 1986; Oyserman & Markus, 1990; Shepard, 2000). Some general terms such as 

pre-service, new, and experienced teachers have included their levels of teaching 

experience that go with the design of this study. Only those terms that need to 
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differentiate between common and specified meanings are taken into account of the 

composition of this list. This list consists of nine distinct terms according to the 

necessities of the present study.  

Feared self: 

Feared possible self is defined as fears of a person when he/she is afraid becoming 

or avoids becoming. Usually, it refers to the vision of not becoming an undesirable self 

that one should stay away from. Feared selves typically exhibit negativities such as stress, 

burnout, depress, or unachieved or unwanted. Mostly, a person’s self-concept becomes 

unconstructive because of the consequences of negative experiences.  Several researchers 

refer feared selves as discrepancies between expectations of ideal self and the observed 

self (e.g., Conway, 2001). 

Hoped-for self: 

 Oyserman and Markus (1990) termed desired selves as hoped-for selves. The 

hoped-for self refers to the images of achieving a positive possible self. When a hoped-

for self, “being a successful teacher in poverty-level schools,” is envisioned, teachers 

seem more positive about their abilities to deal with the particular context they are 

handling. Shepard (2000) defines hoped-for selves are selves as one desires to become, 

but such an expectation may or may not be realistic according to Weinstein (1988).  

Possible Selves: 

 According to Markus and Nurius (1986) “the cognitive components of hopes, 

fears, and threats, [which] give the specific self-relevant form, meaning, organization, 

and direction to [various self-perception] dynamics” (p. 954). These dynamic properties 
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are connected to individuals’ self-conceptions. They will either momentarily or 

enduringly motivate, distort, or change a person’s future self, based on the person’s 

current self, in various situations. Markus and Wurf (1987) provide a dynamic self-

concept model that likely explains functions of possible selves bridge between cognition 

and motivation.  

Experienced teachers: 

 In this study, experienced teachers are pursuing graduate level study for their 

additional degree such as supplementary certifications, or a master’s degree. These 

experienced teachers are concurrently teaching and studying.  Their intentions are to 

increase knowledge in teaching and hope for a better future. They vary with their years of 

experiences in teaching in public schools and facing the common teaching difficulties: 

concerns about teaching instruction, classroom management, and interpersonal 

relationships. While the years of teaching experience will be varied, it must be a 

minimum of three years for purpose of this present study. Their experiences likely show 

developmental stages when compared with their early teachings.  

New teachers: 

 New teachers usually refer to student teachers at their beginning years of teaching, 

or those graduate teachers who are seeking for teaching positions. In general, new 

teachers in this study are defined as having zero to three years of teaching experiences.  

They have experienced at least one semester of field teaching experience or internship. 

Many studies found that new teachers usually face difficulties at the beginning stage of 
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professional development (e.g., Schonfeld, 2001; Sutton & Wheatley, 2003; Vonk, 1995; 

Wilson, Ireton, & Wood, 1997). 

Pre-service teachers: 

 Those who are newly enrolled in teaching education programs or are at the 

beginning stage of college coursework and intend to teach but have not experienced 

being a class teacher independently. Some of them may have discrete teaching 

experiences such as teaching Sunday school, providing community services that involves 

with children, or summer children’s camp activities.  

Self-concept:  

 Markus and Nurius (1986) considered possible selves as a kind of self-knowledge 

that likely dynamic but malleable in nature.  Markus and Wurf (1987) included possible 

selves as one of the self-concepts that provide salient details or standards that would 

activate on the working self-concept to comprehend intra and interpersonal behaviors 

with the self and with the environment. As individuals go through professional 

development, their self-concept may change likely with their experiences gain. It is 

believed that the more experiences an individual shows, the more mature the self-concept 

of certain individuals.  

Teacher attrition: 

 Teacher attrition refers to teachers leaving the profession or shifting to schools 

with better prospects. Darling-Hammond (2003) has referred to teachers involved in 

teacher attrition as movers or leavers. Movers are those who transfer from poverty-level 

schools to more affluent schools; leavers are those who leave the teaching profession.   
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Unrealistic Optimism: 

Unrealistic optimism understood as Judgmental beliefs of individuals show during 

daily life events. Individuals usually think positively that unfortunate events will not 

happen to them (Taylor & Brown, 1988). When evaluating individuals’ abilities as shown 

in Weinstein’s study (1988), pre-service teachers have overestimated their abilities to 

execute and accomplish a specific given task, which is asserted as unrealistic optimism 

by the researcher. The effect of unrealistic optimism likely place new teachers’ over 

confidence and having hardships to cope with the teaching environment. 

 

Significance of the Study 

 The quality of teachers working in public schools is an important issue. This study 

will initially provide insights into teacher hoped-for selves regarding teachers’ self-

conceptions change from pre-service to in-service teaching. At the same time, a better 

understanding of teachers’ experience regarding teaching difficulties could lead to 

attenuate teacher attrition, and psychologically prepare future teachers, not only with 

knowledge about curriculum instruction but also in relation to teachers’ self-motivation 

for their anticipated success.  

 

Limitations of the Study 

The major limitation in this study concerns the convenience sample of teachers 

recruited for this study. This cohort of teachers is students taking their educational 

courses in a university which include currently working teachers in the public schools. 
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Their self-rating responses may present a non-situational response which is outside the 

school environment. The collection of these teachers’ responses is situated at a learning 

environment at the college replaces a working environment in their schools.  

The disagreement about this limitation can be explained from a motivational point 

of view. Teachers who are at the college may or may not be full of hopes and efficacy 

beliefs about their teachings. However, there is a possibility that these teachers, who will 

be recruited for this study, are pursuing their additional certification or higher degree 

education. This means that they want to fulfill their future career selves at the same time 

to console their current unsatisfactory self. It is typical that people are likely to make a 

change of environment when they perceive dissatisfactory of the present situation.    

The second limitation is quantitative measures of teacher self-knowledge and 

conceptions. Quantifying self-responses seems unlikely to elicit profound understanding 

concern teachers’ self-knowledge and self-conceptions. Most of the questionnaire items 

are reviewed through qualitative studies and self-reflections (e.g., Conway, 2001; Ness, 

2001; Schorr, 1993). By means of this, it is believed that teachers’ self-responses may 

concretely generalize meaningful findings. Qualitative studies tend to use small sample 

sizes of research design. However, having a cohort of teachers’ responses will likely 

provide more significant results. It will contribute weighty comprehension to the current 

fields of research about teachers. Expectedly, these limitations are not detrimental to the 

whole research design of the present study. The findings of the present study likely build 

on a more holistic generalization from inductive studies, but with deductive research as 

wrapping up. Hence, the limitations may be beneficial to the present study.   
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CHAPTER II 

REVIEW OF THE LITERATURE 

 

 This review will describe (a) possible selves theory, including a synthesis of 

studies using possible selves in a variety of contexts, (b) an application of possible selves 

theory in different contexts, with particular attention to teacher development, and (c) 

preliminary results of Teacher Possible Selves Questionnaire (TPSQ). 

 

Possible Selves Theory 

 The present study is the first to examine teachers’ possible selves. The literature 

review for this present study is in the following sequence. First, the details of possible 

selves are reviewed through the definition explained by Markus and Nurius (1986), and 

background information of self-research study where possible selves as one kind of self-

concept (Pajares & Schunk, 2002). Second, the unique contribution of the possible selves 

link between motivation and cognition are discussed (Cross & Markus, 1991; Markus & 

Nurius, 1986; Markus & Wurf, 1987). In addition, the function of possible selves and the 

role of experience in the construction of possible selves have been applied to several 

different contexts by other researchers (Kings & Raspin, 2004; Leondari, Syngollitou, & 

Kiosseoglou, 1998; Lips, 1995; Norman & Aron, 2003; Oyserman & Markus, 1990; 

Robinson & Davis, 2001; Yowell, 2000). The concerns of reviewing previous possible 

selves’ studies focus on theoretical and research designs that are relevant to examine 

teacher possible selves. Most of the teacher studies reviewed are self-reflections (Ness, 
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2001; Schorr, 1993), and inductive research theories upon theory conducted through 

interviews, observations and theme investigations (Cole & Knowles, 1993; Conway, 

2001; Fuller, 1969). These qualitative studies help to build generalization by means of 

deductive approach to the present study.  

Definition of Possible Selves and Brief Historical Background 

 The classic definition of possible selves by Markus and Nurius (1986) is mental 

representation into the future states by individual. When reviewing through a brief 

historical report by Pajares and Schunk (2002), Markus and Nurius’ definition fits into 

the resurgent interest of self-study which includes self-efficacy belief and self-concept. 

The most relevant self-efficacy belief commended by Pajares (2002) is to create inter-

theory talks with possible selves. The concept of possible selves, as mentioned by 

Markus and Nurius, is “one critical domain of self-concept that remains unexplored” (p. 

964). The following section will explain the relevancy of utilizing possible selves into 

self-research study that fit to examine teacher development working with challenges 

reviewed by researchers (Darling-Hammond, 2003; Fuller, 1969; Ingersoll, 2001; 

Tschannen-Moran & Woolfolk Hoy, 2001).   

Definition. Markus and Nurius (1986) defined possible selves as the 

representation of “individuals’ ideals about what they might become, what they would 

like to become, and what they are afraid of becoming” (p. 954). Possible selves represent 

the self-concept that is closely tied to current contextual influences and allows the 

individual, with sufficient self-knowledge to envision the future based on current contexts. 

Possible selves also serve as motivational forces. Consideration of what one might 
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become in the future serves as an incentive, or an anticipation of potential outcomes. 

Hoped-for possible selves provide incentives to pursue actions consistent with 

accomplishing one’s goal. Feared possible selves provide incentives to pursue courses of 

action that help one avoid becoming what is not desired. Possible selves also influence 

motivation by providing an evaluative mechanism for consideration of current actions. 

Possible selves, combined with sufficient self-knowledge, allow consideration of current 

choices in light of what a person hopes for or fears of becoming (Cross & Markus, 1990; 

Markus & Nurius, 1986; Oyserman & Markus, 1990; Ruvolo & Markus, 1992).  

Brief Historical Background. There exists a rich psychological history related to 

the study of self and self-representation. For example, James (1910) described two 

aspects of self. One aspect, I, as a subject and the other aspect, me, as an object, have 

been widely referenced by most psychology theorists. The aspect of I is executed on the 

will of a person; the self as me is “…the material me; the social me; and the spiritual me” 

(p. 44). It seems that the I aspect of selves is the personalized self-conceptions that 

attached with material, social, and spiritual prospects which include our needs, our social 

recognitions, and mental states. These aspects of self-conceptions have evolved on many 

theoretical studies. Psychology theorists have fashioned studies of self, self-belief, and 

self-perception as psychological constructs, of which the concept of possible selves is an 

example (Markus & Nurius, 1986). 

Most recently, Pajares and Schunk (2002) described how self-research assists in 

the understanding of an individual’s confidence, self-esteem, and self-worth, which 

influences between the results of these self-conceptions and behavioral responses. The 
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main focuses of self-research are self-efficacy beliefs about the ability to accomplish a 

task, and the self-concept beliefs about individual self-esteem and self-worth concerning 

the consequences of accomplishing a task. In addition, how self-beliefs and motivational 

change over time provide understandings between interactions within self and with the 

environment (Richard & Hoy, 2003; Ruvolo & Markus, 1992).  

Self-research studies had heightened the interest to look at self-conceptions begin 

with James (1910) crystallized curiosity of researchers by observing the self a century 

ago. Pajares and Schunk (2002) reviewed that previous behaviorist researchers such as 

Edward Titchener, and E. L. Thorndike, begin their interests to capture and to interpret 

only behaviorist study in which grounded by scientific inquiry. However, the advocates 

of self-research had weakened researchers with few empirical findings that their findings 

without a profound rigorous experimentation and scientific inquiry. As a consequence, 

literatures of self-research studies become less dominant to the interest of psychologist 

researchers. Pajares and Schunk claimed that, “It was a movement that wanted a 

discipline in which self-conceptions and other internal mental states played no 

meaningful role in a scientific psychology” (p.10). Self-research studies were in the 

period of undeclared because their conceptions findings did not provide effectiveness 

such as those reported by behaviorist researchers.  

During the period of humanistic revolt, Pajares and Schunk (2002) reviewed that 

the narrow and passive direction of behaviorism represented was unable to provide a 

profound understanding of the self. Several psychologists had called for the attention 

focused on examining the inner experience, internal processor, and self-constructs of 
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individuals. For instance, Maslow (1954) was one of the psychologists dissatisfied with 

the work of behaviorism in which hardly captured in-depth findings to the functions of 

self. Maslow analyzed the strength of a self in affirm that every individual possesses 

inner lives and the possible growth, creativity, and free choice when attempting to fulfill 

their hierarchical needs. In coincidence, Maslow’s assertions match with Markus and 

Nurius (1986) classical definitions that the beliefs and wills of a person into their futures 

are most likely to explore the potential from present to future. The beliefs and wills of a 

person also probably perceive their self-conceptions change with the environment.   

In congruence with Maslow (1954), Rogers (1951) described in his book, “Client-

centered Therapy”, he stated that, “[individual] has a sufficient capacity to deal 

constructively with all [aspects] of his life which can potentially come into conscious 

awareness” (p. 24). From a positive stance, Rogers often put the good side of the self 

over the evil side in which he agreed with the beliefs that normal people possess 

sufficient growth resources when dealing challenges or life tasks. Roger argued that 

people momentarily out of resources owing to the nature of psychological illness; yet, 

there is nothing such as sick of a person. The major concern is positive thinking may help 

people stay calm and able to find ways within themselves and with their environment.  

Pajares and Schunk (2002) agreed with Rogers’ opinions that “[the] self as a 

social product, developing out of interpersonal relationships and striving for consistency” 

(p. 12). Pajares and Schunk also reviewed that “there is a need for positive regard both 

from others and from oneself and that in every human being there is a tendency toward 

self-actualization and growth so long as this is permitted, and nurtured by environmental 
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force” (p. 12). Rogers’ approach creates an impact about the necessary of self-research 

study that begins notice the self theory from the prospective within the self and the role of 

the self with the surrounding environment.  

These broader views of self-research directions prove with the indispensable 

motivation effects of possible selves among individual. The self is a social agent that to 

prove of success is not merely based on own approval or recognition but rather from 

majority of the society members. Hence, Markus and Nurius (1986) advocated the 

motivation of possible selves provide future images that not only acceptable and 

recognize by own experiences but also monitoring and adjusting experiences with others 

living in a similar environments. These possible selves explanations are likely agreed 

with Maslow’s hierarchical needs (1954) and Rogers’ theory of the self (1951). In 

particular, when the self want to fulfill their higher needs such as career self, the self 

tends to self-monitoring, adjusting, and regulating behaviors within the self and with the 

environment (Markus & Wurf, 1987). Thus, a teacher may aware that as a social agent, 

an individual needs to contribute in order to meet expectations from the environment for 

his/her anticipated social recognitions as career goals.  

By means of these explanations, the new self-research has begun to examine self-

beliefs and self-concept (e.g., Pajares, 2002). Among self-beliefs researchers, Bandura’s 

(1986) self-efficacy beliefs are prominent that has widely provided empirical results and 

usually are reported with sufficient significant findings to coincide with scientific inquiry 

prerequisite (e.g., Tchanen-Moran & Woolfolk Hoy, 2001). Often, the enhancement of 

self-efficacy beliefs research findings are reported (e.g., Flores & Clark, 2004; 



 18 

Schechtman, Levy, & Leichtentritt, 2005). Self-concept is understood as self-esteem or 

self-worth in which relates to the possible futures throughout life span (Cross & Markus, 

1991). Possible selves as one kind of self-concept are anticipating prosperous selves into 

the future. The more competence an individual believe of his/her abilities, the more 

essential his/her possible selves are to attain, or vice versa. Therefore, self-concept and 

self-beliefs are closely related to each other for motivation of a person.  

Hence, Pajares and Schunk (2002) emphasized to a broader view on the issues of 

self that include both self-beliefs and self-conceptions integrate with behaviorism. This 

understanding may be essential to comprehend in which individuals solve their life’s 

tasks and challenges with relevant self-knowledge of what individuals want their future to 

be. This seems closely related to future possible selves of individuals and able to 

cognitively evaluating their present self. Possible selves are specific and are usually 

positive representations about the future (Cross & Markus, 1991; Markus & Nurius, 1986; 

Taylor & Brown, 1988). This optimistic orientation tends to facilitate not only the 

concept of what the self might be, or is afraid to become, but also to regulate behaviors in 

order to attain anticipated future selves. Markus and Wurf (1987) illustrated a dynamic 

self-concept model that explained the working self-conception cognitively involves 

behaviors for monitoring, adjusting, and evaluating dynamic changes of self-concept. By 

examining possible selves, researchers could have addressed researchers’ common doubts 

concerning both the behavior and cognitive of the self. The present study means to 

examine teacher possible selves’ changes when interpreting challenging teaching tasks in 
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consistence with teachers’ levels of teaching experiences. The next section explains how 

possible selves theory acts as a link between motivation and cognition.  

Contribution of Possible Selves Theory: The Bridge between Cognition and Motivation 

 

  The unique contribution of possible selves is that self-concept or self-knowledge 

drives the cognitive process of a person. By envisioning the future and experiencing the 

process of self-development, individuals are usually positively motivated as to achieve 

desired outcomes. Markus and Nurius (1986) stated that possible selves could perform 

certain standards experience from previous occurrences, representing a form of self-

knowledge (Figure 2.1). Self-knowledge and awareness help to create essential possible 

selves and to activate the working self-concept or the current conceptions to process 

information. Possible selves create connections among a procedural of sequential 

thinking, evaluating and possibly integrating actions as consequences. These sequential 

procedures likely include planning and strategies to actualize the salient selves in which 

have brought awareness to the working self-concept. Therefore, possible selves act as a 

bridge that link between cognition and motivation.  
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The interactions of these three components (i.e., possible selves, cognition, and 

motivation) preserve to flash the cognition of the self at any directions that likely activate 

the awareness of working self-concept. Markus and Wurf (1987) provide a cognitive 

system that hypothetically every individual possesses but this system functions according 

to the distinctiveness, experiences, and situational contexts of individuals (Figure 2.2). 

Sufficient self-knowledge of a person is likely to aggressively include possible selves as 

standard to stimulate or to alert the current self-concept. These standards most likely 

bring out behaviors that are self-regulated when interacting within the self and the 

environment.  

 

The self possesses an affective-cognitive system that influence to or affected by 

several self-concepts and intra-personal behavior (Figure 2.2). These several self-
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concepts meant by Markus and Wurf (1987) are self-schema, standards, strategies, 

production rules and possible selves. The intra-personal behavior is referred to 

consequences of actions most likely self-regulating for attaining the possible selves as 

goal. According to Markus and Wurf, possible selves stimulate the current working self-

concept and making an impact on intra-personal and interpersonal behaviors. This 

stimulation is not often begins with possible selves making an impact. The stimulation 

could happen from intra and interpersonal behaviors activate on working self-concept or 

vice verse. The reason is stimulation connected to experiences in which could occur at 

any moment despite situation and timeframe. The increments of self-knowledge are not 

limited only by envisioning possible selves into the future. Individuals could have been 

influenced by other situational occurrences that intra and interpersonal behavioral aware 

of and could alert the working self-concept. Thus, details of possible selves could have 

been adjusted because of the stimulations influenced by intra and interpersonal behaviors.   
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Markus and her colleagues (Markus & Kunda, 1986; Markus & Nurius, 1986; 

Markus & Wurf, 1987) have included that possible selves could have created not only 

previous experiences, but also personal and environmental social facts such as 

motivational needs or responsibility of a person (Cross & Markus, 1991; Dunkel, 2000; 

Leondari, Syngollitou, & Kiosseoglou, 1998), traumatic events such as divorce (King & 

Raspin, 2004), relationships with family members or related someone (Kerpelman, 

Shoffner, & Ross-Griffin, 2002), and influences among peers as role models (Kao, 2000). 

Interactions with the environment could affect individuals’ behavioral changes so as their 

self-concept. For instance, interaction and observation with peers that have been through 

successful or unsuccessful experiences could have help a person to internalize cognitively 

about their own action to persuade own achievement. These interpersonal interactions or 

observations often understand as vicarious experiences, one of the efficacy sources 

mentioned by Bandura (1986).  

Hence, the awareness of working self-conception is not merely affected by 

possible selves with previous experiences, but also observation of similar experiences 

within the environment. Feiman-Nemser and Remillard (1995) noted that the processes 

and opportunities in learning to teach meant as “[The] cognitive processes loosely refer to 

what goes on in teachers’ head” (p. 21). Feiman-Nemser and Remillard further reviewed 

that “To understand how teachers learn to teach, we need to attend to teacher cognitions 

and to the conditions and opportunities that facilitate their learning” (p. 21). 

Examinations of teacher possible selves include awareness of teachers during their 
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learning-to-teach experiences are not limited to teachers’ future expectations but also 

teachers’ adjustment throughout the development process.  

Most probably, instead of future expectations activate working self-concept as 

one direction, it could mean that awareness within the self or experiences with the 

environment alert working self-concept. Indirectly, multiple influences could have made 

a person reactive to his/her needs by monitoring and adjusting self-concept and self-

beliefs. These multiple influences could occur among future expectations, and 

interactions within self, or with the environment. Therefore, the two directional arrows 

modified into Markus and Wurf’s (1987) model likely demonstrates how self-concept 

dynamically changes with behavioral anticipated within the self and the environment.  

First, possible selves affected by previous experiences are among other self-

concepts (i.e., self-schema, standards, strategies, and production rules) likely activates the 

working self-concept also known as the current operating self-concept. For instances, 

teachers’ possible selves have been activated, teachers are likely to include planning with 

strategies into their career goal. Teachers are anticipated to become a teacher that their 

learning-to-teach experiences are a positive linear expansion (Conway, 2001).  

Second, when interact with the environment, interpersonal interaction may affect 

the developmental process. Positive feedback likely to promote desire outcome; yet, 

negative feedback may cause disturbance that causes a down fall development such as 

new teachers conflicting the discrepancies between expectations and the practice realities 

(e.g., Ness, 2001). By means of disturbances, self-knowledge gained from these 

unpleasant experiences could activate working self-concept to adjust teacher s’ ideal 
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selves. Conway’s (2001) interns have showed that their several adjustments graphically 

demonstrated through two semesters of internships (Figure 2.4). Conway concluded that 

“it is not surprising that the imagined future is particularly salient during transition 

experiences, since such periods of change bring forth aspirations and anxieties” (p. 102). 

Thus, Conway likely explains that there is an influence on teachers’ working self-concept 

not only by possible selves but also interpersonal behavioral experiences. Teachers likely 

experience anxieties more than aspirations into their self-monitoring, adjusting, and 

evaluating stage which often viewed by researchers (e.g., Sutton & Conway, 2002; Sutton 

& Wheatley, 2003; Yoon, 2002). The anxiety experiences are essential process for 

novices to become professional.  

Third, using possible selves may allow new teachers to have details of what their 

future likely to be and able to compensate what they are afraid of becoming. These intra-

personal interactions are likely closing the inconsistency between their ideal selves and 

observed selves in which reported by most studies (see Cole & Knowles, 1993; Conway, 

2001). In this case, positive possible selves likely promote teachers’ self-knowledge to 

plan and to detail with strategies for their future more enthusiastically. The feared selves 

may function as awareness to avoid undesired outcomes. At the same time, feared selves 

may promote teachers’ endeavors to approach their positive future selves. Teachers’ 

hopes and fears (Conway, 2001), or shattered images (Cole & Knowles, 1993) are both 

experienced and shown as the requisite to remain concerns and to remain optimism into 

teacher future career selves. The process of monitoring and adjusting intra-personal of the 

self seems rather importance for new teachers to go through a self-development phase 
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personally. The tricky parts may be how wisely and calmly new teachers are savvy to 

change their self-conceptions as to challenge themselves in teaching difficulties and poor 

working conditions reported by Darling-Hammond (2003) and Kozol (1992). The present 

study means to include qualitative findings and expectedly could explain teacher 

envisioning to the future by quantify the findings from qualitative approach. The next 

section reviews functions of possible selves that are integrated with self-beliefs and 

optimism of the self.  

Functions of Possible Selves: Promotion and Prevention (or Incentive and Evaluation) 

Markus and Nurius (1986) stated that the functions of possible selves are as 

incentives for future behaviors, and providing an evaluative and interpretative context for 

the current view of self (Figure 2.3). Incentives for future behaviors serve to promote 

certain cognitive actions. Hoped-for selves and feared selves propose images for 

individuals toward either achieving or avoiding these sets of desired and unwanted selves. 

Feared selves seem to have dual purposes that are to prevent (i.e., avoid not able to attain 

their goal) and to promote (i.e., integrating strategies avoid undesired goal). Both 

functions are important in motivating a self facing life challenges or life tasks.  

Promotion of Possible Selves. Often, people incline hopes as positive thinking for 

their desired selves when imaging themselves into the future. People easily neglect feared 

selves as motivational forces which also neglect opportunity to promote their interacting 

behaviors from negative to positive views in the affective-cognitive self-system 

illustrated in Figure 2.2. The affective-cognitive self-system is within a person where 

self-concept such as possible selves affecting intra-personal behaviors. This intra-
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personal conceptions and behaviors are found often encouraged individuals to remain 

calm as positive (Seligman, 2003) or to remain confidence and optimism (Taylor & 

Brown, 1988). People genuinely believe to the bright side of their future and confidence 

to progress towards it. Most likely, when new teachers, as young adults, are usually 

prepared themselves devote to teach and learn-to-teach at the same time (Feiman-Nemser 

& Remillard, 1995). 
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Possible selves as promotion usually assist a positive role when individuals think 

of their possible selves in successful representations even though there are feared selves 

created at the same time. For instance, positive selves or hoped-for selves refer as being 

powerful, being professional, being recognized, being appreciated, and being a leader. 

Feared selves often understand as those unwanted selves, failure selves, or unsuccessful 

selves. In a study conducted by Cross and Markus (1991), participants age from 18 to 59 

years showed the most active career selves and also possessed feared selves within the 

same domain (Table 2.1). These extreme selves may not in exact situation mentioned but 

somehow related. The early young adults (18 – 24 years) tend to show more aggressive 

for I aspect of concerns that build on the ego of a self such as successful and respected, or 

job that I truly enjoy. Those mature adults concerns the importance of me aspect that is 

social me such as higher administrative position or fail to reach goals before retirements.  

These I and me aspects of selves have been aware by James (1910); and do have 

hopes and uncertainties within a person. Those hopes often interpreted as hoped-for 

selves and those uncertainties as feared selves are both connected to the ego development 

of self from young adults to mature adults in which closely related to attachments with 

social, material, and mental characteristics meant by James. This development mostly in 

parallel with experiences gain either positively or negatively promoted. The dynamic of 

the two extreme possible selves depends on self-conceptions of individuals to approach 

motivation through their life span in terms of their ego development with social, material, 

and mental attachments of self.  
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Table 2.1.  Two Extreme Possible Selves over Life Span 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Source: Cross, S., & Markus, H. (1991). Possible selves across the life span. 

Human Development, 34, 230 - 255. 

 

 

 

 

 

 

Age 

Group 

Positive Selves   <--------------------------------------->    Negative Selves  

18-24 � To become a successful 

and respected engineer 

� To have some sort of job 

that I truly enjoy 

� Being unsatisfied with my 

career 

� Being stuck in a nowhere 

job, with little pay 

25-39 � To be a teacher in a 

university 

� To be a better nurse 

� Having a dead-end, boring 

job not becoming the kind 

of teacher I would like to 

be 

40-59 � To have a higher 

administrative position 

� To be increasingly 

successful in business 

� Fail to reach work goals 

before retirement 
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However, individuals tended to have easier access to integrate positive selves as 

hopes as to place importance onto their feared selves (Table 2.2). Cross and Markus’ 

(1991) participants, within age from 18 to 59 years, ranked their occupational hoped-for 

selves more important than their occupational feared selves. Among four age groups of 

participants, only senior adults (age from 60 to 86) do not respond any occupational 

hoped-for or feared selves. The other three age groups of respondents consistently viewed 

their occupational hoped-for selves in which are two ranks higher than their occupational 

feared selves. This preference could be because individuals are usually inclined to favor 

positive thinking and put aside negativities for unnoticed motivational potential. Cross 

and Markus reviewed that the change of possible selves is private and confidential within 

the self. Though these respondents might have change more positively or negatively, but 

it is often kept within the self as to protect from embarrassments or to prevent the 

development of ego being jeopardized.  

In a different view, insufficient self-knowledge likely prohibits a person’s 

understandings about the negative motivational functions of possible selves (e.g., 

Conway, 2001; Cross & Markus, 1991; Markus & Nurius, 1986; Taylor & Brown, 1988).  

Hence, as a norm, people tend to conceive their beliefs as confidence and optimism 

positively taken as their common preferences (Taylor & Brown). Some researchers 

review optimism as over confident and put a self into an unrealistic situation in which 

impact into their future selves’ expectations and experiences (e.g., Weinstein, 1988).  
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             Table 2.2. Ranking of Occupational Selves throughout Life Span 

Age Groups Occupational Hoped-for Selves Occupational Feared Selves 

18 – 24 Ranked as the 2
nd
 importance Ranked as the 4

th
 importance 

25 – 39  Ranked as the 2
nd
 importance Ranked as the 4

th
 importance 

40 – 59  Ranked as the 4
th
 importance Ranked as the 6

th
 importance  

60 – 86  No responses regarding 

occupational selves 

No responses regarding 

occupational selves  

              

  Source: Cross, S., & Markus, H. (1991). Possible selves across the life span. 

Human Development, 34, 230 - 255. 

 

Prevention of Possible Selves. When individuals consider their current self as 

weak, they tend to interpret these feared selves to their current self as lack of confidence 

regarding these unwanted selves (e.g., Conway, 2001; Ness, 2001; Schorr, 1993). For 

instance, when teachers fear the inability to handle current situation for their successful 

self, they likely experience pessimistic physiological systems such as depress or burn out.  

These negativities may act out negatively with teacher emotional behavior and physical 

appearances (Yoon, 2002; Yoon & Gilchrist, 2003). Wiser individuals likely use feared 

selves positively instead of negatively. These individuals affirm their beliefs that they 

could monitoring and adjusting their planning or strategies such as non-delinquent 

behavior students (Oyserman & Markus, 1990). Non-delinquent behavior students 

envisioning their future outcomes were more able to integrate their feared selves as 

sources to balance with their hoped-for selves for higher motivational positions. 
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The dual functions may not limit to future outcome, but also could apply on 

current undesired outcome. The motivational stance is from current negative outcome to 

future positive outcome. For example, Cross and Markus (1991) provided an appropriate 

example: an individual “who hopes to be ‘trim and in shape’ but perceives himself as 

slightly overweight may be motivated to begin a diet and exercise program” (p. 233). 

This particular individual may have been motivated with a hoped-for self. This person 

has taken his current view of self as feared selves that is precisely related to his physical 

appearance. His short-term goal is to self-regulate eating and exercise because of his 

feared current self. His long-term goal may not only to become trim and in shape, but 

also confidence to become a healthy individual. This individual’s self-concept seems to 

manipulate him so that only his positive salient selves are activated in his current self-

concept.  

When possible selves are activated in the working self-concept, the interactions 

may bring out intra-personal motivational behaviors. These behaviors interact with the 

environment, which provides feedback. The feedback is crucial. The discrepancies 

between the feedback and the future selves are likely to interrupt the self-system with 

differing values and expectations. However, depending on experience, individuals tend to 

consciously adjust between these discrepancies such as divorced women selves (King & 

Raspin, 2004). Novices with limited experiences may be momentarily disturbed. Cross 

and Markus (1991) asserted that “momentary negative feelings about the self may have 

beneficial consequences” (p. 233). Rogers (1951) mentioned that there is nothing such as 

sick of a person, but people are momentarily out of cognitive resources because of the 
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symptoms of stress or burn out. The significance lies in whether a person’s self-

knowledge is sufficient to enable selection of resources and to remain calm and behave 

wisely by envisioning their positive future selves. The more details descriptions of future 

states enable a person to integrate actions into attaining these selves (Robinson, Davis, & 

Meara, 2003)  

Several researchers analyzed in details about creation of possible selves to assess 

self-knowledge (e.g., Norman & Aron, 2003; Robinson et al., 2003). For example, 

Robinson, et al. used the concreteness of selves as a career intervention tool to counsel 

low-income rural women. Concreteness of selves may understand as more details of self-

knowledge concern achieving the hoped-for selves. Packard and Nguyen (2003) asserted 

that sufficient self-relevant knowledge and role models are necessary. Packard and 

Nguyen reviewed that “Career-related possible selves are relevant to adolescents; [many] 

adolescents’ future possibilities involve plans to complete high school, pursue work, or 

attain higher education in anticipation of future career” (p. 252). Norman and Aron found 

that their participants reported “[the] more easily [future] self-representations are brought 

into conscious awareness, the more they influence motivation to attain them” (p. 505). 

Awareness and self-knowledge seem most influence the formation of selves positively.  

Possible selves seem to provide clear standards for the development of self-

knowledge that could promote strategies and action (Lips, 1995; Robinson et al., 2003; 

Yowell, 2000), as well as preventing negative beliefs about their potential during the 

affective-cognitive process (Cross & Markus, 1991; Oyserman & Markus, 1990). 

However, a person’s self-knowledge, especially in career life, is not built in one day but 
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expands through professional development (Cross & Markus; Fuller, 1969). It is believed 

that self-knowledge of novices and experienced individuals may differ significantly 

underlying in the present research interests.  

The Role of Experience in the Construction of Possible Selves 

 It is apparent that Cross and Markus’ (1991) participants of different ages have 

different expectations about their futures. These variations could be explained by 

experience. Experience provides knowledge for individuals to internalize what they 

learned in the past and connect it to the present. Experiences could provide more realistic 

construction of possible selves, because of relevant developed self-knowledge. This self-

knowledge also influences individual’s interpretation and evaluation concerning their 

current selves. Often, self-monitoring actions are easier to carry out. 

 Experiences mount up through career development. Career development in 

general includes two segments: early professional and advanced developmental stages. 

Early professional stage examples are usually novices with limited working experience, 

yet full of zeal for contributing their working spirit to the field and looking forward to 

success. They are usually characterized as full of hopes and confident about applying 

what they have learned to their occupation (Rudenko & Savelov, 2003). 

During the early phase of learning and experience, novice teachers begin to notice 

that the reality of career lives is different from what they have observed and which they 

have learned (e.g., Darling-Hammond, 2003; Lortie, 1975). This situation tends to cool 

off their passionate career selves. Most of them seem disrupted and may put themselves 

in the reevaluation and reinterpretation processes between self and the environment (Day 
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& Leitch, 2001; Ness, 2001). Most of them seem not to be able to evoke their feared 

selves for functioning. They may keep experiencing the discrepancies between their 

hoped-for selves and the observed selves (Cole & Knowles, 1993; Marso & Pigge, 1992). 

This occurs because these individuals lack an adequate description of their feared selves 

to activate into their working self-concept for balance when envisioning their futures. 

Their preference for using hoped-for selves is likely to experience several fluctuations 

throughout the career development process (Figure 2.4). The interns observed by Conway 

(2001) had experienced their first internships experiences, and most of them reflected 

differences between anticipated and real teaching. Four out of six interns studied showed 

several u-shaped experiences; these interns ended up with quite satisfactory positive 

outcomes. Two of them showed moderately low satisfaction with their first teaching 

experiences. Experiences with the environment stimulate awareness of working self-

concept and adjusting the self-knowledge of future selves.  
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Figure 2.4. Differences between New Teachers’ Anticipated  

Growth and Self-Review Practices within Two Semesters of  

Internship Studied by Conway (2001).  
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At the advanced developmental stages, novices become considerably more 

professional. They understand their work situation, what they are able to accomplish with 

their abilities, and what they want to be with their future selves. They seem to more easily 

distinguish to what extent their expected selves could be actualized and accomplished. 

Fuller found that her experienced teachers, once their early concerns of self-adequacies 

were resolved, tended to be concerned with the self who influences students. Fuller 

reviewed the beginning teachings as survival stage for new teachers. Often, their 

concerns are about self-adequacies such as classroom management, dealing with 

students’ discipline and instructional effectiveness show into their teaching performances 

(Fuller, 1969; Tschannen-Moran & Woolfolk Hoy, 2001; Weinstein, 1988).  

The transitions from early to advance professional developmental stages can 

enable the self to become mature, confident, and optimistic. Novices become professional 

likely have expected selves that are different than those at the beginning of their careers. 

Cross and Markus’ (1991) showed that the 40-59 aged group participants reported that 

they hoped “to have a higher administrative position [or] to be increasingly successful in 

business” (Cross & Markus, p. 237). These mature adults likely become confident and 

power over others or to see themselves as a social influential agents. Young adults mostly 

perceive career life passionately which demonstrate immaturity. They may show 

confidence and optimism, but, some researchers consider these to be unrealistic 

characteristics (Conway, 2001; Weinstein, 1988), or “shattered images” (Cole & 

Knowles, 1993). It is inferred that details of possible selves may help teachers mapping 

their future selves cognitively. 
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Application of Possible Selves in Different Contexts 

 Numerous studies have used possible selves as their theoretical framework. Most 

of these previous possible selves studies bridge between cognition and motivation in 

different aspects and approaches. Relevancy of these studies to the current research is the 

criterion for highlighting this literature. These studies include academic achievement and 

motivation (Leondari, Syngollitou, & Kiosseoglou, 1998), motivational impact of 

possible selves (Norman & Aron, 2003), low-income occupational possible selves 

(Robinson & Davis, 2001), divorced women selves (King & Raspin, 2004), and 

delinquent youth possible selves (Oyserman & Markus, 1990).  

 Leondari et al. (1998) examined the relationship between possible selves and self-

regulating behaviors for academic performances. However, they found that their data 

cannot relate to the precise role of possible selves in performance. Leondari et al. 

suggested that “if self-concept is dominated by positive possibility, these images would 

serve to keep the individual focused on actions instrumental for achieving the desired 

goal” (p.162). Leondari et al. had 289 high school students fourteen and fifteen years of 

age. The motivational results found that students with vivid future selves seem to 

outperform those who do not; students possessing possible selves were more persistent in 

academic tasks.  

The present study focuses on teacher hoped-for selves, since it is the normal 

human preference to think positively (Taylor & Brown, 1988). As an initial study of 

teacher possible selves, the researcher intends to learn the self-knowledge of teachers’ 

possible selves development as inferred for instrumental actions in the future. The 
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findings of the present study could probably reveal that self-knowledge of teacher 

possible selves may have characteristics of teachers to stay or to leave when teaching in 

challenging situation such as high-poverty schools. 

 Norman and Aron’s (2003) experiment concerned three predictive aspects of 

possible selves for motivation to achieve or to avoid a possible self. Their participants 

were young college students with average age (M=19.42, SD=1.01). Participants were 

randomly assigned to feared or hoped-for self conditions. Norman and Aron reported 

their overall results about availability of selves suggested that “for a given possible self, 

the more available it is, the greater the motivation to attain/avoid that possible self” (p. 

505). Norman and Aron’s second hypothesis’ results of accessibilities indicated that 

when “[possible self] as cognitive representation is easily and quickly brought into 

conscious awareness, then motivation for that possible self will be increased” (p. 505). 

Norman and Aron’s participants are similar to the cohorts of pre-service and new 

teachers recruit in the present study. Their responses may connect to whether pre-service 

teachers have sufficient conscious and awareness self-knowledge when working in high-

poverty level schools.  

 Robinson and Davis (2001) examined the occupational possible selves of low-

income women and their locus of control. A total of 199 female participants were 

recruited from basic adult education classes (i.e., as requirement to receive public 

assistance) and community college development classes (i.e., as voluntarily enrollment). 

Robinson and Davis found that “women who believe in their own ability to influence 

outcomes in their lives likewise perceive themselves as more effectual in achieving their 
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occupational hopes” (p. 10). Their participants indicated that their beliefs in their abilities 

did not predict likely outcome of their feared self. Both groups reported more role models 

of feared selves than for hoped-for selves because they lacked role models of being 

occupational success. Robinson and Davis’s participants viewed that they seldom have 

role models from rural low-income society that could be able to obtain high education 

and being success as role model. This code relates to self-efficacy beliefs of teachers that 

influence goal selection and self-regulation of actions and affections. Most new teachers 

in challenging working conditions such as high-poverty schools mostly lack role models 

for them to learn from. Moreover, majority middle class teachers tend to prefer working 

with average cognitive students from middle class background (Zimpher, 1989). When 

adjusting, monitoring, and evaluating process of teacher development, some teachers may 

likely able to experience narrowing or widening gaps between their future selves and 

expected selves cognitively.  

 King and Raspin (2004) investigated divorced womens’ possible selves using 

narrative descriptions of possible selves before and after divorce. Possible selves before 

divorce were written retrospectively. King and Raspin proposed that “The relatively 

mature person experiences understanding and ambivalence that a less mature person 

would be incapable of experiencing” (p. 606). Divorced women (n=73) were recruited 

through a newspaper advertisement and payment was made after each completion packets 

of open-ended questions and questionnaires. The second data collection was administered 

after two years. King and Raspin found that possible selves tend to elevate divorced 

women’s hopes throughout their lives. By referring to King and Raspin’s opinions may 
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infer the differences in teacher hoped-for selves between pre-service teaching and in-

service teaching. Relatively, teacher optimism may help find a different response from 

teachers with differently perceived experiences.  

Oyserman and Markus (1990) examined possible selves and delinquent youth 

behavior. Oyserman and Markus asserted that “a feared possible self will be most 

effective as a motivational resource when it is balanced with a self-relevant positive, 

expected possible self that provides outlines of what one might do to avoid the feared 

stated” (p. 113). Participants included public school youth, community placed delinquent 

youth, group home youth, and training school youth, who were grouped as nondeliquents 

and delinquents. The observations and interviews of these participants led to the result 

that possible selves will have maximal motivational effectiveness when it is balanced by 

a countervailing possible self in the same domain. The present study tends to understand 

self-knowledge of teachers and their hoped-for and feared selves with teachers who are 

teaching in poverty level schools. Their responses may show significance about hoped-

for selves; contrarily, these responses likely describe the unwanted selves.  

 

Teacher Development and the Concept of Possible Selves 

Vonk (1995) refers teacher professional development as the product of a 

continuing experimental learning process. That is, teachers acquire a holistic view of 

professional knowledge through practices and beliefs. In consideration of teacher 

developmental stages, Nimmo (1994) claimed that teachers will progressively gain 

professional knowledge and beliefs.  
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Researchers who studied teachers seemed to witness change in teachers during 

professional development (e.g., Fuller, 1969; Hogan, Rabinowitz, & Craven, 2003; Vonk, 

1995); this also seems to relate to the influence of teacher hoped-for selves’ on teaching 

experiences. However, the concept of possible selves proposes a motivational component 

that would strengthen teachers’ career directions and expectations. This is in connection 

with the changes of self-concept that relate to how teachers evaluate teaching difficulties 

with their self-knowledge. 

Characteristics of Pre-service Teachers 

Teachers in public schools are predominantly white, female, and from the middle 

social class (e.g., Feiman-Nemser & Remillard, 1995; Fuller, 1992; Grant & Secada, 

1990; Zimpher, 1989). Eighty percent of white female pre-service teachers are from the 

middle-class and grew up in suburbs, small cities, or rural areas (Fuller). Howey and 

Zimpher (1996) reported that the majority of pre-service teachers are from small towns 

(36%) or suburban areas (28%). Other geographic areas included rural areas (15%), urban 

areas (12%), and metropolitan areas (8%).  

The teacher preparation programs did not seem to prepare teachers to teach in 

urban or multicultural settings. New teacher preferences showed that 75% percent of pre-

service teachers prefer to attend college and teach close to their homes. Most teachers 

possess inadequate understanding of languages, cultural knowledge, and lack broader 

views concerning current social issues (Dilworth & Browns, 2001). Paine (1989) 

provided a clarification for the phenomena of this inadequacy. Paine reported that 

traditionally teachers were usually had their education as well as located themselves to 
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teach closer to the places they grew up. Without allowing a broaden view with other 

world of the societies, Paine described teachers constructed themselves with a “narrow 

framework of experience” (p. 1). By means of this, these teachers strongly believed that 

what they learnt and experienced are the best for their students’ learning despite diversity 

concerns. Though Paine’s view points were decades ago, however, these narrow views of 

teachers likely still amalgamate into teachers’ teaching beliefs such as Ness (2001) and 

Schorr (1993) had reflected (Table 2.3). 

Easter, Shultz, Neyhart, and Reck (1999) investigated the attitudes and beliefs 

found in 80 completed surveys. Easter et al. found that “ninety-six percent of [their 

participants] believed they could teach in a classroom of diverse students or had no 

preference” (p. 211). However, Howey and Zimpher (1996) and RATE Studies did 

indicate preferences that prefer to teach middle class average student that within radius of 

a hundred miles or less from their homes. Further, Easter et al. also found that “only 22 

percent of the [participants had] life experiences in an urban environment” (p. 211). 

Ninety-five percent (76 surveys) of Easter’s et al. participants responded that they respect 

culturally different students. These Easter’s et al. participants suggested that they tend to 

allow diverse students to be who they are rather than striving to be like the dominant 

culture. Most participants researched by Easter et al. responded with patterns as to the 

meaning of ideal teachers, such as “[emphasized] affective focus, while the remaining 

respondents split their descriptors between academic focus and methodological qualities” 

(p. 214). These participants showed relative affection for teaching diverse students. They 

seemed vague regarding the focus of dealing with diverse student populations in urban 
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schools. Pre-service teachers’ self-knowledge regarding teaching diverse students may 

remain a question and of interest to research.  

Easter et al. revealed that most of the new teachers were still unclear about the 

meaning of teaching; their self-knowledge could hardly allow them to describe what they 

believe could be an ideal teacher image. The affection of working with diverse students is 

valuable in which Robinson et al. (2003) asserted that, “Affect is also believed to be a 

motivating property of possible selves” (p. 157). However, King and Raspin (2004) 

concerned more on the experiences of individuals and emphasized that, “As we mature 

psychologically, we come to experience ourselves and the world in more complex and 

subtle ways” (p. 606). Pre-service teachers, new teachers, and experienced teachers may 

self-report differently about their hopes of teaching students in poverty-level schools due 

to their levels of teaching experiences. In particular interest is teachers’ responses with 

diverse issues dealing with classroom management, student engagement, and 

interpersonal relationships.  

 

Characteristics of New Teachers, Especially in High-turnover Contexts 

 According to Ingersoll (2001), high-poverty schools and small private schools 

report experiencing higher teacher attrition rates. Darling-Hammond (2003) found that up 

to 50% new teachers tend to leave their jobs during the first five years of teaching. 

Characteristics of new teachers in urban schools are that a majority are white and young 

female adults (Chester & Beaudin, 1996; Darling-Hammond, 2003; Ingersoll, 2001).  Of 

particular interest, prior knowledge of new teachers seems problematic when working 
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with diverse students, students with disruptive behavior, and under-prepared parents. For 

instance, Boyle-Baise and Grant (1992) stated that their “current cohort of teachers and 

teacher educators are unprepared to work with diverse populations” (p. 174). Jibaja-Rush, 

Kingery, Holcomb, Buckner, and Pruitt (1994) found that many classroom difficulties 

occur because teachers fail to deal with a diverse student population. These researchers 

may conclude teachers are mostly affectively working with diverse students while self-

knowledge is lacking owing to experiences with other social context environments.   

Teachers may be very enthusiastic about teaching diverse students (Ness, 2001; 

Schorr, 1993); however, without sufficient prior knowledge, their beliefs and hopes are 

easily disturbed after they have completed the teacher preparation program and begin 

teaching. Grant and Secada (1990) revealed the “multiple discontinuities – between 

student population and teaching force demographics and between teaching force and 

teacher educator demographics” could infer the disturbances of new teachers (p. 404). 

Grant and Secada stated that the trend of disproportional demographics of growing 

diverse students and homogenous teachers in public schools are related to the 

homogenous teacher educator work force to prepare monoculture teachers. Feiman-

Nemser and Remillard (1995) reviewed that teacher education students often classified 

“as ‘culturally insular’ with ‘limited career horizons’” (p. 6). Feiman-Nemser and 

Remillard mean that teachers are often prefer to study their teacher education at 

university or colleges near their home; in addition, most teachers wish to locate at 

suburban schools with middle class and average ability traditional school children. 

Darling-Hammond (2003) found that most newly graduated teachers are more 
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enthusiastic to offer teaching position in high-poverty schools socially, but often transfer 

or leave for a better teaching position. Most likely, Feiman-Nemser and Remillard, as 

well as Darling-Hammond’s view points could be the reason that majority of new teacher 

leave their first-teaching at urban schools, in which are often populated with low-

performances and low-income students.   

Much literature has reported on diversity and students with disruptive behavior. 

For instance, Yoon (2002) investigated the quality of student-teacher relationships and 

reported that “disruptive, aggressive, resistant students are especially challenging [to 

many] teachers” (p. 486). Yoon, with two separate hierarchical regression analyses, 

concluded that “Teacher stress was significantly correlated with negative affect, self-

efficacy, and negative relationships” (p. 489). If experienced teachers reported problems 

with disruptive student management, it is predicted that pre-service and new teachers 

would not be any better. In particular new teachers, their “survival stage” at the beginning 

of teaching is often defined as beginning concerns such as self-adequacy or class control 

as reported by Fuller (1969). Batiste and Sheerer (1997) noted that “survival stage” is the 

process of “…adults usually find themselves with specific needs and concerns and a 

burning desire for those needs and concerns to be met ‘now’” (p. 265). The eagerness of 

learning-to-teach could infer on teachers’ over optimism characteristics examined by 

Weinstein (1988). Students’ discipline most often is the beginning concerns of new 

teachers (e.g., Fuller, 1969). The more complicated stances are new teachers tend to be 

emotional (Sutton & Wheatley, 2003) because not sufficient self-knowledge and 

practices dealing discipline issues. 
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Low-income parents usually are portrayed as academically under-prepared 

parents. Drummond and Stipek (2004) surveyed and interviewed both teachers and low-

income parents about beliefs concerning their roles in children’s academic learning. They 

found that low-income parents often seek importance in their childrens’ academic 

performances; conversely, their deficiencies in education may urge them to shift their 

responsibilities to the schools. In addition, these parents seem to hold more negative 

emotional feelings about attending school activities because of their social status. Many 

do not know how to appropriately exemplify themselves as parents; after all they usually 

feel as if they are put down and stereotyped by school personnel.  

Teachers, on the other hand, are filled with mixed responses to these low-income 

parents and their children. They understand low-income parents’ lack of knowledge as to 

how to improve their children’s homework. They also blame low-income parents’ when 

they seem to push all responsibility to the schools. However, teachers seem ambiguous 

about their roles. O’Connor (2001) found his teacher participants’ views were that “it was 

the teachers’ job to ‘teach’ the children, a job not shared with parents” (p.185). Teachers’ 

roles working with low-income parents seem to show a lack of competent about how to 

relate to the parents and integrate them into the school system. Some of the teachers seem 

to not be able to create an inviting situation for these parents because low-income 

parents’were often perceived as academically under-prepared.  

Teachers working with diverse students, students with disruptive behavior, and 

under-prepared parents seemed more stressed than one might imagine. For new teachers, 

there is little doubt that their beginning years of teaching may produce conflict between 
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what they anticipated or expected and what they experienced in daily teaching. Ness 

(2001) and Schorr (1993) both were confident in becoming successful teachers when they 

began teaching culturally diverse students. Their greatest challenge was to overcome their 

beliefs that they could provide the same quality of education they themselves received. 

Meanwhile, they seemed to hardly self-regulate their emotions and cognitive behaviors 

within themselves and with their environments when that environment was momentarily 

disrupted. Mainly, they lacked consciousness of being positive as a crucial factor.  

New teachers’ career selves activated their current self-concepts with hopes. They 

could vaguely imagine diverse students they might encounter in high-poverty schools. 

Their interpersonal interaction provided a big gap that not many of these new teachers 

could adjust to appropriately. Their prior knowledge about teaching students in high-

poverty schools is limited, while they are zealous to bring out their ideal teacher self. It is 

inferred through the developmental process that teachers should frame their hopes for 

teaching poverty-school students more realistically. The conflicting factor between pre-

service and new teachers and experienced teachers is their expectations about teaching in 

high-poverty schools (Darling-Hammond, 2003; Ingersoll, 2001; Ness, 2001; Robinson, 

McKinney, & Spooner, 2004). New teachers understand the emotional process as 

common during early professional stage might help them to relax and more cognitively 

integrate actions and strategies dealing with challenging environment. However, to keep 

teaching in high-poverty schools may infer on the reward from their career goals. To 

attain present goal, possible selves theory helps new teachers instill more concrete selves 

so they likely to attain their long-term goal in the future.  
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Repeatedly using possible selves as self-relevant expectations may affect 

teachers’ affective-cognitive system positively, and may raise their awareness of teaching 

these diverse students. Gradually, their career selves, while working in poor quality 

schools, could change through the affective-cognitive cycle. With the development of 

more accessible self-knowledge, the incongruence between observed undesired and 

hoped-for selves can help to better adjust teachers’ self-conceptions in poverty-school 

situations. However, the application of possible selves with other theories (such as self-

efficacy) may lead to a better interpretation of teachers’ self-knowledge and perceptions. 

The development may provide clear proximal and distal goals with possible selves 

varying with teaching experience. 

 

Experience of Pre-service and New Teachers Interpretation with Possible Selves Theory 

 Many experiences of pre-service teachers and new teachers in high-poverty 

schools seem to be unsatisfactory. Most of them expected to be in a positive situation, as 

shown by Conway’s (2001) interns. Their charts’ linear curves started with high 

confidence and the eventual prediction that it would grow (Figure 2.4). The confidence 

level, by these linear curves, seemed to show competence. These unrealistic curves 

showed highly hoped-for selves at the beginning stage of teaching. However, teachers 

experience more fear over time. Some of them need several rounds of adjustment to 

remain positive (Figure 2.4). Among the six interns, only four remained quite positive by 

the end of the internships, while two showed moderately low confidence and hopes in 

teaching. It seems that to remain positive as choices of teachers seem helpful for facilities 
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encouraging outcomes in general. However, if positive choices are teachers’ preferences, 

teacher attrition rate should not be that surprisingly stunning. Hence, positive choices 

may create teachers’ interpretation, evaluation, and self-adjustment differently concerns 

their career hoped-for selves.  

To a certain extent, the findings of some quantitative studies and the 

generalizations to teacher candidates about their future selves are unclear. Owing to this, 

reviewing qualitative research may help quantitative hypotheses when examining 

teachers’ possible selves. Qualitative research of beginning teachers often self-reflected 

the discrepancies between their expectations of teaching difficulties and when they began 

to teach. This review includes two self-reflections and one qualitative study regarding 

teachers (Table 2.3). These studies are from young teachers who are graduated from 

teacher education program and are passionate to contribute themselves into the field of 

teaching in particular to liberate diverse students from poverty with their education.  

The two beginning teachers’ self-reflections revealed how highly they expected 

and how they felt let down when teaching reality forced them to realize the difference in 

discrete selves and their expectations (Ness, 2001; Schorr, 1993). Often, beginning 

teachers are shocked by the unexpected realities with their students. Ness found that her 

students were involved in social problems due to the fact that her school was located in a 

notorious drug use and gangster area. For instance, one of her 12-year-old students was 

serving time in juvenile hall for armed robbery. She was assigned a heavy load of 97 

diverse students comprised largely of immigrants who spoke 10 different languages. 
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Table 2.3. Evidences of Teacher Hoped-for and Feared Selves 

Sources Teacher Possible Selves  

Self-reflections 

Ness (2001) 1. I vowed that my passion and enthusiasm for my children and for teaching 

would never diminish. (hoped-for selves) 

2. I would never allow myself to suffer emotionally, as many first-year teachers 

do. (feared selves) 

3. I would stay positive (hoped-for selves) and avoid the disillusionment that so 

many teachers feel (feared selves). 

4. I would enter my classroom everyday with the same energy and passion I 

started with in September. (hoped-for selves) 

5. It wouldn’t matter if it was a gloomy Thursday in late October or if I had been 

battling the flu for two weeks. I would never become the “worksheet teacher.” 

(feared selves) 

6. I set high expectations not only for my students, but for myself as well. (hoped-

for selves) 
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Table 2.3. Continued. 

Schorr (1993) 1. I – perhaps like most TFAcrs – harbored dreams of liberating my 

students from public school mediocrity and offering them as good an 

education as I had received. (hoped-for selves) 

2. But I was not ready I was not a successful teacher and the loss to the 

students was real and large. (feared selves) 

Qualitative Research 

Cole & Knowles 

(1993) 

1. As I envision myself as a teacher, I see myself standing in front of the 

classroom where the seats are arranged in a semi-circle allowing students a 

clear vision of the [chalk]board, and discussing with students the lesson I 

had prepared for the day. (hoped-for selves) 

2. I see myself using plenty of visual aids, writing important points on the 

board, repeating myself several times, and waiting to receive responses or 

questions from the class. (hoped-for selves) 

3. The learning environment is created by the students themselves, since 

they are the ones who need to have a pleasing atmosphere in which to 

learn and study. (hoped-for selves) 

4. Growing up, even in my collegiate career, I considered teaching to be a 

job that, after a few years, becomes an easy route to a paycheck. (hoped-

for selves) 
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Table 2.3. Continued. 

Coles & Knowles 

(1993) 

5. I always thought that teaching would be like a fairy tale. All the children 

would have nothing but respect for their teacher. They would sit there and 

listen when the teacher was talking. (hoped-for selves) 

6. I found myself with positive anxiety about teaching. (feared selves) 

7. I could hardly wait to meet my students and get started.  (hoped-for 

selves) 

8. These positive feelings became laced with fear again after talking to one 

of my two cooperating teachers. (feared selves) 

9. I had thought about that I would figure out a way to bring to life all the 

wonderful theories I had studied. (hoped-for selves) 

10. I have aimed to figure out a system for being so organized that the class 

would always run smoothly. (hoped-for selves) 

11. I had aspired to use creative ideas to make every lesson interesting. 

(hoped-for selves) 

Sources: Ness, M. (2001). Lessons of a first-year teacher. Phi Delta Kappan, 82, 9, 700-

702. 

Schorr, J. (1993, December). Class action: What Clinton’s National Service Program 

could learn from Teach for America. Phi Delta Kappan, 25, 4, 315 – 318.  

Cole, A. L. & Knowles, J. G. (1993). Shattered images: Understanding expectations and 

realities of field experiences. Teaching & Teacher Education, 9, 5/6. 457 – 471.  
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       Ness (2001) reflected on her experiences as a first-year teacher. Ness described 

herself as devoted and passionate to fulfill quality education for students in the high-

poverty school where she taught. However, later in her reflections, she started 

questioning herself about whether to quit or continue to devote her life to the teaching 

profession. Ness noticed that her sense of tension barely allowed her to be positive about 

what she felt about her life. The difficulties that created her fears are common among 

new teachers in poverty-level schools, or at early professional stages. Ness is one of 

many beginning teachers; do other beginning teachers feel the same emotions? Should 

they have positive views that will overcome the fears that come into their minds? 

Quantitative design that generalizes data with cohorts of teachers seems to most 

adequately respond to these questions.  

Teacher self-reflections point to new teachers tending to be overly optimistic 

about their capabilities and future experiences. In particular, Ness (2001) reflected that 

according to her early teaching experiences showed that many new teachers are 

optimistic or have high hopes at the early professional stage. With time, they increase 

their efficacy beliefs about teaching. The efficacy beliefs that they seem with sense of 

perceive control to the situation and their competence to teach students from diverse 

background. To the interest of Weinstein (1988), the characteristics of positive or highly 

hopes, reported as unrealistic optimism showed by her 118 pre-service teachers. 

Cole and Knowles (1993) researched their pre-service teachers’ reflections 

written prior to, during, and following periods of field experience. Similarly, these 

findings reflect the discrepancies between pre-service teachers’ expectations and 
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experiences, circumstances contributing to the discrepancies, and the inconsistencies of 

discrepancies found among pre-service teachers (Table 2.3). Overall, evidence of teacher 

hoped-for selves occurs more than feared selves. Among the eleven reflection statements, 

only two demonstrated more feared selves than hoped-for selves.  

Evidences of teacher hoped-for selves have been easily captured through teacher 

self-reflections and over times the same transitions were apparent as those demonstrated 

by Conway (2001). The analysis of these participants’ reflections is matched with the 

data of teacher hoped-for selves in the present study. It is predicted that pre-service 

teachers with limited experience report more hoped-for selves than new teachers and 

experienced teachers (Figure 2.5). New teachers appear to lower their hoped-for selves 

because teaching reality disturbs their hopes, beliefs, and optimism. Experienced teachers 

tend to preview their maturity and competence so that their levels of hoped-for selves 

probably show a level between pre-service and new teachers. This pattern of differences 

that seems to exist among teachers at different stages of their career is consistent with the 

model of how possible selves are influenced by experience (Markus & Wurf, 1987).  
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Figure 2.5: Hypothesized outcome of teacher hoped-for selves in the present study. 

 

 Taylor and Brown (1988) have added that positive illusions or hopes could be 

useful, depending on personal perception. They stated that  

 

[Overly] positive self-evaluations, exaggerated perceptions of control or mastery, 

and unrealistic optimism are characteristic of normal human thought. [These] 

positive illusions may be especially useful when an individual receives negative 

feedback [,] or is otherwise threatened and may be especially adaptive under 

[difficult] circumstances” (p. 193).  

 

 Taylor and Brown (1988) hold the view that illusion and a sense of well-being 

may create better career choices, commitment, and the professional development of 

personal understanding. Taylor and Brown suggest that hopes, as an illusion of well-
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being, motivate persons to strengthen personal beliefs regarding their professional 

development. Hope is socially accepted as being connected to personal thinking that will 

promote self-knowledge regarding abilities; hopes will help individuals visualize how the 

future is supposed to be, what individuals expect to become, and those with hope will 

self-regulate toward these future selves (Markus & Nurius, 1986). Social psychologist 

researchers have named “a self hope to be” as hoped-for selves (Oyerseman & Markus, 

1990). This study will take teacher hoped-for selves as a term for teachers’ selves 

positively oriented towards the future.  

Pre-service teachers lack serious understanding concerning real teaching life. 

Therefore, the outcome of their career is not ideal; but also the tendency of people to be 

more positive is an influence. Such a disposition to make positive self-projects more 

salient, however, may lead to difficulties, especially for new teachers, as they enter a 

work environment that is sometimes quite different than what they have projected. The 

insights from what they hope may turn to an understanding of what they fear, which 

demonstrate lack of self-knowledge being unable to utilize the function of feared selves 

versus hoped-for selves.  

 

Theories Related to Possible Selves and Teacher Motivation 

This section discusses the construct of teacher possible selves as motivational 

forces. Possible selves are closely related teacher efficacy showed by previous studies. 

Optimism posits the positive thinking of individuals that carries the characteristics of 

hoped-for selves. However, being overwhelmed with hopes is characterized as unrealistic 
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(Weinstein, 1988) but consider the most intuitive strength of a person (Alicke, 1985; 

Brown, 1986). The influences are bidirectional among possible selves, optimism, and 

teacher efficacy (Figure 2.6). Teacher hoped-for selves, optimism, and teacher efficacy 

are all motivational forces for teachers to be success and attain their goals in the future. In 

the present study, teacher hoped-for selves are positively related to optimism and teacher 

efficacy. For instance, pre-service teachers have high hopes working with diverse 

students tend to be more optimistic and highly confident, yet, this characteristic is 

referred by Weinstein as an unrealistic optimism. The influences of these three theories 

are discussed in the subsequent sections.   

 

 

Figure 2.6. Directional influences among teacher hoped-for selves, optimism, 

and teacher efficacy.  
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Optimism. Optimism usually refers the propensity of individuals to think 

positively. Markus and Nurius (1986) reported that, among the college students, which 

did not clarify details in their study majors, reported a consistent positive bias with four 

times more positive selves than negative selves. Taylor and Brown (1988) mentioned that 

human nature tends to think positively concerning future selves. Alicke (1985) and 

Brown (1986) claim that their participants seem to have more accurately judged 

themselves on positive characteristics of the self than on negative attributes. Markus and 

Nurius found that under normal circumstances, the working self-concept may contain 

largely positive possibilities. Taylor and Brown connect this overwhelmingly positive 

trait to unrealistically positive views of the self. Dolinski and Gromski (1987) mention 

that, in general, individuals suppose negative events are less likely happen to them than to 

others. Taylor and Brown point out that those highly skewed, positive views of the self 

can be regarded as evidence of their unrealistic and illusory nature.  

Weinstein (1988) notes that pre-service teachers rate their own ability to control 

the teaching tasks higher than their peers. Weinstein believes these high ratings are due to 

a lack of understanding of the teaching experience; this factor could influence pre-service 

teachers who face teaching reality when they begin to teach. When individuals envision 

their futures, they are inclined to believe in more positive possibilities; usually, they have 

more hopes than fears. It seems that there is a relationship between positive possible 

selves and optimism. This evidence was shown in the studies of Weinstein’s pre-service 

teachers and Markus and Nurius’ (1986) college students. However, Weinstein referred 

to this overwhelm positive views as “unrealistic optimism” (p. 31). 
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Most likely, individuals lacking experiences are more inclined to be confident and 

believe that negative events will not occur; they tend to be highly hopeful concerning the 

future. For instance, research has shown that teenagers believe they will not become 

addicted to smoking and believe that their ability to overcome their addiction is better 

than their peers’ abilities (Weinstein, 1988). Likewise, novices believe that they are 

outstanding figures in their career even when they lack relevant working experiences 

(Conway, 2001; Ness, 2001; Schorr, 1993). 

Similarly, new teachers believe they can handle the most difficult teaching 

situation; they look forward to affecting change in themselves and their students because 

they identify themselves, not as geniuses, but as able to overcome teaching difficulties 

during their preparation period (Capella-Santana, 2003). All of them seem to 

unrealistically overestimate their ability verses the experiences they will have in real life 

(Conway, 2001; Ness, 2001; Schorr, 1993). They incline to create multiple selves; the 

majority of the selves are very much hoped-for, but unrealistic (Table 2.3). For instance, 

Cole and Knowles (1993) reported from their teacher participants such as traditional 

learning experiences by themselves and intended to apply into their future teaching lives.  

Taylor and Brown (1988) state that “[considerable] research evidence suggests 

that overly positive self-evaluations, exaggerated perceptions of control or mastery, and 

unrealistic optimism are characteristic of normal thought” (p. 193). The hypothesis in this 

study, by means of Weinstein’s (1988) questionnaire, focuses on the cause for unrealistic 

optimism among teachers -- that is, the discrepancy in self-perceptions and teachers’ 

beliefs and expectations. But, Weinstein’s survey only focuses on unrealistic optimism in 
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the phase when teachers lack experience; teachers may perceive differently when they 

gain experience. Experienced teachers may remain optimistic about working with diverse 

students, concern of diverse students’ engagement in academic performances, and finding 

solutions to work with academically under-prepared parents; however, with their teaching 

experiences over years, experienced teachers are more realistically developed into their 

professional stage where they intend to influence their students as leaders to provide role 

models.  

 Teacher Efficacy. Bandura (1986) stated, “Self-efficacy is concerned with 

judgments about how well one can organize and execute courses of action required to 

deal with prospective situations that contain many ambiguous, unpredictable, and often 

stressful elements” (p. 200). Chester and Beaudin (1996) reviewed Bandura’s theory and 

concluded that “[efficacy] beliefs are a key factor in the self-regulation of motivation. 

The motivation to pursue a task or challenge [,] such as teaching in an urban school [,] 

arises from individuals’ internalized goals, needs, and aspirations” (p. 235). Teacher’s 

efficacy relates to their beliefs in their abilities and student engagement (Tschannen-

Moran & Wookfolk Hoy, 2001). Pajares (1992) contends that teachers’ beliefs affect 

their perceptions and judgments, and as a result, affect their behavior in the classroom.  

 Overall, teaching efficacy from pre-service to in-service shows differences, 

especially when referring to age and prior experiences (Chester & Beaudin, 1996). In 

Chester and Beaudin’s study, changes of efficacy beliefs were reported by their second-

career teachers; they taught as a second-choice after a first-job experience. These teachers 

tended to view themselves as more committed to urban teaching. They also felt, in their 
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sense of maturity, that they were forces for social change. Social changes were assumed 

as their professional missions. Teacher efficacy may influence when teaching experiences 

among subject matters and class assignments have gained overtime. This seems to relate 

to a teacher’s knowledge basis and how a teacher interacted emotionally with disruptive 

behavior students in the class.  

Chester and Beaudin (1996) also report that young novices in their study did not 

have much efficacy beliefs change, whereas, they seemed uncertain when faced with 

“decision overload” (p. 252), or exposed to too many resources on which to concentrate. 

Overall, self-efficacy beliefs declined as similar with the results of previous studies. The 

present study predicts that teacher efficacy beliefs during pre-service teaching tend to be 

highly confident (Figure 2.6); during induction years, efficacy beliefs eventually lower; 

and experienced teachers’ efficacy beliefs rank in the moderate range.  

The correlations between theories may be relevant in examining teacher possible 

selves. Markus and Wurf (1987) examined “a generalized perception of controllability 

over behavior [and] a specialized perception of ability to execute a particular task” (p. 

308). For instance, pre-service teachers’ unrealistic optimism show a prevalent 

generalized perception of controllability about teaching tasks when comparing self with 

peers (Weinstein, 1988). Tschannen-Moran and Woolfolk Hoy (2001) investigated 

teacher efficacy as an influence on educational outcomes, such as teachers’ persistence, 

enthusiasm, commitment, and instructional behavior in engaging students’ achievement, 

motivation, and the teachers’self-efficacy beliefs. The participants seemed to be 

concerned with the specific controllability when teachers judge themselves in light of 
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relevant social environmental facts. The combination of optimism and teacher efficacy 

may better refer to teachers’ motivation when working at high-poverty schools. This 

perceived control or motivational belief is likely to be related to teacher hoped-for selves 

that seem likely to incorporate awareness of their salient selves into their current self-

concept. Therefore, it is important to explore teachers’ prior knowledge and knowledge 

after early professional stages when working with diverse students at high-poverty 

schools.  

 

Optimism and Teacher Efficacy relate to Markus and Wurf’s (1987) model. 

 Optimism is a normal trait of human nature (Taylor & Brown, 1988). Individuals 

have a tendency to be optimistic about every circumstance. In fact, optimism may be the 

primary need, motif, or value that is shown from one’s thinking, perception, or behavior. 

The basis of optimism is that individuals move forward and grow. Hence, individuals 

become aware and conscious of salient possible selves integrated into their working self-

concept and begin interpretation and evaluation into their affective-cognitive system 

(Markus & Wurf, 1987). 

 Most often, optimism is accepted as a positive way to carry out human functions. 

Individuals tend to be more motivated when they are emotionally optimistic. People will 

react spontaneously toward their goals and deal with challenges. However, when people 

are not optimistic, they turn negative which most likely leads to being static and 

emotionally functionless (Sutton & Wheatley, 2003). Sutton and Wheatley stated, 
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“Teachers who report experiencing much joy and little anger have a different experience 

of teaching than those who experience constant frustration and little joy” (p. 330). 

 Integrating optimism with possible selves is necessary. Possible selves promote a 

sense of future successes despite momentary distractions. If individuals understand 

negativities as part of the experience during the progression to their goals, they will likely 

take their negativities as temporary aberrations. They will implement more strategies to 

deal with negativities, while creating sufficient planning to actualize their desired selves. 

Thus, Optimism is an essential component in examining teacher hoped-for selves.  

 Optimism and hoped-for selves allow teachers to remain positive when interface 

with teaching difficulties. Linvillle (1982) mentioned that, hoped and optimism should 

encourage in pre-service teachers as fundamental goodness of well-beings. Weinstein 

(1988) found that pre-service teachers showed unrealistic optimism during their 

preparation and beginning teaching periods. This is the primary characteristic of early 

professional development. If pre-service teacher are exposed to more real teaching 

experiences and enhancement of self-knowledge about teaching diverse students, they are 

likely to accept the unpleasant experience as part of the developmental process rather 

than their inability to teach effectively. In addition, drawing support from the 

environment may encourage them to remain optimistic and stay in their positions instead 

of leaving. When teachers are optimistic with hopes into their futures, teachers likely 

have more cognitive choice to deal with their present problem with students. Markus and 

Wurf’s (1987) seem able to explain differences among individuals to bridge between 

motivation and cognition. The sole concern is how efficacy a person is able to self-
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regulate their affective-cognitive system into the task of narrow framework of 

experiences as mentioned by Paine (1989).  

Efficacy beliefs play a role that coincides with optimism and teacher hoped-for 

selves. Optimism brings positive beliefs that enable one to consciously judge the current 

view of self as that of their salient self active in the working self-concept. This 

judgmental belief relates to the expectation individuals are willing to carry out behaviors 

in accordance with their abilities. Markus and Wurf (1987) emphasize the necessity of 

efficacy beliefs in individuals’ goal setting, which seem relevant to the whole process of 

the dynamic self-concept model.  

In the professional development process, high self-efficacy beliefs, hoped-for 

selves, and optimism are the common characteristics among novices during preparation 

stages. Most likely, without strategies of self and environmental support such as 

mentoring, novices will step into their professional fields and experience a drop in self-

efficacy beliefs, hoped-for selves, and optimism. The environment could play a role 

interact awareness of working self-concept to monitoring and adjusting standard of 

possible selves. It is likely making cognitive influences within self and the environment.  

The cybernetic cycle of Markus and Wurf (1987) describes the dynamic outcome 

of novices when they become experienced professionals. Novices tend to be more 

realistic in their self-efficacy beliefs, hoped-for selves and optimism, and likely plateau at 

moderate levels when reaching the advanced developmental stage. This explanation may 

generalize simple human behavior processes with self-ratings questionnaires. However, 

individuals’ uniqueness is too arrogant to critically generalize on their motivational 
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behaviors, but reviews through personal reflection and inductive research studies could 

result for more sophisticated and detail orientated understandings.  

 

Pilot Study of Teacher Possible Selves Questionnaire 

The need of construct an instrument to measure teacher possible selves is 

necessary because there was no instrument to measure teachers’ future images to teach in 

poverty school settings. The construction of Teacher Possible Selves Questionnaires 

(TPSQ) began with reviewing literatures that concern of diverse and school environment 

issues (Darling-Hammond, 2001, 2003; Evans & Tribble, 2001; Faunce, 1969; Kozol, 

1991; Lashway, 2004; Sleeter, 2001; Wilson, Ereton, & Wood, 1997). Items constructed 

are based the issues reviewed by the selected articles.  The 22-items constructed are 

focused on teacher’s experiences and social cultural differences with diverse student 

populations in public schools. 

By monitoring a cohort of one-hundred and twenty-five pre-service teachers, the 

preliminary results for TPSQ was resulted with a finalized three factors of 14-items 

record an alpha of .89 with 71% of variance. The three factors are working with diverse 

students (alpha = .89), working with disruptive students (alpha = .82), and working with 

parents/guardians who are academically under-prepared (alpha = .86). The correlation of 

these items with confidence revealed that pre-service teachers working with diverse 

students have the highest mean rating. However, this cohort of pre-service teachers did 

not show confidence in working with disruptive students. In addition, these pre-service 
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teachers were equally confident in working with students and parents/guardians from 

diverse background.  

The 22-items of TPSQ are utilized in the present study for similar interpretive 

results for further inter-theories correlations with teacher efficacy and optimism. 

Specifically, teachers’ characteristics across three groups of pre-service to in-service 

Teachers are of particular interest. The findings may also infer teachers’ views as 

compare with previous research studies include self-reflections and inductive 

investigations (e.g., Cole & Knowles, 1993; Conway, 2001; Ness, 2001; Schorr, 1993).  

Teachers with varying level of experience could expect differences from early 

developmental stages to professional stages. 

 

Significance of the literature to this study 

 The main issues for this study are an examination of teacher possible selves, 

teacher efficacy beliefs, and optimism in order to better understand teacher motivation 

and development assumption working in high-poverty schools. This study may infer 

teacher change of self-concept and experiences gain influence by self-knowledge before 

teaching, beginning teaching, and experienced teaching. The changes of self-concept 

when dealing with teaching difficulties such as culturally differences and awareness, 

efficacy beliefs, and occurrences optimism between self and peers are necessary to 

examine. This understanding of this preliminary study is hoped to help solve the teacher 

shortage problem in particular in low-income and low-performance schools. In addition, 

the findings of this present study may provide psychometric properties of young teachers 
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concerns to encourage them to stay in the teaching profession. By such means, future 

experimental research may more meaningful to mediate effective teacher education 

preparation program for future teachers and prospective students.  
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CHAPTER III 

METHODOLOGY 

 

 The purpose of this study was to examine the effects of teaching experiences on 

teachers’ hoped-for possible selves concern teaching in poverty-level schools. 

Specifically, this study would (a) compare the influence of teaching experiences on 

teacher hoped-for selves among three groups of participants; (b) correlate teacher hoped-

for selves to optimism dealing with teaching difficulties; and, (c) correlate teacher hoped-

for selves to teacher efficacy. This study utilized a cross-sectional design to examine the 

effect of experience. The four research questions for this study were: 

1. Are there differences in hoped-for selves among teachers with varying levels of 

teaching experience (i.e., pre-service, new, and experienced)? 

2. Are there differences in optimism among teachers with varying levels of teaching 

experience (i.e., pre-service, new, and experienced)? 

3. Are there differences in teacher efficacy among teachers with varying levels of 

teaching experiences (i.e., pre-service, new, and experienced)?  

4. How well does teacher optimism and teacher efficacy predict teachers’ hoped-for 

selves for working in poverty-level schools?  
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Participants 

Participants in this study were drawn from two different groups. The first group 

was teachers enrolled in the College of Education at Texas Tech University during the 

spring and summer semesters 2005, which was 73% of the 236 participants. This college 

students consisted of 72% of female students and 79% of them were Anglo-American or 

Caucasian. The second group was teachers from Lubbock Independent School District 

(LISD), which was 27% of the total. This cohort of participants has similar characteristics 

with previous demographic profiles found in the literature. Teachers in public schools 

were found majority white, female, and from the middle social class (e.g., Feiman-

Nemser & Remilalrd, 1995; Fuller, 1992; Howey & Zimpher, 1996; Zimpher, 1989).  

In this cohort of teachers, 43% of the participants were pre-service teachers, 19% 

were new teachers (i.e., less than three years of teaching experience), and 39% were 

experienced teachers (i.e., more than three years of teaching experience). Pre-service 

teachers were students in a teacher program at the university. New teachers recruited 

were either from public schools or from the university. New teachers from the university 

were college students currently studying and teaching at the same time. Experienced 

teachers recruited from the university were pursuing additional degree or doing their 

doctoral program. Experienced teachers recruited from LISD were teachers either 

teaching in elementary or junior high schools.  

 The average age of participants was 31 years. Teachers’ ages from 19 to 25 years 

old were 45% of 236 participants. The age mean for pre-service teachers was M = 23.64, 
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SD = 6.01. Age mean for new teachers was M =30.23, SD = 9.85. The age mean for 

experienced teachers was M = 39.66, SD = 9.45.  

Over three quarters of participants (72%) were females. One hundred eighty-four 

teachers reported their ethnicity as Anglo-American or Caucasian, which is 79% out of 

236 participants. Seventy percent of teachers grew in middle class families. Recruitment 

of participants was conducted in a manner consistent with the approved Human Subjects 

guidelines of the institution. Participants were aware that their involvement is voluntary 

stated in the cover letter. Teachers were requested to envision their hopes when respond 

to items related to working conditions at poverty-level schools. Teachers recruited in this 

study might or might not have taught at poverty-level schools, but they are average 

teachers most relevant to examine self-conceptions teaching in poverty-level schools.   

 

Sample Size Determination 

This study set a standard effect size (D) 0.50 with a power of 0.80. The level of 

significance was 0.05 with a one-tailed test; that was, having a 5% chance of making a 

Type 1 error. With these statistical settings, the minimum sample size was 27 per subject 

group (Hinkle, Wiersma, & Jurs, 1998, Table C11, p. 651). The total sample size was 81 

teachers for three groups of participants. Hinkle, Wiersma, and Jurs stated that the larger 

the samples size, the more powerful the test. The researcher had recruited 236 teachers or 

approximately 50 teachers per subject group which had double the sample size calculated. 

This was to ensure the power of the test at all levels of teacher’s experiences.  
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Data collected was 101 pre-service teachers, 44 new teachers, and 91 experienced 

teachers. New teachers with a sample of 44 participants could not reach the ideal sample 

size of 50, but met the statistical computed number of 27 set by Hinkle, Wiersma, and 

Jurs (1998). So, this sample size was still acceptable for statistical analysis.  

 

Research Instruments 

Teacher hoped-for selves 

  The development of Teacher Possible Selves Questionnaire (TPSQ) was 

constructed by the researcher and the chair of the current research committee (Hamman 

& Chan, 2004). The literature review was to understand teachers’ beliefs, teachers hopes, 

and difficulties working at poverty-level schools (e.g., Abel & Sewell, 1999; Cooney & 

Akintunde, 1999; Darling-Hammond, 2003; Dilworth & Brown, 2001; Faunce, 1969; 

Kozol, 1991; Ness, 2001; Schorr, 1993; Soodak & Podell, 1994; Wilson, Ireton & Wood, 

1997; Yoon, 2002). Items included in TPSQ were selected statements and reflections 

concerning teachers’ hopes working in public schools. The TPSQ was distributed to pre-

service teachers for validation of the items. The main problem reviewed was the 

directions of TPSQ. Modification was fixed for the purpose of the instrument according 

to participants’ understanding.  

The TPSQ (Hamman & Chan, 2004) was intended to measure teachers’ working 

perceptions commonly associated with poverty-level and high-turn over schools 

(Appendix C). In this study, the researcher intend to examine teachers’ positive selves 

had conceptualized to work with low income schools. Teachers would respond to 22–
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items using a 9-point Likert-type scale where 1 represents “strongly disagree,” and 9 

represents “strongly agree.” These twenty-two newly constructed items had a Cronbach’s 

alpha of .89 from pilot study. Reliability of Cronbach’s alpha from the current cohort of 

teachers was .94, which was higher (Table 4.3).   

Optimism 

A modified version of Weinstein’s (1988) original instrument was used in this 

study (Appendix D). This measure included 21 items to which the participants responded 

using a 6-point Likert scale, where 1 meant not a problem at all, and 6 meant very serious 

problem. The measure was modified from 33-items which 21-items selected were to 

measure teachers’ self-responses regarding classroom management and interpersonal 

relationship. Participants were asked to evaluate their own abilities and those of their 

peers in relation to difficult teaching tasks. A comparison between their ratings of self-

ability to peer and their ability was made to calculate optimism. Weinstein found that her 

subjects had showed consistent tendency ratings to the 33 different teaching items.  

 The researcher hypothesized that teachers responded in an accurate manner about 

their self-conceptions teaching in poverty-level schools. Optimism bias was teachers’ 

confidence regarding their teaching abilities. Optimism self was the measure of teacher’s 

own teaching abilities. The 21 optimism self items were conducted with a reliability 

statistics indicated a Cronbach’s Alpha of .95 (Table 4.3), which included 216 cases with 

8.5% excluded cases.  
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Teacher Efficacy 

The Ohio State Teacher Efficacy Scale (OSTES) was developed to measure 

teachers’ efficacy beliefs by Tschannen-Moran and Woolfolk Hoy (2001). This scale was 

used to measure teacher efficacy. For the current data set, OSTES exhibited an overall 

reliability of Cronbach’s Alpha of .96 (Table 4.3). The subscale of instructional strategies, 

classroom management, and student engagement exhibited reliability of similar 

Cronbach’s Alpha of .93 respectively. This analysis excluded 2% of the 236 valid cases. 

In studies done with pre-service teachers, OSTES did not have the 3-factor solution 

emerge, so the developers recommended using the score from the whole scale when 

working with pre-service teachers. The current study was meant to measure teacher 

efficacy beliefs with three groups of teachers. Therefore, the whole scale as one variable 

was selected into statistical analysis instead of subscales.  

 

Table 3.1. Internal Consistency Estimates of Reliability (Cronbach’s Coefficient Alpha) 

 

Instruments Cronbach’s Coefficient Alpha 

Teacher Hoped-for Selves (THS) 

 

.94 

Ohio States Teacher Efficacy Scale (OSTES) 

 

.96 

 

Optimism Self (OS) 

 

.95 
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Variables 

Dependent variables 

  There were three dependent variables. The first dependent variable was teacher 

hoped-for selves. The 22-items in TPSQ were grouped into one variable named as teacher 

hoped-for selves. Teacher hoped-for selves were to measure teacher’s hopes explicitly 

and teachers’ self-conceptions working in poverty-level schools environment. The items 

were presented in a manner as showed in Figure 3.1. Directions were given at the very 

top of the questionnaire and followed by a partial statement, “As a teacher, I hope to 

work with students ….” The incomplete sentence was followed by items examining the 

level of hopes teachers able to cope with the students or working conditions that they 

requested to respond.  The scale was beside each item meant to capture direct responses 

of teachers.  

 The second dependent variable was optimism self. Optimism self was to examine 

teachers’ positive conceptions when dealing with teaching difficulties (Figure 3.2). The 

21-items in Optimism Questionnaire were grouped and named as optimism self. 

A question was posted before the directions for optimism self questionnaire. A different 

scale for responding the questionnaire was clearly stated. Then a partial statement was 

posted at every item for the clarity of teachers’ responses. The partial statement was 

“Concerning my teaching, I am able to ….”  

 The third dependent variable was efficacy beliefs. Efficacy beliefs was to 

understand teachers’ confident to deal with teaching difficulties created from the items 

(Figure 3.3). The 24-items of OSTES were grouped and named as efficacy beliefs. 
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Directions were stated at top of the questionnaire indicating the purpose of conducting 

this survey. The scale for responses was explained and requested teachers to respond 

according to their own capabilities with each item. A partial statement was followed (i.e., 

How confident are you at being able to…).  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.1. Sample of item in Measuring Teacher Hoped-for Selves 
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Figure 3.2. Sample of item in Measuring Teacher Efficacy Beliefs 

Figure 3.3 Sample of item in Measuring Optimism Self 
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Independent variables 

The three levels of teaching experiences were a dependent variable named as 

classification. In the demographic section, teachers were posted a question regarding their 

teaching experiences (i.e., How would you classify yourself this semester?). 

Classifications were illustrated for teachers to pick the right choice accordingly. Pre-

service teachers defined in the questionnaire were teachers not certified and still in 

preparation. New teachers were certified, but taught less than 3 years. Experienced 

teachers were certified and taught more than 3 years. These levels of teaching 

experiences were grouped as one variable named classification.  

Descriptive Variable 

In the demographic section, teachers were to request them to view of their 

teaching assignment that was concerned the social economic status of the school. Pre-

service teachers were requested to skip this section. The directions given for poverty-

level schools were “If you are currently a teacher, please select the characteristics that 

describe your teaching assignment last year. If you are a pre-service teacher, you can skip 

this one.” Sixty-eight percent of this cohort of teachers had taught in low social economic 

status schools and 35% were located in urban area. 

 

Procedure 

Schedule 

Data collection was initiated during spring 2005 with paper and pencil responses 

(Figure 3.5). During summer 2005, TPSQ, OQ, and OSTES posted on a secure web site. 
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Course instructors in the whole college were contacted and scheduled for those who 

allowed their students’ voluntary participation. The researcher either attended class 

meetings or requested course instructors to inform students to participate the survey 

online. The time required to complete the three questionnaires was approximately 15 

minutes. Participants might receive course credit for completing the survey.  

The spring collection of data was found interrupting to instruction times. The 

researcher decided to create online survey with the help of committee chair of the 

researcher and technical support group from College of Education. The online survey link 

was found more supported by course instructors during summer data collection period.  

  However, after summer 2005, the researcher found only 17 new teacher 

participants. In order to reach the minimum ideal number of 50 teacher participants from 

each level of teaching experiences, the researcher decided to approach public schools. 

First, with electronic mail, the researcher had obtained initial agreement from principals 

of Lubbock Independent Schools. Second, as an official documentation procedure, these 

principals were advised by LISD central office to have formal request through elementary 

and secondary schools Superintendents. Third, after documentation to Lubbock 

Independent School District (LISD) central office, the superintendents had provided 

contact information for public schools’ principals and teachers to the researcher.  Fourth, 

principals contacted had allowed the researcher to attend school staff meetings to invite 

teachers’ involvement. The three questionnaires were distributed and collected which had 

increased new teachers’ participant from 17 to 44 responses. Finally, the researcher had 
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decided to end the data collection process on October 12, 2005 because the number of 

new teachers met the statistical computed sample size of 27.  

 

  

Figure 3.4.  Planned Data Collection and Data Analysis  

Note:  R.Q. represents research question.  

IV represents independent variables. DV represents dependent variables.  

TPSQ represents Teacher Possible Selves Questionnaire. OS represents optimism self. 

OSTES represents Ohio State Teacher Efficacy Scale.  

 Three one-way ANOVAs were conducted to examine differences among teacher 

experiences, with teacher hoped-for selves, optimism self and teacher efficacy beliefs as 

dependent variables. For each ANOVA a Levene’s test for homogeneity of variances was 
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run. Post-hoc tests were included after significant results were found. Multiple 

regressions were conducted to find the best predictors for teacher hoped-for selves. SPSS 

statistical package (Green & Salkind, 2004) was used to analyze statistical results from 

the data.  

 There were three out of 22-items in TPSQ were reverse coded the 9-point Likert-

type scale before included as dependent variable. These items were I hope to work with 

students who have diverse instructional needs (item 9), I hope to work with students who 

plan to attend college (item 11), and I hope to work with students who are interested in 

my content area (item 20). These three items were found incongruence with the 9-point 

Likert-type scale of 1 = strongly disagree and 9 = strongly agree. So, the reverse code 

was changed the 9-point Likert-type scale upside down with 1 = strongly agree and 9 = 

strongly disagree when analyzing the results.  

The reason for making a reverse code was the other items in TPSQ were 

describing working conditions that were presented in negative ways which paralleled 

with the scale provided. These three items were presenting working conditions that 

contradicted with the scale provided. Therefore, reverse code was necessary for precious 

findings into the present study.  

 This chapter included reliability of instruments, procedure of data collection, 

participants of the current study, and process of analysis. Operational procedure for each 

variable was explained in the process from items in questionnaires to variable that used in 

the statistical analysis. The results are discussed in the following chapter with 

interpretation based the interest of each research question.  
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CHAPTER IV 

  RESULTS 

 

This chapter describes the results from the analyses of data intended to address 

the four research questions. The three sections included are: (a) descriptive statistics for 

the study variables; (b) analyses corresponding to the research questions; and, (c) 

optimism and efficacy beliefs prediction for working in poverty-level schools.  

 

Descriptive Statistics for the Study Variables 

 The mean (M), standard deviations (SD), and minimum and maximum scores are 

presented in Table 4.1. The mean for teacher hoped-for selves was 128.38, SD = 29.06. 

The range for teacher hoped-for selves was 149.00 with values between minimum (49.00) 

to maximum (198.00) based on a 9-point scale (1 = strongly disagree, 9 = strongly agree). 

Graphically, teacher hoped-for selves had multiple modal distributions through the range 

scores (Graph 4.1). The mean for efficacy beliefs was 174.42, SD = 25.30. The range of 

efficacy beliefs was 103.00 with values between minimum (113) to maximum (216) 

based on a 9-point scale (1 = not at all confident, 9 = highly confident). Efficacy beliefs 

had a lower kurtosis of frequency distribution and a positively skew range distribution 

(Graph 4.2). Both teacher hoped-for selves and efficacy beliefs had a high range score at 

the negative skew end. The high frequency score of approximately 12 participants at the 

216
th
 score was assumed to affect the non-significant statistical analyses. Mean for 

teacher optimism self was 50.71, SD = 17.76. The range of teacher optimism self was 103 
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with values between minimum (20) to maximum (123) based on a 6-point scale (1 = no 

problem at all, 6 = very serious problem). Optimism self had a positive skew distribution 

as compared with teacher hoped-for selves and optimism self (Graph 4.3).  
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Table 4.1. Descriptive Statistics for Total Scores of Instruments Used in This Study 

 
  

       Skewness 

 N Min Max Mean 

Standard 

Deviation Statistic 

Std. 

Error 

Teacher Hoped-for 

Selves 
236 49.00 198.00 128.3 29.06 .239 .158 

Efficacy Beliefs 236 113.00 216.00 174.4 25.30 -.330 .158 

Optimism Self 236 20.00 123.00 50.7 17.76 .626 .158 

Valid N (listwise) 236       

 

 

 

 

Table 4.2 Correlations among Teacher Hoped-for Selves, Efficacy Beliefs, and Optimism 

Self (N=236)  
    
 Teacher 

Hoped-for 

Selves 

Efficacy 

Beliefs 

Optimism 

Self 
Pre-service New 

Teacher Hoped-for Selves 1 .32(**) -.18(**) .05 -.06 

Efficacy Beliefs  1 -.29(**) -.12 -.17(*) 

Optimism Self   1 -.03 -.01 

Pre-service 
   1 -.41(**) 

New 
    1 

** Correlation is significant at the 0.01 level (2-tailed). 

* Correlation is significant at the 0.05 level (2-tailed). 
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Analyses Corresponding to the Research Questions  

Differences in hoped-for teacher selves 

This analysis was intended to examine differences in teachers’ hoped-for possible 

selves for teaching in high-poverty schools based upon their teaching experience (i.e., 

pre-service, new, and experienced teachers) (see Table 4.3). A one-way ANOVA was 

conducted with teacher experience as the independent variable, and hoped-for possible 

selves as the dependent variable.  

 The purpose of this research question intended to measure differences among 

teachers regarding their hopes teaching in difficulty situations such as those in poverty-

level schools (e.g., Chester & Beaudin, 1996; Fuller, 1969). The results of one-way 

ANOVA tests indicated that there are no significant differences of teacher hoped-for 

selves based upon level of teaching experiences F (2, 233) = .56, p = .57, ŋ2 = .01. The 

means among teacher experiences showed each group had similar hoped-for selves 

ratings despite their differences in teaching experiences. Means for pre-service, new, and 

experienced teachers were 130.18, 124.61, and 128.20 respectively (Table 4.3).  

The means for each of the groups showed that pre-service teachers seemed to 

have the highest “hoped-for” teacher selves, followed by experienced teachers and then 

new teachers. Although the differences among these groups were not significant, the 

pattern or trend of the means is consistent with previous research, indicating a dip or 

falling off of motivation-related variables during the initial teaching experience (e.g., 

Conway, 2001; Fuller, 1992).  Since there was no significant relationship found from 

ANOVA analysis between teaching experiences and teacher hoped-for selves, it appears 
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that there is no significant difference in teacher hoped-for selves based upon experience 

level.  

 

 

Table 4.3. Mean and Standard Error for Teacher Hoped-for Selves 

 

 N Mean Std. Deviation 

Pre-Service 101 130.18 26.21 

New 44 124.61 26.28 

Experienced 91 128.20 33.19 

Total 236 128.38 29.06 

 

 

    

Differences in teacher optimism 

This analysis was intended to examine differences in teachers’ optimism for 

teaching based upon their teaching experience (i.e., pre-service, new, and experienced 

teachers) (see Table 4.5).  A one-way ANOVA was conducted with teacher experiences 

as the independent variable, and teacher optimism self as the dependent variable.  

Teachers with less experience, that is pre-vice teachers, were hypothesized to 

have higher levels of optimism beliefs than experienced teachers. The independent 

variable, levels of teaching, included three levels: pre-service, new, and experienced. The 

dependent variable was optimism self. The ANOVA was not significant, F (2, 233) = .16, 

p= .85, ŋ
2
 = .01. Hence, it was not necessary for follow-up tests to evaluate pairwise 

differences among the means since the partial ŋ
2
 was small. In this case, it appears that 

there was no difference in teacher optimism based upon experience level.  
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Table 4.4. Means and Standard Error for Teacher Optimism Self 

 
  

 N Mean Std. Deviation 

Pre-Service 101 50.13 16.89 

New 44 50.32 17.30 

Experienced 91 51.54 19.05 

Total 236 50.71 17.76 

 

 
 
 
Differences in efficacy beliefs 

This analysis was intended to examine differences in teacher efficacy beliefs for 

teaching in high-poverty schools based upon their teaching experience (i.e., pre-service, 

new, and experienced teachers) (see Table 4.8). The analysis of one-way ANOVA was 

conducted with teacher experiences as the independent variable, and teacher efficacy 

beliefs as the dependent variable. The purpose of this research question was to evaluate 

the influences of levels of teaching experiences on efficacy beliefs. The assumption is 

that pre-service and experienced teachers have higher levels of efficacy beliefs and new 

teachers have lower levels of efficacy beliefs (e.g., Chester & Beaudin, 1996; Pajares, 

1992; Tschannen-Moran & Wookfolk Hoy, 2001). 

 Results from this ANOVA were significant, F (2, 233) = 8.77, p < .001 (Tables 

4.8 and 4.9). The strength of relationship between the levels of teaching experiences and 

the differences of efficacy beliefs, as assessed by η
2
, was low, with levels of teaching 

experiences accounting for 5% of the variance of the dependent variable. The Levene 

statistic was not significant from the test of homogeneity of variances.  
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 Follow-up tests were conducted to evaluate pairwise differences among the means. 

Because the variances among the three groups ranged from 170.95 to 182.50, the 

researcher conducted the Turkey HSD, a test that assumed equal variances. There were 

significant differences in the means between the groups among teachers (Table 4.9). 

Efficacy beliefs for pre-service teachers was significantly lower than experienced 

teachers with a mean difference of -11.54, p <.05. Experienced and new teachers showed 

significant mean difference of -16.84, p < .05. However, there was no significant mean 

difference between new and pre-service teaching.  

The significant differences of experienced teachers with new and pre-service 

teachers indicated more experiences were related to a gain in teachers’ efficacy beliefs. 

Experienced teachers were more confident about handling classroom management, and 

engaging students through their instructional strategies. However, when teaching 

experiences were limited such as pre-service and new teachers, efficacy beliefs were not 

as strong. Pre-service teachers and new teachers presented concerns about their ability 

and aspirations to continue teaching.  

 

 

Table 4.5. Means and Standard Error of Efficacy Beliefs 

 

 N Mean Std. Error 

Pre-Service 101 170.95 25.44 

New 44 165.66 25.59 

Experienced 91 182.49 22.85 

Total 
236 174.42 25.30 
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Table 4.6. ANOVA Analysis of Efficacy Beliefs 

Source SS DF MS F p η
2
 

Corrected Model 10525.92(a) 2 5262.96 8.77 .000 .07 

Intercept 6178035.31 1 6178035.31 10291.62 .000 .98 

Problem 10525.92 2 5262.96 8.77 .000 .07 

Error 139869.39 233 600.30    

Total 7329676.00 236         

Corrected Total  150395.31 235     

a  R Squared = .070 (Adjusted R Squared = .062)  

 

 

 

Optimism and Teacher Efficacy Prediction for working in poverty-level schools 

The researcher was examining for best predictors for teacher hoped-for selves as 

to valid the theoretical construct of the current study. The dependent variable was teacher 

hoped-for selves. The independent variables were efficacy beliefs, optimism self, new, 

and pre-service teachers. 

Bivariate correlations among variables were found significant for variables (Table 

4.10). Teacher hoped-for selves was significantly correlated with efficacy beliefs (r = .32, 

p = .01), optimism self (r = -.18, p = .01).  Efficacy beliefs was significantly correlated 

with teacher hoped-for selves (r = .32, p = .01), optimism self (r = -.29, p = .01), and new 

teacher (r = -.17, p = .05). D1 and d2 were highly correlated with r = -.41, p = .01. 

Optimism self was not related to pre-service (r = -.03, p =.66) and new teacher teachings 

(r = -.01, p = .87).  
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 However, teaching experience variables (d1 and d2) were not correlated with 

teacher hoped-for selves, optimism self, or efficacy beliefs, except new teachers with a 

low correlation coefficient related to efficacy beliefs (r = -.17, p = .05). Hence, teaching 

experiences were not considered good predictor variable for teacher hoped-for selves in 

the multiple regression analysis. These predictors were included into the multiple 

analyses to finalize for the best predictors.  

These predictor variables were input using stepwise enter method for multiple 

regressions analysis. The results from regression analysis excluded optimism, pre-service 

and new teaching experiences from the multiple regression analyses. The only significant 

predictor for teacher hoped-for selves was efficacy beliefs F = 26.81, p = .001, df = 1 

(Table 4.12). The final R from the model summaries for multiple regressions was .32.  In 

this case, efficacy beliefs were the most contribution predictor for teacher hoped-for 

selves as dependent variables. The theoretical construct was validated between teacher 

hoped-for selves and efficacy beliefs hypothesized in the current study that, teachers were 

motivated to teach in poverty-level schools. However, the non-significant means 

comparison could be affected by within group differences that inspired future research 

directions to examine within group differences.  

 

 

 

 

 

 

 

 

 

 



 92 

 

Table 4.7. Model Summaries for Multiple Regressions 
 
 

Model R R Square 

Adjusted R 

Square 

Std. Error of 

the Estimate 

1 .32(a) .10 .10 27.59 

                  a  Predictors: (Constant), Efficacy Beliefs 

 

 

  

This chapter presented the statistical analysis procedures used in this research and 

the results obtained from these analyses. The one-way ANOVA analysis of variances 

indicated that the differences of within groups were larger than the differences of 

between groups. Efficacy beliefs were the best predictor for teacher hoped-for selves. The 

interpretations from the statistical results are discussed in chapter V.  
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CHAPTER V 

SUMMARY, DISCUSSION, AND SUGGESTIONS 

 

This chapter presents the analyses of statistical results reported from SPSS. The 

purpose of the current study is to examine teaching experiences influence on teacher 

hoped-for selves, efficacy beliefs, and optimism bias, and the relations among these 

theories. This chapter includes the following: (a) summary of the study; (b) discussion; 

and, (c) suggestions for future research.  

 

Summary of the Study 

 Teaching experience was inferred to have influences on teacher hoped-for selves. 

The implication of possible selves in this study was intended to examine teachers’ hopes 

working in high-poverty schools settings. The researcher anticipated that pre-service 

teachers were highly positive about working in a high-poverty school environment. New 

teachers were moderately positive because of the discrepancies between expectations and 

difficulties in actual teaching situations. Experienced teachers were positive about 

students and working conditions in high-poverty schools. In addition, the researcher 

relates teacher hoped-for selves with two other positive theories; namely, teacher efficacy 

beliefs and teacher optimism.  

Teacher efficacy beliefs relate to their beliefs in their abilities and student 

engagement (Tschannen-Moran & Woolfolk Hoy, 2001). Pajares (1992) contends that 

teachers’ beliefs affect their perceptions and judgments, and as a result, affect their 
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behavior in the classroom. Chester and Beaudin (1996) found that teacher efficacy from 

pre-service to in-service showed influences especially when referring to age and prior 

experiences. The mature teachers in Chester and Beaudin’s study were found to have 

differences of efficacy beliefs that tended to envision themselves as more committed to 

urban teaching. Young teachers seemed uncertain when making decisions in their 

teaching. The researcher in the present study inferred that teacher efficacy beliefs will 

show similar differences with teacher hoped-for selves.  

 Researchers (e.g., Markus & Nurius, 1986; Taylor & Brown, 1988) found that 

optimism, or being positive, was generally the norm of human behavior. The college 

students investigated by Markus and Nurius were reported as having four times more 

positive selves than negative selves. Alicke (1985) and Brown (1986) claimed that their 

participants seem to more accurately judge themselves in positive characteristics than in 

negative attributes. Taylor and Brown (1988) suggested that, hopes, as an illusion of 

well-being, motivated person to strengthen personal beliefs regarding their professional 

development. The researcher decided to take self-rating of teachers’ optimism and 

inferred to have similar differences with teacher hoped-for selves and teacher efficacy 

beliefs. That is, pre-service teachers were more optimistic regarding their own teaching 

abilities; new teachers showed lower teacher optimism owing to discrepancies between 

expectations and actual experiences at their beginning teachings. Experienced teachers 

were optimistic regarding their abilities teaching in high-poverty school settings.  

 The four research questions consisted of two sections. The first section was 

examining teachers’ self-conceptions and beliefs about working in high-poverty school 
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settings. These self-conceptions and beliefs were teacher hoped-for selves, teacher 

optimism, and teacher efficacy beliefs. The second section of the research question was 

examining the theoretical construct among theories where teacher hoped-for selves was 

the criterion variables and the three predictors were teacher optimism, teacher efficacy 

beliefs, and teaching experiences.  

 

Discussion  

 This section discusses statistical results and inferences of the four research 

questions. Discussion is carried out according to the focuses of each question. First, non-

significant results of teacher hoped-for selves are reexamined for the purpose of future 

research. Second, teacher optimism is commented with the attention regarding optimism 

related with teacher efficacy beliefs and teacher hoped-for selves. Third, teacher efficacy 

beliefs focused on the significant results found from the current collected data are 

considered. Fourth, theoretical construct among theories is discussed for the interest of 

future research directions.  

Teacher Hoped-for Selves 

 Teacher hoped-for selves are a new construct to examine teachers’ motivation to 

teach in high-poverty schools. However, the statistical results from the current cohort of 

teachers did not provide significant differences of teacher hoped-for selves with teaching 

experiences. In order to examine whether there are teacher hoped-for selves for future 

research suggestion, the researcher decided to discuss findings from a literature review 

regarding evidence of teachers’ hopes (Table 2.3). There is evidence of teacher hoped-for 
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selves and feared selves when reviewing the literature. For the focus of the current study, 

only teacher hoped-for selves are examined.  Therefore, discussions are focused on 

teacher hoped-for selves.  

As shown by Ness (2001), teacher hoped-for selves were vividly displayed 

through out her self-reflections. For instance, she wrote that “I vowed that my passion 

and enthusiasm for my children and for teaching would never diminish”, and “It wouldn’t 

matter if it was a gloomy Thursday in late October or if I had been battling the flu for two 

weeks. I would never become the “worksheet teacher”.” Ness had concretely included 

standard or her future selves as teacher when she taught.  

Teachers examined by Cole and Knowles (1993) had even more salient teacher 

hoped-for selves. For instance, the first code was “As I envision myself as a teacher, I see 

myself standing in front of the classroom where the seats are arranged in a semi-circle 

allowing students a clear vision of the [chalk]board, and discussing with students the 

lesson I had prepared for the day.” The second code visually built up teacher hoped-for 

selves when teaching in the class. This teacher wrote that she could see herself using the 

amount of visual aids, delineating a class in front of the classroom about how to instruct a 

class, but she regardless mentioned about discipline of students.  This teacher expected 

herself “waiting to receive responses or questions from the class”. Their self in teacher 

was not well-elaborated as their teaching goals. Possible selves studies had showed that 

the more details of selves being described, the more active behavior was carried out in 

order to attain their described possible selves (e.g. Packard & Nguyen, 2003).  
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When reviewing the literature, teacher hoped-for selves were found among 

teachers. The non-significant statistical results in this study indicated that teacher hoped-

for selves were not influenced by teachers’ experiences. This means that teaching 

experiences do not affect teachers envision their expected selves into the future based on 

their current context. Teacher hoped-for selves are positive views when a person has the 

intention to become a teacher. Ness (2001) and Schorr (1993) had shown their teacher 

hoped-for selves were constructed before teaching experiences. The non-significant 

results indicate that there was no teacher experiences influence on teacher hoped-for 

selves; but, teacher hoped-for selves do indicate teachers have hopes teaching diverse 

students in poverty schools. 

Teacher hoped-for selves could be taken as teacher teaching goals that should not 

be excluded. Since Schaltz, Crowder, and White (2001) found experiences was one of the 

sources that influenced the development of teacher goal, examining teacher possible 

selves as teacher goals is necessary. Hence, the researcher of this study would like to 

examine teacher possible selves as teacher social goals from pre-service to new teachers’ 

teachings in the future. The reason taking teacher possible selves as teacher goal socially 

because Oyserman and Fryberg (2006) mentioned that possible selves are socially 

constructed. In addition, Wentzel (2002) examined students’ learning goal from a social 

aspect found that teacher’s teaching goal was incongruent with students’ social learning 

goal. In this situation, teacher motivation may differ with those of students’ motivation to 

learn.  When new teachers face their discrepancies between expectation and perceived 

teaching experiences, new teachers were found a gradually drop of motivation to teach.  
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The current cohort of pre-service and new teachers was showed a negative linear 

line of teacher hoped-for selves. New teachers were at the survival stage of teaching (e.g. 

Fuller, 1969). During the survival stage of teaching, researchers found that conflict 

between expectations and perceived teaching experiences was usually problematic 

(Darling-Hammond, 2003; Weinstein, 1988). Repeatedly using possible selves as self-

relevant expectations may affect teachers’ affective-cognitive system positively, and may 

raise their awareness of teaching these diverse students passionately. Based on Markus 

and Wurf’s (1987) the dynamic self-concept model (Figure 2.2), this inferences could not 

be found from the present study because of demographic factors among teachers. 

The lack of differences in teacher hoped-for selves could be due to the differences 

within each group of teachers. One of the major differences found was age among pres-

service teachers. The age of teachers would show maturity of teachers dealing with 

difficulties to teach. Some pre-service teachers were senior mature adults in which 

differed with those pre-service teachers who were fresh from high school. Second career 

pre-service teachers were experienced individuals taking teaching not their first career.  

They usually had other work experiences that they would more aware of the social issues 

around poverty schools than merely teaching. These senior pre-service teachers could 

have different prospect of their teacher hoped-for selves when working in poverty schools.  

Cross and Markus (1991), who investigated possible selves over the life span, 

categorized out the age groups that showed very salient differences (Table 2.1). The first 

age group (18-24 years old) depicted very ambitious career selves such as “To become a 

successful and respected engineer,” and “To have some sort of job that I truly enjoy.” 
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The second age group (25-39 years old) had participants who were older with 

experiences. The second group had their possible selves changed in a more definite sense 

regarding their career choices. For instance, Cross and Markus had reported that their 

participants viewed they wanted “To be a teacher in a university” and “To be a better 

nurse.” Then, when human grew older that was between 40-59 years old, possible selves 

tend to be quite a distance differences than the age 18-24 years old. Cross and Markus 

had stated that their participants viewed their possible selves in a more powerful manner 

in their community. These participants reviewed their possible selves as “To have a 

higher administrative position” and “To be increasingly successful in business.” Hence, 

there is a need to examine teacher hoped-for selves among teachers either in a 

longitudinal study or pre-service, new, and experienced teachers as separate focused 

group individually.  

Another factor influencing the non-significant result could be job commitment. 

According to Chester and Beaudin (1996), the teachers who stepped in teaching after 

having previous job experiences reported higher commitment to teach. In Chester and 

Beaudin’s study, these researchers had included second career teachers that understood as 

teaching was not their first career. These second career teachers felt that their 

commitment caused them to become more aware of what their motif to become a teacher 

other than concerning their self-adequacy in job commitment.  

The differences varied among age, maturity and job commitment would clearly 

affect responses that participants in the current study had responded to the survey 

instruments. As found from descriptive statistics (Table 5.2), frequency of age for pre-
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service teachers (n=101) of age 18-24 years, 25-39 years, and 40-56 years were seventy-

six percent, twenty percent, and four percent respectively. Twenty out of 101 pre-service 

teachers from this cohort of teachers may influence on their responses that resulted in a 

non-significant teacher hoped-for selves. The influence of their job commitment could 

differ in their self-conceptions with those of age 18-24 years and 40-56 years pre-service 

teachers.  

The cohort of teachers from the current study was not able to trace differences of 

teacher hoped-for selves influence by teaching experiences because of cross-sectional 

sample. Teacher hoped-for selves may gradually change. Possible selves were very 

personal and not easily to expose. Cross-sectional findings could provide directions for a 

longitudinal study. Longitudinal study enables tracing changes of teacher hoped-for 

selves and self-conceptions influence by the environment. Self-conception differences 

could help to interpret teacher hoped-for selves.  

King and Raspin (2004) had recruited divorced women within two years period of 

time to examine the function of possible selves elevated differences self-conceptions. The 

participants were requested to have their address and additional person’s contacts such as 

their parents, sibling, and closed friends that could be reached after the first data 

collection.  The second data collection was two years later where the response rate was 

half of the previous data. The research design for the future study would consider similar 

timeline to examine teacher hoped-for selves. 
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Table 5.1. Frequency of Age among Pre-service Teachers 

  

Age Frequency Percent Valid Percent 

Cumulative 

Percent 

19 10 9.9 9.9 9.9 

20 14 13.9 13.9 23.8 

21 22 21.8 21.8 45.5 

22 15 14.9 14.9 60.4 

23 6 5.9 5.9 66.3 

24 10 9.9 9.9 76.2 

25 5 5.0 5.0 81.2 

26 4 4.0 4.0 85.1 

27 1 1.0 1.0 86.1 

28 5 5.0 5.0 91.1 

29 1 1.0 1.0 92.1 

31 1 1.0 1.0 93.1 

33 1 1.0 1.0 94.1 

34 2 2.0 2.0 96.0 

40 1 1.0 1.0 97.0 

43 1 1.0 1.0 98.0 

52 1 1.0 1.0 99.0 

56 1 1.0 1.0 100.0 

Total 101 100.0 100.0  

 

  

    

 The process of reexamining teacher hoped-for selves was found necessary for 

future research. The precautions for future study were methodology of the study and 

variances of age within groups that would affect significant result hypothesized. 

Methodology concern on the development of Teacher Possible Selves Questionnaire 

(TPSQ) is included as part of the research design. Along with the quantitative measure, 

the researcher considers qualitative approach for future research study. Thus, examination 

of teacher hoped-for selves was likely to understand teachers’ hopes and teachers’ 

motivation-to-teach when working in poverty-level schools. 

Teacher Optimism 
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Optimism is a motivational force that could promote individual to grow. 

Researchers reported that humans refer to the propensity of thinking positively. Markus 

and Nurius (1986) found that college students reported a consistent positive bias with 

four times more positive selves than negative selves. Taylor and Brown (1988) also found 

that human nature tends to think positively concerning future selves. Weinstein (1988) 

noticed that pre-service teachers rate their own ability to control the teaching tasks higher 

than their peers. Weinstein believed these high ratings are due to optimism bias or 

confident to teacher; this could influence pre-service teachers who face teaching reality 

when they begin to teach. When individuals envision their future, they are inclined to 

believe in more positive possibilities, usually, they have more hopes than fears.   

Pre-service teachers who lack experiences are more confident and believe that 

negative events will not occur; they tend to be highly hopeful concerning the future (e.g., 

Weinstein, 1988). Similarly, new teachers believe they can handle the most difficult 

teaching situation; they look forward to affecting change in themselves and their students 

because they identify themselves, not as genius, but they believed they were able to 

overcome teaching difficulties during their preparation period. Most importantly, pre-

service teachers usually characterize themselves as either highly motivate or being 

optimism.  

However, there was non-significant optimism influenced by teaching experiences 

resulted from this cohort of teachers, which could infer due to two major concerns. First, 

the measure of teacher optimism was to interpret the biases of teachers between their own 

teaching abilities and those of their peers. Based on the construct of teacher hoped-for 



 103 

selves as a new measure, the researcher found a lack of parallel research construct 

between optimism and teacher hoped-for selves, and optimism and teacher efficacy 

beliefs. To maintain a parallel construct among teacher hoped-for selves, optimism, and 

teacher efficacy beliefs, the researcher decided to include self-rating of teachers’ 

optimism into the statistical analysis. Second, demographic factors such as age and 

second career teachers were the potential causes of non-significant results in teacher 

optimism as those found from teacher hoped-for selves.  

Despite the non-significant results, teacher optimism showed similar trend 

between pre-service and new teachers which supported the survival stage of teaching 

stated by Fuller (1969). As showed from Table 4.4, pre-service and new teachers’ 

optimism had similar means but not as those of experienced teachers. Fuller mentioned 

that the survival stage of teaching profession was the developmental stage of pre-service 

teaching into new teaching. Teachers at the survival stage were first reacted to fulfill their 

performances in teaching and tasks.  Later, these teachers were concerned on their 

influences to their students. Convey and Clark (2003) considered this as an outward 

journey of teacher development. Somehow, Weinstein (1988) predicted on pre-service 

teachers with optimism biases could experience conflict whether they were fit to work in 

school social environment.  Her prediction was showed by Ness (2001) and Schorr (1993) 

as personal reflection, also participants in Conway (2001) and Conway and Clark (2003) 

showed the optimism of their before teaching and real experiences during teaching.  

Teacher optimism teaching was obviously reported by Weinstein (1988). In this 

study, teachers were aware of the issues poverty-level schools’ students and the diverse 



 104 

students’ background that brought into the school in general. Teachers may not 

personally experience these issues in their own learning and teaching process that they 

could bias regarding their teaching in poverty-level schools. Paine (1989) had described 

teachers with less diverse teaching knowledge would have a “narrow framework of 

experience.” Consequently, teacher optimism often would bring to differences between 

expectation and actual teaching experiences which were found by Weinstein (1988) with 

pre-service teachers in her study.  If teachers are to believe they have no difficulties 

teaching in poverty-level schools, they would have overestimated their optimism that 

could cause them problem when they really taught. 

 The issues in poverty schools were the cultural responsive teaching that teachers 

lack of (e.g. Gay & Kirkland, 2003). Most teachers are from middle social economic 

status, majority white female that grown up out of the poverty schools area (Darling-

Hammond, 2003; Ingersoll, 2001). The differences of learning were not aware by new 

teachers in particular new teachers are on the survival stage of teaching profession (Fuller, 

1969). Motivation to teach should focus more on preparing teachers to create their 

teacher possible selves in details of the possibilities they would face as to cope with 

teacher’s responsibilities to teach diverse students in poverty schools.  

 Teacher optimism was found to be negatively correlated with teacher efficacy 

beliefs (-.29) and teacher hoped-for selves (-.18). The negative correlations indicate that 

when teacher hoped-for selves and teacher efficacy beliefs were high, teacher optimism 

was low. However, teacher efficacy beliefs were more highly correlated with teacher 

optimism than teacher hoped-for selves. These significant correlations indicate that 
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teacher optimism, teacher hoped-for selves and teacher efficacy beliefs were measured in 

a similar construct, which supported the theoretical construct of the current research 

study. With these significant correlations, optimism biases should be the next research 

focus where levels of optimism biases relate to teacher hoped-for selves and teacher 

efficacy beliefs.  

Teacher Efficacy Beliefs 

 Teacher efficacy beliefs related to teachers’ beliefs in their abilities and student 

engagement (Tschannen-Moran & Woolfolk Hoy, 2001). Pajares (1992) contended that 

teachers’ beliefs affect their perceptions and judgments, and as a result, affected their 

behavior in the classroom. Teaching efficacy beliefs showed differences from pre-service 

to in-service when referring to teachers’ age and prior experiences (Chester & Beaudin, 

1996). Teacher efficacy beliefs for the present study were found to be statistically 

significant. However, the strength of relationship between the levels of teaching 

experiences and the differences of teacher efficacy beliefs was only affecting 5% of the 

variances found.  

 The significant results indicate that teaching experiences do influence on teachers’ 

beliefs in teaching. As showed in Table 4.5, the mean for pre-service teachers’ efficacy 

beliefs was higher than new teachers but lower than experienced teachers. New teachers 

were at the down fall of teacher efficacy beliefs among three groups of teachers. The 

survival stage of teaching mentioned by Fuller (1969) was clearly depicted from the 

means of pre-service, new, and experienced teachers.   
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 Post hoc tests reported that significant differences in teacher efficacy beliefs were 

found with experienced and pre-service teachers and with experienced and new teachers. 

There were no significant differences between pre-service and new teachers.  

Current cohort teachers showed high motivational beliefs could be limited 

experiences found among pre-service and new teachers. Limited teaching experiences 

influence on pre-service and new teachers’ beliefs teaching in poverty schools. The 

limited teaching experiences could have ranged from zero experiences to beginning 

teaching experiences. Chester and Beaudin (1996) reported that young novices were 

uncertain when focused with “decision overload”, or exposed to too many resources on 

which to concentrate. Weinstein (1988) found that pre-service teachers were optimistic 

regarding their own teaching abilities that they were highly confident. The results from 

this cohort of pre-service teachers were highly confident regarding their teaching abilities 

than new teachers. While new teachers’ responses showed similar with those of Chester 

and Beaudin, new teachers experienced lower confident when considering teaching in 

environment as those of poverty schools.  

Teachers’ prior knowledge should take into consideration as suggested by 

Conway and Clark (2003).  Conway and Clark suggested that the aspect of “self-as-

teacher” was related to teachers individual and collective experiences. Conway and Clark 

focused on “the self-as-teacher” development of interns. The interns supported Fuller’s 

(1969) development model, which was an outward journey from self-to-tasks to students. 

Conway and Clark argued that there was an inward journey showed by the interns. The 

inward journey was interns’ concerns and aspirations shifted “from personal capacity to 
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manage their classroom to concern about their personal capacity to grow as a teacher and 

person, as their understanding of teaching and all it involves changed” (p. 465). Though 

Conway and Clark did not measure on the efficacy levels of their interns, but Conway 

and Clark would explain and would imply that continued research on teacher hoped-for 

selves and teacher efficacy beliefs is necessary and meaningful for future research. Most 

likely, the research design would consider including quantitative and qualitative 

methodology.  

Theoretical Construct among Teacher Hoped-for Selves, Teacher Optimism, and Teacher 

Efficacy Beliefs 

 The final research question was to find the best predictor for teacher hoped-for 

selves from multiple regressions. Teacher efficacy beliefs were the only significant 

contributor to predict teacher hoped-for selves. The significant predictions indicated that 

teacher hoped-for selves were theoretically valid to examine teachers’ self-conceptions 

working in high-poverty schools. Teacher hoped-for selves were a new construct to 

examine teachers, with this validation.  Teacher motivation to teach could be more 

theoretical based to fill the gap of understanding teachers beside teacher efficacy beliefs.   

The non-significant ANOVA for teacher hoped-for selves could be affected by 

Teacher Possible Selves Questionnaire (TPSQ). With regard to the distribution frequency 

for teacher hoped-for selves, there were several trends that showed variances among 

teachers especially high frequency scores of teachers’ hoped-for selves. Approximately 

six participants strongly agreed with TPSQ items. Teachers’ responses could affect 

normality and collinearity of the current data. Teacher hoped-for selves had three peaks 
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through the distribution frequency (Graph 4.1). The high peaks would be the differences 

of age and job commitment among teachers according to their level of experiences.  

 Responses for teacher efficacy beliefs indicated that about 12 teachers rated 

highly confidents regarding their teaching abilities. However, the kurtosis for teacher 

efficacy beliefs were much lower as compared with teacher hoped-for selves, which was 

more negatively skewed (Graph 4.2). The negative skew of distributions would be the 

characteristics of teacher efficacy motivate to teacher showed from this cohort of teachers.  

 The distribution for teacher optimism was similar with teacher hoped-for selves 

but had more peaks throughout the trend.  This could be the similar means between pre-

service and new teachers found from this cohort of teachers. The reused of this teacher 

optimism instrument need to construct to the understanding of the respondents in future. 

 

Suggestions for Future Research 

 Teacher Possible Selves Questionnaire (TPSQ) would suggest Exploratory factor 

analysis with a ideal sample size for pre-service, new, and experienced teachers 

individually because of the variances found within group from the current study. Since 

age could be the influencing factor of the variances, future research was recommended to 

recruit with similar years of experience and age of teachers to examine teacher hoped-for 

selves.  

 Besides, TPSQ was measuring teacher hoped-for selves; however, the aspect of 

teacher feared selves should be included as to understand the reasons not able to retain 

new teachers.  The future direction of constructing TPSQ would suggest to include 
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examine teacher hopes and teacher fears.  Hopes are the desired outcome of teachers 

envisioning into their career life; while fears are the unwanted incidents that could face 

by teachers when pursuing their hopes.   

 In consequent of teacher hopes, the research has included teacher possible selves 

as teacher goals. Teacher possible selves were what teacher envisioning themselves to be 

in the future.  So teacher possible selves were intentionally or unintentionally set as 

teacher goals socially.  The reason accepting teacher possible selves as teacher social 

goals were the constructing of teacher possible selves is teacher’s observing themselves 

in a social environment within the school. The goals of teaching develop upon social 

influences from parents, teachers, peers, or experiences. Details of these future directions 

of teacher possible selves will discuss later in future research suggestion section.   

Limitations of the study 

 Several limitations were found from the current study. First, TPSQ needed 

construct validation. Second, a cross-sectional survey could provide information as 

preliminary findings for a theoretical construct for teacher possible selves. However, 

these preliminary findings would assist on future study concerning teachers’ self-

concepts working in high-poverty schools. Third, teachers in the current study only 

consist of 21% of teachers working in low social economic status urban schools settings. 

Fourth, research on teachers’ development concerns hopes and fears were qualitative 

studies (e.g., Conway, 2001; Conway & Clark, 2003; Coles & Knowles, 1993). Since the 

current quantitative method did provide significant findings affirming teacher possible 

selves as theoretical construct. There is a need to have a better research design in the 
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future. The purpose is served to quantify qualitative data for a profound understanding of 

teacher motivation to teach in poverty schools.   

Future Research Suggestions 

The recommended research methodology was to include both quantitative and 

qualitative research analysis, also known as a sequential mixed analysis (Onwuegbuzie & 

Teddlie, 2002). Onwuegbuzie and his colleagues had done several studies on teachers’ 

beliefs and perceptions (e.g., Minor, Onwuegbuzie, Witcher, & James, 2002; Witcher, 

Onwuegbuzie, & Minor, 2001). They reported profound analytical and interpretative 

results that believed could undertake more effectively regarding teachers’ perception of 

effective teacher. Their argument was based on “teaching is a necessary precondition for 

identifying program experiences that require candidates to confront their own beliefs and 

to consider the appropriateness of those beliefs in the context of the research, promising 

practice, psychological theories, and philosophical beliefs that underpin professional 

goals and practice” (Minor, Onwuegbuzie, Witcher, & James, p. 117).  

 Sequential mixed analysis used a multistage qualitative-qualitative analysis could 

provide phenomenological mode of inquiry with constant comparison; through 

descriptive statistics for hierarchical structure of emergent themes; statistical relations 

between variables and the hierarchical structure of the themes; and exploratory factor 

analysis to ascertain the underlying structure of these themes. The process of multistage 

analysis consisted of four stages.  

 The findings from the current research study were recommended TPSQ for 

further exploratory factor analysis. Conway and Clark (2003) used a qualitative approach 
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to interpret teachers’ hopes and fears had found the inward and outward journey among 

interns. These inward and outward journeys were fitted into the model of dynamic of 

self-concept (Markus & Wurf, 1987). The inward journey reported by Conway and Clark 

(2003) was interns’ considered their personal capacity to grow as a teacher and a person 

through the development of change. The inward journey could be generalized into the 

self affective-cognitive system that interaction between working self-concept and intra-

personal interactions for behavioral change. The outward journey that found supported 

Fuller’s (1969) developmental model extensively by Conway and Clark was interns’ 

evolving concerns and aspiration that shifted from self to tasks and to students. The 

outward journey was integrated with self affective-cognitive system that alerted working 

self-concept that inter-personal behavior and the environment.   

 From the review of Minor et al. (2002) as well as Conway and Clark (2003), the 

researcher in the current study decided that future research could design a sequential 

mixed research method so teachers’ hopes working in high-poverty school could be 

examined also exploratory factor analysis for TPSQ. With open ended questions and 

interview approaches, qualitative data could be inquired for teachers’ hopes working with 

diverse students, students with disruptive behavior, and under-prepared parents/guardians.  

 Qualitative data reported with emerged theme will be quantified either to a 1 or 0 

according to each theme for frequency and percentages. According to Onwuegbuzie and 

Tedllie (2002), these frequency and percentages served as effect size measures. Chi-

square analysis was used to determine variable related to each emerge theme from 
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qualitative approach. Then, the final stage was to conduct exploratory factor analysis to 

ensure the underlying structure of the emerged themes.  

 By way of a multistage qualitative-quantitative analysis, the researcher of the 

present study believes differences within group could be eliminated. Examining teacher 

hoped-for selves would be more sustainable to understand teachers’ perceptions and 

beliefs working in high-poverty schools.  
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Cover Letter for Questionnaire 

 

Yoke Meng Chan 

College of Education 

Texas Tech University 

3008 18th Street 

P. O. Box 41071 

Lubbock  

Texas 79409 

April 25, 2005 

Dear Participant,  

 

Response regarding school teaching  

 

I am a doctoral candidate at Texas Tech University.  My research interests are teacher’s 

opinions regarding school teachings such as beliefs, futures, and thinking.  I am grateful 

if you are willing to participate into my study.  Your responses are confidential, 

anonymous, and highly appreciate.  

 

You are requested to respond to three questionnaires.  First, teacher possible selves 

questionnaire requests your opinions about your career future working with students in 

public schools.  Second, your efficacy beliefs of your teaching are very much appreciated.  

Third, you are requested to rate your peers’ average teachings and to rate your own 

teaching abilities refer to similar teachings.  

 

If there is any question, please contact me through the following information: 

 

Yoke Meng Chan 

2116, 15
th
 Street, #E,  

Lubbock, Texas 79401 

Tel: 806-742-1997*302 

806-747-6116  

Email: yoke-meng.chan@ttu.edu 

 

Thank you very much. 

 

Sincerely, 

 

 

Yoke Meng Chan  

Graduate Assistant  

College of Education 

Texas Tech University 

Lubbock, Texas.  
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Dear Instructor,  

 

Greetings!!! 

 
My name is Yoke Meng Chan.   I am a doctoral student who is doing my research study 

supervised by Dr. Douglas Hamman and Dr. Hansel Burley. At this point, I am collecting 

data to analyze findings for my research questions.   With respect, I wish you would 

allow me to request your students to respond three electronic questionnaires 

voluntary.  The link to this survey is http://www.educ.ttu.edu/survey/tmotivation2005 . 

 
These questionnaires include teacher possible selves, teacher efficacy, and 
optimism.  The interest is to examine teacher’s self-concept and self-efficacy beliefs 

change with their experiences.  It takes approximately 15 minutes to complete this simple 

survey.   

 
Please feel free to contact me if you have any question.  

 
Thank you very much. 

  

 
Sincerely, 

 Yoke 

Doctoral Student 

College of Education 

Phone: 742-1997*302 

Email: yoke-meng.chan@ttu.edu 

  

 
CC:  

Dr. Douglas Hamman                                             

Email: doug.hamman@ttu.edu                

Phone: 742-1997*244 

 
Dr. Hansel Burley  

Email: hansel.burley@ttu.edu                                                       

Phone: 742-1997*224  
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September 21, 2005 

Dear Principal, 

 

Greetings!!!   

 
My name is Yoke Meng Chan.   I am a doctoral student at Texas Tech University who is 

doing my research study supervised by Dr. Douglas Hamman (Research Committee 

Chair) and Dr. Hansel Burley (Research Committee Co-chair).  At this point, I am 

collecting data to analyze findings for my research questions. My research has been 

approval by Texas Tech University Institution Review Board.  

 

I have informed Mr. Larry Mullican and Mr. Jack Booe, from LISD central office 

superintendents about my present to your school.   With respect, I wish you would allow 

me to attend your school staff meeting or other schedule that could be arranged.   My 

present in your school is to request teachers voluntarily respond to a simple survey with 

paper and pencil.  It takes about 15 minutes of their time.  

  

 
Please feel free to contact me if you have any question. Thank you very much. 

Hope to hear from you soon.  

  

 
Sincerely, 

    Yoke 
Yoke Meng Chan 

Doctoral Student 

TTU College of Education 

Phone: 742-1997*302 

Email: yoke-meng.chan@ttu.edu 

  

 
CC:  

Dr. Douglas Hamman                                             

Email: doug.hamman@ttu.edu                

Phone: 742-1997*244 

 

 
Dr. Hansel Burley  

Email: hansel.burley@ttu.edu                                                       

Phone: 742-1997*224  
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