
Identity, Professional Development and the Good, Average and Weaker Teacher 

Introduction 

Teacher turnover refers to teachers leaving the profession. It has two components: attrition from the 

profession and migration to other schools (Ingersoll, 2001). Teachers in high-poverty schools are more 

likely to migrate, (Simon and Johnson, 2016, Federicova, 2020). School poverty aside, teachers are most 

vulnerable to turnover in the first 5 years of their careers as they strive to acquire necessary skills and 

expertise (Leukens, Lyter, Fox and Chandler, 2004; Redding and Henry, 2018). Johnson, Berg and 

Donaldson (2005) note that turnover imposes instructional, organizational and financial costs on society. 

Early education has implications on young children’s societal-emotional functioning (Burchinal, Peisner-

Feinberg, Bryant, & Clifford, 2000).  teacher sensitivity, responsiveness to children’s needs, developing 

positive interactions, emotional support, and instructional support, all stimulate children's development 

(Peisner-Feinberg et al., 2001). Teachers unsatisfied with their working conditions have been found to 

be less equipped to promote children’s development (Jennings and Greenberg, 2009) and less able to 

create an environment for quality environment for children (Buettner, Jeon, Hur and Garcia, 2016).  

Teachers’ personal or work-related stress can inhibit their ability to provide consistent emotional 

support that children need for positive development (Hamre, 2014). Teachers undergoing high stress 

have reduced capacity to exhibit positive emotions and foster a positive and thieving classroom 

environment (Lazarus, 2006; Zinsser, Bailey, Curby, Denham, & Bassett, 2013). 

School boards introduced induction programs to provide new teachers with guidance and support such 

as mentor advice and group lesson planning. These programs have worked to offset turnover, but only 

to a degree (DeAngelis and Presley, 2011; Ingersoll, 2001; Ingersoll and Smith, 2003). The problem of 

turnover continues (Carver Thomas and Darling Hammond, 2019). For example 50% of Finnish teachers 

report an intention to leave the profession (Rasanen, Pietarinen, Pyhalto, Soini, and Vaisanen, 2020) .  

Turnover is U-Shaped (Kirby and Grissmer, 1993; Ingersoll, 2001) with those who leave tending to be 

retirees and young teachers with less than five years experience (Leukens, Lyter, Fox and Chandler, 

2004). Beyond the fifth year of employment, attrition rates decline significantly (Ingersoll and Smith 

2003; Mark and Anderson, 1978, 1985). Early onset turnover is not a new phenomenon. In the 1950s, 50 

per cent of qualified Illinois teachers left the profession within 2 years (Charters, 1956). In Oregon, 

Charters (1970) reported turnover at 5 years to be 60 per cent for males and 70 per cent for females. 

Mark and Anderson (1978, 1985) reported high rates of teacher turnover in the early years and Johnson, 

Berg and Donaldson (2005) made note that 15.1 per cent of the US teaching population left in 2000-

2001 as compared with 12.4-13.5 per cent in the late 1980s to mid 1990s. Over a 30-year period in 

Chicago, DeAngelis and Presley (2011) reported 40 per cent turnover within 5 years. In eastern Europe 

turnover increased following the economic and political transition of 1989 and this was especially so in 

the case of male teachers (Federicova, 2020).  Salaries in eastern Europe are less than in the rest of 

Europe but adding to this problem (as is the case across the continent) is the fact that teaching is not 

seen as a valued profession (Katsarova, 2020) 



While turnover is associated with lowered student achievement (Goldhaber, 2007 Henry and Redding, 

2018), high teacher quality can have a positive effect on student learning (Heck, 2007; Ingersoll, 2001; 

National Commission on Teaching and America's Future, 2003). Unfortunately, it is higher quality 

teachers who are most likely to leave the profession (Federicova, 2020). Fortunately, teacher 

effectiveness increases with time in the classroom (Murnane and Philips, 1981, European Commission, 

2013). Thus, if we can equip administrators with the capacity to identify early-year teachers who are 

likely to leave the profession we can focus PD efforts toward retaining them and increasing their 

effectiveness.  

 

 The Study and the ISA method 

Passmore, Ellis and Hogard (2014) argued for greater use of Weinreich’s (2003) Identity Structure 

Analysis (ISA) to assess identity. Their reasoning was that ISA has advantages over other identity 

assessment methods. Firstly, it is based in more than one theory of identity. Secondly, it provides for the 

development of multiple instruments to assess multiple facets of identity in multiple situations. Finally, 

it has a dedicated software (Ipseus) that automates the analytic process. At the time, ISA was the only 

identity assessment method associated with a dedicated software. Note that since 2014, a mobile app 

for ISA data collection (Passmore and Prescott, 2022) has been created. The App can accommodate an 

ISA instrument of any size but it was developed to encourage the use of smaller instruments on small 

screens (phones and tablets) so as to render ISA data collection less time consuming and more 

convenient than is the case for full ISA instrument completion on a PC using Ipseus. Data collected with 

the App is easily imported into Ipseus for subsequent ISA analysis. The App (ISApp) is available on 

Google Play and the App Store.  

In this study, an instrument was developed to assess teacher identity (Appendix) using Ipseus. When a 

teacher enters Ipseus, a matrix of the constructs and entities of the instrument is generated. With the 

matrix in place, the teacher is presented the first construct/entity combination. A rating along a 9-point 

(-4-+4) scale is provided to indicate where the teacher feels that that entity lies regarding the construct 

under consideration. With the first rating complete, Ipseus provides the next entity/construct pair of the 

matrix. The process continues until ratings for all the entity/construct combinations of the matrix have 

been completed. With the instrument complete, Ipseus calculates quantitative values for the 

parameters of the ISA method and makes the results available as a 20-page report. Weinreich (personal 

communication) developed a template to simplify, focus and guide the interpretation of ISA reports. The 

template calls for review of the ISA parameters in the following order:  

• Report core and conflicted dimensions of identity. 

• Report idealistic and contra-identifications with influential others. 

• Compare empathetic identifications for 2 current entities of self and one past entity of self. 

• Report identity conflicts for 2 current entities of self and one past entity of self. 

• Report evaluations of and ego-involvement with influential others. 

• Report on the intersection of evaluations of entities of self and identity diffusion.  



The constructs and entities of the teacher instrument used in this study represent a simplified version of 

a larger instrument. Simplification was required to accommodate a language issue across the instrument 

(composed in English) and the first language of the participants (the teachers worked in 3 Hong Kong 

schools).  Eighteen teachers, 6 teachers from each of the 3 schools completed the instrument. 

Geographic distance between the researcher and the teachers meant that they were required to 

complete the instrument using a Google form. The form data was downloaded and imported into Ipseus 

for analysis. Beyond completing the ISA instrument, the teachers provided demographic information: 

gender, subject taught, and years in teaching. Additional demographic information was obtained from 

the teachers’ principals who rated them as good (7 teachers), average (9 teachers) or weak (2 teachers). 

ISA provides for ideographic and nomothetic analyses. The latter analysis option is used in this work to 

assess the groups. 

Teacher identity is a separate (Beijaard, Meijer and Verloop, 2004) and important (Lamote and Engels, 

2010) research area. Professional identity’s importance lies in its association with teacher quality, 

professional development, attitude to professional change, and student attainment (Lamote and Engels, 

2010. It is proposed that the teachers rated as weak are the teachers most likely to experience stress 

and thus they will be the teachers most likely to turnover. This being the case, weak teachers are likely 

be the teachers most in need of accommodative professional development (PD). On the assumption 

that these arguments hold true, this work explores the issue of whether we can use Weinreich’s (2003) 

Identity Structure Analysis (ISA) to differentiate between groups of good, average and weak teachers. 

Also explored is the thinking that administrators might use summaries of ISA analyses to better direct 

their PD and thus improve the quality of their teachers. It is held that such thinking also applies to 

administrators and faculty working in higher education. Finally, this work aims to showcase 

improvement upon the original approach to the interpretation of Ipseus reports by making use of 

Weinreich’s template and using the raw scores (scores that the teachers enter to complete the 

instrument) to build upon the analytic findings that ISA typically provides.  

ISA Results 

Structural Pressure and Emotional Significance.  

Emotional Significance: minimum value =0.00, maximum value = +10.00 

The emotional significance of a construct used in appraisal of the teacher’s social world is defined as the 

strength of affect associated with the expression of the construct. The index of standardised emotional 

significance can range from 0.00 to 10.00, from a construct being of no emotional significance to one 

that is of maximal significance for the individual.  

Structural Pressure: minimum value = -100, maximum value = +100 

Structural Pressure (SP) is an ISA parameter that reflects the consistency with which a construct is used 

to evaluate entities. High structural pressure is associated with constructs that are used in consistent 

manner to evaluate others. These constructs represent the core, stable evaluative dimensions of the 

identity under consideration. Low structural pressure is associated with constructs that are used to 



evaluate others in different ways depending on circumstance and context. Low structural pressure 

suggests areas of stress and indecision; conflicted dimensions liable to poor decision making. Core and 

conflicted constructs across the teachers are presented below.  

Table 1 

Core and conflicted values and beliefs of the weak teachers 

Pole 1 Pole 2 Structural Pressure Emotional 
Significance 

Core Constructs   

Deals with awkward 
people by appealing to 
everyday rules 

Confronts awkward 
people 

59.0 8.16 

Feel there is a lot I can do 
to get students to value 
learning 

Feel there is little I can 
do to get students to 
value learning 

58.05 9.30 

Prioritizes achievement Prioritizes welfare 48.52 5.98 

Conflicted constructs   

Is straightforward with 
people 

Plays games with people -18.05 7.71 

Communicates well with 
parents 

Is remote from parents -30.87 10.00 

 

Core Constructs. Table 1 reveals that the core constructs of the weak teachers concern: dealing with 

awkward people by appealing to everyday rules, feeling there is a lot they can do to get students to 

value learning and prioritizing achievement. The first 2 of these core constructs are associated with high-

level emotional significance and are as such they are very much on the teachers’ radar when they 

consider the nature of the job of teaching. Borderline low/moderate emotional significance weighs on 

prioritizing achievement over welfare and as such the teachers may not be aware of the influence it 

holds over their professional identity. Interestingly, all the weak teachers’ core constructs fall in the 

theme of approach to classroom management and teaching.  

 Conflicted Constructs. The weak teachers have 2 conflicted constructs. They struggle with the notion of 

being straightforward with people or playing games with them (a team player construct) and they 

cannot decide whether it is better to communicate effectively with parents or operate remotely from 

them (a construct in the approach to classroom management and teaching theme). Playing games or 

being straightforward with people is associated with moderate emotional significance. The weak 

teachers may not recognise that it may represent a troublesome arena. Communications with parents 

on the other hand is a construct of maximal emotional significance. That it is another construct of 

approach to classroom management and teaching highlights the prominence that this theme holds over 

the weak teachers.  

Potential Action Points for PD 



Suggestions for ISA guided mentoring toward better performance might fruitfully begin with 

consideration of better coping mechanisms for dealing with the issues that surround conflicted 

constructs. These are arenas where a person (or group) is not sure of their stance and as such is likely to 

be open to suggestions. Another tack is to develop a coping strategy that links a conflicted construct to 

one that is core. Success here can give a person more to think about than the issues that surround core 

aspects of their identity. Pressure for change around core constructs will likely be resisted for in these 

areas a person (or group) is sure of their thinking.  

Mentoring can assist career development through education and the enhancement of knowledge and 

experience (Barker, 2006). However, mentoring can also have a psychosocial supporting mentee 

through role modelling, counseling, coaching and friendship (Kram, 1985). Another benefit is confidence 

building (Anderson, 2005), linked to career motivation and self-efficacy (Day & Allen, 2004). Mentoring 

can provide support for teachers and help student teachers develop strategies to cope with challenges.  

To tackle the weak teachers’ conflicted constructs directly question them to uncover the source of 

confusion. For example, ask them about how they see parental communications impacting their ability 

to manage and teach a class. With this information to hand decide how to set about developing 

appropriate professional development. If questioning and developing policies for problem resolution 

does not appeal, another tack would be to hold meetings where the teachers can bring up problems for 

open discussion so that they can collectively form plans that they understand, agree upon and feel 

confident in implementing. Given that conflicted constructs represent arenas where poor decision 

making resides, and given the extreme emotional significance associated with parental communications, 

administrators would do well to help the teachers become better aware of when, where and how to 

communicate with parents to better their classroom management and teaching. The alternate tack of 

linking a conflicted construct to a core construct might begin by asking the teachers to consider how 

dealing with people by way of everyday rules might impact their communications with parents.  

Consider training needs that may support teachers. 

Table 2.  

Core and conflicted values and beliefs of the average teachers  

Core Constructs SP Emotional 
Significance 

Pole 1 Pole 2   

communicates well with parents is remote from parents 52.14 7.61 

puts the needs of students first puts personal needs first 35.91 8.23 

becomes closely involved with 
students 

Maintains a formal relationship 31.04 7.40 

Deals with awkward people by 
appealing to everyday rules 

Confronts awkward people 30.71 6.61 

Feel there is a lot I can do to get 
students to value learning 

Feel there is little I can do to get 
students to value learning 

27.31 7.03 

Conflicted Constructs   

Prioritizes achievement Prioritizes welfare -14.86 6.64 



 

Core Constructs. The constructs listed as core for the average teacher concern communicating well with 

parents, putting the needs of students first, becoming closely involved with students, dealing with 

awkward people by appealing to everyday rules and feeling there is a lot they can do to get students to 

value learning. It should be noted that only communicating well with parents is truly core. The 

remaining ‘core’ constructs are associated with structural pressure that accords them secondary core 

status. This finding is likely the result of the somewhat larger number of teachers involved in this 

nomothetic analysis (9) compared to the group of weak teachers (2). When larger numbers are involved 

it may be the case that the variety of different pressures and stresses across participants see to it that 

high structural pressure cannot manifest. This is not to say that an ISA analysis of a great many teachers 

will always result in secondary status for ‘core’ constructs, but it does suggest that further research is 

required. Two themes dominate the average teachers’ ‘core’ constructs; relationship with students (puts 

the needs of students first and becomes closely involved with students) and approach to classroom 

management and teaching (communications with parents and approach to dealing with awkward 

people).       

Conflicted Constructs. Only one construct is conflicted for the average teachers; prioritizes achievement 

Vs prioritizes welfare. It is of moderate emotional significance and it is part of the approach to classroom 

management and teaching theme. To tackle the average teachers conflicted construct the same 

approaches as recommended for the weak teachers can be adopted. Directly question them to uncover 

the source of confusion. That is, ask them when they struggle over whether to prioritize the welfare of 

students or academic achievement and use the information gleaned to develop advisements for 

professional development. Alternately, hold meetings where the teachers can collectively form plans 

that they feel comfortable adopting for the purpose of tackling this conflicted construct. Linking a 

conflicted construct to a core construct might be accomplished by asking the average teachers to 

consider circumstances when prioritizing achievement (or welfare) necessarily results in poor 

communication with parents or by asking them to reflect on circumstances where prioritizing welfare or 

achievement impacts ability to put the needs of student first. 

Table 3 

Core and conflicted values and beliefs of the good teachers 

Core Constructs SP Emotional 
Significance 

Pole 1 Pole 2   

feels there is a lot I can do to get 
students to value learning 

feel there is little I can do to get 
students to value learning 

59.51 8.73 

puts the needs of students first puts personal needs first 57.25 9.71 

communicates well with parents is remote from parents 54.17 8.48 

becomes closely involved with 
students 

maintains a formal relationship 71.84 7.89 



sides with society’s disadvantage sides with the advantaged in 
society 

69.58 5.39 

  67.48 9.63 

  64.42 8.79 

Conflicted Constructs   

Believes there is no finer job than 
teaching 

Believes there are better jobs 
than teaching 

25.20 7.25 

depends on others in making 
decisions 

prefers to work things out alone 24.07 6.46 

deals with awkward people by 
appealing to everyday rules 

confronts awkward people 18.77 7.14 

prioritizes achievement prioritizes welfare 17.28 6.84 

follows a firm agenda when dealing 
with difficulties 

deals with difficulties creatively 15.55 6.70 

takes issue with the way things are supports the way things are 1.08 6.47 

is straightforward with people plays games with people -21.31 7.10 

 

Core Constructs. Like the average teachers the good teachers exhibit no constructs that are truly core. 

Here again this may be due to a lowering or ‘averaging effect’ across the identities of a nomothetic ISA 

analysis. Secondary core constructs do not indicate with the same reliability as core constructs that the 

behaviours that teachers will most likely adopt will be those of their favoured pole. Nonetheless, they 

likely point to the behaviours that the good teachers will most frequently adopt. The favoured poles of 

the secondary core constructs are: feel there is a lot I can do to get students to value learning, put the 

needs of students first, communicates well with parents, becomes closely involved with students, and, 

sides with the disadvantaged in society. Only 2 themes are represented in the above list; approach to 

classroom management and teaching (feel there is a lot I can do to get students to value learning, 

communicates well with parents) and relationship with students (puts the needs of students first, 

becomes closely involved with students, sides with society’s disadvantaged).  

Conflicted Constructs. The good teachers struggle with more issues than the average and the weak 

teachers. Their conflicted constructs straddle all 4 the themes of the instrument. Approach to classroom 

management and teaching (deal with awkward people by appealing to everyday rules, prioritize 

achievement), team player (believe there is no finer job than teaching, take issue with the way things 

are, and, play games with people), relationship with students (sides with the disadvantaged in society), 

and, approach to problem solving (prefers to work things out alone, deals with difficulties creatively). It 

should be noted that ascertaining whether to deal with people straightforwardly or by playing games 

with them is by far the most stressful construct for these teachers. 

Potential Action Points for PD 

Tackle the good teachers’ conflicted constructs with the approach to ISA-guided mentorship that was 

prescribed for the weak and average teachers. Begin by directly question them to uncover the source of 

their stress. As indicated earlier, mentoring can support and educate mentees in coping strategies and 



ways to reduce stress.  Teachers stress has been linked to several factors including student behavior as 

well as workload (Chaplain, 2008; Klassen & Chiu, 2010). Teacher stress has also been related to teacher 

self-efficacy and job satisfaction (Collie, Shapka & Perry, 2012).  Mentoring can help support mentees to 

understand and tackle these issues.  

For example, ask them about situations where they struggle over whether to deal with people 

straightforwardly or play games with them. Use the information gleaned to develop suggestions to 

guide professional development. As with the other groups of teachers, a mentor or administrator could 

provide for regular meetings where the teachers form plans for tackling their conflicted constructs. The 

alternate tact of linking a conflicted construct to a core construct might be a question such as: consider 

those scenarios where standing up to awkward people or appealing to everyday rules will serve them 

best in their communications with parents.  

Idealistic and contra-identifications with others  

Idealistic identifications (II) point to a person’s role models. They indicate the characteristics a person 

will seek to emulate over the long term. Contra-identifications (CI) indicate negative role models. Those 

who possess characteristics from which a person wishes to dissociate   

Table 4.  

Idealistic identifications of the groups of teachers  

Weak Teachers  II Average Teachers  II Good Teachers  II 

Good teacher 0.67 Good teacher 0.58 Good teacher 0.71 

Closest family member 0.58 Good student 0.57 Person I admire 0.71 

Person I admire  0.58 Person I admire 0.56 Closest family 
member 

0.57 

Good student 0.54 Closest family member 0.54 Typical artists 
today 

0.57 

School principal  0.46 School principal 0.50 Good student 0.55 

      

 CI  CI   

Person I do not like  0.50 Person I do not like 0.66 Person I do not 
like 

0.74 

Disruptive student 0.38 Disruptive student 0.42 Disruptive 
student 

0.46 

    Politicians today 0.42 

 

The weak teachers show significant positive affiliation with the work-related entity ‘good teacher.’ 

Moderate positive affiliation is seen for other work-related entities ‘school principal’ and ‘a good 

student.’ In Passmore and Prescott (2022) the reasoning behind the use of raw scores is delineated in 

full. In summary, this reasoning is that descriptions of ISA parameters reveal constructs where entities of 

the instrument differ or are the same relative to the parameter under review.  In the case of the 

idealistic identification parameter, ISA looks to similarities between the qualities of an admired entity 



and those of an entity of self. To align with this description, a review of the raw scores that the teachers 

inputted into Ipseus is conducted to reveal the constructs where the entity ‘me at work differs from the 

admired entity ‘a good teacher.’ Where amongst these differences the good teacher (ideal entity of self) 

lies closer to the favoured pole of a construct is said to be indicative of the teachers’ long-term 

aspirational behaviours. It should be noted that the implementation of findings from analyses of raw 

scores is as yet untested in the field. The reader is asked to hold the latter point in mind when 

considering the findings of this report. 

Potential Action Points for PD 

The biggest difference in a characteristic the weak teachers associate with themselves at work at the 

present time relative to the good teacher lies with the way they deal with difficulties. Where they see 

themselves as following a firm agenda, they see the good teacher dealing with difficulties creatively. 

Current self, relative to the ‘good teacher’ is also seen to be deficient when it comes to: feeling they can 

get students to value learning, dealing with awkward people by appealing to everyday rules, siding with 

the disadvantaged in society, and, putting the needs of students first. Given that idealistic identification 

represents long-term behavioural aspirations, attempts by administration to help the weak teachers 

take on these behaviours (behaviours where they see self falling short relative to the admired entity a 

‘good teacher’) would likely be of value. This reasoning may be particularly useful in regard to the 

constructs, feel there is a lot they can do to get students to value learning and deal with awkward 

people by way of everyday rules as they are core constructs for the weak teachers. Finally, it is worth 

noting that the weak teachers indicated that they felt that the ‘good teacher’ would be more inclined to 

state that there is no finer job than teaching. The construct ‘believe there is no better or better jobs 

than teaching’ was designed to assess commitment to the profession (and by extension likelihood to 

turnover). This being the case, it may be that PD designed to help the weak teachers more frequently 

and more comprehensively express behaviours they see in the good teacher may also see them move 

toward a more committed stance toward the job of teaching.  

The weak teachers’ negative identification at school is with a disruptive student whose raw scores 

relative to ‘a good student’ suggest that they see these students as: selfish, confrontational, more 

concerned with their own welfare, more inclined to depend on others in decision making, and more 

likely to feel there is little they can do to get students to value learning. Administration would benefit by 

providing PD to help these teachers see how and why disruptive students may struggle in these areas. 

Focus the PD on the 2 constructs that are core: why they feel the disruptive student might think that 

there is little they can do to get them to value learning and why these students might confront awkward 

people. Greater empathy may enhance the weak teachers’ ability to reach these students, raise their 

performance and by extension, the performance of the teachers’ schools. 

Another important aspect is teacher identity. The development of a teachers’ identity has been found to 

be paramount in becoming a teacher (Alsup, 2005; Friesen & Besley, 2013).  Resilience and retention are 

two important aspects of a strong identification with the teaching profession (Bieler, 2013). A lack of 

identity on the converse, can cause stress, burnout and ultimately retention issues (Lachman & Diamant, 

1987).  What is important to note is that teacher identity development can take time and comprise of 



periods of exploration, uncertainty and conflict (Meijer, de Graaf, & Meirink, 2011). This identity 

development could be supported through the ISA and mentoring process.  

The work-related entity of greatest positive affiliation for the average teachers is the good teacher. 

Relative to me at work the good teacher is seen to communicate more effectively with parents and to 

more often side with the advantaged in society. Develop PD to help the average teacher reach these 

long-term aspirations. Focus particularly on communications with parents as it is a core construct. The 

work-related entity of notable contra-identification for the average teachers is the disruptive student. In 

comparison to the admired good student this entity is seen to: engage in better parental 

communications, feel there is a lot these teachers can do to get them to value learning, deal with 

awkward people by appealing to everyday rules, side with the advantaged in society, put the needs of 

students first, become closely involved with students, deal with problems creatively and feel that there 

is no better job than teaching. Like the approach for the weak teachers, provide PD to help the average 

teachers better empathise with the disruptive students’ perceived behaviours.   

For teachers rated as good, the ‘good teacher’ entity is seen to believe to a greater degree that there is 

a lot they can do to get students to value learning. Given that this is the primary core construct for this 

group of teachers it is likely that PD in this area will be of use.  Regarding contra-identification, the 

disruptive student is again seen to be at issue.  From the good teachers’ perspective, the disruptive 

student is seen to communicate poorly with parents, feel there is little they can do to get them to value 

learning, be confrontational with awkward people, put personal needs first and believe that there are 

better jobs than teaching. PD to help the good teachers see why the disruptive student might struggle in 

these areas is recommended as per the other teacher groups.   

Empathetic identifications with others  

Empathetic Identification: minimum value =0.00, maximum value = 1.00 

Whereas idealistic identifications represent long-term aspirations; empathetic identifications are of the 

here and now. Change in empathetic identifications across context and mood states reflect potential for 

change in behaviour.  

Table 5 

Empathetic identifications of the groups of teachers 

 Me at Home Me at Work Me as a student 
teacher 

Weak Teachers Closest family member 
(0.85) 
Good Teacher (0.85) 
Good student (0.69) 
School Principal (0.61) 
Person I admire (0.58) 

Person I admire (0.52) 
Politicians today (0.49) 
Closest family member 
(0.41) 
Good teacher (0.41) 
Good Student (0.38) 
School Principal (0.36) 

Closest family member 
(0.79) 
Disruptive student 
(0.65) 
Good teacher (0.61) 
Good student (0.60) 
School Principal (0.49) 



Disruptive student 
(0.56) 
Artists today (0.56) 
Politicians today (0.49) 
 

 Artists today (0.43) 
 

Average Teachers Person I admire (0.60) 
School principal (0.53) 
Closest family member 
(0.51) 
Good student (0.49) 
Good teacher (0.45) 
Artists today (0.44) 
Politicians today (0.43) 

Good teacher (0.73) 
Good student (0.73) 
Person I admire (0.66) 
Closest family member 
(0.65) 
Politicians today (0.62) 
School Principal (0.56) 
Artists today (0.49) 
 

Good student (0.76) 
Good teacher (0.69) 
Closest family member 
(0.69) 
Person I admire (0.68) 
Politicians today (0.65) 
 

Good Teachers Person I admire (0.78) 
A good teacher (0.76) 
School Principal (0.65) 
Closest family member 
(0.63) 
 
 
 

Good teacher (0.78) 
Person I admire (0.75) 
 
School Principal (0.69) 
Closest family member 
(0.66) 
Good student (0.64) 
Artists today (0.64) 
 
 
 

Good teacher (0.80) 
Person I admire (0.74) 
School principal 0.70) 
Closest family member 
(0.68) 
Good student (0.67) 
 
 

 

Potential Action Points for PD 

Table 5 reports significant and moderate empathetic identifications for the weak, average and good 

teachers. In the case of weak teachers, significant empathetic identification is present in the home with 

the entities, closest family member, a good teacher and a good student. In the past, closest family 

member is again an object of significant empathetic identification. Interestingly, the entities ‘a person I 

admire’ and ‘politicians today’ are moderately influential in present times in both the home and at work 

but they were not influential in the past. The suggestion is that the weak teachers have become more 

sensitive to politics as they have aged. Questioning to determine whether the influence of politicians 

today is positive or negative might be worthy of investigation in PD sessions. In the workplace, the 

empathetic identification pattern with the good teacher and the good student is only moderate in 

strength. In fact, all empathetic identification in work today for the weak teachers is of moderate 

strength. Shifts in empathetic identification from the past to the present and from work to home point 

to potential for the weak teachers to engage in changes in behaviour as they move across these 

domains. Here again, questioning to uncover the source of this potential for change is warranted. For 

example, ask if something at work is preventing them from behaving like a good teacher to the degree 

that they feel they do in the home.   



For the average teachers there is moderate empathetic identification with a person I admire at home 

and in both time frames at work. There are no significant empathetic identifications in the home. At 

work empathetic identification with the good teacher and good student entities is moderate to 

borderline high. In the past only the good student presented with (borderline) high empathetic 

identification. Here, shifts in empathetic identification suggest some potential for change in behaviour 

across the domains of the instrument with the point of greatest note being the average teachers’ 

tendency to feel more ‘as’ a good teacher and good student in the workplace. This is a positive finding 

that does not point to a need for ameliorative PD. However, it may be worth questioning the teachers to 

determine why they feel their behaviours change. With this information gleaned it may then be put to 

good use.      

The good teachers’ empathetic identification pattern is similar in all domains of the instrument. The 

point of greatest note is that there is borderline high empathetic identification with the good teacher 

and the person I admire entities at home and at work both now and in the past. All other noted 

empathetic identifications are moderately high and of similar strength regardless of domain. What you 

see is what you get with these teachers. That is, they are likely to behave in similar ways regardless of 

the domain they happen to be in. This finding serves as favourable comparison to the average and weak 

teachers where potential for change in behaviour was noted.  

Conflicted Identifications with others 

Conflicted Identification: minimum value =0.00, maximum value = 1.00 

Conflicted identification in ISA references the combination of contra- and empathetic identification with 

significant others; being ‘as’ another while at the same time wishing to disassociate from those 

characteristics that are seen to be held in common. 

For the weak teacher:  

Current identification-conflicts based in ‘me at home’ are:  closest family member (0.49), a disruptive 

student (0.43), a person I do not like (0.38),  

Current identification-conflict based in ‘me at work ‘are:  none 

Past identification-conflict based in ‘me, as a student teacher’ are: closest family member (0.48), a 

person I do not like (0.48), disruptive student (0.48),  

Significant conflicted identification for the weak teachers begins at the 0.44 level. In the home only the 

closest family member presents as a significant conflicted identification. This pattern was also present in 

the past at work. The same entities (a person I do not like and a disruptive student) present as 

borderline high conflicted identifications in the home and as significant conflicted identifications in the 

past. Interestingly, there are no significant conflicted identifications at work which suggests that 

problems in the home and in the past have been overcome at work in present times. This being the 

case, an administrator need not feel obliged to spend monies to overcome the known conflicts of 

identification for the weak teachers. That said, for the sake of interest, the characteristics of the closest 



family member and a disruptive student that cause problems (the characteristics that present with 

negative raw scores for me at work and for the entity of interest) in the home and in the past will be 

considered. At issue for my closest family member is the perception that this entity deals with people 

straightforwardly and tends to communicate well with people. For the disruptive student, only the 

characteristic of dealing with people straightforwardly is at issue. Given the conflicted construct status 

of ‘is straightforward with people Vs plays games with people’ should administration decide to pursue 

PD for conflicted identification, uncovering the cause of any stresses this construct invokes might be 

worthwhile.     

For the average teacher: 

Current identification-conflicts based in ‘me at home’ are: school principal (0.38), a person I do not like 

(0.37)  

Current identification-conflict based in ‘me at work ‘are: a good student (0.41), a person I do not like 

(0.40), a disruptive student (0.39) politicians today (0.39), school principal (0.38), scientists today (0.38)  

Past identification-conflict based in ‘me, as a student teacher’ are: a person I do not like (0.45), 

politicians today (0.40), scientists today (0.38), my closest family member (0.37) 

Regarding the average teacher, significant conflicted identification begins at the 0.51 level. Thus, no 

significant conflicted identifications are present for the average teacher. However, moderate conflicted 

identifications exist in all 3 domains of the instrument. Given the moderate nature of the average 

teachers’ conflicted identification pattern, it is probably the case that PD to overcome them will not be 

required.  

For the good teacher:  

Current identification-conflicts based in ‘me at home’ are: a disruptive student (0.41), politicians today 

(0.37), scientists today (0.36), artists today (0.34) 

Current identification-conflict based in ‘me at work ‘are: a disruptive student (0.44) scientists today 

(0.41), politicians today (0.40), artists today (0.37),  

Past identification-conflict based in ‘me, as a student teacher’ are: a disruptive student (0.43), scientists 

today (0.40), politicians today (0.40) 

For good teachers significant conflicted identification begins at the 0.52 level. No significant conflicted 

identifications present for these teachers. There is moderate workplace-related conflicted identification 

with the disruptive student. To investigate raw scores and conflicted identification troublesome 

characteristics are the constructs whose raw scores for the entities in question lie toward the negatively 

rated pole. For the good teacher and the disruptive student no constructs are so scored. However, the 

constructs of dealing straightforwardly with people Vs playing games with them and depending on 

others in making decisions Vs prefers to work things out alone did score at zero. Both these constructs 



are conflicted for the good teachers and as such they may offer interesting starting points for PD should 

an administrator decide to provide PD to improve the professional identities of the good teachers.  

Evaluation of, and ego-involvement with others 

Evaluation minimum value =-1.00 maximum value = +1.00 

Ego-involvement minimum value = 0.00 maximum value = 5.00 

Evaluation of others refers to a summation of the positive and negative scores associated with each 

entity. Entities as a result can have a positive or negative value for this parameter. 

Ego involvement refers to the overall responsiveness to an entity in terms of the extensiveness in 

quantity (number of characteristics possessed) and strength (where the rating of each characteristic lies 

along the zero-center scale) of the attributes they are rated as possessing 

Entities of primary investigative interest for the weak teacher: 

Closest family member (evaluation of 0.32) (ego-involvement: 4.18) 

A good teacher (evaluation of 0.54) (ego-involvement: 4.10) 

A person I admire (evaluation of 0.65) (ego-involvement: 3.96) 

A good student (evaluation of 0.42) (ego: 4.12) 

A disruptive student (evaluation of -0.04) (ego: 3.96) 

A person I do not like (evaluation of -0.20) (ego: 4.59)  

For the weak teachers’ evaluation of a person I admire is borderline high. There is moderate evaluation 

of a good teacher, a good student, and closest family member. Low (negative) evaluation is reserved for 

a disruptive student and a person I do not like.  There is high ego-involvement with a person I do not like 

and borderline high ego-involvement with closest family member, a good teacher and a good student. 

Lowest (still moderate) ego-involvement is associated with the negatively evaluated disruptive student.   

The higher ego-involvement with a person I do not like suggests the weak teachers will be more 

motivated to avoid behaving as this entity is perceived to behave than they will be motivated to behave 

as per the perceived behaviours of the favourably evaluated good teacher.  

Entities of primary investigative interest for the average teacher: 

Closest family member (evaluation of 0.28) (ego-involvement: 2.74) 

A good teacher (evaluation of 0.46) (ego-involvement: 3.04) 

A person I admire (evaluation of 0.34) (ego-involvement: 3.18) 

A good student (evaluation of 0.28) (ego: 3.57) 



The school principal (evaluation of 0.22) (ego involvement 3.19) 

A person I do not like (evaluation of -0.47) (ego: 4.23) 

The average teachers evaluate the good teacher and a person I admire the highest and a good student, 

closest family member, and the school principal higher than a person I do not like. Ego-involvement is 

moderate for all the entities of primary interest other than a person I do not like which is borderline 

high. Behaviours associated with a person I do not like will be more impactful for the average teachers 

and as such they will strive to avoid these behaviours to a greater degree than they will try to behave as 

the more admired entities. 

Entities of primary investigative interest for the good teacher: 

Closest family member (evaluation of 0.39) (ego-involvement: 2.98) 

A good teacher (evaluation of 0.59) (ego-involvement: 3.25) 

A good student (evaluation of 0.38) (ego: 2.85) 

Typical politicians today (evaluation of -0.14) (ego: 3.54) 

Typical scientists today (evaluation of 0.23) (ego: 3.60) 

A disruptive student (evaluation of -0.06) (ego: 3.58) 

For the good teacher highest evaluation is reserved for the good teacher but this rating, like the ratings 

for all the other principal entities of interest is moderate. Ego-involvement with a disruptive student is 

highest but, like the ego-involvement associated with all the entities of interest, it is moderate.  

 

Evaluation of self, extent of identity diffusion, and identity variant. 

Self-Evaluation: minimum value =-1.00, maximium value = 1.00 

Identity Diffusion: minimum value =0.00, maximium value = 1.00 

Self-Evaluation refers to measurements wherein characteristics associated with the various entities of 

self (me as I was, me as I am) are compared to characteristics associated with the ideal aspirational self 

(me as I would like to be). They can be positive or negative in value. 

Identity diffusion in ISA is a measure of the extent of a person’s conflicts of identification.  

Identity variants in ISA are reported in a table that places the various entities of self within an identity 

variant category according to their combination of self-evaluation and diffusion. A snapshot of the status 

of an identity is available from the sections where the entities of self are found to lie. The central 

identity variant (indeterminate) is considered optimal. Interpreting the table requires consideration of 

where and how the entities of self are different from the optimal placement.  



 

Figure 1. Classification of identity variants 

Table 8 

Identity variants of weak/average, average and good teachers 

Entity Parameter Weak Average Good 

Me at Home     

 Self Evaluation 0.57 0.30 0.48 

 Identity 
Diffusion 

0.38 0.32 0.31 

 Variant Indeterminate Indeterminate Indeterminate 

Me at Work     

 Self Evaluation 0.44 0.33 0.45 

 Identity 
Diffusion 

0.24 0.38 0.33 

 Variant Defensive Indeterminate Indeterminate 

Student 
Teacher 

    

 Self Evaluation -0.06 0.34 0.46 

 Identity 
Diffusion 

0.38 0.39 0.33 

 Variant Negative Indeterminate Indeterminate 

Me Like to Be     

 Self Evaluation 0.98 0.89 0.77 

 Identity 
Diffusion 

0.32 0.32 0.24 

 Variant Confident Confident Defensive/Indeterminate 

Me Hate to Be     

 Self Evaluation -0.86 -0.55 -0.62 



 Identity 
Diffusion 

0.29 0.42 0.49 

 Variant Negative Negative/Crisis Crisis 

 
 
For the weak teacher the entities me as I would hate to be and me as a student teacher lie in the 

negative section of Figure 1. Fortunately, me at work is associated with higher levels of self-evaluation. 

It is in the defensive section and close to bordering the indeterminate section. Higher levels of self-

evaluation in present times suggests that the weak teachers feel they are moving toward their goals in 

the workplace which is a positive finding. Most likely the defensive rating for me at work does not pose 

a significant problem as this entity of self lies near the border of the indeterminate section of Figure 1. 

However, PD might be directed toward a conversation around the construct ‘is straightforward with 

people Vs plays games with people’ as it was at issue for these teachers in the case of conflicted 

identifications with the disruptive student. Moving the weak teachers toward recognition of a conflict of 

identification around this construct may help them better reach the disruptive student; an entity with 

whom they contra-identify. Once so moved the weak teachers might enter the indeterminate section of 

Figure 1 in the case of me at work. The entity ‘me as I would like to be’ is associated with unreasonably 

high levels of self-evaluation. PD to temper expectations for future performance in the classroom is 

recommended. Mentoring can support self-efficacy and encourage self evaluation (Day & Allen, 2004), 

providing mentees a safe environment to explore and evaluate (Hayden, 2006) and build their 

confidence (Anderson, 2005).  

The work-related entities of self of the average teachers lie in the desired indeterminate section of 

Figure 1 as does the entity me at home. ‘Me as I would like to be’ is in the confident sector of the Figure 

as was the case for the weak teachers. For the average (and indeed for the weak teachers) teachers, 

mentoring to temper expectations for future performance is recommended. Interestingly, me as I would 

hate to be lies on the border of the negative and crisis sections of Figure 1. A two-pronged approach to 

mentoring may improve this finding. First, try mentoring the average teachers toward greater empathy 

for the disruptive student. This action may reduce the level of diffusion felt by me as I would hate to be. 

Second, work to help these teachers come to better accept the behaviours they perceive as negative 

when they act out of character. Doing so may increase self-evaluation for this entity of self. 

All work-related entities of self for the good teacher lie in the indeterminate section of Figure 1. Me at 

home is also indeterminate. Me as I would like to be is associated with self-evaluation that is borderline 

too high. Mentoring to overcome the latter finding may not be required as a higher self-evaluation for 

me as I would like to be is to be expected if most things are falling into place for an identity. Once again, 

‘me as I would hate to be’ is in crisis. Focus PD around the entity a disruptive student (the workplace 

related target of conflicted identification). Question the teachers about issues they have with the 

constructs of dealing straightforwardly with people Vs playing games with them and depending on 

others in making decisions Vs prefers to work things out alone.  

 Concluding Remarks  



With the above analyses complete it is time to turn to answering the questions posed in this study. The 

ISA analyses suggest that Weinreich’s template might be able to differentiate amongst groups of weak, 

average and good teachers. They further indicate that group-ISA analyses might prove useful for guiding 

the development of professional development in that they may uncover information that may be new to 

the teachers and their administrators or that they point to and reinforce information that is already 

available to these parties. It is suggested that summaries of ISA analyses for groups (and indeed 

individual faculty) as presented below could serve as useful format for guides to the development of PD.     

Weak teachers 

The weak teachers’ professional identity is focused on 3 core concepts: dealing with awkward people by 

appealing to everyday rules, feeling there is a lot they can do to get students to value learning, and 

prioritizing achievement. These constructs concern the teachers’ approach to classroom management 

and teaching. There are 2 conflicted constructs: being straightforward with people or playing games 

with them and the issue of communications with parents. The latter construct is of maximal emotional 

significance and it lies in the approach to teaching and classroom management theme. Playing games or 

being straightforward with people is of moderate emotional significance so the teachers may not see it 

as a troublesome arena. To tackle the primary conflicted construct, ask the teaches how they see 

parental communications impacting their ability to manage and teach a class. Alternately, hold meetings 

where the teachers can form plans for dealing with uncertainties around this conflicted construct. 

Another approach to garnering information for PD is to ask a question that links a conflicted construct to 

another that is core. Doing so will provide the teachers with more to think about than the issues that 

generally invade their thinking. In this case ask the teachers to consider how playing games with people 

might impact their ability to get students to value learning.   

Long-term aspirant behaviours for the weak teachers’ concern dealing with difficulties creatively, feeling 

there is a lot they can get students to value learning, dealing with awkward people by appealing to 

everyday rules, siding with the disadvantaged in society and, putting the needs of students first. PD 

toward these behaviours would likely receive a warm welcome. Focus such PD particularly on the core 

constructs ‘feel there is a lot they can do to get students to value learning’ and ‘dealing with awkward 

people by way of everyday rules.’  

To help the weak teacher better reach disruptive students help them see why this entity may struggle 

with: being selfish, and confrontational, being concerned with their own welfare, being more inclined to 

depend on others in decision making and more likely to feel there is little the teachers can do to get 

students to value learning. Focus mentoring here on the core constructs: why the disruptive student 

might think there is little they can do to get them to value learning and why these students might 

confront awkward people.  

There are shifts in empathetic identification pattern across the domains of the instrument. The weak 

teachers feel most ‘as’ closest family member, a good teacher, and a good student in the home. In the 

past they similarly felt like their closest family member but empathetic identification with the good 

teacher and the good student was to a lesser degree. All empathetic identification in work today is of 



moderate strength. Shifts in empathetic identification point to potential for changes in behaviour. 

Questioning to uncover the source of the potential for change may be warranted. Note ‘politicians 

today’ are moderately influential in present times but such was are not the case in the past. Whether 

the influence of politicians today is positive or negative may be worthy of investigation.  

Only the closest family member entity offers a significant conflicted identification. This issue is present 

in the home and it was present in the past at work. No significant conflicted identifications are at play in 

the workplace suggesting that problems at home and problems in the past have been overcome at 

work. At issue for my closest family member is the perception that this entity deals with people 

straightforwardly and tends to communicate well with people. Given the conflicted construct status of 

‘is straightforward with people Vs plays games with people’ mentoring to uncover the causes of any 

stress associated with this construct might be worthwhile.     

Me as I would hate to be and me as a student teacher are negative identity variants for these teachers. 

Me at work is defensive which is not ideal, but it does have higher levels of self-evaluation than me as a 

student teacher suggesting that the weak teachers feel they are moving toward their goals in the 

workplace. To improve the defensive rating for me at work try questioning around the construct ‘is 

straightforward with people Vs plays games with people.’ Moving the weak teachers toward recognition 

of an identification conflict around this construct may help them better reach the disruptive student.  

The high self-evaluation of ‘me as I would like to be’ implies that PD to temper expectations for future 

performance in the classroom is required.  

 Average Teachers 

 Only communicating well with parents is truly core for the average teachers. Remaining ‘core’ 

constructs (putting the needs of students first, becoming closely involved with students and dealing with 

awkward people by appealing to everyday rules) are of secondary core status. Two themes dominate: 

relationship with students (puts the needs of students first and becomes closely involved with students) 

and approach to classroom management and teaching (communications with parents and approach to 

dealing with awkward people). There is only one conflicted construct; prioritizes achievement Vs 

prioritizes welfare. It is part of the approach to classroom management and teaching theme. To gain 

information for PD ask them when they struggle over whether to prioritize the welfare of students or 

whether to prioritize academic achievement. As per the weak teachers, consider holding meetings 

where the teachers can form plans for tackling this construct. To link a conflicted construct to one that is 

core ask about circumstances where prioritizing achievement (or welfare) necessarily results in poor 

communication with parents. 

Helping these teachers communicate more effectively with parents and to more often side with the 

advantaged in society may see them better reach long-term behavioural aspirations. Focus PD upon 

communications with parents which is a core construct. The average teachers contra-identify with the 

disruptive student who, relative to the good student is seen to: engage in better parental 

communications, feel there is a lot these teachers can do to get them to value learning, deal with 

awkward people by appealing to everyday rules, side with the advantaged in society, put the needs of 



students first, become closely involved with students, deal with problems creatively and feel that there 

is no better job than teaching. Helping the average teachers better empathize with these perceived 

behaviours could help them better reach disruptive students, raise their performance, and thus raise the 

performance of their schools.  

The average teachers’ empathetic identification pattern turns up some potential for behavioural shift 

across the domains of the instrument with the point of greatest note being their tendency to feel more 

‘as’ a good teacher and a good student in the workplace than elsewhere. No significant conflicted 

identifications were uncovered in the case of the average teachers and PD to help them overcome the 

moderate conflicted identifications that are seen is not recommended.   

The work-related entities of self of the average teachers lie in the desired indeterminate section of 

Figure 1 as does the entity me at home. ‘Me as I would like to be’ is in the confident sector of Figure 1 as 

per the weak teachers. Mentoring to temper future performance expectations may be required. Me as I 

would hate to be lies on the border of the negative and crisis. PD toward greater empathy for the 

disruptive student may reduce the level of diffusion associated with this entity of self and helping these 

teachers accept the negative behaviours they see in self when they act out of character may also raise 

the self-evaluation of this entity.  

Good Teachers 

Like the average teachers the good teachers exhibit no constructs that are truly core. Favoured poles of 

secondary core constructs nonetheless point to behaviours the good teachers will most frequently 

adopt. Two themes are represented; approach to classroom management and teaching (feel there is a 

lot I can do to get students to value learning, communicates well with parents) and relationship with 

students (puts the needs of students first, becomes closely involved with students, sides with society’s 

disadvantaged).  

The good teachers exhibit more conflicted constructs than the average and weak teachers. Approach to 

classroom management and teaching (deal with awkward people by appealing to everyday rules, 

prioritize achievement), team player (believe there is no finer job than teaching, take issue with the way 

things are, and, play games with people), relationship with students (sides with the disadvantaged in 

society), and, approach to problem solving (prefers to work things out alone, deals with difficulties 

creatively). These constructs represent all 4 themes of the instrument. Ascertaining whether to deal 

with people straightforwardly or by playing games with them is the most stressed of the conflicted 

constructs. To tackle the good teachers’ conflicted constructs question them to uncover the source of 

their stress. For example, ask them when they struggle over dealing with people straightforwardly or 

playing games with them. An example question linking conflicted and core constructs would be to ask 

about scenarios where playing games with people may impede their ability to become closely involved 

with their students. 

An aspirant behaviour for the good teachers concerns feeling there is a lot they can do to get students 

to value learning. PD toward greater exhibition of this behaviour is recommended. A target of contra-

identification is the ‘disruptive student’ who is seen to communicate poorly with parents, feel there is 



little they can do to get them to value learning, be confrontational with awkward people, put personal 

needs first and believe that there are better jobs than teaching. Helping the teachers see why the 

disruptive student might struggle in these areas may increase empathy for them.  

The good teachers’ empathetic identification pattern is similar in all domains of the instrument. That is, 

they are likely to behave in similar ways regardless of the domain they happen to be in. The work-

related entity of self and me at home are ‘of’ the indeterminate identity variant. Me as I would like to be 

is borderline high. Mentoring to overcome this finding may not be required (a higher self-evaluation 

rating for me as I would like to be is to be expected). Me as I would hate to be is in crisis. To improve this 

finding focus PD on the entity a disruptive student (target of conflicted identification). To that end, 

question the teachers about issues they have with dealing straightforwardly with people Vs playing 

games with them and depending on others in making decisions Vs prefers to work things out alone.  

Implications and future research directions  

Beyond illustrating that differentiation among weak, average and good teachers may be possible with 

ISA analysis, the depth of information provided in the summaries also illustrates that they could be 

provided to educators, to guide the development of PD such that stresses felt by weak (and average and 

good teachers) might be mitigated to the extent that effectiveness in the classroom increases. However, 

confirmation of this reasoning is contingent on future workers performing larger studies that make use 

of raw scores. Larger studies are also required to confirm that nomothetic analyses can provide for core 

constructs of more than secondary structural pressure. That said, this study did turn up differences 

amongst the different groups of teachers and two findings are particularly worthy of note. First the 

weak teachers core constructs were concentrated in the approach to classroom management and 

teaching theme. Whilst the same theme appeared in the ‘core’ constructs of the average and good 

teachers it did so alongside relationship with students. If larger studies confirm that approach to 

classroom management and teaching dominates the thinking of weak teachers, it may be that this 

proves to be an arena where administrators can focus PD to improve their effectiveness. Second, 

compared to the weak and average teachers, the good teachers exhibited a stable empathetic 

identification pattern across the domains of the teacher identity instrument. Larger studies may reveal 

that political issues are limiting the weak teachers’ effectiveness in the workplace; they may also point 

to paths that PD can adopt to facilitate greater empathetic identification with the good teacher in the 

classroom.    
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Appendix.  

Entities in the teacher instrument 

Domain Label Classification 

Mandatory Entities of Self   

 Me, as I would like to be Ideal Self 

https://trove.nla.gov.au/work/23691856?selectedversion=NBD24631882


 Me, as I would hate to be Contra Ideal Self 

 Me at work Current Self 

 Me, as I am at home Current Self 

 Me as a student teacher Past self 

Home Entities   

 My closest family member  

Work Entities   

 A good teacher  

 A good student  

 A disruptive student  

 School Principal  

Entities Relating to Subject 
Taught 

  

 Typical Politicians Today  

 Typical Scientists Today  

 Typical Artists Today  

Entities of Broader Society   

 A person I admire  

 A person I do not like  

 

Table 2 

Constructs in the teacher instrument 

Theme Left Label Right Label 

Team Player   

 is straightforward with people…  
 

plays games with people 

 takes issue with the way things 
are 

 

supports the way things are 

 Believes there is no finer job than 
teaching 

Believes there are better jobs 
than teaching 

Approach to Class 
Management and 
Teaching 

  

 prioritizes achievement 
 

prioritizes welfare 

 feel there is a lot I can do to get 
students to value learning 

feel there is little I can do to get 
students to value learning 
 

 deals with awkward people by 
appealing to every day rules 
 

confronts awkward people 

 communicates well with parents is remote from parents 
 



Relationship with 
students 

  

 sides with society’s disadvantaged 
 

sides with the advantaged in 
society 

 puts the needs of students first puts personal needs first 

 becomes closely involved with 
students  

maintains a formal relationship 
 

Approach to Problem 
Solving 

  

 depends on others in making 
decisions 

prefers to work things out alone 
 

 follows a firm agenda when 
dealing with difficulties 

deals with difficulties creatively 
 

 

 

 

 

   

 

 


