


B




661311




‘The ordinary yet extraordinary emotions and motives of pre-service mathematics
teachers
by
Oana G. Radu
A thesis submitted o the
School of Graduate Studies

in partial fulfillment of the requirements for the degree of

Doctor of Philosophy
Faculty of Education

Memorial University of Newfoundland

June 2011

St. John's Newfoundland and Labrador



Abstract

This doctoral research is an account of the emotional experiences encountered by
interns while teaching mathematics in the socio-cultural context of the junior and senior
high school classrooms. Also, it describes similarities and differences existing between
the emotional experiences of interns with different goal orientations. What kind of

emotional i do int tter while teaching ics? What

similarities and di ist between the ional experi f interns with

different goal orientations?

Basic qualitative research and case study research approaches were used to
examine the complex relations between interns’ emotions, goals, and actions. Data were
collected using interviews, surveys, diaries, and classroom observations, as these generate
in depth descriptions of interns’ emotional experiences encountered while teaching
mathematics, as well as attributed causes, thoughts, and perceived effects.

‘The case study portrayed the internship as a place where a mastery oriented intern
can experience both pleasant and unpleasant emotions. It showed that unpleasant and
pleasant emotions were experienced sporadically at the beginning of the internship. The
case study revealed how unpleasant emotions have a constructive effect, and described
modalities used to overcome such emotions and to use them to perfect teaching practices.

Mastery oriented and performance approach interns presented similaritis in
attributed causes of pleasant emotions, such as: students understand math, do their
homework, or are engaged in classroom activities. However, for mastery oriented interns,

pleasant emotions relate to students’ understanding, while for performance approach
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interns, pleasant emotions relate to their increased desire to appear talented at teaching.
Performance avoidance interns attribute causes of pleasant emotions to getting positive
feedback from supervisors and students, or to not encountering significant classroom
disruptions.

‘Thoughts appearing in conjunction with unpleasant emotions show performance
approach interns” affinity to attribute the causes to students” inappropriate behaviour or
lack of attention. While experiencing unpleasant emotions, performance avoidance
interns” thoughts run towards their inability to control the class, to questioning their
choice of a career, and to thinking about avoiding and even leaving the teaching

profession.
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Chapter 1 Introduction

1.1 Background of the Study
As a mathematics instructor, I have been fascinated by the complex role emotions
play in students’ lives. During extensive university teaching of pure and applied
mathematics, two common student comments became apparent. The first revolved around
an emotional response to mathematics, such as in the phrase: “I really don’t ike math!”
‘The second commonly involved some comment around students” perceived inability to
excel i the higher level thinking of the subject, such as “I can’t solve this problem.” The
first comment spoke to the affective domain, whereas the second linked more directly to
cognitive and behavioural functioning. But the two always seemed to go hand in hand.
‘The ‘emotions’ around the subject could not be separated from the ‘thinking” involved.
By the same token, emotions played a similar role within my professional lfe.
Shortly afer delivering mathematics lectures, my emotions were obvious. Emotions
reached a positive apex while noticing students’ understanding and progress in the
subject, but emotions could equally convert to despair when secing students’ lack of
interest in mathematics. Thus, questions about what more could I do to motivate students
to become closer to mathematics appeared often in my thoughts. Above all, emotions
experienced seemed to have a huge potential in affecting the motivation to teach, as well
as goals and values related to teaching. As such, I embarked on a journey that would help

me better understand the place, role and potential of emotions in teachers’ and students”



lives. This doctoral research zeroes in on the complex relations between emotions and

achievement goals for teaching for interns specializing in teaching mathematics.

1.2 Statement of the Research Problem

‘Teacher motivation has been the topic of investigation for various researchers
(Butler, 2007; Butler & Shibaz, 2008; De Jesus & Lens, 2005; Pelletier, Séguin-
Lévesque, & Legault, 2002; Retelsdorf, Butler, Streblow, & Schiefele, 2010; Roth, Assor,
Kanat-Maymon, & Kaplan, 2007; Watt & Richardson, 2008b). Retelsdorf et al. (2010)
claimed that the paucity of studies in this area is explained on the basis of a deficiency in
theoretical models about teacher motivation. In recent years, researchers aimed to draw
on existing motivation theories, such as expectancy-value theory, goal theory, interest,
and self-determination theories, and apply these to the context of teaching. De Jesus and
Lens (2005) put forth a model that would make inquiries about teacher motivation
“through the lenses of different cognitive-motivational theories in order to elaborate a
model capable of explaining functional relations that exist between cognitive-
motivational variables” (p. 121). This model suggested strategies that could be used to
increase teacher motivation. Building on the research literature on students’ motivation
(Ames & Ames, 1984; Dweck, 1986; Nicholls, 1989), Butler (2007) filled in this
theoretical gap, proposing achicvement goal theory as a valid working framework for
teachers’ motivation.

Research findings connected teacher motivation to help seeking (Butler, 2007),
helplessness (De Jesus & Lens, 2005), or instructional practices and interest in teaching

(Retelsdorf et al., 2010). Butler and Shibaz (2008) linked teachers’ achievement goals to



students’ perceptions of teaching practices. Pelletier et al. (2002) show that students”
‘motivation and teacher’s behaviour are mediated by teachers’ motivation. Teacher
‘autonomous motivation for teaching was deemed to be an influencer on students’
‘motivations for learning (Roth et al., 2007). Researchers (Richardson & Wat, 2006; Watt
& Richardson, 2008a, 2008b) described motivations for teaching. Malmberg (2006)
inquired whether interns “want to teach as they lear” or “learn as they wish to teach”
(®.74).

Emotions are integral parts of teachers’ lives. Hargreaves and Fullan (1998) claim
that emotions “are dynamic parts of ourselves, and whether they are positive or negative,
all organizations, especially schools, are full of them” (pp. 55-56). Research in teacher
emotion show that teachers’ emotions connect with their well-being and effectiveness
(Damasio, 2003; Day & Qing, 2009). Furthermore, teachers” emotions bond with their
identities and emotion management in teaching (Goldstein & Lake, 2000, 2003;
Hargreaves, 1998b, 2000b; Oplatka, 2007, 2009a; Meyer, 2009; Winograd, 2003;
Zembylas, 2005¢). Teachers emotions are influenced by and influence the nature of
teacher-student relationships (Chang & Davis, 2009; Davis, 2006; Muller, Katz, & Dance,
1999; Rosiek & Beghetto, 2009). Teachers’ emotions are intertwined with social and
cultural changes (Kelchtermans, Ballet, & Piot, 2009; Nias, 1996), and contribute to
shaping educational and political changes (Hargreaves, 2000a, 2005; van Veen &
Sleegers, 2009). Sutton and Wheatley (2003) call for research about teachers” emotions
and motivation with focus on “management and discipline, adoption and use of teaching
strategies, learning to teach, and teachers” motivation” (p. 327). Therefore, the role

emotions play within teachers’ motivations presents a vast, yet untapped area of research.



“The purpose of this doctoral research is to produce a description of intems’

emotional i d while teaching in the socio-cultural

context of a selected group of junior and senior high schools. Furthermore, the research
aims to describe similarities and differences that exist between the emotional experiences

of interns who have various goal orientations. An emotional experien he

underlying emotion, its attributed causes, other accompanying emotions, the thoughts
generated while experiencing the emotion, and perceived effects. Therefore, the research

describes interns’ emotional experiences, and describes attributed causes leading to such

ti ing emotions. , it describes the perceived
effects of goals on emotions, the bodily effects of emotions, and the perceived effects of
emotions on interns’ classroom actions. Emphasis is placed on the perceived effects of
emotions on interns’ confidence, tactics of teaching, time and effort, and on teaching
skills that ultimately would foster positive emotional and motivational learning
environments. The rescarch considers how emotions relate to different goals. Although

this study focuses on pre-service teachers and not in-service teachers, the significance of

this study appears in the it makes to the complex relations b
and motivations within teaching practices.

All emotions that interns mention are taken into consideration, as all are worthy of
research. Emotions encountered while teaching might span quite a wide range from
anticipation, joy, or excitement to disappointment, despair, or anger. Hargreaves (2005)
asserts “the more volatile, passionate emotions (which are also the less easily managed

ones) are kept off the educational agenda in favor of ones that encourage trust, support,

‘openness, involvement, commitment to teamwork, and willingness to experiment”



(p. 219). However, various emotions surface while teaching, and each one of them has the
potential of influencing teachers” thoughts and actions and even their motivation to teach.
Three types of achievement goals constitute the basis of the dialogue within the
thesis. Mastery-approach goals toward instruction include the desire to continue
developing teaching competences, desire to attain teaching mastery, desire to learn new
things within mathematics and mathematics teaching practices, or desire to learn new
teaching models regardless of how difficult these may be (Ames & Ames, 1984; Butler,
2007). Performance approach goals toward instruction might include: the satisfaction that
comes with looking more proficient than other teachers, the desire to demonstrate
competence, a wish to outperform colleagues, or the importance of performing better than
others (Butler, 2007; Papaioannou & Christodoulidis, 2007). Examples of teachers”
performance avoidance goals toward instruction include: the desire not to disclose lack of
competence, to avoid solving problems in which they might look incapable, or to avoid
teaching math topics in which they might look incapable (Butler & Shibaz, 2008;

Papaioannou & Christodoulidis, 2007).

13 Research Questions

‘The research aims to uncover emotional experiences of pre-service mathematics

teachers and to present how emotions relate to interns” achi goals towards
instruction. An emotional experience encompasses the underlying emotion,its atributed
causes, other accompanying emotions, the thoughts generated while experiencing the

emotion, and perceived effects. What kind of emotional experiences do interns encounter
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‘while teaching mathematics? What similarities and differences exist between the

emotional experiences of interns with different goal orientations?

1.4 Overview of the Study
‘To answer the study’s questions, two research approaches are used: qualitative
research and case study research. According to Merriam (2009), researchers carrying out
a qualitative research study are interested in “(1) how people interpret their experiences,
(2) how they construct their worlds, and (3) what meaning they attribute to their
experiences” (p. 23). The overall purpose of this type of research is to “understand how
people make sense of their lives and their experiences” (p. 23). As such, it is well suited

to comprehend interns’ emotional experiences, and how interns attribute meaning and

actions to th iences. Apart from the qualitative research, the case study research
has huge potential to go behind the surface and reveal comprehensive portrayals of

context, emotions, and behaviours, as well as the complex mesh of existing relations

between an intern’s emotions, goals, and actions. These rescarch approaches were best
choices for responding to the research questions, as they revealed emerging emotions,
their attributed causes, the thoughts accompanying them, and how emotions relate to
interns” achievement goals towards instruction.

The study’s participants were interns sharing the following characteristics: a

minor or a major in ics, completion of the secondary ics methods
course immediately preceding the internship, enrolment in the internship, and teaching at
least one mathematics course in this internship. The secondary mathematics methods

course curriculum covers the following topics the purpose of mathematics, theories of
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learning mathematics, and lesson planning and evaluation. The mathematics methods
course applies the principles of effective teaching to the teaching and learning of
mathematics. The main objective of this course i to provide intermediate and secondary
‘mathematics interns with various experiences in the teaching and learning of
mathematics. The internship s undertaken over the course of thirteen weeks in junior o

senior high schools. Most interns were in their mid twenties and were from

and Labrador with degrees from Memorial University. Pre-
service teachers have the opportunity to gradually take on teaching responsibilities within
their teachable areas. The data collection process involved interviews, surveys, diaries,
and classroom observations. Descriptions of interns’ emotional experiences encountered
‘while teaching mathematics and detailed accounts of intemns’ attributed causes and
thoughts were generated. Data collection documents allowed an understanding of how
interns” emotions relate to their achievement goals for teaching.

Data were collected between December 2009 and April 2010 while pre-service
teachers were enrolled in the educational internship, a requirement of the Bachelor of
Education program. Pre-service teachers completed internships in junior and senior high
schools in various provinces across Canada. For the qualitative research, data were

‘ collected via three one-hour interviews with each of the thirteen participants and via
diaries. These diaries contained interns’ observations and comments germane to the
emotions or moods experienced while teaching math. For the case study research, data
were collected through daly classroom observations, in-depth discussions following the

‘mathematics lectures, a survey, three one-hour interviews, and diaries of one intemn.




‘The thesis has the following chapters: review of literature, methodology, the case
study report, data analysis, and conclusion. The review of literature creates a synopsis of
‘major theoretical themes related to the discourse of this research. Included in the
methodology chapter are details of the design of the study, sample selection, pilot study,
data collection, data analysis, and validity and reliability. The major findings of this
rescarch are presented in the case study report and data analysis chapter. Finally, the
rescarch findings are placed in the context of the current literature. Furthermore, the
limitations of the study, and the future avenues of expanding research ideas are presented

in the last chapter.



Chapter 2 Review of Literature

‘This chapter discusses major themes of research in the areas of motivation and
emotion with particular emphasis on teacher motivation and teacher emotion research.
‘The chapter is divided into five sections. The first section focuses on motivation rescarch
and presents a synopsis of findings and theoretical premises. The second section narrows
the focus of research onto teacher motivation. The third section looks at emotions in
teacher education, while the fourth section presents the theoretical foundation of emotions
i the context of this doctoral research. The fifth section connects the two major areas of

©emotions and motivation research, and positions the objectives of this research study.

2.1 Motivation

‘This section discusses some of the motivation terms and theories, with an
emphasis on the achievement goal theoretical framework used within the literature with a
focus on students” achievement goals. Goal orientations are represented as “a set of
behavioural intentions that determine how students approach and engage in learning
activities” (Meece, Blumenfeld, & Hoyle, 1988, p. 514). Mastery goals, also known as
learning goals (Dweck, 1986), or task involved goals (Kaplan & Midgley 1997; Midgley
etal,, 1998; Nicholls, 1984a), present the desire to develop competencies and increase
knowledge and understanding through effortful learning (Ames & Archer, 1988; Archer,
1994). Performance goals, known as ego goals (Nicholls, 1984a), or ego/social goals

(Mecce et al., 1988; Nicholls, Patashnick, & Nolen, 1985), represent the desire to gain

favourable opinions and avoid negative judgments of personal ies, especially if



success was achieved through minimum effort (Dweck, 1986). Work-avoidant goals
underline the desire to “get the work done with a minimum amount of effort” (Meece et
al, 1988, p. 515).

Achievement goals represent “students’ perceptions and beliefs about the
purposes of academic achievement” (Urdan & Machr, 1995, p. 215). This definition is
aligned with definitions put forth by other achievement goal theorists (Ames, 1984, 1992;
Dweck, 1986; Nicholls, 1984b; Pintrich, 1989). The basis of this theory presents students’
behaviours as “a function of desires to achieve particular goals” (Seifert, 2004, p. 142).

Researchers focus attention on investigating students’ perceptions about “why they are

trying to achieve in an academic situation rather than specifically what they are trying to
achieve” (Urdan & Machr, 1995, p. 215). Achievement goals have the potential to affect
the quality of motivation, which in tur could contribute to changes in students
behavioural, cognitive and affective structures (Ames, 1992).

Covington (2000) describes learning goals as “increasing one’s competency,
understanding, and appreciation for what is being leaned” (p. 174). Students pursuing
such goals are described as being self-regulating and self-determining (Seifert, 1997a).
They attribute success or failure to effort and to other internal and controllable factors
(Nicholls, 1984b; Pintrich & Schunk, 1996), prefer engagement in challenging tasks
(Seifert, 1995b), and believe “intelligence is malleable” (Dweck & Leggett, 1988, p. 259).
Mastery oriented students have inereased self-esteem and are more adaptive. Such
students “maintain positive affect towards a task and a positive prognosis about the
eventual outcome” (Diener & Dweck, 1978, p. 460). As well, they “report more positive

affect and less negative affect, are more likely to take responsibility for success, and are
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less likely to deny responsibility for failure” (Seifert, 1995a, p. 543). Mastery oriented

tudents exhibit “ v sl q d self-monitoring, positive affect, and

effective problem-solving strategies” (Dweck & Leggett, 1988, p. 258). Such students
appear to self-examine their understanding of the topics learned (Meece & Holt, 1993;
Middlcton & Midgley, 1997), “employ organizing strategies such as paraphrasing and
summarizing” (Covington, 2000, p. 175), and “positively associate deep-level processing,
persistence, and high effort, a combination that also led to increases in achievement”
(Covington, 2000, p. 177). Students prefer pursuing tasks that maximize “the growth of
ability and the pride and pleasure of mastery, quite apart from how one’s abilities are
showing up at any given moment” (Dweck & Leggett, 1988, p. 261). Mastery goals

" N dents’ “concern with developi te d a focus on i

and mastery” (Urdan & Maehr, 1995, p. 214).
Performance goals highlight students’ emphasis on demonstrating ability and on
‘making comparisons between self and others performances (Ames, 1992; Dweck &
Leggett, 1988; Urdan & Machr, 1995). Performance goals are frequently associated with
“superficial, rote rehearsal strategies and are unrelated or negatively associated with deep-
level processing” (Covington, 2000, p. 175). Performance goals are “positive predictors
of surface processing, persistence, effort, and exam performance” (Elliot, McGregor, &
Gable, 1999, p. 549), and “work against the pursuit of challenge” (Dweck, 1986, p. 1041)
as they compel students to focus on obtaining favourable judgments, rather than on
developing competence. Performance oriented students worry about how their
performance might be perceived in relation to that of others, as “the goal is to gain

positive judgments and avoid negative judgments of competence” (Dweck & Leggett,



1988, p. 259). Performance students believe that “intelligence is a fixed trait” and “tend to
orient toward gaining favourable judgments of that trait” (Dweck, 1986, p. 1041). Such
goal orientation is highly related to “the use and perceived value of surface-level
strategies only” (Nolen, 1988, p. 269). Success is filtered through “competitiveness and
exrinsic factors such as impressing the teacher and the teacher’s belief in the students”
ability to do well” (Nolen, 1988, p. 271). Students tend to “make more negative self-
statements, attribute success to uncontrollable factors” (Seifert, 1995a, p. 544), are not
inclined to make future positive prognosis statements (Diener & Dweck, 1978), are
governed by desires to achieve extrinsic rewards (Pintrich & Garcia, 1991), and to look
superior to others (Nicholls, Cobb, Wood, Yackel, & Patashnick, 1990; Seifert &
O'Keefe, 2001). Students prefer tasks that maximize “positive judgments and pride in
ability, while minimizing negative judgments, anxiety and shame” (Dweck & Leggett,
1988, p. 261). The performance goal student is “self, other and failure focused,
processing information in terms of self and others” (Seifert, 2004, p. 143).

Work avoidance goals also emerge in the literature. The possibility that work
avoidance goals are separate from mastery and performance goals appeared in various
research works (Elliot & Harackiewicz, 1996; Jarvis & Seifert, 2002; Nicholls et al.,
1990; Seifert & O’Keefe, 2001). Work avoidance students tend to “avoid putting in effort
10 do well, do only the minimum necessary to get by and avoid challenging tasks”
(Seifert, 2004, p. 143). Work avoidance students find litle significance and meaning in
their work, possess a “sense of incompetence or a heightened sense of extemality”, and
tend to place responsibility on external factors (Seifert & O'Keefe, 2001, p. 90). Students

engage in this type of behaviour because they are failure avoidant or as a result of learned



helplessness (Jarvis & Seifert, 2002), because “work is a threat to ability perceptions of
self-worth” (Seifert, 2004, p. 143), or simply because they do not see the benefits of being
engaged in doing the tasks. Work avoidance might also emerge as a “passive-aggressive
mechanism” (Jarvis & Seifert, 2002; Seifert, 2004), where students choose not to engage
in completing their work to annoy their teacher or to seck revenge as a mean of
extemalizing antipathy or hate.

Students’ goal formation is associated with classroom environment, teacher
characteristics, and emotions. Environments where teachers are perceived as nurturing,
respectful, and guiding are conducive to students being engaged in mastery goals (Seifert,
1997). Teachers who make use of “interesting, novel and meaningful tasks and
emphasise the process of learning are more likely to have students who are willing to
engage cognitively with the work” (Seifert & O’Keefe, 2001, p. 90). Teachers’ supportive
comments, and their attitudes towards mathematics and teaching directly impact students’
academic successes and influence students’ goal attitions. Seifert and O'Keefe (2001)
claim that a sense of competence and a sense of control stand out because confident and
in control students are more likely to engage in self-regulated learning and in the pursut
of mastery goals. They argue that students who do not exhibit confidence and control are
likely to avoid effort and self-regulated learning, as they o not believe in their ability to

accomplish the work. Such students aim to avoid humiliation, shame, or failure.

22 Teacher Motivation
While studies on students’ motivation and students” goals abound, significantly

less research is devoted to teachers® goal orientations (Butler, 2007; Butler & Shibaz,




2008; De Jesus & Lens, 2005; Pelletier et al, 2002; Retelsdorf et al., 2010; Roth et a.,
2007; Watt & Richardson, 2008b). This is explained through a lack of conceptual
framework (Butler, 2007; Retelsdorf et al., 2010; Wat & Richardson, 20084).

Within the task-mastery system, teachers are concerned with “what and how important
educational goals should be accomplished for a student” (Ames & Ames, 1984,

Pp. 546-547). The task-mastery system comprises the mastery oriented individuals.
‘Teachers’ values are very much connected with students’ progress and understanding, and
their abilities and efforts are seen as tools directly contributing to increasing students’
abilities, performance, learning, and efforts. Teachers’ engagements in various academic
tasks are undertaken on the basis of students’ benefit and progress (Ames & Ames, 1984).
Teachers are focused on strategies that help students become more independent, self-
determined, and self-competent (Deci & Ryan, 1980). Consequently, students who
perceive teachers as supportive of their autonomy tend to exhibit higher levels of intrinsic
‘motivation, competence and self-determination (Ames & Ames, 1984; Rigby, Deci,
Patrick, & Ryan, 1992; Pelletier et al., 2002; Vallerand, Fortier, & Guay, 1997). Mastery
oriented teachers primarily focus “on task and processing of task-relevant information”
(Ames & Ames, 1984, p. 549).

Recent research positions mastery goals as reflecting teachers’ strivings to “learn,
develop, and acquire professional understandings and skills” (Butler, 2007, p. 242).
Mastery oriented teachers think of “a successful day when they had learned something
new, when something in class made them think, and when they saw that they were
teaching better than in the past” (Butler & Shibaz, 2008, p. 455). “Mastery goals were

associated with more adaptive perceptions and behaviour than were ability goals and



especially ability-avoidance goals” (Butler, 2007, p. 251). Retelsdorf et al. (2010) claim
that mastery orientation for teaching is associated with high intrinsic motivation in
teaching and surfaces as “a significant protective factor against teacher bumout” (p. 42).
Mastery approach goals toward instruction incorporate teachers” desires to continue
developing teaching competences, to learn new teaching practices, o to learn new
teaching models regardless of the level of difficulty (Papaioannou & Christodoulidis,
2007).

Within the ability-evaluative teacher motivational system, teachers’ chief
concerns relate to looking after their self-esteem. Teachers tend to focus on themselves,
rather than on their students, and “are concerned with demonstration of high ability and
avoidance of low ability” (Ames & Ames, 1984, p. 547). While interacting with
‘mischievous students, teachers could feel threatened about losing control, as their sense of
esteem is highly intertwined with their sense of control (Ames & Ames, 1984; Brophy &
Rohrkemper, 1981; Cooper, 1983). Another study shows that “the less they are self-
determined toward teaching, the more they become controlling with students” (Pelletier et
al., 2002, p. 186). Ability approach goals underline teachers” attempts to demonstrate
high ability in comparison to the performance of others (Butler, 2000, 2007).
Performance approach goals are characterized by the satisfaction that comes with looking
more proficient than others, by the desire to demonstrate competence, or by the hope to

outperform others (Papaioannou & Christodoulidis, 2007).

Ability avoidance goals are ized by strivings to “avoid th
of inferior teaching” (Butler, 2007, p. 242). Ability avoidance oriented teachers verbalize

success “when their classes did not perform worse than those of other teachers, when



students did not ask questions that they could not answer, or when the principal conveyed
that they were not less competent than most other teachers” (Butler & Shibaz, 2008,

p. 455). Papaioannou and Christodoulidis (2007) show that teachers” performance
avoidance goal orientations relate to weak job satisfaction. Performance avoidance goals
toward instruction are characterized by a desire to avoid solving problems or to avoid
teaching topics where teachers might look incapable (Papaioannou & Christodoulidis,
2007).

Descriptions of mastery oriented, performance approach and performance

id: ise the foundation of th i goal theoretical framework for
teacher motivation (Butler, 2007). This model is built upon existing models within

research areas of student motivation (Ames & Ames, 1984; Dweck, 1986; Nicholls,

1989). It izes motivation, in particular achi goal theory, for teaching
and not only for learning. Butler (2007) proposes a new achievement goal theory for
teachers that would mirror students” four kinds of achievement goals for learning. The
four teachers” goal orientations would be mastery orientation, ability approach, ability
avoidance and work avoidance. The latter is defined as getting “through the day with little
effort” (Butler, 2007, p. 242). The model was further used by Butler and Shibaz (2008) to
assess teachers’ goal orientations with regards to help seeking and predicated that
teachers exhibiting mastery orientation goals “endorsed positive perceptions of help
secking as beneficial for leaming, preferred to receive help that could enable them to
become more knowledgeable and effective, and reported high levels of actual help

seeking” (p. 455).



b e A 4 i s i ..

De Jesus and Lens (2005) propose an integrated cognitive-motivational model for
teacher motivation, which integrates ideas from self-efficacy theory (Bandura, 1977) and
intrinsic motivation theory (Deci, 1975; Deci & Ryan, 1985). It aims to clarify teachers’
strands of motivation, through a cycle of interactions between attributions, control
expectancy, success expectancy, goal values, intrinsic motivation, and professional
engagement. This model focuses only on the “quantity of motivation assessed by the level
of job satisfaction or commitment” (Butler & Shibaz, 2008, p. 453). Butler’s (2007) study
is novel, as it proposes a comprehensive motivational framework for teachers.

Research links teacher motivation to help secking (Butler, 2007; Butler & Shibaz,

2008; Dickhauser, Butler, & Tonjes, 2007; Fasching, Dresel, Dickhéiuser, & Nitsche,

2010), (De Jesus & Lens, 2005), instructional practices, interest in teaching,
and bumout (Retelsdorf et al., 2010). Research also connects teacher motivation to
behaviours and to actions, particularly when the latter are viewed as consequences of
perceived pressure at work (Pelletier et al,, 2002). Research also links teachers’
achievement goals to students’ perceptions of teaching practices (Butler & Shibaz, 2008).
Research studies also focus on profiling motivating factors for pursuing teaching as a
carcer (Brookhart & Freeman, 1992; Bush, 1986; Richardson & Watt, 2006; Schutz,
Crowder, & White, 2001; Watt & Richardson, 2008b; Younger, Brindley, Pedder, &
Hagger, 2004) and on examining the trajectory of pre-service teachers’ goal orientations
through their teacher education (Malmberg, 2008). Malmberg (2006) inquire whether
student teachers “want t0 teach as they learn” or “learn as they wish to teach” (p. 74) and
how instrumental goal-orientation is in pre-service teachers’ long term motivation.

Malmberg's (2006) study highlights links between interns’ mastery goals and intrinsic



‘motivation, avoidance goals and extrinsic motivation, performance goals and previous
achievement, as well as intrinsic motivation and entrance scores. Butler and Shibaz
(2008) connect achievement goals for teaching with students’ perceptions of instructional
practices. Teachers’ mastery goals associate with “higher levels of perceived teacher
support and lower levels of perceived teacher inhibition” (p. 453). For ability avoidance
goals, the reverse is true. Such goals are correlated with student cheating.

Another strand of research focuses on teachers” autonomous motivation for
teaching, which is deemed to be an influencer of students’ motivations for learning and to
predict the use of autonomy supportive teaching techniques (Roth et al., 2007). Teachers’
strategies for motivating students became subject to investigation (Ames, 1992; Nichols,
Jones, & Hancock, 2003; Reeve, 2006). Pelletier et l. (2002) link teachers’ motivation to
behaviours and subsequent actions, because “the more self-determined teachers are
toward their work, the more autonomy supportive they are with their students” (p. 194).
Teachers’ goals are deemed to act as motivators for instructional behaviours as “teachers
who richly invest themselves in forming complex attachments to their content area and
unashamedly share those interests with their students are effective, empowered, and
energizing instructors” (Long & Hoy, 2006, p. 312). Kunter et al. (2008) predicate that
teachers’ “higher enthusiasm is related to higher quality instructional behavior” (p. 478).
Teachers’ enthusiasm or intrinsic motivation to teach is positively correlated with
students” interest and excitement about learning (Patrick, Hisley, & Kempler, 2000).
Hsee, Hatfield and Carlson (1990) use emotional contagion to show that people ‘catch’
others’ emotions. Emotional contagion is defined as “the tendency to mimic the verbal,

physiological, and/or behavioural aspects of another person’s emotional



A" (Hsee

etal., 1990, p. 328).

2.3 Emotions in Teacher Education

Emotions are integral parts of educational systems for both students and teachers.
Teaching is increasingly perceived as an act deeply rooted in emotional experiences
(Hargreaves, 1998a; Nias, 1996). Hargreaves (2005) believes that “emotions are the heart
of teaching” (p. 278). “Teaching is an emotional practice; teaching and learning involve
emotional understanding; teaching is a form of emotional labor, and teachers’ emotions
are inseparable from their moral purposes and their ability to achieve those purposes”
(Hargreaves, 1998b, p. 838). This statement presents teaching as more than just the sum
of a finite number of technical competencies such as comprehensive subject knowledge
and excellent teaching skills. Rather teaching is heavily flooded by emotions and
emotional experiences. Four themes emerge in teacher emotion research.

The first theme discusses teachers’ emotions relative to mentoring, emotion

regulation, and stud onships. The influence of teachers”
emotions on their emotional well-being and effectiveness was researched (Damasio,
2003; Day & Qing, 2009). Of interest for this doctoral dissertation are teachers’ emotions
relative to emotion management and regulation. As such, emphasis is placed on
describing this connection and not the other parts of this theme. The relation between

teachers’ emoti d i in teaching als ived

attention (Hargreaves, 1998b, 2000b; Oplatka, 2007, 2009a; van Veen & Lasky, 2005;

Winograd, 2003; Zembylas, 2005b, 2005¢). Emotional management is defined as “the




process of regulating one’s emotions while emotional labor focuses more on the
consequences of this process” (Zembylas, 2005¢, p. 50). Emotional management requires
alterations of one’s emotions by modifying facial expressions and bodily signs of the
emotion (Zembylas, 200c). This can be accomplished in two distinct ways: by faking it,
i.e. modifying how they act without modifying how they feel, or by expressing true

emotions, i.¢. expressing the desired emotions alongside with living it (Hochschild,

1983). The notion of emotional dissonance appears when “one’s displayed emotions
differ from one’s actual emotions (i.e., when one is behaving against his personal values
and beliefs)” (Oplatka, 2009a, p. 59). Teachers manage and regulate “their positive
emotions by “getting themsclves up’ before school and to preparing themselves to be
“enthusiastic and energetic’ (Sutton, 2004, p. 386). Emotional management strategies
become part of teachers” routines (Hargreaves, 1998b; Oplatka, 2009b):

Emotional management strategies are often used as a natural aspect of teaching

and learning without problematizing them in any way. Thus, emotion management

over time becomes part of a teacher’s habitus ... that s so embedded in one’s

practices that no interrogation is involved (Zembylas, 2005¢, p. 209).

Teachers’ emotions are highly intertwined with teachers’ identities (Meyer, 2009;
Zembylas, 20033, 2005¢) and contribute to making a huge difference for beginning
teachers’ identities. Based on emtions experienced while teaching, student teachers
identify classes of emotional tensions, which influence their identities. These include
“finding autonomy in relation to the mentor teacher”, finding fulfillment in student

learning, and “building relationships with students” (Meyer, 2009, p. 81). Goldstein and




Lake (2000, 2003) recognize the importance of care within teachers’ experiences and
teacher education.

The second theme revolves around teachers’ emotions as active factors within
teacher-student relationships (Chang & Davis, 2009; Davis, 2006; Muller et al., 1999).
Pleasant and unpleasant emotions are viewed as by-products of these interactions.
Primary and secondary layers of appraisal are assigned (Lazarus, 1991b). Primary
appraisal relates the situation to one’s goals, and evaluates the extent to which these are
‘matching. Primary appraisals consist of “goal relevance, goal congruence or
incongruence, and goal content” (Lazarus, 1991b, p. 827). Goal relevance s used to
diagnose if there exists potential for experiencing emotions. Goal congruence or
incongruence assesses if the event is beneficial or not. Goal content is used to
differentiate various emotions. Secondary appraisals establish blame, credit, and future
expectations. Such appraisals appear as follow-ups of interpreting the meaning of a
situation in terms of one’s stimulus and history. Subsequently, coping mechanisms come
into play to facilitate one’s continued existence. Teachers’ emotions resulting from

isals of success or failure define teachers’ achiy motions. Teachers’

emotions help in ling how to create i for students

(Frenzel, Goetz, Stephen, & Jacobs, 2009). Rosiek and Beghetto (2009) describe
teachers’ thought processes while reflecting on students’ emotions.

The third theme presents the impact of teachers’ emotions on educational reform
and change. It highlights that teachers” emotions are interconnected with social and
cultural changes (Kelchtermans et al., 2009; Nias, 1996), and contribute to shaping

educational and political changes (Hargreaves, 20008, 2005; van Veen & Sleegers, 2006,



2009). The fourth theme describes the interconnectedness of emotions, race, and gender,
as well as the relationship between emotion and power (Winograd, 2009; Zembylas &
Chubbuck, 2009). These themes are presented to understand main trends in teacher
emotion research.

Studies about emotions in teaching include the following: care, concern, love,
affection, and enthusiasm (Elbaz, 1992; Godar, 1990; Hargreaves, 1998b; Jackson, 1968;
Nias, 1989; Woods & Jeffrey, 1996), satisfaction of seing students leaming and making
progress (Hatch, 1993; Jackson, 1968; Lortie, 1975; Nias, 1989; Sutton, 2000), joy of
spending time with students (Golby, 1996; Hargreaves, 2000b; Lortie, 1975; Nias, 1989;
Sutton, 2000), and satisfaction of having strong and rewarding classroom relationships
(Hargreaves, 2000b). Pleasure and pride appear when students cooperate and when no
classroom disruptions are encountered (Hatch, 1993; Lortie, 1975; Sutton, 2000). Other
emotions include hope (Elbaz, 1992), the excitement and discovery processes of teaching,
particularly for beginning teachers (Huberman, 1993), and the excitement related to the
unpredictability of teaching (Jackson, 1968; Nias, 1989). Hargreaves and Tucker (1991)
discuss the guilt traps and the guil trips of teaching. Unpleasant emotions occur in
teacher emotion rescarch. Frustration and anger are reported when students misbehave
(Emmer & Stough, 2001; Hargreaves, 2000b; Jackson, 1968; Sutton, 2000). Nervousness

emerged upon secing “students’ hostile or oppositional reaction” (Stough & Emmer,

1998, p. 347). Frustrati when dealing with i gues (Nias,
1989).
It becomes apparent that emotions play a large role in teachers’ lives. It also

becomes apparent that emotions have various attributed causes, and could potentially
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have various consequences for teachers” behaviours, actions, or motivations. Sutton and
‘Wheatley (2003) call to further the rescarch on the influence of teachers’ emotions on the
amount of effort they put into their teaching, on examining “the role that the multiple
components of emations play in moderating the influence of teacher efficacy or goal
orientations” (p. 348). They also emphasize investigating the “individual differences in
teachers’ emotional goal orientations” (p. 348), because the “type of goal that individuals
adopt is crucial for their cognition, motivation, and achievement behaviours, the
relationship between teachers’ emotions and the kinds of goals they adopt merits

research” (p. 340).

2.4 Defining Emotions in the Context of This Study

“This section highlights the operational definition of emotions and the three
interrelated models supporting Plutchik’s theory (1980) by presenting the language and
characteristics of emotions. The theoretical framework is Plutchik’s psychoevolutionary
theory of emotions (1980). This theory is the backbone of this research study because it
Views emotions as complex feedback processes, as opposed to simple linear processes.
Emotions have the delicate function of restoring lost equilibrium. Emotions, cognition,
and actions are interwoven in a complex loop ultimately deseribing stimuli, cognition,
feeling states, overt behaviour, and perceived effects.

‘Tomkins (1962), Izard (1972), Lazarus (1991a), Buck (1984, 1999), and Frijda

(2000) are props iological and motivational theories of emotion,

while Plutchik (1980), Nesse (1990), and Cosmides and Tooby (2000) put forth

evolutionary theories of emotions. These theories share a common characteristic,
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emotions have an i history. Tomkins vi ti i Izard

Tooks at emotions as facial responses, Lazarus investigates the relationship between
emotions and adaptation, Buck analyzes emotions from the perspective of
communication, and Frijda looks at emotions as charges for action. Plutchik and Nesse
consider emotions as adaptive prototype reactions and as having adaptive functions, and
Cosmides and Tooby view emotions as helping memory and action systems in dealing
‘with survival related issues.
Plutchik’s theory (1980) draws attention to the evolutionary nature of emotions.
“This theory has core elements that include the following: emotions have an evolutionary
history, with different expression forms for different species, and emotions have an
adaptive role which helps in survival issues for both humans and animals. Furthermore,
cight basic emotions are conceptualized in terms of opposite pairs, while all other
emotions are derived from these primary ones. Emotions vary in terms of intensity, levels
of arousal, and degrees of similarity. Plutchik (1980) defines emotion as
....an inferred complex sequence of reactions to a stimulus, and includes cognitive
evaluations, subjective changes, autonomic and neural arousal, impulses to action,
and behaviour designed to have an effect upon the stimulus that initiated the
complex sequence. These complex reaction sequences may suffer various
vicissitudes, which affect the probability of appearance of each link in the chain.
These complex reactions are adaptive in the struggle in which all organisms
engage for survival. At higher phylogenetic levels, the patterns of expression
associated with each chain of emotional reactions serve to signal motivation or

intent from one member of a social group to another. Finally, there are cight basic



reaction patterns that are systematically related to one another and that are the

prototype sources for all the mixed emotions and other derivative states that may

be observed in animals and humans (p. 361).

Plutchik (1980) states that the basic emotions are acceptance, anger, anticipation,
disgust, joy, fear, sadness, and surprise. The basis for inclusion is created upon the
relation of these emotions to adaptive biological processes. Plutchik’s theory consists of
three interconnected models: structural, sequential, and derivative. The structural model
consists of a three-dimensional model that illustrates existing relations between emations.
The sequential model provides a detailed description of the multifaceted feedback
systems of emotions. The derivatives model illustrates relationships between emotions
and personalities, personality disorders, and coping styles.

“The structural model draws attention to the intensity of emotions, to the similarity
of emotions, and to their bipolar nature. Combining these features creates a
‘multidimensional model, represented as a three-dimensional cone (Plutchik, 2000). Its

vertical dimension represents the intensity of emotions; while the cross-sectional circle

represents similarity. Any two opposite points of the onal circle rep

bipolarity, such as joy and sadness. Within the circular cross-section of the three-
dimensional model (Plutchik, 2000), also known s the two-dimensional circumplex
model, cight basic emotions are put forth. Their bipolar nature is recognizable as they are
arranged as pairs of opposites: joy and sadness, acceptance and disgust, fear and anger,
and surprise and anticipation. Combining basic emotions gives rise to new emotions. For
‘example, mixing basic emotions gives rise to secondary and tertiary emotions. Mixing

two adjacent emotions produces primary dyads, mixing two emotions once removed



produces secondary dyads, and mixing two emotions twice removed produces tertiary
dyads (Plutchik, 1980).

The angular placement on the circumplex (Plutchik, 1980) consists of clusters of
emotions formed around terms bearing similar meanings. Such clusters of emotions are
closely connected to eight impulses to action mentioned in Plutchik’s definition of
emotion. The eight impulses to action are “to attack or hurt, to cry or mour, to embrace
or mate, to explore or search, to stop activity, to reject or get rid of, to welcome or to be
with, to withdraw or get away” (Plutchik, 1980, p. 355). For example, emotions such as
accepting, agreeable, serene, cheerful, and receptive directly relate to the impulse of
welcoming and being with, while emotions such as timid, scared, panicky, afraid, or
nervous connect with withdrawal o getting away. Terms such as sad, sorrowful, or
apathetic are linked with immediate compulsions of cry, and subsequent impulses to
withdraw or gt away. Orientation emotions such as puzzled, bewildered, confused, or
perplexed tic in with stopping the activity, exploring further, or withdrawing. Emotions
such as resentful, revolted, or displeased connect with the instinct of rejection or
withdrawal. Primary impulses of atiacking or hurting are associated with being furious or
aggressive, and secondary impulses are those of rejection. Being curious or expectant
relate to exploration or welcoming new challenges, and being happy or delighted
resonates with the urge to embrace or to explore (Plutchik, 1980). In the context of this
doctoral research, emotions are referred to as pleasant and unpleasant. Examples of
pleasant emotions include interested, affectionate, accepting, joyful, happy, enthusiastic,
agreeable, or tolerant. Examples of unpleasant emotions include disinterested,

unaffectionate, resentful, gloomy, unhappy, grief stricken, or revolted.



“The sequential model details the complex: feedback role of emotions. Emotions are
not linear or independent entities. Rather, they interact with other systems and have the
potential o restore equilibrium or to offer protection. The psychoevolutionary theory
posits that initial internal or external stimuli set cognition in motion and trigger emotions.
‘The emotion is subsequently followed by impulses to action, overt behaviour, and finally
effect. Therefore, the key elements in the emotion sequence include the stimulus event,
cognition, the emotion, the overt behaviour, and the effect.

Within the psychoevolutionary theory, the notion of derivative has one of the
following three meanings: similarities exist between human and animal behaviours, adult

‘behavi derivatit f b d in infants, and “certail derived

from other, more primitive concepts” (Plutchik, 2003, p. 109). The last meaning has
relevance within this theory, s it links emotions with personality (Conte & Plutchik,
1981), as well as with personality disorders and various forms of coping (Plutchik &

Conte, 1997).

2.5 Emotions and Motivation
While considerable research is devoted to independent studies of emotion and
motivation, far less emphasis is placed on the connectedness of emotion and motivation
(Dai & Sternberg, 2004; Schutz & Pekrun, 2007). Important exceptions are links between
affect and motivation from the work of Weiner (1985), emotions and goal orientations

(Seifert, 1995a), and the ical bidirecti model of achic goal theory

and affect (Linnenbrink & Pintrich, 2002a). Motivation research includes emotions as a

significant topic of discussion, and highlights the relevance of emotions in students”



involvement with mathematics, the reciprocal relationship between affect and goals, and

the impact of i contexts and social i i tions (Kaplan & Machr,

1999; Linnenbrink & Pintrich, 2002a; Meyer & Turner, 2002; Patrick, Anderman, Ryan,
Edelin, & Midgley, 2001; Seifert, 1995a; Schutz & DeCuir, 2002; Turner, Thorpe, &
Meyer, 1998). Researchers agree on the importance of studying emotions together with
attributed causes and consequences, because “to fully understand the role of emotions in
education, it is imperative that we understand the context in which inquiry occurred”
(Schutz & DeCuir, 2002, p. 131).

Conceptual research unilaterally linking achievement goals and emotions is the
topic of investigation for different researchers. A direction of research focuses on the
influence of achievement goals on emotions (Carver & Scheier, 1990, 1998; Dweck &
Leggett, 1988). Carver and Scheier (1998) propose that approach goals are generally
associated with elation (when one is close to achieving the goal) and sadness (when one is
not approaching the goal at the desired rate). They also suggest that avoidance goals are
associated with relief (if the goal is being avoided close to the assumed intention) and
anxiety (when the goal is not being diverted at the desired rate). Predominantly, mastery
goals are positively related to students” reports of positive affect in school (Anderman,
1999; Kaplan & Machr, 1999; Kaplan & Midgley, 1999; Patrick et al., 2001). Moreover,
mastery goals are believed to facilitate pleasant emotions (for instance enjoyment of
learning) and to reduce unpleasant emotions such as boredom or lack of interest in
teaching (Pekrun, 2006; Pekrun, Elliot, & Maier, 2006).

A second direction of research looks at the impact of emotions on motivational

goals. Boekaerts (1993) puts forth the idea that emotions give rise to goal pursuits. Her



model for adaptable learning shows that anger or frustration direct students to embrace
performance goals. Pekrun, Goetz, Titz, and Perry (2002) point out that positive

activating emotions (e.g., enjoyment of leaning) generally augment academic motivation,

while negati ivating emotions (c.g. boredom) may be detrimental.

‘While much research is focused on determining unilateral links between affect
and motivation, some researchers look at the apparent symbiosis between emotions and

academic goals. Seifert (19953) investigates whether emotions can be predicted from

goal i hether motivational goal orientations can be predicted
from emotions. This research shows that for students, “emotions are better predictors of
goal orientations than goal orientations are predictors of emotions” (p. 549). Furthermore,
Seifert (1995a) suggests that various emotions are associated with goal pursuits. For
example, mastery goals are correlated with competency and confidence, while
performance orientation seem to be associated with “a sense of belonging and negative
emotions .... feeling frustrated and stupid” (p. 549). Three years later, Tumer etal. (1998)
reinforced the idea that emotions play “an important role in the implementation of
motivational goals” (p. 768). Their research shows that “when learning goals are lower
and ability goals are higher or when both goals are relatively equal and low these pattemns
are associated with more negative patterns of affect” (p. 768). Kaplan and Midgley (1999)
suggest a reciprocal relationship between perceived classroom goal structure and positive
affect. Emotions appear to receive further attention and become “important mediators of
motivated actions to approach or avoid leaming rather than merely as outcomes” (Meyer

& Tumer, 2002, p. 110). Linnenbrink and Pintrich ( i ical and

bidirectional model linking goals and affect. The model claims that moods are likely to
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influence students’ perceptions of goal structure and goal adoption. This is based on the
volatile structure and ephemeral nature of emotions, and on the more unwavering nature
of mood states. It assumes that mastery goal approaches result in an increase in pleasant
emotions and a decrease in unpleasant emotions, and that performance approach goals are
unrelated to pleasant emotions and increase unpleasant emotions. Avoid mastery and
avoid performance goals are assumed to decrease pleasant emotions and increase
unpleasant emotions.

Unidirectional and bidirecti S ons sad

goals illustrate the research trajectory and the powerful yet developing links between
emotion and motivation. While certain research links exist between students’ emotions
and achievement goals, further research might prove beneficial in understanding the role:
of emotions on teachers” motivation as well as about the influence of motivation on

teachers’ emotions. Calls for added integrated perspectives between emotions and

motivation, for deeper ing of the impacts of emotions on academic activities
are put forth (Sutton & Wheatley, 2003). Researchers believe that there is a general need
for a “comprehensive theoretical work that articulates how emotion, motivation, and
cognition interact within classroom contexts” (Meyer & Tumer, 2002, p. 112). Absent
from education research are studies on how emotions help understand self-efficacy
(Linnenbrink & Pintrich, 20025). Sutton and Wheatley (2003) point to the lack of
research about the role of emotions in learing to teach, and in disciplining and managing
students. Missing from educational research are studies about the influence of emotions
on teachers’ motivation, and about the types of meta-emotions (i.c. emotions about one’s

and others’ emotions) of beginning teachers (Sutton & Wheatley, 2003).
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‘While analyzing rescarch on teaching and teacher education, it becomes
noticeable that apart from technical skills and extensive subject knowledge, teaching has
an emotional side (Hargreaves, 1998b, 2005). Some of these emotional experiences have
the potential to influence teachers’ performances, identities, or relationships with
colleagues (Zembylas, 2002, 2003b, 2005a). Current studies on teachers’ emotions have
examined the joy of noticing students’ progress (Hargreaves, 1998b), the pleasure and
pride from interacting with students (Hargreaves, 1998b; Sutton, 2000), and the
frustration or anger when students misbehave (Emmer & Stough, 2001; Hargreaves,

2000b; Jackson, 1968; Sutton, 2000). New queries on teachers emotions arise, such as

the correlation between teachers’ emations and goals, th on between teachers
and parents, and the relation between teachers and students (Sutton & Wheatley, 2003).
In the context of teacher education, the relationship between emotion and
motivation is complex. Motivation rescarch shows that the type of goal a person assumes
is key to subsequent motivation, cognition, and behaviour. Achievement goal theory
(Ames, 1992) posits that individuals adopt two types of goals within achievement
settings: performance and mastery goals. Researchers have challenged this dichotomous

view and a trichotomous achievement goal framework has been proposed to revise the

goal orientations (Elliot, 1999). Teachers adopt achi goals toward

instruction to facilitate their performance, and to validate personal perceptions of

pe d success in teaching. and various models have been
proposed for researching achievement goals for both students and teachers, this doctoral

research will use Papai and Chris idis (2007 ification for teachers’




goals, namely, fented, approach and
avoidance.
25.1. Aims of This Research Study

‘The purpose of this doctoral research is to present the emotional experiences of

pre-service ics teachers and to describe the similarities and differences that exist

between the emotional experiences of interns with different goal orientations. By using
interviews and diaries, as well as classroom observations, the study offers an analysis and
interpretation of pre-service teachers’ emotions and corresponding emotional experiences.
“The research questions of this study follow. What kind of emotional experiences do
interns encounter while teaching mathematics? What similarities and differences exist

‘between the emotional experiences of interns with different goal orientations?
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Chapter 3 Methodology

“This chapter consists of the following sections: design of the study, sample
selection, pilot study, data collection, data analysis, and validity and reliability. The

research described the emotional experi f pre-service math teachers during the

internship. The research described similarities and differences between the emotional

experiences of interns with different goal orientations. What kind of emotional

do inte

teaching ics? What similarities and

diffe ist between the emotional experi finterns with different goal
orientations? To respond to these questions, the study described focal points of emotional
experiences, possible attributed causes, thoughts, other commonly occurring emotions,

and perceived effects of emotions on interns’ time, effort, bodies, or actions.

3.1 Design of the Study

‘The research questions of this study focused attention to the emotional
experiences of math interns within junior and high school classrooms. The research
described the impact of classroom emotional experiences on interns” professional lives,
and how emotions relate to intems’ achievement goals. The study described the meanings
interns give to their emotions, how they interpret the emotions experienced while
teaching mathematics, and how interns with various goal orientations respond to
‘emotions.

Due to the nature of this research study it seemed appropriate to analyze pre-

service teachers’ emotions using qualitative research. Qualitative methods were best



suited to explore the emotion phenomena and to generate theoretical hypotheses.
Researchers advocated the use of qualitative research to uncover and understand personal
experiences (Halling, 2008; Meyer & Turner, 2002; Michell, 2004; Pekrun et al., 2002;
Rennie, Philips, & Quartaro, 1988; Seifert & Hedderson, 2010). Interviews and
documents were the best avenues of collecting information about the essence of the
emotion phenomena experienced by interns while teaching mathematics. The case study
provided a detailed and significant account of an inter’s emotional experiences,
attributed causes, thoughts, and perceived effects. As such, in comparison with the
qualitative rescarch chapter, the case study report appeared to be more nuanced and
personalized, with many detailed contextual descriptions of various emotional
experiences.

Merriam (2009) defined case study research as “an in-depth description and
analysis of a bounded system” (p. 43). Yin (2009) defined the case study as a procedure
of inquiry “that investigates a contemporary phenomenon in depth and within s real-life
context, especially when the boundaries between phenomenon and context are not clearly
evident” (p. 18). Case study rescarch examined a complex phenomenon, with units of
analysis that can vary from a single individual to a large corporation, and entailed using a
variety of lines of action s its data-gathering segments (Berg, 2009; Creswell, 2005;

Merriam, 1988;

in, 2006).

‘The case study research was applicable in the context of this doctoral research
because it uncovered emerging emotions, attributed causes, and thoughts that occurred
‘while emotional experiences were formed during teaching, and how these emotions relate

to the intern’s achievement goals towards instruction. The case study strived to describe



the emotional experiences of one inter. The criteria for selecting the case study was
based on the fact that facial manifestation of emotions and body language pertaining to
outside manifestations of emotions were not visible through written documents or
interviews. The case study depicted an intern’s world of emotional experiences as these

come to life while teaching mathematics, as well as in the relation between emotions and

goals towards teaching. This descripti study provided a narrative
chronological account (Cohen, Manion, & Morrison, 2007; Merriam, 1988; Yin, 2006) of
one pre-service teacher’s emotional experiences while teaching mathematics. Overall, this
case study added a new facet to the research project, by offering an in-depth snapshot

description with a narrow focus of an intern’s world of emotions and achievement goals.

32 Sample Selection

“The participants for the qualitative research part of the research study were interns
teaching math as part of the Bachelor of Education training. Throughout this research, the
term pre-service teachers or interns referred to undergraduate MUN students undertaking
the internship between January and April 2010 with a focus on teaching mathematics. The
term students refers to high school students, and the term undergraduate students referred
o the students enrolled in the Teaching of Mathematics in the Intermediate and

Secondary School course. Worth noting was that the undergraduate students enrolled in

this during the fall semester (ic., September to December 2009) subsequently
undertook the internship, and became pre-service mathematics teachers during the winter

semester (i.¢., January o April 2010).
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Interns were selected based on the following characteristics: a minor or major in

ipletion of th ics method: . enrolment in the internship,
and teaching at least one mathematics course during the internship. In the fall semester,
during a visit to the mathematics methods course, the research project was described to
the undergraduate students. They were invited to participate in the doctoral research
project, and were verbally introduced to the details pertaining to the purpose of the

doctoral research. Undergraduate students were given information letters detailing the

research study (Appendix A). Out of 33 d lled ina
methods course, thirteen agreed to participate in the research study. Seven were women
and six were men. A copy of the research study consent letter was given to each study
participant. Upon completion of the study, a $75 Empire Theatres gift card was given to
each intern.

“The criteria for selecting the participant of the case study included: a minor or a
major in mathematics, completion of the mathematics methods course, and enrolment in
the internship with one teaching course in mathematics. Out of the 13 study participants,

one intem offered to participate in the case study. The case study data included: daily

when the intern delivered cs lessons to two
different grade seven classes, in-depth discussions following the mathematics elasses, a
short survey, three one hour interviews, and as many diary submissions as the intern was

able to complete.
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33 Pilot Study
Prior to beginning the data collection process, a pilot study was conducted with
one mathematics teacher, who completed the Bachelor of Education the year before. This
teacher underwent the same internship training while completing the Bachelor of

Education degree. She seemed best suited to be part of the pilot study because she had a

‘majorin s, completed th ics method: . and undertook the
internship while a math course. In an effort to learn which questions were not worded
properly, which seemed to be redundant, or which seemed to have a staggering effect on
the interviewee, three interviews were conducted with the pilot study participant. Upon
conducting these interviews, data were analyzed and questions were subsequently refined
and reorganized. For example, the questions “Do you recall a significant leaning moment
that tlted the balance towards pursuing math as a teaching career? Could you describe
and share this emotional moment? How would you explain the influence of this emotional
experience on your teaching career goals?” were changed to “Why did you decide to enter
the teaching profession? Was there a significant event that made you pursue teaching as a

career? What was emotional about this event?”

34 Data Collection

For the qualitative research, data were collected through a series of interviews and

diaries. For the case study research, data were collected through daily classroom

in-depth discussions following ics lectures, a survey, three one
hour interviews, and diaries. Data collection was done between December 2009 and April

2010. The following subsections present details about interviews, surveys, observations,
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and document data collection that help in uncovering meaning, understanding emotional

experiences, and discovering answers to the rescarch questions.

341, Survey

Papaioannou and Christodoulidis (2007) piloted an ‘achievement goals™
questionnaire with in-service teachers. Based on that pilot study, Papaioannou and
Christodoulidis selected four items with the highest loadings on mastery orientation,
performance approach and performance avoidance factors. The items were rated on a
five-point Likert scale ranging from 1 (strongly disagree) to 5 (strongly agree). The
survey had three subscales. The first subscale related to mastery-orientation and consisted
of four items (¢.g., “My goal is to continuously develop my abilities as a teacher”). The
second subscale pertained to performance approach goals, and comprised four items (e.g.,
“Iam absolutely satisfied when it looks that I'm a better teacher than others”). The third
subscale related to performance avoidance goals and consisted of four items (e.g., “I feel
relieved when I avoid teaching something in which I might look incapable”).
Papaioannou and Christodoulidis (2007) had subscales with alpha reliability greater than
75, and had satisfactory goodness of fit indices. These features supported the use of this
survey for assessing teachers” achievement goals. Researchers promoted the use of
surveys as data gathering instruments in the context of achievement goal research (Elliot
& Church, 1997; Middleton & Midgley, 1997). Within this doctoral research, the survey
‘was used for the specific purpose of classifying interns” achievement goals towards
instruction. The survey took about ten minutes to fll in, and was completed shortly before

starting the first interview. A copy can be found in Appendix B.



342, Interviews

‘The interviews contained highly structured questions and open-ended questions.
Interviews revolved around significant emotions encountered during the internship,
attributed causes, thoughts, and perceived effects of emotions. Interviews were focused
on describing the relation between interns’ emotions and achievement goals towards
instruction. A list of the questions for each interview is presented in Appendix C.

Out of the thirteen interns, seven participated in face-to-face interviews. The other
six participated in a mixture of online and phone interviews due to distance. Three
interviews were conducted with each of the thirteen interns between January and April
2010. The first interview took place at the end of January, the second at the end of
February, and the last at the end of March. Each one-to-one interview took place shortly
afier the intern was involved in teaching a mathematics class.

Face-to-face interviews were conducted with seven interns at Memorial
University or at the St. John’s site where they were doing the interships. Each interview
lasted about one hour. The interviews were audio taped and transcribed. Before data were
included in the final report, cach interview participant was able to review the interview’s
transeript, and to add, change, or delete information from transcripts as deemed
necessary.

Because six pre-service teachers were not doing the internship in St. John’s,
interviews were conducted online or by telephone. Some of the information collected was
recorded via computer-mediated communication individual interviews (CMC).

Synchronous CMC is a form of qualitative research. Synchronous CMC, also known as



real time chat or instant messaging, assumed the “interchange of messages between two
or more users simultancously logged on at different computers or computer terminals”
(Mann & Stewart, 2002, p. 604). This type of communication presents the opportunity to
conduct interviews. Instant messaging “can be an effective tool for social interaction and
rapport-building”, and by using instant messaging, “students overcome feelings of
isolation” (Murphy & Rodriguez-Manzanares, 2008, pp. 54-55).

CMC interviews were conducted through the Desire2Learn shell provided by
Memorial University’s Distance Education and Learning Technologies Center.
Permission to conduct this research via the Desire2Learn shell was requested from
representatives of the Distance Education and Learning Technologies Center. A
Desire2Learn shell was created in January 2010, and interview participants were included
as virtual participants in this shell. Six pre-service teachers were engaged in one-to-one
discussions using the chat feature of the Desire2Lear. Each participant was interviewed
individually. Interviews were saved as Word files. Transcriptions were not necessary
since these were online interviews. Upon saving the CMC interviews, findings were
checked for accuracy, completion, and interpretation. Member checking involved “taking
the findings back to participants and asking them (in writing or in an interview) about the
accuracy of the report” (Creswell, 2005, p. 252). Once the interviews and member
checking concluded, the shell was closed. The first interview was conducted using CMC
with the six study participants who were doing their internships outside St. John’s. Due to

the lengthy writing process and the limited number of words that can be sent through
within one click of a button, subsequent interviews were conducted by telephone with

four of the six participants. Telephone interviews facilitated the research process and data



transmission. Two study participants opted for continuing CMC interviews because they

preferred not to use their cell minutes to converse with the researcher.

43, Observations

According to Creswell (2005), observation is the “process of gathering open-
ended, firsthand information by observing people at a research site” (p. 211). The
advantage of using observations was that the researcher had the opportunity to record
information as this appears in the natural setting, to study the behaviours of the study
participants, or to observe body language. Researchers adopt either the role of a
participant observer or the role of a nonparticipant observer. A nonparticipant observer
was an observer who paid visits to the research site, did not interfere, and did not become
involved in activities.

Observations were only used for the case study research. In the case study, focus
was placed on observing the intern’s behaviour, the development of emotional
experiences, the interactions between the intern and junior high school students, and
recording the flow of conversation during lecture time. By using nonparticipant means of
observation, this form of data collection offered the possibility to observe and record
information that otherwise could have been missed. Babad (2007) emphasized the
importance of nonverbal behaviour, such as gestures, facial expressions, posture, body
language, voice, intonation, tonalities, pauses, silences, or eye contact.

Consent to conduct classroom observations was asked of the case study
participant and her cooperating teacher. Approval to conduct classroom observations was

requested and obained prior to beginning the observation process from the Eastern
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School District of Newfoundland and Labrador and the junior high school administration.
Even if classroom observations were not directed towards and did not involve junior high
school students, according to the guidelines of the Eastern School District of
Newfoundland and Labrador, parental consent was necessary, requested, and obtained.
Informal visits to the school site were conducted in December 2009 and January
2010 and were subsequently followed by intense and targeted classroom observations,
each day in February and March 2010. Classroom observations were conducted within
two grade seven mathematics classes. Lectures were not taped. Written notes were taken.
‘This raw data was further used for the case study research component of the doctoral
research. Focus was initially placed on the physical setting of the classroom, how space
was allocated, or what types of resources were available. Subsequently, focus shifted to
the intern’s emotions and how these influenced classroom activities and behaviours.
Attention was given to the intern, cooperating teacher, substitute teachers, junior high
school students, as well as to what brought these individuals together. Out of the daily
interactions, an intern’s emotional experiences develop, grow, or subside. Classroom
activities and interactions played an important role in the development of emotional
experiences for the intern, and consequently observations were taken about how people
and activities connected, about the rules that governed these interactions, teir length of
time, attributed causes, and content of conversations. The focus of the observations turned
from a wide angle to a narrow angle and on to suble factors such as body language or the
intern’s facial expressions. Facial Action Coding System by Ekman, Friesen and Hager

(2002) was used to monitor the intern’s facial expressions. However, coding charts were
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not used in this study. Rather, brief descriptions of the intern’s facial expressions were

included in the case study’s storyline.

344, Diaries

Documents is an umbrella term which covers a wide variety of written, visual,
audio, or physical materials that might include diaries, letters, photos, government
documents, or research generated documents. Within this doctoral research, diaries were
used to supplement information obtained from interviews, surveys, and classroom
observations. Participants were asked to fill in the diaries when something emotionally
significantly happened. Each intern completed the diary shortly after teaching a
mathematics class. One study participant recorded emotions or moods using this type of
diary eleven times; one intern used the diary nine times, one intern used the diary for
seven times, three interns used the diary six times, two interns used the diary five times,
one intern used the diary four times, two interns used the diary three times and an intern
used the diary twice during the internship.

A diary is a document “that records events and ideas related to the particular
experiences of the author” (Jupp, 2006, p. 68). In the context of this doctoral research, the
diary was a way of collecting data pertaining to emotions and moods as experienced in
classroom teaching. The diary focused on the emotions or moods associated with teaching

‘mathematics, and on the manner in which ions influenced interns” achi goals

toward instruction. Researchers have used diaries to uncover broader aspects of teachers”
emotional lives (Oatley & Duncan, 1992; Zembylas, 2005¢). Sutton and Wheatley (2003)

highlighted that usage of diaries “should greatly explain knowledge about teachers™
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emotions” (p. 335). Zembylas (2005b, 2005¢) used a science teaching emotion diary in
his research. This was structured with specific terms. For the purpose of this doctoral
research, the diary was adapted from Zembylas (2005c).

Pre-service teachers were provided with diaries and asked to write brief
observations and comments relevant to the emotions or moods they were experiencing
‘while teaching mathematics. In addition to the above mentioned open-ended observations,
certain items of the diary were closed-ended. Interns were not asked to fillin these diaries
aspecific number of times, rather, when they found the opportunity or when an
exceptional emotional event occurred. The diaries were read on a regular basis. For a
deeper understanding of their written statements, further probes were conducted using

individual email or face-to-face meetings.

3.5 Data Analysis

Data for this doctoral research consisted of responses to the surveys, transcribed
interviews, field notes from the classroom observations, and diaries. Data were organized
into two groups. The first group consisted of all the surveys, transcribed interviews, and
diaries. These became the object of data analysis for the basic qualitative part of the
doctoral research. The second group consisted of field notes gathered from the classroom
observations, a survey, interviews, and diaries written by the case study participant. In
both cases, data analysis was inductive and comparative. The goal of data analysis was to
answer the research questions of the study. Making sense of the data involved coding,

analyzing, and interpreting.
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‘Three one-hour interviews were conducted with each of the thirteen interns
participating in this component of the research. Data consisted 407 pages of transcribed
interviews, 81 pages of classroom observation notes, and 207 pages of sixty-seven
diaries.

“The first phase of the basic qualitative analysis consisted of preparing verbatim
transeripts. The second phase consisted of coding the transcribed interviews. Upon
reading the transcripts, participants’ responses were broken down into units of analysis,
also known as meaning units (Rennie et al., 1988). A meaning unit is “a piece of text that
expresses a single idea”, and can be “a few words, a phrase, or an entire paragraph”
(Dupuis, Bloom, & Loughead, 2006, p. 66). A meaning unit should meet two criteria, the
revealing of pertinent information to the study and the “smallest piece of information
about something that can stand by itself — that is, it must be interpretable in the absence of
any additional information other than a broad understanding of the context in which the
inquiry is carried out” (Lincoln & Guba, 1985, p. 345).

For the qualitative research part of the study, the survey and sections of the first
interview were used to classify interns’ achievement goals towards instruction. Data were
catalogued according to interns’ mastery, performance approach, or performance
avoidance goals. Researchers (Dweck, 1986; Dweck & Leggett, 1988) believe that
students can pursue both mastery and performance goals. Interns’ behaviours and
reactions in the face of obstacles contribute to differentiating between the two apparent
distinet goals. Seifert (1995b) claims that the high mastery/high performance student
stops behaving in a mastery way and starts engaging in failure avoiding strategies in an

effort to achieve the desired performance goal. Upon reading the survey data, the first
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interview was used to clearly differentiate and classify the interns in three groups,
‘mastery oriented, performance approach and performance avoidance. Therefore, six
interns were mastery oriented, five were performance approach, and two were
performance avoidance. Once the intems were classified in three groups, the
classification was not revisited. It was assumed that interns kept the achievement goal
orientations for the duration of the intemship.

In each case, the meaning units were about different emotions that occurred while
teaching math. Examples include frustration, nervousness, satisfaction, happiness,
anxiety, pride, or relief. Meaning units were then compared with similar ones occurring in
interviews and diaries in order to look for data regularities. Subsequent analysis entailed
“classifying, comparing, weighting, and combining material from the interviews to
extract the meaning and implications, to reveal patterns, or to stitch together descriptions
of events into a coherent narrative” (Rubin & Rubin, 2005, p. 201). Concepts and themes
(categories) were created. Some of the categories were later subdivided, while others
were subsumed under larger categories. Ultimately, these categories contributed to
creating answers to the research questions.

Data was sorted and summarized, ranked and compared, weighted and combined.
Reading the data transcripts over and over again allowed seeing how apparently hidden
patterns and categories shape up. The final categories included attributed causes,
thoughts, and perceived effects. Examples of concepts that lead to forming the ‘attributed
cause’ category included: students learn mathematics, students are involved in classroom
activities, interns have good teaching skills, students don’t behave, or interns lack

‘management skills. Examples of concepts that lead to forming the ‘thought’ category




included: students perform well, teaching is the right career choice, or intems are
concerned about teaching strategies. The *perceived effects’ category included the
following concepts: immediate versus permanent, bodily effects, and interns” actions. The
final stage of the data analysis was to put forth the theory and create a report that detailed
descriptions of the research findings.

Upon several reads and multiple scanning processes, patterns and regularities
were transformed into categories. No reference was made to students’ names; rather
pscudonyms and a number coding system were used. Units of information were used.
‘These were the smallest piece of information that can stand out by themselves (Lincoln &
Guba, 1985) and uncovered the most relevant information to the study. Upon using units
of information to create categorics, a theory on the phenomenon studied was formulated.
Ultimately, the final case report was a comprehensive read of the story without annoying

the reader with insignificant trivia (Merriam, 1988; Patton, 2002).

3.6 Credibility and Dependability
In qualitative rescarch, terms such as credibility, transferability, dependability,
and confirmability became surrogates for the quantitative research’s internal and external
validity, reliability, and objectivity concepts, thus creating “a legitimation erisis. It
involves a serious rethinking of such terms as validity, generalizability, and reliability”

(Denzin & Lincoln, 2000, p. 17).
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361, Credibility and Transferability
Credibility is an alternative criterion and term for judging the validity of the
qualitative research (Lincoln & Guba, 1985; Schwandt, 2007). This ensured that what
‘was measured and observed within the study captures what is really out there, and that the

study’s result with participants” ives about emotional experiences.

Methods that ensure the credibility of qualitative research include triangulation, member
checks, and peer review (Merriam, 2009).

Usi iple methods of data collection such as interviews,

observations, surveys, and diaries was a form of triangulation. Using multiple methods of
data collection allowed the researcher to use the strength of one method to override
weakness of another (Merriam, 1988; Schwandt, 2007). Upon transcribing the interviews,
findings were checked for accuracy with the participants. Member checking involved
“taking the findings back to participants and asking them (in writing or in an interview)
about the accuracy of the report” (Creswell, 2005, p. 252). The description of each
transcribed interview was checked for accuracy, completeness, and faimness. Afier the
interview, and before the data was included in the doctoral research, interns were able to

review transcripts, and to add, change, or delete information as they saw fit.

362, Dependability
Qualitative research does not aim to replicate results. Replication in the context of

qualitative studies cannot generate similar results. Lincoln and Guba (1985)

conceptualized reliability in qualtative research as dependability or consistency. By

ensuring that the results can be replicated, the researcher ensured whether or not results
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were consistent with collected data. This can be warranted through triangulation, peer
review, researcher’s position or reflexivity, and audit trail (Merriam, 2002). Reflexivity
talked about the critical self-reflection the researcher takes on biases, theoretical
orientations, and relationships to the study that had the potential to have an effect on the
research process. The audit trail described in detail how data were collected, how
categories were formed, and how decisions were made throughout the research process.
Raw data were scanned, coded, and analyzed by a second reader. The second reader was
blind to the first readers’ analysis of data. The second reader analyzed the interviews for
two interns. This peer review process was put in place to assess whether or not findings

are credible based on the available data. Findings were similar in both cases.

363.  Confirmability

Confirmability referred to the degree to which the results of the study can be
confirmed or corroborated by others (Badenhorst, 2010; Lincoln & Guba, 1985;
Schwandt, 2007). Badenhorst (2010) believed that rather than looking for general truths, a
situation can shed light about others. In the context of this study, an emotional experience

could provide insight into another emotional experience.
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Chapter 4 Case Study Report

Forty-three students got 100. I was so proud I could do a dance ... all year we
have been trying to get them all to get 100, and this was the first time in the whole
year. And I'was so proud, I taught them this part and now they all get 100, and I
was so excited, they all got 100. I was so excited — I was like ‘Oh, yeah!" (Petra)
This chapter details the blend of emotions, attributed causes, thoughts, perceived
effects, goals, actions, and behaviours of one intern. The case study research faciltates an

in-depth ing and visualization of facial manifestation of emoti d body

language pertaining to emotions that are not otherwise obscrvable through diaries or
interviews. The chapter has four sections. The first section describes the school setting
where the intern completed her intership. The second section portrays Petra as an
evolving intern with dreams, hopes, and aspirations that ultimately intertwine with her
emotions of teaching. The third section focuses on Petra’s emotions and goals. The fourth

section presents assertions and closing statements.

4.1 The School Setting
On a crisp February morning when the sunrays were making a bashful attempt to
break through a deep curtain of clouds, I embarked on a two-month journey. I started the
car’s engine for what was to become part of my daily routine. I pulled the car in the
parking lot facing St. Mathew’s Junior High building that housed for the past 33 years a
large student population. Braving cold winter temperatures, I strolled past a series of cars

driven by doting parents waiting to drop off their children in front of the school entrance,
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and slowly walked up the stairs alongside with some of the school’s students who looked
at me most likely wondering if I was another substitute teacher.

I was there as a non-participant observer of two grade seven math classes taught
by Petra. As part of the Bachelor of Education degree, she undertook the internship
specializing in teaching mathematics and home economics. This case study would allow
me to describe Petra’s emotional experiences as these occurred while she taught
‘mathematics, to discover attributed causes associated with her emotions, and to highlight
her emotions and achievement goals. Through daily observations and discussions with
Petra, the case study would offer a new side to my research. With the thoughts about my
present appointment in mind, I found myself in the warmth of the main lobby.

During my first visit to the site, the principal gave me a tour of the school and
introduced me to the school staff and to Alison, Petra’s cooperating teacher. Knowing my
way around the school, I walked past the set of doors that led to the basement of the
school. As soon as I started to descend, my olfactory system was struck by the sweet
fragrance combination of cinnamon and chocolate. I was close to the cafeteria, where a
diverse palette of chocolate cookies, muffins, and brownies were baked. Down the
corridor, flavours of freshly brewed coffee and orange pekoe tea were added to the mix. I
walked into the home economics class where Alison and Petra greeted me and made me
feel right at home offering me a cup of coffee. I was fascinated about the breakfast
program, as it had huge benefits for students on the verge of failing, for those who needed
to socialize, for the ones who were new and wanted to make friends. It helped in creating
a cozy environment, and provided a sense of security, as students knew Alison and Petra

cared for them deeply. Petra really wanted to get involved with the school’s activities and



was more than happy to get involved with the breakfast program, as this quote illustrates:
“itis so rewarding at the end of the day to see that kids are getting the breakfast and
helping them achieve better in school.” Petra got involved with the cheerleading program

and with the sewing club, where she got to know her students “on another level.”

4.2 Petra

Petra started her love affair with teaching at an early age. This quote describes
incipient stages of Petra’s love affair with teaching: “I had my flick flack board
downstairs, and [ every time I came back from school, I would get up in front of my dolls
and I would teach them what my teacher taught me that day.” By cultivating Petra’s
interests and by encouraging her to do well, a couple of teachers had profound effects on
her future career choice. The grade seven teacher was “one of the best math teachers I had
in my high school and he really inspired me to become a math teacher, that's why I
decided to be a mathematics teacher.” This decision came naturally after he made efforts
to ensure that math was connected, real, applicable to other fields, worth pursuing,

engaging, and conducive to experiencing fun, as this quote exemplifies: “he always made

math interesting, it was not dull and boring.” His teaching methods and style had a huge
positive influence on Petra and led her to pursue teaching mathematics as a career:
Ireally enjoyed his teaching methods. The way he approached math, all the topics,
made me feel inspired. And if he can get up and teach math into this really
inspiring interesting topics, then maybe I can become someone like him, and get

the students involved in education.



‘The development of Petra’s goal to become a teacher evolved over time. She was
encouraged to become a teacher, and she subsequently modeled her teaching behaviour
based on her teachers’ examples. Petra was influenced to become a teacher by her grade
seven math teacher. These attributes align with research conducted by Schutz, Crowder
and White (2001), which point to teachers’ “oblique transmission” type of influence
(p- 306).

During two months of classroom observations it became clear to e that Petra
was perfecting her style, that she developed care, compassion, and devotion for students
justlike her former teachers did. This quote illustrates her views about her former
teacher: “he cared and really showed concern if you were not doing well, he made sure he
spent extra time with you and he was really approachable, so whenever you had a
problem you could go and see him.” Petra was actively leaming instructional methods.
She portrayed math as fun and wanted to get to know each student, to know their learning
patterns, and to get them motivated in different ways. Her math lessons did not follow
strict patterns, as she aimed “to change, tweak it, and do a bit of different activities.” She

altemated notes, group activiies, group discussions, power point ions, or games

in order to catch students” attention. Petra describes her teaching approaches: “what I am
trying to do is a couple of worksheets here, and have a game or an activity, and spread it
out around, so it is not the same seat work everyday.” She made conscious efforts to
engage all students and wanted to ensure that their performance increased, as this
statement illustrates: “I wanted to make sure that I had all students taken into
consideration ... I wanted to make sure that they are consistently doing well the whole

time [ was there.”
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Petra checked the strongly agree box for each of the four items belonging to the
survey’s subscale defining mastery oriented interns. She checked the disagree box for
each of the four items of the subscale defining performance avoidance interns. She

checked one agree item and three neither agree neither disagree items for the

h subscale. The intervi d her mastery orientation, as in
the face of obstacles she did not stop behaving in a mastery way and did not engage in
failure avoiding strategies in order to achieve performance goals. Therefore, based on the
survey data and on data retrieved from interviews, Petra was defined as mastery oriented,
as she wanted to continuously develop her abilities as a teacher, t0 try even more to leam
new things for what she taught, to constantly learn new things in the subjects she taught,

and to learn new things in mathematics and mathematics teaching no matter how difficult

they were (Butler, 2007; Papai & Chri idis, 2007). Thi lifi
her approach to learning mathematics:

I like starting with something that you don’t know the answer, but you keep

‘moving around and switching it, and try to figure out what the values of x or y is,

S0 kind of start from nothing and getting the answer, that’s the best thing.

Especially when you get the answer, ohhh, you know ...

She hoped that throughout the internship she would become accustomed to
teaching a large variety of students with different needs or personalities, that she would
learn new evaluation strategies as well as strategies to teach students in smaller groups or
as a whole class, and that she would learn new teaching mediums such as technology:

T am hoping that during this semester I will adapt my skills of how to teach all

students not just one particular group of students. I am hoping to lear how to do



that and how to pick different types of evaluation like oral and presentations in

class, or just do little group activities and walking around, so I am hoping to be

using a wide variety of different things and leaming, and change want needs to be
done.

Petra built on the social and professional skills she previously acquired by
Volunteering with the cadets program and aimed to continuously develop her abilities as a
teacher. During the internship, she aimed to “learn how to vary methods, teaching
methods, instructional methods.” Petra wanted to learn new things about mathematics and
about the pedagogy of teaching, and considered such leaming experiences relevant.
Consistent with previous rescarch (Henderson, 1992; Pollard, 2002), Petra talked about
her desire to teach better by putting in effort to further her learning about teaching:

You want to improve every time you get up. ... when I started my first class two

weeks ago: it didn’t go exactly the way I wanted it, but the next time you wanted

to improve on it and how my emotions that day felt ‘Oh, next class I will plan this
and make it better’, and every time would go and make it better and better.

During the internship, it became obvious that Petra exhibited preferences for
engaging in new and challenging tasks, had increased self-confidence and an adaptive
nature, and aspired to continue developing competence and improving skills. These
features are consistent with mastery oriented characteristics described by various
researchers (Diener & Dweck, 1978; Seifert, 1995b; Urdan & Machr, 1995). Her mastery
‘goal orientation for teaching associates with “high intrinsic motivation, as expressed in
teachers” didactic interest” (Retelsdorf et al., 2010, p. 42). Working towards

accomplishing her goals became highly intertwined with her emotions. She recalls



“seeing that finally a student who might not understand at first, but you work with them

and it finally clicks and you get a sense of accomplishment and pride.” Petra felt pride
leaming new pedagogical skills because these would help students perform better. This
quote exemplifies her desire to further her teaching strategies: “I am proud to evolve my
teaching skills and learn different things.” Her levels of confidence and comfort appear to
increase as “every time you teach a good class, it is going better and better I think you
feel more comfortable and at ease.” Her desire to pursue teaching activities seemed to
amplify as well, as this excerpt illustrates: “I feel really successful and proud that class
went well, especially when you are just starting, oh well the class went well, it makes you
just get up the next morning and do it again.” Not being able to reach her mastery goals
made her feel “a litle disappointed.” Yet she did not give up, she wanted to prove that
she is capable of doing a tremendous job as a teacher, as this citation illustrates:

You don’t want to be seen as a grumpy teacher. You are never in a good mood

‘when you are up in front of the class. Because they are the ones who are looking

at you and you are a role model, and they say *Miss is always contrary or grumpy,

never ina good mood".

Teaching was a life-changing experience tangled up with people’s feelings, as it

had the potential to b letely inspirational or utterly di

working heavily in i with students, as thi ifies: “you get

involved with the youth and society, and you kind of built  relationship with them.”
Petra followed this path in order to help students make decisions, to make sure that the
values and morals of the society are conveyed to students in a very subtle form, as this

quote highlights: “you are helping them make their own decision, you are kind of
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molding the youth to become better in our society.” Petra’s teaching efforts and values
were directly connected with students’ well-being and progress, thus making her part of
the task-mastery teacher system (Ames & Ames, 1984). Petra defined teaching as “an
arena for a lot of emotions, happiness, joy, excitement, disappointment, so all different
emotions.” At the start of the internship, she experienced frustration and disappointment:

... because students don’t really know you as a teacher, and they are trying to feel

you, and are trying to sce are you going to be able to lead them, and are going to

talk, and this makes you frustrated when you deliver a lesson plan, and sometimes
youkind of have to hide your frustration and disappointment, because you don’t
want to snap in front of your class, you want to enforce their listening skills, they
have to listen to you so you can develop your lesson plan.

She talked about the exploring aspect of teaching occurring within the first
teaching assignment and how fully charged with emotions the class was, as this quote
exemplifies: “I remember the first class I had, a really chatting bunch, some were not
listening, you feel a lot of frustrations, so you kind of have to cool down, you don’t want
to make a big scene.” This translated into her desire “to handle them, to learn some
classroom management.” Shortly afier the internship started, Petra’s emotions changed to
“happiness, enthusiasm, a sense of pride ... a big sense of success.” The classroom
became the stage for experiencing tremendous excitement and enthusiasm when noticing
students” progress, as this quote highlights: “I feel pride and I am always fascinated that
they are so excited to do simple examples, but they get so excited, and they geta feeling
of satisfaction themselves.” The classroom was also a place where Petra noticed students’

‘willingness to learn and the easiness with which they participate in math activities, as this
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quote illustrates: “they want to show me that they can do the questions and they can do
the answers and try to improve themselves.” Teaching was abundantly loaded with
emotions for both students and Petra:
If they are feeding you positive emotions, they are kind of making you feel better
about yourself and more confident in your teaching ability. But if they are feeding
you negative things, you are going to have a negative feel towards that class.

‘This stat 1t underscores the i f the emotional di i f

teaching and learning. The link between Petra and her students’ emotions mirrors
previous research findings where “teacher reflection on students’ emotional response to
the subject matter frequently elicits emotional responses from the teachers” (Rosiek &
Beghetto, 2009, p. 175).

Teaching presented the opportunity to know, guide, and sec how students improve
their math skills. Petra talked about her eagerness “to get started and try something new
with them and sce how they are going to react ... a lot of enthusiasm, positive feeling,
and satisfaction at the end when they can do my problems.” She discovered students’
strengths, guided them through their weaknesses, and helped them to confidently utter:
“Oh, I can do that!” Teaching became enjoyable particularly when students “kind of make
it fun for you to get up there and deliver a class and you are excited the next day to wake
up.” Students were the ones who made her happy to teach math classes, and they were the
ones who had the potential to “make or break the whole thing.” Petra focused her efforts
and skills to help students progress in their understanding of the subject. Thus, her actions

were in line with descriptors of teachers’ task-mastery system (Ames & Ames, 1984).
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Apart from all these characteristics and goals, Petra was an individual full of life,
eager to communicate, to socialize, and ready to embark on a journey that would
ultimately turn her into an accomplished junior math teacher, as this quote exemplifies:
“getting up and interacting with class, and teaching will be fun .... T knew that I wanted to
become a teacher ..... something that I really want to keep going.” She seemed ready to
tackle this new role with aplomb, professionalism, and ardor, while teaching two grade

seven math classes: an English and a French stream.

4.3 Petra’s Emotions and Goals

Anxiety, frustration, and disappointment were recorded during Petra’s internship.
Anxiety occurred only in the carly days, as this quote illustrates: “I experienced a feeling
of anxiety at the beginning of the lesson because it was the first math class I have taught.”
When students and Petra got acquainted, disappointment and irritation settled in.
Attributed causes included students” reactions, when they did not do homework, when
they “did not understand my examples”, or when they had “a quiz, and they don’t know
what to do because they didn’t do their homework.” Unpleasant emotions also appeared
when students acted out intentionally, as this passage illustrates: “students don’t really
know you as a teacher, and they are trying to feel you, and are trying to see if are you

going to be able to lead them.” Another attributed cause included Petra’s teaching

approach, as this quote exemplifies: “I moved too quickly through the easy examples and
went to more difficult ones too soon.” Students were not putting in the time and effort in
doing their homework, and this ultimately led to their inability to contribute to the

classroom’s activities, as “they are all looking at you like dazed, and they don’t know



‘what is going on.” Subsequently, disappointment tumned into frustration when students
“don’t feed you anything back because they did not spent the time doing the homework.”
Iritation and frustration set in when students did not validate her efforts, or when they
chose to be involved in other activities, as this quote highlights: “you worked hard to
develop this lesson and you are hoping to get them involved and all they are doing is

listening to their ipod.” Other sources of stress and frustration included classroom

! trying to remind them that you

techniques, .
have to stay on task and do this and turn around, all the way around, do this, do this.” It
became apparent that Petra attributed unpleasant emotions to her incipient teaching
techniques, but also to the powerful influence of students’ emotions and behaviours.
‘Thoughts occurring in conjunction with unpleasant emotions were ones of control
and aimed to revert to more upbeat emotions, e.g. “this s not something that you want to
dwell on, you want to move on and make sure every time you enter a classroom, you are
positive.” Experiencing disappointment was immediately followed by the wish to self-
improve in an attempt to experience satisfaction again as “I can now see where I need to
improve so that I can experience satisfaction after teaching”, or by a desire to become
even more enthusiastic because “even if I might have a small disappointment I am always
enthusiastic to say ‘Ok, I can do better next time”.” These statements present mastery
characteristics described in the works of Nicholls (1984b), Pintrich and Schunk (1996),
and Seifert (1997a). Thus, in the face of unpleasant emotions, Petra continued to pursuc
teaching with even more dedication. This is not always the case, as Winograd (2003)
describes instances where “dark emotions” have dysfunctional dimensions and “often led

to continued dark emotions, like when anger led to fear, or when anxiety led to depression
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and despair” (p. 1662). Petra’s proactive action aligns with those of other individuals who
have mastery goals “associated with more adaptive perceptions and behavior” (Butler,
2007, p. 251). After the lesson concluded, Petra would analyze what went wrong and
‘what could be changed in her teaching approach for the next class, in an effort “to
improve to make the class better for the next one.” This quote illustrates: “I always reflect
back on that hour and say *Ok well, this part did not go right’, but now I can change it for

the second class.” This emphasizes her focus on self-i (Seifert, 1997a; Urdan

& Maehr, 1995) and reflects self-examination of teaching practices (Meece & Holt, 1993;

Middleton & Midgley, 1997). As stud d up to her teaching hes and
came up at the board showing their peers how they got their answers, they didn’t realize
that they were following on Petra’s invisible thread as they created strong connections
with mathematics. She would go to extra lengths to improve from one day to another:
If I leave a class, and it did not tum the way I wanted it o be I will leave and go
home and look at the next section, and say how can I change it from this
happening, like seat work, and examples, and a litle bit more interesting and
getting them involved. I definitely try to go back and look at it and see how I can
change it a bit more than just getting them to come up at the board, and show their
peers on how they got their answer and try to get them to connect with
themselves.
While analyzing her teaching, Petra seemed to be motivated by a sense of
competence. This led Petra to increase her knowledge of teaching methods, to continue
pursing her goals, and to make teaching even more rewarding. Petra’s sense of

competence, coupled with the autonomy enjoyed during the internship, and her self-



relatedness to studs iphasized intrinsic motivation attributes (Seifert, 1997b).

Experiencing disappointment or frustration was quite sporadic because Petra was
determined to adjust her teaching style, to prepare more, to overcome such emotions, and
to make way for who she really was: an exuberant, full of life intern who wanted to make
a difference, and to share her passion for math with the students. Her desire to change and
do better soon led her to create classroom activities that would capture students” attention.
“This attitude came in handy as students were “so tired of doing the same old, same old,
that they might need a little bit of boost and something different.” Therefore, she
definitely shook things up not only for her students, but also for herself as she made
mathematics interesting, fun, and accessible for all. The more students were involved in
doing enjoyable math classroom activities, the more they would lean towards persisting
doing such activiies outside the classroom, thus increasing their interest in pursuing
mathematics. Petra successfully leamed to combine improving math teaching strategies
with cultivating students’ love and long-term interest for mathematics, as this passage

exemplifies: “every class I come in, I want to make sure that I have a positive mood, and
be energetic and be ready to start and I keep positive to them.”

Emotions such as disappointment or frustration lasted a few minutes. Petra wanted
to stay away from “harping” on them, as she wanted “to make sure that you don’t want to
let the disappointments ruin your mood.” She didn’t want to transform herself into a
“grumpy teacher” as she was conscious that students look up to teachers, saw them as role

models, and knew that her i rtainly impact students’ emoti d attitudes

towards math. The bodily effects of such emotions were described as tenseness of body,

‘stomach nausea, churning, or butterflies, as Petra described: “I say the first week you



were nervous, you had butterflics in your stomach, because you did not know the students
and they did not know you, and they were just staring at you.”

While initially she considered it beneficial to “show a bit of disappointment, to
show that you are not happy with what they are doing, and they are disappointing you as a
teacher” in retrospect “you probably would not show that, because you don’t want them
to feel like well why can’t I understand this topic.” Frustration, disappointment, or
anxiety did not diminish Petra’s desire to pursue goals, as this quote illustrates: “I ry not
to let a bit of disappointment affect my goals.” Steering away from experiencing
disappointment or frustration was an example of emotion regulation (Sutton, 2004;
Zembylas, 2005¢), underlining teaching as a process saturated with emotions. Petra took

the negative energy and transformed it into constructive moods and upbeat attitudes.

s beneficial for her achi goals, and made her even more
motivated to improve, as Petra explains: “I try to reflect on the disappointment and make
sure that I change it into more of a happy feeling and positive ways.” This form of
emotional management reflects expressing desired emotions as well as living them
(Hochschild, 1983; Zembylas, 2005).

She didn’t raise her voice; rather she changed its inflections, making it more
powerful, demanding attention, commanding students to work on math problems, as these
exemplify: “I want o see work being done, not chatting ... not a sound now ... I hear
people talking about other things besides what they are supposed to be doing ... way too
much talking ... turn around and pay attention.” Even if students were loud, at times even
going ballistic and chatting constantly, Petra kept her composure and calm, unperturbed

by all the commotion. It took a great deal of determination, but she was reaching new
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levels in her teaching, and managed the class quite well. She was impressive as an intern,
as she displayed versatile interaction and communication skills, adapting with ease to new
situations. For example, she used subtle humor to disarm tensions in class and to revert
students” attention to math while keeping a smile on their faces. Facing the board, Petra
shushed one student to quiet down. He replied: “but you could not have seen me.” Petra
said: “1 have eyes in the back of my head, that I just developed.” He looked up in
disbelief and smiled as Petra uttered: “That is right, in the past three months.”

Apart from the very few such emotions that occurred at the beginning of her
internship, Petra experienced almost daily a large variety of emotions such as happiness,
satisfaction, enthusiasm, excitement, pride, joy, fascination, awe, and caring. These
emotions were mentioned in interviews or diaries, and were visible during classroom
observations. Students’ cooperation, their willingness to sit down, open their books, and
‘work diligently during mathematics lectures contributed to Petra’s satisfaction and
happiness when she saw students working together as a team:

‘Their hands are shooting up, they are asking questions, they are really excited to

give you the answer ‘Oh, Miss, Miss, I know the answer!” and they all want to

come up to the board and show their friends how they got the answer.

Petra’s teaching methods were clearly geared towards supporting students
autonomy, promoting students’ competences, and increasing their confidence. Teachers’
autonomy and supportive behaviours positively influence students’ perceptions of
competence and autonomy (Pelletier et al., 2002; Vallerand et al., 1997). Such teachers,
Petra included, help students become more independent and self-competent (Ames &

Ames, 1984), and furthermore enhance their intrinsic motivation (Rigby et al., 1992).
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Students’ perception of Petra’s teaching efforts added to her happiness as she saw
“them reacting back to me, and doing the activity.” Other contributing factors to Petra’s
happiness included students being actively engaged in doing and completing their
homework, and realizing the importance of studying math:

they all come in and say it is all done, and then I write the expression on the

board, and they give me the answer, I know that they did their homework and that

‘makes me happy ... students realized the correlation between studying and

getting a good mark.

Correcting homework and becoming aware of how students advanced their math
skills contributed to Petra’s happiness, excitement, and pride. She was “beaming because
they have all done so well, and got all 100 on their quizzies.” High marks were the end
result of students’ ability to apply “the knowledge they leamed in the previous sections to
solve new problems” and to catch on new math topics “when they completely understood
the topic after just one or two examples.” Other attributed causes leading to pleasant
emotions included seeing students involved in classroom activities and seeing students
increasing their levels of confidence, as this quote exemplifies: “they were cager to come
up to the board to explain their answers ... every time I looked students had their hands
up ready to give me their answer.”

Her enthusiasm also stemmed from seeing how students “touched the computer
and the sercen, and they were really enthusiastic about that, so that kind of proves to me:
oh well, they are interested in that kind of thing, especially with technology.” She built on
the attraction she noticed in the students, on the timid yet caressing gestures with which

they touched the smart board screen, on how they interacted with the computer, on how
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attentive they became, and on their enthusiasm that developed and carried throughout that
class. Teachers’ enthusiasm for teaching is connected to instructional processes (Kunter et
al., 2008). Emotional contagion (Hatfield, Cacioppo, & Rapson 1993; Hsee et al., 1990)
occurred between Petra’s enthusiasm and passion for teaching, and her students”
enthusiasm for exploring and learning math, thus corroborating other research (Patrick et
al,, 2000).

While explaining math concepts at the board, Petra kept an active dialog with
students, asking them for answers by using a soft and melodious voice, and by constantly
maintaining ey contact. She used a language that students seemed to enjoy
tremendously, like the use of diminutives such as a “baggy”, a “quizzy”, and a “foamie”,
as opposed to a “bag of algebra tiles”, a “short quiz”, and an “algebra tile made out of

foam.” Her serene face portrayed D iles, and dimpl ed

on her cheeks. Her body language showed a relaxed and confident intern. For each
question she posed, one could count at least five students raising their hands eager to
answer. When explaining things on a one-to-one basis, her body was half bended. With
her head tlted forward, lips pressed almost withdrawing, and hands rubbing her chin,
Petra awaited students” questions and explanations. Her eyes were focused on students”
booklets; her hands pointed out mistakes while using a soft and soothing voice. Petra’s
dedication to her students was impressive as she embraced teaching in ts various forms,
and thrived to see students take deep breaths and affirming “Oh, I see it now” or “Oh,
yeah.” While waiting for students’ responses, she exhibited an arched appearance of the
shape of her eyebrows, raising the upper eyelids, apparently looking surprised. Her head

was tilted forward, her lips were pressing almost disappearing while expecting correct



answers, and concentration radiated from her face. When she was approving students’

answers, her head tilted back and forth in approval. Her eyes and hands moved up and
down as if supporting students” statements. Exquisite teaching skills came forth through
the language used, such as: “we are getting closer”, “practice makes perfect”, or “good
job.” Research shows that positive feedback conveyed in an autonomous way tends to
“enhance intrinsic motivation by strengthening perceived competence” (Rigby et al.,
1992, p. 175). Students responded to her teaching methods by being engaged, posing
questions, and by asking for clarifications when they didn’t fully understand a math
concept. Students were conversing about math, and were cager to learn and help their
colleagues. They were cracking up jokes while being completely engaged in classroom
activities. On one such instance, Petra gave them a take home quiz, and a student piped
up asking whether or not his parents can help. When Petra introduced algebra tles,
students were so mesmerized about colors and shapes that they went to the board, played
with the tiles, and learned new math concepts while having a lot of fun. Students were so
infatuated with her teaching style that they ended up drawing heart shapes on the board
next to their final answer. These findings agree with research by Kunter et al. (2008),
which describes that mathematics teachers” high enthusiasm for teaching s “significantly
related to higher quality instructional behaviours, particularly in terms of teachers”
‘monitoring of student behaviours and provision of social support” (p. 478).

Petra’s emotions were influenced by students’ emotions because “if they are
feeding you positive emotions, they are kind of making you feel more good about

yourself and more confident in your teaching ability.” Students” actions and behaviours
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‘had a significant impact on Petra’s emotions, and led her to reflect on her actions and

teaching methods:

I they are reacting to you in a positive way, and are happy, and are smiling, and

they are putting their hands up because they want to answer the questions, it kind

of puts me in a better mood, because I think that they are confident in what I am
trying to say and you know, I know the knowledge is there.

She also seemed to think that teachers have a lot of power in influencing students’
moods, as this quote exemplifies: “if you have a positive attitude towards the topic your
students will in tum enjoy what you are teaching them ... as a teacher you have a lot of
power influencing the moods of your students”, and corroborates previous research
(Patrick et al., 2000). Petra’s satisfaction stemmed from her efforts as she “taught that
section really well”, as well as from her consistent care and devotion put in creating and
organizing meaningful math classes, from doing a good job as an intern, or from choosing
the right career, as this statement exemplifies: “I know I am on the right track.”

Petra took pride in guiding students to succeed through layers of intricate math
connections, as this quote states: “they are doing well, it makes me feel really well, really
proud, beaming with pride every time.” Pride intermingled with happiness was a
consequence of her students flourishing and getting high marks under her supervision,
care, and guidance. Petra stated: “happy and pride go together ... because when I was
correcting the test the night before, I was looking at it, a big sense of pride at the end

‘when I've seen the marks.”

On few oceasions, when everybody got maximum grades, she felt “super excited

that they all got ten out of ten ... they picked it up really, really good.” The excitement




increased her expectations that students “will do well tomorrow.” On the occasion of the
chapter six final review tests, both classes performed outstandingly with class averages of
94. Such success was unprecedented as both Alison and Petra were trying to improve
students’ performances throughout the academic year. Students” accomplishments made
Petra fecl “really, really excited and happy, kind of fecling success.”

‘The essence of Petra’s experiences of happiness could be best summarized in the
overall care she developed for students, as she felt that “even though they are Alison’s, it
kind of makes you feel that they are my class, and I guided them through it.” The essence
of her enthusiasm was noticeable in her uncontestable yearning to go to the next class,
and in her excitement to immerse herselfin the activities of the next class, as she looked
“forward to what we are going to do in class.” Enthusiasm also emerged from her desire
to establish a connection with the students, as well as from her desire to uncover and
share the mystery and depth of beauty of such a purely logical science.

Care was listed as an essential component within interns’ lives (Goldstein & Lake,
2000). Research described strains interns encounter while teaching, namely establishing
identities as caring teachers, establishing boundaries between care and control, and
coping with care for students who are only ‘theirs’ for the duration of the internship
(Goldstein & Lake, 2003). However, ths case study report steers clear from such
dilemmas, perhaps in light of Petra’s mastery goal orientations.

Petra experienced an assortment of emotions that rapidly moved away from the
iniial disappointment and frustration to combinations of different pleasant emotions.
Examples include combinations such as: happiness and excitement “extremely happy,

you are beaming ... you are so happy and excited”; happiness and pride “I was happy ... I
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was filled with awe ... filled with pride”; enthusiasm, excitement, and joy “I was very
enthusiastic ... | was excited ... this made me filled with joy”; and wonder, awe, and,
fascination “I was wondering ... I was in awe ... [ left the class fascinated.”

While encountering such powerful and positively charged emotions, Petra’s
thoughts were divided into two distinct classes. On the one hand, she was thinking about
her teaching aptitudes and progress, and about doing a good job as a teacher, as this quote
exemplifies: “I felt very good with the way my activity was going.” Petra reflected upon
improving her teaching skills, as she wanted “to shake it up a bit and make it interesting,
make it fun.” When experiencing joy, pride, satisfaction, or happiness she was thinking
about how her actions positively affected her students. This statement highlights how
Petra attributes success to her effort, an internal and controllable factor (Nicholls, 1984b;
Pintrich & Schunk, 1996): “I am finally doing a good job myself because they are
connecting and they are excited for what I am trying to present to them.”

Petra was thinking about the time and effort dedicated to creating examples,
finding worksheets and enticing mathematics games so that the students would benefit
from a diversity of problems. She stated: “I spent all this time and effort and doing up the
examples, finding worksheets, doing up worksheets, doing games, so that they can have
Tots of different methods and practice.” Other thoughts revolved around her abilities in
getting students motivated: “I can get them motivated this way I have planned a game
like jeopardy or some kind of activity and get them really excited about it”, around the
strong connection between self and students: “I know that they are connecting with me”,
or simply around continuing teaching: “I feel pride and happy and you feel enthusiastic

for the next day to start, to give them back their quizzes.”
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On the other hand she was thinking about her students, about how much they had
accomplished, “how well everyone adapted to the new material”, about how they “were
getting the answers right”, how they enjoyed mathematics during her different and
exciting lessons. Petra also contemplated how excited students seemed to be while they
uttered: “Miss has to hear what I have to say ... so [ will shout over whomever.”
Thoughts about students’ eagerness to show their knowledge and about how they had
commonly worked towards establishing excellent communication avenues appeared, as
this quote shows: “I know that they are connecting with me, and they want to show me
that they can do the questions and they can do the answers and try to improve
themselves.”

Overall, Petra was thinking that students were adapting well to new mathematics
topics and were answering their own questions. It became clear that students’ progress
was more important than her success, as this quote exemplifies: “T am proud of them and
that everything they have done makes me full of pride and happy for them.” She became
happy through her students” accomplishments and happiness, and through the fact that no
one was disappointed by their marks. All these events contribute to Petra growing to feel
“warm and fuzzy that they are happy and excited with their marks.” She describes her
thoughts on the connectivity between happiness and enthusiasm as follows:

Happiness kind of ties in with my enthusiasm. I feel happy about every class,

every day. If I assign homework for the next day, and the next day they come in

and say *Oh, Miss I have my homework done!” and they all come in and say it is
all done, and then I write the expression on the board, and they give me the

answer, | know that they did their homework and that makes me happy — they are



practicing what we did the day before, so they must be in a positive note

yesterday, so they must have said *Oh, I am going to go home and do my
homework because I understand it”. Because a lot of time they don’t do their
homework, because they might not understand what we did. And a lot of time
their parents might not understand as well. Definitely I enjoy it, I feel very happy
when their homework is done. We have a mini quiz, usually a couple of quizzes a
week, so I will correct them at home, and I say *Oh, they got 10 out of 101" And
that makes me feel happy. Because they know that they are doing well, and they
understand what I am teaching, so it is kind of going back and forth, it s kind of
reinforcement for me that I am doing a good job as their intern, or say teacher. So
when I correet their tests, it makes me really happy to see that they are doing well.
Because I kind of what to make sure that when I leave tht they are doing a good
job, and their marks are good, and they understood every thing.

Retrospective views of the thoughts appearing in connection with pleasant

emotions led her to contemplate continuing the good work, as “today goes well, and
tomorrow I go home and say today was really good class, and what can I do to make it
good tomorrow, try to keep it.” When everything goes smoothly, she doesn’t “think about

ita whole lot.”

She wanted to share her thoughts with her students and to “let them know when

they do a good job, and when they are behaving, and let them know to keep it up.” Based
on her teaching experiences she was willing to put more time and effort in creating better
learning environments. Satisfaction, happiness, and enthusiasm made things seem easier

for Petra, and she always appeared to tackle everything with ease, grace, and poise.
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However, she disclosed that happiness, enthusiasm, and awe made her feel the urge to
“actually act emotionally towards someone by moving closer” o to “pat every student on
the back for a job well done.” Experiencing pleasure contributed to overtly showing her
emotion, as this quote highlights: “I showed my pleasure because the students were
behaving and showing interest in the topic.” Petra described the physical symptoms of
happiness and enthusiasm as waves of “stomach butterflies”, while her face revealed
smile sequences, and she showed her excitement by “using hand gestures.” One item of
the diary pertained to the intensity of the emotions experienced. On an item scale ranging
from O (ot really noticeable) to 10 (as intense as I have ever felt), the intensity of Petra’s
emotions averaged 8.7.

‘The impact of satisfaction was considered as permanent, as it was an emotion she
aimed to replicate “as long as I continue to do that, satisfaction will be there.” She wanted
to continue to experience satisfaction because it presented the prospect “to keep them
motivated” and because it made her feel good “it is nice to have them, greet them with a
smile.” The perceived effect of happiness and enthusiasm on the time and effort she put in
her subsequent class preparation increased, as these emotions were motivators to continue
doing a good job. Enthusiasm, satisfaction, and pride led Petra to praise students “we let
them know when they do a good job, and when they are behaving, and let them know to
keep itup.”

Satisfaction, happiness, and enthusiasm had a lasting perceived effect on Petra’s
mastery goals, as she realized she helped students progressing, because “if they are
succeeding in my class, than maybe I am doing a good job as a teacher.” Students

contributed to increasing her levels of confidence as she felt “happy ... moving forward



and building up confidence and teaching skills.” Happiness inspired her to look for new
teaching strategies, as this quote illustrates: “I want to go a little bit above and beyond
and see what else is available out there to use, to try to find more resources.” Happiness
motivated her to “learn new things with different age groups” as she noticed that various
methods work for different “age groups to keep them motivated to learn the subject ... S0
that students would not sit there staring at the ceiling or the wall, always try to change the
worksheets or group work.” Enthusiasm and excitement increased the desire to study and
incorporate new teaching strategies, as “I will not hesitate to try the smart board or other
technologies in my future classes.” Satisfaction made her acknowledge “afier working
hard to better prepare for a class, one is left in awe when everything works out.”
Happiness led to the peace of mind as “1 did the best I can and all my students do well
and they did not fail or go backwards.” Enthusiasm heightens spirits as “it puts me in a
good mood” and happiness “keeps you more positive and say I can keep doing this ...
you move forward.”

Under the influence of her emotions such as satisfaction, happiness, or
enthusiasm, her achievement goals became “achievable, more important to keep” as well

as “casier to obtain because if they are reacting to me and are enthusiastic about my class

t fecls that it is easier to grab.” Her mastery goals became stronger as a consequence
of students’ active interactions with math and of her teaching successes, as this quote
illustrates: “probably at the beginning it was not as strong, but as I get closer and closer to
as the internship ends, it got stronger ... definitely stronger than it was in the beginning”
because students “are reacting to me and are enthusiastic about my class.” Doing a good

job was a strong motivating factor to continuing developing teaching abilities, as she had
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“seen that it was successful.” This quote further highlights the impetus to learn how to

teach: “make it interesting and motivating for them so, you know I learn different ways to

use worksheets or activities or games still teach the chapter but you do it in a fun way for
them to leam.”

Satisfaction, happiness, and enthusiasm projected a new light on how close she
was in reaching these goals, as they felt “more realisti to complete.” Petra was “happy
about what happened throughout the last 13 weeks.” She saw that students were “happy

and they feed you back their emotions.” She felt more in reach of her goals due to her

‘emotions, as this quot ifies: “if you have positi fons, you feel I can reach
that goal.” Reaching goals became more tangible particularly when “you see that you are

happy and the students are happy ... they feed you back their emotions.” She was closer

hieving her goals, as this q ifies: “you are happy and ited and
all that it is closer.” Emotions contributed to easiness in attaining goals because “if you
are positive throughout your teaching and you are positive about students and enjoy what
you are doing, it makes your goals so much easier.” Her desire to continuously develop
her abilities as a teacher and to fry to leam new things in mathematies evolved during the
internship. This evolution was influenced by the intersection between emotions,
motivation, and confidence, as this quote exemplifies:
At the beginning of the internship I probably just want to use different methods
and try to figure out what is the best way to teach different topics. Now, I want to
go2a little bit above and beyond that and see what else is available out there to use,
S0 try to find more resources, other things they can do in math, especially when I

get in higher grades because the topics are going to be different.
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Petra’s mastery goals correlated with experiencing enthusiasm and satisfaction.
She prepared her classes and strived to be the best teacher for her students, as this passage
reveals: “I always try to be enthusiastic about the topic I am teaching and get them in a
‘good mood, and hopefully get them so excited that they go home and want to do their
homework right away.”

“The perceived effects of mastery goals on emotions are summarized here. Mastery
goals contributed to her beliefs that the best approach was to o in the classroom and
maintain a pleasant demeanor, as this quote exemplifies: “I always want to make sure that
Tam enthusiastic .. trying to do it in an enthusiastic way, so I have a lot of enthusiastic
energy when I go to class.” Aiming to achieve such goals led to doing a good job and
experiencing pride, as this quote highlights: “I always plan around that goal to make sure
it was achievable and tangible and at the end to say I have reached that goal and so 1

could feel pride.”

431, AnHour in Petra’s Class: the Mathematics Jeopardy Game
“This section presents a day in Petra’s class, the level of interaction, the patterns of
communication, classroom dynamics, and prevalent emotions encountered for both
students and intern. Petra was always inclined to use a variety of teaching strategies to
boost the level of interaction in her classes. One such instance was the use of the smart
board technology to create an interactive jeopardy game for the duration of an entire
mathematics class. She tried to have different settings, in an effort to do something
different every class. As she guided students to the curriculum resources center, they

scemed excited to participate in yet another adventure in Petra’s class. The students were
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paired up in four teams: Germany, Finland, U.S.A., and Canada. She hand picked
students and placed them in groups, where high achievers were paired up with the low
achievers in an effort to ensure that they were of different capabilities and levels. She did
spread out the ones who talked a lot or had behavioural problems to create balance. In
doing so she proved not only that she knew her students well, but also that she evolved as
a teacher as she was managing both the class and the curriculum to perfection.

As each team rolled the dice, Petra counted which scored most points. Every team
worked on a math question, and then they took turns just ke in a real jeopardy game to
see which one gets the right answer. They were all engaged and captured by the idea that
that they were playing a game, completely forgetting that they were actually solving
problem after problem. Team Germany won the first round with 200 points. Students had
about 30 seconds to solve a math problem and were constantly encouraged to be active
participants within their teams. Students scemed to thrive within the high paced
environment and they didn’t seem frazzled about the time frame. They all shouted out
loud whenever they got an answer, no matter if it was right or wrong, and seemed overly
excited to be involved in this game. The level of noise during this class reached its peak
and Alison, who had not interfered at all with the proceedings of the class, had to quiet
them down a bit, as they were all over the place and were overly excited about this class.

“This describes a 30 seconds snippet of the class interactio

15,

Petra: “Find the missing denominator:

Mark: “Miss, this is not possible!”

Petra: “Yes, itis possible. ... We got our answer team Germany?”
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Elizabeth: “Ding, ding. We got the answer.”

As the conversation and the game carried on, I noticed that one student completely
forgot about himself and got so carried away playing the game that he was standing on
top of the chair, while his eyes seemed literally glued to the smart board screen. Hands
went up all over the place; they feltlike they were competing among themselves while
they were highly engaged in solving math problems. Having Elizabeth as the main player,
team Germany won most rounds. She was one of the most gifted students of the class. On
one oceasion, Elizabeth had a heated debate with Catherine, another member of the team.
Dismissing her team with a quick stroke, “hang on Miss, hang on ... guys you are not
helping me”, and she pursues the matter with Catherine and later on with Petra. As
Elizabeth went on to explain the logic of the problem to Petra, the game came to a full
stop as it became obvious that Elizabeth was really affected. Petra clarified the situation;
team Germany won again, and Elizabeth was thrilled.

This was supposed o be a review class for the quiz they had the next day on
adding and subtracting mixed numbers. Walking between the four round desks where the
students were located and lovingly checking students’ workings, she was tapping from
time to time while waiting to hear students’ comments. Some problems took longer than
others to be solved. However, they solved an incredible amount of problems, and the
success of this class was unprecedented. This group was always noisy and extremely
curious, an interesting bunch to say the least, very volatile, very lively, and always asking
questions. But today, unlike all other mathematics classes, nobody asked permission to go
1o the bathroom. They were so engaged in the game, that they completely forgot about

indulging into their regular mini escapades.



Secing students so engaged contributed to an increase in the frequency of large
smiles on Petra’s face, as she pulled her lips back and upward creating a semicircle shape
to her mouth. The intensity of these smiles became obvious as her cheeks moved upward,
inducing the outer band of muscles around her eyes to compress, wrinkling her round
shaped eyes, bagging the skin below her eyes. Holding her hands almost like in a prayer,
with her head tilted forward, and eyes wide open, Petra’s body language revealed her
most inner expectations of hearing correct answers and of seeing their progress. Her
expectations were fully met since all students had their hands up every other minute,
exuberantly shouting answer afier answer, and staying focused on the task at hand, as this
quote illustrates: “it was good, I liked it, it is definitely good, it went the way I wanted it
0 go.”

It took her almost three days to put together this lesson plan, but regardless of the
time and effort that was involved, she did it for the students:

1 found the template game and then I had to look at the book and see the review

test, 50 it took two o three days. Two days to get the game all straightened away.

Because I had to figure out which questions to use and it was not hard work, but it

‘was tedious getting it to work and you put the questions in and the questions

‘won’t come up on the screen like you wanted it.

‘At the end of this class, Petra said that her prevalent emotions throughout this
class were excitement and enthusiasm, because the more the students were getting
excited, the more she was getting into the game and into the cheerful spirit of the class, as
this quote exemplifies: “you are pretty excited, and enthusiastic and happy along with

them because they get you going.” When her students enjoyed an activity, she thought
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that all the work that was put into it was worth it, and ultimately all worked out well. She
ensured that a wide variety of problems were present, covering all six sections of the
chapter. Petra managed to go through a lot of problems, as opposed to a regular class
‘where she would have five or six examples done. At the end of today’s class, students
‘were so quick to figure out problems, that in a few seconds they were shouting “Oh, T
know the answer.” Due to the involvement and excitement, they seemed a totally
different crowd:

....engaged and focused on winning and if there is something a prize or something

they could win, thisis their focus, totally on that. So when they are focused and

pay attention and they are really excited about something, they totally go through
more examples. And they don’t even realize T don’t think they realize it. So, when
they are focused and enjoy something they will definitely pay attention and leam
it much faster. And when we do stuff on the board they stare up in space. So
definitely games help them. You are trying to get the answer before the friend
next to them, so they are really involved and really excited.

Looking back to how the class activities evolved, Petra could not help but
acknowledge the pride felt as the lecture activities worked out well and all the work put
into the preparing the class contributed to making it all worthwhile for students and self,
as this quote shows: “it went really well .. kind of proved to me and to them what they
knew.”

“This represented a snap shot of how Petra’s lessons bear the signature mark of
beneficial interactions and constructive teaching elements. This class was an opportunity

for students to apply their knowledge skills in a fun way. It described Petra’s teaching
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strategies as student centered and detailed her commitment to and love for teaching. Her
emotions revealed a blend of satisfaction, enthusiasm, excitement, joy, cheerfulness, and
zest for teaching. These emotions zero in on Petra’s enthusiasm and passion for teaching.
It accounted for her love and care for students, her kind and encouraging attitude, and
passion for teaching. This snippet characterizes Petra as an effective intern (Ames &
Ames, 1984; Witcher & Onwuegbuzie, 1999) who promoted a high quality of learning

and creative classroom environment (Deci & Ryan, 1980; Rigby et al., 1992).

44 Assertions and Closing Statements
Having presented my classroom observations as well as Petra’s own
interpretations of her emotions, within this section I summarize what I believe I

understood about this case. Petra pursued her internship at St. Mathew’s, a school where

the level of care for students reached maximum levels. Embraced by this caring
environment, Petra flourished as an intern. Her emotions progressed from initial anxiety,
disappointment, and frustration to a world of enthusiasm, excitement, satisfaction,
happiness, pride, joy, awe, wonder, care, and fascination. On the one hand, experiencing a
large palette of emotions was a direct consequence of interacting with students. Students’
performances, increased confidence, and cooperation during mathematics lectures fueled
Petra’s emotions. Their willingness to apply knowledge in solving new problems, their
high grades, or their attitudes towards math, emotions, actions, and behaviours led her to
experience happiness, joy, or enthusiasm. By being hyper, bubbly, constantly happy, or
by simply showing interest in mathematics, students contributed to Petra’s pleasant

emotions. On the other hand, such emotions were caused by her efforts. Prominent




attributed causes included constant care and attention directed towards students, her role
in students’ understanding, or seeing students flourishing under her guidance. Other
attributed causes included the realization that she had chosen the right career, or that she
‘was consolidating her teaching skills.

‘While experiencing such emotions, Petra’s thoughts ran to her students, to how
accomplished they became, how eager they were to learn mathematics and to share their
thoughts and questions about math, how well they adapted to her teaching style, how self-
assured they became in answering math questions, and how well they performed in
quizzes and chapter tests. At times, she thought about her accomplishments and progress
as an intern, about doing a good job as a teacher, and about how her actions positively
affected her students. She took into consideration the time and effort put into creating
worksheets and attractive mathematics games so that students benefited from diverse
problems. Petra contemplated her ability to get students motivated, the connection she
shared with her students, and the enthusiasm she had for teaching. However, for Petra,
students’ progress was far more important than her progress as a teacher.

‘The essence of Petra’s emotions such as satisfaction, happiness, pride, or joy was
encompassed by the utmost devotion she had for her students, as if her whole universe
revolved around them. Classroom observations and core descriptions of happiness or
enthusiasm portray Petra as an exceptionally caring person, devoted to students, looking
forward to the next class and discussions with students. The influence of these emotions
on her body was best described as waves of stomach butterflies and sequences of large

smiles on her face.
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Satisfaction, happiness, and enthusiasm influenced Petra’s goals, as she arrived to
the realization that she was actively contributing to students’ progress. Pleasant emotions
increased her levels of confidence and inspired her to look for and learn new teaching
methods. This aligns with Butler and Shibaz’s (2008) research, which affirms that
mastery oriented teachers describe successful teaching days when they gain knowledge of
something new. Pleasant emotions motivated Petra to learn about methods that worked
best for different students, and to study and incorporate new teaching strategies regardless
of the levels of difficulty. Happiness contributed to Petra’s peace of mind as she
acknowledged she did the best she could to contribute to students’ math understanding,
while enthusiasm reinforced her mood. The influence of satisfaction, happiness, pride, or
joy on Petra’s mastery goals was long lasting. Emotions such as satisfaction, happiness,
and enthusiasm increased Petra’s goals in importance and they became more tangible and
stronger. Her emotions contributed to a perceived easiness in attaining her goals.
Satisfaction, happiness, and enthusiasm made her feel closer in reaching these goals, and
learning new things about math or about teaching math became more real. Petra’s goals
were validated through students’ successes and aspirations to learn. Witnessing students’
happiness, Petra realized that her efforts and dedication were positive influences, and
decided to increase the time spent in creating great lectures plans for students. She wanted
to continue experiencing satisfaction as it had a double effect: it made her feel good and
kept students motivated.

Petra’s mastery goals contributed to her beliefs that the best approach was to
maintain a pleasant demeanor. Aiming to achieve her goals led Petra in doing a good job

and occasionally experiencing pride. Petra’s mastery goals led her to control the initial



layers of emotions such as disappointment and anxiety, and to actively work towards
changing these into satisfaction, happiness, or joy.

Atthe end of the internship, Petra believed that being positive about teaching,
about students, enjoying the work involved, and experiencing emotions such as
satisfaction, enthusiasm, excitement, or happiness, made reaching her goals easier and
faster. Thinking about the internship she was “enjoying every second, whether it was
‘mathematics, home economics, art, whatever it was.” This contributed to learning and
following up on her teachers’ footsteps, as this quote exemplifies: “I do what Alison does
that T can use in my teaching so I can take from her and grow that way.” To reach such a

powerful conclusion at the end of her internship, she needed more than just good

analytical skills. She exhibited a rather perfect combination of cal knowledge
and teaching skills. Petra taught in a school environment conducive to establishing trust
between teachers and students.

Petra volunteered to participate in the case study. She displayed characteristics of
effective teachers that made her most interesting to watch. Examples include: efficient
organizational skills, flexibility on her approaches to teaching, excellent bonds with
students, and a subtle sense of humor. Petra had developed an ability to design lesson
plans that captured students’ attention. She increased their motivation to study math. She
had constant positive expectations. She showed enthusiasm, excitement, and passion for
teaching. Petra demonstrated care for students. All these attributes are in alignment with
descriptions of mastery oriented teachers (Ames & Ames, 1984; Witcher &
Onwuegbuzie, 1999). Petra’s teaching style is in agreement with Babad’s (2007)

description of effective teachers, which highlighted teaching strategies such as “great
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interest and enthusiasm about their subject, they teach in a provocative and stimulating
style, they use their faces, bodies, and voices to attract students’ learning, and they take
efforts to involve the students in the learing process” (p. 215).

Petra deeply cared for students’ progress, and showed compassion for the ones
who struggled. She used differentiated instruction, seemed close to students yet kept
enough distance so they ultimately knew who was in charge, rewarded good behaviour,
made jokes, and used her initial frustration and disappointment to become a more
accomplished teacher and to succeed in doing a good job that would benefit students.
Through her actions, emotions, and goals, she embodied the *perfect intern’. The school’s
warm atmosphere and Alison’s guidance contributed to her progress. However, what I
really think made a difference in her emotional and professional development was the
sum of her determination to succeed, passion for teaching, desire to follow into the
footsteps of former math teachers, and all her emotions and goals. Petra wanted to help
students lean, to see them striving in math, to do well, wanted to make a difference in
their lives.

T would like to remind readers that this case study reported my own understanding
about Petra’s emotions and goals. This case study showed that mastery oriented interns
experience all types of emotions during teaching. Those unpleasant emotions can be
converted to pleasant ones, thus having the potential to improve one’s teaching skills and
to increase motivation. The case study brings back into the spotlight Harrison and Robb’s
(1985) query: “the moral question is not *What do feel?” but rather, ‘What do I do with

what I feel?™” (p. 14).
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Chapter 5 Data Analysis

‘This chapter presents the major findings of this research as these relate to the
research questions of the study. What kind of emotional experiences do interns encounter
‘while teaching mathematics? What similarities and differences exist between the
emotional experiences of inters with different goal orientations? The chapter has four
sections that present similarities and differences between mastery oriented, performance
approach, and performance avoidance interns’ emotional experiences. The first section
illustrates meaning units, emotions” frequency and core descriptions, and commonly
occurring emotional patterns. The second section presents attributed causes of various
emotions. The third section presents interns’ thoughts while experiencing different
emotions. The fourth section describes relations between emotions and achievement
goals.

Data were catalogued based on interns’ achievement goals: mastery oriented,
performance approach, and performance avoidance, as these became apparent from
surveys. It has been suggested that students could pursue two apparently exclusive goals,
such as mastery and performance goals (Dweck, 1986; Dweck & Leggett, 1988). In the
case of pursuit of multiple goals, research shows that differentiation appears when

mastery in favour of s (Seifert, 1995b). “The high

‘mastery/high performance student stops behaving in a mastery way and begins to engage
in failure avoiding strategies in an effort to achieve the desired performance goal”
(Seifert, 1995b, p. 135). As such, for the purpose of a clear demarcation of interns’ goals,

the first interviews were used to cement interns” goal orientations. For example, the
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language used, the nature of interns® perceptions of ablity and behaviour, and their
actions in the face of failure place certain interns within the performance approach group,
as this quote exemplifies:

1 think if my colleagues are doing their job and are being successful teachers, I

would never try to outperform them. However, if I am not being successful then I

am trying to outperform them. I always want to be successful. (9-2)

‘The meaning units were different emotions that conveyed the essence of intemns’
perceptions about their emotional experiences that occurred while teaching. Meaning
unts were then compared across interviews and diaries for data regularities. Throughout

\ this chapter, citations from interns” interviews are labeled as (1-3), and this is interpreted
as the third interview of the first intern. Citations from interns’ diaries are labeled as

(5-d2), and this is interpreted as an excerpt from the second diary of the fifth intern.

5.1 Prevalent Emotions and Their Frequency
“This section presents two tables with structured information obtained from
interviews and diaries about the nature and frequency of intens’ emotions. Interns

affirmed that some i on a daily basis, while othe atalesser

intensity. In the following tables, the daily occurring emotions are listed in bold type,
‘while emotions occurring twice or three times a week are underlined.

Alist of predominant pleasant emotions as well as their frequency through
interns” diaries and interviews is presented in Table 1. Based on the collected data, in the
case of mastery oriented interns, daily occurring emotions are happiness, enthusiasm, and

satisfaction. The most frequent mentioned emotions for performance approach interns are
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satisfaction, pride, and happiness. Excitement, enthusiasm, pride, and happiness appear
daily. Joy and satisfaction occur three times a week. The most frequent emotions for
performance avoidance interns are happiness and surprise on a daily basis, while relief
and satisfaction appear two or three times a week. The numbers in Table I present the
ratio between the number of occurrences of emotions and the number of students in each
group. The number of occurrences for each emotion was established by counting how
many times interns deseribed an emotional experience during interviews and diaries. For
instance, there were six mastery oriented interns. Throughout their interviews and diaries,
they described 24 emotional experiences where they encountered happiness. As such,
within Table 1, the happiness ratio became 4.

‘Table 1. Pleasant emotions and corresponding ratios

Happiness (4) | Happiness (2.8 | Happiness (4
i tisfact

Pride (2) : Pride (1)
9 8
Joy (1.3) joy (1.2)
Excitement (1.1) Excitement (0.6) Excitement (2)
fope (0. Hope (0.6) Hope (0.5)
Relief (0.5)
Surprise (0.7) Surprise (1.5)
Caring (0.5) Caring (0.4) Caring (0.5)
Awe (05
Pleasure (0.3)
Wonder (0.2) Wonder (0.6)
Anticipation (0.2) Anticipation (1

For mastery oriented interns, the essence of happiness and satisfaction revolves
around students’ understanding, in alignment with research by Ames and Ames (1984): “1
feel that I help strengthen students’ mathematical knowledge and their confidence with it”

(2-2). Intems’ satisfaction stems dircetly from students” satisfaction, as an intern uttered:
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“Iam very happy to see the kids” faces and that they achieved and that they did well. And

1 guess my satisfaction came from their satisfaction” (3-2). For
interns, the essence of relief revolves around avoiding manifestation of inferior teaching
(Butler, 2007): “I was relieved because my students behaved well when | was afraid they
wouldn’t” (7-3). For performance approach interns, the essence of happiness, pride, or
enthusiasm revolves around self-image and self-confidence. This aligns with research
about performance approach students that highlights their preoccupation with self and
their tendency process information in terms of self and others (Seifert, 2004). Happiness
makes one “continue to want to teach” (9-2). Pride contributes to making an intern “feel
good about myself, that my teaching practices are up to par” (12-3). Enthusiasm presents
the preoccupation with self-image, because it “makes you feel confident and it makes you
feel good about what you are doing” (10-2). The significance of the joy of teaching is
described in terms of self-image, as *I feel fulfilled and satisfied and confident that I
‘made the right career choice” (13-2). Satisfaction is described in terms of dominance:

‘The essence would be that people are happy with the results, that students and us

are happy with the results, and what they find it is important is what I am finding

important and this is the essence of satisfaction right there. (12-2)

A list of predominant unpleasant emotions as well as their frequency through
interns” diaries and interviews is presented in Table 2. Based on data from interviews and
diaries, for mastery oriented intens, frustration appears twice or three times a week.
Interns mention that disappointment “is very sporadic” (1-2), “anger does not really come
in often” (3-2), and the “tiny bit of nervousness and anxiety at the start of every class”

tums into “a sense of satisfaction at the end of the day” (6-2). For performance approach
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interns, anxiety appears daily, nervousness and frustration twice or three times a week.
For performance avoidance interns, frustration appears daily, annoyance and worry twice
or three times a week.

‘Table 2. Unpleasant emotions and corresponding ratios

ustration (4.5)

) Anxiety (0.5)

Iriation (1.5) Imitaton (0.4) Imitation (1.5)

i 1.5)
Anger (05) Anger (0.4) Anger (1)
2 N
Disillusion (0.5) Disillusion (1)
orry (03 Worry (15)

Hopelessness (0.3) Helplessness (0.2)

Sadness (0.2) Sadness (0.2)

Fear (0.2) Fear (0.6)

Powerlessness (0.2) Powerlessness (1.5)

| Shame (02)

Panic (0.2) Guilt (2)

Boredom (0.2) Confused (0.5)

For mastery oriented interns, frustration occurs when students devalue interns™
efforts, because “you are putting in effort for something that will benefit them, and they

don’t scem to have any interest in, and they don’t respect the effort you put into it” (6-2).

For approach interns, the core of frustrati ists off:
.. alot of behavioural issues, and it was insane ... definitely a feeling of not
knowing what to do next. It is a situation where you don’t know how to react. You
don’t know what to do to get your job done. It is a feeling of being lost. (9-2)
For performance avoidance interns, the essence of frustration derives from a sense
of incompetence: “Why can’t students just work? Why can’t they just listen right now?
Why can’t they be working right now?” (8-2). This mirrors Seifert and O’Keefe’s (2001)

rescarch, which suggests that “a sense of incompetence o a heightened sense of



extemnality could give rise to work avoidance” (p. 90). Performance avoidance interns
interpret students’ failures as possible threats to self-worth because “students didn’t learn
and I worried that it might be my fault” (7-2), mirroring Seifert’s (2004) description of
performance avoidance students. Description of annoyance reveals interns” sense of
incompetence and poor self-esteem relative to students’ comments: “perpetually

misbehaving kid distracting others and twisting my words” (7-2).

52 Attributed Causes
‘This section describes attributed causes for the appearance of emotions. It has two
subsections: one focusing on attributed causes of pleasant emotions and one for attributed
causes of unpleasant emotions. To understand the emotional experiences encountered by
interns while teaching, it is important to know the attributed causes of emotions. This
section identifies similarities and differences between attributed causes for mastery

oriented, and id: interns.

521, Aributed Causes Leading to Experiencing Pleasant Emotions
This subsection presents attributed causes for emotions, such as satisfaction,

happiness, enthusiasm, excitement, pride, excitement, joy, relief, surprise, awe,

fascination, pleasure, wonder, hope, or anticipation. Table 3 offers a comparison between

causes as described i ately after interns iencing such emotions. It

presents five themes: students learn mathematics, students are involved in classroom
activities, students exhibit reinforcing classroom behaviours, students” and interns

emotions play different roles within classroom teaching, and interns have good teaching
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skills. Within Table 3 to Table 12, concepts in italics and underlined are comparable

across three groups, the ones in italics and bold are comparable across two groups, and
the italics ones present no correspondence at all. Tables 3 to 12 have counterparts in
Appendix D, where excerpts from interns’ interviews and diaries are presented, and
‘which support the themes and concepts presented in this chapter.

Similarities in concepts are noticeable, yet subtle differences emerge. Mastery

oriented interns’ its about how students understand ics reflect a

complete focus and attention on students’ comprehension. Students’ understanding is
described as a continuous learning process as “everyone is at a very different level, if they
walk out knowing more than they walked in with, than that is more valuable” (4-1). Such
attributed causes align with the analysis about task-mastery oriented teachers that depict
teachers as concerned with students’ understanding and progress (Ames & Ames, 1984).
Performance approach interns view students’ understanding as evidence of their teaching
abilities. Satisfaction with their teaching emerges with statements, such as “when I know
that they understand the material I feel satisfied with my teaching and the class” (10-d3).
The pride of doing a good job is directly linked to the supervisor’s comments, and
highlights processing information in terms of others (Seifert, 2004), as this intern stated:
Butif he is finding that I am doing a good job teaching, he does not need to keep
an eye on me, and he will send an email. So, if he sends me an email, that makes
me feel like I am doing a good job. (11-3)
Concern with self:performance supports other research, which centres attention on
performance approach students’ demonstration of high ability (Ames, 1992; Dweck &

Leggett, 1988; Urdan & Machr, 1995). Performance avoidance interns’ vocabularies



reflect more reserved statements about students’ understanding: “I was happy because
they seemed to understand the questions and because the class flew by” (7-d9).

Mastery oriented interns clarify the cooperation between themselves and students
through the lens of happiness and active classroom participation, as this quote
exemplifies: “they come in and are having a really good day and they are really happy
and they participate a lot in class” (6-1). However, performance avoidance interns
underline how students *scem to understand” math ideas:

And it did not stress me that we did not get through quite as much as we might

have. But we did get through a lot. And at the end they seem to understand it, and

by the end I was actually very happy about how the lesson went. And the students

scemed to respond to me, or they were feeling different that day (8-2).

Being able to explain math concepts in different ways presents mastery oriented
interns” sustained efforts in facilitating students’ understanding, in helping them arrive to
an “Aha’ moment. For example, an intern affirmed that “they don’t understand and I can
explain something in a different way, and they say ‘Oh, yeah!™” (5-1). For performance
approach inters, being able to explain math concepts differently ties in with their
satisfaction of being able to deliver content in various styles. An intern stated: “T was re-
teaching what was taught yesterday because the students didn’t grasp the concept but T
explained it differently which lead to satisfaction” (9-d5).

For mastery oriented interns, connecting with students symbolizes relationships
with students, helping them make connections with math, as this intern points out: I

really feel that I make connections with people and help them make connections in their



‘mathematical knowledge” (2-2). While conjecturing such connections, performance
avoidance interns use more cautious terminology:

being able to talk to them, secing their reactions, being able to joke a bit ... it is

the response that I get from the students, that I get the impression that they are

learning or that they enjoy being in the class (8-2).

‘Table 4 presents attributed causes from a retrospective view, namely after interns
take the time to reflect upon the emotional experience, analyze each step that might have
contributed to the experience, and discern between major or minor causes. For mastery
oriented interns, attributed causes leading to pleasant emotions are focusing on: students’
actions, students’ progress, or on building connections with students. When self is
mentioned as cause, this is done in connection with students’ progress and in connection
with establishing relations between self-actions and emotions. For performance approach
interns, the corresponding attributed causes are tied with self-image, as intens relate
attributed causes of pleasant emotions to their performance, such as: doing a good job,
obtaining positive feedback from the supervisor, or being influenced by cooperating
teacher's actions. Less emphasis is placed on attributed causes related to students. These
findings mirror research focusing on students, which presents performance goal oriented

students” desire to obtain positive judgments from others (Dweck & Leggett, 1988).



‘Table 3. Attributed causes contributing to the development of pleasant emotions

pay attention, are engaged in
classroom actvities

apathetic students solve problems

behave
work together
cooperate with interns

successes

behave
work together

self imag
react o interns” eforts

interns’ emotions
interns” emotions influence
students’ emotions

students” emotions sway interns”
confidence

interns" teaching influence
students” emotions

enjoy the

interns” emotions influence
students’ emotions.
students” emotions influence
interns’ teaching.

different ways different ways
the et positive feedback from the
connect with students connect with students
i * confidence in i
their math abiliies their guidance draw energy from others
hel i : it
grades class don't have significant disruptions
i Jde
students’ progress performances




el 7 Gidn't
understand math before relate t0 students understanding

theirteaching math take

contribute 10 students” education | correctstudents” behaviour interns atttudes seem 1o create a

have good management skills | reach out to all students selfsurprise effect

assess students” work
make a difference

Table 4. Attributed causes contributing to the development of pleasant emotions —

retrospective view
do a good job doa good job
b st Jusdonck oo | obéae polie fedback from the
the supervisor feacher supevsor tenc
actions cooprating eachar s actons
é are i enjoy
pr emotions

establish relations between

522.  Atributed Causes Leading to Experiencing Unpleasant Emotions
“This subsection presents attributed causes of frustration, anxiety, anger, iritation,
disappointment, nervousness, disillusion, worry, guilt, fear, or sadness. Table § offers

comparisons between attributed described is i after i wrred. It

presents concepts classified under five themes: students don’t behave, students have

reduced work attitudes, emotions affect teaching and learning, interns lack management

skills, and interns lack teaching abilities.
Students’ emotions and moods influence interns’ emotions and moods in different

ways. Mastery oriented interns acknowledge that students’ emotions have the power of

swaying their own emotions. However, the language used scems fairly mild, e.g. it kind

of brings your mood down a bit” (6-2). Performance avoidance interns’ vocabulary
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reflects a more powerful influence, particularly when they say that students” “emotions
play a role in my emotions while ' teaching because if they’re upset or disgruntled or
shy about something, then I'm going to be too” (7-2). Performance approach interns use a
more dramatic tone in portraying such influence, s this quote exemplifies:

One day, this little girl started breaking down crying while I was teaching math.

And I just froze. And I sort of just froze and she was not very loud, but she was

sitting at the back of the class. But I noticed and I said to my cooperating teacher

*She is crying back there’. So I am thinking this is not that bad, and I started to

really flel for them, because I am thinking if this is math we have real problems

here. .. So, their emotions are a big part of mine. (12-2)

For performance approach interns, lack of confidence in teaching abilities means
questioning what to do or wondering how receptive students will be to their teaching
methods. Such questioning occurs when interns are “uncomfortable when students ask
questions that I don’t know, and when students just won’t listen to the instruction” (10-1).
For a performance avoidance intern, the lack of mathematics knowledge ties in with
deeply rooted insecurities about being good teacher: *I was unable to solve a problem
(that I should be able t0)” (8-d2). In time, the lack of confidence in their math skills
translates into verbalizing shortcomings as teachers as they “can’t get anything out of
them, it just feels like it is a very draining experience” (8-2). Ultimately, an acute sense of
lack of classroom management skills prevails, as they do not feel “particularly capable at
that moment” (8-2) and think that they could “probably handle the material, but the

‘material and the students at the same time this is what I am finding difficult” (8-2).
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alient particulariti when idance i describe the

pressures of the internship and displ bout onal system,
such as “inclusive education is a pain” (7-d7) or “this is a really casy topic and the
textbooks really drag it out” (7-d8). One performance avoidance intern expresses
disinterest in helping students: “I should not have to deal with it and I say almost a desire
to not help with anymore, almost a desire to punish them because I was angry at them”™

(8-3). This verbalized lack of ing and signi  the educational system

reflects research conducted about work avoidance students that don’t see the benefit of
being engaged in academic tasks (Seifert & O’Keefe, 2001; Seifert, 2004) and engage ina
passive-aggressive mechanism (Jarvis & Seifert, 2002).

‘Table 6 presents attributed causes from a retrospective view, namely after interns
take the time to evaluate the steps that might have contributed to the appearance of
unpleasant emotions. Overlapping attributed causes listed in Tables 7 and 8 include
intemns’ teaching strategies and students’ behaviours. It is apparent that performance
approach oriented interns associate the attributed causes of unpleasant emotions with
students’ behaviour, poor performances, and reduced work attitudes. Questioning their
teaching strategies is done through the lens of students’ behaviours. One intern stated: “if
students are behaving a certain way, how are you going to get them into what you are
doing?” (10-3). This is similar to research done by Pelletier et al. (2002), that describes
performance approach teachers” controlling tendencies. Mastery oriented inters directly
link attributed causes of unpleasant emotions to teaching strategies because they “could

have dealt better with what [students] were presenting” (2-3).



“Table 5. Attributed causes contributing to the development of unpleasant emotions

are chatting are chatting
disregard interns’ efforts disregard interns’ efforts

" abilites to

" o
learn explanations

don’t care about learning don’t care about learning don’t care about learning
don’tpay attention don't pay attention
are not cooperating are not cooperating
actions actions
don'tlearn even if are question the value of math
don't understand certain math | interns’ efforts
have low levels of math skills

Jail tests because they choose to. | don'tunderstand math, make
w form teaching diffcult

students” emotions and moods students” emotions and moods atudents” emotions and moods

influence interns’ emotions and | influence interns’ emotions and | influence interns” emotions and
moods

inters” emotions affect students’ inters’ emotions affect students”

emotions emotions

students’ moods create
challenges in teaching

strategies strategies
are unable to get students 1o are unable to get students to
wor wor

are unable to deal with students are unable 1o run the lesson as.
behaviours

desi
express disinterest for helping
students

are unable to get students settled
down
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i are tensely
are unable to engage students are unable to engage students
thei h
knowledge of math knowledge of math
their teaching their teaching
abilties abilites
compare their teaching abilities Jfeel the pressures of the
with others internship
do no performing to the best of express overt displeasure for the
thei abiliies educational system
are unable to properly explain express dissatisfaction with
math concepts textbooks

‘Table 6. Attributed causes contributing to the development of unpleasant emotions —

retrospective view

students have reduced work
atitudes
math

53 Thoughts

‘This section describes interns” thoughts while experiencing various emotions, and
has two subscetions: one deseribing thoughts appearing in conjunction with pleasant
emotions and one describing thoughts appearing in conjunction with unpleasant emotions.
To understand the emotional experiences encountered by interns while teaching, it is

important to know what they are thinking of in those momens.

53.0. Thoughts Appearing in Conjunction with Experiencing Pleasant
Emotions
“This subsection gives an overview of the thoughts that oceurred while

experiencing pleasant emotions. Table 7 presents interns” thoughts while they
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experienced pleasant emotions. It lists different concepts classified under six themes:
students perform well, students don’t behave, interns have good teaching skills, teaching
i the right career choice, emotions affect teaching, and interns work on their teaching
strategies.

When mastery oriented interns think about doing a good job as teachers, they
directly relate their experiences to students” progress, as they “successfully
communicated an idea to a student” (2-2). This agrees with Ames and Ames (1984)
rescarch that points out how mastery task teachers engage in activities that contribute to
students’ benefit. Performance approach interns evaluate doing a good job through the
lens of becoming successful at the job. This attitude towards teaching makes performance
approach interns feel on top of the world, as one has “thoughts of being successful.  felt
like more in reach. I fet like I could actually do this and be successful” (9-2). Ultimately,
it leads to making one feel like “I had the world at my fingertips, that I could do whatever
T wanted as a teacher” (11-2).

For mastery oriented interns, having good teaching skills means being happy for

competently explaining problems, engaging in activities that lead to experiencing
satisfaction again, having strong connections with students, making a difference in
students’ lives, improving their teaching skills so that students can benefit more, helping
students and getting them motivated, or being glad to put in the time and effort to create
well designed lessons so that students understand. These findings follow Butler and
Shibaz's (2008) rescarch that highlights mastery oriented teachers reporting good day

when they gain knowledge of something new:



Tam glad that I did put the effort into planning the lesson the way I did, and I am
glad I took the time to think about different ways of explaining it to different
students so that everybody would understand. (6-3)

For performance approach interns, having good teaching skills equals thinking
about self. The following thoughts appear: doing a good job, being able to accomplish
anything, thinking highly of self, getting positive feedback from students, feeling old, or
seeing students thriving as a direct consequence of their teaching actions. An intern
illustrates the latter statement: “I knew I must have been doing a good job. All these 1005
and these good marks, I could help these students do this well” (12-2). This parallels
Seifert’s (2004) research where performance goals students are described as self and other
focused, and as processing information in terms of others.

While mastery oriented and performance approach interns think that they made
the right career choice, performance avoidance interns think about their increased desire
0 teach and to interact again with students, as this snippet described the latter group:

“The class went well, kids scem to understand, there seemed to be some interaction

between myself and the class, the students were reacting positively. ... Some of

them I was able to joke with, so it was pleasant. ... Can’t wait to get started, I

can’t wait to teach. (8-2)

Some concepts from Table 7, such as students understand mathematics, and students are

excited about their accomplishments overlap with concepts listed in the attributed cause

section of Table 3. This could be explained though the powerful impact of the stimulus
event on interns (Plutchik, 2003). Subsequently, the cognition has been one of

eembracement of stimulus.
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Table 7. Th

1o more satisfaction

have sirong connections with
students
progress well

improve their teaching skills

students

think highly of self
are old

L asa
consequence of their teaching

skills

follow the lesson plan

enjoy teaching

desire t0 teach again
interact with students

strategies
e gt

‘Table 8 presents thoughts from a retrospective view, namely afier interns take the

ime to evaluate the steps that might have been factors for the appearance of pleasant

emotions. Thoughts overlapping Tables 7 and 8 relate to interns doing a good job
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teaching and having good teaching strategies. However, there are instances when interns
don’t puta lot of thought in. When all classroom activitics go well, mastery oriented
interns don’t take the time to reevaluate the situation: “sometimes it goes extremely well
and I don’t think about it a whole lot” (1-3). Performance avoidance interns seem to think
about pleasant emotional experiences in the context of work: “I don’t usually analyze the
‘emotional part of it unless I have to fill out one of your journals or the experience was
particularly emotional” (7-3).

Table 8. Thought: ing while experiencing pleasant emoti ive view

have good teaching strategies | have good teaching strategies
do not think about it do mot think about it

exp
teaching

532.  Thoughts Appearing in Conjunction with Experiencing Unpleasant
Emotions

Table 9 presents interns’ thoughts while experiencing unpleasant emotions. It

Tassifi ts under four themes: students don’t behave, interns ed about
students, interns are concerned about teaching strategies, and emotions affect teaching.
Table 9 presents what mastery oriented interns think of while experiencing unpleasant
emotions. Mastery oriented inters acknowledge that students misbehave. With this in
mind, these interns put a lot of thoughts into teaching strategies that would be more
beneficial for students. They think of strategies that could be used to improve the given

situation, they compare their teaching across groups, and think of tactics that could be

used to regai 1 over the class. ., they think of their conti desire to
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continue teaching, and critique themselves for perhaps doing a less perfect teaching job,
as these quotes illustrate: “T am constantly thinking *Am I doing this ok?”, ‘Is there
another way I should be doing this?”, ‘Is there a better way I could explain something that
Ijust said?”” (6-2). This presents mastery oriented interns’ adaptive nature (Butler, 2007),
On the other hand, performance approach interns think more about students’ poor
behaviour than about their teaching skills. Unpleasant emotions trigger thoughts about
students’ less desirable behaviour during class, about their lack of commitment in doing
their homework, about their lack of cooperation. However, not a lot of thought is put into
furthering their teaching strategies. Interestingly, performance avoidance interns seem to
have expectations from students as they wonder “why can’t the students just behave?”
(8-d2).

Mastery oriented interns put things into perspective and use unpleasant emotions

and ing thoughts to grow as ionals: “good and bad emotions are
necessary. The good reinforces, while the bad makes me aware of my shortcomings and
how to improve myself. So, I think that is good to be in touch with both of them” (2-3).
While experiencing frustration, performance approach oriented interns feel trapped:
Tdon’t want to teach junior high school classes. This was the first thing. And I am
saying to myself, you know one week, I just got a week left. And I mean, is not to
a point where I am not so stressed that I can’t handle it, but the days are taking a
toll, and even when I am teaching all I am thinking is my God, I just think that
there is a seat in heaven reserved for any junior high teacher. Anyone who has
been a junior high teacher they are good persons, they have patience, these are

things that are going through my head, what can I do to stop them? (12-3)
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When performance avoidance interns experience unpleasant emotions, their

attention is diverted towards the inability to control the class, and their wish of avoiding
dealing with a rowdy class. They experience turmoil while teaching, worry about their
career choice and about the internship, and end up questioning a full time career in
teaching:

Certainly if my classes are like that every day, it would not be worth it to me. ... T

was really seriously thinking if I was wasting my time trying to become a teacher.
Yeah, 50 in terms of future stuff, I think what I would like to do is like a part time
position available or substitute the first year, rather than have a full time job. (8-3)
Table 10 presents thoughts from a retrospective view, namely after interns take

the time to evaluate the situation that led to the appearance of unpleasant emotions and

thoughts. O i ing from Tables 9 and 10 relate to

interns” desire to manage their emotions, and to reflect and improve teaching strategies.

important diffe One idance intern

contemplates the future with skepticism: “I thought more about frustrations and the

difficulties involved, and I had considered seriously whether I want to teach at all” (8-2),
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Table 9. Thoughts appearing while experiencing unpleasant emotions
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Table 10. Thoughts appearing whil encing unpl

view

5.4 Perceived Effects

‘This section describes i to interns™ s toward:

instruction. It has two subsections, one for pleasant and one for unpleasant emotions.

54.1.  Perceived Effects of Pleasant Emotions

“This subsection gives an overview on the perceived effects that occurred while
interns experienced pleasant emotions. Table 11 presents concepts classified under three
themes: immediate versus permanent, bodily effects, and intemns” actions.

For mastery oriented interns, satisfaction, happiness, and other pleasant emotions
are essential as they make interns “want to go to the next class and of the same kind of
thing” (2-3). This parallels descriptions by Kunter et al. (2008), which link teachers”
enthusiasm with high quality instruction. Performance avoidance interns view happiness
as a compulsory element in the continuation of a teaching carcer. An intern believes that
“if my job doesn’t make me happy, then P11 quit and T won’t have a professional life”
(7-2). For performance approach interns, pride is important to experience as it reinforces
work performance and social status. Pride is viewed as a compulsory ingredient for
experiencing success in the long run because “if you don’t have pride, I don't think there

would be much to wake up for” (9-3). Another quote highlights the latter id
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You have to be very proud of what you are doing. If you are not taking pride in
teaching and helping these kids, in what you are doing, what is the sense of it? T
am proud of myself that I am such a great teacher that they all know it now. .. So,
itis very important. (12-2)

Pride seems to be a driving factor for interns in reinventing themselves and their

teaching strategies. Furthermore, an intern believes that pride experienced within the

internship or the first year of teaching is not as strong as what the future might have in

store:

You need to be able to create new feelings of pride, and in that way reach new
feelings of pride. ... You are just working up the pride in the first year of teaching.
T don’t think it is a strong feeling. The feeling of pride might continue for the rest
of your career, but it won’t be as strong of a feeling unless you reinvent yourself,
so that you get new strong real feeling of pride. (11-2)

‘When mastery oriented interns externalized emotions, they “felt like patting every

student on the back for a job well done™ (1-d10) and even “thanked the students™ as they

“felt flattered” (3-d5). On the other hand, performance approach interns “feel like talking

alot” (10-49) and “try to show enthusiasm by just talking in a certain tone and doing

certain activities and being up in spirits, happy” (10-2). Performance avoidance intens

are more reserved in externalizing even the pleasant emotions. An inter explains the

‘manner used to deal with pleasant emotions: “I take a few deep breaths, I got o calm

down, I got to control what I will say, probably just calming down” (8-2). While mastery

oriented and performance approach intens are willing to put in more time and effort into




subsequent classroom preparations, performance avoidance interns have mixed opinions
on the amount of time and effort they are willing to put into preparing for classes.

Table 11. Perceived effects of pleasant emotions

future
O dertoa

positive emtions rub off o

importance of experiencing pride

54.11. Perceived Effects of Pleasant Emotions on Mastery Goals
Caring, satisfaction, and happiness reinforce teaching as a good choice because
“the satisfaction and positive experiences help to solidify that this career is indeed what I
want to do for many years to come” (3-d1). Satisfaction increased inters” drive to
continue on the teaching path with even more passion and determination, and contributes
o thinking of what might benefit students more:
Satisfaction definitely makes me want to keep going. Like I said, I think | made
the right carcer choice. So, definitely makes me want to continue on and makes
me want to do my best and strive to engage every student. Because it feels good to

know that you helped and the kids are doing well. (3-3)
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Satisfaction, happiness, and enthusiasm increase an intern’s confidence and

reinforce current teaching strategies: 1 am making a difference, I am getting through to
the kids, I am helping out” (3-2). Another intern felt that “teaching goals must be coming
true and developing into something better” (1-2). All this aligns with self-confidence
characteristics and adaptive nature of mastery oriented students described by Diener and
Duweck (1978). Happiness inspires mastery oriented interns to build on their current
teaching practices and to look for altenative tactics of teaching. Enthusiasm and
excitement contribute to an increased desire to integrate new teaching strategies, such as
the use of technology in the future teaching classrooms:

At the beginning of the internship I probably just want to use different methods

and try to figure out what i the best way to teach different topics. Now, I want to

goalittle bit above and beyond that and see what else is available out there to use,

o try to find more resources. ... I will not hesitate o try the smart board or other

technologies in my future classes. (1-3)

Satisfaction increases intems” desire to learn new things in mathematics no matter
how difficult (Butler, 2007; Papaioannou & Christodoulidis, 2007). It highlighted
progress and ability to succeed in the long run and it “confirmed that I knew I could
become a better teacher. Doing these things it scems like they learned it. It confirmed a
step of becoming a better teacher” (5-2).

Satisfaction contributes to recognizing that “every class s different, every student
is different, so you have to keep working to achieve this, to come up with new methods to

engage them, new methods to teach them, more tactics to handle classroom behaviour”
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(3-3). Satisfaction adds to interns’ desire to advance their knowledge about teaching

strategies as they notice that students benefit from being exposed to a variety of teaching
styles. Mirroring other research (Henderson, 1992; Pollard, 2002; Seifert 1995b), mastery
oriented interns present a preference to self challenge by putting effort into learning new
teaching methods to accommodate various learning styles:

T want to learn as many different ways of teaching the curriculum as I can,

because I know a lot of different students learn in different ways. When I am able

to do that I do feel satisfied with that, it makes me want to learn more because it
will pay off ... students responded really well when you incorporate a lot of

different strategies into the classroom. (6-3)

Happiness “pushes me along” (2-3) in developing teaching abilities. Satisfaction
motivates intems directly and students indirectly, as “it definitely makes me want to keep
striving to do better myself which in turn would better the students” (3-3).

Developing abilities as a teacher and learning new things in mathematics increase
in importance upon experiencing satisfaction because inters become conscious of “the
hard work and extra time and the level of caring that goes into teaching” (3-3).
Satisfaction makes interns acknowledge the “amount of work that goes in and the type of
work that goes into it and how students respond to that” (6-3). In the long term interns
believe that developing teaching abilities is beneficial because “when you put your mind
and effort into something it does pay off” (6-3). Satisfaction triggers changes in “the way
you sec things” (6-3), and subsequently leads to improving “your effectiveness in the
classroom and your teaching abilities” (6-3). Interns appreciate “the sense of satisfaction

much more” (3-3) and get that “extra sense of hope that you can reach it” (3-3).
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Ultimately, happiness leads to the peace of mind at the end of the day as *I did the best I
can and all my students do well and they did not fail or go backwards” (1-3).

Satisfaction underlines the importance of interns’ efforts, but not through the lens.
of intrinsic benefit,rather because “it benefits the students in the long run” (6-2).
‘Therefore, pursuing teaching abilities becomes “a positive thing to do” (2-2). Pride and
satisfaction lead interns “to always try and go the extra distance for students who struggle
and need extra support” (6-d2) and “to put my best effort forward to reach my goals”
(3-d7). So, interns devote extra time and effort for students in need.

Satisfaction heightens spirits as it “made me feel good about myself as an

upcoming teacher in training” (3-d1). Caring “makes me feel good .... makes all the

struggle worthwhile” (3-dS). Goldstein and Lake (2000) describe tensions in caring
teaching, but these findings simply highlight caring as an emotion that reinforces intens”
actions. Experiencing enthusiasm leads an intern to “want to make topics as interesting
and as relevant for students as I can to inspire enthusiasm in them as well” (6-d1).
Satisfaction “makes the hard work worthwhile and reinforces my positive attitude
towards teaching” (6-d6), and pride “makes my attitude towards teaching and towards the
students much more positive” (6-d1). It becomes apparent that for mastery oriented
interns, a group of pleasant emotions such as satisfaction, happiness, enjoyment,
enthusiasm, or excitement is conducive to a patern of behaviour.

Developing teaching abilities and learning new things in mathematics “got
stronger and stronger and stronger as you got to the end” (1-3) because “it feels pretty
200d to know that you helped kids and they did well” (3-2) and because students “are

reacting to me and are enthusiastic about my elass” (1-2). Experiencing satisfaction and
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doing a good job are encouraging factors to continuing developing teaching abilities as it

motivates interns “to continue to set goals to always be prepared and work hard to plan
interesting and engaging lessons” (6-d6). Happiness and satisfaction make interns feel
“capable of achieving those goals” (2-2), give more “impulse to go towards these goals”
(2-2), offer “the extra push, the extra sense of hope that you can reach it” (3-3), and
ultimately, “it sort of reinforces them"” (2-2). Satisfaction and happiness make them aware
that “teaching can be a very frustrating profession” (6-06). However, “being able to feel
this emotion makes the hard work worthwhile and reinforces my positive attitude towards
teaching” (6-d6). Enthusiasm makes one contemplate the “rewarding side of the

profession ... and be more enthusiastic about accomplishing the goals™ (2-d3), and

happiness leads one in being “more hopeful about the future ... it is refreshing to see such

a gesture of appreciation from students” (2-d5). Helping students leads to experiencing
satisfaction and contributes to thinking about an idyllic future:
Tt would feel good down the road when you bump into a student and they happen
to say ‘Oh, I really enjoyed this activity with you, do you remember the time we
did this?” Even if you might not remember every single activity or every single
day, you will remember the overall feeling and the overall success. (3-3)
Developing teaching abilities evolved during the internship:
In the short term you want to try and you want the students to achieve the highest
quality of education as possible. It s something that is on my mind every day:
what can I do to really make them engaged, what can I do to really help them
understand. But it is also a long term goal, you want to keep achieving over the

course of your career. (3-3)
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Satisfaction, happiness, and enthusiasm make interns feel closer about reaching
these goals. Developing teaching abilities becomes more tangible because interns feed off
students’ emotions and because “you have seen the positive, you have seen that you can
achieve it so it makes it more tangible and makes your need to achieve it stronger” (3-3).

5.4.12. Perceived Effects of Pleasant Emotions on Performance Approach
Goals

Performance approach interns are satisfied by their teaching accomplishments as
they feel that they are doing a better job than others. This mirrors research about
performance approach students (Ames, 1992; Dweck & Leggett, 1988; Urdan & Machr,
1995). An intern described the link between satisfaction and the desire to look good while
teaching, as follows “when you feel satisfied, you feel that you are performing as well as
others or getting closer to perform as well as your colleagues who are a lot more
experienced than you” (10-2). Happiness contributes to increasing interns” desire to look
talented, as this exemplifies: “I want to look talented as a teacher, but for me being happy
‘makes me feel like I am talented in some ways as a teacher” (10-3). However, other
emotions contribute to the close bond with the wish of appearing more talented at
teaching than others. Pride is crucial in driving goals, as “1 like to be prouder of myself
and of my students, and increasing my knowledge and being a better teacher. I am
becoming more talented in my area” (12-3). Statements connecting pride to self-
accomplishments are specific to performance approach interns, while mastery oriented
interns tend to link pride to secing students excelling in understanding math. Feeling pride

‘pushes interns towards reaching superiority in teaching:



When I am feeling proud ... I really feel like I have taken a step above some

teachers just push them to the side, and it really makes me feel like I am doing a

better job, I am better than some teachers, and it makes me want to keep doing

better, because if I treat the students with respect ... that really makes me feel like

1am being a better teacher and makes me want to be a better teacher than some

people. (12-3)

In agreement with other research (Dweck & Leggett, 1988; Nolen, 1988; Seifert,
2004), performance approach interns want to make a lasting impression on others, as this
quote highlights: “T wanted the parents leaving with the impression that [ was a
professional rookie teacher” (13-3). Interns are proud of their efforts as these contribute to
making a difference in students’ progress. Receiving praise from parents, e.g. “Oh, she is
paying extra attention now, because she got you teaching”(12-2) leads intems to pursue
their goals more passionately. Teaching topics that are not their strongest area makes
interns experience pride, and, in turn, increases their confidence. Therefore, pride
underlines interns’ capacity to demonstrate ability (Dweck & Leggett, 1988; Urdan &
Maehr, 1995):

A great sense of accomplishment. ... I feel like if I can do this, I can definitely do

anything. ... It makes me feel like I will be better than others to get a job. It made

‘me realize that I can do anything in terms of teaching. It made me feel like I was

completely capable to do anything, which makes me a better teacher and makes

me better to the students. (11-2)

Performance approach goals represent “short term accomplishment, your success”

(9-3), but also highlight long-term characteristics “certainly it would take a long time to
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make a name for yourself” (13-3). Pride is the emotion interns would like to experience
again and again, as one inter uttered: “once you feel pride you want to keep that coming.
... you want to keep being successful” (9-3). Experiencing enjoyment leads intems to
dream about becoming famous. Sucess is gauged through others accomplishments
(Seifert, 2004) because “the better the class does, the more likely I will become a figure in

the community” (13-3). Happi ibutes to increasing h

interns’ desire to perform as well as others, as this quote exemplifies:

Sometimes it makes me feel as if I perform as well as others even if I don’t have

the experience they have .. but sometimes when you feel happy in the classroom

you feel like they understand what you are teaching, you feel like you are as good

at achieving as someone else. (10-3)

Looking more talented at teaching than others seem to increase in importance “as
time goes by” (10-2). Pride reinforces performance approach goals and makes them seem
“more tangible because when I am feeling proud of my own abilities .. I already know
that 1 am doing better than some people .. I know some teachers don’t give them that
sortof encouragement” (12-3). An attraction repulsion game oceurs, since “if they are
tangible, it makes me push them away a lttle more so I can be even better” (11-2).

Joy leads performance approach interns to strive in becoming better teachers. The
language is quite suggestive and underlines competence through the lens of others
(Nolen, 1988; Seifert, 2004):

As Tinerease my abilities as a teacher, the students increase their performance

‘which will then me feel better about what I am doing, so its like a cycle, the better
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they do, the better I feel about helping them do better, which makes me want to be
a better teacher, ha, ha, ha, that's a lot of betters. (13-2)

Pride il i in boosting interns’ confid “it makes me feel

like I am good at what I am doing, that I will keep getting better” (11-3). Pride has a “big
effect” (12-2) on developing teaching abilities because it “will make me want to be a

‘better teacher

f 1 am proud of my abilities now, I will be even more proud that | am a
better teacher” (12-3). Pride contributes to “reinforcing the goals .. it makes me think
that everything I am doing is good, I mean it is working out, it makes me just want to

keep going, become better at what I do” (9-3). Pride leads an intern in dreaming about

becoming better in developing teaching abilities:

I want to be a better teacher, now I want to be an extremely better teacher, or I

want to support the students, now I want to be the best supporting teacher for

students. I increased the severity of the goal. (11-2)

Happiness, enthusiasm, and pride contribute to increasing inters’ desire to leam
new things and become more knowledgeable in mathematics. Therefore, teaching is
perceived as a “continuously learning experience” (11-2) because

You want to go home and get ready for the next day, it makes you excited to start

... it makes me want to continue. ... Pride wants you maybe to learn more,

‘become more knowledgeable on your subject, and to present the material more

successfully. (9-3)
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5.4.1.3.  Perceived Effects of Pleasant Emotions on Performance Avoidance

Goals

Excitement has no perceived effect on an intern’s desire to avoid teaching
Something where might look incapable: “I am not sure that it did, to be honest” (8-2).
Satisfaction offers a glimpse that teaching might sill hold something rewarding:

Ijust get a general sense that teaching is worth the effort I put nto it. So, I don’t

avoid classes, even if I feel like it, partly because it is your responsibility, but

partly because I go in and often enjoy it. (8-2)

Even if interns end up teaching sections that they don’t feel capable to teach, relief
makes them realize that “there’s a chance it might not be so bad” (7-3). Relief makes
them less worried about avoiding teaching things where might look incapable “because
you can’t predict what's going to happen even if you know the material inside out and
have taught it before” (7-3). This underlines performance avoidance intems” tendency to
attribute responsibility to external factors (Seifert & O’Keefe, 2001).

Satisfaction, excitement, and happiness make avoiding teaching things where one
‘may look incapable decrease in importance as interns feel they can handle teaching better,
and this quote highlights: “the happier I was, the more I felt able to handle new
challenges” (7-2). Pleasant emotions increase their desire to teach, and temporarily raise

their levels of confidence. An excerpt augments the claim:

When I feel like I am doing well, I feel like I could keep doing well, in which
case, if I can keep having lessons like that it would be no need to pick days to
come in. ... If you are excited about what you do you want to come in every day

and do it (8-2)



Surprise makes interns conscious about the challenges they face while teaching.
But, one intern sces no hope in changing the status quo. As the intenship progressed,
experiencing surprise contributed to avoiding teaching something where one may look
incapable:

Surprise made me not worry about it as much, because it's inevitable that at some

point I'm going to be asked a question I can’t answer or have to teach something I

don’t know really well. .. I till want to avoid teaching things that P'm

unprepared for, even more now. (7-3)

Interns’ desire to avoid teaching mathematics where they may look incapable or to

avoid teaching concepts that they don’t feel qualified to teach becomes stronger as a
consequence of experience relief and surprise, and weaker as a consequence of
experiencing satisfaction, excitement, and happiness. Relief makes her think that the goal
to avoid teaching things where one looks less capable is “even more important” (7-3).
Upon fecling relief, the goal to avoid teaching things where interns may look incapable
becomes long-term.

Enthusiasm makes an intern think that “on days like today teaching feels like it is
worth it” (8-d5). Happiness, enthusiasm, and satisfaction make interns want “to have
more classes like this one” (7-dS). Hope “makes me strive to teach them well so they are:
able to do well on my tests” (7-d9). Feeling satisfaction leads interns into believing that
they would perform well and enjoy teaching. However, satisfaction is conditioned upon
being able to select the working days. Consequently, satisfaction is bound to be a short-

term felt emotion. These findings are in agreement with Papaioannou and Christodoulidis




(2007) who predicate weak job satisfaction in the case of performance avoidance
teachers:

T would stil prefer to pick my days. Obviously, some days I am better than others.

If T can pick the days when I feel good, then I can do well. ... When I enjoy it, I

want to keep doing t. It is sill a short-term thing. .. That is the only reason for

which I want to continue — there are times when it s right. (8-2)

Happiness contributes to making interns remember that “students can make me
feel good” (7-d2). Pride makes interns want to “continually develop new and better
lessons” (7-d3). Hope and happiness improve “my attitude towards teaching” (7-49).
Satisfaction seems to be a short-lived emotion as it “sometimes induces ‘a you've just
gotta get it done attitude™ (7-d8). Surprise, excitement, and relief make interns feel
further away from wanting to avoid things where they may look incapable or from
avoiding teaching something they don’t feel qualified to teach. Surprise makes interns

want “to watch the clock” (7-d6).

542, Perceived Effects of Unpleasant Emotions
‘This subsection gives an overview on the perceived effects of unpleasant
emotions. Table 12 presents concepts classified under three themes: immediate versus
permanent, bodily effects, and intens’ actions. Particularities emerge. Mastery oriented
interns consider that unpleasant emotions last a few minutes. In time, frustration or
anxiety contribute to increasing mastery oriented interns’ desire to improve because:
‘You learn from it. So onee you kind of go back and analyze it say ok, maybe I will

try this next time. Maybe this approach was not the best one, and you can use this



in your future. And if you teach this topic, you can approach it in a different way.

@3

Performance avoidance interns consider that they will encounter annoying
students in the future, and thus, unpleasant emotions shall be a part of their lives.
Oftentimes, frustration associates with “a loss of control, like powerlessness” (8-2)
because:

Its influence would last at least until the following class with the same students ...

frustration will always be with me throughout my career, but I don’t think it will

be as frequent as when I try to learn how to incorporate all the different aspects

involved in teaching. (8-2)

However, avoidance int k ictory statements. On the
one hand, frustration acts as an inspiring factor, and on the other hand, worry and
nervousness increase the desire to escape. The latter could be interpreted as threats to
self-worth (Seifert, 2004), and the following excerpts are indicative:

Frustration is the main motivator for trying to do better. T don’t want it to be my

\ drive but certainly in my internship it was what pushing me more than anything
clse. (8-2)
I think at that point what I wanted to do was just go home and sleep for a while, so
I think it was more — not necessarily sleep but not do anything that involves
having to think about things, or having to do things. (8-3)
While mastery oriented and performance approach interns want to increase the
time and effort dedicated to classroom preparation, performance avoidance interns have

mixed views about the time and effort dedicated to preparing subsequent lessons upon
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unpleasant emotions, as these q

plify: “I barely he h time

to prepare the basics” (8-3) and “I would definitely take more time to consider how I

would present it, what attitude I would have” (8-2).

Table 12. Perceived effects of unpleasant emotions

last awhile

JeeLoveay, feeL ot
churning, butterflies churning, butterflies
experience tenseness of jaws
others
check the time effects on future actions act as motivator
want o reduce the levls of | wan 10 escape
Jrustration

542.1. Perceived Effects of Unpleasant Emotions on Mastery Goals

Unpleasant emotions such as frustration, anxiety, disappointment, and anger

appear sporadically at the beginning of the internship. This aligns with research about

‘mastery oriented students who are reported to have less negative affect and more positive

affect (Seifert, 1995a). Nevertheless, unpleasant emotions influence intemns” goals in

| important ways. Initially, frustration negatively impacts interns, but ultimately positively

affects their mastery goals. This proactive action associates with the adaptive perceptions

and behaviours described by Butler (2007):
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I think that frustration would have a positive effect on your teaching goals,

because at the time when you are teaching and you are feeling frustrated, it is kind

of negative feeling, but when you actually sit back and kind of analyze the lessons
and analyze the overall internship, it can give you new methods. ... It definitely
has a positive effect, because it can make you a better teacher and it makes you

achieve those goals. (3-3)

Frustration acts as a “reality check” (3-3) and puts teaching in perspective.
Frustration leads interns into acknowledging teaching shortcomings and instills in them
the desire to build better classroom environments. An intern believes that “teaching is a
daily struggle and sometimes not everything you plan will go as planned” (6-04). Another
intern uttered:

If anything it [frustration] points to the shortcoming I have and I need to improve

upon. Itis a positive reinforcement. .. I never dealt with some of the factors

appropriately. If anything it makes me want to have a more and better learning

environment for the students. (2-3)

Therefore, frustration, irrtation, disappointment, and anger contribute to interns’
beliefs that goals are tougher to achieve than initially anticipated. Goals require more
effort and hard work than initially planned, and augment interns’ aspiration to attain
them, as it “made my desire stronger to attain my goals” (3-d6). Acknowledging the
existence of unpleasant emotions coupled with the pleasant ones provides the drive to
continue their quests. The desire to switch from unpleasant to pleasant emotions aligns

with emotion regulation processes (Hochschild, 1983; Zembylas, 2005¢):




Frustration kind of makes you realize that your goals are going to be more

difficult to obain, but the satisfaction when the kids do well on a test, that kinds

of makes you think “Oh, ths is not as hard as I thought”. So it is kind of coming

from both sides, you have to reach a median. (3-2)

Frustration and irritation contribute to increasing the desire to improve teaching
skills because “there are things I have to change about myself to make my teaching
better” (2-d4). Frustration, irritation, and anxiety make interns wish to develop their
teaching skills, wanting to learn more about effective strategies, to become more
articulate in applying classroom management strategies, and to better relate o students.
Ultimately, irritation increases interns’ ability “to handle such situations more
effectively” (6-13), and anxiety makes interns over prepare in order “to eliminate any
doubt” (5-2). An intern describes such influence:

It [frustration] made me want to learn more effective classroom management

strategies. And different ways of handling situations like that. ... when you

experience a frustrating situation, you learn from it. I think that that emotion helps
you to just learn about your class and learn about effective strategies, ones that

work and ones that don’t. (6-3)

Anger, irritation, and frustration contribute to raising awareness about the
importance of keeping the temper, and even lead to a desire “to continue to control my
emotions as I realize that letting your anger show through to students it will make litle to
no difference” (6-d4). Disappointment is an emotion that motivates inters to improve
teaching practices, even if such motivation is undertaken with the hope of avoiding a

future encounter with such an unpleasant emotion. Such actions are compatible with
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notions of emotional management and emotional labor (Hargreaves, 1998b; Oplatka,
2009b).
‘The negative experiences are more impactful on my goals than anything else

because they are so negative that I want to avoid them in the future. And they are

probably more motivating than the positive experiences in many ways.

modifies my ambition to achieve my goals. (2-2)

The caring nature of teaching (Goldstein & Lake, 2000) is revealed through
experiencing unpleasant emotions, as these make interns “realize more how motivating
and encouraging and sometimes more mothering a teacher must be” (6-3). Even if
frustration makes one “second guess abilities as a teacher” (3-04), it ultimately increases
the importance of continuing and developing abilities as a teacher and of learning new
things about teaching math as “it makes my goal stronger, I want to achieve it more”
(3-3). Interns rationalize the importance of learning new things in the face of unpleasant
emotions because it ultimately benefits students’ understanding:

It definitely increases the importance of the goal of learning new things. Because

the curriculum is always changing, and new techniques are coming in, and that

goal goes ahead for me. I want to be able to teach students to the best of my
ability. And if I don’t put effort onto learning new things and leaning new topics is

not going to benefit the students. (6-2)

In the face of unpleasant emotions, mastery goals continue to be long term. Even
if one needs to work more and harder to get through to weaker students, frustration will
not limit interns” efforts or desires to continue and develop abilities as teachers. Upon

experiencing emotions, such as frustration, disappointment, or anxiety, interns feel closer
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to accomplishing their goals. Such emotions make goals seem more tangible. An intern
described the perceived effect:

In proper hindsight [unpleasant emotion] helped me increase my desire to achieve

my goals, and also has helped me actually achieve those goals. ...it makes it more

tangible because with each of these experiences I hopefully will improve on it,

and become closer to my goal. (2-3)

5422, Perceived Effects of Unpleasant Emotions on Performance
Approach Goals

Even if performance approach interns feel like acting on their frustration, they
refrain from doing so they can become better then others. Interns gauge the extent of their
practices and of their evident emotional reactions in terms of how other teachers might
deal with similar situations, underlining again the self and other focus (Seifert, 2004). An
intern described his reaction in comparison with other teachers:

‘As soon as the kid asks the same question four times, they yell, they get very

frustrated, it is a very outward frustration, and I wasn’t. And I can see that in

myself and already it makes me feel that ‘OK, I got one up on some people’.

(12:2)

Comparisons are made through the lens of others” teaching approaches, because “I
tend to deal with my frustration a little better, and when I am getting frustrated it helps.
me. I know I want to be better than some of those teachers” (12-3).

Frustration has the potential of putting things into perspective. Thinking about
giving into the frustration weakens goals as “it kind of puts it in reality, because when

you lose control of a class, you don’t feel successful and you don’t feel like you are



performing at the highest level” (9-2). Furthermore, frustration contributes to making
inters reevaluate teaching strategies. This is done while keeping an eye on controlling
students (Ames & Ames, 1984; Brophy & Rohrkemper, 1981; Cooper, 1983), as this
quote exemplifies: “you rethink what you did and what you could have done differently,
and how you were successful at the end, because at the end of the day you had the
classroom under control” (9-2).

Frustration also acts as a reminder that goals could shift from being a better
teacher than others to developing abilities as a teacher for students’ benefit. An intern
stated: “I realized the importance of keeping them on task was more important than being
wel liked, and if one has to be higher than the other then it must be keeping them on
task” (13-3).

Some performance approach interns assess self-performance in terms of students
appraisals: “not to sound full of myself, but I know that for the most part I am well liked,
which is great, but a lot of kids are saying they don’t want me to go and stuff” (13-3).

Nervousness prompts interns to assess their performance in comparisons between self and

others. This aligns with h describi h

(Nicholls et al., 1990; Seifert & O"Keefe, 2001):
It made me want to perform as well as others more. It made me keep thinking
“What would this person do in this situation?” And I did do things and they did
work fine, I just wondered what others would do. (10-3)

Initially, sadness puts a damper on interns” classroom

actions. Shortly after, sadness acts as reinforcement because:
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Once you actually feel the emotion it probably brings you down a little bit, makes

you feel like you are not performing at the highest level ... and shortly after it is a

push when you just desire to perform better and better. (9-3)

Being a better teacher than others and being more talented at teaching than others
increase in importance as nervousness and frustration occur, as these emotions “made me
‘want to become better so I could perform as well as others” (10-2). Experiencing
nervousness or frustration is perceived as important “because you want to be the best

teacher that you can” (11-3).

Upon experiencing frustration and . goals and reflect
a long-term nature. Comparisons with others highlight performance approach
characteristics (Nicholls et al., 1990; Seifert & O’Keefe, 2001): “I realize that I am not
going to be as good as my cooperating teacher” (12-3). In one case, upon experiencing
nervousness, the intern feels “on my way to achieving it” (11-3). Interns feel closer to the
goal of becoming better than others, simply because they keep it together while facing
extreme frustration:

1 feel like you are going to send me to the Waterford. Yes, I feel like I am going to

Tose it, but I am not. I don’t send you to the office, I haven't yelled or screamed at

you ever since I have been here. I might look like I am going to lose it, but no I

am not. So yes, I feel like 1 am closer to the goal when I am frustrated. (13-3)

Frustration and nervousness help performance approach intems reflect on teaching
practices and on what could be done to further develop their teaching abilities, as this
quote exemplifies: “it sort of helped, because it forced me to reflect what I was doing and

1o evaluate myself” (12-2). Frustration contributes to increasing interns self-awareness
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and desire to work out ways of diminishing or even eliminating the appearance of such
emotions. An intern wonders: “do I want to be so frustrated to have to deal with this every
day that I get used to it?” (12-3) Frustration has a reinforcing perceived effect on
developing teaching skills and a self-motivating effect, as this excerpt highlights: “made
me want to develop my ability to better motivate and control the students” (13-3).
Sadness helps in restructuring lesson plans and teaching strategies in an effort to
further teaching abilities. For example, an intern tries “to think of different ways of
presenting the material that might make it interesting to different students ... it makes me
‘want to be more thoughtful in the way I deliver my material” (9-3). Nervousness
contributes to “staying positive and looking at things in a positive way” (10-2).

Nervousness makes wanting to learn new things in mathematics a priority because “I

want to know as much as I can .. it is probably one of the most important things” (13-3).

kes the objective of conti developing
abilities “a lot higher” (10-3) by virtue of analogies as one tries “to think about how
another teacher would deal with a situation like this” (10-3). Comparisons are a recurrent
theme (Nolen, 1988; Seifert, 2004).

As performance approach inters experience frustration, their efforts to work with
“those students who have problems and students who are struggling, borderline students™
(12-3) increase. Interns desire to develop their teaching abilities evolve because they self-
analyze reactions. Ultimately, frustration acts as a reinforcement device, because “by
being able to look at my goal and say I know I want to be a better teacher, it has really

helped me see how I can fulfill my goal” (12-3).
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5.423. Perceived Effects of Unpleasant Emotions on Performance

Avoidance Goals
‘Annoyance acts as a reminder of their teaching skills. One intern stated “that there
are going to be times where I can’t avoid things I'm less capable of, so I had better get
capable at them!” (7-2) Frustration acts as eye opener for interns in terms of teaching
capabilities, and reinforce improving teaching skills:
Atfirst I would be feeling it was a bad thing, the class went terrible, I am not sure
if 1 can do a good job at being a teacher. And then I eventually get to the point
‘where I would start thinking ‘Well, how can I do that better? What changes can I
make that would help with that situation?’ (8-2)
Subsequently, worry reinforces the desire of interns to avoid things where they
look less capable, and things they don’t feel qualified to teach. Frustration acts as a
propeller to leave the teaching trade, as interns do not see the benefits of being engaged in
teaching (Jarvis & Seifert, 2002; Seifert, 2004). Performance avoidance teachers are
characterized by striving to avoid demonstration of inferior teaching (Butler, 2007):
I think it would be more during certain classes I wish I would leave permanently.
As opposed to now; it is certain days I just don’t want to deal with . ... And there
are some classes that you can just wish to give them to someone else. You don’t
know what to do with them. (8-3)
‘The goal of avoiding teaching things where one could look incapable increased
and became stronger upon feeling worry, annoyance, or frustration. Upon experiencing
unpleasant emotions, the goal to avoid teaching things where one may look incapable

became “just more important” (7-2), as this quote highlights:



‘Well, probably increase particularly when I was not feeling one hundred percent.

‘When I knew even what I was fully capable I had difficulties teaching that class.

Even then there was a problem in getting students attention. When I was tired and

Ilack energy it was almost impossible. So, even when I came already feeling bad

definitely that contributed to me not wanting to teach more. (8-3)

Abandoning teaching during the internship is an impossible task, as this quote
illustrates: “while I want to avoid teaching when I am feeling frustration, I know I can’t

just leave. Once I have committed to teaching a class, this wish s less tangible” (8-3).
However, in the long run, things have a huge potential to change. Frustration contributes
10 the desire to pursue teaching as a part time career as opposed to a full time one.
However, another intem views avoiding teaching things where one may look incapable as
short-term:

I might prefer working part time or substituting at frst, so I can gain experience

without getting overwhelmed by the amount of work. Also with subbing I know I

can choose my days. ... And after that, if I still enjoy teaching I would take on

more. (8-3)

Frustration heightens the pressure of time since “I guess I need more time to get
things ready ... there is never enough time to do anything” (8-3). Frustration makes

interns realize that they don’t have enough power to control the classroom. However,
statements are volitionally generalized: “1 wish teachers got more control over what
happened in their classroom” (7-d8). Performance avoidance interns rationalize
pessimistic views about teaching in terms of unmet expectations and preferences for

constant guidance and help, as this quote exemplifies: “makes me have a more negative
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view toward teaching because you get such little help to deal with students of so many
levels” (7-d7). Powerlessness contributes to acknowledging that teaching is a job that
requires a tremendous amount of work, dedication, and care. However, unpleasant
emotions such as irritation lead interns into parting ways with teaching, at least on a
theoretical level. An intern felt “helpless as a teacher and not want to do it anywhere”

(7-42). Guilt made an inten realize that “teaching is a real time sucking job” (7-d8).

543.  Perceived Effects of Goals on Emotions
5.43.1.  Perceived Effects of Mastery Goals on Emotions.

Goals seem to consolidate interns’ beliefs that the best way to teach s by
maintaining a positive demeanor because “if you want to reach your goals you have to
keep a positive attitude, you have to have a positive outlook” (3-3). Being mastery
oriented seems to motivate interns to be positive because “when you have goals set, it is
motivating to be more positive and try and feel those emotions like satisfaction and pride”
(6-3). Without goals it seems that there would be nothing to accomplish, no emotions, and
1o desire to get up in the morning and go to work:

I£1 did not have goals, and I did not have things that I wanted to achieve, or

outcomes I wanted to meet, you would not really feel any satisfaction, you would

not be striving for anything, you would not have anything to strive for. So if you
got up every day and had no goals, and nowhere to be and no one to meet, there
would not be much point. Without goals you can’t achieve anything, so you can’t

feel satisfaction, or you can’t feel disappointment if you don’t achieve them. (3-2)
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Developing teaching abilities and learning new things in math no matter how
difficult act as control elements for keeping frustration or disappointment in check. An
intern states: “1 could have just totally lost it, I could have flipped out to the kid, I could

have sent him to the office” (3-2). Goals keep interns grounded in reality when frustration

creates volatile envi “T don’t let these things sidetrack me too much” (3-2).
Goals act as suppressors of such emotions because: “if you constantly get down or
depressed, or frustrated or angry, then you are stressed ... you kind of just have to look at
anegative situation, look for the positives and try and fix it next time” (3-3). Goals
contribute to interns” awareness of emotions” short life span: “my goals are long term
ones and I do what I can, I realize that these are short term emotions” (2-3).
5432, Perceived Effects of Performance Approach Goals on Emotions

Some interns acknowledge the difficulty in pinpointing how emotions relate to
goals: “I don’t know if the goals influence the emotions reaction or vice versa, but I think
they are definitely related” (9-2). Continuously developing teaching abilities influence
interns when feeling frustration or nervousness:

I£ 1 did not have strong teaching goals, I may have actually given up, or | may

have reacted differently, or may say something inappropriate, but where I have

such strong goals, I kept myself calm and I did get the class back under control.

©-2)

Goals seem to heighten experiences of pride: “it is going to affect how I feel in the
classroom. If I didn’t have so many important goals I would not care about what I id in
the classrooms .. maybe my emotions would not be as strong” (11-3). Wanting to be a

better teacher than others makes interns work towards creating better lessons and
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activities, such that students like the class activities and like them more than others.

Ultimately, it contributes to increasing pride because:

You want to be better you know ... I wanted to make it so that the students enjoy
it and get a lot of it at the same time and in doing it and being better than someone
else, being better than another teacher made me feel proud of my abilities. (12-3)

Wanting to be better than others leads interns to treat students with more respect.

Students’ math progress is viewed as a direct consequence of interns’ work and effort,

and increases interns” levels of pride:

Just knowing that I am treating these students with the respect they deserve, while
some teachers aren’t. | mean that really has an effect on the amount of pride I feel
in myself. I think this is more for myself. I feel that I am doing a better job than
some other teachers, in different subjects even. And they are doing well. And
math is a hard subject; at times it can get very abstract, And they are doing well.
And I think that doing a better job than other teachers it really makes me feel
pride. (12:2)

Being a better teacher than others influences the levels of anxiety. Rather than

simply calling it ‘anxiety’, the *positive anxiety’ label is attached. Interestingly, the

language reveals the positive effect anxiety has on performance approach goals:

Lalways want to be better, I always want to be growing, so that makes me feel like
I want to leam more things, and be better at what I am doing and that helped me
push the positive anxiety, it is a cycle, they push each other. (11-2)

Wishing to become a better teacher than others influences interns to “stay positive

and look at things in a positive way” (10-2). Being a better teacher than others can also
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become a source of frustration because there are certain restrictions that come with

having such goals. One cannot act on the impulse of sending someone to the office, as the
effort of being perceived as a better teacher than others reigns supreme:

‘When I want to send a student to the office ... I get frustrated with myself that this

was the first thing that came to my mind, because I know certain teachers that is

exactly what they do. And I know I want to be better than that, 1 don’t want that to

be my first reaction when someone is misbehaving. (12-3)

5433, Perceived Effects of Performance Avoidance Goals on Emotions

Rational thoughts are bound to overcome emotional aspects of teaching. A
conscious attempt to hide less pleasant emotions appears. Emotional management
(Hochschild, 1983; Zembylas, 2005¢) resonates through the words of an intern:

I made a conscious decision more than once to come in and be enthusiastic, to

show that it can be fun, and I find that even if it tarted up and coming in and

talking in a certain way it became how I felt — even if it was a show to start. (8-2)

However, even with the best intentions, and even if interns wish and take action to
overcome unpleasant emotions, the final perceived effect is not the desired one. The
desire to avoiding teaching things where one may look incapable contributes to increasing
frustration, particularly because interns cannot avoid teaching. This quote exemplifies:

If anything these [goals] might have increased frustration. I had to come in even

‘ when I was feeling less than prepared or capable, and I sill had to teach and
manage the classroom. My most frustrating days were always the ones where T

came in tired, ill or in a poor mood already. (8-3)
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Chapter 6 Conclusion

This doctoral research focused on presenting emotional experiences encountered
by math pre-service teachers, and illustrated the similarities and differences existing
between the emotional experiences of interns with different goal orientations. What kind
of emotional experiences do interns encounter while teaching mathematics? What

ilaritic d diffe ist between the ional experi f interns with

different goal orientations? To address these issues, I described in detail interns”

emotions, based on ing emotional experi d while teaching
‘mathematics. Attention was given to core descriptions of emotional experiences as well
as o the attributed causes, thoughts, frequency, and perceived effects. The latter
described the immediate versus permanent effects of emotions, the bodily effects of such
emotions, as well as perceived effects on interns’ actions and goals. I described how goals
grew or decreased in importance upon experiencing such emotions. 1 analyzed whether or
not goals become more or less tangible, or if interns feel closer or further away from
reaching them.

To best present the answers of these questions, I divided the research findings into

two major parts. The first part presented a case study. The case study research

classroom i interviews, and diarie issi It provided a
detailed description of an intern’s teaching experiences, viewed as a sum of emotions,
goals, and teaching actions. It offered a thorough description of an intern’s world of
emotions and achievement goals as these evolved during teaching mathematics. Overall,

the case study adds flavour to the qualitative rescarch described in the second part.
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‘The second part was a qualitative analysis. This was chosen for ts suitability to
explore and uncover the emotion phenomenon (Rennie et al., 1998; Seifert & Hedderson,
2010). To collect information about the essence of the emotions phenomena, the research
analysis was based on interviews and diaries. Three one-hour interviews were conducted
with each of the thirteen interns participating in this component of the research. Sixty-
seven emotional diaries were collected and analyzed for data regularities. The next two

sections present the main rescarch findings of the case study and data analysis.

6.1 Case Study Report

“This section presents a summary of Petra’s emotional experiences, goals, teaching
actions, and behaviours. It offers an overview on interchanges between these, with a focus
on descriptions of emotions on goals, behaviours, and actions. Upon presenting a
summary of Petra’s internship emotional experiences, the section concludes with a
discussion about the case study’s strengths and weaknesses.

From an early age, Petra showed affinity toward mathematics. Different teachers
picked up on her interest, and guided her through the intricate maze of mathematical
terms and theorems. Ultimately, she became engaged in a constant and fluent

with ics. Thus, Petra b loser and closer to the subject and

eventually decided to pursue teaching as a career. The case study traces her teaching
experiences during the educational internship within a junior high school setting. Focus
was placed on Petra’s emotions, attributed causes, thoughts, teaching actions, interactions

with students, and goals.
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Petra was defined as mastery oriented. She exhibited preferences for new and
challenging tasks (Seifert, 1995b), and demonstrated increased self-confidence and an
adaptive nature (Diener & Dweck, 1978). She aspired to develop and improve her math

skills (Urdan & Maehr, 1995). She aimed to continuously develop her abilities as a

teacher, and to learn new things about ics and cs teaching practi

10 matter how difficult they were. Her teaching efforts and skills were directly directed
towards students” well-being and toward their mathematical progress. All these
characteristics align with mastery oriented teacher descriptions put forth by researchers
(Ames & Ames, 1984; Butler, 2007; Papaioannou & Christodoulidis, 2007).

For Petra, teaching was an emotionally rich practice. At the beginning of the
internship, she experienced unpleasant emotions such as frustration, disappointment,
iitation, o anxiety. But what defined Petra was her ability to take such unpleasant
emotions and convert them into something beneficial for both self and students. As the
internship progressed, her emotions shifted toward joy, enthusiasm, excitement,
satisfaction, or happiness. Shifting emotions from one end of the spectru to the other is
a form of emotional management (Hochschild, 1983; Zembylas, 2005c).

Unpleasant emotions appeared when students acted out intentionally, when they
lacked participation in classroom’s activties, or when they did not put effort into doing
their homework. Other attributed causes included students” disobeying behaviours, their
subsequent poor math performances, or when they did not validate her efforts. These
attributed causes are aligned with research (Emmer & Stough, 2001; Hargreaves, 2000b;
Jackson, 1968) highlighting teacher’s frustration or anger when students misbehave. Her

teaching approaches were also listed as causes. Thoughts accompanying unpleasant



emotions were ones of control and of aspiration to revert to pleasant emotions. Deep
thinking about choices of strategies occurred. Such thoughts and approaches were
immediately put into action. Petra did not hide her unpleasant emotions from students, but
in retrospect she did not think it was a great idea, as it could potentially deter students
from pursuing learning. The perceived effects of unpleasant emotions on her body include
tenseness of body, stomach nausea, churning, or butterflies. Changes in her voice
inflections were noticeable, as her voice became more powerful and commanded more
attention. Her overall appearance was calm and unruffled by students’ unpredictable
behaviours. In the face of disappointment or anxiety, Petra pursued teaching with even
more dedication and passion. Unpleasant emotions were thus used to improve her
teaching, and to ensure that goals were ultimately fulfilled. If anything, they contributed
to increasing Petra’s efforts to pursue such goals. She wanted to make a difference in
students’ lives and to be a model teacher. She was determined to overcome such emotions
and revert to her self, namely, exuberant, full of life, caring, and passionate about
teaching. Overall, Petra displayed versatile interactions and communication skills,
adapting to and leaming from difficult situations.

Based on Petra’s reactions in the face of unpleasant emotions, it is anticipated that
if students were not successful, Petra would increase her efforts to help them understand
and be proficient in mathematics. These endeavors would take some time, but Petra
would eventually overcome the associated unpleasant emotions and revert to more
pleasant ones. Ultimately, unpleasant emotions would be converted to pleasant emotions,

thus having the potential to improve Petra’s skills and increase her motivation to teach.
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Within a short period of time, Petra began experiencing happiness, satisfaction,
enthusiasm, excitement, joy, fascination, awe, caring, or pride. Pride was experienced
sporadically, and was primarily caused by seeing students progressing, applying previous
math knowledge, actively participating in class, or performing well on tests. Within this
setting, sources of pride are different than the ones of performance approach interns. For
the latter group, pride is dircetly connected with being better than others. Fascination is an
emotion of the enjoyment type and is deemed to be a “responding emotion” (Frijda, 1987,
P. 356). As such, based on their similarity, frequency, and angular placement on
Plutchik’s circumplex model, the following dominant cluster of emotions emerged:
enthusiasm, excitement, happiness, joy, and satisfaction. This cluster acts as a united
force in propelling Petra’s behaviours and goal pursuits.

Contributing sources for the appearance of the pleasant emotions included
students’ cooperation and engagement in class activities, seeing students completing
assigned homework, or secing students interested in technology. Other attributed causes
include students” high marks, their ability to apply knowledge to new situations, their
eagerness to solve problems, their increased levels of confidence, or their math progress.
The satisfaction of sceing students learning, making progress or completing tasks on time
coincides with other studies describing satisfaction in teaching (Hatch, 1993; Jackson,
1968; Lortie, 1975; Nias, 1989). At times, satisfaction was caused by her own efforts in
putting together a really nice lecture, from feeling that she had chosen the right career
path, or even from her efforts in succeeding at guiding and helping students make math
connections. In this context, self as a source of pleasant emotions was strongly connected

‘with the struggle to help students understand mathematics, and to see them succeed.
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Oftentimes, her emotions aligned with the ones experienced by her students (Rosiek &
Beghetto, 2009). Emotional contagion (Hatfield et al., 1993; Hee et al., 1990) oceurred
between Petra’s passion for teaching and her students” enthusiasm for learning math. She
fed off her students” happiness and joy, and she strived upon seeing them react positively
1o her teaching methods and progressing so much under her guidance. This interplay
between Petra and students’ emotions furthered findings from previous research (Woods
& Jeffiey, 1996). The latter described children as emotional people, and highlighted the
importance of building relations between teachers and students. “A warm, personal
relationship s important because children wil feel that they can take risks, and not be
rejected as people” (Woods & Jeffrey, 1996, p. 63). Overall, the essence of her pleasant
emotions emerged as a tiny yet powerful nugget of complete care and commitment for
students such that they could attain a deeper understanding and appreciation for this
science.

‘While experiencing such pleasant emotions, Petra’s thoughts were divided into
two large groups, specifically self and students. She considered the evolution of her
teaching skills, her progress as a teacher, her desire to improve, her wish to make lectures
more interesting, and her reinforced desire to continue teaching. She reflected over the
perceived positive effects of her teaching actions over her students, the amount of time

and energy put in, and over techniques that engaged students. Petra also thought of her

students’ i their excitement and to be actively engaged during
lectures, or about their enjoyment and love of math. She reflected upon how well they
worked together in establishing better communication opportunities, how well students

‘were adapting to new math topics, and how well they were progressing in answering their
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oown questions. As the internship unfolded, it became obvious that her thoughts were
focused primarily on students and much less on self.

Experiencing pleasant emotions increased Petra’s desire to replicate them. Even if
students were making progress, Petra was willing to supplement the time and effort in
preparing for future lectures. Her teaching actions supported students’ autonomy,
promoted competences, and were conducive to increasing their self-csteem and
confidence levels. Her actions helped students become more independent and self-
competent (Ames & Ames, 1984), and contributed to enhancing their intrinsic motivation
(Rigby etal., 1992). Petra kept an active dialogue with students during class activities.
She used diminutives while talking about math terms, and students related to the language
used and seemed to enjoy it. Petra’s face depicted serenity or frequent sequences of
smiles. Her body language also revealed approval, as her head moved back and forth
Students responded positively to her teaching style and to the nonverbal language used.
Her whole demeanor showed an individual full of confidence. Petra shared her thoughts
with students, as she reinforced and approved their actions when they did a good job, by
using expressions such as “good job” or “practice makes perfect.”

“The central cluster of emotions had long-lasting perceived effects. It contributed
to increasing Petra’s levels of confidence, and to realizing that she helped students”
cognitive development. Happiness inspired her to look for alternative teaching methods
that would speak to and help a large variety of students. Happiness motivated her to learn
new teaching strategies for different age groups, and to look for altemative teaching styles
that would keep students engaged in math activities as opposed to day-dreaming.

Enthusiasm and excitement increased her desire to examine and incorporate new teaching
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strategies, such as technology in her future classes. Her goals increased in importance,

b ger and more achievable. Goal .d more important to keep and even

easier to attain, d yperated and d enthusiastic about math. Satisfaction,

happiness, and enthusiasm made goals seem more realistic. Goals became more tangible
‘when she noticed students” happiness and how “they feed you back their emotions.”

Satisfaction made her appreciate even more the benefit of preparing well designed

lessons. Happiness provided piece of mind, and enthusiasm heightened her spirits.
Petra’s actions, behaviours, and goals were validated through students’ successes

and through their motivation to further their leaming. For example, her desire to

continuously develop her abilities as a teacher and to try to learn new things in math

evolved. At the beginning of the internship she wanted to use distinctive methods and was

aiming to figure out what was the best way to teach different topics. As the intership
progressed, she wanted to further her knowledge, to see what other techniques are
available to use, and to make a significant difference in students’ lives. Her mastery goals
influenced her teaching approaches and led her to maintain steady pleasant demeanor.
She used mastery goals to control and convert initial unpleasant emotions into a cluster of
pleasant emotions.

Embarking on this jouney led Petra to encounter flow like experiences. These are
characterized by a challenge-skill balance, clear goals, immedate feedback, perception of

control, intense and focused concentration, altered perception of time, loss of self-

and intrinsic reward (Csi ihalyi, 1975, 1990). Central to the flow
experience is the balance between Petra’s abilities and the perceived challenges of the

teaching job. This flow state is pleasurable and ties in with experiencing a range of
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emotions such as satisfaction, enjoyment, excitement, enthusiasm, or happiness. After the
first two weeks of the internship, Petra experienced a wide range of pleasant emotions on
adaily basis. Furthermore, flow offers intrinsic rewards and motivates one to repeat the
experience. Flow is an autotelic experience (Csikszentmihalyi, 1990, 1997). This
assumes that the activity is pursued “not with the expectation of some future benefit, but
simply because the doing itsel s the reward” (Csikszentmihalyi, 1990, p. 67). This
description aligns with Petra’s teaching experiences. For example, the link between
emotions and the desire to repeat teaching experiences is described through the lens of the
derivatives model. Following Plutchik’s derivatives model, the key elements of Petra’s
joy of sequence embrace the following pattern. The gain of a valued object, namely the
teaching activity, led Petra to think of students as her own, to think about possession and

distribution of her knowledge. Her overt behaviour was one of repetition, as part of an

d eff perience joy and other comparable emotions. The perceived effect of
joy was one of acquiring resources that would allow her to experience joy yet again. Such
resources included, and were not limited to, learning about new teaching strategies,
becoming more skilled as a teacher, or finding more teaching resources.

‘The case study increased ing about the emotional experiences of a

mastery oriented intern. It described the blooming evolution of an intern within a caring
environment. It revealed the internship as a place where a mastery oriented intern can
encounter both pleasant and unpleasant emotions. It detailed modalities used to overcome
unpleasant emotions, and to convert them into pleasant emotions and experiences. The
case study answered the research question of the study by detailing Petra’s emotional

experiences, attributed causes and thoughts accompanying the main cluster of emotions,
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as well as her goals, behaviours, and teaching actions. It described how unpleasant
emotions, such as disappointment, frustration, or anxiety help develop, strengthen, and
shape Petra’s behaviours, achievement goals, and teaching actions.

Previous research showed that students” mastery goals were related to task
efficacy and engagement, as well as to persistence in face of obstacles (Mecce et al.,
1988; Pintrich, 2000; Pintrich & Garcia, 1991; Roeser, Midgley, & Urdan, 1996).
Mastery oriented students were shown to prefer engagement in challenging tasks (Seifert,
1995b). Furthermore, mastery goals were associated with “joy that would allow more
cognitive creativity” (Nichols et a., 2003, p. 60). Mastery oriented students accounted
instances of more positive affect (Diener & Dweck, 1978; Seifert, 1995a). The
information provided by this case study research was consistent with findings from
previous research, but shifts focus from the mastery goal orientation of the student to that
of the intern.

‘The context of teaching and learning is built up on the teacher, students and the
topic taught. The focus of this dissertation has been the teacher, and the subject taught
was mathematics. However, students’ emotions, actions and reactions to mathematics are
intertwined throughout the research. Even if these do not create a distinct topic of
discussion, students’ actions and emotions are factors connected to interns’ attributed
causes, thoughts and perceived effects. Therefore, teaching is a complex endeavour,
subject to various types of influcnces. Some are vertical; others are horizontal influences.
Examples of vertical influences from above include administrative directives and
curriculum content dictated by school boards. Examples of vertical influences from below

include students and their different needs. Such needs lead teachers to subsequently
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employ differentiated instruction. Horizontal influences come from parents or colleagues.
Apart from these influences, teachers could be influenced by their personal lives or other
factors. Teaching s a complex and difficult performance act encompassing teachers’
emotions and actions; students’ emotions and actions; as well as vertical, horizontal, and
other types of influences.

The case study research findings could have been improved by a deeper analysis
of the connectivity between Petra and students’ emotions, and between her teaching

strategies and students’ i Classroom ions were used to

depict how Petra promoted high quality of learning and a student autonomy supportive

classroom environment (Deci & Ryan, 1980; Rigby et al., 1992). However, a survey
assessing students’ emotions could have perhaps been beneficial in describing this
connectivity in more detail. This rescarch could be further improved by undergoing a
multiple-case study that would answer the same questions i different environments. For
example, comparisons between emotions’ attributed causes and consequences in the case
of mastery oriented and performance avoidance interns could be beneficial. Such detailed
comparisons are not available as of now. Certain differences are visible in the second part
of the data analysis, however much more could be revealed by case study comparisons

between id d approach interns.

62 Data Analysis
Data was divided based on interns’ achievement goals. Meaning units were about
emotions that occurred while interns were teaching mathematics. Mastery oriented inters

experienced daily pleasant emotions such as happiness, satisfaction, or enthusiasm.




Mastery oriented and performance approach interns present a number of similarities in

concepts and themes underlining the attributed causes of such pleasant emotions.
Similarities include the following concepts: students understand mathematics, do their
homework, do well on evaluations, pay attention, are engaged in classroom activities,
behave well, work together, and lower achieving students succeed. Other similarities
between the two groups of interns include: doing a good job teaching, or being able to
explain concepts in different ways. Salient particularities differentiate the two groups.
Mastery oriented interns’ descriptions of happiness revolve around students’
understanding and reflect students’ comprehension, aligning with task-oriented
descriptions by Ames and Ames (1984). For mastery oriented interns, being able to
explain concepts in different ways represents their unrelenting effort in smoothing

students’ progress in ics. When self is lsted as an attributed cause for

experiencing satisfaction or happiness, this is done in connection with students’ progress.
‘When experiencing pleasant emotions, mastery oriented interns think about
students’ understanding, about their excitement upon accomplishing something in math,
or about their strong connection with math. Mastery oriented interns also think about their
teaching performance through the lens of students’ progress. Interns” happiness and
satisfaction leads them to think about their strong connections with students, their ability
to make a difference in students” lives. Mastery oriented interns reflect on improving
teaching skills and on devoting time and effort to create well-designed lessons such that
students can benefit even more. This type of thinking corresponds with Butler and
Shibaz's (2008) rescarch that highlights that mastery oriented teachers report having a

good day when they learn something new.
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Satisfaction and happiness lead mastery oriented interns to pursue high quality
instruction and to create good classroom environments. Such emotions reinforce their
choice of a career and increase interns” drive to pursue teaching with more passion.
Satisfaction, happiness, and enthusiasm boost their confidence and reinforce the choice of
teaching strategies. Happiness inspires interns to look for unconventional methods of
teaching, while enthusiasm and excitement contribute to integrate such new methods into
daily teaching practices. Satisfaction increases interns’ desire to learn new things in
mathematics no matter how difficult (Butler, 2007). They exhibit preference for engaging
in challenging new tasks. They do so, with the desire to attend to students’ various types
of learning. Satisfaction makes them believe that their efforts were worthwhile and
reinforces their positive attitudes toward teaching. Interns’ mastery achievement goals
become stronger and are more in reach.

Using Plutchik’s derivatives model, the key components of the mastery oriented
interns” sequence follow the next pattern. The gain of a valued object, meaning their
desire to learn more, led interns to think about students’ understanding, about their
excitement upon accomplishing something in math, or about their strong connection with
‘math. Their overt behaviour was one of repetition, as part of an increased effort to
experience happiness, satisfaction, and enthusiasm. The perceived effect of such emotions
was one of acquiring resources and techniques that would allow them to experience
pleasant emotions again, and of exhibiting preference for engaging in challenging new
tasks. Examples include learning about new teaching strategies, becoming more skilled as

a teacher, or finding more teaching resources.




Mastery oriented interns also experience unpleasant emotions while teaching.
However, such emotions appear sporadically at the beginning of their internship. This
aligns with other research that points out how mastery oriented students report more:
positive affects and less negative affect (Seifert, 2004). For example, frustration appears
when students don’t pay attention and don’t respect the effort put in by interns. Other
representative attributed causes include students” chatting, disrespect, lack of cooperation,
or lack of interest in math. Personal abilities to manage the classroom, inability to get
students to work, or to deal with their behaviours are also listed as attributed causes for
experiencing frustration, anxiety, or irritation. When experiencing unpleasant emotions,
‘mastery oriented interns recognize that students misbehave. Interns wonder if students
progress, if they understand math, and question how they feel. These thoughts lead interns
to put a lot of consideration into strategies that will help students to focus and progress,
and into tactics that could be used to regain classroom control. This points out mastery
oriented students” adaptive nature (Butler, 2007). Frustration and anxiety help mastery
oriented interns to put things in perspective, and help them develop as professionals.

‘The perceived effects of unpleasant emotions are constructive. Frustration and
anxiety contribute to increasing mastery oriented interns’ desire to perfect teaching styles,
as well as to increasing their time and effort to classroom preparation activities. At the
beginning, frustration and anxiety appear to have a negative influence, but in time, lead
mastery oriented interns to accepting own teaching deficiencies and increasing their
desire to overcome them. Thus, unpleasant emotions highlight mastery oriented interns”
adaptive actions and behaviours (Butler, 2007). Unpleasant emotions act as a reality

check and point out the difficulty of achieving the goals. Frustration, irritation, and

150



anxiety contribute to intems” desire to develop teaching skills, wanting to learn more
about effective strategies, and to better relate to students. Interns use emotional regulation
(Hochschild, 1983; Zembylas, 2005¢) when experiencing unpleasant emotions.

Using Plutchik’s derivatives model, the key components of mastery oriented
interns” sequence follow the next pattern. The stimulus events include students don’t pay
attention, don’t respect the effort put in by interns, interns” inability to get students to
work, or deal with students’ behaviours. The gain of a valued object, meaning their desire
to learn more, led interns to think about strategies that will help students to focus and
progress, and into tactics that could be used to regain classroom control. Interns’ overt
behaviour was an adaptive one. It underlined mastery oriented interns effort to revert to
experiencing pleasant emotions. The perceived effect of such emotions was one of
emotional regulation.

For performance approach interns, daily occurring pleasant emotions include
happiness, pride, enthusiasm, and excitement, Performance approach interns view
students’ understanding as a direct result of their teaching performances. Remarks about
pride reflect a strong dependence on supervisors’ comments (Seifert, 2004). Performance.
approach interns show preference for demonstrating high ability (Ames, 1992; Dweck &
Leggett, 1988; Urdan & Machr, 1995). For performance approach interns, being able to
explain concepts in various ways highlight own abilities to teach the same material
differently. Their satisfaction is also described in terms of domination over students”
behaviour (Pelletier et a., 2002). For performance approach interns, retrospective
attributed causes are tied to sclf-image, as they relate pleasant emotions to doing a good

job, obtaining positive feedback from the supervisor, or being influenced by cooperating
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teacher's actions. Thoughts appearing in conjunction with pleasant emotions point to
doing a good job and being successful at it. Furthermore, having good teaching skills,
leads them to thinking about highly about self, or that students’ accomplishments are a
direct result of their teaching skills. This highlights how performance approach interns
process information in terms of self and others (Seifert, 2004).

Satisfaction and happiness contribute to performance approach interns” increasing
desire to appear talented at teaching. Joy also contributes to their desire to become better
teachers. For performance approach interns, pride reinforces social status and self-
‘performance. Furthermore, pride is viewed as an essential component for interns” ability
to experience success, for reinventing themselves, or for future development of teaching
strategies. Pride also acts as a motivator for enhancing intems” confidence. Performance
approach intemns are driven by the desire to make a lasting impression on others, and take
great pride in impressing parents and students about their teaching abilities. This supports
research connecting performance approach with demonstration of ability (Dweck &
Leggett, 1988; Urdan & Machr, 1995). Interns take pride in their teaching efforts, which
are seen as directly contributing to students” progress. The desire to look more talented
than others increases as time passes. The constant battle between self and others
highlights their perceived competence through the lens of others (Nolen, 1988; Seifert,
2004). Interestingly, if interns fecl that they are within reach of their goals, then they feel
like taking a step back, pushing back a litle so that they can pursue goals again with more
ardor. Pride is also conducive to dreaming about becoming famous and reinforces

performance approach interns’ goals.




Using Plutchik’s derivatives model, the key components of the performance
approach interns” sequence follow the next pattem. The gain of a valued object, meaning
their desire to appear talented at teaching, led interns to think about students”
understanding as a direct result of their teaching performances, or to think highly about
self. The overt behaviour was one of repetition, as part of an increased effort to
experience happiness, pride, enthusiasm, and excitement. Repetition occurred because
pride reinforces their social status and self-performance, and acts as a motivator for
enhancing confidence. The perceived effect of such emotions was dreaming about
becoming famous.

Performance approach inters experience unpleasant emotions such as anxiety,
frustration, nervousness, or disappointment, Lack of confidence in teaching abilities
relates to questioning how to approach teaching next as well as to how receptive students
‘would be to teaching methods. Retrospective views link performance approach goal
interns’ attributed causes of unpleasant emotions with student behaviour, poor
performances, and poor work ethic. Questions about teaching strategies could be

interpreted through the lens of students’ behaviour, mirroring research underlining

h teachers” controlling (Pelletier et al., 2002).
‘Thoughts appearing in conjunction with unpleasant emotions show an increased tendency

to attribute such causes to students’ inappropriate behaviour, or to their lack of attention

and cooperation. At the same time, | hasis seems to be placed on thoughts about
teaching strategies.
‘While experiencing unpleasant emotions, performance approach intems tend to

refrain from expressing them. They do 50 to appear more composed than others.
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Frustration acts as a rei ‘mechanism. Comparisons with others ial for

these interns (Seifert, 2004). Frustration contributes to putting things into perspective, and

interns don’t feel that they can give into unpleasant emotions. Frustration and

tribute to increasing the being more talented at teaching
than others. Frustration and nervousness help performance approach interns pause on
their teaching strategies and help them think of what can they do to further develop

teaching skills. Experiencing nervousness makes interns want to further develop their

teaching abilities.

Using Plutchik’s derivatives model, the key fthe

approach interns” sequence follow the next pattern. The stimulus events include students”
behaviours, poor performances, and poor work ethics. The gain of a valued object,
meaning their desire to appear more talented at teaching than others, led interns to
attribute such causes to students’ inappropriate behaviour, or to their lack of attention and
cooperation. The overt behaviour underlined performance approach intemns” efforts to
refrain from expressing anxiety, frustration, nervousness, or disappointment. One
perceived effect of such emotions was to consider avenues to further develop teaching
skills and strategies. A perceived effect of frustration was a reinforcement mechanism, in

an effort to appear more composed and in control than others.

idance interns report b or surprise on a
daily basis. For performance avoidance interns, attributed causes leading to experiencing
pleasant emotions include: students understand math, do their homework, do well on
examinations, o cooperate with intens. Other attributed causes include getting positive

feedback from cooperating teachers, receiving positive feedback from students, or not



encountering significant classroom disruptions. Performance avoidance interns reflect on
pleasant emotions when they have to fill in diaries. However, they acknowledge that
without experiencing some happiness, they would quit teaching. Satisfaction makes them
realize that teaching can hold something rewarding. Experiencing relief contributes to
making them feel less worried about teaching. Experiencing satisfaction, excitement, or
happiness contributes to feeling that they can handle the challenges of teaching. This
temporarily increases their levels of confidence and desire to teach. Performance
avoidance interns’ wish to avoid teaching math topics where they may look incapable
tums out to be stronger upon experiencing relief and surprise, and weaker upon
experiencing satisfaction, excitement, and happiness. Enthusiasm makes interns believe
that during such days, teaching is worthwhile. At the same time, interns feel that given the
opportunity to select teaching days would contribute to a far better performance on their
part. This thinking underlines how pleasant emotions are bound to be short term ones.

‘These findi ‘with other research i & Chri: idis, 2007), which

highlights weak job satisfaction for performance avoidance teachers.
Using Plutchik’s derivative model, the key components of the performance
avoidance interns” sequence follow the next pattern. The gain of a valued object, meaning
their desire to avoid appearing unprepared while teaching, led interns to think about
students understand math, do their homework, do well on examinations, cooperate with
interns, receiving positive feedback from cooperating teachers and students, or not
encountering significant classroom disruptions. The overt behaviour was one of
repetition, because relief contributes to making them feel less worried about teaching. The

perceived effect of such emotions was that teaching was worthwhile.



Performance avoidance interns experience frustration daily. Accounts of
frustration present interns’ sense of incompetence (Seifert & O’Keefe, 2001).
Performance avoidance inters view students” failures as a threat to their self-worth

(Seifert, 2004). For idance interns, experiencing relief i d

avoiding manifestation of inferior teaching, in accordance with other research (Butler,

2007). For idance interns, the lack of i g

with their insecurities about being good teachers. They also express annoyance with the
pressures of the internship and verbalize overt displeasure with the educational system.
Performance avoidance interns feel that they are unable to get students to work and
unable to run the lessons as desired. As such, performance avoidance interns lack interest

in helping students. Their lack of ing or perceived non-signi the

educational system aligns with research conducted on the work avoidance students who
don’t sce the benefit of being engaged in academic tasks (Seifert & O'Keefe, 2001;

Seifert, 2004) and consequently engage in passive-aggressive mechanisms (Jarvis &

Seifert, 2002). While riencing unpleasant emotions, i interns”
thoughts run towards their inability to control the class, and a desire to avoid dealing with
a rowdy class. Furthermore, these interns think about the turmoil they experience while
teaching and worry about both their carcer choice and the intenship. Finally, they end up
questioning a full time career in teaching. As such, they look at the future with
uncertainty.

Annoyance acts as a reminder of the less developed teaching skills of the
performance avoidance interns. Frustration makes them realize the level of their teaching

skills and temporarily helps improve their teaching skills. Unpleasant emotions such as
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worry, ultimately reinforce performance avoidance interns” desire to avoid teaching
situations where they look less capable. Frustration even acts as a motivator to leave the
teaching profession. This is considered with the hope of avoiding demonstration of
inferior teaching (Butler, 2007). Unpleasant emotions contribute to thinking about
avoiding teaching as being even more important. Thoughts about quitting during the
internship oceur, but they cannot be completed, as this s not a viable option. In the long.
run, interns contemplate pursing a part time teaching career, as opposed to a full time one.
“This is done with the hope of gaining experience over a prolonged time frame.
Performance avoidance interns attribute pessimistic views about teaching to their
perceived lack of constant guidance and help from their cooperating teachers.

Using Plutchik’s derivatives model, the key ts of the

avoidance interns” sequence follow the next pattern. The stimulus events include interns’
sense of incompetence, pressures of the internship, or insecurities about being good
teachers. The gain of a valued object, led performance avoidance interns to think about
their inability to control the class, about their desire to avoid dealing with a rowdy class,
question teaching as a full time career. The overt behaviour underlined performance
avoidance interns’ efforts to escape teaching.

Goals influence interns” emotions. The desire to learn new things motivates
mastery oriented interns to maintain a positive outlook. Mastery oriented interns believe
that without goals there would be nothing to accomplish and the drive to go to work
would be completely gone. The desire to improve teaching skills and to lean new things

keeps frustration or disappoi in check. Goals al ibute to raising interns’

awareness of the short life span of emotions.
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Goals keep performance approach inters grounded in reality, keep them calm,
and keep them focused to get the class under control. Wanting to be a better teacher than
others leads these interns to work towards creating better lessons and classroom activities,
and subsequently contribute to heightening their experiences of pride. Wishing to become
a better teacher than others contributes to making them stay positive and contemplate
things in a positive way.

For performance avoidance intems, rational thoughts overcome the emotional
aspects of teaching and contribute to their conscious attempts to hide their unpleasant
emotions. Even in light of emotional management of this nature, the desire to avoid
teaching ultimately contributes to increasing their frustration because interns cannot avoid

teaching.

6.3 Future Research Opportunities
‘This section presents the limitations of the study as well as possibilites to further
expand this research. The first limitation of my research study is that it was directed only

to mathematics pre-service teachers at the junior and senior high schools. It could be

interesting to see if th periences, or if the similarities and diff s
interns in different disciplines with different goal orientations are alike to those found
here. The second limitation relates to the number of participants. While there were six
‘mastery oriented interns and five performance approach interns, there were only two
performance avoidance interns participating in this study. More insights into the

development of emotions, thoughts, and perceived effects could have been obtained,

particularly within the last group.
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A possible avenue of furthering my research pertains to replicating this work in

the context of in-service teachers, having different years of experience in teaching

differences i tional patterns for attributed causes,
thoughts, and perceived effects could be traced. A new facet could be added to
significantly narrate the connection between mastery goals and mathematical intimacy.

For example, case studies could be used to learn how teachers’ mathematical intimacy

informs their achi goals. DeBellis (1998) defined ical intimacy as a
form of intimacy that consists of two components: intimate interactions and intimate

relationships. A series of intimate mathematical interactions build up intimate

Intimate interacti ized by intimate behaviours

and intimate i i Intimate ical behaviours include “the

distance a problem solver places between himself and his work, cradling his work,
temporary loss of hearing external noises because he is so focused and consumed by the
interaction, and hesitation in sharing mathematical solutions” (DeBellis, 1998, p. 437).
Intimate mathematical experiences incorporate “positive feelings and perceptions of
understanding which a problem solver incurs while solving a problem or thinking about a
mathematical concept” (DeBellis, 1998, p. 437). Examples include warmth, passion, time
suspension, vulnerability, loyalty, and positive emotions such as oy, excitement,
affection, clation, or amusement. Experiencing mathematical intimacy is equivalent to
“being highly engaged in problem solving, having a warm-hearted dialogue with various
math concepts, analyzing and comprehending its most inner structures, or creating a close

bond with mathematics” (Radu & Seifert, 2011, p. 3).
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Another direction would be to follow the study’s participants in their teaching

careers and inquire into chang ing within their achi goals, or within the

emotions they encounter while teaching.

Data suggest that mastery oriented interns are able to use unpleasant emotions to

their and use them for the i of their teaching practice. Data also
suggest that unpleasant emotions may contribute to withdrawal from the teaching
profession for interns with a performance avoidance orientation. I would like to
emphasize that teaching is a very complex practice. I only looked at emotions and goals,
and did not take into account other factors that might contribute to leaving the profession,
such as: work tensions, workloads, work ethics, degree of preparedness, or the type of
relationship an intern has with mathematics. T think that future research could inquire into

e dimpiibatices o teachers ks atibny o etk ack goals and teaching

actions. The study could also look into similarities and difference between situations
when a teacher ‘acts’ enthused and happy and when a teacher is authentically enthused

and happy.

64 Practical Implications

My study presents theoretical implications for the research field. It is a unique
study that brings together emotions and achievement goals in the context of pre-service
interns teaching mathematics. It has potential for future research options. It contributes to
and furthers the links between the research fields of emotions and motivation.

However, apart from the theoretical implications of this study, I think that there

are also practical implications. Education programs might benefit from incorporating
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some of the findings of this study into their teacher preparation programs. This would

ensure that other future interns learn that is normal to experience a variety of pleasant and
unpleasant emotions. Relatedness to other interns” emotional experiences might help
them think that they arc not the only ones experiencing frustration, disappointment, or
anxiety. I think that it would also bring awareness that frustration o other unpleasant
emotions are not rare, and are not necessarily negative.

As well, in-service training might benefit from presentations about my research. It
would bring awareness for in-service teachers about the relation between emotions and
goals. It could help them reflect on the myriad of emotions interns experience during the
internship as well as on the powerful perceived effect emotions have on interns.
Furthermore, it could help them reflect on how they think about interns, how they feel
about internship programs, or to consider thinking about internships from a different

angle: the emotional one.
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Appendix
Appendix A Research Study Consent Form

Lo ety i yor o particpee fnmy doctora e oot T
emotional experience: its for

nsthematies eachers”. The prposs of my doctoal dissetation i o produce a delailed
description of the interplay between the preservice and in-service teachers’ emotions and
their achievement goals towards instruction, as grounded within the socio-cultural context
of the intermediate and high school classrooms teaching arena.

Tinvite you to participate in a one-page survey that will tell me more about your
achievement goals toward instruction. I anticipate that it will take approximately 5
‘minutes to complete the survey. You are invited to put your name or student number on
the survey’s cover page. Your participation is important and greatly appreciated, as you
‘will be able to tell me about your motivation to teach.

Tinvite you to participate in three audio taped interviews of approximately half-hour’s
duration. The interviews will revolve around the following ideas: the influence of your
teaching goals on the emotions you felt while teaching, your emotions and emotions
experiences encountered during teaching a math class, the weight of your emotional
experiences on your teaching goals. I anticipate that allinterviews will be conducted
between January 4 and April 1, 2010. Your participation s important and greatly
appreciated, as you will be able to tell me about your teaching goals and emotional
experiences.

Tinvite you to participate in keeping a two-page diary that will tell me more about the
emotiors you experience while teaching math. I anticipate that it will take approximately
15 minutes to complete the diary. You are invited to put your name or student number on
the diary’s cover page. Your participation is important and greatly appreciated, as you
will be able to tell me about your emotions or moods associated with teaching
mathematics, and about the manner emotions influence your goals toward instruction.
You are kindly asked to fill in this diary especially if something significant (positive or
negative) happens. T will collect the diaries twice: before the second interview and before
the third interview. I will read these diaries on a regular basis, and based on your written
responses, I will further probe for a deeper understanding of your statements, using
individual emai. It would be desirable that you will record your emotions or moods using
this diary as ofien as possible.

If you are not doing your internship in St. John’s, the surveys and interviews will be
conducted online. If you are interviewed online, I will upload the survey on the
Desire2Lear interface, so that you can complete the survey online, and I will provide
two prepaid stamped envelopes that you can use to mail your diaries.



Your participation is entirely voluntary and you are free to withdraw from the study at
any point in time, and there are no adverse consequences from accepting or refusing to
participate in this study. Your responses will remain confidential and anonymous
throughout the study. If you wish to participate, simply sign this research study consent
form. The data obtained from the research study will not be seen by other participants,
other members of the academic community, or anyone else, except the researcher
conducting this study and her supervisor. The surveys, diaries and the transcribed data
obtained from the interviews will be stored for five years in a secure location. Even if
identifying personal information is being requested, this information will be used only to
connect data obtained from cach individual through the three different channels: survey,
interview and diary. You do not have to answer any or all the questions of the diary,
survey or interview if you so choose. There are no penalties associated with your refusal.
Ido not foresee any risks involved with completing the diary, the survey, or in
participating in the interviews.

Although the data from this research study will be published and presented at
conferences, the data will be reported in aggregate form, so that it will not be possible to
identify individuals. Moreover, the consent forms will be stored separately from the
transeribed interviews, so that it will not be possible to associate a name with any given
set of responses. After your interview, and before the data are included in the final report,
you will be able to review the transeript of your interview, and to add, change, or delete
information from the transcripts as you see fit.

Lanticipate that there will not be any risk of harm as a consequence of participating in this
research study. If you decide to participate in the study, you will not benefit from any
compensation grade wise. If you decide to participat in the survey, interviews and the
optional diary submissions, you will receive an Empire Theatres” gift certificate in the
value of $75.

‘The proposal for this research has been reviewed by the Interdisciplinary Committee on
Ethics in Human Research and found to be in compliance with Memorial University’s
ethics policy. If you have ethical concerns about the research (such as the way you have
been treated or your rights as a participant), you may contact the Chairperson of the
ICEHR at icehr@mun.ca o by telephone at (709) 737-8368.

You are welcome to ask questions at any time during your participation in this research. If
you would like more information about this study, please contact

Researcher: Oana Radu, Faculty of Education, Memorial University of NL, St. John’s,
NL, A1B 3X8, oradu@mun.ca, 737-6928.

Researcher’s supervisor: Dr. T. Seifert, Faculty of Education, Memorial University of
NL, St. John's, NL, A1B 3X8, tseifert@mun.ca, 737-3402.
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Appendix B Survey

My goal isto continuously develop my
abilites as ateacher.

intend to try even more in order to leam
newmmpfntvmml teach.

is important for me to lear new things.
irtisase inthe subject that I teach.

T like learning new things on the subject
that I teach, no matter how difficult they
are,

Tam absolutely satisfied when it looks that
T'm better teacher than others.

My attitude i to be better teacher than the
others.

Twill lways try to outperform my
colleagues.

Itis important to my life 1o perform better
as ateacher than others.

Itism id teaching things

titude to
for which I may be gibed at, for my
abilities.

. I'll continue avoiding exercises in which I
ble.

may look incapat

- 1t o vk trcing g b which [
incapable

may I

. 1 feel relieved when I avoid teaching

something in which I might look
incapable.

Strongly
agree
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Strongly
agree
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Strongly
agree
Strongly
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Strongly
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Strongly
agree
Strongly
agree
strongly
agree
Strongly
agree
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o
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Appendix C Interview Questions

First interview

Have you had any previous teaching experience before entering the B.Ed.?

Why did you decide to enter the teaching profession? Was there a significant

event that made you pursue teaching as a career? What was emotional about this

event?

What do you think about the following statement “teaching is just a technical

job” How do you define teaching?

‘At the start of your intership, how would you define successful teaching?

How would you define the classroom arena: as an intense environment where

emotions prevail, or as an environment where there is no space for emotions and

where teachers should hide their true emotions from students?

. What math topics interest you most? What s it about these topics that fascinate
you? Would you want to learn more about these topics? Would this influence your
Tuture teaching performance? What interests you most about teaching? What
seems to be most appealing for you about teaching?

. How would you define a fun activity? Would you describe teaching as fun? What

makes it fun?

‘Which math topic would be the least bit interesting for you to teach? How would

you teach this topic for the first time? What it is about this topic that makes it so

i

w

L

dreary?

‘What kinds of teaching situations would make you uncomfortable? What kinds of

classroom situations might iritate you? Are there times when you feel frustrated

by students’ comments or attitudes towards math?

10. How does looking more talented at teaching than the other interns make you feel?
How important s it for you to perform better than other interns? Why? How does
this make you feel? Are you proud about your teaching skills? Are you hopeful
that your teaching will improve throughout the internship?

11. Are there times when you do not feel like teaching? What do you do when you
have to teach but you don’tfee! like it? Do you worry about teaching? Do you feel
like you are not going to make it when you teach? In other words, do you
sometimes worry that you are not doing well enough? What do you do to
overcome this state of mind? Do you feel anxious while teaching math topics?

. Do you think that you are equally knowledgeable in all math areas? Have you ever
tried not to disclose your lack of competence in certain math areas? How did this
make you feel? Would you try to avoid teaching certain math topics in which you
might be perceived as incapable? Have you tried to avoid solving math problems
where you might look incapable?

. How would you describe the role of your emotions in your approach to
instruction?

©
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Third

Second interview
‘When you think about emotions and classroom teaching what comes to mind?
Which emotions would you associate your teaching with? Please describe one
significant emotional experience where you recently experienced the emotion just
‘mentioned.

Do you recall any other emotions that occurred together with (lst emotion)? What
was the order of appearance of these emotions?

Do you have any other significant memories related to this emotional experience?
How often does this emotion appear i the span of a week?

State in one short sentence the essence of this emotional experience.

What do you consider to be the causes of this emotion?

What were you thinking of when you felt (emotion)?

Do you show this emotion, or you try to keep it for yourself while you teach?

. Did this goal increase or decrease in importance for you? Did it become stronger

or weaker? While experiencing (emotion) do you feel closer or further away from

achieving this goal? Is this a long-term goal or short-term goal? Does the goal
seem more tangible or less tangible?

How long do you think the influence of (emotion) will last?

Considering its frequency, how important do you consider this emotion to be for

the development of your professional life?

. Did you try to reduce your negative classroom emotions? Did you try to increase
your positive classroom emotions? What did you do?

. How do you handle your emotions right after they occur in a classroom setting?
Could you give some examples?

. Shortly afier the emotion oceurred, did you try to physically move away, take
deep breaths, control your facial features, thinking of a serene place, or
subsequently increase or decrease the amount of physical activity? How did you
feel afier that? Did you notice any physiological changes?

. Do classroom emotions influence the amount of hours you put into your next
classroom preparation?

. Did your goals influence your emotional reaction? In what way?

. After you finished teaching, did you think about what happened? What causes did
you aftribute to your emotion? Did you try to analyze your emotional experiences?

interview A replica of the second interview.
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Appendix D Interns’ Quotations

‘Table 13. Attributed causes contributing to the development of pleasant emotions —

‘understand math ‘understand math ‘understand math
y g ly
when they started .. everyone is You taugh i good
a very different level, ifthey | them” (10-2) job, 50 that made me happy” (7-
walk out knowing more than they 2
al y
valuable” (4-1) was saying ... when students are | “they seemed to understand the
g00d at what they are doing” (11- | questions and because the class
“when you 2 flew by” (7-49)
mdanding loplc or idea for
the first time” (2-1) i L “class went well, and | had the
comprehending it impression the students
\mmm..gnqumuy (112) | understood (8-1)
“when | .
feel " (71-45)
ed with my teaching and
the class” (10-43)
“knowing that 80% of the
students are getting it, just with
the math, and tha really makes
you feelthat you are doing a
good job” (12-2)
“ifthe happiness comes from the
success of your students, then you

will feel pride and

“express interest I Tearning math

“the kids seem interested, the
seem engaged, they are

seer
interested in what they are doing”
3)

©-3)
‘advance without interns” help

‘tome studets eve v o,
completing homework
assigned or taught yet” HE

understand
the lesson well enough to apply it

i y
students, and by success | mean
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itwasa
new idea for them” (5-d2)

e good about themseives” (5-3)

ey it,and it showed
that they were able to do this™ (5-
3)

oD N
‘and were doing very well” (9-46) | much higher grades” (7-2)
wel,
them” (11-2) @i (7-94)

“a ot of students did really good™
22)

“pay attention, are engaged in | pay atiention, are engaged in

classroom activities

“they are paying atention, they | “they listened well” (10-49)

understood, they were engaged™

G2

“Kids involved in answering
questions, you can tel they.

“students asked many questions
about things that were not exactly
clear” (10-d6)

‘understand it” (6-2) “they were cooperative” (10-3)
“when ;
(10-45)
different questions and o see
mw(&l) by the students,
muy-nmmmm

‘and they feel bettes” (11-2)
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“Students were following along
and partcipating” (9-44)

“the kids are showing strong,
work habits” (13-3)

“working on word problems with
the class, they were into it” (13-
42)

“the lower achieving students see
alite bit ofa light, and say ‘Oh,
how you do it”

“when I see that students are

“I was also proud that he could
do it himself and he was doing it”
23)

“one student successfully

trugeling
things” (4-2)

had trouble with" (9-2)

“students have been behaving”
G3)

“they behaved” (10-2)

“ahis student in my grade 7 class, | “today he was working by
h s a lot with math .. | his icipati
‘when [ i he gotup and
ly she
actually one of the ones who ‘board and this made me
spoke up and answered ... she | extremely happy” (9-3)
was actually able to voice an
answer” (62) “one girl rally has not been
doing 50 well on her math, and
she finally got it, and she stayed
after class and she told me she
ike math” 9-2)
ask questions apathetic students solve problems | enjoy the class
“they ions” (3~ | “when 1 9 leam
2 den doing some i a3)
work” (12:2)
“the kids v (13)
accomplishments

“behave

“they were actually enjoying the
activity and leaming, I was proud
because they behaved so much
better than when 1 took them to
the computer b at the beginning
of the year” (7-3)
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‘work together ‘work together

“all my students worked together | “success of students, people
a5 a team to solve the problems” | working together” (9-3)

(1-3)
“students were working very well
together
isten ina ing in the
while” (4-42) properties of normal distribution”
133)
Couperaie with inierns “couperate with nierns
“they come in and are having a “students seemed to respond to ‘
really good day and they are me” (82)
eally happy and they partcipate
alotin class” (6-1)
oL in clas - -

ids are pr
me” (3-2)

ay they can
‘makes me feel that ok I am doing | was on a high for the rest of the
apretty good job” (3-2) day” (13-2)

“way students are responding to
talking to you in the

Ty 63

react o interns” eforts

“how they are reacting to what |
am doing” (2-3)

“they think you are a good
teacher” (3-2)

“it's great to get such feedback
from students above all else” (2-
ds)

“she came in at lunch time in the
saff room s hd  big eter

y tanking s,
mmnu,uklxmﬂyy)«lm
know that you are

iffrence nome i's 6" (32)

“that they respect you enough
evenif they might hate what you
are doing, they respect you
enough as  person to control

ﬂl:mulvn"ﬁ i
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studens” emotions influnce

interns’ emotions

interns” emotions.

positive way, and are happy, and

and they feel happy about, makes
me happy” (9-3)

M kol ol i
!omgl =

emotions affect you” (3-2)

“Ifeel a lot of enthusiasm
because they are always 5o hyper
‘and bubbly and they are always

Tam
rying o be posiive,but i willbe
hard to be postive” (10-2)

interns’ emotions

“ifthey're happy and engaged
then that will make me happy and
engaged” (7-2)

interns? emotions affect
students’ emotions

Tnterns” emotions affect
lents” emotions

“ify

will in tum enjoy what you are:
teaching them” (1-d7)

pic and you enjoy
they enjoy it” (10-2)

students” emotions sway interns
confidence

Students” emotions influence
interns’ teaching

‘our teaching ability” (1-2)

“ifthey are feeding you positive | “you have to take your kids

e mied ke
‘making you feel more good about | you are teaching, without a
‘yourself and more confidentin | doubt” (9-2)

“ifall my students arc having a

around” (11-2)

nterns” teaching influence
students” emotions

“what you do influences their
smolons teecnticpm il

“the main thing would be my | “I made math notes .. was very
performance in the classroom” | satisfied with those notes myself,
@2) because | explained in detail
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“I've delivered the best possible
‘math lesson for my abilties” (2-
D)

“I fet satisfaction with the

‘overything I was going (0 do”

22)

“it makes you feel like you've:
done a better job” (11-2)

Thad e
prepared” (6-46) ‘would be the main cause, it
wﬂuld beaclass I teach ... but
1feltat the end happen in
of th lesson made me el good | classtoon” (5-2)
about myself as an upcoming

teacher in training” (3-d1)

“Lam happy with the way things
went, I felt organized” (3-2)

“Just feeling that | am doing my
job properly ... that I am getting
etterat it” (2-3)

“I'was proud of myself for
teaching it well” (11-2)

“while tesching the clas 1 felt
very enthusiastic, after the class |
felt satisfied with the class” (10-
)

“I felt really good about myself
for secmingly being an effective
teacher” (13-3)

was proud of myself for
knmmg it (11-2)

“successfully doing what was
meant to be doing, teaching
material to students” (10-2)

“I felt like 1 had done a good job
teaching the unit” (13-3)

“relived that things went good, or
that things went ok, tht the class
was successful or efficient” (10-
)

different ways

“they don’t understand and I can
explain something in a different
way, and they say ‘Oh, yeah!"
[c3))

“ sat with a student who
struggles and was able 1o explain

different ways

“I was re-teaching what was
gt yesterdy becaus he

p the concept
b expained & diferend

which lead o satisfaction” (9-dS)
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itin another way she understood™
(6-42)

et positive feedback from the
‘cooperating teacher

“my supervisor teachers are
giving positive comments” (3-3)
“T've been told 1 was doing a
00d job that they like me” (3-
2

“pride for myself that | am
evolving as a teacher and I seem
10 be doing well and based on
how the kids are responding
based on comments from

sor teacher, so just pride
for myself” (3-3)

“get positive feedback from the
cooperating teacher

“my supervising teacher said it
had gone well” (8-d3)

“another teacher came in and said
“Great Lesson Idea!"™ (7-3)

connect with students

“I am building relationship
kids” (3-3)

‘connect with students

“being able to talk to them
seeing their reactions, being able
to joke a b .. the response that |

“you kind of build on their et fom e sudens g
answers” (3-2) s nprsio
acing o ht oy gy b
“I make connections with people inthe s’ (62)
and help them make connections
intheir mathematical knowledge”
Q@2)
" confidence in Gidwell under
their math abilites their guidance
“just anticipation of something
“I el sat doinga methi
difference in one kid good job ... I feel o Moo have been looking forward to” (8-
person s geting it, [ mustbe | 2)
“ s 123)
‘mathematical knowledge and
@2 | “preypl i first
part weat” (13-3)
“I have helped somebody and
@2 what I
‘nothing more that  could do”
(22)
“I was really satsfied with that
class” (10-3)
“the class was very well balanced

ut some tudnts were baving
problems
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therefore cared for how they did
and was satisfied when I knew

ey wcemzed o e
(10-3)

“the class did very well and I was
pretty happy with the result” (13-
&)

“I was really proud to make the
right choice lnrmeclu!"(" 3)

ion wi Ifand

“being very
g

energy

area,

mysel” (2-d3)

different students, being able to

wantto do” (3-1)

“feel joyful that I have chosen the
right career” (2-2)

“where I am in my career so far
just makes it seem in an overall
positive experience, and makes it
seem like I made the right choice
this contributes to
satisfaction” (3-3)

different types of leamers” (10-2)

youmaks hotogc fn e
students and they en
ke th best ot o - (102)

“Just the
e thr achers (1)

help students achieve good
grades

class students
“the sense. “ “the ki

because [ Mlped them go through. | how the class cooperat awesome lesson” (7-dS)
e chaptr nd e ddalthe | and my tenching? (105)

‘worksheets — and I taught the
‘whole chapter — and they
understood it so well,and made it
seem like easy for them, because
alotof them got 100" (1-3)

examples and I even got
some studens (o get o come up
tothe board and I made the
examples more real” (10-3)

“Lwas ly happy

“Ifelta lot of pri y

8
because I work hard preparing
interesting lessons” (1-49)

that, 5o it made me feel closer to
them and a lot of pride that we

students " understanding

“Iscaffold the problem and sat
‘down and explained the problem

performances

“Iwas proud of them, of him and
myscl. 1 was doing a good job

“the lesson was over without any
problems” (7-d1)

already knew the question” (2-2)

e

g, or
the teaching is working” (122)

by -
d6)

189



“Iwas really happy that my

“I just feel content, happy with

&
understood it and he knew it”
(123)

“the more I putinto teaching, the

more I getout of
appreciate my way of teaching it

to them, I am influencing them in

their academic career in a
positive way, and know they are

(82)

“Iwas excited because I thought
my lesson was going to be a good
e, then enthused because it was

going well” (7-d5)

glad o have me there doing it”
(13:2)
et along. help i are abl z
understand math before have fin teaching
“how I get along with my “after the lesson a student told me | “getting to teach, helping
coworkers” (2:2) that they understood for the first | students” (8-d1)
time” (9-d2)

" (1:3)

e

“the lesson I planned went really
well” (5-42)

(10-d5)

1 was familiar with the material”

“caring when a couple of kids
still didn’t understand” (7-d6)

“you feel you have a good “I was happy to teach

" (32) rigonometry because I enjoy the

unit” (10-8)

“t0 know that things went fuily.
well” (3:2)
“everything going correctly” (5-
2
“you have a lesson planned out,
and you get through that lesson in
the way you planned it (6-

bu dents” math behaviour
progress and education

youps hen 1 fie. [“1
i the | students’ disrupti

next day” (6:2) isfaction” (9-02) d

“the work I put into planni
thote uesions sod xpsining
them did actually help them

undersand i alrvards” ()

faction that you are
conmbulmg o thei education”
33)

this seemed to make thei

m more
‘open and I felt some happiness”

(8-d5)




nterns” attiude
selfsurprise effect

‘manage to get things under
control and get the lesson running

“when Tam
of these bad students” (12-2)

I
‘what I expect. Usually I expect
my grade eight o be excitable

smoothly” (6-2) o
more a sense of an nine to be bored and badly
P, i i behaved” (7-3)
and pride,
questions, partny disruptthe | that you know is in trouble, that
class” (62) ‘would be a sense of pride” (9-2)
“when you gt through a class,
without too many ns” (6-
2)
assess students” work
“I feel that they are eall
prepared for pk ©3)
make a difference
lecturing I felt enthusiasm when
T began helping students achieve
and I felt satsfaction” (9-d1)
Table 14. ibuted ing to the of pleasant emotions —

quotes — retrospective view

“I el good afte getting the
impression the class got a lot out
of my lesson” (12-3)

do agood job

“Tyersualy il B Laddece
agood jo and it was
'y sl o do " (83

b T

I

supervisor teacher

“supervisor teacher are giving
positive comments” (3-3)

supervisor teacher

“when he tel me it was a good
oo, whm b o o oy
it (11-3)

“ifhe s finding that | am doing a
g00d job teaching, he will send
50, if he sends me an
email, that makes me el ike 1
b (11:3)

actions

‘cooperating teacher's actions

of the class, to the
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Toyon,
hailway” (3-3)

mpervnsmg me at the time
xurvmghnm e past (um]

enjoy.
progress i
3 “ iastic they were” (10- hinking
3) that someone will enjoy
Something T wildo” (52)
“when they are enjoying
something” (11-3)
“are progressing well
“the way things are going seem to
be positive” (3-3)

build connections with students

“1am building relationship with
kids in that way, but overall

establish relations between
behaviour and emotion

“do become aware of the
connections with how I feel and
how I performed and there is
certainly a clear connection
there” 2-3)

‘Table 15. Attributed causes contributing (o the development
quotes

of unpleasant emotions —

“if kids are being disruptive, “Lsaw a lot of behavioural issues

disrespectful” (3-2) and it was insane” (9-2)

“typi behavi ifth

in their seats” (3-2) getting up from their seats, they
lack respect” (9-2)

“it was solely his disrespectful

beha trouble i the | “inattentive, loud classes, I find it

i
work, and he is chit chatting with
other people, and just being

1feel like

‘pemetually misbchaving id wes

distracting others and twisting my
words” (7-2)
“the student basically yielded at
me” (8-2)

“your behaviour s inappropriate™
(83)

“students who were normally

well behaved were now talking
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Gistespecttul” (3-2)

“the rest of the class was just
‘going wild and really hard and
s very frustrating when you

‘over one another (and me)” (8-
)

“4wo seconds later they were

percent of the cl

Tcuing md nling o dog o
i (12-3)

“students were being disruptive”
9-02

Y their field
tip” (7-2)

are chatting

“as | went through the next
they really were not paying
attention whatsoever” (6-2)

“they are all chatting, and even if
‘youtellthem to be quiet, as soon

s you tum to the board, they start

chatting” (5-1)

“there is too much noise in the
room” (2-1)

“they are coming in and they are
50 notinterested in your thing”
IE)

‘are chatting

“the other half didn’t want to do
anything but talk” (13-3)

are chatting.
“they were still alking alot” 8-
3

)
disregard interns” efforts

“students who just don't care” (6-
n

“she said ‘My dad is a math
teacher and he can help me at
home, 5011 don’t need to do it
now'™ (4-2)

“when you are putting in effort
for something that wil benefit
them, and they don't seem (0
have any interest in, and they
don't respect the effort you put
into it” (6-2)

disregard interns” efforts

‘T gt ke soreciaon fom
tudents” (9-2)

“I've noticed the use of electronic.
devices, kids always have the cell
3

“cell phones in clas, it drives me
up the wall” (12-1)
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‘nterfere with others” abilties 1o

explanations

ing di P (12- | “the students orl
rude in a way that it s making it | 1) can't get anything out of them it
‘more difficult for vﬁﬁ students st el i i very draining
to leam, or just keepi “Ihave one person in class experience” (8-2)
hemselves rom larmpg” (42) | consantly kg, ot even
looking in my direction” (12-3)

“students wil not listen after
being spoken to several times”
ao-n

are not focused

“that particular class was n

wo
sure how many of them actually
erstood it” (8-3)

\don't cave chontlearming don'tcare about learning don't care about learning.

“after givi copies of | I 't care
Gepret whnlsadlar | sboct b vl they o' it muq\lluapovrwu

course or » 8-1)
(it was already 3 weeks Im) her | e 0-3)
respanse was | don't know
g pass tin” (4| “she didn'
d@s) she got up and stormed out,
slamming the door behind her”
“want to have to think and are | (11-d3)
repulsed by the idea of having (o
think or by doing any amount of | “they are not leaming the
work” (4-3) material, they don’t understand it
they don't want to do more work
oni”(103)
“kids were not paying att
then ey woulanotpt much
effor into the assigned questions™
3-3)
choose notfo work choose not fo work ‘choose not fo work
‘ “peopl i , just y y
‘ work atall” (5-1) ignoring, when they are ‘math problems” (7-1)
‘completely unmotivated they.
refuse to work” (11-2) “some of them didn't have their

‘homework done” (7-d6)
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‘work that sn't worth marks, they
say things like “I haven't passed
‘math since grade 6, P'm not
‘gonna get this now” its very.
frustraing when the kids have
given up® (13-2)

don' ot don’s
“students being mean to each “when students have lite respect
other” (4-d1) for each other” (9-1)

“hey are not ust rude to me, they
are rude to each other” (4-2)

“I could feel the animosity
between certain students” (6-14)

“kids are saucy, or come from

problems” (3-3)

“there was a It of bickering

don’t pay attention

don’t pay attention

“they do

students in every class,that are
not going to pay attention, and
are going to be rude and they are
not gonna listen” (6-1)

“they just don’t seem to lsten”
(62)

“just an environment with a lack

“there is a group of them who
talk through the whole class, and
they do not pay attention” (4-3)

e o faoenf o
nothing gets done .. especially
‘when the muvahle @2)

' get i they
don't pay attention” (12-3)

‘are not cooperat

‘are not cooperating

get
prepared for class with books,
pencil, etc.” (6-d3)

ing, and
their refusal to do work unless it's

for marks” (13-3)
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“ifthe class s not engaged, they
are not leaming” (3-3)

ibiliy for their
actions

actions

have done (4-3)

‘most don't realize that they are
charge of their own learning; mey
Took to us as teachers for so much
help and that everything is our
fault” (12:2)

Tack interest in math

verbalize hatred for math

m:y el pving
y are not leaming
it oo st i,
they are bored, if they are
indifferent” (3-3)

“students were unresponsive and
‘wouldn't cooperate or listen” (4-
d4)

Ll e
‘Math s hard, there is nothing

Tean do” (12-1)
“Task them ‘Why? Why is math
or Tell me why you hate
math?” And they can't, they can't
really express, they really don’t
know why they hate math (12-1)

don’tTearn even i are
mathematically inclined
“when they choose o
underperform there i this ki
wh ‘mathema
but he also chooses not o do
anything at all, he will ot write
anything down, he would not
hooses to

ly,

‘question the value of math

“when students ask ‘Wil do they
because a lot of the

math is useless” (9-2)

ey say itjustdos ot matcr
they won't come back
= year', they don't care if they

graduate or not” (9-3)
=

interns” eforts

concept” (3-2)

“they don’t understand some of
these models” (4-3)

and they are not understanding it”
©2)

“if you ae doing the best you can
and they still don’t get it” (9-2)

“no matter what I did she didn’t
understand and this led to
frustration and a sense of
powerlessness” (9-d1)

Jal tests because they choose to
underperform

“have low levels of math skills

“they did n
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Tailing all i

because he just chooses to be that
way” (5-1)

and cognition to proceed” (12-d1)

s vy st e o
have a certain topic to teach and
they don’t even have the skill to

the basic skills, times tables,
don’t know their times tables
anymore” (12-2)

‘don’t undersiand matF, make
teaching difficult

“when I find out they are not
getting it,thisis going to be so
‘much harder o teach” (12-3)

uhen g0 hroughatp, g0
rough problns, od vy, very
detailed step by step and I get
gl e a0l 11

¥ n't get it (12-2)

‘Students” emotions and moods emotions and m

influence interns” emotions and | influence interns’ emotions and | influence interns emoti

‘moods ‘moods

“whenthey e inabad maod | | "o day i e gl stted | i stdent s mgry st me

0 5 g
2
froze, and I tated to u.uy feel | mine” (82)

“they come i, they are in abad | for them ... their emotions are a

mood, it kind of brings your big part of mine” (12-2) “their emotions play a ole in my

mood down a bit” (6-2) emotions while I'm teaching
because if they're upse or
disgruntied or shy about
something then I'm going to be
100" (7-2)

Tniers” emotions affect students” g ot

emotions students’ emotions

“your emotions can make or “because when I am stresed, it

break your class” (1-d3) affects their mood too” (8-3)

15" moods create
challenges in teaching

“ifthey are kind of offthe walls,
ey e st st st
they are excited
oy sl you have to
lesson witha
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clean shate” i zi

lack classroom management
strategies strategies. strategies
i dk ing pari
based on classroom management” | (11-3) capable at that moment. Like I
@2 ‘can probably handle the material,
“if youtry thi (12- | at the same time this is what I am
or feach a lesson and not 3) finding difficul” (8-2)
succeed” (3:2)
“my ability when it comes to
classroom management” (2-2)
it was a litle rowdy at the end of
the day because it was such a ice
day” 2:3)
are unable o get students (0 “are unable o get students (0
work work
“arying o get kids to do “I can't get the class to do the
seatwork” (3-d6) tasks Ineed them to do whether it
s listening or working or just
setling down” (8-2)
“I came into the class tired, while
was prepared I couldn't gt th
class setled” (8-d3)
“the class gradually went from
bad Tkept being.
interrupted when trying (o teach
and I ended up wasting a lot of
(8-42)
“what I find most frustrating is
actually classroom management”
#2)
“I was nervous because I was not
sure what was going (o happen”
(8-2)
are unable to deal with sudents” are unable to run the lesson as
behaviours desired
“the inability to deal with the “I wanted to do an example on
students’ behaviour in class” (2- the board but dida’t want to
2) terrupt the other two teachers
helping with the seatwork” (7-d2)
“I had tostop the lesson and try
our” (6-3)
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are unable to getstudentsseted
down

“trying to get the students settled
task, and especially

if they are coming back from

lunch, or ifitis the last period”

“are ensely antcipating teaching |

y

express disinterest for helping

students

“I should not have to deal with it
and I say almost a desire to not

help with anymore,
desire to punish thei
angry at them™

almosta
m because |
8-3)

1
class it was a bit nf!nxlﬂy‘ Twas
‘anxious to get started and to see
how it flows” (1-2)

‘math class so | was very nervous”
!

because it was a new experience”

(10-d1) (@-d1)
T di i class b o

and I was just nervous ofhow | knew I had to teach on Monday.
this class would go” (10-2) forthe irst ime and that my

“you don’t know what to expect
‘when you go into a classroom”
(102)

watching” (7-d1)

‘are unable o engage students

“just trying to get though a lesson
when you have zero focus from
‘your students” (6-3)

“Ltry my best sometimes to get
students working and to not have
them sit there and doing nothing”
1

“it became difficult to ge their
attention and Keep them on track”
@3)

“their emotions are offthe wall

are unable to engage students

“Why can’t students just work?

them to work?” (8-2)

“Iam unable to get

‘want from the students” (8-2)

“it was frustrating trying (o get
students’ attention and get them

working” (8-1)

“I was barely able to get their

the response |

all the time that makes it a lot attention for even a few minutes
‘harder to built up relationship’ during the whole class” (8-3)
62)

knowledge of math knowledge of math

my knowledge” (11-3) (hat 1 should be able t0)” (8-d2)

“when students ask questions that

1 don’t know” (10-1)

% g
abiliies abiles
“found doni 1 | I realize that I don't do a very
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Should do” (13-3)

“I had no idea if the students
Tk e pmbomy
ideas, becar

Tl ey et i

'£00d job at explaining
something” (8-2)

“Ihave not done a very good job.
that day” (8-2)

“I couldn’tthink of a way to
‘make this interesting for the kids™
(-48)

“powerlessness because some of
the kids still just don’t get it and
some are 5o for ahead and I can't
teach everybody individually” (7-
d4)

“my own insecurities about being

a good teacher” (7-2)

“I can't get anything out of them
it just feels like it i a very
draining experience” (8-2)

“how do I know if they are
leamning?” (8-2)

“[was worried that | made it the
test 100 hard or did a bad job of
teaching them’” (7-2)

“students didn’tlearn and 1
worried that it might be my fault”
2)

i 1 can't explain it well, how
can they understand it well?” (8-
)

“Ido get a bit worried when my
students don't understand and [
can'tthink of another way to

g o aching bl
with o

“she s pretty quick to jump in
and discipline the kids, or speak
up and say something — an
don'treally — and I speak up as
well,but Lam often not a quick
as her ~ because I think m
threshold of dealing
a bt igher than nm"(: 2

explain it” (7-2)
Jeel the pressures of the
internship

“1was feeling some pressure to
try and actually complete a
certain section of work” (8-3)

1
get through a certain amount of
material and

“Ithink my supervising teacher
has made a certain request that

200




“the teacher was undermining my

authority in the classroom” (3-d4)

his .. but I was not able 0 do
@3)

do not performing to the best of
their abilities

“I feel disappointed when I have
not taught a lesson as efficiently
as T could have” (2:2)

“when you are teaching, you

“you put effort into something,
and you could justtll it was not
quite enough” (6-2)

express overt displeasire for the
educational system

“inclusive education is a pain” (7-
an

are unable to properly explain
math concepts

rly communicating the
Tesson, not fully living up to my

ing a lesson”
@2)

“for not being clear enough to
bring on her questions, for not
dealing with her questions w.u.
the class properly ... with m
teaching uring i lsson (:2)

st ot i g

rtaing to mywlf tht
am ot able o help these
students” (3-1)

express dissatisaction with
textbooks

“this i a really easy topic and the
textbooks really drags it out” (7-
d8)

Table 16. Attributed

quotes — retrospective view

“at the time I though I had a very

of unpleasant emotions —

“0 had to get through

d when I

‘whereas now I realized that |

‘way, how are.
e ot whthyo are dolngT”

could not — that made it worse™




ave a lot oflesson plans and
they are really never always
going 10 go as planned” (5-3)

“myself because I could have
dealt better with what they were
presenting” (2-3)

(103)

®3)

they do and try to look for
triggers,is it one student who
sans it and it is  chain reaction,

everything” (6-3)

» 8 -
students i the class” (10-3)

Students have reduced work
atitudes

kot of ey sxes
m the atttude of
St and ey don'tcare
about their success and they don’t
realize that even though math
does not seem very imy
them now, it wil be in the future”™
©3)

‘math

usually subject specif

Q13)
students, poorly
“poor performance and

motivation in the classroom, and
marks, nothing worse than
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‘Table 17. Thoughts appearing while experiencing pleasant emotions — quotes

: understand understand
“they seem to have leamed “tha sudents are actually
something” (5-2) wdersanding . vould gt
studens to come up at
N
i accomplishmens accomplishments
‘ “how pleased they were that they | “about the success, and they can
‘ did well” (32) do it and hopefully there s
always going t be someone there
‘ 1o push them farderbecase hey
need th push,
“1 was happy I wasjust thinki
" (2-2) | enjoy math” (9-2)
are ready for their test are working hard “grasp maih
“ “ “finally
or the thatthey ishi yare | problem, it ¥
knew the material” (S3) 80ing 10 g0, how hard they a2)
worked" (9-3)

connect with math

“I was a ltle surprised on how
well everyone adapted o the new
material” (1-d8)

y
effective” (3-2)

“happy with myself for
competenty explining the
problem” (2:2)

u i
successful. I fet like more in

reach. I felt like I could actually
do this and be successful” (9-2)

‘behave badly

“how unbelievably bad they were
last time, like when they taped

Ives to CPUs and drew on
the monitors’
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Tead

to more satisfaction

“you have to try and do things

“1 can teach anything if | put my
‘mind to it. It made me feel like T

as a teacher” (11-2)

with the way you taught it” (6-2)
ills

students
“I thought just

scheme ... “OK., m the students” (13-2)
marked hatone 100 et id1

“have strong connections with
students

Think highty of self

“Iknow that they are connecting | “1 was proud of mysel’(12-3)
with me” (1-2)

“progress well areold

“I el “sometimes |

eel that I
that I feel T do a good job” (3-3)

“my test might have been a bit
easy if they all did so well” 3-2)

thinking that I feel like my
grandmother or something” (12-

Student

s

“I defniely
bit and make it nteresting, make
it fun” (1-2)

“Tknew [ e
£00d job. .. I could help these
students do this well” (12-2)

“trying to figure out what on “I feel that maybe the fact that |

carth did 1 do to make it happen | reached out, was the reason he

again” (4-2) did that good” (9-3)

“that went well, o tht went “I would like o think that | had
did not kill i 7

each other in the gmunx" (52) | understanding” 9-2)

consequence of their teaching
kills

make a difference in students’
lives

“I am making a difference, I am
ids” (3-2)

help students

“help them increase their
understanding” (2-2)

et students motivated
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“Tcan get them motivated this
way I have planned a game ...
(2)

puttime and effort in developing.
lesson plans

“am glad that 1 did put the effort
into planning the lesson” (6-3)

“how much I liked it” (10-2]

“ “Ifeltlike |
and 1 it wil
it (3) (132)
desire to teach again desire 10 teach again
“Ifeel pride, happy, enth “can't wait 10 get started, | can't
forhe pet day to S (1 2) wait to teach” (8-2)
“enjoy teaching. nteract with students
Lenjoy it so much” (11 z) the class” (8-2)
“this thing will be a common | “astudent says something funny
future” (13:3) iate” (7-2)
Tove of math

improve teaching strategies improve teaching strategies
“this is a strategy that “thinking what I wil do next” (8-
i " (103) | dn)
Tollow the lesson plan help students ‘made false assumptions about the
class
plan” (6-3) well, so what more can I do to w my expectations for this
help them?” (12-2) class were off” (7-3)
‘motivation is important
“Ihink motivation is a big thing
for students” (12-2)

205



students are lost

“this generation is  lost cause™
22)

Table 18.

retrospective view

how did |
handle that, I did that well, but
id this, or

i Imay
be able to do differently, that

done this” (3-3)

ool et
g0 home

have worked better if | tried it in
a different day, but I always do
re-evaluate my class after” (9-3)

say today was reall
gpodchu,mdwimunldnln “Itried to analyze why the class
make it good tomorrow, ryto | went so well,and I pick up points
keep it” (1-3) ‘where the students enjoyed and I

was thinking about how I can use

the same mehod and same

that class ina

different one” (10-3)

do mot think about it do mot think about it

“sometimes it goes extremely
well and 1 don'tthink about it a
whole lot” (1-3)

it does not really make a huge
tum around in emotion in any
way" (53)

“I thought about a ltle bit — but
notas mu caused these”
(82)

“1 don't usually analyze the

“I didn’t really think about it
much, it was the last period
before Break!” (7-3)

“ felt satisfied, because I had
hieved them and the
kids did well” (3-2)

“I will always be proud of what |
am doing” (12-2)

“in reflection afterwards | believe
T'm doing a good job” (13-3)

“I feel good after getting the
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‘mpression the class gota lot out
of my lesson” (13-3)

students reflect on their eaching.
teaching
“Iki 1| *Oh yeah, it | “when I have cither a good or bad
remember to repeat the good ‘Oh.lmlmmgnkmhm"‘ class I need to think about what
things and avoid the bad ones ... | (11-3) ‘worked, what dida’t and what can
just on the way home with my be done better” (8-d5)
Tellow intemn 1 just discuss the mnsladmmhmp,b«mne
icati " (12-
that way” 2-3) @) 't just be left reacting to
i ‘going on” (8-45)
v had 1 s fnsed. s
more thinking about
things that I thought h:wuwd
ittook a while to realize that
" (82)
Table 19. Thoughts hil unpleasant q

is
students who are trying to do the

didn’t” (9-2)

quiz” (4-3)
don't pay.

don’t pay attention

=
they were not lstening” (6-2)

“Yes, ok, thi i
paying attention” (12:2)
“students are not going to lsten
no matter how you are going 0
teach it. How are they going to
deal with this?” (10-3)

don't do their homework

“students didn't do their work”
(3-d3)

don't couperate

“How were the students going to
behave? Were they going to listen
1o me? Were they going to
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‘g0ing (o teach? Would they

‘cooperate in class? Do their

work?” (10-2)

are missing out on the benefits of
ing math

“just feel sad because I feel like
those. ‘who don't realize
what they are missing out on” (9-
3

“Oh my God, s there any hope | “Why aren’t they getting it?” (12-
)

for this student?” (3-3)

“I thought because they )mai ity
12.3)
math their work
i “students.
lesson?” (6-2) and do their work” (10-d2)

Wonder about siudents Jeelings | wonder if sudents enjoy maih

“Iwas thinking about a couple of | “Will they like it? Will they take
y

it
these comments, about how they | (11-3)

must feel” issi

look for alternate teaching | look for alternate teaching | look for alternate teaching
strategies strategies strategies

“ i i “thinking what 1 will o next” (7-
regain control” (4-d1) different du\xlwn from what [ )
expected” (1
How can I get this lesson back “trying 10 think of a more:
o track?” (5-d4) “how I idedit” | interesting plain it” (7-
(11-d3) ds)
“how can I reign them back in”
(52) “what 1 will do next” (9-d1) “I tarted thinking what can I do
differently next time” (8-3)
Tack classroom management lack classroom management
“how wil I getthem to setle “the student is being
‘down, how will I get them on unreasonable ... why can't I get
task, how am I going 1o get them the class to calm down, I just
started” (3-3) wani them to pay attention right
now” (8:2)

“I was trying to think about how
" (6:3)
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s rying o i s o~
things that I could say or do'to
‘make them listen” (6-2)

“vhenlam oo denlog wi
students beh wellas
ik Touttand e he classs
are going off track” (2-3)
Tack teaching skills Tack teaching skills
“Am doi ing wrong? | “why can’
Am 1 doing OK. up there?” (12- | and mguln teacher can?” (8-3)
2)
mprove the situation “are unable 1o control the class
“Why can't I get things back on “Ihink 1 tred to get their
and keep the class in the attention at the beginning, I might
order I would ike?” (2-3) have had them quiet for about 20
seconds” (8-3)
alking tuu s sty o'
mpletely different direction
‘what I expected” (8-d4)
‘compare students’ performances oot wank o deat witha rowy
class
“Iactually think about my other
classes, and kind of compare, “1 should not have to deal with
because the other classes | am this” (83)
hing” (3-3)
‘compare own teaching across Tope they would acquire more.
different groups experience
“I kind of compare and i it hard “Ihink it will mostly pass with

experience” (7-d1)

question a ful time career

“I think what I would like to do is

constantly thinking *Am [ Tike aparttime position available
doing this ok?", Is there another or substitue the firstyear,raher
o Lo b g 17 s than have a full ime job” (8-3)
re  better way |
g o s e 6 A sidens o of extra time
aring stuf, and [ won't be so
Tt ﬂwume ol Iwilbaves
Tot of energy to deal with the

class itself 1o b gain
the experience I need to deal with
these situati " (8:3)

10 continue doing a good Worry abou their career choices
teaching job
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“I need to be quicker to offer
extra help outside” (5-2)

“What else can I do with them to
ill out the rest of the time? Well,
are there more questions | can

i e
t every day, it would not be:

et .. thinking if |
Wasting my time trying fo

become a teacher” (8-3)

give them?” (5-2)
take actions in dealing with adjust teaching plans
behavioural situations

“I was thinking that ifthis kid
“1 just remember that how I wasn'tin would bea

handled the si \unon., and that [
took away his privileges” (3-2)

mycl
ot a0 nch " (12)

“just wondering if we were going
o finish the activity in time” (7-
3)

“what happens if [ have aclass
that is even harder to deal with?
And Lam ot sure what the
answer is to that yet” (8-3)

der i cooperating feacher
‘would intervene

“I was also thinking how my

sperioreacher ouldreac, i
ould speak up an

iipln b o sho will t

‘me handle t” (3-2)

experience turmoil teaching

“1 was thinking that it was unfair
1o the kids for me to test them if |
didn’t teach it well” (7-2)

“what I could get the
students to do while 1 nelud a
" (7-d7).

Criique themselves

“Why did et that g0 on o long?
‘Why did T allow these rather
inconsequential questions
continue take up class time and

e up every one else’s
attention?” (5-2)

ing to figure out what went
wrong” (62)

“yousreabays going 0 wonder
at you could have done better
armmmm\y ©2)

disregard studenss” performances

“I got to the point towards the
end where tis ke, I don't care if
‘you fail your test
willing to lsten to me, I don't
feel like helping you” (8-3)

“at this point I really don’t care.
You don't want to work and [
don’t want to deal with you. I is
common that I would feel like
that” (82)

mydnn twant o learn, fine,
they can justdo their tst and sce
how wel hey do" (83)

worry about the internship

“I think it was partially because |
was under certain instructions to
50 much done, 5o I was
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i

o ks i very e you
a classroom, you are
postiver (12)

“it makes you strive to get over
those emotions, and to be more:
comfortable in a classoom
setting” (6-2)

“you need o be able to control

happen, you really going o get
frustrated, you can't let that affect
future instances, for future
classes” (62)

“youdo't et ol you
it definitely
hat you try to avoid it o andyou
don't what o get 100 low or too
high, you want to keep your
emotions in check” (3-3)

“itis not something that i
control, but you have to be
pared for any type of

situation” (6-3)

easyto

“being in control is important”
@2)

themselves themselves
you s but
10 dwell on, you want o move on. | wouldn’t because half of them

didn’t deserve it” (13-3)

Tecling some pressure o try and

existence

“Ithink it is important to

existence

Tkl s ulfssopld o,

ecessary. The
reiforoes, while e bad makes
me aware of my shortcominy

recognize it” (4-2) we hitalgebra is going to
T s g o e
quicker and easy” (12-3)

connect with emotions connect with emotions

Ik good s b et | Wt bl 0 s
(122)
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‘and how o improve myself. So T

have to lear” (2:2)

think that is good to be in touch
with both of them” (2:3)

“pu teaching in perspective are trapped in this job
“ ions | “when you get

makes you realize how muuch you

like you want to give up, so 1 felt
giving up, | did not know where
0 g0 next, 1 id not know what to

perspective, but you got to move
on, and you still have to let
‘yourself develop as a
professional” (6-2)

&
behave, or o leam, or to listen, so
again I was los, | felt lke there:
was no way out” (9-2)

“I don't want o teach junior high
school classes ... and [ am saying
et you know e ek, |

just got hen
T madhin ol 1 kg
o) ol L ik e o
o resevid oy
pered my. eacher (13 3)

it important 1o be less affected
by such emotions

koo s o
ted negatively by any such
=xpermw=" Q2)

‘emotions are important

“if 1 was frustrated all the time, I
would stop teaching” (5-2)

“if you are not happy maybe it is
time o get out from that carcer
" (3-2)

want 10 escape the classroom

“dreaming about a drum case
where I can send them and I can
sce them and make

et e b thn” (43

‘Table 20. Thoughts
retrospective view

unpleasant

l ? Why
were they not nterested?” (33)

“how [

“reflectii laying the
situations inmy head” (13-3)

“Oh, my God, what am I doing?

“why was [ 50 tense, wht is

cuming el calmed
was thinking that way

T it et i b




BT

Aml

Tow.
2

23)

e s gl —
practice” 2:3) asleep?” (11:3)
b ” did1do
©3) i
ability” (11-3)
“every class it gives me the
reflect on what 0
do and what not 1 do” (4-3)
“the frustrtion would have a
positive effect on your teaching.
gouls ‘you actually sit
back and kind of analyze the
lessons and analyze the
internship, t can give you new
methods: ok maybe | will handle
G3)
, o e
nervous. I thought
bappy fecling and posiive ways" | should 1 do7” (10-3) influencing students and decided
a2) 10 come in with more enthusiasm.
(1241) | anger
‘gencral chaos i the classroom™
o
Seudents don't take resporsibiliy | focus on teaching
ly upset

©3)

in decided I am just going 10
focus on the class | am going to
forget about all thse other issues.
and 1 ind that thisreally helps”
®2)

Jfocus on future
“Maybe this is not worth it” (8-3)
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Table 21. Perceived effects of pleasant emotions — quotes

“you have to try and do thing
that will lead to that emotion” (6-
2

future

“if you don't have pride, I don't
think it would be much to wake
up for” (93)

iy oo dowc mln ma
happy, then LIl quit and | won't
ove s professional fe” (12)

the next time” (2-3)

makes me want (0 g0 to the

s try bubbly | “will always be proud of what I | “I hope that
mood” (1-2) am doing” (122) more Fequent” ()
“as long as I conti “hopefully for my enti v | y to increase the
satisfaction will be there” (1) | (11-2) positive ones” (8-2)
“it will always be there” (62) | “stays with me for days, or
longer” (9-2)
ncrease interns” confidence re nerease interns” confidence
“the hope "
try and gt positive means n the fuure Twish o mp teaching .. i
resuls” (3-3) high energy pr enci
33 T would loose what makes
“dtkind ofopes you een et teaching worth for me” (8-2)
“I el like
plaviss enjoy it, | will always feel pride” | “I think I am a nicer
ey felig ke 1 am doing wel” 8-
“lavedone s grodjcb snd 2)
‘makes me feel more confident for |

will definitely impact other
shumionsbocame Lheve
rom’” (9-3)

“Iimagine [ wil always be happy

v the s behlvmrmd

Baryranps's oeod. ot R (GRS -y
of thing” 2-3) best with that class” (10-3) expectations” (7- 3)
“that the next class would be as
s one” (10-3)
ouarea

teacher or if you are dri
garbage truck, if you are not
satisfied and happy with what
‘you are doing, then every day it is

extremely important” (3-2)

feel
satisfied with myself” (12-2)

“t0 be satisfied with what you do”
(102)

“itis important that students
understand that you enjoy what
i " (11
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3)

“my teaching ablites are up to
par up ey should be, that
Fo e o oA
122)

“if you don’tfeel pride either you
are not succeeding or you cut
‘yourself off o that” (9-2)

*if you didn't experience
happiness then you would burm
outata very early stage” (93)

“you have to be very proud of
what you are doing ... if you are
not taking pride in teaching and
helping these kids, in what you
are doing, what s the sense of t?
Lo vl ol e 1 s

a great teacher that they all
Toow enow (122)

“you need to have pride in what
Youare doing ... you need to be
proud of what you are doing in

the classroom if you want a better
self, if you want to do the job
properly” (12-3)

“positive emotions rub off on
students

“it rubs off on students” (113)

“if you come to class prepared,
then you have a positive attitude
‘and normally that s what they
show you back” (9-3)

“churning, feeling sweaty, feeling | “feeling sweaty/ feeling hot" (10-

hnl heart beating noticeably” (5- ds)

o “Taughter” (7-65)

“smiling” (5-d2) “smiling at students
(8-d5)

“showed my excitement by using
hand gestures” (1-d

“ienseness (of body, jaws, ists)”
(9-d4)

“stomach butterflies” (6-d1

share experiences with others

share experiences with others

share experiences with others
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“Wwe discussed how the kids di

“Tmentioned it o my cooperating

very well on the exam and she er “That went well. Did you
ur is They h trouble:
struggled in the grade 10 stuff, | before hand, but look at them
and their were kids that now — how well they did
sometimes during the lessons, | time’™ (12-3)
they kid onm it there and don't
, 50 she was
pleasantly suprised, and so was | talked abou it and discussd the
r(32) class” (10-3)
“tlking to people, sharing your
experience with colleagues ...
talk to the other interns about the
postive experience that have
happened, or my cooperating
teachers” (9-3)
“1asked my cooperating teacher

after and he was lik, the look on
their faces should be enough”
a13)

“Tprobably told my husband [
had a great day that  just felt
happy” (8:2)

“fecl the urge to act o actually

ol s il o

“mmponor lclunlly act

by moving closer” (1-d2)

“felt like patting every student on
the back for a job weil done” (I-

Tshored o s o
the studen

smovig closes or fouebing” (-
@)

“fet like talking  ot” (10-d9)

“4ry to show my enthusiasm by
just talking in a certain tone and

howing itrestn e top (-
a0y

“I thanked the students, I felt
flattered” (3-d5)

be
up in spiits, happy” (10-2)

“smile, m:)'be laugh, you feel
closer o people ... made me feel
000 sho gt 0.3

“wore a smile on my face, and
‘was in a good mood for the rest
of the day” (13-3)

drawing - depends on the
by ™)

“take a few deep breath, I got to
calm down, I got to control what I
will say, probably just calming
down” (82)

encourage students
“give them feedback and keep
them motivated that way” (1-3)

“I10ld you so, 1 0ld you it would
get easier, the practce.

‘encourage students

“by smiling and being really

ic and encouragi
Students to explore the websites™
@3)

Increase time and effort
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“motivates you to put in that extra | *I work harder .. it sort of “if anything, | may have actually
effort 10 your next lesson, for | increases if you are proud of | prepared a ltte less. I did not
‘your future lessons” (6-3) something, you want to make it | need to spend as much time
" (12-3) | thinki i
“want to do more, to work hard, as 1 now had an idea of what
i “if you feel like your are | worked” (8-2)
when it did go well” (3-3) really enjoying what they are
dois “definitly, it
‘what you
extratime” (9-3) and more effort” (7-3)
“always want to put in the time to
write a fair test” (7-49)
“that it takes a lot more time to
prepare for a subject that
don't know well” (7-3)
environments importance of experiencing pride
is i g planning
class with a positive atitude, | do better. Them feeling pride in fermymulmwlmm:

day, or the day is not going 10 g0
well, the students can pick up on

respect their own work” (12-3)

did
When I wasn' happy” (72)

that, fake ide in your

and try and trick them and fool | work, you need to take it

em, y itive | seriously ...

and in that way it leads to ‘you did this well, you should be:
o ¥

and leads o overall positive (23)

classroom” (3-3)

“to engage the kids in a relatively

exciting and fun manner and

my classroom management in

check” 2-3)
work 10 reinvent themselves
“you need to be able o create
new feelings of pride, and in that
‘way reach new feelings of pride.
the fecling of pride might
continue for the rest of your

, but it won't be asstrong.
ofsfniog s you vt
If, 50 that you

that
Soong el fecliog of pride (11-
2

Table 2. Perceived effects of unpleasant emotions — quotes




“a lack of satisfaction would have | *it helps better myself” (12-2) | “very important because it will
anegative influence on my remind me o develop my
professional life .. if | was - i I a-
traed all the time, I would | know more so that I will 2
stop teaching” (5-2) overcome it” (10-2)
“it made me think about what I
“I hink i Y. | “keeps me grounded in reality” .
wse you require both negative | (11-3) 2

and positive experiences to grow
as ateacher ... | think “really helps to “if you stop worrying that
necessary evil” (2-3) problems are, identify whatis | something might be your fault,

making me frustrate then you stop evaluating yourself

‘be quit
g st um itis

i anormal part of teaching” (3-3)

onit” (12:3)

“if you don't feel frus
do you know you are doing
‘good job?” (9-2)
“indicator that things aren't going
the way I'd like them to, which
implies certain things need to be

¥
Tonger develop professionally”™
@2)

worked on” (13-3)
don't last long; “don’tlast Tong, Tast a while

“probably a few minutes .. Itry | “the frustration itself it does ot | “as long as I teach as 'm sure
notto rehash it .. defnitely want | last long” (12-2)

o forget about it (1-2)
“hopefully with
‘emotions willstick around for
less and less time” (2:2)

“fade into the background ... will
ease off as time goes on” (62)

there will be students who annoy

always be with m
arecr bt dont ik Hwill b

different aspecs involved in
teaching” (8-2)

“annoyance will make me mor
prepared for disappointment” (7-

ncrease interns” confidence

“Iknow that I can make up things
on the fly if I need to .. that puts
me more at ease” (5-2)
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“Tihink the more that you
encounter it the better seasoned
‘you will be and the better you

will be at avoiding them” (2-3)

jou leam from it ... and if you
teach this topic, you can approach
itin a different way” (3-3)

“it helps you to keep an eye out
for students, where the problem is
coming from ... change the
seating of the students, or respond
to that student differently, or to
keep them away for other
students .. it helps you in
organizing your class better” (6-

Tead interns away from wallowing

“J always want to make sure that

‘you don’t want to let the

disappointments ruin your mood”

(1-2)

“forget about it and don’t keep.
i e |
“fela bit hot” (10-2) “fcling sweary and eeling hot
“feeling sweaty” (11-d3)
——

4 i .

(6-d2) butterflies” (9-d1)

S

“leart beating noticeably” - | “heart beating noticeably” (1~
) da4)

“Aenseriess of body, jaws, fsts”

isdsi

“I cried after school” (1) “generally act emotionally, such | “purred my lips alot” (7-d7)
astalking o, o ot all” (o-d1)
“trembling” (6-42) “frowning” (7-d6)
“feclan e scually ct
“faci i ” (7-08)
frowning” (6-4) moving closr ortoucing,
‘making an aggressive move, or | “trembling” (7-d6)
“oiced displeasure with his withdrawing” (9-d2)
actions” (3-d3) “tlking a lot, frowning, I told a

student 1 didn't like him because
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“Tthink T came across as stone
faced” 2-3)

“feellike yelling / getting overly
‘angry” (6-d3)

“an urge to act emotionally
by

towards someone, by moving
closer or touching, making an
ive move, or

‘withdrawing” (3-46)

“became more tense and not so
polite and as patient as |
could/should be” (2-44)

“spoke less because they were not
listening” (4-d1)

“felt like voicing my displeasure:
t0 the teacher” (3-d4)

e did not bring his supples” (8-
)

“generally act cmotionally, such
as talking or not atall” (8-d2)

“I1ied not too look o0 angry or

“just taking a breath, rying to

“iry o control my breathing and

1 tred to keep
as much of a straight face as |
could” (63)

“take a deep breath, a sigh” (6-3)

Ty ik o s srce lce
..T gota couple of meditatior

(133)

about calmer
thoughts, probably try o control
‘my facial features ... defnitely I

“you don' Took on
o fce 0 e et can

facial expression, you
v o ave  appy e for
‘most of the time” (10-3)

Twas showing as well” (8-3)

“control my facial features” (7-2)

e i et syl o “Iried to pretend I wasn't
-3) secondto uldn’t do it

regain control, holding my hands | more” (7-2)

“whatever | leamed in yoga (5- | together ... some kind of gesture:

3) to remind myselfto stay in “Tignored it [womy]” (8-2)
control of myself” (9-3)

“breathing in and out” (4-3) “controlling irritation” (7-42)
“able to control

“Itake a deep breath and relax | outward with it” “Tacted like I was perfectly

any muscles that are tense like the confident” (7-d1)

“try and always have a smile
the classroom” (11-3)

can'tlet that affect future
instances, for future classes” 6-
2

“you don’t want frustration to
control you ... you want to keep

times you feel sad and frustrated,
keep a happy face” (10-3)
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Your emotions in check” (3-3)

“some kind of balance to be
aware of them but sill be in
controlin order o be creative, or
in order o improve” (4-3)

“sometimes is not appropriate to

‘you need to keep your em
n check” (62)

“you want to keep your level
head” (3-3)

“you may not feel that way going

‘emotion for real” (6-3)

“because if you stat reacting in &
certain way, it feeds them and it
becomes more and more
negative, and I try to make light

emotions than are already there”
©3)

don't

E Thad

you o bind of o youe mind

Step back fora second ho

lesson going? What can I do to
make it bette? .. justa step back

and kind of quickly analyze if

youcan way” G-

" sol
have to experience if” (11-3)

“What did 1 do wrong? Is there
anything I can do?” (12-3)

with these students | was aware
coming in that I could not act the
same way as I had done and [

started thinking about what can I

3)

iought was it
oo o ot
mmmly, o they been the

pe
down, talk to them reasonably for
the ones who had questions” (4-
3

“just try and figure out if this is

eaching them (13.3)

“try torelax, and say this may be
abad day, and ry to carry on

th the class ... try to address
iately and see what the
problem is” (10-3)

least  few minutes of something
enjoyable in the class and we can
do that” (8-3)

“share experiences with others

share experiences with others

“I it down with my cooperating




home" (2-3)

“1just ry and talk it over cither

T
did or what I didn't do” (123)

“I sat down in my stool .. 1 just

other teachers ... you kind of talk

sat there and 1 i
just looked at my cooperating

it over with other peopleand | teacher, and she was smiling
L (3
3 at me and she said ‘They:
-mnt:y’l
1 wil have to work harder 10 “Sf1 have the time ... maybe 20
achieve my goals™ (3-2) minutes .. o spend a litle bit of
“wel,that class did not go quite and bow | would go in and act as
)
‘material but differen group, and and teach” (8-3)
1 going 1o do
differeat, 23) i
‘new topic and bow am I goiag to time 10 consider how | would
‘make it more interesting” (3-3) present it, what attitade | would
have” (82)
“will certainly increase the time
spent prepping for the next “Tbarely have. time 1o
Tesson, as | would wan to avoid prepare the basics” (8-3)
such frustration the next time” (2-
2 “when | get annoyed at them |
just want to plan an easy, boring
over prepare, and lesson wi i r
perhaps a result of being anxious a2
<...50 1 would over,
&2
“if 1 wantto do a smart board
that takes a lot
‘more time 10 set up the smart
itlook it
will work, it takes a lot more time
for me to do that than ust to write
something on the white board. So
when | ooy bavm

wlydmlhnmlmnwny
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iles for the next day” (4-3)
check the time

ffects on future actions

act as motivator

convenient” (5-d1)

find
more involved” (13-3)

“was

g00d way of coping
? And if not 1 would try to
find another way to cope with it,
and ifit worked how can T use it
again next time” (10-3)

“Ineed to adjust, to make sure
that Lam prepared” (11-3)

“it will
v

ing force to do better” (8-

“is the main motivator for trying
10.do better, I don’t want it to be

my drive but certainly in my
intemnship it was what pushing
me more than anything else” (8-
2

‘want 1o reduce the levels of

Jrustration

ettt iemnd i,
they are only kids, they are only
learning ks (123)

[ Epiadiade it aiens
don't realize it, and

nervous you are the et ist0
hide it” (11-3)

ant 10 escape

“at that point what | wanted to do
was just go home and sleep for a
while” (8-3)
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