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Abstract

Purpose – The present study explores five Iranian English language teachers’ hopes by drawing on an
ecological approach as its conceptual underpinning.
Design/methodology/approach – Data were collected from narrative frames and semi-structured
interviews.
Findings – Analyses of our data highlighted how teacher- and student-related factors caused fluctuations in
teachers’ hopes. In addition, our findings indicated that while teachers’ past teaching experiences increased
their hope, teachers’ lack of agency and economic inflation were among the most significant factors that
decreased teachers’ hope in their profession.
Originality/value – This study is one of the first studies in the field of language studies with an ecological
perspective on language teachers’ hope.
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1. Introduction
In recent years, research on language teacher hope (e.g. Colla et al., 2022; Eren, 2014; Ghadyani
et al., 2020; Ghasemi, 2022; MacIntyre et al., 2022) has generated much attention. This body of
knowledge indicates that a number of professional factors influence language teachers’ hope,
including sociocultural particularities, contextual parameters, institutional policy and
regulations and pedagogical issues. These studies highlighted that teachers’ psychological
constructs, andmore particularly their hope, are persistently influenced by various social and
contextual factors (Colla et al., 2022; Ghadyani et al., 2020; MacIntyre et al., 2022). Some of
these social contextual factors are school climate, support from colleagues and community
support, to name but a few.

Previous research has confirmed an interconnection between language teachers’ hope and
their coping strategies, motivation, sense of well-being and the rate of burnout (Ghadyani
et al., 2020; MacIntyre et al., 2022). However, although hope seems to be an essential part of
language teachers’ professional work (MacIntyre et al., 2022), little is known about the factors,
including personal, contextual and social ones, contributing to the emergence of language
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teachers’ hope in classroom context. Therefore, the present study aims to address this gap by
drawing on Bronfenbrenner’s nested ecosystems framework to provide a contextualized
understanding of hope among Iranian English language instructors from an emic subjective
perspective. More specifically, the study unpacks how various factors influence Iranian
language teachers’ hope across four macro-, meso-, micro- and exo-systemic levels of ecology.

2. Literature review
2.1 Language teacher hope and professionalism
An early start has been made in the scientific conception of optimism from the theories of
hope (Gallagher, 2018), particularly in the field of positive psychology (see Seligman, 2006;
Snyder, 1994, 2000). Most of these theories operationally characterized hope as a
unidimensional entity based on optimistic anticipation that goals can be accomplished (see
Colla et al., 2022; Hiver, 2016; MacIntyre et al., 2022). The most significant body of empirical
research on hope is associated with Snyder and his colleagues (Snyder et al., 1991), who
developed a two-factor model of hope. The distinguishing factor of Snyder’s approach lies in
its cognitive-agentic dimension, setting it apart from other researchers who prioritize the
emotions of hopelessness (Herth, 1992) or hopefulness (Fredrickson, 2001). While the
cognitive perspective perceives hope as a precursor to action, the emotion-focused viewpoint
regards hope primarily as a response to events encountered as striving toward goals. In
contexts involving long-term endeavors with multiple objectives, such as language teaching,
hope may assume the dual role of instigator and outcome of specific activities.

Snyder et al. (1991) defined hope as a dynamic motivating experience that is produced
from two unique cognitive tools in the paradigm of goal attainment, namely pathways and
agency reasoning. Snyder et al. (1991) argued that a person’s hope stems from his or her
perception of being able to create several flexible paths toward their objectives, allowing them
to detect obstacles and devise tactics to overcome them as they work toward goal attainment
(Colla et al., 2022). It is also powered by the person’s feeling of agency in their pursuit of goals,
which is described as goal-directed intensity or resolve to achieve success (see Snyder
et al., 1991).

The teaching profession is often associated with lots of unfavorable work conditions that
consequently lead to language teachers experiencing low levels of well-being (Mercer, 2021)
and high levels of stress and burnout (Derakhshan et al., 2024; Mercer, 2020; Zhi and
Derakhshan, 2024; Y€uce, 2023), which results in language teachers leaving their profession
(see Greenier et al., 2021; Kirkpatrick et al., 2024;Mercer et al., 2016; Y€uce et al., 2023). Likewise,
language teachers experience various types of negative emotions (see Benesch, 2017;
Zembylas, 2003, 2022; Zhi et al., 2024). Therefore, such experiences may influence teachers’
sense of hopefulness and their instructional practices. It is worth noting that Hiver (2016)
argued that L2 teachers who are usually hopeful might lose hope in some situations. Thus,
language teachers’ hope seems to be comprised of both patterns of stability and situation-
specific dynamicity. Despite its significance in L2 teaching (Hiver, 2016), language teachers’
hope has rarely been the topic of discussion among researchers, and only a few studies have
recently highlighted its importance in language educators’ practices and professional
development (e.g. Colla et al., 2022; Ghadyani et al., 2020; Ghasemi, 2022; MacIntyre et al.,
2022). For example, MacIntyre et al. (2022) explored the role of hope in 765 language teachers’
coping, stress andwell-being. The study findings suggested strong and positive relationships
between hope and numerous measures of successful adaptation and teacher well-being. In
addition, the findings suggest that hope should be associated with positive outcomes.
Relatedly, Ghadyani et al. (2020) developed a categorical conceptualization of hope for
English as a foreign language (EFL) teaching in the Iranian context in order to examine
language teachers’ hope. Based on observations and semi-structured interviews, the study
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findings indicated that “expended effort” and “internal motivations” were the most relevant
factors that drove the growth of Iranian EFL instructors’ hope.

The above body of knowledge highlighted that, as one type of motivational experience,
language teachers’ hope is a significant factor influencing their instructional practices and
professional development (Colla et al., 2022; MacIntyre et al., 2022). In this regard, identifying
the factors which put teachers at risk of hopelessness merits focal attention (Ghasemi, 2022).
Given the current literature on the issue, hope is likely a significant component in second
language instruction as well. However, few studies have investigated the ecology of language
teaches’ hope, which is the focus of this study.

2.2 Bronfenbrenner’s ecological model
With respect to language instruction and acquisition within the context of the whole lives of
diverse individuals, the ecological approach highlights the sociopolitical and contextual
dimensions involved in teaching (Bronfenbrenner, 1979). Holliday and Cooke (1982) and Duff
and van Lier (1997) initially used the term “ecological” to describe different levels of language
teaching. An ecological approach to teachers’ psychological constructs posits that to explore
the emotional nature of teaching, it is important to investigate these constructs, such as hope,
at multiple levels (Schutz, 2014). By extension, in order to examine the multiple layers
underpinning language teachers’ related variables, the ecological approach can illustrate how
the emergence of teachers’ variables is tightly interwoven with several parts of their
classroom environment (micro), past learning and teaching experiences (meso), institutional
(exo) and social (macro) forces (Wolff andDe Costa, 2017). In addition, the ecological approach
can illustrate how the emergence of teachers’ variables is tightly interwoven with several
parts of their classroom environment (micro), past learning and teaching experiences (meso),
institutional (exo) and social (macro) forces (see Liu et al., 2024).

Initially proposed by Bronfenbrenner (1979), the ecological approach, as an ecosystem, is
depicted as “a nested arrangement of structures, each contained within the next” (p. 22).
Bronfenbrenner’s (1979) ecosystems model is one of the applicable frameworks for ecological
studies (Kruk et al., 2022; Liu et al., 2022; Mercer, 2021). Providing a hierarchy of four
dynamics, Bronfenbrenner’s ecosystems model consists of four dynamics, namely,
microsystem, mesosystem, exosystem and macrosystem (see Liu et al., 2022). According to
Bronfenbrenner (1979), a microsystem addresses a pattern of interpersonal relationships in a
given setting with particular social and symbolic features permitting interaction with the
environment. A mesosystem comprises “the linkages and processes between two or more
settings containing the developing person” (Saghafi et al., 2017, p. 4). An exosystem addresses
the relationship between two or more settings. Finally, a macrosystem consists of “the
overarching patterns of micro-, meso- and exosystems characteristic of a given culture,”
subculture or other extended social structure, with particular reference to the developmental
instigative belief systems, resources, hazards, lifestyles, opportunity structures, life course
options and patterns of social interchange that are embedded in such overarching systems
(Saghafi et al., 2017, p. 4). That is, social norms and expectations, rooted in people’s beliefs and
reflected in cultural traditions, are associated with the macrosystem. Exemplification of the
four ecological levels regarding the current study is presented in Table 1.

Research in education and second language teacher education has highlighted the
significance of examining language teachers’ hope and its significance in teachers’ sense-
making processes and their professional development (Colla et al., 2022; Ghadyani et al., 2020;
Ghasemi, 2022; Hiver, 2016; MacIntyre et al., 2022). However, little is known about the factors
which contribute to the emergence of language teachers’ hope at macro-, meso-, micro- and
exo-levels. To address this gap, we adopted Bronfenbrenner’s ecological model to examine
the ways in which the emergence of language teachers’ hope is susceptible to contextual
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demands to shape teachers’ experiences and professional development at four macro-, meso-,
micro- and exo-levels. Such an examination offers implications for teacher educators in
understanding how teachers’ hope shapes their professional development. To this end, our
study was guided by the following question:

(1) What factors enhance or diminish the emergence of Iranian language teachers’ hope
across four micro-, meso-, exo- and macro-systemic levels?

The operationalization of Bronfenbrenner’s ecosystemic framework and its contextual
representations are presented in Table 1 below.

3. Method
3.1 Research design
Given the ecological nature of this study, we used a qualitativemulti-case studywith five EFL
teachers in Iran via a narrative frame and semi-structured interviews.

3.2 Context and participants
This research was carried out in Iran. In the Iranian EFL context, there are typically two
options for language education: formal schooling and privately run language schools. The
private schools have their own unique approach, and they develop and implement their own
policies. Furthermore, these schools frequently utilize materials created in English-speaking
countries, whereas the state sector employsmaterials created by scholars fromwithin Iran. In
recent decades, private schools have emerged as a means of addressing the limitations of
public schools. These shortcomings include the provision of additional language learning
credits, increased allocation of time for foreign language instruction, support for students in
improving their language skills during matriculation exams and assessment of candidates’
technical language abilities.

L2 instructors in Iran encompass individuals with diverse educational experiences. These
educators encounter an array of educational and sociocultural obstacles, spanning from

Bronfenbrenner’s
ecosystemic levels Operationalization Example

Microsystem level The classroom within which the teachers’
hope was under study

Teachers’ performances, teaching
success, teachers’ readiness, teachers’
beliefs and attitudes, their students’
progress and achievements, their
students’ involvement and
participation, their students’ behaviors
and attitudes

Mesosystem level The relationship between the classroom
as well as other venues in which
instructors participate

Teachers’ past teaching experiences,
teachers’ past training experiences as
learners and teacher training courses
they have passed

Exosystem level The interconnection between the
classroom and other settings, in which the
teachers are not involved but are
influenced in terms of their hope

Rules and regulations of the institutes
in which they work, curriculum design,
teacher supervision and payment

Macrosystem level The classroom within which the teachers’
hope is under study

Educational factors, COVID-19-related
issues, social, political and economic
issues in Iran

Source(s): Table by authors

Table 1.
Operationalization of
teachers’ hope within
Bronfenbrenner’s
ecosystemic
framework
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limited income, uncertain job security, susceptibility to burnout, issues related to autonomy,
restrictions and demands of the curriculum, to broader socioeconomic challenges. Knowing
about the context, we asked five language teachers, via purposeful sampling, to participate in
the study. In addition, as language teachers’ psychological constructs, and more particularly
the emergence of their hope, are highly context-sensitive, for this study, we recruited the
teachers from different provinces of Iran to obtain a representative collection of themes
regarding the emergence of their hope across different ecosystemic levels. The teachers had
8–10 years of teaching experience, and their ages ranged from 28 to 38. All of the teachers held
Ph.D. in Applied Linguistics. Moreover, they were teaching at the advanced level.

3.3 Instruments and data collection
We collected data from two sources: a narrative frame and semi-structured interviews. These
sources aimed at aggregating the types of contextual and social factors that influenced the
emergence of the teachers’ hope from an emic subjective perspective. The first step of data
collection involved administering the narrative frame to the teachers to explore the main
factors that increased or decreased their hope in the classroom. Our understanding of
narrative inquiry (here featured as the narrative frame) was in line with examining the role of
context in teachers’ sensemaking processes and experience of hope (see Barkhuizen and
Wette, 2008; Barkhuizen and Consoli, 2021; Kayi-Aydar, 2021). Therefore, we designed the
narrative frame to gain a contextualized understanding of hope among the teachers. As we
collected the data during the COVID-19 pandemic, the instructors couldwrite their answers or
send their voice-format responses through WhatsApp or Telegram and in Persian (L1) or
English.

After the narrative frames, we carried out semi-structured interviews with the educators.
The purpose of these interviewswas to serve as a retrospective-introspective resource (Mann,
2016), with the objective of acquiring comprehensive feedback concerning the contextual
elements and the educators’ reactions to the prior approach. In this sense, four questions were
asked from the teachers regarding the factors within the environment of their classroom that
give them hope, the extent to which their previous instructional practices provided themwith
the experience of hope, the extent to which the pre-service training courses provided hope for
them and finally, how institutional rules and regulations influenced their hopefulness. The
interviews lasted on average 60 min, were run in Persian, and were done via WhatsApp and
Telegram.

3.4 Data analysis
After collecting the whole data, we engaged in analyzing them. Therefore, in line with the
research question, our focus was to conceptualize how contextual factors influenced our
language teachers’ hope. To analyze the data, we used the principles of qualitative thematic
analysis proposed as three Cs by Lichtman (2013), namely codes, categories and concepts.
Prior to commencing the process of data analysis, we conducted a translation of the entire
dataset into the English language. This approach aligned with the transcription of the
interviews, which facilitated the subsequent data analysis. Following the completion of these
preliminary procedures, we proceeded to develop initial codes from the data.

The constant-comparison, intersective analysis of the data from the frames and the
interviews served as the fundamental guiding principle in our analysis. Through this
approach, we were able to obtain refined codes, as described by Merriam (2009). This
systematic procedure was consistently applied to the entire dataset, resulting in the
emergence of overarching codes that formed the different categories. In addition, the
categories were developed based on cross-referencing and refining the codes; thus, we
engaged in peer discussions to enhance the credibility of the interpretations.
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More specifically, following a thorough examination of their respective perceptions, a
comprehensive discourse was conducted to delineate both the commonalities and
discrepancies in their observations. This iterative procedure persisted until definitive
designations were assigned to each individual code. Another important step was specifying
the connections between codes. For instance, unit phrases and sentences such as “I was given
the freedom to use flexible materials in class,” “I was allowed to use the materials that I saw fit in
class,” “I had to follow prescriptive methods of teaching in line with the institute policy” were
highlighted to create the code “Teachers’ authority and flexibility.” Other key concepts like
“facing strict and judgmental observations by supervisors,” “being always overshadowed by
controlling supervisors” and “receiving positive energy and sense of appreciation from our
supervisors” were gathered to create the code “supervision team”. Phrases and sentences like
“we have to observe the strict clothing and hijab policy,” “our clothing ismore important than the
quality of our teaching” and “I always have to argue with the authorities for my hijab” were
deemed essential in the development of the sub-theme “Work-place policies.” All codes and
sub-themeswere systematically placedwithin the overarching theme of “rules and regulations
within work environments.” Subsequently, these themes and sub-themes were organized
according to Bronfenbrenner’s (1993) nested model. The collected data was segmented into
four distinct ecosystems. Our analysis was guided by the constant-comparisonmethod, which
involved a thorough examination of the data derived from both the frameworks and the
interviews to derive more precise codes (Merriam, 2009). This iterative process was applied to
the entire dataset until the fundamental codes formed the basis of the categories.

3.4.1 Establishment of trustworthiness. Establishing trustworthiness can be achieved
through determining credibility, confirmability, dependability and transferability in a
qualitative study (Korstjens and Moser, 2018). In this study, the transparency aspect of the
data were established by documenting all the collected data thoroughly and meticulously.
Although interviews were conducted through WhatsApp or Telegram, prolonged
engagement and investigator triangulation were used with the participants to ensure
credibility. In fact, the participants were asked to use examples to clarify and support their
statements and to also give their opinions freely. Moreover, all three authors in this study
were involved in coding and data analysis to reach the best interpretation decisions
(Korstjens and Moser, 2018). Furthermore, to ensure reliability, defined as the consistency of
data or findings over time, the three researchers engaged in data analysis. To prevent any
misinterpretations, a thorough examination of the data was conducted at two separate
instances. In addition, the aspect of confirmability, which pertains to neutrality, was upheld
by involving multiple perspectives in the analysis process to establish the objectivity of the
data and ensure reliability among raters (Tracy, 2010). Specifically, following the
independent coding of all data by the third researcher, the first researcher double-coded
50% of the data randomly to assess the precision of data analysis (Lincoln and Guba, 1985).
The inter-coder reliability, as indicated by the Cohen’s Kappa coefficient value, was
calculated to be 0.93, surpassing the 90% threshold recommended by Miles and Huberman
(1994). Lastly, thick description was employed to guarantee transferability, which is linked to
the applicability of the research. This entailed providing detailed descriptions of events such
as participants’ behaviors, context, coding and analysis procedures to facilitate judgments
regarding transferability.

4. Findings
Analyses of the data revealed some themes in relation to Iranian English language teachers’
hope at each level of ecology. Regarding the microsystemic level, two classroom-related
themes were identified as the most influential factors in the emergence of the language
teachers’ hope. At the mesosystemic level, “Teachers’ past teaching experiences” and
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“Teachers’ past learning experiences” featured as the most significant factors contributing to
their level of hope. In addition, data analysis revealed “Educational system” and “Socio-
economic and political factors” as the factors influencing language teachers’ hope at the
macrosystemic level. Finally, “Institutional rules and regulations” featured at the
exosystemic level as the most significant factor influencing language teachers’ hope.

4.1 The microsystemic level
4.1.1 Teacher-related factors. The most frequently teacher-related factors which were linked
to language teachers’ hope in the classroom were their preparedness before class, their own
teaching performance in class and their beliefs and attitudes toward teaching in the
classroom. Two teachers strongly believed that when they were fully prepared before class
and were also equipped with a solid lesson plan, they could properly manage their classes,
which increased their hope. Besides, their preparedness before class usually led to their
successful teaching performance, which was also another factor increasing their hope
because they felt self-satisfied professionally and could also encourage their students’
participation in the given activity. As T5 mentioned:

Every time I have a clear and pre-planned lesson plan, I know that I can manage the class perfectly
and implement the session’s goal successfully. This gives me the chance to try innovative ways to
teach, mainly because I want to create a fun learning environment for my students. This is a win-win
situation because I have had a successful teaching performance which in turn lead to my students’
progress. In fact, my preparedness before class always leads to a great teaching performance which
highly increases my hope. (T5, Interview)

His comments were supported by his narrative response, in which he highlighted two factors
increasing his hope in the class as “pre-developed materials and use of technology in my
teaching style because I believe they can expedite the fulfilment of teaching and learning
objectives” (T5, Narrative), and two factors decreasing his hope mainly as “monotony and
burn-out, because they preclude me to grow and achieve the established objectives of the
class” (T5, Narrative). T2 also believed that her preparedness before class highly increased her
hope. She believed, “when I know exactly what I’m going to do before class, I go to class
hopeful because I feel I will have a successful performance which in turn will create a hopeful
session for my students and myself” (T2, Interview). She also linked her preparedness before
class and her successful performance to students’ performance and achievements (as one of
the student-related factors), believing that her preparedness before class affected her students’
performance and progress, which highly increased her hope in the class. She mentioned:

The level of my hope is strongly affected bymy own readiness before class.Whenever I come to class
prepared, I feel that I attract my students’ attention easily and I can teach and practice the subject
matter perfectly. This highly increases my hope for that session and even the following sessions
because I can clearly see the students’ active participation and their learning progress throughout the
semester. The opposite is also true. When I don’t have enough mastery on my teaching, I don’t have
an active and productive class which immensely decreases my hope. (T2, Interview)

Another teaching-related factor affecting language teachers’ hope was the set of beliefs and
attitudes they held about the teaching profession. T5 pointed out:

I am highly optimistic about my profession. I believe that teaching is my calling and I am here to
educate and nurture the next generation, even by teaching English. This belief highly increases my
hope and helps me to go on with this profession. (T5, Interview)

As evident in her narrative response, T4 believed that one of the factors affecting the
emergence of her hope is “when my students see me as their role model because I feel I have a
meaningful job” (T4, Narrative).
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4.1.2 Student-related factors. All the teachers shared the belief that students were among
the key factors affecting their hope in the classroom. Threemain sub-themeswere assigned to
this factor, including students’ involvement and participation, their performance and
achievements and their attitudes toward their teachers and their behaviors inside the
classroom. Four teachers believed that students are the key factor fluctuating their level of
hope inside the classroom. T1 commented:

The main factor that affects my hope is my students’ level of participation. Students’ active
participation (e.g. in-class discussions) and their high motivation increase my hope because when
students actively do hands-on activities and answer my question, it will help me think outside of the
box and have a successful teaching as well as a fun session. On the other hand, when I come to class
prepared and I face lazy and passive students who do not back me up in my teaching, I cannot
perform as planned, I feel frustrated and I do not get motivated to teach extra materials. It really
affects my hope in a negative way. (T1, Interview)

His comments were supported by his narrative response, in which he also mentioned
“students’ hard work in obtaining their goals” (T1, Narrative) as an important factor in
increasing his hope. Similarly, T4 believed that students’ active involvement and
participation affected the level of her involvement in class, which consequently influenced
her hope in the classroom. She mentioned:

When students are mentally and physically present in the class and pay attention to me, I get
motivated to have my best performance. It also encourages me to improve my teaching style for the
following sessions. Their active participation and enthusiasm give me this chance to work on extra
materials and not be limited to the assigned book. Their active involvement puts up my hope. (T4,
Interview)

Our analysis also highlighted the link between teachers’ hopefulness and their students’
achievements and progress. To some teachers, the effect of students’ progress on teachers’
hope is a long process. As T5 mentioned:

I’ve been teaching to the same students for three consecutive semesters. Some of them had poor
performance during their first semester. During each session, I tried everything to help them improve
their performance. When I see they are interested in getting better, I get hopeful and I try to find new
ways to help them achieve their goals. I’ve actually kept monitoring how they have progressed and
this heightens my hope in my profession. (T5, Interview)

T2 also mentioned, “when I see that my students make good progress in their learning, I
become hopeful about the future sessions of the course” (T2, Interview). Her comments were
supported by her narrative response, which considered “students’ progress” as a key factor in
increasing her hope. In addition, our teachers considered students’ attitudes and behaviors as
another reason for changing their hope in class. For example, T3 commented, “whenmy effort
in class is appreciated by my students, and when they value my methods by their active
participation in the given activity, I feel hopeful to improve my teaching style and become
better every session” (T3, Interview). Her belief was highlighted in her narrative responses;
she regarded “being appreciated by students” as one of the most important factors in
increasing her hope in her job because “when students appreciate me, I find the hope to make
more attempt and be more dedicated to my job” (T3, Narrative).

4.2 The mesosystemic level
4.2.1 Teachers’ past teaching experiences. Interview data revealed ways in which changes can
appear in the emergence of teachers’ hope with regard to their past teaching experiences.
Their narratives provided more evidence of fluctuations in their hope resulting from this
factor. Some teachers perceived their previous teaching experiences as a successful factor as

SJLS
4,3

132

Downloaded from http://ftp.nowpublishers.com/sjls/article-pdf/4/3/125/9491247/sjls-03-2024-0016.pdf by guest on 06 July 2026



it provided themwith gainingmore knowledge about classroommanagement and gave them
more confidence in their teaching profession, which enabled them to overcome teaching
challenges and predict possible learning difficulties of their students. As T2 explained:

My past teaching experiences usually assist me in becoming familiar with students’ learning process
and predicting their possible mistakes whichmakes teaching less challenging andmore enjoyable. It
also creates amastery which helps me increase my agency, manage my class better and have higher-
quality teaching.When I see I can developmy teaching skills by usingmy own teaching experiences,
my hope for becoming more successful in my job rises. (T2, Interview)

She also referred to her sense of agency, independence and freedom as another reason for the
contribution of her past teaching experiences to the emergence of her hope. She noted:

When I gain more experience and knowledge, I become more creative and design more innovative
lesson plans. This improves my reputation as a teacher and I get to work as a qualified and well-
known private tutor which benefits memore. Besides, it gives you confidence to even open your own
English institute in which you can implement your teaching ideas more easily. (T2, Interview)

Likewise, in her narrative response, she mainly considered gaining more mastery and agency
and finding herself as helpful as two main contributing factors to the emergence of her hope.
Similar to T2, T3 also found her past teaching experiences as a positive factor increasing her
hope. She argued:

During my first year as a teacher, I did not like working at the school because I did not have enough
confidence in myself. However, when I look back, I see howmuch I have grown as a teacher and how
my past experiences have helpedme improvemyself andmy student’s learning as well. In fact, now I
realize that my negative experiences did not influence the sense of hope in my profession. Rather,
they made me think about my weaknesses and try to overcome my teaching challenges. (T3,
Interview)

T5, with only three years of teaching experience, mainly believed that his past teaching
experiences have had a positive impact on his hope because his teaching style resulted in
becoming a more risk-taking teacher, which in turn resulted in creating risk-taking,
independent and successful learners. He pointed out:

When I see the educational output of my classes, especially my students’ achievements and high
communication skills, I feel hopeful because I realize that I have set foot on the right path. This gives
me the hope to search for more innovative ways of teaching, taking risks, and improving myself and
my students’ performances accordingly. (T5, Interview)

His narrative response also supported his comments, as he reported: “I get hopeful when I see
progress in language proficiency of my current and former learners andwhen they become in
charge of their own learning” (T5, Narrative). T4 had somehow a different opinion about her
past teaching experiences. She said that her hope fluctuated a lot considering teaching
experiences. During her first years, she always felt despaired because she used to think she
was notmade for this job. She had a lot of stress before going to class and facing her students.
However, she believed that as she gained more experience, she realized that this feeling of
dissatisfaction and despair can happen to anyone and she should not blame herself for facing
some challenges during her first years of teaching.

4.2.2 Teachers’ past learning experiences. In describing the fluctuations of their hope in
their profession, teachers had different opinions about their past learning experiences,
especially teacher-training courses (TTCs) they had participated in. Two teachers stated that
their previous TTCs increased their hope in teaching. T3 mentioned:

Studying in a teacher-training university has had a positive impact on my career and has increased
my hope as well. My professors have taught us how to behave and teach professionally. Every time I
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frustrated in class, I remember their suggestions and inspirational talks and I regain my hope. (T3,
Interview)

However, not all teachers had positive views about their past training courses. T1 believed
that his past TTCs, especially those held by English-language private institutes, were not
well organized, informative and constructive. In particular, he maintained the main issue
stems from a one-size-fits-all approach to educating teachers, ignoring teachers’ past teaching
and learning experiences. He noted:

My past training courses did not have any influence on my hope in teaching. These courses are not
designed to cater for the teachers’ needs and experiences, and do not distinguish between
experienced and novice teachers. More importantly, every private language institute develops its
ownTTCswhich are obligatory for all teachers, and to be honest with you, these TTCs are all similar
and repetitive. When I see that my past teaching experiences are not acknowledged and I have to
pass these repetitive training courses again, I get frustrated and even hopeless. (T1, Interview)

Other reasons for not getting hopeful when thinking about his past TTCs were the
judgmental instructors, who consider every teacher as inexperienced with a lack of teaching
knowledge, and prescriptive teaching courses, which avoid creativity and condemn teachers’
innovations. As T1 complained:

TTC’s instructors are judgmental people. They do not have appropriate professional behaviors
toward teachers. They always want to make you believe that your teaching style is not good and
needs improvement. They do not accept criticism, and they consider their own teaching style as the
perfect example to follow. They do not allow any creativity outside their teaching framework.When I
see these TTC environments, I do not receive any positive vibes mainly because these courses do not
add to my knowledge and do not increase my hope as a teacher at all. (T1, Interview)

4.3 The exosystemic level
4.3.1 Institutional rules and regulations. The main factor affecting teachers’ hopes was the
rules and regulations of their workplace such as teachers’ authority and flexibility, payment,
supervision team, authorities’ managements and overall workplace policies. Our analysis
provided evidence about changes in teachers’ hopes with regard to the language institutional
setting. One of the reasons for decreasing teachers’ hopes was the amount of flexibility and
authority they were allowed to have in their classes. Most of them complained about the
limitations they faced in their teaching. T2 pointed out: “following similar prescriptive
teaching methods create similar and mechanical teachers with no flexibility in their teaching
style. This highly decreases my hope” (T2, Interview). T1 mainly attributed his decrease in
hope to assuming that this lack of flexibility can have a negative impact on his students. He
argued: “my performance does not create enough inspiration and motivation in students to
work harder and be interested in learning English” (T1, Narrative). As for authority, T1 had a
rather different point of view. He explained:

Although we cannot be flexible in our teaching, we have some authority over the final evaluation of
our students. I mean, we can give failing grades to low achievers and do not worry about the
performance rates of the institute. This authority gives me hope because I know I can be in charge of
passing and failing my students and create more homogenized classes. (T1, Interview)

His comments were supported by his narrative response, mentioning an increase in his hope
because “the authorities’ trust in my experiences gives me the feeling that I am helpful”
(T1, Narrative). Another factor that negatively affected teachers’ hope was the issue of
payment. Two teachers discussed their income as one of the important factors in giving
them hope and enough energy to be successful in their professional lives. T2 specifically
declared:
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During my first years of teaching, one of my goals that gave me hope to improve myself was to
become independent financially. When I saw some experienced teachers teaching higher levels were
well-paid, I was encouraged to improve myself to have higher income. I felt that this matter can also
influence my social status as a teacher. (T2, Interview)

She also made a comparison between her income as a private tutor and that of a teacher in a
language institute. She pointed out:

Despite high effort and experience, unfortunately, public teachers are not financially satisfied. In
order to overcome this issue, they get more inclined toward private tutoring. I, myself, have lots of
private classes which are financially satisfying and this really increases my hope. (T2, Interview)

In her narrative response, she highlighted “low income of institutes” as one of themain factors
decreasing her hope. She also mentioned, “I feel hopeless when there is no extrinsic reward,
like more payment, for teachers” (T2, Narrative). Another teacher also had similar views,
complaining about her low income, which was considered a setback in her job. In her
narrative responses, she highlighted her “low salary” as a dominant factor decreasing her
hope. Our analysis also indicated that the attitudes of the supervisors highly decreased
teachers’ hope. T1 reported:

If teachers have trust and support of the supervisor, they can really improve. However, the opposite
usually happens. Where I work, the strict and judgmental observations made by our supervisor
negatively affect my performance and this highly decreases my hope. (T1, Interview)

T2 also had a similar view, mentioning “regular recording of the classes and strict and
unconstructive observations with the purpose of finding weaknesses decreases my hope
because I know they do not see my effort. They just want to see if I follow their rules”
(T2, Interview). T4 also pointed out, “I usually feel that my effort is not seen by the authorities
especially the supervisor. This decreases my hope and I feel no matter how much I try, I will
not be good enough in their judgmental eyes” (T4, Interview). In this regard, our teachers
provided evidence of the changes in their hope due to the authority management and overall
policies of their work places. Some decreases in their hope were associated with poor
management decisions and attitudes. T1 reflected in his interview:

One time, one of my classes was on the verge of cancellation because in the middle of semester, the
management suddenly felt that the books I was using in class was not in line with the institute’s
objectives. This happened only because two new students had already passed that book. This
created chaos in my class because students were satisfied with mymethods. I really got discouraged
and hopeless that semester because that rash decision ignored my creativity as a teacher. (T1,
Interview)

T2 had a similar idea about financial rewards as an extrinsic motivation in her job. She said,
“I am a hard-working teacher and I like to be seen and get promoted in my job. This really
increasesmy hope” (T2, Interview). In addition, another factor that highly decreased teachers’
hope was the overall policies and regulations of their workplaces. Three teachers complained
that unnecessary rules like clothing, sacrificing real learning objectives over making profits,
rash teacher’s substitution and overpopulated classes overshadowed their efforts as teachers.
T3, who is working at two different places, had different complaints about their policies.
She mentioned:

In one of language schools I work, there is a strict clothing and hijab policy. You have to wear dark
colors and loose clothes. It does not matter if you are an excellent teacher! If you do not follow
clothing code, you will be reprimanded. (T3, Interview)

T3 attributed her decrease in hope to “lack of explicit rules for employing language institutes”
and “the oneswhich are against my beliefs,” and “I feel hopeless when I can’t make changes in
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the system and I have to act according to the principles set by authorities” (T3, Narrative).
T5’s dissatisfaction with the rule of the institute was also highlighted in his narrative
response, claiming he got hopeless facing a “high number of students” (T5, Narrative).

4.4 The macrosystemic level
4.4.1 Educational system. In Iran, learning English, and especially the demand for
International English Language Testing System (IELTS) for different purposes, especially
immigration, has increased during the past few years. This has turned English learning into a
profitable business, and many language institutes have been established accordingly.
Unfortunately, themajority of these institutesmainly focus on enrolling and keeping asmany
learners as they can. They mainly do this by giving learners false hopes that they can fully
master English in a very short amount of time. Therefore, learners are usually moved away
from their main goal and are always looking for short cuts to achieve their goals. Instead of
studying hard, they are mostly fantasizing about being advanced learners. As a result, they
usually do not pay attention to their teachers’ advice, and this overshadows teachers’ efforts
and teaching styles.

T1 explained:

I have been working in different language institutes. Unfortunately, all of them have created
this false illusion that they can help learners reach their goals and get their IELTS at the least
amount of time. This creates arrogant and delusional learners who think they are advanced
learners. This situation put an extreme pressure on teachers because no matter what they do,
their efforts are diminished by learners because they are looking for short cuts to achieve their goals.
(T1, Interview)

The teacher argued that when he realized that his efforts were overshadowed by the
dominant educational delusion, he lost his hope, as he felt that his students do not value his
experience and efforts.
4.4.2 Socioeconomic and political factors. Beside educational factors that affect teachers’
hopes in their profession, our analysis showed that some external factors have also
significantly affected teachers’ hopes. Two teachers reported that challenging socio-economic
factors (e.g. inflation, poor economic conditions, low incomes and currency depreciation)
caused by political issues have extremely affected their lives. These issues cause financial
instability, which leads to stress and anxiety and gradually a loss of hope for the teachers.
As T2 pointed out:

When I chose this job, I expected to progress and even make more money by getting more
experienced in my own field. I also expected myself to be able to open up my own language institute
in which I could implement my own educational ideas and make profit as well. However, these are
unrealistic goals in Iran. The financial instability causes regress in your life. This feeling that no
matter how hard you try; you cannot progress in your life especially from financial point of view
negatively affects your life. (T2, Interview)

She also highlighted “financial instability as a result of political issues” as one of the factors
decreasing her hope. Another external factor that negatively affected teachers’ hopes was
post-COVID-19 issues. Sudden conversion to online teaching without proper mental and
educational preparations was stressful and depressing for most teachers. T4 said her hope
highly decreased because her life balance was drastically changed during the COVID-19
pandemic. She said:

During COVID-19 pandemic, the living situation got harder. We were in the middle of a crisis, but we
were not prepared. It was both professionally and financially stressful. We were still making the
same amount of money but we had to work double shifts, even from home. It seemed that I was
constantly stuck at work. (T4, Interview)
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A main factor decreasing teachers hope during and post-COVID-19 was attributed to the
amount of stress and anxiety imposed on teachers. The living situation was harder, and as
stress increased, teachers’ hope for a financially stable job decreased.

5. Discussion
This research implemented Bronfenbrenner’s model of ecosystems to acquire contextually
relevant knowledge of hope among EFL teachers from a subjective perspective. Hope, a
positive psychology construct, has been investigated fromboth emotion-based and cognitive-
agentive dimensions (MacIntyre et al., 2022). Lazarus (1999) mainly considers hope as an
emotion, while others like Snyder et al. (2005) view hope as a cognitive construct. This study
follows the cognitive-agentic dimension of hope, which considers it an antecedent to action
(Snyder, 2002), and also uses hope theory (Snyder, 2000, 2002) and positive psychology to
explain hope in the English teaching profession.

At the microsystemic level, some teacher-related and student-related factors caused
fluctuations in teachers’ hope. Based on hope theory, goals and agency are among two key
components of hope (MacIntyre et al., 2022). This sense of goal-directed energy gives teachers
enoughmotivation to progress in their job (Ghadyani et al., 2022). Hiver (2016) suggested that
since hardiness and hope are integral for learning and professional well-being, teachers’
hopes are created as a result of how they direct and conduct their professional efforts. In this
study, teachers’ own efforts in pre-class preparations, usually followed by their successful
performances in class, seemed to highly increase their hope. This, in turn, led to the
emergence of hope in their teaching as the teachers were developing new planning strategies
to improve their teaching styles. These findings are quite consistent with the definition of
hope (Snyder et al., 1991). Based on this definition, hope emerges from pathways as a
cognitive tool. The findings of this study indicated that the application of new strategies for
the improvement of teaching quality enabled the teacher to experience hope as they could
develop more suitable plans within the ecology of their classroom. The contribution of paths
as useful cognitive tools for the emergence of hope, inherent in the definition of hope, was also
reflected in MacIntyre et al. (2022), who implied that hopeful teachers used more strategies
like increased planning to address difficult situations.

Furthermore, reflecting the other contributing tool underpinning the experience of hope
(Snyder et al., 1991), the findings indicated that the emergence of teachers’ hope stemmed
from their sense of agency to obtain their goals as they were optimistic about their job, had
faith in themselves and considered themselves as role models in class. In tandem with
Ghadyani et al. (2022), this sense of self-efficacy and faith embedded in the teachers’ sense of
agency facilitated the emergence of their hope (Ghadyani et al., 2022). This finding
corroborates those by Eren (2014), who, finding a positive link between academic hope and
dispositional optimism, argued that these constructs involved positive expectancies
regarding future professions concerning efficacy and outcome expectancies (Beard et al.,
2010; Snyder, 1995). It should be noted that happiness and hope have been revealed to be
highly related to an increasing sense of competence and agency (Bullough, 2011).

Other microsystemic factors that affected teachers’ hopes involved students. Hope is
fundamental to instructors’ insights into teaching and classroom activities (Hammerness,
2003; Tirri et al., 1999). It was revealed that students’ active participations, high
achievements, progress, appropriate behaviors in class and positive attitudes toward their
teachers highly increased teachers’ hopes in class. These findings are in agreement with Eren
(2014) and Ghadyani et al. (2022), who concluded that teachers’ hopes were positively related
to their sense of responsibility for their students’ motivation, achievements and their
relationships with students. Also, as reported by Bullough and Hall-Kenyon (2011), hopeful
teachers are highly crucial to the development of the educational system and the success of

Saudi Journal of
Language Studies

137

Downloaded from http://ftp.nowpublishers.com/sjls/article-pdf/4/3/125/9491247/sjls-03-2024-0016.pdf by guest on 06 July 2026



their students (e.g. better problem-focused coping, more determination, more pathways to
problem solving when blocked and an inclination to stretch and grow). However, when faced
with students’ disruptive behaviors, teachers’ hopes significantly decreased. This finding is
in line with that of Ghasemi (2022), who also indicated that students’ disruptive and
aggressive behaviors caused hopelessness in teachers.

At the mesosystem level, teachers’ hopes were both increased and decreased with regard
to their previous teaching experiences. This finding indicated that past teaching experiences
usually increased the teachers’ hopes in their profession because it helped them becomemore
experienced by learning from their mistakes and facing challenges, becoming more
knowledgeable in their own field, gaining more independency in their class management and
becoming more creative and risk-taking teachers. This finding is consistent with that of
France (2019), who believed that inexperienced teachers should make mistakes and learn
from those mistakes, take risks and learn to face unpredictable challenges to become great
teachers. Moreover, it reflects Hughes’ (2021) finding that teachers should always view hope
as a chance to grow and learn and try to transfer that attitude of hope to their students aswell.
This finding seems to imply that, as one of the agency factors of hope (Snyder et al., 1991),
using past teaching experiences can serve as a goal to become more prepared in the future.
Also, in light hope theory cognitive tools, teaching experience can contribute to the
emergence of teachers’ hope in terms of both pathways and their sense of agency in their
pursuit of goals as two ecological affordances. First, as pathways to their professional aims,
the teachers’ experiences, as a potential affordance, helped them to discover new goals and
find suitable directions to their teaching, which in turn could lead to further learning in this
field (Hiver, 2016). On the other hand, the teachers’ hope experiences were the results of the
actualization of their agency control over their teaching in their microsystem of the
classroom, via which they could replace their sense of alienation and powerlessness with the
assignment of meanings and value to their teaching (Hiver, 2016). This is in alignment with
Hiver (2016), maintaining that gaining more experience can turn powerlessness into
increased agency. In light of hope theory, this type of control over one’s performance is
positively converted into goal-directed thoughts, which in turn feed off the mechanisms of
commitment and challenge to tap into pathways thinking that again enhances agency.

On the other hand, the findings showed an increase and decrease in teachers’ hopes with
regard to their past training courses and learning experiences. Those who believed that their
past training courses increased their hope attributed this experience to the useful training
and positive attitudes of their mentors, which helped them gain enough confidence tomanage
their own classes. Thus, it seems that mentors played an important role in the emergence of
student teachers’ hope. As Hiver (2016) concluded, hopelessness is contagious. Given this
contagious nature of hope, hostile and cold comments of a participant’s mentor about her
teaching professionmight lead to a decrease in her hope during her first year of teaching. The
findings also revealed that some teachers believed that their previous training courses did not
increase their hope because they were not being well-organized, informative and practice-
oriented. These findings are in line with Borg (2003), who also asserted that teacher training
programs which were not designed based on student teachers’ prior beliefs and did not
consider teacher cognition and practices were not effective for teachers. Furthermore,
improper training can create stress and anxiety in student teachers in facing difficulties in
their career (Fisher and Burrell, 2011; Ndileleni and Maphosa, 2014; T€ut€unis, 2014).

At the exosystem level, different rules and regulations of work places influenced the
emergence of the teachers’ hopes in their profession. More specifically, the findings revealed
that low flexibility and authority in teaching decreased teachers’ hope because, when not
allowed to think outside the box, they could not be as effective as they thought they would be
in their classes. This finding is in line with that of Ghasemi (2022), showing that some factors,
including workplace climate, can lead to teachers’ hopelessness if they are not provided with
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an adequate level of social support (e.g. collegial/superior support) and a positive work
environment. Olsen and Sexton (2009) warned about “threat rigidity” that negatively affected
teachers’ work by “centralizing and restricting the flow of information, by constricting
control, by emphasizing routinized and simplified instructional and assessment practices,
and by applying strong pressure for school personnel to conform” (p. 14). Olsen and Sexton
(2009) reported that teachers were mostly filled with despair rather than hope, highlighting
that “autonomy correlates with professional respect,” which lacked in their school
environment (p. 33). Following “a consistent and robust institutional commitment” highly
contradicts the hope and happiness of children and their teachers (Bullough, 2011). Bullough
and Hall-Kenyon (2011) believed that policies like increasing teachers’ autonomy should be
made to increase teachers’ hopes and to keep them invested in teaching because it can affect
student learning as well.

Another factor decreasing teachers’ hopes was the issue of payment, which did not match
with their high responsibilities and long working hours. This finding is in line with that of
previous studies (Ghadyani et al., 2022; Ghasemi, 2022; Liu and Meyer, 2005; Nolan and
Stitzlein, 2011) revealing that low payment was amain factor for teachers’ dissatisfaction and
attrition, whilemotivation for earningmoremoney can lead to hopefulness in teaching. Justice
et al. (2022) also asserted that teachers were not hopeful about their profession. They believed
that they did not receive the respect they deserved, especially financially. Based on the
findings of this study, the supervision team was another influencing factor in the emergence
of teachers’ hope in the environment of their classroom. The findings indicated that constant
recording of the classes, undermining teachers’ efforts and receiving constant negative
feedback and judgmental comments decreased teachers’ hope, while constructive criticism
and supportive behaviors increased their hope. This finding is consistent with Olsen and
Sexton (2009), who found that teachers’ hope decreased for being constantly criticized by their
administrators despite their hard work. In this regard, Hiver (2016) concluded that teachers
experienced hopewhen they received acclimation and respect for their relentless struggle and
hard work. In addition, other factors, based on the findings of this study that decreased
teachers’ hope were the overall workplace policies and the authorities’ poor decisions, like the
sudden changes of books, principals’ obvious favoritism of some teachers and unnecessary
extra responsibilities like dealing with parents. This finding corroborates previous research
indicating that extra responsibilities, tiring workload and stressful interactions (e.g. with
parents, students, etc.) were challenges that teachers usually experienced at work (MacIntyre
et al., 2022). Also, it is consistent with the findings of the previous studies reporting that
favoring new teachers over the old ones without considering their efforts and experiences,
changing schedules without notice or explanation and hasty and improper re-assignments
caused tensions and frustration among teachers, which in turn decreased their trust and
increased their resentment (Olsen and Sexton, 2009). Likewise, another reason for teachers’
hopelessness has been reported to be schools’mandated reforms, which did not take teachers’
hopes and happiness into account (Bullough, 2011; Day and Lee, 2011).

At the macrosystem level, some issues like economic inflation highly decreased teachers’
hope in their profession. Even when teachers worked double shifts to make more money or
when their wages increased, they could not keep up with the rising cost of living (Erdberg,
2022). The findings also indicated that the pandemic and post-COVID issues which caused
stress, life-balance instability and changes in the educational system negatively affected
teachers’ hope experiences. This in line with Ghasemi’s (2022) consideration of the
socioeconomic status of teachers, especially the post-COVID financial issues, as an important
factor underpinning teachers’ hopelessness in their profession. The findings are also in
agreement with Cahapay and Bangoc (2022), contending that stress, especially during the
pandemic, had a negative predictive effect on teachers’ hope. The findings of this study
contradict the results reported by MacIntyre et al. (2022), who indicated that although
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teachers’ hope was negatively correlated with stress, they mostly used different coping
strategies to alleviate the situation. Hope is connected with a sense of growth during painful
circumstances and the capacity to find purpose in life, according to the combination of the
agency and route components. Fullan (1997) alsomentioned the concern for keeping teachers’
hope under current social, economic and work conditions. One possible solution would be
giving teachers enough autonomy and personal control to do what they think is best for their
students. Autonomy is closely related to agency, and having control over the work life can
lead to hope and happiness (Bullough, 2011; Nettle, 2005).

6. Conclusion
The findings of this study indicated that at the microsystemic level, teacher- and student-
related factors caused fluctuations in the emergence of language teachers’ hopes. At the
mesosystem level, our findings indicated that past teaching experiences strengthened
teachers’ hope in their profession. At the exosystem level, the findings revealed how low
flexibility and lack of agency in teaching decreased our participant teachers’ hope, and
finally, at themacrosystem level, the findings indicated that economic conditionswere among
the factors which highly decreased our teachers’ hope in their profession. Collectively, these
findings add to the literature on language teacher hope by anchoring the concept within a
range of competencies and key aspects of teacher professionalism, such as agency, well-being
and emotion. The findings of the study offer implications for teachers and teacher educators
in better understanding the role of ecological factors that shape language teachers’ hope. In
addition, in-service teachers could be engaged in professional development courses in which
they reflect on the factors that may influence their hopefulness so that they can establish
better intrapersonal and interpersonal practices. Regarding the limitations of the study, we
note that the temporal process of hope emergence in language teachers’ profession was not
incorporated in this study. Thus, further ecological research can focus on this emergence
program through the consideration of the chronosystem. Also, qualitative longitudinal
research designs (see Henry and MacIntyre, 2024) can be the focus of future research in
providing deeper insights into this emergence process. More specifically, other ecological
approaches such as complex dynamic systems theory and activity theory can be adopted to
explore the emergence of hope in the professional environment of language teachers.
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