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PEDAGOGICAL MODELS
AND PRE-SERVICE EFL TEACHER IDENTITY

Professional identity is a key outcome of initial teacher education because it shapes how pre-service
teachers understand their professional roles, respond to classroom situations, exercise agency, and de-
velop commitment to teaching. This study compares four pedagogical models widely used in teacher
preparation — Community of Practice, Experiential Learning, Reflective Practice, and Simulation-Based
Learning — with particular reference to pre-service teachers of English as a foreign language. It also
examines whether integrating these models can provide more comprehensive support for professional
identity development than their separate application. The study combined a theory-informed compara-
tive review with a pilot evaluation of the proposed PERS cycle. The conceptual analysis drew on 26
foundational and recent English-language publications published between 1983 and 2026. The pilot in-
volved 32 pre-service EFL teachers enrolled at a university in Kazakhstan. Over four weeks, participants
completed 16 academic hours of PERS-based activities. Questionnaire data were analysed descriptively,
while 64 reflective entries produced at the initial and final stages of the pilot were analysed using a struc-
tured rubric covering pedagogical interpretation, evidence-based reasoning, consideration of alternative
courses of action, and professional decision-making. The comparative analysis showed that Community
of Practice primarily supports professional socialization and recognition; Experiential Learning strength-
ens authentic practice and adaptive action; Reflective Practice promotes self-understanding and identity
coherence; and Simulation-Based Learning provides opportunities for safe rehearsal and professional
decision-making. The PERS cycle integrates these strengths through participation, experience, reflection,
and simulation. Pilot results indicated that professional decision-making confidence increased from 3.18
to 3.87 points, while theory—practice integration increased from 3.09 to 3.81. Reflective entries dem-
onstrating analytical, evidence-based, and action-oriented reasoning increased from 28.1% to 65.6%.
These findings suggest the practical feasibility of the PERS cycle, although larger controlled studies are
needed to confirm its effectiveness.

Keywords: professional identity, pre-service, EFL teachers, pedagogical models, reflective practice,
simulation-based learning.
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MeaAarorMkanblk, MOAEAbAED XKdHe GoAalLaK,
AFbIALLBIH TiAi MYFaAiMAEPiHiH, K9CiOM GiperenAirin KaAbINTacTbIpy

Kacibu camkecTik — 6acTayblil MyFaAIMAEPAI AasipAayAblH HeErisri HaTMxKeci, cebebi oA Goaallak,
MYFaAIMAEPAIH ©3AEPiHIH KOCiOM POAAEPIH TYCiHYIH, CbIHbIMTaFbl XKafAanAapFa peakumsiAapbiH, 6acTa-
MaLLIAABIFbIH XKOHE OKbITYyFa AereH 6epiAreHAIriH KaAbINTacTbipyFa biknaA eteai. bya septrey myra-
AIMAEPAI AasipAayAa KEHIHEH KOAAAHBIAATBIH TOPT NMeAArormKaAblk, MOAEAbAT TaXKiprbe KaybIMAACTbI-
Fbl, TOXKIPNBEAIK OKbITY, pedhAEKCUBTI ToXXipMnbe >kxoHe MOAEAbIe HEr3AEATEH OKbITYAbl CAaAbICTbIPAAbI,
acipece arblALIbIH TIAIH LET TiAl peTiHAE OKbITaTbiH GOAaLLak, MyFaAiMaepre 6aca Hasap ayAapaAbl.
CoHpait-ak, 6yA MOAEAbAEPAI BipiKTipy KaCiOM COMKeCTIKTI AaMbITyFa OAapAbl OOAEK MarmAaAaHyAaH
repi >KaH->kKakTbl KOAAQY KOPCETE aAa Ma, >KOK, Ma, COHbl KapacTblpaAbl. 3epTTey TEOPUSAbIK, TYPFbAAH
HEri3AEAre€H CaAbICTbIPMaAbl LUOAYAbI YCbiHbIAFAH PERS UMKAiHIH NMUAOTTbIK, GararaybiMeH OipikTipe-
Al. Ty>XbIpbIMA@MaAbIK, Tarnady 1983 >kaHe 2026 XXbIAAAP apaAbIFbIHAQ >XapUsAaHFaH 26 Herisri xxaHe
3amaHaym arblALIbIH TIAIHAErT 6acbiAbIMAApFa HerisaeAreH. [TMAOTTbIK, 3epTTeyre KasakcTaH yHuBep-
CUTETIHAE OKMTbIH 32 60AAallakK, aFblALIbIH TIAI MyFaAiMi KaTbICTbl. TepT anTa ilWiHAE KaTbICyLIbIAGp
PERS HerisiHaeri TancbipmMarapabiH, 16 akapeMUSIAbIK, caFaTbiH opbliHAAAbI. CayaAHamMa AepekTepi cu-
naTTamaAblK, CTaTUCTMKA SAICTEPIMEH BHAEAAI, aA MUAOTTBIK, 3€PTTEYAIH GacTankbl )XoHe KOpPbITbIH-
Abl KE3EHAEPIHAE AalbiHAAAFAH 64 pedAeKCMBTIK >ka30a MeAarorMkablK, XKarAaaTTapAbl TYCIHAIPY,
ADAEAAEPTe HETI3AEATEH ManbiMAay, OaAaMaAbl 9pEKeT TOCIAAEPIH KApPaCTbIPy >KoHe KacCibu Lwellim
KabbIAAQY OALLEMAEPIH KaMTUTbIH KypblAbIMAAAFaH pybpuka 6GombiHWA TaAAaHAbl. CaAbICTbIPMAAbI
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TaAAdy Texipnbe KaybIMAACTbIFbIHbIH HEri3iHEH KOCiOM SAeyMETTeHY MEH TaHYyAbl XXEHIAAETETiHiH;
TOXIPUOEAIK OKbITY LibIHAMbl TOXIPUOEHi XXoHe OENIMAEATILI OPEKETTi HblFalTaTbIHbIH; PEAEKCUBTI
TaXipnbe e3iH-63i TYCiHY MeH >keke 6acTbIH YMAECIMAIAITiH apTTbIPATbIHbIH; aA MOAEAbAEYTE HEri3AeA-
reH OKbITYy Kayincis TexipnbeaeH eTy >koHe Kacion LeliMaep KabbIAAQy MYMKIHAIKTEpPiH GepeTiHiH
kepcetTi. PERS umkai katbicy, Taxipnbe, peaekcms koHe MOAEAbAELY apKblAbl OCbl KYLUTI XKaKTapAbl
GipikTipeai. [TMAOTTbIK 3epPTTEYAIH HOTMXKEAEPI KaCiOn LelliMm KabblapaayFa AereH CeHIMAIAIK 3,18-AeH
3,87 ynaiira AemiH, aA TeOpust MeH TaxiprbeHiH nHTerpaumscol 3,09-aaH 3,81-re AeiiH ©CcKeHiH Kep-
CeTTi. AHAAMTUMKAABIK, ADAEAAI >KOHe apekeTke GarblTTaAFaH ManbiIMAAyAbl KOPCETETIH pedAeKCUBTI
>kazbanapAbiH yAeci 28,1%-paH 65,6%-Fa aeniH ocTi. bya HaTmxkeaep PERS UMKAIHIH OPbIHABIAbIFbIH
KOpPCeTeAl, AEreHMEH OHbIH TMIMAIAITIH pacTay yuwiH YAKeH OakblAQHATbIH 3ePTTEYAEP KaXKeT.

Ty#in ce3aep: KaCiOM COMKECTIK, MyFaAIMAEPAI AasipAay, LLETEA TiAl MyFaAiMi PETIHAETT aFblALLIbIH
TiAl, MEAArorMkaAbik, MOAEABAED, PEAEKCUBTI TOXKIpMOE, MOAEAbBALYTE HEM3AEATEH OKbITY.

I. EcenrocoBa, A. HypTtaeBa"

Kazaxckuit HauMOHAAbHbBIN KEHCKMI NMeAarormyeckunini yHuBepcuTeT, AAMathbl, KasaxcraH
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Meaarornyeckne moaeam u popmupoBatrme npodpeCCMOHAAbHOM
MAEHTUYHOCTU OYAYLLMX YYUTEAEH aHTAUIMCKOrO SI3blKa

lNpoceccroHaabHasg MAEHTUYHOCTb SIBASIETCS KAIOYEBBIM PE3YAbTAaTOM HAYaAbHOrO neparorv-
4eckoro o6pas3oBaHus, MOCKOAbKY OHa (POPMMPYET MOHUMAHME OYAYLIMMM YUUTEASIMU CBOMX MPO-
(hecCMOHaAbHbBIX POAEN, MX peakLMio Ha CUTyaumn B KAACCe, MPOSBAEHME WMHWULMATMBbBI U pa3BUTHE
NMPVBEPXXEHHOCTM NpPernoAaBaHuio. B 3ToM nccaeA0BaHMM CPaBHUBAIOTCS YeTbIpe NeAarornyeckne Mo-
AEAM, LLIMPOKO MUCMOAb3YEMbIE B NMOATOTOBKE yUMTEAeN: COOOLLECTBO NPAKTUKOB, IKCMEPUMEHTAAbHOE
obyueHue, pedAeKCMBHAs MpakTMKa U 00yuyeHne Ha OCHOBE MOAEAMPOBAHMS, — C OCOObIM aKLIEHTOM
Ha OYAYLIMX YUMTEASX AHIAMIACKOrO $13blKa Kak MHOCTPAHHOrO. TakXKe pacCMaTpyBAEeTCsl BOMPOC O
TOM, MOXET AW MHTErpaums 3TUX MoAeAel obecrneunTb 6oAee BCECTOPOHHIO MOAAEPIKKY PasBUTUS
NpoeCcCMOHAABHON MAEHTUYHOCTH, YEM MX Pa3AEAbHOE MpUMeHeHre. B nccaepoBaHumn couetaeTcs
TeopeTnyeckn 060CHOBAHHBINA CPABHUTEAbHbINM 0630p C MUAOTHOWM OLIEHKOW MPEAAOXKEHHOIO LIMKAQ
PERS. KoHuenTyaAbHbIi @HaAM3 OCHOBAH Ha 26 OCHOBOMOAAraloLMX 1 COBPEMEHHDbIX aHMAOSI3blUHbIX
nyoAMKaLmMsx, onybAMKOBaHHbIX B neproA ¢ 1983 no 2026 roa. B nMAOTHOM MCCAEAOBAHMM MPUHSIAM
yuactume 32 GyAyLWMX YUUTEAS QHTAMIMCKOrO S3bika Kak MHOCTPAHHOMO, 06y4aloLLmMXCsl B YHUBEPCUTETE
KaszaxcraHa. B TeueHue yetbipex HeAeAb YHACTHUKM BbIMOAHUAM 16 aKapAeMMYECKMX YacoB 3aAaHMi Ha
ocHoBe PERS. AaHHble aHKeT ObiAv 06paboTaHbl C UCMOAb30BAHWEM OMMCATEAbHOM CTATUCTUKM, A 64
peAeKCHBHbIE 3aMncKr, MOATOTOBAEHHbIE HA HAYAAbHOM M 3aKAIOUMTEABHOM 3Tarnax NMAOTHOM anpoba-
LMK, MPOAHAAM3MPOBAHbI C MOMOLLLbIO CTPYKTYPUPOBAHHOM PYOPUKM, BKAIOYAIOLLEN MEAArOrMUYECcKYio
MHTeprpeTaLmio, apryMeHTaumio Ha OCHOBe (PaKTUUECKMX AQHHbIX, PACCMOTPEHME aAbTePHATUBHbIX
BApMAHTOB AEMCTBUI M MPUHSATUE NPOGPECCMOHAABHBIX pelleHnii. CpaBHUTEAbHbIA aHAAM3 MOKa3aa,
4YTO COOOLECTBO NPAKTUKOB B MEPBYIO O4YEPEAb COCOOCTBYET NpoecCUOHAaAbHONM COLMaAn3aLmm 1
MPU3HAHUIO; IKCMEPUMEHTAALHOE OOyUYEHME YKPEMNASET ayTeHTUUHYIO MPAKTUKY M aAANTUBHbIE AEN-
cTBUsl; pedhAeKCHMBHAs NMPAKTMKA CMOCOOCTBYET CAMOMOHUMAHMIO M COrAACOBAHHOCTU MAEHTUUYHOCTMU;
a o0yueHne Ha OCHOBE MOAEAMPOBAHMS MPEAOCTABASIET BO3MOXHOCTU AAS 6e30macHoi oTpaboTku u
NpUHATUS NPOodecCcMoHaAbHbIX peleHnid. Linka PERS mHTerpupyet 3TW CMAbHblE CTOPOHbI MOCPEeA-
CTBOM YY4acTu4, OnbiTa, pehAeKcun 1 MOAEAMPOBaHMS. Pe3yAbTaTbl MMAOTHOIO MCCAEAOBAHMS NMOKa3a-
AW, UTO YBEPEHHOCTb B MPUHATMM NPO(ECCMOHAAbHBIX PELLIEeHNI yBeAnUunAaach ¢ 3,18 Ao 3,87 6aAnoB, a
MHTerpauusa Teopmm u npaktukm — ¢ 3,09 Ao 3,81. AoAag pedAeKCUBHBIX 3anmcen, AEMOHCTPUPYHIOLLUX
QHAAUTMUECKOEe, OCHOBAHHOE Ha AOKA3aTeAbCTBaX M OPUMEHTMPOBAHHOE Ha AEMCTBUSI PacCy>XAeHue,
yBeAnumAach ¢ 28,1% A0 65,6%. IT1 pe3yAbTaTbl CBUAETEABCTBYIOT O MPAKTUYECKONM OCYLLECTBUMO-
cTv umkaa PERS, xoTs AAg noaTBep>kaeHust ero 3hheKTUBHOCTU HEOOXOAMMbI 6oAee MacluTabHble
KOHTPOAMPYEMble MCCAEAOBAHMSI.

KatoueBble cAoBa: npoeccroHaAbHas MAEHTUYHOCTb, MOAFOTOBKA OYAYLMX yuuTeAei, npeno-
AQBATEAM aHTAMICKOrO Kak MHOCTPAHHOrO, MeAarornyeckme MoAeAu, peAekcuBHas npakTmka, 06-
yUeHne Ha OCHOBE MOAEAMPOBAHMSL.

Introduction the moral, relational, linguistic, and institutional
expectations of the profession and determine their

Initial teacher education involves more than  own place within them. This process is commonly
developing subject knowledge and teaching skills.  explained through the concept of teacher profes-
Pre-service teachers must also learn to understand  sional identity. It is generally viewed as flexible
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rather than fixed, shaped by both personal and social
factors, and continuously revised through experi-
ence, communication, recognition, and professional
participation (Beijaard et.al., 2004; Akkerman &
Meijer, 2011). A systematic review of 412 studies
showed that current research covers teacher devel-
opment, professional communities, subject areas,
career transitions, identity tensions, and institutional
settings (Rushton, 2023). Although this broad litera-
ture confirms the importance of professional iden-
tity, it also reveals a practical difficulty: teacher edu-
cation programmes often recognise its value without
clearly identifying the pedagogical conditions that
support its formation.

Teachers of English as a foreign language (EFL
teachers) are expected to become confident language
users, models of English, communicators, evalua-
tors, interpreters of the curriculum, and members of
the school community. Confidence in language pro-
ficiency may be accompanied by uncertainty about
classroom authority, while earlier learning experi-
ences may conflict with communicative teaching
approaches. University expectations may also differ
from the realities of school practicum. Such tensions
affect whether future teachers see themselves as le-
gitimate professionals, apply theoretical knowledge
in real classroom situations, and maintain their com-
mitment when practice does not match their initial
expectations.

The gap between theory and practice is also
linked to professional identity. A pre-service teach-
er may understand how to plan a lesson but still
feel uncertain when students react unexpectedly,
mentors favour other methods, or school routines
limit new ideas. Identity develops as these tensions
are examined and resolved. Different pedagogi-
cal models support this process in different ways:
Community of Practice through participation and
recognition, Experiential Learning through action
and revision, Reflective Practice through analysis
and self-evaluation, and Simulation-Based Learning
through rehearsal, feedback, and decision-making in
a safe environment.

Most studies examine these models separately.
Practicum research focuses on authentic experi-
ence and mentoring, reflective journal studies on
professional awareness, community-based re-
search on belonging and collaboration, and simu-
lation studies on readiness and flexible response.
Although each approach is well supported, there
is little guidance on how they can be integrated
within teacher education. This also makes the
search for one “best” model misleading, since dif-
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ferent aspects of professional identity may develop
through different mechanisms.

This article compares four pedagogical models
by their role in professional identity formation and
proposes an integrated framework for pre-service
EFL teacher education. It examines the mechanisms
activated by each model, the identity dimensions
they support, and their possible sequence within the
Kazakhstani context. The analysis is guided by three
hypotheses: each model has a dominant identity-
forming mechanism; no model supports all identity
dimensions equally; and a sequenced hybrid frame-
work offers broader developmental support than the
isolated or parallel use of the four models.

In addition to the conceptual comparison, the
study includes a pilot empirical evaluation designed
to examine the initial feasibility of the PERS cycle
and to identify whether participation in its activities
is associated with changes in pre-service teachers’
professional reasoning, reflective depth, and confi-
dence in pedagogical decision-making.

A fourth exploratory question was formulated
for the pilot phase: What preliminary changes in
professional reasoning and reflective practice can be
observed after pre-service teachers participate in a
structured PERS cycle?

Its practical contribution consists of a set of ac-
tivities and assessment indicators connecting uni-
versity courses, microteaching, mentoring, digital
learning, and school practicum, complemented by
an exploratory empirical evaluation of the PERS
cycle based on questionnaire data and reflective ar-
tefacts from pre-service teachers.

Literature review

Teacher professional identity as a multidimen-
sional construct

Professional identity is particularly significant
in initial teacher education. It includes teachers’
understanding of themselves, the kind of profes-
sionals they intend to become, and the values that
guide their decisions. This identity develops through
interaction with students, mentors, colleagues, in-
stitutions, and professional communities. It is also
expressed in practice through classroom decisions,
communication, routines, emotional responses, and
the application of professional knowledge. At the
same time, teacher identity is not fixed; it changes as
previous learning experiences, current participation,
and future professional aspirations are reconsidered
(Beijaard et.al., 2004; Akkerman & Meijer, 2011;
Rushton, 2023).
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Beijaard, Meijer, and Verloop caution against
defining professional identity as a fixed set of per-
sonal characteristics, emphasizing that it develops
through continuous interpretation and reinterpre-
tation of professional experience (Beijaard et.al.,
2004). Akkerman and Meijer (2011) similarly pres-
ent identity as a complex construct that may be si-
multaneously coherent and multiple, continuous
and changing, as well as individual and socially
shaped. This perspective is particularly relevant to
EFL teacher education, where student teachers may
see themselves at the same time as language learn-
ers, university students, beginning teachers, cultural
mediators, and future members of the profession.
Tensions between these roles should not be viewed
solely as weaknesses. When teacher education pro-
grammes create opportunities for reflection and
discussion, such tensions can support professional
growth and a more coherent understanding of the
teacher’s role.

Professional identity is closely related to agen-
cy. Ruohotie-Lyhty and Moate(2016) argue that
pre-service teachers do not simply adopt existing
professional norms but actively interpret, negoti-
ate, reject, and integrate different experiences in
the process of identity formation. Their capacity to
exercise agency, however, depends on the opportu-
nities available for meaningful participation and on
the extent to which they are recognized as legitimate
members of the professional community. Teacher
identity should therefore be understood neither as
a purely internal psychological construct nor as a
direct outcome of socialization. Rather, it emerges
through the interaction of self-interpretation, con-
text-dependent action, and social recognition.

Studies in language teacher education show
that professional identity develops through the in-
teraction of reflection, discourse, and participation
in educational activities (Wenger, 1998). Longitu-
dinal and practice-oriented research indicates that
pre-service teachers may gradually move beyond
simplified, technique-focused views of teaching to-
ward a broader understanding of learners, context,
instructional modality, and professional problem
solving (Kolb, 1984). Research involving pre-ser-
vice English teachers also suggests that their pro-
fessional identity combines linguistic competence
with personal qualities and pedagogical knowledge,
demonstrating that subject expertise alone does not
fully define the teacher’s role (Ruohotie-Lyhty &
Moate, 2016). This multidimensional understand-
ing is further supported by the English Teacher
Identity Measure, which examines identity through

related components, including self-efficacy, profes-
sional beliefs, future orientation, and perceptions of
the teaching career (Yan et al., 2024). In language
teacher education, identity is closely connected with
beliefs, motivation, agency, classroom practices, and
the ways in which student teachers position them-
selves as future members of the profession. Rich-
ards (2023) therefore argues that identity should be
treated as a central component of language teach-
er education rather than as an indirect outcome of
methodological preparation. Longitudinal evidence
also indicates that professional identity may change
substantially across successive phases of teacher ed-
ucation. Haghighi Irani et al. (2020) identified shifts
from one-dimensional to multidimensional percep-
tions of teaching and from problem analysis toward
problem-solving as pre-service teachers progressed
through a three-phase teacher education programme.

Community of Practice

The Community of Practice perspective views
learning as a gradual process of participation in
socially organized professional activities. New-
comers usually begin with peripheral involvement,
during which they observe established norms, ac-
quire shared language and tools, and progressively
take on more significant responsibilities (Lave &
Wenger, 1991). Wenger later emphasized that par-
ticipation contributes not only to the development of
knowledge and skills but also to identity formation,
as membership in a community changes how indi-
viduals understand both the practice and their own
professional role (Wenger, 1998). In initial teacher
education, such communities may include univer-
sity peer groups, school departments, mentoring
networks, professional learning groups, and online
professional communities.

Recognition gained through participation serves
as a central mechanism of professional identity
formation. Pre-service teachers begin to perceive
themselves as members of the profession when
their ideas and actions are acknowledged by peers,
mentors, and experienced educators as meaningful
contributions to shared practice. Activities such as
collaborative lesson planning, peer review, inquiry-
based group work, co-teaching, and professional
dialogue with mentors provide opportunities to ob-
serve, discuss, and critically interpret established
professional norms. Professional learning commu-
nities may also foster a research-oriented identity
by creating a collaborative environment in which
questions, evidence, and uncertainty are examined
collectively rather than treated as individual con-
cerns (Levin & Muchnik-Rozanov, 2023). The so-
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cial nature of identity construction is also evident
in research on English language preservice teachers
participating in academic and other communities.
Posada-Ortiz (2022) demonstrates that professional
identity changes over time and emerges through the
interaction of personal, social, and cultural dimen-
sions, reinforcing the importance of participation
and recognition in teacher development.

Participation, however, does not necessarily lead
to constructive professional identity development.
Communities of practice may reinforce established
routines, limit the involvement of newcomers, or
equate professional belonging with conformity. In
EFL teacher education, for example, novice teach-
ers may gain recognition primarily by reproducing
a mentor’s preferred instructional approach, even
when it is inconsistent with communicative, mul-
tilingual, or inclusive principles. For this reason,
participation should be accompanied by structured
discussion of power relations, access to professional
roles, and the legitimacy of alternative pedagogi-
cal practices. The principal strength of this model
lies in its capacity to foster professional belonging
and disciplinary discourse. Its main limitation is that
inclusion in a professional community may occur
without sustained experimentation or sufficiently
critical reflection.

Experiential Learning

Experiential Learning conceptualizes profes-
sional knowledge as emerging through a cyclical
process that integrates concrete experience, reflec-
tive observation, abstract conceptualization, and ac-
tive experimentation (Kolb, 1984). Within teacher
education, practicum, service learning, classroom
observation, microteaching, project-based activities,
and lesson study may serve as experiential learning
contexts when pre-service teachers are required not
only to carry out instructional tasks but also to anal-
yse their experiences, draw conceptual conclusions,
and revise subsequent practice.

The central identity-forming mechanism of this
model is professional enactment. For pre-service
teachers, professional identity becomes more tan-
gible when an anticipated teaching role is translated
into concrete pedagogical practice. Designing an
EFL lesson, responding to learners’ language use,
managing classroom interaction, and modifying
instructional tasks in response to feedback provide
practical evidence of their capacity to perform as
teachers. Such experiences may strengthen profes-
sional self-efficacy, while also exposing tensions
between an idealized image of teaching and actual
performance. These tensions contribute to identity
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development only when practical experience is sup-
ported by guidance, reflection, and relevant concep-
tual knowledge.

Research on teaching practicum identifies au-
thentic classroom experience as an important con-
text for professional identity formation, emotional
adjustment, mentoring, and pedagogical learning
(Zeivots et.al., 2024; Cabaroglu & Oz, 2025). Re-
cent evidence from EFL teacher education similarly
indicates that teaching practicum functions as an
important context in which professional identity is
configured through classroom experience, sociali-
sation, and interaction with members of the school
community (Ardi et al., 2023). However, the devel-
opmental value of practicum differs considerably
depending on the school context, mentor support,
placement duration, and assessment requirements.
Practical experience may reproduce ineffective
teaching patterns when feedback remains superfi-
cial or when pre-service teachers are judged mainly
on their conformity to established expectations.
Experiential Learning therefore offers consider-
able potential for connecting theoretical knowledge
with classroom practice, but experience alone does
not necessarily lead to improvement. Professional
growth requires systematic reflection, constructive
dialogue, and repeated opportunities to test and re-
vise pedagogical decisions rather than merely adapt
to existing routines.

Reflective Practice

Reflective Practice emphasizes the systematic
interpretation of professional activity. Schon differ-
entiates between reflection-in-action, which takes
place during an evolving professional situation, and
reflection-on-action, which involves the retrospec-
tive analysis of completed practice (Tasdemir &
Seferoglu, 2022; Schon, 1983). In teacher educa-
tion, reflective journals, critical incident analysis,
video-based reflection, stimulated recall, portfolios,
mentoring discussions, and practitioner inquiry are
commonly used to identify and critically examine
assumptions that often remain implicit in pedagogi-
cal decision-making. Content analysis of pre-service
EFL teachers’ portfolios has shown that reflective
artefacts can provide evidence of changes in profes-
sional beliefs and emerging teacher identities, sup-
porting their use not only as instructional tasks but
also as qualitative indicators of professional devel-
opment (Markovi¢ et al., 2022).

The central identity-forming mechanism is
the development of narrative and interpretive co-
herence. Reflective practice enables pre-service
teachers to relate their previous learning experi-
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ences to current classroom situations and emerging
professional goals. Yuan and Mak(2018) demon-
strated that reflective learning and identity devel-
opment arise through the interaction of practice,
discourse, and activity rather than through indi-
vidual introspection alone. Similarly, Mumford
and Dikilitag(2020) found that structured online in-
teraction can strengthen reflective thinking among
pre-service language teachers. Reflection on critical
incidents also promotes professional awareness by
encouraging TESOL student teachers to reassess
their beliefs, assumptions, emotional responses, and
possible courses of action (Karim et al., 2024).
Nevertheless, reflective practice is often reduced
to a formal academic requirement. Descriptive jour-
nals may record classroom events without critically
examining their causes, implications, underlying
interests, or consequences for future action. At the
same time, reflective writing should not automati-
cally be equated with critical reflection. Turhan
and Kirkgo6z (2023) found that even after extended
practicum observation, teacher candidates did not
necessarily reach a high level of criticality, which
supports the use of explicit analytical criteria, collab-
orative discussion, and structured prompts. Reflec-
tion may also become overly individualised when
institutional conditions and professional community
norms are overlooked. Its effectiveness therefore
depends on carefully designed prompts, appropriate
conceptual frameworks, relevant evidence, profes-
sional dialogue, and constructive feedback. Reflec-

Figure 1

tive Practice is particularly valuable for developing
professional self-understanding, ethical awareness,
and identity coherence. However, its impact re-
mains limited when reflection is disconnected from
opportunities to apply, evaluate, and revise emerg-
ing interpretations in practice.

Simulation-Based Learning

Simulation-Based Learning creates structured
representations of professional practice. These may
take the form of role plays, standardized learners or
parents, branching digital scenarios, mixed-reality
classrooms, case-based conferences, and online
environments. Its defining characteristic is not the
level of technological complexity, but the purpose-
ful design of situations in which participants are re-
quired to make decisions, respond to consequences,
and engage in guided debriefing.

The central identity-forming mechanism is pro-
tected rehearsal, which allows pre-service teachers
to explore professional roles before or alongside
high-stakes practicum experiences. Online class-
room simulations have been specifically used to sup-
port professional identity development by engaging
novice teachers in scenarios that require them to in-
terpret role expectations and make context-sensitive
decisions (Carrington et al., 2011). Recent studies
further suggest that simulation can broaden aware-
ness of alternative responses, support professional
development, and strengthen preparedness for com-
plex educational situations (Levin & Muchnik-Roz-
anov, 2023; Flavian & Levin, 2024).

Conceptual Framework Linking Pedagogical Models, Identity-Forming Mechanisms, and Professional Outcomes

4 Y ( )
Community of . :
- » . : " > 2
Pty citie Id entlty-formm g me chanisms Professional self-understanding
\_ ) . J
-~ ~ e participation and recognition - ~
Experiential ) " Pedagogical competence in
Learning  authentic pedagogical action action
L 2 . S
- N * interpretation of experience - D
Reflective | Belonging and social recognition
> o = " sing &
Practice e decision-making under constraints L )i
. -
e ~ » feedback, dialogue, and agency i - )
Simulation-Based > Agency, adaptability, and
" commitment
Learning 3 Y, L
L J J

Note: Developed by the authors based on Beijaard et al. (2004), Akkerman and Meijer (2011), Lave and Wenger (1991), Wenger
(1998), Kolb (1984), Schén (1983), Carrington et al. (2011), Levin and Muchnik-Rozanov (2023), and Flavian and Levin (2024).
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Simulation is particularly valuable for preparing
pre-service teachers to respond to rare, sensitive,
or complex situations that may not arise during a
limited practicum placement. Such situations may
include handling parental complaints, responding to
discriminatory language, supporting learners expe-
riencing anxiety, managing multilingual classroom
interaction, or adapting instruction when technol-
ogy fails. Structured debriefing enables participants
to compare their intentions and decisions with the
actions taken and with established professional stan-
dards. However, simulations may simplify the com-
plexity of classroom life or place excessive empha-
sis on individual performance rather than sustained
relationships. Their effectiveness therefore depends
on realistic scenario design, skilled facilitation, and
explicit connections to authentic teaching practice.
Simulation contributes most strongly to profession-
al decision-making and adaptive agency, while its
main limitation lies in the risk of equating success-
ful performance in a simulated setting with consis-
tent competence in real classrooms.

Methodology

The study employed a two-stage research design
combining a theory-informed comparative review
with an exploratory pilot empirical evaluation. The
first stage examined the identity-forming mecha-
nisms of four pedagogical models: Community of
Practice, Experiential Learning, Reflective Practice,
and Simulation-Based Learning. The second stage
evaluated the feasibility of the proposed PERS cycle
through a small-scale implementation with pre-ser-
vice teachers of English as a foreign language. The
empirical component combined quantitative ques-
tionnaire data with qualitative analysis of reflective
artefacts.

The analytical corpus consisted of 26 key Eng-
lish-language publications issued between 1983 and
2026. Relevant sources were located through struc-
tured keyword searches in ERIC, academic publish-
er databases, and Google Scholar. These searches
were supplemented by backward citation tracking
of recent systematic reviews and empirical studies.
The search strategy combined terms such as “pre-
service teacher professional identity,” “EFL teacher
identity,” “community of practice in teacher educa-
tion,” “experiential learning and practicum,” “reflec-
tive practice among pre-service language teachers,”
and “simulation-based teacher education.” Seminal
publications were included when they established
the theoretical foundations of a particular pedagogi-
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cal model. More recent studies were given priority
when they addressed pre-service teachers, language
teacher education, practicum experiences, profes-
sional identity development, or simulation-based
learning.

Sources were included if they met at least one of
four criteria: they defined teacher professional iden-
tity or one of the four pedagogical models; reported
empirical findings on identity development among
pre-service teachers; examined professional learn-
ing mechanisms relevant to identity formation; or
presented evidence from EFL/TESOL teacher edu-
cation or the Kazakhstani context. Studies address-
ing only general student achievement, in-service
training without clear implications for professional
identity, or technology acceptance without reference
to professional learning processes were excluded.
The final corpus was deliberately selective and is
therefore presented as a comparative conceptual
synthesis rather than a comprehensive systematic
review.

To minimize the risk of overinterpretation, a
conservative scoring procedure was adopted. Where
the evidence was inconsistent or the proposed mech-
anism depended substantially on the quality of fa-
cilitation, the lower rating was assigned. Aggregate
scores were used solely as a descriptive indicator of
profile balance and were not intended to rank the rel-
ative effectiveness of the models. The analysis was
conducted in three stages. First, the dominant iden-
tity-forming mechanism and principal limitations
of each model were identified. Second, the result-
ing six-criterion profiles were compared to evaluate
H1 and H2. Third, the complementarities among the
models and their sequencing requirements were ex-
amined to develop the integrated PERS cycle and
assess H3.

Pilot empirical evaluation of the PERS cycle

The pilot study involved 32 pre-service teachers
of English as a foreign language enrolled in a teacher
education programme at one university in Kazakhstan.
The participants completed a four-week PERS se-
quence comprising 16 academic hours. The pilot was
embedded in regular methodology and professional
preparation activities and was organised around four
consecutive but interconnected phases: Participation,
Experience, Reflection, and Simulation.

During the Participation phase, students worked
in stable professional learning groups, discussed
classroom cases, collaboratively planned teaching
activities, and provided evidence-based peer feed-
back. The Experience phase included microteaching
and analysis of selected teaching episodes. During
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the Reflection phase, each participant prepared a
structured reflective entry focusing on pedagogical
decisions, learner responses, contextual factors, and
possible alternative actions. The Simulation phase
involved role-based and scenario-based professional
situations followed by guided debriefing.

A brief 10-item questionnaire was administered
before and after the pilot. The items were rated on a
five-point Likert scale ranging from 1 (strongly dis-
agree) to 5 (strongly agree) and addressed five di-
mensions derived from the conceptual framework:
professional self-understanding, confidence in pro-
fessional decision-making, professional agency,
theory—practice integration, and readiness to recon-
sider and modify pedagogical practice. Given the
exploratory nature and limited sample size, ques-
tionnaire data were used primarily for descriptive
analysis rather than causal inference.

Qualitative data consisted of 64 reflective en-
tries: 32 produced during the initial stage and 32

Table 1
Comparative Analysis of Four Pedagogical Models

at the end of the PERS sequence. The entries were
coded according to four levels of reflective depth:
descriptive reporting of events; explanatory inter-
pretation of causes and contextual factors; analytical
consideration of alternative pedagogical responses;
and evidence-based and action-oriented reflection
linking interpretation with a specific plan for subse-
quent professional action. The use of reflective arte-
facts was informed by previous EFL teacher educa-
tion research demonstrating the value of portfolios
and structured reflection for examining emerging
professional identity (Markovi¢ et al., 2022; Turhan
& Kirkgoz, 2023).

Participation in the pilot was voluntary. The
participants were informed about the purpose of the
study and the use of anonymised data for research
purposes. Questionnaire responses and reflective ar-
tefacts were coded so that individual students could
not be identified. Participation or non-participation
had no effect on academic assessment.

Model Core mechanism

Typical EFL activities

Primary identity contribution Main design risk

Peer lesson planning;

. Participation, . Belonging, professional Conformity, unequal
Community of . mentor dialogue; o .
. recognition, shared . . language, recognition asa  access, or reproduction
Practice . professional learning LS e .
repertoire . legitimate participant of weak routines
groups; co-teaching
Action, feedback . . . . .
.. T Practicum; microteaching; Enacted competence, Experience without
Experiential conceptualization, . . . . .
. lesson study; school adaptive action, evidence of  structured interpretation
Learning renewed . : . . .
. . projects; service learning becoming a teacher or reliable feedback
experimentation
. . Journals; critical .. o
. Interpretation of action, . . . . . . Descriptive or ritualized
Reflective . . incidents; video reflection;  Self-understanding, ethical .
. assumptions, emotions, . . . . reflection detached from
Practice . portfolios; stimulated awareness, identity coherence .
and alternatives action
recall
Role play; virtual Low authenticit
. . Protected rehearsal, play; Agency, preparedness, o
Simulation- classroom; parent performance without

decision-making,

Based Learing debriefing, transfer

conference; branching
scenarios; case simulation

response repertoire,

. transfer, technolo
confidence under uncertainty ’ gy

dependence

Note: compiled by the author.

Results and discussion

Distinctive identity-forming mechanisms

The findings support HI by showing that each
model influences professional identity through a
distinct primary mechanism, despite some overlap
in their secondary effects. Within a Community of
Practice, identity becomes socially recognized as

novices participate in shared professional activi-
ties and receive validation from others. Experiential
Learning gives identity a practical dimension be-
cause novices demonstrate professional competence
through lesson planning, explanation, interaction,
and adaptation. Reflective Practice supports the in-
terpretation of identity by helping novices identify
their assumptions, tensions, emotions, and future
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professional intentions. Simulation-Based Learn-
ing, in turn, provides opportunities to rehearse pro-
fessional roles, compare alternative forms of action,
and revise emerging professional identities before
entering situations with significant real-world con-
sequences.

This distinction helps explain why all four mod-
els may produce positive outcomes while fostering
different forms of professional learning. A collab-
orative cohort may strengthen a sense of belonging
without improving responsiveness in the classroom.
An intensive practicum may enhance classroom
management skills without helping student teachers
articulate their professional values. Reflective writ-
ing may deepen self-awareness while having limited
influence on actual teaching behaviour. Similarly,
simulation may improve preparedness for a parent
meeting without demonstrating the ability to sustain
professional relationships over an extended period.
The central question, therefore, is not whether a
model is effective in general, but whether its domi-
nant mechanism corresponds to the specific dimen-

Table 2
Comparative profile across six identity dimensions
Ordinal Analytical Profile of Model Coverage on a 0-3 Scale

sion of professional identity that the programme
seeks to develop.

The EFL context further supports a mechanism-
specific understanding of professional identity de-
velopment. Language teachers must continually
negotiate the relationship between linguistic and
pedagogical authority. A pre-service teacher may
demonstrate advanced English proficiency while
lacking confidence in managing classroom interac-
tion. Conversely, another may feel pedagogically
competent but remain uncertain about accent or
linguistic accuracy. Participation in a professional
community can help normalize these tensions and
provide access to shared professional discourse.
Authentic teaching experience enables novices to
test their ability to use English as a medium of in-
struction. Reflection helps distinguish subjective
linguistic insecurity from evidence of pedagogical
competence, while simulation offers repeated op-
portunities to practise questioning, feedback, error
correction, and decision-making in multilingual
classroom contexts.

Self-

Theory—

Model understanding Enactment Belonging Agency practice Feasibility ~ Total
Community of Practice 2 2 3 2 2 2 13
Experiential Learning 2 3 3 2 15
Reflective Practice 3 2 3 2 3 15
Simulation-Based 2 3 1 3 3 2 14

Learning

Total scores reflect the breadth of analytical coverage and should not be interpreted as effect sizes or statistical rankings.

Note: compiled by the author.

The analytical profile presented in Table 2 sup-
ports H2, as none of the four models achieves the
highest rating across all criteria. The Community
of Practice model provides the strongest support
for professional belonging and recognition. How-
ever, its contribution to self-understanding, profes-
sional enactment, and agency is more moderate be-
cause these outcomes depend largely on the quality
and depth of participation. Experiential Learning
demonstrates particular strength in professional
enactment, agency, and the integration of theory
with practice. Its implementation, however, relies
on access to well-supported placements, effective
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mentoring, and opportunities for repeated experi-
mentation. Reflective Practice offers the strongest
basis for professional self-understanding and can
be integrated relatively easily across courses. Nev-
ertheless, its capacity to influence professional
action depends on the use of evidence, structured
dialogue, and constructive feedback. Simulation-
Based Learning also provides substantial support
for enactment, agency, and theory—practice inte-
gration, although its contribution to social belong-
ing is more limited unless simulations involve col-
laborative tasks and meaningful participation by
peers and mentors.
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The total scores further demonstrate why a
straightforward ranking of the models would be in-
appropriate. Experiential Learning and Reflective
Practice receive identical totals, yet these scores are
derived from markedly different analytical profiles.
Comparable breadth of coverage therefore does not
indicate functional interchangeability. A programme
with substantial practicum provision but limited op-
portunities for professional dialogue may benefit
more from structured reflection than from additional
field experience. Conversely, a programme that em-
phasizes theoretical reflection but offers restricted
access to authentic classroom settings may require
simulation and microteaching. Where cohorts expe-
rience professional isolation or inconsistent mentor-
ing, the development of a stronger community struc-
ture may be more necessary than the introduction of
further individual assignments.

The central finding concerns complementar-
ity rather than competition among the models. The
limitations of each model are largely addressed by
the strengths of the others. Community participa-
tion provides the shared language and social context
needed for meaningful reflection, while practical ex-
perience supplies the concrete situations that reflec-
tion seeks to examine. Reflection, in turn, generates
alternative interpretations and possible courses of
action that can be tested through simulation. Simu-
lation enables pre-service teachers to rehearse these

Table 3
Pilot empirical findings
Pre- and Post-PERS Indicators in the Pilot Group

responses before returning to authentic practice with
a broader range of professional strategies. When
the process reconnects with the professional com-
munity, peers and mentors can assess the transfer
of learning and collectively reconsider established
norms of practice.

The pilot findings provide preliminary em-
pirical support for this proposed complementar-
ity. The questionnaire results showed positive
changes across several professional-development
dimensions rather than in a single isolated indica-
tor. In particular, the increase in theory—practice
integration from 3.09 to 3.81 and in confidence in
professional decision-making from 3.18 to 3.87 is
consistent with the proposed interaction between
enacted experience, structured reflection, and
simulation.

The reflective artefacts provide a complemen-
tary perspective. The increase in analytical and ev-
idence-based/action-oriented entries from 28.1% to
65.6% suggests that the participants increasingly in-
terpreted pedagogical situations in terms of causes,
alternatives, evidence, and subsequent professional
action. Such changes are consistent with research
demonstrating the contribution of structured reflec-
tion, portfolios, practicum, and reflective mentoring
to professional identity development among pre-ser-
vice language teachers (Markovi¢ et al., 2022; Ardi
etal., 2023; Ardi et al., 2025).

Indicator Pre-PERS M Post-PERS M Change
Professional self-understanding 3.31 3.88 +0.57
Confidence in professional decision-making 3.18 3.87 +0.69
Professional agency 3.22 3.78 +0.56
Theory—practice integration 3.09 3.81 +0.72
Readiness to reconsider and modify practice 3.47 4.00 +0.53

Note: scores were obtained on a five-point scale.

This table was compiled by the authors based on the analysis of materials

The descriptive results indicate a positive direc-
tion of change across all five dimensions included
in the pilot questionnaire. The largest change was
observed for theory—practice integration, where
the mean score increased from 3.09 to 3.81 points
(+0.72). Confidence in professional decision-mak-

ing increased from 3.18 to 3.87 (+0.69), while pro-
fessional self-understanding increased from 3.31 to
3.88 (+0.57). Positive changes were also recorded
for professional agency (3.22 to 3.78) and readiness
to reconsider and modify pedagogical practice (3.47
to 4.00).
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Because the pilot involved a small one-group
sample and an exploratory questionnaire, these dif-
ferences should not be interpreted as causal effect

Table 4
Changes in the Depth of Reflection in Student Reflective Entries

estimates. Their value lies in showing whether the di-
rection of change is consistent with the developmen-
tal mechanisms proposed by the PERS framework.

Level of reflection

Initial stage, n (%)

Final stage, n (%)

Descriptive 15 (46.9%) 4 (12.5%)
Explanatory 8 (25.0%) 7 (21.9%)

Analytical 6 (18.8%) 11 (34.4%)
Evidence-based and action-oriented 3(9.4%) 10 (31.3%)
Total 32 (100%) 32 (100%)

Note: Percentages were calculated within each assessment stage (n = 32)
Source / Note: This table was compiled by the authors based on the analysis of materials

The qualitative analysis revealed a marked shift
in the depth of students’ reflection. At the initial
stage, 46.9% of entries were predominantly descrip-
tive and mainly reproduced classroom events with-
out examining their causes or considering alterna-
tive pedagogical responses. Only 28.1% of the initial
entries reached the analytical or evidence-based and
action-oriented levels.

At the final stage, the proportion of descriptive
entries decreased to 12.5%, whereas 34.4% of the
entries demonstrated analytical consideration of al-
ternative pedagogical responses and 31.3% connect-
ed evidence-based interpretation with a concrete
plan for subsequent action. Taken together, the two
higher levels accounted for 65.6% of final reflective
entries. This shift suggests that participants increas-
ingly moved from reporting what happened toward
explaining why it happened, considering alternative
decisions, and identifying how subsequent teaching
could be modified.

The debriefing discussions conducted after role
plays and simulation tasks showed a similar devel-
opmental tendency. During the first simulation ac-
tivities, participants predominantly evaluated deci-
sions in binary terms as “correct” or “incorrect.” By
the final stage, their explanations more frequently
included learner characteristics, classroom context,
anticipated consequences, and alternative courses of
action. This observation complements the reflective-
journal data and suggests that the Simulate phase
may contribute to expanding rather than merely
reproducing students’ professional response reper-
toires.
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The PERS cycle as an integrated pedagogical
model

The comparative analysis provided the concep-
tual basis for H3, while the pilot findings offered
preliminary empirical support for the feasibility of
the proposed PERS cycle: Participation, Experience,
Reflection, and Simulation. The order of these stag-
es reflects a deliberate pedagogical logic. Participa-
tion precedes and accompanies practical experience
by giving novice teachers access to professional dis-
course, shared expectations, and interpersonal sup-
port. Experience is essential because professional
identity develops through enacted practice rather
than through observation and discussion alone. Re-
flection enables participants to interpret practical
events and transform them into meaningful profes-
sional learning. Simulation subsequently provides
a structured setting in which revised interpretations
and alternative responses can be tested before they
are applied in authentic contexts. As a recurring pro-
cess, the PERS cycle does not position simulation as
a replacement for practicum or reflection as its final
stage. Instead, each stage informs the next cycle of
professional participation and practice.

During the Participate phase, pre-service EFL
teachers work in stable professional learning groups
of four to six members and engage regularly with
mentor teachers. Their activities include analysing
classroom cases, collaboratively planning lessons,
conducting peer observations, and establishing
shared principles for evidence-based feedback. This
phase is intended to strengthen professional belong-
ing, support legitimate participation, and develop
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familiarity with the discourse of teaching. Assess-
ment should focus on the quality of engagement
rather than attendance alone and may include contri-
bution records, the substance of peer feedback, and
evidence that participants apply shared professional
concepts in discussion and practice.

During the Experience phase, pre-service teach-
ers engage in progressively more complex forms of
professional practice, including teaching short les-
son segments, conducting classroom observations,
supporting language clubs, and completing practi-
cum-related tasks. These activities should develop
from clearly defined assignments toward more in-
tegrated professional responsibility. For instance,
a student teacher may initially prepare instructions
for a communicative activity, subsequently imple-
ment the activity in a microteaching session, and
later adapt it for use in an authentic school lesson.
Evidence of learning may include lesson materi-
als, observation notes, samples of learner work, and
mentor feedback. The principal identity-related aim
of this phase is to support the transition from an
imagined understanding of the teaching role to its
practical enactment.

During the Reflect phase, evidence derived from
practical experience is examined through a struc-
tured analytical protocol. Participants consider the
intended objectives, the events that occurred, the as-
sumptions underlying their decisions, learners’ re-
sponses, and the contextual factors that influenced

Figure 2

the situation. They then identify alternative courses
of action supported by relevant theory and avail-
able evidence. Critical incidents should encompass
both successful and problematic episodes to prevent
reflection from becoming exclusively focused on
shortcomings. The use of video recordings, lesson
transcripts, learner-generated materials, and peer
observation data can minimise dependence on retro-
spective memory and support more accurate and ev-
idence-based interpretation (Wenger, 1998; Schon,
1983; Yan et.al., 2024).

During the Simulate phase, participants re-
hearse revised professional actions in scenarios
designed to introduce greater complexity or ad-
ditional constraints. In the context of EFL teacher
education, such scenarios may involve mixed-
proficiency groups, reluctant learners, parental
concerns regarding communicative approaches,
mentor expectations favouring grammar-transla-
tion methods, or technological disruptions during
online instruction. Each simulation is followed by
a structured debriefing that examines participants’
decisions, language use, emotional responses, and
the transferability of the experience to authentic
teaching contexts. The purpose is not to repro-
duce an idealised script, but to broaden novices’
repertoire of possible responses and make the de-
velopment of professional agency observable (Car-
rington et al., 2011; Levin & Muchnik-Rozanov,
2023; Flavian & Levin, 2024).

The PERS Cycle as an Iterative Framework for Professional Identity Development
through Participation, Experience, Reflection, and Simulation

[ Participate (CoP)

Simulate (rehearsal
and debriefing)

Transfer to practicum and
identity revision

Experience (authentic
task)

Reflect
(evidence-based inquiry)

Note: compiled by the author.
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Implications for EFL teacher education in Ka-
zakhstan

The PERS cycle is particularly applicable to
teacher education in Kazakhstan, where preparation
programmes must respond to multilingual learning
environments, national curriculum requirements, the
growing use of digital technologies, and the practical
conditions of school-based training. Recent research
published in the Journal of Educational Sciences
highlights the importance of systematic pedagogi-
cal support for strengthening the professional com-
petence of pre-service English teachers in rapidly
evolving digital contexts (Salybekova et.al., 2026).
Within this setting, an emphasis on professional
identity extends competence-based reforms by ex-
amining how acquired knowledge and pedagogical
skills are integrated into a coherent, sustainable, and
context-sensitive professional stance.

The implementation of the proposed framework
does not require the introduction of four separate
courses. Instead, its components may be integrated
into existing modules in teaching methodology,
educational psychology, assessment, digital peda-
gogy, and school practicum. The central condition
is the continuity of evidence-based learning and
sustained dialogue concerning professional iden-
tity. For example, a lesson plan developed within a
methodology course may subsequently be used for
microteaching, reflective analysis, simulation, and
adaptation during practicum. Professional learning
groups may remain stable throughout the semester,
while mentor teachers provide authentic classroom
cases and formative feedback. Digital platforms can
facilitate video-based analysis, reflective portfo-
lios, and branching scenarios; however, technology
should support the pedagogical sequence rather than
determine its structure.

Mentor preparation is a critical condition for the
effective implementation of the PERS framework.

Table 5

Recent research on reflective mentoring during EFL
teaching practicum shows that systematic reflec-
tion, supportive mentor relationships, connections
between past and present experiences, and explicit
theory—practice links can facilitate professional
identity construction among pre-service teachers
(Ardi et al., 2025). When university instructors ad-
vocate reflective and learner-centred approaches,
while school mentors encourage imitation and the
avoidance of pedagogical risk, pre-service teachers
may encounter conflicting expectations regarding
professional practice. Such tensions can contribute
to professional learning only when they are explic-
itly acknowledged and critically examined. Mentor
orientation should therefore address the identity-re-
lated objectives of practicum, the logic of the PERS
sequence, and the use of a shared language for for-
mative feedback. Feedback should also clearly dif-
ferentiate adherence to established school routines
from professional decisions grounded in pedagogi-
cal evidence.

Assessment should similarly extend beyond
isolated performance scores. Professional identity
cannot be ethically represented by a single test, nor
should identity-related measures be used to classify
students as either suitable or unsuitable for the teach-
ing profession. Nevertheless, professional develop-
ment may be documented through multiple indica-
tors, including the quality of pedagogical reasoning,
readiness to reconsider and modify practice, use of
evidence in decision-making, participation in col-
laborative activities, ability to articulate professional
values and boundaries, and transfer of learning from
simulated situations to authentic classroom practice.
Validated instruments, such as the English Teacher
Identity Measure, may form one element of a broader
system of mixed evidence, provided that they under-
go appropriate contextual adaptation and validation
before use in the local setting (Yan et al., 2024).

Proposed Implementation of the PERS Cycle in a Pre-Service EFL Teacher Education Programme

Programme stage PERS emphasis

Core activities

Evidence of learning Identity outcome

Professional learning groups; teacher

Concept maps; narrative Initial professional

Years 1-2: Participate + . . .
. p narratives; observation of EFL statement; peer- vocabulary, belonging,
foundations reflect . . L
lessons; guided reflective prompts feedback records realistic future self
Lesson artefacts; Enacted pedagogical
Year 2-3: Experience + Microteaching; task design; video annotated video; pecagog
. . role and emerging self-
methodology reflect analysis; learner-language cases evidence-based efficacy

reflection

90



G. Yessengossova, A. Nurtayeva

Table continued

Programme stage PERS emphasis

Core activities

Evidence of learning Identity outcome

Parent conference; inclusive

Decision log; debriefing
analysis; revised
response plan

Agency, adaptive
repertoire, professional
communication

Simulate + . . .
Year 3: rehearsal .. classroom scenarios; digital failure;
participate o . .
multilingual interaction
Year 3_4: School teaching; mentoring; inquiry
o Full PERS cycle project; repeated simulation of critical observations, reflection,
practicum

incidents

Portfolio linking plans, Integrated professional
identity grounded in

and transfer authentic practice

Synthesis and

Programme exit ..
projection

Identity conference; portfolio defence;
professional development plan

Coherent but revisable
professional position
and career commitment

Triangulated portfolio;
self-assessment; mentor
and peer review

Note: compiled by the author.

Limitations and future research

This study has several limitations. First, the em-
pirical component was exploratory and involved a
relatively small convenience sample of 32 pre-ser-
vice teachers from a single teacher-education con-
text. The pilot therefore cannot establish causal ef-
fectiveness or support broad generalisation to other
institutional or national settings. Second, the pilot
did not include a control or comparison group, and
the questionnaire results should consequently be in-
terpreted as descriptive evidence of developmental
tendencies rather than intervention effects. Third,
part of the empirical evidence was based on self-
reported perceptions. This limitation was partially
addressed by triangulating questionnaire responses
with the qualitative analysis of 64 reflective en-
tries. Fourth, the four-week duration of the pilot
was insufficient to determine whether the observed
changes would be sustained during extended school
practicum or subsequent professional employment.
Finally, the comparative ratings of the four peda-
gogical models remain interpretive analytical judge-
ments rather than standardised measures of effect.

Building on these preliminary pilot findings,
future research should evaluate the PERS cycle
through longitudinal, multi-institutional, and quasi-
experimental studies involving larger samples and
appropriate comparison groups. One feasible design
would compare a conventional sequence of meth-
odology courses and teaching practicum with a cur-
riculum that systematically incorporates the PERS
cycle across two or more universities. Professional
identity development should be examined longitu-
dinally through validated scales, reflective artefacts,
classroom observations, interviews, and mentor as-
sessments. The principal outcome should extend be-
yond increases in identity scores and consider the
degree of alignment among professional reasoning,

enacted practice, participation in professional com-
munities, and commitment to a teaching career.
Process-oriented evidence is equally important.
Future studies should therefore determine which
phases contribute most strongly to change, which
groups of pre-service teachers benefit, how mentor-
ing conditions shape outcomes, and whether learn-
ing achieved through simulation and microteaching
transfers to authentic school settings.

Future research should also address issues of
inclusion and multilingualism in professional iden-
tity development. Conceptions of the “good English
teacher” may restrict identity formation when they
privilege a particular accent, personality type, or
instructional style. Community-based and simula-
tion activities should therefore represent diverse and
equally legitimate ways of enacting the role of an
EFL teacher. Further studies should examine wheth-
er the PERS cycle enables pre-service teachers to
develop linguistic confidence without reinforcing
native-speaker norms, adopt learner-centred prac-
tices while maintaining curricular responsibilities,
and use digital technologies effectively without re-
placing professional pedagogical judgement.

Conclusion

The comparative analysis indicates that each
pedagogical model contributes to professional iden-
tity formation through a specific mechanism. Com-
munities of Practice foster a sense of professional
belonging and recognition, whereas Experiential
Learning supports the development of practical
competence and the capacity to respond adaptively
to classroom situations. Reflective Practice promotes
professional self-awareness and coherence in teach-
ers’ understanding of their roles, while Simulation-
Based Learning strengthens decision-making skills
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through guided rehearsal in a low-risk environment.
Although these mechanisms are interrelated, they
cannot be regarded as equivalent or mutually sub-
stitutable. The findings therefore challenge the view
that any single pedagogical model can adequately
address the multidimensional process of becoming
an EFL teacher.

The findings provide support for all three ana-
lytical hypotheses. First, each pedagogical model is
characterized by a distinct dominant mechanism of
professional identity formation. Second, none of the
models demonstrates comprehensive coverage of all
six identity dimensions. Third, a systematically se-
quenced hybrid framework offers greater conceptu-
al coherence and balance than the use of any single
model. The proposed PERS cycle integrates partici-
pation, experience, reflection, and simulation into an
iterative process through which revised professional
action is continuously tested in authentic practice
and reconsidered through professional dialogue.

The pilot implementation adds an initial empiri-
cal dimension to the conceptual framework. Across
the five questionnaire dimensions, positive descrip-
tive changes were observed following the PERS
activities. The most pronounced changes concerned
theory—practice integration (3.09 to 3.81) and con-
fidence in professional decision-making (3.18 to
3.87). Qualitative evidence also indicated a shift in
the nature of professional reflection: the proportion
of entries demonstrating analytical or evidence-
based and action-oriented interpretation increased
from 28.1% at the initial stage to 65.6% at the final
stage.

These findings do not establish the causal ef-
fectiveness of the model because the pilot involved
only 32 participants, had no comparison group, and
lasted four weeks. Nevertheless, the convergence
between questionnaire tendencies and changes in
reflective artefacts provides preliminary empirical
support for the feasibility of using PERS to con-

nect professional participation, enacted experience,
structured reflection, and simulation within pre-ser-
vice teacher education.

For teacher education programmes in Kazakh-
stan, the principal practical implication is the need
to ensure continuity across existing coursework and
practicum rather than introduce isolated innovations.
Professional learning communities, evidence-based
microteaching, structured reflection, scenario-based
rehearsal, and mentor-guided school experience
should be connected through common artefacts,
concepts, and assessment criteria. Professional
identity should therefore be understood as a devel-
opmental trajectory reflected in professional reason-
ing, participation, practice, and commitment, rather
than as an abstract individual attribute. Further re-
search should extend this pilot through longitudinal
and multi-institutional studies with larger samples
and comparison groups, with particular attention to
the transfer of learning from university-based PERS
activities to authentic classroom practice.
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