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Identity Formation and Development of Self in Early Career Teachers
Kimberly D. Hale
(ABSTRACT)
Many aspects of teaching involve the personal dimension of teaching and yet this dimension is
often neglected and overlooked as we prepare teachers and sustain teachers in their work. The
personal beliefs, attitudes and emotions of teachers often determine the decisions that teachers
make in their classrooms. Increasingly, educational researchers have found that effective
teachers are aware of this dimension. The aim of this study was to better understand how
teachers' self perceptions and understandings of teaching evolve and change across their
professional lives and what events contribute to these understandings. A series of in-depth
individual interviews were conducted with six early career public education teachers who were
also alumni of the graduate teacher education program at Virginia Tech. Interview data were
supplemented with a review of artifacts from preservice teacher education program, visual
representations of teacher identity development at various stages over the career of teaching and
a timeline of significant events encountered during the teaching career. Results of this research
suggest that teachers' understandings of the multiple complexities of teaching deepen within the
first years of teaching; teaching is emotional work; and the context of teaching heavily influences
teachers' practice of teaching regardless of their beliefs about teaching. Suggestions for

university teacher education programs and local school districts are discussed.
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CHAPTER ONE
Introduction

Educational researchers have increasingly concluded that the professional development
of a teacher is interrelated and intersects with the personal development of the individual
(Bullough, Knowles & Crow, 1992; Hamachek, 1999; Kelchtermans, 1996; Spodek, 1996; Van
den Berg, 2002). Personal beliefs, attitudes and emotions are very much a part of the classroom
and who we are influences numerous aspects of our teaching (Coldron & Smith, 1999; Lipka &
Brinthaupt, 1999; Nias, 1989). In fact, we frequently recall our own teachers based upon their
individuality rather than solely for the subjects they taught (Hamachek, 1999). The personal
attributes of a teacher also influence the decisions teachers make from moment to moment in the
classroom and, in turn, these decisions affect the quality of teaching (Coldron & Smith, 1999;
Richardson, Anders, Tidwell, & Lloyd, 1991; Van den Berg, 2002).

Rationale

Educational research supports the notion that teaching is a journey of development and
that teachers pass through developmental stages over the course of their careers (Berliner, 1988;
Fuller, 1969; Katz, 1972; Steffy, Wolfe, Pasch, & Enz, 2000; Vander Ven, 1988). The
developmental nature of teaching has also been highlighted in the form of 'life cycle research’
aimed at conceptualizing general trends of teacher development over the course of the teaching
career (Huberman, 1993; Richardson & Placier, 2001). As a result of increased interest in the
details and complexities of being a teacher, teaching has become progressively more recognized
as a personal journey. Personal teaching biographies including stories like William Ayers' To
Teach (2001) and Parker Palmer's Stories of the Courage to Teach (2002) have explored the
personal triumphs, challenges, and meanings of teaching and have encouraged teacher reflection
upon personal biographical stories. Yet, little is known about the personal journey of teaching
beyond the initial years of teaching (Bullough et al., 1992; Wildman & Niles, 1987a). There is a
need in educational research to focus on the emotional and interpersonal components of teaching
(Beijaard, Meijer, & Verloop, 2004; Bullough et al., 1992; Tickle, 1999, Van den Berg, 2002;
Zembylas, 2003), specifically the issue of teacher identity and the perceptions of teachers'
personal meanings regarding their educational practice (Beijaard et al., 2004; Tusin, 1999; Van

den Berg, 2002; Zembylas, 2003). Little is known about what supports and sustains teachers'



perceptions of self as a teacher over time.
The Construct of Identity

The ambiguous concept of identity may contribute to this missing link in research.
Identity has taken on many different and sometimes conflicting meanings in the research
literature. In some studies, identity is related to teacher self concept (Knowles, 1994; Nias,
1989) and in other studies on professional identity, identity is correlated with professional roles
(Goodson & Cole, 1994; Volkmann & Anderson, 1998). Although various definitions of identity
exist in research, most educational researchers have borrowed definitions of identity from
theorists such as George H. Mead, Herbert Blumer, Erik Erikson and, Lev Vygotsky (Beijaard et
al., 2004; Bullough et al., 1992; Nias, 1989). It is generally accepted that identity is a
multidimensional entity that evolves through a continuous process of negotiating oneself in a

variety of settings.
Identity and Teaching

More and more, teacher education programs have recognized the need to focus on
identity and the development of self as teacher (Beijaard et al., 2004; Hargreaves, 1998; Tickle,
1999; Tusin, 1999; Van den Berg, 2002; Zembylas, 2003). Teacher educators have sought to
move away from a prescriptive view of teaching that narrowly addresses the acquisition of
technical knowledge and instructional skills required to teach (Zehm, 1999), and to focus on
understanding and addressing the personal foundations and perceptions that preservice teachers
bring with them to teacher education. As a result, a research agenda focusing on preservice
teachers' negotiation of past and future expectations, the deconstruction of their implicit
knowledge and lived experiences, and their expectations about teaching within teacher education
programs has emerged (Antonek, McCormick, & Donato, 1997; Bullough et al., 1992; Kompf,
Bond, Dworet, & Boak, 1996; Liptka & Brinthaupt, 1999; Marsh, 2002 Mok, 2002; Sugrue,
1997; Walling & Lewis, 2000). This research has shown that personal histories and existing
images of teachers and teaching greatly influence preservice teachers' views of themselves as
teachers (Cole & Knowles, 1993; Lortie, 1975; Mitchell & Weber, 1999; Sugrue, 1997). From
this perspective, the point has been made that prospective teachers must be provided with
opportunities to scrutinize and reflect upon their own histories in order to address the impact of

race, class, gender, religion and sexuality on their lives and their views of the world and the



teaching of children (Marsh, 2002). Zeichner & Liston (1987) argue that reflection on personal
experiences, attitudes and beliefs, is the optimal avenue for preservice teachers to gain insight

into their personal development.

After students leave the university, the responsibility for teacher development shifts away
from the university and onto the schools where teachers are employed. Bullough, Knowles and
Crow (1992) described teachers as being thrown into the schools with the expectation they define
themselves as teachers in the midst of teaching; yet time and encouragement for such
development is lacking. Learning to teach is difficult and often plagued with failures and
frustration (Bullough et al., 1992; Wildman, Niles, Magliaro & McLaughlin, 1989). Wildman
and Niles (1987b) argued that teachers need to be in control of their professional lives, they need
time for themselves and time to reflect on their practice of teaching.

Results of research have shown that storytelling and the exchange of ideas is one way to
focus on the creation of self as a teacher (Clandinin & Connelly,1995; Zembylas, 2003) but
within the existing social structure of school, there is limited space for dialogue among and
between teachers (Wildman & Niles, 1987b). Mok (2002) notes that schools are not viewed as
agents promoting reflection about teaching. How can teachers find time and opportunity to talk
about and reflect on their teaching, their profession, and who they are in the context of what they
do? Teachers spend their workdays in complicated and often harried environments. They are
pressed by time constraints, unyielding schedules, lacking resources, and multiple and diversified
needs within student populations. There is little time for self within the business of the
classroom (Gratch, 2000; Lortie, 1975; Schempp, Sparkes & Templin, 1999). Without
encouragement, time and support for critical reflection upon their experiences, teachers often
dismiss experiences and fail to gain the personal meanings along the journey of teaching
(Zembylas, 2003). Teachers are at risk of failing to author meaningful lives as teachers or to
remain actively engaged in self development, which is one of the goals of teacher education in
the university setting. When teachers neglect to nourish themselves, to reflect upon the
meanings of their lives and their professions, they loose a vital part of their professional identity
(Lipka & Brinthaupt, 1999; Mok, 2002; Steffy et al., 2000; Tusin, 199).

Interest and Background as a Researcher

A seed of interest in teacher identity was planted during my tenure as a school



psychologist with the public school system. Although I worked with many well-qualified and
capable teachers, | was often struck by the vast differences in their feelings about their profession
and about themselves. During my career in public schools, I met beginning teachers fresh from
their studies at a university. They were generally full of excitement, couldn't wait to begin
teaching students, and were entering their classrooms with great pride in the profession of
teaching. | also met practiced teachers with years of teaching experience, and many of them held
similar perceptions of their work. Such teachers were the backbone of the school system and
provided me with guidance and advice as | grew into my role as a school psychologist.

Within the schools, I also observed unmistakable divisions among experienced teachers.
Some teachers had somehow maintained their devotion to teaching and clearly sustained
exuberance for teaching over years of working in the classroom. Their teaching spirit was intact,
alive, and continually rejuvenating itself. Other experienced teachers appeared "soured™ by the
practice of teaching. They seemed encumbered by the challenges associated with teaching and
the frustration of working as bottom level employees in a hierarchical system. Such teachers
seemed to have lost their freshness and their faith in the importance of their work. Parker Palmer
would say these teachers had 'lost their heart' (Palmer, 2002).

My observations of the contrast between such teachers nagged at me and provoked
several questions. Among them: How do teachers develop and maintain their sense of identity
(e.g. "Who am | as a teacher?" and "What do | believe and value?")? What happens to the
identity of a teacher along the journey of teaching? Specifically, what happens along that
journey that diminishes or even extinguishes the love of teaching in some individuals? And how
is it that other teachers sustain their love and devotion for teaching in the face of political,
institutional and societal constraints? | believe these questions to be important, because in order
to remain in teaching, to thrive and acquire personal fulfillment, teachers must search for and
establish themselves in the vocation of teaching (Bullough et al., 1992; Coldron & Smith, 1999;
Huber & Whelan, 1999; Zehm & Kottler, 1993;). As a student of human development and as a
teacher educator, | am interested in understanding the processes of teachers’ search for self and
the development of their professional identity as a teacher.

My curiosity about teacher identity and development was heightened in the Fall of 2000
when a colleague, Hank Goshorn, asked me to assist with a teacher continuing education
workshop entitled "Who you are, Who you teach: The good, bad and the ugly.” The goal of the



workshop was to promote teacher self-reflection as well as to encourage teachers to think about
the lives and development of the children entering the classroom. This was an opportunity for
teachers to focus on what mattered to them, their teaching, themselves and the children they
teach.

The workshop consisted of several after school meetings and included several activities
from Values Clarification: A Handbook of Practical Strategies for Teachers and Students
(Simon, Howe and Kirschenbaum, 1972). Teacher and principal feedback regarding the
workshop astounded us. Teachers reported that the sessions were "therapeutic” and
"Invigorating.” Principals emailed asking us to speak at faculty meetings. In my experience,
rarely had a teacher workshop created so much energy or positive discussion. Hank and | were
praised for offering new insights into the teaching journey and the personal lives of teachers; yet,
Hank and I believed we knew the reason for the "success™ of the workshop. We believed that the
success of the workshop was related to three factors that are rarely addressed in public schools.
We had provided: a) time for reflection and sharing of teacher reflections; b) affirmation and the
opportunity to see mirror images in other teachers; and, c) encouragement to reinvent their
teaching identity and their passion for the vocation (Wildman & Niles, 1987a).

From the beginning of the teaching career and throughout the experience of teaching, a
teacher needs to engage in defining herself as a teacher (Coldron & Smith, 1999). We know that
teaching is enhanced by an increased sense of self and individual development (Bullough et al,
1992; Grimmett, Erickson, & Mackinnon, 1990; Zembylas, 2003) and, therefore, efforts to
support teacher development and reflection should continue throughout the career of teaching.
Yet, public educators have paid so much attention to curriculum reform and educational change,
and there has been very little attention given to the personal journey and the emotional
dimension of teaching (Hargreaves, 1998). Little research has discussed teachers' professional
identity and processes through which teachers develop this identity (Beijaard, Verloop &
Vermunt, 2000; Huberman, 1993). Attention to the evolvement of teacher identity is important
if we accept the notion that teaching is a journey -- a developmental process that benefits from
individual reflection, growth and renewal as a teacher. Educational researchers need to be
actively involved in examination of professional identity formation with experienced teachers
(Bullough et al., 1992). The development of insights into how teachers' self perceptions evolve
and change across their professional lives will help us understand how to support and sustain



teachers (Coldron & Smith, 1999; Goodson, 1992; Marsh, 2002). Furthermore, such research
needs to include a fundamental perspective, the perspective and voice of the experienced teacher
(Goodson, 1992). My research addressed this need by seeking the insights, perspectives, and

voices (language, terms, phrases, and meanings) of teachers.

Focus of the Study

The aim of this study was to obtain a better sense of the personal dimension of teaching
through the interpretations and viewpoints of teachers who are engaged in the day-to-day activity
of teaching. In this study, I focused specifically on the perceptions of identity with a group of
teachers who had taught for four to six years in the public schools. These teachers were exposed
to the conceptual orientation of reflective inquiry within their university teacher education
program at Virginia Tech. | studied how these in-service teachers defined their professional
identity and identified the specific changes they have experienced in their values and beliefs
since leaving their teacher education program. The research questions were:

e What does it mean to become a teacher across the first five years? How do early career
teachers perceive that their understandings have changed since receiving a degree and
licensure?

e How do these teachers perceive that their sense of self or identity (e.g. "who am 1?", and
"what do | believe and value?") has changed since becoming a teacher?

e What significant events or experiences are perceived to have been influential in teachers’

identity formation and understandings of what it means to teach?



CHAPTER TWO
Review of the Literature
In this chapter, | explore the theoretical complexity of identity and self. In the first part of
this review, | look at several theorists who have attempted to define a framework explaining
identity and identity development. It is important to link this theoretical base with the goal of my
study examining the formation of professional identity among elementary school teachers in their
first years of teaching. The second part of this chapter reviews teacher development research

specifically focused on identity development of preservice and experienced teachers.

Theoretical Perspectives of Identity

A common philosophical stance in modern society is the idea that each person has a
unique character and extraordinary potential; something we refer to as identity or 'self'
(Giddings, 1991; Sumara & Luce-Kapler, 1996). As humans, we speak easily of 'self' and
'identity’ but our impression of these structures is complex, multidimensional and even a bit
mystifying. The idea of self was first recorded as a conscious part of Western civilization during
the seventeenth century with Descartes' famous question, "I think, therefore | am" (Wallerstein &
Goldberger, 1998). Since then, several famous philosophers (including Hume, Kant, Hegel, and
Freud) have debated the concept of identity and the inward perception of individuals
(Wallerstein & Goldberger, 1998).

The language and discussion of 'identity" is found in numerous fields including
psychoanalysis, psychology, political science, anthropology, sociology, and history (Stryker &
Burke, 2000). The interest in self and identity exploded in psychological research in the 1980's
and 1990's (Foody & Kashima, 2002). Yet, the literature focusing on identity presents multiple
and often conflicting definitions of identity thus reflecting the ambiguous and complex nature of
the concept (Beijaard et al., 2004; Foody & Kashima, 2002). In modern day society, several
theorists (including Erik Erikson, Lev Vygotsky, George Herbert Mead and Sheldon Stryker)
have addressed the concept of self, identity, and community within their theories of human
development and social interaction. Marcia Baxter Magolda (2001) has offered a more recent
view of identity formation. Consider this review and comparison of their attempts to define
identity.

Erikson's Psychosocial Theory and Identity Construction



Erik Erikson is likely the most well known theorist addressing the meaning of identity
and the process of identity formation. Erikson's work focused on individual development and
attempted to chronicle the individual's successive evolvement of individual identity (Kegan,
1982). Erikson's eight stage model of psychosocial development proposed a lifelong
developmental trajectory emphasizing the ongoing personal evolvement of identity. Erikson
used William James' description of the term character to depict the distinct and individual core
of what he defined as identity; an existing entity that all persons experience:

A man's character [identity] is discernible in the mental or moral attitude in which, when

it came upon him, he felt himself most deeply and intensely active and alive. At such

moments there is a voice inside which speaks and says: "This is the real me! (Erikson,

1968, p. 19).

Erikson adopted the term identity as a representation of who we are as a person, as a self,
as me; and yet the term identity fails to adequately convey the depth and complexity of its
meaning. Kegan (1982) argued that Western language and our use of words to describe
ourselves fails to convey the evolvement of self and the activity of becoming. The nouns that we
use to refer to ourselves in Western language lack an active dimension. Our self reference is
constituted in the words human being. We refer to human being as a thing or an object,
persistently neglecting the reference to the activity of being. Our use of the words human being
neglects to communicate the progressive motion and action in which we engage as we
experience life. We are consistently creating ourselves and giving ourselves a new definition
and form. In keeping with psychoanalytic theory, Erikson (1968) felt that the creation of identity
occurred mostly in the unconscious mind of the individual (Erikson, 1968), yet one more factor
contributing to the mysterious nature of the concept of identity.

Although he felt that the process of developing a self was an unconscious and personal
endeavor, Erikson did not feel that it was a solo endeavor (Erikson, 1968). Erikson viewed
identity as a balance between self understanding and an understanding of self within the context
of society and culture. He addressed the interplay between self with social experiences and the
formation of communal identity. Erikson felt that an individual's sense of self is further
complicated by cultural values, social contexts and settings. He highlighted the influence of
cultural identity upon the formation of personal identity using Sigmund Freud's personal
descriptions of the Jewish community and the shared sense of persecution among individuals of



the Jewish faith (Erikson, 1968). Erikson argued that Freud's recognition of the unity between
self and society signified an inescapable relationship between the inner core of a person and the
community within the process of recognizing self and defining identity. Erikson's theory of
identity expanded to include the introspective process of self recognition and the balance of this
self with perceptions of how one is judged by self and by others. He described identity
formation as,

a process of simultaneous reflection and observation, a process taking place on all levels

of mental functioning, by which the individual judges himself in the light of what he

perceive to be the way in which others judge him in comparison to themselves and to a

typology significant to them; while he judges their way of judging him in the light

of how he perceives himself in comparison to them and to types that have become

relevant to him (Erikson, 1968, p. 22-23).

Lev Vygotsky's View of Identity Construction

Erikson's contemporary, Lev Vygotsky, agreed that a human is a constantly changing
organism but unlike Erikson, Vygotsky placed a stronger emphasis on the social construction of
personal identity rather than on the unconscious and personal focus of identity (Moll, 1990;
Vygotsky, 1978). While many developmental theories focus on the individual as the primary
driving source of development, VVygotsky challenged the view of individual autonomy. He
emphasized the interplay between individual development and social origins (Moll, 1990;
Vygotsky, 1978) and posited that identity is socially constructed. Vygotsky perceived humans as
embedded in a social context and that human development and behavior could not be understood
or scrutinized independently of the social context or settings (Miller, 2002). He highlighted the
social and cultural settings of the individual as unique factors contributing to the development of
the individual.

Vygotsky defined the social setting or cultural context as consisting of numerous levels
including shared beliefs, relationships, customs, symbol systems (language), knowledge,
physical settings, and objects (Moll, 1990; Vygotsky, 1978). For Vygotsky, the individual, other
humans, the activity or being of humans, the culture and language of humans and the experiences
of humans are amalgamated (Miller, 2002). Vygotsky viewed the relationship between identity
and context as an interaction. He questioned the idea of a coherent, self-contained person and

proposed instead, a more dynamic and distributed identity made up of all different kinds of



interactions and experiences (Stevens, 1996).
Symbolic Interaction Theory and Identity Construction

In keeping with the view of society's influence on the development of identity, we must
consider the sociological theory of symbolic interaction. The 1934 text, Mind, Self and Society,
was the culminating work of philosopher and sociologist, George Herbert Mead (Mead, 1934;
Prus, 1996). This text is regarded as the origin of the study of the human lived experience
through an emphasis on the interrelatedness between mind, self and cultural meanings (Mead,
1934; Prus, 1996). Mead recognized and emphasized the individual uniqueness of identity.
Mead recognized the importance of the interaction between individual and society. Mead's
important contribution was his attempt to form a framework to explain how society shapes
identity and how identity shapes social behavior (Stryker & Burke, 2000). The three guiding
assumptions of Mead's symbolic interaction theory are (a) individuals act toward each other (and
objects) in terms of the meanings they have for those individuals (objects); (b) meanings are
derived from social interactions; (c) people manage and transform meanings of their social
worlds through an interpretive process (Smith-Lovin, 2002).

Mead described mind as the symbolic core of self (Mead, 1934; Prus, 1996). This
concept of the mind is similar to the construct which Erikson later termed identity. Mead
defined mind as an internalized perspective or interpretation of the ongoing progression of
understanding oneself and the world. Mead's focus on this interpretation creates the difference
between his theory and that of Vygotsky. While humans are born with the capability of
individual thought and society influences thought, thinking is a reflective process requires
interpretation. It is through this reflection and interpretation of oneself and seeing oneself from
the perspectives of others that identity develops (Blumer, 1969; Mead, 1934; Prus, 1996).

Grounded within Mead's theory of social interaction is Sheldon Stryker's view of identity
theory (Hogg, Terry, & White, 1995; Stryker & Burke, 2000). Much like Erikson, Stryker
viewed identity as a more stable entity than many other theorists (Hogg et al., 1995) and Stryker
placed less emphasis on the significance of gaining an individual identity through the reflection
of self by others. Stryker's view of identity focused on the multiplicity or multiple phases of
identity. He viewed the entity of self as a multidimensional social construct that emerges from
an individual's roles in society. In this theory, identity is comprised of distinct components
referred to as role identities. An individual's identity consists of multiple components of self or

10



role identities. Role identities are self conceptions or definitions that an individual applies to self
as a result of the positions or roles they occupy within society. A person's role identities may
include the roles of daughter, wife, mother, teacher and a runner. The variation in an individual's
sense of identity is directly related to the various roles that people occupy in society. An
individual's identity evolves through a process of labeling or defining ourselves as members of
specific social categories. These identities are important as they provide meanings for ourselves
and allow us to distinguish us from others.

So how do we define the multiplicities of identity? In an era of poststructural thought,
many researchers accept that individuals possess multiple identities and recognize that
individuals can transform and adjust their identity to suit various social expectations and social
contexts (Britzman, 1992; Foddy & Kashima, 2002; Kashima, 2002; Mesmer, 1998; Woods &
Jeffrey, 2002). The multiplicity of layers within identity coupled with the multiple and
differentiated social and cultural contexts contribute to the intricacy and ambiguity of identity. A
consistent and agreed upon definition of identity is not probable or possible in a poststructural
world that views meaning as never fixed (Britzman, 1992). However, a review of literature
shows that most researchers looking at identity agree with three common prongs of Erikson's,
Vygotsky's, Mead's, and Stryker's theories of identity: (a) identity is a constantly changing entity;
(b) identity is a process of renegotiating self over time; and (c) the process of identity formation
is greatly influenced by society and the interpretation of oneself within a social context (Beijaard
et al., 2004; Coldron & Smith, 1999; Huber & Whelan, 1999; Kashima, 2002; Kegan, 1982;
Kelchtermans, 1993; Mesmer, 1998; Sachs, 2001; Samuel & Stephens, 2000; Van den Berg,
2002; Volkmann & Anderson, 1998; Wenger, 1998; Zembylas, 2003).

Magolda's Findings on Identity Development and Self-Authorship

For the purpose of this study, | would also like to consider the process of identity
development based upon the work of Marcia Baxter Magolda (2001). In her work with college
students and young adults, Magolda has identified four stages of evolvement of identity and
beliefs in adults which include a shift from an externally defined identity to an internal and
personal definition of self, identity and beliefs. Magolda's initial research interest was in the
intellectual development of college students. In 1986, she initiated a study with 101 college
freshmen focused on examining and understanding intellectual development over the course of

four years in college. Through ongoing interviews with these freshman participants throughout
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their college experience and specific monitoring of their ways of thinking and reasoning,
Magolda found specific patterns in the evolution of personal identity. Recognizing that she had
focused too narrowly on intellectual development, Magolda shifted her focus to include an
investigation of participants' sense of identity, beliefs and relationships with others. Magolda
conducted a longitudinal study following 39 of the original college freshman participants through
their twenties in order to study the transformation of identity, beliefs and relationships.

Magolda’s (2001) research has demonstrated that most college students enter and leave
higher education with externally defined knowledge and an externally defined sense of self. She
labeled this stage of development as 'absolute knowing' and described students as looking to
authorities for truths and as following external formulas of knowledge. Upon entering the
professional world of work and long term relationships, several of Magolda's participants
experienced dissatisfaction with the absolute and externally defined knowledge they had clung to
in college. This nagging dissatisfaction, according to Magolda, developed from neglect of their
own internal needs and perspectives. Magolda labeled this subsequent stage of recognizing the
inkling towards an internal sense of self as an important transition or ‘crossroads' in the
establishment of identity and self. The third stage of identity development, which Magolda
labeled 'becoming the author of one's own life', is defined as the arrival at a definition of self and
identity. This definition of self stems from internally defined beliefs and values. Individuals
establish relationships and social interactions based upon these internally based values. The final
phase of identity development in Magolda's model is the phase of ‘internal foundation'. In this
stage, Magolda described her participants as recognizing the power of choice in directing their
lives their beliefs, and their actions. With this recognition of personal empowerment and
intention, participants also recognized their individual ability to control external influences.
Magolda reported that this final phase of identity development rarely occurred in her participants
before the age of thirty (Magolda, 2001).

Identity and the Influence on Teaching
Similar to Magolda's findings in her work with college student and young adults,
Beijaard et al. (2004) concluded that both the internal and external dimensions of identity
influence how teachers teach, how they develop as teachers and their attitudes towards
educational change. The professional identity of a teacher is an ever-evolving entity which seeks

12



a balance between the personal self and personal identity of the teacher (the internal dimension
of identity) with the numerous roles teachers feel they have to play in multiple settings (the
social or external dimension of identity). An unseen task in becoming a teacher is the constant
negotiation of one's identity as a teacher within the context of teaching, or as Magolda would
state, an ongoing process of defining one's beliefs, values, identity and relationships while also
balancing external forces in knowing and relating to others. The goal is to develop a teacher
identity which comfortably suits the individual sense of self while also maintaining a satisfying
balance with the requirements of society.

According to Zembylas (2003), teaching is inextricably linked to teacher's personal lives.
"Consciously we teach what we know; unconsciously we teach who we are™ (Tickle, 1999, p.
209). The process of becoming a teacher is a process of making personal choices about who you
want to be as a teacher. The images of self as a person and self as a teacher are critical to the
process of becoming a teacher because they constitute the personal context in which new
information will be interpreted. This requires a balance of beliefs, values, and desires (personal
dimension) with the multiple interpretations of social experience and expectations of the leader
in the classroom (social dimension) (Britzman, 1992).

Thus, a teacher must continually construct a sustainable professional identity by honoring
her personal beliefs and actions in the classrooms (the personal dimension of identity) while also
fulfilling the common societal expectations and images of teaching (the social dimension of
identity). More than ever, teachers perceive themselves as vulnerable to externally imposed
educational objectives which are frequently at odds with their personal beliefs and experiences as
teachers (VVan den Berg, 2002). Teachers are impacted by the expectations imposed on teachers
by social standards, public policy, changing work conditions within schools and the stresses
endured by families. Societal expectations must be balanced with a teacher's personal values and
what she finds important in her professional work.

Specific to the profession of teaching, meanings and expectations are imposed by society
and by its own members of the teaching community (Sachs, 2001). Society is intimately
involved with the profession of teaching because of years of experiences in school as a student
and day-to-day knowledge of teachers and their behaviors. Our society has common images of
what teachers should know and do in school because each of us has played a role opposite
teacher for a substantial part of our lives (Britzman, 1992). These expectations and images have
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a significant impact on teachers' perceptions of their own work and actions. The teacher's role in
the classroom is multifaceted and requires the teacher to balance her personal values and beliefs
with the numerous expectations and roles that accompany the responsibilities of leading and
teaching students (Beijaard et al., 2004). These beliefs greatly influence teachers' lives and
impact a teacher's actions both inside and outside of the classroom (Goodson & Cole, 1994).
Research on Teacher Development

What do we know about teacher development and specifically, teacher identity? At one
time, teacher development was viewed as a simple two-step process: preservice education
received at a university followed by continuing education through opportunities offered by a
teacher's employer. We have come to recognize that a two-step process is much too simple an
explanation of teacher development. Several developmental stage theories have been introduced
to describe the progression of teachers through their careers (e.g., Berliner, 1988, 1994; Bullough
& Baughman, 1995; Caruso, 2000; Fuller, 1969; Huberman, 1993; Katz, 1972; Knowles, 1992).

Much of the research regarding the stages of teacher development has its beginnings in
the work of Frances Fuller (1969). Fuller's (1969) classic concerns-based model offers an
understanding of the initial developmental dynamics of preservice and beginning teachers. Ina
review of research and through her own studies, Fuller found that student teachers were less
concerned with student progress or instructional techniques and more concerned with themselves
and their survival in the classroom. Fuller described student teachers and beginning teachers as
inwardly focused and uncovered their specific concerns about themselves as teachers. Over time
and with experience, Fuller found that student teachers' focus gradually shifted away from self
and onto instructional techniques and finally to the impact that teachers were having on student
learning. Fuller emphasized the need to abbreviate the ‘concerns with self stage' experienced by
student and beginning teachers.

The prominence of Fuller's model in textbooks on learning to teach and practitioners'
acceptance of it validity suggests it is an accepted theory in teacher development. However,
Fuller's promotion of the abbreviation of the self and survival stage has been criticized (Conway
& Clark, 2003). Increasingly, researchers have called for educators to pay more attention to the
changes in the nature of the self-as-teacher concerns and the aspirations of student teachers rather
than promoting a solely outward focus on students and instructional techniques (Conway &
Clark, 2003). Self inspection is viewed as a necessary part of teacher development. Such a
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focus is clearly necessary and valuable as teaching is both an inward and outward journey and a
new start in the beginning teacher's professional development. Research focusing on the
personal dimension has grown and teacher educators have increasingly recognized the need for
heightened awareness of self, backgrounds, beliefs, and values in preservice teachers (Gaudelli,
1999).

Since Fuller's work with student teachers, numerous researchers have looked at teacher
development. Unruh and Turner (1970) were among the first to propose the idea of stages of
development over the career of a teacher. Unruh and Turner (1970) defined three stages in the
career of a teacher; the initial teaching period, the period of building security and the maturing
period. The initial teaching period was described as the first six years of teaching and was
characterized as a time of solving organization, management and curriculum problems. During
this period of time, teachers also gain a sense of membership in the faculty. The period of
building security was thought to occur between the sixth and fifteenth year of teaching and was
characterized by a sense of comfort and confidence. Unruh and Turner found that teachers
sought to improve their teaching and enhance their salary during this phase. The final stage
described by Unruh and Turner (1970) was titled the maturing period and was characterized by
security and commitment to the profession as well as involvement in outside interests and new
concepts.

Unruh and Turner's work was followed by Lillian Katz's (1972) descriptions of the stages
of preschool teacher development and teachers' differing need for technical assistance. Katz
described the first two years of teaching as a time of survival and highlighted the need for on-
sight teacher assistance. Into the third year, Katz described teachers as gaining confidence and
as benefiting from the advice of colleagues and consultants. The third stage, the stage of
renewal, teachers needed less one-on-one assistance but professional training offered through
professional organizations and attendance at conferences were helpful. At the fourth stage,
which Katz defined as extending through the fifth year and beyond, teachers were identified as
benefiting from professional seminars and degree programs.

The similarity of the models offered by Fuller, Unruh and Turner, and Katz is that each
viewed teaching as a developmental process. All agreed that initially teachers struggle but with
time, teachers overcome their struggles and shortcomings to become seasoned and mature

teachers. Fuller, Unruh and Turner, and Katz failed to address the continued development or
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needs of teachers who are in the classroom for more than five years.

David Berliner's (1988, 1994) numerous studies also support the notion that teaching is a
developmental journey and his focus was primarily on the development of expertise in teaching.
His model (1988, 1994) outlines five stages of teacher development related to teacher
proficiency. Upon comparison of beginning and expert teachers, Berliner found that expert
teachers' behavior, situational interpretations and problem solving consistently differed from
novice teachers across various settings and situations. Berliner (1994) concluded that becoming
an expert teacher is a developmental process requiring time, maturity, motivation and ongoing
self-evaluation. "What looks to be so easy for the expert and so clumsy for the novice is the
result of thousands of hours of experience and reflection™ (Berliner, 1988, p. 15). However,
Berliner cautioned against the suggestion that expertise in teaching was based upon the number
of years and experience in teaching. He found that some teachers remained at novice or
beginning levels due to their failure to take responsibility for improving their competencies.
Research on Preservice Teachers and ldentity

During the past two decades, several researchers have focused specifically on the
personal development of students in university teacher programs and the formation of their
identity as professionals (Bullough & Stokes, 1994; Clandinin & Connelly, 1996; Knowles,
1994; Knowles & Holt-Reynolds, 1994; Zeichner, 1992; Zeichner & Liston, 1987). Teacher
educators have increasingly become aware of the images and expectations of self-as-teacher
formed by students prior to their arrival in a university teacher program (Lortie, 1975; Weber &
Mitchell, 1995). Holt-Reynolds (1992) termed conceptions as 'lay theories' and described this as
subconscious and unstated knowledge.

Cole and Knowles (1993) found that student teachers often hold deeply etched images of
themselves and preconceptions about what teaching is all about. These preconceived thoughts
and images are based upon prior experiences with teaching and usually do not match the
demands of teaching within a classroom. Childhood experiences also add to constructed images
and expectations of teaching (Sugrue, 1997) and these images about teaching are difficult to
change (Richardson, 1996). University students romanticized views of teaching often stem from
the altruistic nature of teaching as a service profession, an exposure to media about teaching (i.e.
movies and books), and from personal experiences with teaching and teachers (Weber &
Mitchell, 1995).
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Drawing from a series of research projects, Cole and Knowles (1993) hypothesized that
student experiences in the practicum assignment were less influential than their preconceived
notions, images and personal beliefs about teaching. Using a variety of methodologies, including
interactive journal accounts, interviews, reflective papers, and autobiographical statements;
several researchers (Aitken & Mildon, 1991; Cole and Knowles, 1993; Knowles, 1994; Mertz &
McNeely; 1990) have documented the mismatch between the expectations of preservice teachers
and the realities of their student teaching experience. Cole and Knowles (1993) found that
student perceptions of what to expect within the classroom was very different from the reality of
the classroom. Aitken and Mildon (1991) found that student teachers were more satisfied and
more successful in their field placement when their placement and/or coordinating teacher
matched their images of teaching. This mismatch in expectations was a source of frustration,
and contributed to instances of failure in the practicum experience (Schmidt & Knowles, 1995).

Studies investigating student teacher perceptions have heightened the awareness of the
university role in focusing on preservice teachers preconceived images of teaching (Sugrue,
1997). Increasingly teacher educators have recognized the need to focus on the centrality of
identity and self to teacher development (Bullough & Stokes, 1994). Attempts to change student
teachers' personal theories to suit the classroom or to mirror the values and practices of the
cooperating teacher have not been successful. There is no easy route to developing an identity as
a teacher (Bullough et al., 1992; Wildman et al., 1989). Teacher educators began attending to
the constant task of negotiating between past experiences, expectations, and implicit beliefs
about teaching (Sugrue, 1997). Research findings suggested that beginning teachers need
guidance in role negotiation through increased awareness of prior self conceptions, the influence
of previous experiences and their beliefs about teaching. Individuals do indeed construct
meaning from their experiences (Schon, 1983).

As a result of the interest in self knowledge and self disclosure of student teachers,
preparing reflective teachers has become a primary goal of American universities (Tusin, 1999).
The minutiae of teaching and accompanying complexities of being a teacher began to be
addressed in educational research and within university preservice teacher education programs
(Cole & Knowles, 1993). The reflective paradigm took hold as an educational reform movement
with the publishing of Donald Schon's work, The Reflective Practitioner (1983) and the revival
of John Dewey's work, How we think: A restatement of the relations of reflective thinking to the
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educative process (1933). With this paradigm of thought, teacher educators realized students'
past experiences at in the broader social context, at home and at school, and their implicit
theories of teaching and of learning, were indeed factors contributing to the development of a
teaching identity (Bullough et al., 1992; Goodson & Cole, 1994).

In theory, the reflective paradigm promotes the deconstruction of preservice teachers'
implicit knowledge and beliefs about educational practice as a means understanding personal and
social influences on their professional teaching identities (Sugrue, 1997). University teacher
preparation programs emphasize critical thinking about the practice of teaching and assist
students in framing their own professional development through reflective thought. Reflective
thought targets the understanding of the phenomena of classroom experiences. It is a process in
which teachers recast, reframe and reconstruct their experiences in a way that generates new
insights and assimilates knowledge of what they know and what they experience (Grimmett et
al., 1990). Continual reflection can propel teachers through different phases of their career
(Steffy et al., 2000). Through reflection, the personal understanding of practice can be a
powerful mechanism for transforming practice.

The number of university teacher education programs guided by reflective thought and
critical analysis of self and practice has grown since the 1980's (Richardson, 1990). Teacher
educators realize that teachers need to be more reflective and in control of their professional
development (Wildman & Niles, 1987b). Activities within a university teacher preparation
programs have increasingly focused on increasing self awareness among preservice teachers and
enhancing their understanding of themselves as teachers (Bullough et al., 1992). Reflective
activities are tools aimed at revealing the layers of the teaching self, often the unarticulated
characteristics and meanings that teachers hold within their core self perceptions (Bullough et al.,
1992). Personal reflection is achieved through autobiographical writings, analysis of teacher
metaphors, journaling, classroom observations and the establishment of cohorts.

Identity and the Personal Dimension of Teaching

As a result of the increased interest in the details and complexities of becoming a teacher,
the personal aspect of teaching has gained attention. Raymond, Butt and Townsend (1992)
recognized a need for understanding teacher development throughout the span of the teaching
career. Yet, the research on identity formation has seemingly focused more on preservice
teachers and less on identity formation across the career span of teachers within the public

18



schools (Beijaard et al., 2004).

Possible explanations for this missing link in the literature include the ambiguity of the
construct of identity. The variations in theoretical foundations and definitions create problems
when attempting to study identity or self perceptions of individuals (Tusin, 1999). An
accompanying dilemma is an inability to define and measure identity. This ambiguity may
contribute to a view of a lack of rigor in studies of self perception and identity. Researchers may
consider investigations into the development of teacher-as-self as 'too soft' or as failing to
constitute 'true’ research. A possible third factor explaining the lack of research on teacher
identity development is the question of responsibility and interest in teacher's personal
development. While university teacher education programs have been very motivated to
improve their programs and the quality of their teacher education programs, reform movements
in public school have seemingly overlooked the personal journey of teaching in pursuit of higher
standardized test scores, increased community among teachers and parents, and renewed
organization of the school structure.

Research on Teacher Identity Formation

So what does happen to a teacher's sense of professional identity once they leave the
university environment and begin working in schools? Research focusing specifically on the
development of professional identity of experienced teachers is limited. Beijaard et al. (2004)
found only 21 articles dated 1988 and 2003 in ERIC and Web of Science searches when
‘professional identity' was used as a title or main identifier. In categorizing these articles, | found
that 15 were empirical studies conducted with teachers, employed or retired, and three studies
were conducted with student teachers. Only five of the 15 studies included experienced public
school teachers (Beijaard, 1995; DeCorse & Vogtle, 1997; Mawhinney & Xu, 1997) and only
one study of the four was conducted within the United States. {A reference for the remaining
article was not provided by Beijaard et al. (2004)}. 1 reviewed eight of the 15 articles and found
that the construct of 'professional identity' is no less messy or ambiguous than the notion of
identity and self. The majority of researchers failed to define professional identity and when
definitions were provided, they differed in focus.

| was able to supplement the articles reviewed by Beijaard et al. (2004) with longitudinal
studies of teacher development such as Elbaz (1983) and Nias (1989) and tease out results
specifically related to teacher self, identity and the development of a professional identity as a
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teacher. | was also successful in finding additional texts addressing teachers, teacher image and
the development of teacher-as-self {i.e. The Role of Self in Teacher Development (Lipka &
Brinthaupt, 1999); That's funny, You Don't Look Like a Teacher (Weber & Mitchell, 1995); On
Becoming a Teacher (Zehm & Kottler, 1993)}.

A common conclusion of researchers studying teaching identity is the ongoing
developmental process of becoming and being a teacher (Beijaard et al., 2000; Coldron & Smith,
1999; Goodson & Cole, 1994; Kelchtermans, 1993; Nias, 1989; Woods & Jeffrey, 2002).
Researchers description of professional identity consistently highlight that identity is not a stable
or fixed entity. Professional identity formation is a career long process (Kelchtermans, 1993)
and teachers' self perceptions and teacher identities change over time (Goodson & Cole, 1994).
Bullough and Baughman (1995) noted that the professional identity of a teacher occurs at an
uneven and unpredictable rate over time.

However, the ambiguity surrounding the construct of identity and a lack of agreement
upon a standard definition continues to plague the research. The ambiguity of identity has
resulted in a variety of operationalized definitions across the research. Beijaard et al, (2004)
suggest addressing this dilemma by eliminating the concept of identity from the research and
replacing it with a seemingly less abstract concept such as 'professional characteristics'.

A second common conclusion of researchers is the interaction between the personal and
social dimension of teachers' lives. Teacher experiences inside and outside of school contribute
to a personal framework of knowing about themselves and about teaching. Studies of inservice
teachers have found that the development of a professional identity as a teacher is an interactive
journey between the personal self and the experiences of teaching (Bullough & Baughman, 1993,
1995; Connelly & Clandinin, 1999; Elbaz, 1983; Kelchtermans, 1993; Nias, 1989). Personal and
life experiences have been viewed as significant factors in teachers' way of being or teaching
within the classroom. The personal experiences and values of teachers influenced their way of
teaching, the images they held of themselves and how they carried out their work in the
classroom. Several researchers referred to this ‘personal way of being' in the classroom as an
unconscious personal theory of teaching or as implicit knowledge. Elbaz (1983) labeled this
concept practical knowledge and Kelchtermans (1993) labeled it subjective educational theory.
Clandinin and Connelly's (1995, 1996) research focused on teacher self images, values, beliefs,

and teacher interpretations of teaching experiences as part of the learning process. Connelly and
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Clandinin (1999) described teacher's way of knowing as 'stories they live by'. Connelly and
Clandinin (1999) have approached teacher development research with a belief that humans live,
tell and retell their life stories over time as they negotiate themselves within and across many
social settings. The use of narrative is viewed as an effective method of gaining insight into
teacher identity formation.

A third common theme in literature focused on teacher professional development is the
direct influence of the social context upon teacher identity (Beijaard, 1995; Bullough &
Baughman, 1995; Clandinin & Connelly, 1995; Kelchtermans, 1993; Volkmann & Anderson,
1998). Beijaard et al., (2004) argue that the significant influence of context is too often
overlooked when examining the professional development of teachers. Kelchtermans (1993)
highlighted numerous contextual variables beyond the teacher's control that directly influenced
how teachers viewed and defined themselves. Teachers described themselves as vulnerable to
the micro-politics within their school, politics within their school district and the greater society,
in addition to vulnerability regarding judgement by parents, students and media (Kelchtermans,
1993; Woods & Jeffrey, 2002).

The school placement and environment were noted as significant and influential
contextual factors in the development of teacher identity. Teachers often describe their
development in terms of a chronological chain of teaching positions (Kelchtermans, 1993)
suggesting the influence of school placement and environment. Supportive school placements
were credited with pushing a teacher to develop new expertise while an oppressive environment
negatively influenced teaching performance (Bullough & Baughman, 1995). Other contextual
factors influencing teacher identity included colleagues and students. Teachers also described
themselves as confident in supportive environments which offered supportive colleagues and
positive pupil relationships (Beijaard, 1995). Positive relationships with colleagues were
credited with stimulating professional growth and expertise (Woods & Jeffrey, 2002). Bullough
and Baughman (1993) noted that the student population was an addition contextual influenced
the professional identity of teachers. Working with difficult students can challenge a teacher's
sense of self and identity as a teacher. Several teachers recalled such experiences as critical

phases (Kelchtermans, 1993) in their development as a teacher.

21



CHAPTER THREE
Method

In the past, there has been little recognition of the need for teachers to construct their own
understanding of what it means to teach. Yet, we know that teachers at every stage of their
career are seen as constructing personal theories about teaching, themselves and their work
(Hamachek, 1999; Nias, 1989; Tusin, 1999). This on-going process of self scrutiny contributes
to the understanding of self, values, personal experiences and it contributes to development as a
teacher (Elbaz, 1985; Nias, 1989). The focus on the personal process of becoming a teacher is
emerging in educational research literature (Bullough et al., 1992; McLean, 1999) and
researchers are now calling for the teacher's voice and teacher's meanings to be included in
educational research (Beijaard et al., 2004; Goodson, 1992; Mok, 2002; Van den Berg, 2002).

As highlighted in previous chapters, only a few studies have focused on the development
of professional identity outside of the student teaching or internship experience. The majority of
these studies have been conducted in England and Canada (Beijaard, 1995; Beijaard et al., 2000;
Mawhinney & Xu, 1997; Nias, 1989) and most have focused on the formation of identity in
experienced teachers in higher education and high schools (Beijaard et al., 2000; Goodson &
Cole, 1994; Mawhinney & Xu, 1997; Moore & Hofman, 1988; Nixon, 1996). In this study, |
focused on the development of professional identity in elementary and middle school teachers
with four to six years experience teaching in a public school setting. | utilized teachers' voices
and personal meanings to investigate the formation of professional identity from the student
teaching experience through their current year of teaching. In this chapter, | describe my choice
of a qualitative, phenomenological study of teachers' professional identity formation and the core
philosophical assumptions of qualitative research, including the role of the researcher and the

methods employed for data collection and analysis.

Research Design
The main goal of this study was to discover what it means to be a teacher across the early
years of teaching. How do early career teachers perceive that their understandings have changed
since receiving a degree and licensure? How do these teachers perceive that their sense of self or
identity has changed since becoming a teacher? What events or experiences do they perceive as
influential in the formation of their identity as a teacher and their understandings of what it
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means to teach? Due to my interest in the identity development of teachers and the meaning they
assign to their experiences, | chose qualitative inquiry as my research design.

The founding assumption for qualitative research is that individuals assemble their own
realities through their interaction with the world (Merriam, 1998). Inquiry within qualitative
research focuses on the personal meanings assigned to experience as a method of gaining a rich
understanding of perspectives of participants. Qualitative researchers are the primary instrument
for data collection and analysis of data. The qualitative researcher is charged with developing
understanding gained from the field.

Data Sources

My study has a phenomenological focus, meaning it is a study that focused on
descriptions of what teachers experience and how it is that they perceive and interpret what they
experience in their everyday lives. A phenomenologist assumes a commonality in the human
experience and seeks to expose those experiences and commonalities. Husserl, a German
philosopher, first used a phenomenological approach claiming that humans can only know what
they experience by attending to their perceptions and the meanings they assign to their
perceptions (Patton, 2002). It is the attention to perceptions and their meanings that heighten
conscious awareness and self interpretation (Patton, 2002). Thus, reflection and interpretation
are essential to the understanding of experience. Phenomenologists focus on how humans make
sense of their experiences and how humans develop a broader view of themselves, their lives and
the world. The primary source of data was a series of in-depth phenomenological interviews
with each participant. Secondary data sources included participants' artistic representations of
teacher identity of various stages of the teaching career, a review of preservice teacher portfolio,
a timeline of significant events of participants' teaching career and a personal research journal
containing my own thoughts, perceptions and feelings after each interview.

Following suggestions outlined by Irving Seidman (1998), | conducted a series of in-
depth phenomenological interviews with each participant. Interviewing allowed participants to
relate their experiences, their perspectives and interpretations of their development as a teacher.
A semi-structured interview guide was used for my guidance (see Appendix B) yet each question
was not necessarily asked of each participant. According to Rubin and Rubin (1995), asking
participants the same questions stifles the discovery of the rich and individualistic terms of
experience. This guide kept me focused on the research questions throughout the interviews but
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allowed me flexibility to change directions within a particular subject area as the conversation
progressed. Interview questions were open-ended, but each interview meeting had a clear and
announced goal.

Three interviews of approximately 90 minutes were scheduled with each participant
within a six to eight-week time period with a goal of a fourteen to twenty-day time span between
interviews so as to enhance continuity and reflection of the participants and myself. The amount
of time spent in each interview varied but most conversations averaged between 90 to 120
minutes. The series of three interviews allowed rapport building between the participant and
myself and supported reflection time for both myself and the participant between interview
sessions (Seidman, 1998). This approach also encouraged participants to expand upon previous
conversations and to further reflect upon experiences and their meanings. Each interview
session was audio-taped.

In addition, I took notes during the interview as a means of helping me create new
questions as the interview flowed. I also included in my notes key points made by the participant
or specific language used by the participant. During note taking, | used initials for all proper
names. These notes were used as a support for my analysis of the transcript data and provided
insights regarding relevant topics to pursue in subsequent interviews. These notes were not
reviewed by individual participants because they were my personal field notes.

Following the analysis of each interview, | generated a summary of the interview themes
and emailed the summary to the participant. Each participant was encouraged to review the
summary of themes and to determine if the summary reflected the overall spirit of the interview.
Participants were encouraged to add comments or to identify themes with which they did not
agree. Additional comments and clarifications were discussed and audio-taped at the
subsequent meeting. Although these steps were time consuming, this process of member checks
enhanced the trustworthiness of the study and minimized my biases as a researcher.

A second data source in this study was the participants' artistic representations of their
identity across various stages of their teaching career and their interpretations of the drawing.
Drawings have mostly been used by researchers to scrutinize development, school readiness,
reading readiness, emotional development and social relationships in children (Fury, Carlson, &
Sroufe, 1997; DiLeo, 1970; Goodenough & Harris, 1963; Koppitz, 1984; Rudenberg, Jansen, &
Fridjhon, 2001). Drawings can express moods and feelings (lves, 1984; Koppitz, 1984) not
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readily shared in words.

Drawings are often a means of enriching conversation and can result in the inclusion of
memories and perceptions that perhaps would have remained unmentioned by participants in the
traditional interview conversation. Nyquist, Manning, Wulff, Austin, Sprague, and Fraser (1999)
found that graduate students' drawings depicting the journey into the professorate revealed
compelling views into the day-to-day lives of graduate students. The addition of drawings to the
methodology allowed Nyquist et al. (1999) to inquire about the visual representation of the
student journey.

In this study, | used drawings as a tool to prompt teacher reflections about their personal
experiences as a teacher and as a way to learn about their experiences. | was hopeful that this
avenue of data collection would enhance participants' reflection upon their past and present
experiences as a teacher. In this study, drawings were specifically addressed during the
interview and were used as a tool for furthering discussion about personal identity development.
As teachers discussed their individual drawings, | took notes regarding their references to
specific details within the drawing.

A typed description of each drawing assignment and thinking prompts (see Appendix C)
were given to each participant at a specified time during the cycle of interviews. Four of the six
participants agreed to produce drawings for this project. Each drawing was completed by the
participants on their own time and in my absence. The first drawing assignment was given to
each participant at the initial contact meeting. This initial assignment consisted of an artistic
representation of themselves as a teacher during their student teaching experience. The drawing
was completed prior to the initial interview session. Topics addressed in the initial interview
included the selection of teaching as an area of study, memories of experiences within the
student teaching experience, relevant memories related to their initial formation of an identity as
a teacher, and precise goals at that time for their future. At the conclusion of the first interview,
the second typed drawing assignment was given to the participant.

The second drawing task consisted of creating a visual representation of themselves as a
teacher during the first year of teaching. Once again, this drawing assignment was completed
prior to the second interview and in my absence. The time invested in reflecting upon this
experience and creating the drawing encouraged the participants to recall their perceptions as a
first-year teacher.
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The second interview session focused on the details of the teacher's initial teaching
experiences and their developing identity as a teacher. Specific details of personal accounts,
experiences and interpretations were elicited during this interview. Again, the drawings were
used to stimulate conversation about the participant's experiences. At the conclusion of the
second interview, the participant was asked to prepare a third drawing and a timeline of
significant events prior to the last interview. The third drawing assignment requested a visual
representation of the participant's current identity as a teacher. The timeline was to include any
significant or influential event in their career as a teacher. The timeline was yet another artifact
used to document teacher experiences and the meanings assigned to these experiences. The
drawings and timeline were included in the final interview conversation.

In addition to interview data and teacher drawings, a fourth source of data was a review
of each participant's teacher portfolio. These documents were created during the student
teaching experience in the graduate education program. Portfolios were available from four of
the six participants and contained their early philosophy of teaching and viewpoint on classroom
management, teaching style and values. Information available in teacher portfolios was used as a
resource documenting the participants' early development as teachers.

A fifth source of data was my own personal research journal which contained notes from
each interview as well as my thoughts and questions throughout the process of interviewing
participants. The time immediately following an interview was a critical time for reflection and
elaboration (Patton, 2002). Therefore, following each interview, | conducted my own analysis of
the success of the interview. | recorded my own thoughts and perceptions about the interview
and drawings. During this time of conscious reflection, | considered what the teacher had

revealed and what | had learned from our conversation.

Role of the Researcher
I recognized each interview as a highly personal experience. | shared a part of myself
with each of my participants and they shared themselves with me. | learned from these
experiences. Rubin and Rubin (1995) caution that interviews, especially interviews conducted at
the start of any project are far from perfect. | used the personal research journal as a space to
scrutinize my skills as an interviewer. Was | successful in establishing rapport with the
participant? How well did | ask questions and attend to the themes of the participant? How did
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the participant react to the questions? Did I successfully 'listen’ to the participant and see their
perspective rather than my own? This procedure of disciplined reflection and writing enhanced
the authenticity of the study and served to enhance my skills as an interviewer.

Researcher Bias

It is my responsibility as a researcher to acknowledge my own biases. | conducted these
16 interviews with my participants. | conducted the analysis of these interviews and | found the
themes of the interviews. | followed a rigorous method of phenomenological interview analysis
outlined by Hycner (1985) and I included a triangulation of data sources and member checks to
increase the accuracy and credibility of the findings. Throughout this research, | was cognizant
of my own perspective and logged my thoughts in a personal research journal.

As an active participant in this researcher, | made every effort to maintain a careful
balance of the voices of my participants with my voice and my experiences. | tried to listen in a
new way and hold back my own theories, thoughts and perceptions during the interviews. Dana
Jack (in Gluck & Patai, 1991) warns against "listening with a third ear"; that is, avoiding the
habit of listening to my own responses to what my participants were sharing rather than what my
participants were telling me. | specifically concentrated on listening when | thought | already
knew what a participant was sharing with me. My initial training was as a psychologist and |
had to carefully listen to what was said to me rather than making a judgement in my own mind of
what was said based upon my own perceptions and analytical training. | had to maintain an
awareness of what the participants offered. | attempted to understand each participant's story

from his/her perspective rather than from my own.

Criteria for Selection of Participants

Participants for this study had four to six years of full-time teaching experience within a
public school setting. The criterion of four to six years was essential to locating participants who
have made it through the initial trials of teaching and were committed to the vocation of
teaching. Research suggests that 29 percent of teachers leave the teaching profession within the
first three years of full time teaching experience and up to 37 percent leave the teaching field by
the fifth year of teaching (Ingersoll, 2001). In addition, life cycle research suggests that teachers
are more likely to reach a level of comfort or contentment by the fourth or fifth year of teaching
(Hubmerman, 1993; Steffy et al., 2000).
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Huberman (1993) found that teachers usually conquer the initial stages of survival and
discovery within the first three years of teaching and as a result, gain confidence in themselves as
leaders within the classrooms. Huberman labeled this time period of confidence as a phase of
stabilization. Teachers generally approach this phase during the fourth to fifth year of teaching
experience with fluidity and confidence (Huberman, 1993; Steffy et al., 2000). Numerous
teachers in Huberman's longitudinal study described this phase as positive and used terms such
as stabilization, consolidation, affirmation, relaxation, effectiveness, and pedagogical mastery as
descriptors of their teaching abilities during this time. It is during this phase that teachers
typically commitment to the profession, find successful strategies for class management,
establish positive relationship with students and colleagues, and a find a balance between home
and personal life interests (Huberman, 1993).

Participants were also required to be alumni of the teacher education program at Virginia
Tech. While this was not an evaluative study, the inclusion of solely Virginia Tech graduates
may provide insight regarding the evolving nature of the personal journey of teaching beyond the
preservice teaching stage. This research was one way to inform the continued development of
the teacher preparation program and the development of support for graduates in the field.
Whatever is learned from the graduates regarding their personal journey as teachers may shed
light on what teacher educators can do to further develop and enhance identity formation during
participation in the teacher preparation program?

I received approval for this project from the Assistant Superintendent from a local school
division in August 2004 and subsequently was granted permission from the Virginia Tech
Institutional Review Board (IRB) in September 2004 (Appendix A). Potential candidates for
participation in this study were identified through the use of the alumni data base maintained by
the Director of Teacher Education at Virginia Tech and by records maintained by the Staff
Development Coordinator of the school district. | located thirteen teachers within the local
school district who fit the criteria for this study and contacted each teacher by written letter (U.S.
standard postal delivery). This letter contained a brief introduction of me; an explanation of how
I gained access to their name and an explicit explanation regarding the specific expectations of
participants were paramount in this introduction (see Appendix D). This initial written letter was
followed seven days later by a less formal communication sent via electronic messaging. Most

participants replied through electronic messaging. | received commitments from six potential
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participants.

Participants

The participants for this study were graduates of the Master's degree program in Curriculum and
Instruction at Virginia Tech. Table 1 outlines participants' names, degrees, years of experience
and current teaching assignment. Researchers investigating teacher professional identity have
focused mainly on teachers within the university and high school settings (Mitchell, 1997;
Beijaard et al., 2000; Goodson & Cole, 1994; Beijaard, 1995). The inclusion of elementary and

middle school teachers contributes to the uniqueness of this study.

Table 1

Description of Participants

Name Degrees Earned Years Current
Experience Assignment

Barbara BS - Family and Childhood Development; MS - 5 Sixth-grade
Curriculum & Instruction

James  BS - Economics; MS - Curriculum & 6 Fifth-grade
Instruction

Linda  BS - Geography; MS - Curriculum & 5 Eighth-grade
Instruction

Patty BS - Psychology; MS Curriculum & Instruction 4 Kindergarten

Sally BS - Early Childhood Education; MS - 6 Preschool
Curriculum & Instruction

Sharon  BS - Elementary Education; MS - Curriculum & 5 Fourth-grade
Instruction

I was successful in meeting with four participants prior to the first interview. The initial
visit between potential participants and me served several purposes. An introductory personal
face-to-face meeting enhanced the comfort level of both the teacher and me once the interview
sessions began. This meeting provided an opportunity to discuss the details of the project, the
purpose of the three interview sequence and the explanation of drawing assignments. | was also

able to explain the IRB details and asked participants to sign informed consent forms. Teachers
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who agreed to participate in the proposed study were asked about their preference for contact and
most agreed on electronic communication through email. A final task of the introductory
meeting was scheduling dates, times and locations of three interviews sessions with each
participant.

For the two candidates who did not have time for an additional meeting, the first contact
took place at the beginning of the first interview. Realistically, combining the contact meeting
with the first interview was ideal for my participants but was less than ideal for me. | found that
meeting the candidate for the first time on the date of the first interview negatively impacted the
first interview session. The explanation of the study and questions seemed stifled due to the time
factor for conducting the interview. | fear that two of the participants did not have a clear
understanding of the purpose of the study and were less invested in the assignments of the study.
These participants also declined to produce visual representations of their teaching journey and
were unable to locate their teaching portfolios. Establishing rapport with these two participants
was somewhat more challenging due to the lack of time to discuss the project ahead of time and

the sense of 'rush’ during the initial interview.

Data Analysis

Table 2 displays the sources of data collected from each participant. Interviews were
completed with all six participants. Due to time constraints, two participants participated in two
interviews as opposed to three. Following each interview, each participant completed a review
of the interview summaries and confirmed the overall themes generated by the interview. The
request to produce a visual representation of self and identity was anxiety provoking for several
participants. Four of the six teachers followed through with creating a visual depiction of
themselves and/or their experiences as a teacher at various stages of their career. Several
teachers used clip art for this assignment. These depictions are included in chapter four of this
document. Four of the six teachers had access to their teaching portfolio and graciously shared
this document with me for review. The remaining two participants promised availability of their
teaching portfolio but failed to carry through with making it available for review. Only two of

the six participants created a timeline of significant events encountered during their career.
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Table 2
Sources of Data Collected from Participants

Participant Interview Interview Interview Drawing Timeline Portfolio Research

1w/ 2w/ 3w/ journal

member  member  member

check check check
Barbara X X X X X X X
James X X X
Linda X X X X X X
Patty X X X X X X
Sally X X X X X X X
Sharon X X X

The lack of carry through on this final assignment was likely due to time constraints of
the participants and somewhat unrealistic expectations on my part. For the final interview,
participants were asked to create a drawing (their third drawing for this project) and a timeline
for the final interview. In addition, each participant was asked to review the interview summary
and themes from the previous conversation. Participants had approximately fourteen to twenty
days to complete these tasks for this project. In the cases of the four participants who did not
create a timeline, the third interview also took place towards the holiday season, end of
November to mid-December. Thus, timing was a critical issue in the lives of these participants
and | neglected to take into account the excessive time required for the assignments in
preparation for the final interview.

The identities of the teachers who participated in this study are confidential. A
pseudonym was substituted for names in the transcriptions of the interviews and in this final
written document. | personally transcribed interviews into typed documents, substituting
pseudonyms for all names of persons, schools, school districts and locations. | disguised the
teachers' identities and teaching locations as much as possible in this final written document.

In the analysis of the data, | have tried hard to be systematic, rigorous and disciplined in
my interpretation of what participants shared with me about their teaching experiences and
perceptions (Patton, 2002). Strauss and Corbin (1998) described data analysis as an ongoing
interaction between the researcher and the data. | achieved this interaction by following
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Hycner's (1985) guidelines for analysis of phenomenological interviews.
First Phase of Analysis

Although it was time consuming to transcribe the data myself, it allowed me to gain a
beginning familiarity with the data. I included the literal statements of my participants and
included the nonverbal and para-linguistic communications such as changes in voice quality,
volume, intonation, laughter, and pauses. | formatted the transcription to suit my data analysis
needs. For example, | left a large margin to the right of the transcription to allow for notes and
enumerated each line of the interviews. | transcribed each interview as soon as possible
following each meeting with a participant.
Second Phase of Analysis

Once interview tapes were transcribed, Hycner (1985) urges researchers to approach the
recordings and the typed transcription with openness. In order to identify my own thoughts, I
jotted down interpretations and personal theories about participant's meanings in the margins of
the transcription and set apart these personal thoughts with brackets. Bracketing my individual
thoughts alerted me of any unconscious assumptions and personal biases about the data (Hycner,
1985; Patton, 2002). | wanted my analysis and writing of participants' experiences to reflect
their experiences and perceptions and not my own theories. Thus, bracketed personal notes
seemed helpful in divorcing my thoughts from the ideas and perceptions of my participants.

Once my own biases were bracketed, | re-listened to each interview and re-read each
transcription in order to gain an overall sense of the interview. | recorded my general
impressions of each interview and noted specific issues in a research journal. | was conscious of
the nonverbal and para-linguistic levels of communication and double checked my initial
identification of nonverbal communication in the transcription. | wanted to be sure to listen to
and read for the participant's meanings rather than my own perceptions and understandings.
Third Phase of Analysis

The next step of analysis introduced the rigorous process of condensing words and
phrases of the participants into "units of general meaning" (Hycner, 1985). Hycner (1985)
defines a unit of general meaning as "those words, phrases, non-verbal or para-linguistic
communications which express a unique and coherent meaning clearly differentiated from that
which precedes and follows™ (Hycner, 1995, p. 283). Again, Hycner (1985) urges that the
researcher be open to the analysis and as focused on the meanings of what is communicated in
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the interview. The general idea in this stage was to condense what was said by the participant in
the interview but to also use the exact words of the participant whenever possible. ldentifying
these 'elements of meaning' required listening to each interview numerous times and reading the
transcription of each interview several times. While staying close to the exact phrases of the
participant, | looked for specific words and phrases which created a coherent idea and was able
to generate a list of general phrases or units of general meaning. Each phrase or element was
enumerated. Hycner (1985) suggests embracing ambiguous and redundant data rather than
excluding data. | included ambiguous and redundant phrases in my margin notes and in the list
of phrases of general meaning. These phrases were identified with a question mark.

Fourth Phase of Analysis

Once these general phrases or elements of meanings were identified, listed in a table and
numerated, | addressed the specific research questions of this study. Hycner (1985) describes
this stage as the beginning of critical analysis. At this point, | compared the general phrases
listed in the table to the specific research questions of this study. | determined if the general
phrases or ideas expressed by the participant explicitly addressed the research questions.
General phrases which addressed specific research questions were considered to have relevance
to the study. Therefore, at the time of making this connection between the phrases of general
meaning to a research question, the phrase was recognized as an element of relevant meaning.
All elements of relevant meaning identified were listed in second table. Phrases or ideas not
directly related to the research question were not included in the table. Yet, I included phrases
which seemed somewhat related to the research questions. Ambiguous elements of relative
meaning were included in the second table and labeled with a question mark. Through this
comparison of participant phrases and units of meaning to the research questions, | was able to
further reduce the data. This condensation allowed me to focus solely on the units of meaning or
themes directly related to the research questions.

As a novice phenomenological researcher, | asked my graduate advisor to look over my
initial analysis of an interview. With discussion and her assurance, we refined my method of
analysis. The use of numeration and relevant units of meaning were to correspond with the
placement of origin of these meanings in the original transcript and aided with tracing my
decision making throughout the phases of analysis.

Once | reached agreement with my advisor regarding this initial stage of data reduction, |
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eliminated redundancies and generated a third list of non-redundant units of relative meaning.
Hycner (1985) urges researchers at this point of analysis to once again address personal theories.
I bracketed my own presuppositions in my research journal.

Fifth Phase of Analysis

Once a non-redundant list of relevant phrases or elements was generated, | began the
creative process of clustering together the units. This phase of analysis was a constant back and
forth effort between the transcription, the listing of units of general meaning and listing of
relevant phrases. | looked for the meanings of each phrase and identified common topics among
phrases. Initially, it was necessary to list the same phrase in more than one cluster. In such
cases, | returned to the original transcription and attempted to determine the exact essence of the
phrase and made a definitive decision regarding the meaning and subsequently the appropriate
cluster of the phrase. | kept in mind that Hycner (1985) noted that it is typical to experience
ambiguity and overlap among data at this stage of the analysis.

Sixth Phase of Analysis

The next step included the creation of a fourth list that recorded both the clusters and the
relevant meanings. | included the original numeration of units of general meanings in order to
determine the placement of each phrase or idea in the original transcription. From these clusters
of relevant meanings, | was able to determine the central themes of the interview.

These specific steps allow for a rigorous and organized analysis of each interview. By
reviewing the entire interview and the list of generated themes, | created a summary of the
interview and described the recurring themes resounding through the interview. This summary
was compared to my personal journal entries of my feelings and impressions of the interview.
This comparison increased my awareness of my personal theories and thoughts about the
interview prior to the analysis of the data.

The summary of each interview was shared with the participant through electronic
communication prior to the subsequent interview meeting. | specifically asked each participant
to review the summary and contemplate the accuracy and their impression of each interview.
Participants replied to my electronic message affirming the summary of the interviews.

I examined each drawing and the words teachers used when describing the drawing.
These drawings served as a physical documentation of their feelings and experiences about
teaching and their personal development. | also reviewed each teacher portfolio and copied
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essential writings which documented beliefs, values and goals from the student teaching
experience. This documentation was crucial in corroborating how teachers described their
beliefs and values from their early career. The themes generated from both pictures and teacher
portfolios were listed in my personal research journal.

At the final interview, two participants offered a timeline of significant events and people
encountered over the course of their career. These timelines were used as a tool for discussion
and questioning about teaching experiences and the meaning assigned to those experiences.
Information from each timeline was considered as | analyzed interviews and drawings. These
events were noted in my personal research journal.

Seventh Phase of Analysis

Once all interviews and artifact analysis were completed, | generated a detailed
description of each participant's experiences using rich quotations from the interviews. Patton
(2002) encourages the qualitative researcher to open up the world of the participants to the reader
through rich, detailed and concrete descriptions of people and their experiences. My goal was to
share this information in such a way that readers would understand the experiences of the
participants. Within this composite summary of each participant, | included information
obtained through interviews, teachers' drawings, timelines and documentation from teacher
portfolios. I used numerous quotes from participants as a means of sharing their voice.
Composite summaries for each participant are included in chapter four of this document.

When a composite summary for each participant was complete, | conducted a cross case
comparison of the interviews of each participant, specifically addressing my research questions.
I looked for commonalities in perceived changes in the understanding of teaching, changes in
beliefs and values and significant events that influenced their professional identity as a teacher.
This analysis of common findings is included in the latter portion of chapter four of this
document. This comparison allowed me to identify common themes running throughout th