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Dedication 

To the novice teachers just entering the field of education.  May teaching be a journey 

and an adventure.   
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Epigram  

“Don’t let the noise of others’ opinions drown out your own inner voice.” 

 Steve Jobs 
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Abstract of the Dissertation 

 

Negotiating a Professional Self: The Shifting or Stability of Identity in Novice 
Teachers  

 
 

by 
 

Sharon Fargason 
 

Doctor of Education in Teaching and Learning 
 

University of California, San Diego, 2017 
 

Professor Amanda Datnow, Chair 
 
 
 

 California is in the midst of a teacher shortage crisis in part due to poor 

retention of new teachers and because of novice teacher attrition.  In response to this 

crisis, some teacher education programs have emphasized equitable teaching practices 

in urban schools so that teachers can experience more success in the classroom.  These 

programs produce teachers with a strong teacher identity towards reflection and 

student centered practices.  This is important since teacher identity manifests in 

classroom practice and commitment to the field.  However, studies show that teachers 

with strong identities are often confronted with different beliefs and practices during 

their early teaching years.  New teachers often find that the contexts and cultures 
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present in their new schools leave them feeling that they do not have the agency 

needed to operationalize the identity they have formed.  Thus, new teachers often shift 

their identities in order to align them with the ideas present in their new schools. Using 

frame analysis, this qualitative study explores how novice teachers interpret their role 

as new teachers and how this affects identity development.  

 In this study, an analysis of digital video projects completed when the 

participants were near completion of their teacher education program was done in 

order to determine the nature of identity before the participants began their first year 

of teaching.  Interviews were conducted to uncover teachers’ interpretations of how 

and why their identity developed over the course of their first year.  

 Analysis of the data revealed that the participants took on different archetypal 

patterns that were a combination of their personality, pre-service identity, disposition 

toward learning, and their notion of how to handle the insecurities of being a first year 

teacher.  These factors led them to frame support structures at their school differently, 

and this framing led each teacher archetype to act in different ways within their 

school.  This study’s contributions to research and theory, as well as implications for 

policy, practice, and future research are also discussed. 



 

1 

Chapter 1: Introduction 

California is in the midst of a teacher shortage crisis. The teacher workforce is 

faced with rising student enrollments combined with an increase in retirements 

(Commission on Teacher Credentialing, 2015; Ingersoll & Smith, 2003; Sandy, 2015). 

In California, the need for teachers highly outnumbers the amount of new credentials 

that are issued from teacher education programs.  Figure 1 shows that the demand for 

teachers has been steadily increasing since 2011, while the number of new credentials 

issued is in decline. 

 

 

Figure 1. Preliminary credentials and estimated new hires. (California Department of 
Education and California Commission on Teacher Credentialing; SRI Internationals 
cited in Sandy (2015).  
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 However, the largest contributor to the shortage crisis is teacher attrition 

(Ingersoll & Smith, 2003; National Commission on Teaching and America’s Future 

(NCTAF), 2003).  Up to 50% of teachers leave the profession within their first five 

years (Ingersoll & Smith, 2003).  In addition to causing a shortage, attrition negatively 

affects student achievement and is extremely expensive for schools and districts 

(Barnes & Crowe, 2007).  While many new teachers leave the profession because of 

workplace conditions and low salary (Ingersoll & Smith, 2003; Quartz & Group, 

2003), many also leave because of feelings that they are ineffective.  The Los Angeles 

Times recently ran a story about the current teacher shortage in which they 

interviewed teachers about the problem.  Novice teacher, Tamara Moore, reported that 

she felt that she could not give students all the things they needed because of the 

school’s focus on test scores (Blume, 2016).  As many teachers do, Moore left the 

school she was teaching at because of this feeling.  

  Johnson and Birkeland (2003) explain, “merely recruiting promising teachers 

will not guarantee a solution to the school staffing challenge” (p. 606).  Instead, it is 

important for school leaders and policymakers to help new teachers feel successful in 

their classrooms by giving them appropriate assignments and structuring a support 

network at the school.  New teachers who felt that their schools lacked support were 

more likely to move on from teaching because they felt as though they could not be 

effective.  It is important that novice teachers have a high sense of self efficacy in 

order for them to be successful in their jobs (Hoy & Spero, 2005; Megan Tschannen-
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Moran, 2007), and this is essential for their commitment to the field (Bogler & 

Somech, 2004).  

Quartz, Olsen, Anderson, and Lyons (2010) profiled graduates of the UCLA 

teacher education program and found that there were three reasons why novice 

teachers chose to remain in the field.  First, teachers needed to feel a sense of 

autonomy and control over their work.  When they felt that their autonomy was 

constrained, it seemed as if they were being pushed out of the classroom.  In contrast, 

teachers felt great satisfaction and commitment when they were able to be in control 

of the decisions made in their classrooms.  In addition, teachers needed to be able to 

build supportive social networks that helped them create the kinds of changes they 

hoped for in their schools.  Finally, teachers needed to feel that they could make a 

difference in their placement.  This added a sense of purpose to the hard work that 

they were engaged in.  Teachers who felt they were able to do these things, to some 

extent, chose to remain in teaching despite difficult conditions.  

Many California districts have implemented programs to increase teacher 

incentives that will encourage them to remain in the profession (Podolsky & Sutcher, 

2016).  These include financial incentives as well as offering mentoring programs to 

new teachers. In addition many districts have focused on giving teachers adequate 

time to collaborate with each other either within the school day or by offering 

compensation for time spent planning outside the classroom.  

 The National Commission on Teaching and America's Future (NCTAF) (2003) 

found that, in order to decrease novice teacher attrition, new teachers need to be able 
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to collaborate with other teachers and build strong learning communities.  They found 

that strong learning communities would help to sustain teachers as they grow in their 

practice.  The NCTAF explains that successful teachers are learner-centered, knowing 

and attending to “the knowledge, skills, beliefs, and backgrounds each child brings to 

the classroom” (p. 44); they are knowledge-centered, where the what and the why of 

each lesson matters, and they are assessment-centered, where formative assessment is 

the basis of their instruction.  Since each of these areas requires reflection that arises 

out of discussion and sharing, “teachers need time and opportunities to work with 

school colleagues, mentors, and others who can support the learning community” (p. 

46).   

In response to the problem of attrition and these recommendations, several 

universities have structured their pre-service teacher education programs to emphasize 

equitable practices in urban schools (Commission on Teacher Credentialing 

Accreditation Team, 2014; Quartz & Group, 2003; Quartz et al., 2010; Quartz, Olsen, 

& Duncan-Andrade, 2003; Rasori, 2012).  Programs like these use inquiry as their 

main pedagogical tool and encourage students to grapple with important educational 

issues.  They help teacher candidates to teach constructively and become skilled in 

reflection.  Teacher candidates learn how to be culturally responsive in their teaching 

and leave with a high level of self-efficacy (Quartz & Group, 2003; Quartz et al., 

2003).  In addition, Rasori (2012) found that teacher candidates in programs like these 

gain a strong sense of teacher leadership and agency while in the program.  They have 

higher retention rates, but there is little data about whether or not they have retained 



 

 

5 

the values of their program (Quartz et al., 2003).  Johnson & Birkeland (2003) found 

that just because teachers were promising candidates in promising programs didn’t 

mean that they had the proper support to teach well.   

In fact, studies of teacher identity have found that, despite what they learned in 

their programs, novice teachers often revert to pedagogical and cultural practices 

learned from their past educational histories (Britzman, 1986; Flores & Day, 2006; 

Olsen, 2008a, 2008b, 2011).  In their study of novice teachers, Flores and Day (2006) 

used interviews and questionnaires to measure how their identities were shaped and 

reshaped throughout their first two years of teaching.  These teachers felt that the 

cultures and demands of their new schools made it difficult to implement the 

“utopian” (p. 224) values and teaching methods of their pre-service program.   Several 

teachers felt that their program had mislead them into thinking that it was possible to 

teach constructively in the real world.  In many cases, these new teachers reverted to 

didactic instruction despite their feelings that they should be teaching differently.  In a 

similar study, Horowitz (2014) found that new teachers felt they were unable to enact 

the identity they had formed in pre-service programs because of the structural and 

cultural constraints in their new schools.  These teachers felt that these new contexts 

were forcing them to abandon the practices they had learned in their program. 

However, why these feelings occur for some teachers and not others remains 

unknown.  Thus, this dissertation will examine the persistence or shifting of teacher 

identity in teachers who completed their pre-service teacher training in the Teacher 

Education Program in the Education Studies Department (EDS) at the University of 
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California, San Diego (UCSD).  The EDS Teacher Education Program focuses on 

equitable practices for diverse students and culturally responsive teaching, and helps 

students to critically examine and grapple with widely held cultural and pedagogical 

practices.   Graduates leave with a strong sense of efficacy, agency, and teacher 

leadership (Commission on Teacher Credentialing Accreditation Team, 2014; Rasori, 

2012).  However, research has not yet been conducted to determine why these values 

shift or persist into the first few years of teaching.  

My Experience 

During many of the years that I have been teaching, I have hosted student 

teachers from UCSD’s EDS program in my classroom.  I have watched them grow in 

pedagogical and content knowledge and have watched them gain skill and confidence 

in their teaching abilities.  Often, my student teachers keep in touch with me 

throughout their first years of teaching.  Through these interactions, I learn much 

about their challenges and successes in the classroom.  Additionally, these new 

teachers often ask many questions about how to navigate the tensions between the 

ideas they learned in the EDS program and the ideas and policies that exist in their 

new school.  It is through these interactions that I have learned that some EDS 

graduates have abandoned many of the practices taught by the EDS program.  Others, 

however, have held onto the beliefs and practices that they espoused when they left 

UCSD despite the obstacles and roadblocks they encountered.  My continued 

experience with recent EDS graduates has been a driving force for my curiosity about 
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how new teachers, who recently graduated from the EDS program, make decisions 

during their first years of teaching. 

I conducted a pilot study about novice teacher identity that furthered my 

interest in studying the experiences of recent EDS graduates.  To conduct this study, I 

did two video-elicited interviews with teachers that had recently graduated from the 

EDS program.  Both participants were formerly my student teachers and had been 

teaching two years or less.  I used the videos they had created while in EDS 204, 

which was one of the final classes they took in the program.  In these videos the pre-

service teachers reflected on how they became a teacher and about their beliefs and 

values (Halter & Levin, 2014).  Through these interviews, I learned that these two 

teachers had a strong teacher identity that they attributed to their educational histories 

as well as to the professors and curriculum in the EDS program.  They both felt that 

their identities had been confronted and their beliefs challenged within their first two 

years of teaching, but each chose to handle this in different ways.  While one 

participant felt confident in debating and “pushing back” on her colleagues, the other 

felt that she should close her door and do certain things in private.  I found that each 

teacher adopted a different frame that may have caused her to interpret her experiences 

differently.  This pilot study helped me to understand why some teachers shift their 

identities and made me wonder about the larger role that framing may take in this 

process.   
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Research Focus 

 My experiences have instantiated the current research on teacher identity and 

have highlighted the need to study how and why teacher identities shift during early 

years of teaching.  Through the combination of research and my experiences, the 

following research questions have emerged:  

How and why does teacher identity shift or persist during the first year of teaching? 

a) How do policy, school culture, and personal interactions contribute to the 

shifting or stability of teacher identity? 

b) How do novice teachers make decisions about classroom practice and what 

factors are involved in their decision making process? 

c) How do novice teachers frame their teacher development?  How do these 

frames affect their decisions?  Why do they hold particular frames at particular 

times? 

These questions will be addressed through a qualitative study that examines teacher 

identity of 15 recent EDS graduates.  Through video elicited interviews using videos 

that the EDS graduates created at the end of their student teaching, I explored how 

these teachers changed during their first year in the classroom.  This study draws from 

ideas from identity theory, agency, and frame analysis to form a conceptual 

framework of how identity shifts over time.  

Significance of Study 

This study adds to the literature about novice teacher identity.  Current 

research in teacher identity shows that a teacher’s identity often shifts away from the 
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identity formed during pre-service education (Flores & Day, 2006; Olsen, 2008a, 

2008b, 2011).  However, this study will give insight into the specific causes of this 

shift on a fine-grained level and will contribute knowledge that can assist with teacher 

retention.  Interviews will reveal nuances in the dynamics with teachers’ interactions 

with policy, school culture, staff members, and those in their social circle that may 

contribute to shifting of identity or allow for its stability.  Additionally, this study will 

build upon the findings of Rasori (2012) who found that teacher candidates from EDS 

are prepared to be teacher leaders and change agents in their new careers.  This study 

will examine the next steps in EDS graduates’ teacher development to discover the 

degree to which these feelings are still true and what may have influenced any shifts 

that occurred.  By bringing together literature on agency and framing, this study 

provides a unique way of analyzing teacher identity in novice teachers. 
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Chapter 2: Literature Review 

In this review of the literature, I will examine three bodies of research that will 

lay a foundation for my study.  First, I review theory and research on teacher identity.  

This work provides a useful framework for understanding how teachers form and 

reform their identities as well as how identity impacts classroom practice.  Next, I will 

analyze the body of research on teacher agency in order to explain the way in which 

agency moderates the relationship between teacher identity and classroom practice.  I 

conclude the review by discussing a body of work about framing, which provides an 

analytical lens through which teacher agency can be viewed.   

Teacher Identity 

 In the wake of the teacher attrition and turnover problem, teacher education 

and development are especially important (Olsen, 2011).  Teacher identity has become 

a useful frame to use when exploring teachers and teaching as well as their 

development in teacher preparation and during their first years of teaching (Gee, 2000; 

Olsen, 2011).  According to Horn, Nolen, Ward, and Campbell (2008), identity refers 

to “the way a person understands and views himself, and is often viewed by others” (p. 

62).  It can also be thought of as the kind of person one is or the kind of person others 

recognize him to be (Gee, 2000; Lasky, 2005).  Identity is not, however, the “role” the 

teacher takes.  Rather, it is the dynamic process and product of creating one’s own 

professional “self” (Olsen, 2011).     

 Teacher identity is shaped by many things and is often a tacit part of one’s 

thinking that shapes the actions they choose to take (Beijaard, Meijer, & Verloop, 
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2004).  Identity emerges from language use and is represented with language.  Olsen 

(2011) states, “this means that any view of teacher identity should centralize roles of 

language and language practices in identity formation” (p. 262).  Therefore, it is 

necessary to analyze language and discourse in trying to understand identity and 

identity development.  Also shaping identity are beliefs and dispositions (Drake, 

Spillane, & Hufferd-Ackles, 2001) that are constructed from an infinite number of 

(often conflicting) sources.  Olsen (2011) stated, “any teacher self is multifaceted, 

frequently composed of competing parts, and as much about emotions and ideologies 

as about rational bodies of intellectual knowledge” (p. 267).  He explains that teachers 

are constantly organizing, accepting, and rejecting phenomena based on lived 

experiences and views of how the world is.  Learning and development often occur 

from resolving conflicts between identities.  Olsen (2011) states that teachers 

continually “negotiate tensions” (p. 267) between conflicting identities and adds that 

this negotiation is between identities that have been formed in many different contexts.  

Identity begins formation during early education and continues through the teacher 

education program and throughout their professional lives.  As Coldron and Smith 

(1999) state, “some of [a teachers’] identity is born with them, some is achieved, and 

some is thrust upon them” (p. 714).  

 Some of a teacher’s identity is born with them.  Teacher identity is 

constructed throughout a teacher’s life.  It is not something that is merely perceived or 

that others interact with (Olsen, 2011), but something that is actively shaped beginning 

early with early educational experiences.  Thus, a teacher’s identity is self-created 
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from historical and experiential sources.  Many teachers begin to form their identity 

when they are “playing school” while growing up (Olsen, 2008a).  Similarly, images 

of teachers and teaching from experiences of elementary school begin to shape early 

teacher identity by creating ideas of what teaching should be (Britzman, 1986; Olsen, 

2008b).  Identity development can be seen as a “cultural study of persons in practice” 

(Olsen, 2011, p. 266).  Many female teachers enter the profession because of female 

teachers they have observed during their lives or because their female family members 

were also teachers.  In his study of teacher identity, Olsen (2008a) interviewed 

teachers to learn about how their early memories of education influenced their teacher 

identity.  He found that they often recreated images of their teachers from early 

educational experiences during role-play scenarios where they pretended to be 

teachers.  These images involved lecturing and evaluating student work.  For these 

teachers, observing others in teaching roles throughout their development largely 

formed their ideas of how teaching should be.   

 Britzman (1986) described educational “myths” that have become cultural 

norms because they have been passed down through several generations through 

observation and imitation by new teachers.  The myths include the idea that the 

teacher must know everything, that she is the holder of the knowledge, and that 

everything depends on her (Britzman, 1986).  Many teacher education programs work 

to combat these myths and give students other experiences to help them form new 

schemas for good teaching and shift their identities away from these practices (Quartz 
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et al., 2003), however, these cultural norms (or myths) often persist when a teacher’s 

identities come into conflict during their first years of teaching (Flores & Day, 2006).  

Some of a teacher’s identity is achieved.  There has been an abundance of 

research on the effects of teacher education programs on identity.  Experiences 

occurring prior to entry into a pre-service program affect the ways that student 

teachers engage in their program (Horn et al., 2008).  They also influence the ways 

that they “take up,” and apply the ideas that they learned (Olsen, 2008b; Sexton, 

2008).  Horn et al. (2008) identified ways that students in teacher education programs 

may shift their identities during the course of their learning.  These students may 

identify with new learnings and integrate them into their existing identity or may go 

through a process of negotiation, where the new ideas learned begin to shift their 

identity.  Pre-service teachers who integrated or negotiated new identities talked about 

instructors that they trusted and admired that helped them reshape their ideas and 

identities.  Olsen (2008b) found that experiences in pre-service teaching programs can 

be confirmatory or dis-confirmatory toward pre-existing identity, and other times, the 

student teacher might interact with either type of experience without allowing it to 

contribute to their identity.  In his study of new teachers, Olsen (2008b) collected life 

histories from teachers and interviewed them about their teaching experiences.  He 

found that teachers’ pre-existing identities were powerful, and at times the ideas and 

values taught in their pre-service program came into direct conflict with the identity 

that they had already formed.  Some teachers dealt with the tension between ideas by 

allowing their pre-existing identity to persist while appropriating new knowledge into 
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their (already set) schema of good teaching, while others struggled in the tension and 

allowed the struggle to slowly change their ideas.  Confirming these findings, Rogoff 

(2003) describes how participation in a cultural community may vary due to identity.  

While individuals may be gathered into a community that has the same general goals 

and understandings, each person within the community will come with different 

“points of view, practices, backgrounds, [and] goals” (p. 81), which are all aspects of 

their identity upon entering their program.  Thus, a person’s sense of self and their 

beliefs affect the way they interact with their teacher education program, however 

participation in that program also affects their continual development of identity 

(Rogoff, 2003).  Other studies have found that student teaching and school practicum 

experiences had the largest impact on teacher identity (Merseth, Sommer, & 

Dickstein, 2008; Poulou, 2007).  However, even when programs intentionally placed 

students in practicum placements and held collaborative meetings to debrief those 

experiences, the identities that were formed during these times were often lost during 

the first two years of teaching (Freedman & Appleman, 2008).  

Some of a teacher’s identity is thrust upon them.  A teacher continues to 

develop their identity once they begin teaching.  In their first years, new teachers often 

find that the ideas and identities formed in their teacher education program don’t seem 

to align with the contexts and culture of their new schools.  Because of this, new 

teachers often shift their identity in order to meet the needs of school contexts 

(Beijaard et al., 2004; Flores & Day, 2006; Freedman & Appleman, 2008).  Identity 

development is highly affected by cultural and contextual influences of the schools 
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where new teachers begin their teaching careers (Beijaard et al., 2004; Coldron & 

Smith, 1999).  The way the school and faculty interact with reforms (Lasky, 2005), 

and their opportunities to form collaborative working relationships (Flores & Day, 

2006) were found to be contextual issues that highly affected teacher identity.  

Coldron and Smith (1999) found that new teachers work hard to socialize themselves 

into the schools where they work.  However, this is a complex process of choosing 

which tools to use out of the wide array of those they perceive are available to them.  

When negotiating the tensions between socializing into their new school and holding 

on to their identity formed during their teacher education program, teachers may have 

to decide to “change or to remain” (Coldron & Smith, 1999, p. 715).  Identity 

formation can be passive as it is “given” by others working at the school or can be 

actively formed from purposeful individual choices.  This is important since teacher 

identity is manifested in classroom practice (Beijaard et al., 2004; Coldron & Smith, 

1999; Drake et al., 2001) and influences how decisions are made in the classroom 

(Enyedy, Goldberg, & Welsh, 2006).  Ronfeldt and Grossman (2008) found that 

novice teachers go through a complex process of negotiating identity during their first 

years of teaching.  Novice teachers experiment with possible ways of being that they 

have seen enacted by professors or other teachers.  They may experience tension when 

they feel that they cannot be the teacher that they want to be because of contextual or 

policy related issues (Ronfeldt & Grossman, 2008). 
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Agency 

It has recently become apparent that “attending to identity alone is not 

sufficient in accounting for people’s ability to navigate effectively in the complex, 

changing circumstances of their work life” (Horowitz, 2014, p.77).  A new teacher 

also needs to feel that they have the ability to act upon the surroundings around them.  

Teachers need to feel that they have a degree of control over the social situations for 

which they are enmeshed (Sewell, 1992).  This sense of control, or agency, works in 

tandem with teacher identity, and the two are complimentary in “leading to acts of 

social change" (Moore, 2008, p.607).  Horowitz (2014) states that, for teachers, “the 

ability to function effectively and creatively in an environment, involves three related 

elements: being sufficiently immersed in the context to operate fluently in it, taking 

stock of the conditions, and having a direction or purpose to go forward" (p. 77).  Thus 

a new teacher needs agency in order to navigate the contexts of their new school and 

to act in a manner consistent with their established identity.  A strong sense of agency 

is needed for a new teacher to stay true to one’s identity once in their career 

(Vähäsantanen & Eteläpelto, 2009).   

Teachers can take an agentive stance by actively supporting and creating 

reform, rejecting it, or passively accepting it (Datnow, 1995; Olsen & Sexton, 2009).  

Olsen and Sexton (2009) found that those who appeared to accept directives from 

administration often did what they felt was right once their classroom door was closed.  

Teachers who passively accepted reforms or directions from administration or 

supervisors may have had a weak identity and felt that they should do what they’re 
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told even if they didn’t agree (Moore, 2008).  Furthermore, teachers with a high sense 

of agency often “pushed back” on their peers or administration when they didn’t agree 

with them.  However, teachers with a low amount of agency felt that they must do 

what they were told (Ketelaar, Beijaard, Boshuizen, & Den Brok, 2012).   

The role of context. The agentive role a teacher plays is largely dependent on 

the contexts surrounding her (Lasky, 2005).  In this way, agency is not only the ability 

to act, but also the ability to act within a particular context (Priestley, Edwards, 

Priestley, & Miller, 2012).  It is a combination of personal capacity combined with 

elements of the environment (Biesta & Tedder, 2007).  Datnow, Hubbard, and Mehan 

(1998) explain that culture also plays a role in teacher agency by mediating the 

relationship between actions and structural constraints within the school.  Culture 

affects the actions a teacher takes in relation to the structural barriers she faces.  

Teachers may experience structural barriers to agency such as directives from 

administration, implementation of policies, and availability of resources.  

Additionally, the culture of a school, power relations within, or ideological subcultures 

can be a barrier to democratic agency meant to change the status quo (Datnow, 1995).  

Teachers who wish to be democratic agents need to be able to take control of 

structural and cultural barriers and mobilize resources in order to transform the social 

situation of the school where they work (Priestley et al., 2012; Sewell, 1992).  

The role of social positioning.  While school context plays a large part in 

fostering or thwarting agency, pre-service teacher education programs have a role in 

creating a person’s agentive stance.  Tamir and Hammerness (2014) found that teacher 
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education programs that had a strong vision of good teaching and provided 

opportunities for students to enact that vision in practice played a critical role in 

preparing teachers to have a strong sense of agency in their first teaching jobs.  In a 

study of the students in the teacher education program in EDS at UCSD, Rasori (2012) 

found that the students espoused the program’s vision to be agents of change in their 

careers.  Students stated that the professors in the program and their practicum 

experiences prepared them to be critical of the status quo and to be democratic agents 

in their new schools. However, despite a new teacher’s feelings of agency when they 

leave pre-service teacher education programs, new teachers often express feeling a 

loss of agency during their first years of teaching.  Often, they are not able to act in a 

way consistent with their identity (Sexton, 2008).  Novice teachers often feel that they 

must do what they are told since they are low on the totem pole at their school 

(Ketelaar et al., 2012).  Due to their low status, new teachers often follow directives 

that do not connect with what they had just learned in their credential program because 

they feel that they have no other choice but to do so.  In their study, Ketelaar et al. 

(2012) found that novice teachers often felt a sense of ownership towards the 

innovations occurring at their school when they also felt a high degree of agency.  

However, at times, teachers felt a moderate degree of agency and did not feel 

ownership toward an innovation because it directly contradicted with their identity.  

While these teachers distantiated themselves from the innovation, they often 

implemented it and learned to tolerate it because of a sense of duty.  Novice teachers 

often felt that they should publicly support the school’s administration despite their 
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beliefs about administrative directives (Olsen & Sexton, 2009).  The loss of agency in 

new teachers is often confounded by veteran teachers’ perception of them.  Tamir 

(2014) found that some principals viewed new teachers to be “terrible” (p. 172), and 

veteran teachers felt that new teachers had nothing to offer in the way of content or 

pedagogical knowledge. Whether or not the mentor teacher perceived the new teacher 

poorly, novice teachers often felt powerless because of their social positioning to their 

mentor teacher (Harre & Slocum, 2003; Kayi-Aydar, 2015).   

Framing 

 While teacher agency is shaped by the cultural and structural contexts of the 

school and society, the way that teachers frame the cultural and structural contexts 

they are enmeshed in may influence the level of agency they feel.  Recent literature on 

framing has drawn attention to the different ways students and teachers behave 

depending on the way they frame a given situation.  Actions may change in 

accordance with the frame held by an individual, and in this way the concept of 

framing complements the literature about teacher identity and agency. 

 Framing is a useful analytical lens that has its roots in sociology and 

communication theory and is used to describe how a person forms a sense of “what is 

going on here?” (Goffman & Berger, 1986; Redish, 2004).  Another way people have 

thought about this is Schema Theory (D’Andrade, 1995), although framing may be a 

more useful construct for understanding the ways that a person’s behavior changes in 

very short periods of time.  Tannen and Wallat (1987) described the ways in which the 

actions of a doctor varied as she simultaneously attended to her young patient, her 
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mother, and a tape recorder being used for teaching purposes.  The actions of the 

doctor shifted rapidly as she framed the situation in different ways.  Recently, this 

construct has made its way into research on science education, as it describes how 

teachers and students interpret what kind of activity they are engaging in (Elby & 

Hammer, 2010).  For instance, a class assignment may be interpreted by students as an 

activity in which they are supposed to make sense of the world or, conversely, should 

collect knowledge from worksheets and other authority sources (Scherr & Hammer, 

2009).  Hammer, Elby, Scherr, and Redish (2005) state that framing is “a set of 

expectations an individual has about the situation in which she finds herself that affect 

what she notices and how she thinks to act” (p. 9).   

 Resources for framing can be activated at different times.  An important 

development to the theory was the idea that people have certain resources, or skills, 

that can be activated and used as their framing of a situation suggests and permits.  A 

person would activate a different subset of resources depending on the type of 

situation they were in (Redish, 2004).  Most people have the resources to accomplish 

different kinds of tasks, but each situation calls for the activation of one set of 

resources over another.  

 Students use resources when engaging with tasks in the classroom (Hammer et 

al. 2005).  Certain utterances that may be seen as misconceptions could actually be the 

activation of resources that may not be appropriate for the situation.  For instance, a 

student who incorrectly states that a mirror needs to be as tall as one’s body to be able 

to see the whole self in it may be using their experience with doors (which have to be 
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life-sized to be able to fit your body in them) to think about this new situation.  

Students draw upon different resources depending on how they frame the task at hand 

(Elby & Hammer, 2010).  A child trying to figure out what is for dinner may use 

resources for asking a parent, while a child trying to figure out what his mother is 

hiding behind her back uses contextual resources to figure out that, since it is his 

birthday, it must be a present that his mother is hiding.  A changing context activates 

different resources and can sometimes cause students to shift their conceptions within 

a single task (Elby & Hammer, 2010; Hammer et al., 2005; Redish, 2004).  In this 

way, framing is the activation of a set of resources (Hammer et al., 2005).   

 Epistemological frames can affect the way a person collects knowledge. 

The way a person frames where knowledge, in a particular instance, comes from is his 

or her epistemological frame (Redish, 2004).  Thus, the child who decides that he is 

having spaghetti for dinner because his father told him sees knowledge as coming 

from a source of authority.  Elby and Hammer (2010) refer to this type of knowledge 

as “propagated stuff” (p. 7).  The child who figures out that his mother is hiding a 

birthday present sees knowledge, in that instance, as constructed (Elby & Hammer, 

2010).  A student’s epistemological frame of the task at hand affects the way that he 

approaches it and the things that he does while engaging in the task (Redish, 2004), 

and these frames can affect the quality of his learning (Hammer et al. 2005).  When 

students are able to activate new resources for epistemological framing within a 

learning task, they were able to increase their level of success (Elby and Hammer 

2010).  This can be done by teaching students how to activate their resources for 
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making sense of knowledge rather than accepting it from an authority source (Elby & 

Hammer, 2010; Hammer et al., 2005).  A student’s epistemological frame can change 

often over the course of an activity and may guide the actions and behavior that he 

displays throughout the activity (Scherr & Hammer, 2009).  Just as students’ 

epistemological framing may change on its own in the course of a task, students’ 

frames may change due to the context or culture that the teacher creates, and teachers 

can change their instruction in order to change the epistemological frame being 

activated by a student at a particular time (Watkins, Coffey, Maskiewicz, and Hammer 

in press).  The way that teachers assess their students’ ideas affects the students’ 

epistemological framing within an activity since students may vary their responses 

based on whether they perceive that the teacher “wants” correctness or ideas that make 

sense (Coffey, Hammer, Levin, & Grant, 2011).  

 The way a teacher frames an activity may affect her behavior.  Just as a 

student’s framing might influence their behavior, the way that a teacher frames the 

activity she is involved in may influence her behavior.  In their case study of how 

teacher framing shapes instructional decisions, Lineback and Goldberg (2010) 

discovered that the teacher’s behavioral patterns changed as her frame shifted 

throughout her instruction.  Thus, when she interpreted the activity as one that was 

focusing on content, she tended to use an initiation, response, evaluation format 

(Mehan, 1979) in her discourse with students.  When she felt that she was promoting 

student interaction and discussion, she acted as a “traffic cop” (p. 5), indicating which 

student should go next without offering her assessment of the students’ ideas.  Finally, 



 

 

23 

when she interpreted the activity as one where she was to focus on student ideas, her 

teaching moves and discourse were meant to understand, clarify, and build on student 

ideas.  Just as a teacher’s frame may influence her activity, the students’ activity may 

change the teacher’s framing of the activity.   Lau (2010) found that as students 

behaved in different ways throughout an activity, the teacher often adjusted her frames 

to shape or adapt to the students’ contributions.  Similarly, the way a teacher frames a 

discipline and her epistemological framing of knowledge within that discipline can 

explain why teachers choose to take up certain ideas and respond in particular ways 

(Enyedy, Goldberg, & Welsh, 2006; Maskiewicz & Winters, 2010).  

Professional development experiences can change the way the teachers frame 

the activities in their classes, as well as the way they assess their students’ ideas 

(Sherin & Han, 2004; Simons & Chabris, 1999).  Levin, Hammer, and Coffey (2009) 

found that novice teachers may teach in ways that are more sophiticated than 

developmental frameworks would predict (Berliner, 1988) because of the way their 

professional development experience were framed.    

Horn and Kane (2015) found that the way teachers’ framing of their work 

influenced the way that they approached certain tasks.  For instance, in determining 

what to teach next, some teachers adopted a “planning and pacing frame” (p.11) and, 

in turn, consulted their curriculum and teachers’ guide to instruct them on next steps.  

Other teachers at the same school adopted a “planning as building off of students’ 

current understanding frame” and, thus, spent their time analyzing student work.  In 

this sense, their frames “shifted the meaning of the activity” (p. 10).  Additionally, 
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Horn and Kane (2015) found that teachers’ frames can position them as feeling a sense 

of agency about student outcomes or feeling that they have no agency about what their 

students do.  These frames and agentive stances influence their classroom practice. 

Park, Daly, and Guerra (2013) found that school administration and leadership can 

shift the attitudes and beliefs of teachers by invoking different frames about reforms 

being implemented.  District and school leaders strategically used diagnostic, 

motivating, and prognostic frames to persuade teachers to use the desired reform 

effectively, and leaders had to confront the teachers’ existing beliefs that conflicted 

with their frames.  Similarly, Coburn (2006) found that authority figures, or those that 

held power within a school, had a large amount influence in constructing frames about 

reform.  These frames motivated and coordinated teachers’ actions in regard to reform 

and influenced the way that a problem was defined.  This, in turn “legitimized certain 

responses and not others, thus shaping the direction of future action” (p. 369). 

The current literature on framing show that students and teachers may behave 

and learn differently depending on the way in which they frame the activity they are 

in.  This study will draw from this literature by using it to examine how a new teacher 

frames the factors, contexts, and interactions of her new job and how these frames 

influence her development of teacher identity.  For example, a teacher who frames an 

interaction with a colleague as an experience where they are receiving knowledge 

from an authority figure may follow their advice despite how they feel.  Whereas a 

teacher who frames the same interaction as one where they are attempting to make 

sense of what was said in regard to the context of their classroom may take up the idea 
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more critically, using, revising, or rejecting the idea in a way that makes sense to 

them.   

Conclusion 

 This review of the literature reveals that identity and agency exist in close 

relationship and are integral to the understanding of the shifts or stability in novice 

teacher identity.  Figure 2 displays the relationship between agency, identity, and 

classroom practice.  Agency moderates the relationship between identity and 

classroom practice.  That is, agency influences the strength of the relationship between 

identity and classroom practice by influencing the degree to which one’s identity is 

able to be enacted. The following diagram displays the relationship between these 

elements. 

 

Figure 2. Relationship between identity, agency, and classroom practice. 
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 However, further research is needed to understand the reasons behind the 

agentive positioning that new teachers hold.  In this sense, framing becomes a useful 

lens to uncover how teachers view their school structures and culture.  This study will 

utilize the framing lens to add a new dimension to the above framework.  Arguably, 

framing affects the amount and type of agency that novice teachers feel they are 

allowed to have.  For instance, a novice teacher may feel that, because of the cultural 

and structural constraints at her school, she must follow adopted curriculum and 

pacing guides carefully.  Meanwhile, a teacher at the same school may interpret those 

same constraints as an invitation to innovate and improve the adopted curriculum.  

Figure 3 displays the relationships between identity and agency, where agency 

moderates the relationship between identity and classroom practice.  Framing becomes 

the lens through which new teachers interpret the type and amount of agency they are 

able to utilize. 
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Figure 3.  Relationship between, identity, agency, and framing. 

 

Using this framework will result in novel understandings of how and why teacher 

identity shifts during the early years of teaching.  
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Chapter 3: Methodology 

The goal of this study was to examine the contexts and interactions that cause 

shifting or allow for stability in teacher identity in novice teachers.  There is some 

research showing that novice teachers often reshape their identity or cannot enact their 

identities formed in pre-service programs once they begin teaching in schools.  

However, there is little research that points to the specific contexts and interactions 

that may contribute to novice teachers’ identity shifts or stabilities.  I merged the ideas 

from the identity and agency frameworks and looked at those constructs through the 

lens of framing to examine how teachers perceive their school contexts and 

interactions and how those perceptions contribute to identity shifts or allow for 

stability.  

This study was designed to answer the following questions:  

How and why do teacher identities shift or persist during the first five years of 

teaching? 

d) How do policy, school culture, and personal interactions contribute to the 

shifting or stability of teacher identity? 

e) How do novice teachers make decisions about classroom practice and what 

factors are involved in their decision making process? 

f) How do novice teachers frame their teacher development?  How do these 

frames affect their decisions?  Why do they hold particular frames at particular 

times? 

These questions were addressed through a qualitative research design.  
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Research Design 

 Qualitative research should be used when a researcher wishes to gain 

understanding of a phenomenon or a detailed understanding of the factors in a 

situation (Creswell, 2012; Merriam, 2009).  Since previous research has shown that 

teacher identity often shifts during the first years of teaching, I wanted to add to that 

research to better understand the factors that lead to the shifting or the stability of 

identity in novice teachers.  However, while these factors are important, I was also 

interested in finding out how novice teachers’ interpret these factors and the role that 

their interpretations play in their continued identity formation.  Qualitative researchers 

seek to understand how people interpret phenomena in which they are involved.  They 

want to understand the meaning of an instance, rather than the frequency of it 

(Merriam, 2009).  Qualitative methods are also used when the researcher wants to 

understand the individual along with the context of which they are a part (Creswell, 

2012).  This is important, as the participants in this study and the contexts they are in 

cannot be easily separated, and one is essential to the understanding of the other.  

Thus, qualitative methods were appropriate for me to use in this study.  

 Merriam (2009) states, “…another important characteristic of qualitative 

research is that the process is inductive; that is, researchers gather data to build 

concepts, hypotheses, or theories rather than deductively testing hypotheses as in 

positivist research” (p. 15).  Since there is a lack of research about the factors and 

interpretations that contribute to the shifting or stability of teacher identity, qualitative 

research allowed me to build hypotheses and concepts about this phenomenon.  This 
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study built hypotheses and concepts about the shifting or stability of teacher identity 

by looking at teacher identity and agency constructs through the lens of frame 

analysis.   

Site Selection 

 The participants for this study were selected from the group of pre-service 

teachers that finished the teacher education program (TEP) in the Department of 

Education Studies (EDS) at UCSD during the summer of 2015.  The selected teachers 

had just finished their first year of teaching.  EDS was an ideal place from which to 

select participants because of its strong value in equitable educational practices and 

developing teachers who would become change agents in their future places of work 

(Commission on Teacher Credentialing Accreditation Team, 2014). Additionally, 

Rasori (2012) found that students in the EDS program feel that the program prepares 

them to teach for social justice and to become change agents at their schools, helping 

others to do this also.  Recent EDS graduates were also ideal for my study because 

each of these students were required to create a video at the end of their program 

detailing their journey in becoming a teacher and highlighting practices and attitudes 

that they value in education.  These videos allowed me to learn about the participants’ 

identity before they began their first job as a teacher.  I used these videos along with 

the participants’ interview responses to uncover whether or not their teacher identity 

shifted and the potential causes for these shifts.     

 Approximately nine months before I began interviewing the recent EDS 

graduates for my study, I helped start, and became a participant observer of, a novice 
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teacher professional development group that met each month.  The group consisted of 

EDS graduates who had been teaching for five years or less.  The group (who called 

themselves “STEAMec” because of their focus on pedagogy in science, technology, 

engineering, art, and math) collaboratively engaged in experiences related to lessons 

they might teach in their classroom and discussed student work that they had collected 

while teaching these lessons.  I attended this group most times they met, taking notes 

of how they talked about their jobs and experiences, to help inform my interview 

questions and topics.  The teachers in STEAMec talked informally about how they 

interacted with colleagues, curriculum, and administrators at their school.  

Additionally, they discussed struggles they were having with being fully able to enact 

the teaching strategies they valued the most.  The time that I spent observing and 

participating in this group helped me to understand my participants more fully and 

learn about how they talk about their jobs.  This knowledge informed the interview 

schedule that I used during my data collection.  

Participants 

 This study utilized purposeful sampling to choose participants for the study.  

Maxwell (2012) states that this is a useful way to choose participants when trying to 

find information that is “particularly relevant to your questions and goals, and that 

can’t be gotten as well from other sources” (p. 97).  Therefore I purposefully chose to 

recruit all of the recent (2015) graduates from the EDS TEP program because of the 

program’s focus on equitable teaching practices and teacher leadership (Commission 

on Teacher Credentialing Accreditation Team, 2014; Rasori, 2012).  There were 
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twenty-six graduates from the 2015 EDS TEP cohort.  I interviewed fifteen of these 

teachers and used the following criteria to guide my selections.  

(1) Each of the participants had just completed their first year of full time 

teaching in their own elementary classroom.  Since this study focused on teachers 

working in elementary school classrooms, I felt it was important to only interview 

teachers in one domain, as Siskin (1991) explained that elementary and secondary 

schools vary greatly in their school cultures and structures.  Elementary teachers tend 

to have more interaction with colleagues while secondary teachers tend to be more 

isolated in subject departments.  Maxwell (2012) states that is important to gain an 

understanding of your participants before interviewing them.  Since I am an 

elementary teacher who completed the teacher education program at EDS, I felt that I 

was better equipped to understand the complexities of the social processes described 

and interpret the responses given by elementary teachers.  

 (2) Participants were from a variety of school districts.  Additionally, it was 

important to interview teachers from several different districts, and I aimed to get 

clusters of participants in particular districts where feasible.  Achinstein, Ogawa, and 

Speiglman (2004) found that school districts differ in their professional cultures, and 

therefore encourage and allow for different teaching practices.  They also differ in 

their interpretation of state policies and their response to performance measures 

(Achinstein et al., 2004).  Because of this, I hypothesized that varied school and 

district contexts may influence teachers’ framing in different ways that may affect 

their identity development.      
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Locating the participants. There were twenty-six possible participants for my 

study, but I narrowed the group down to fifteen based on the above criteria and on 

who responded to my recruitment attempts.  The videos that the EDS 204 students 

created were on a public website, which allowed me access to them before I began 

recruiting.  In order to get into contact with participants, I used publicly available data 

to locate them and determine their contact information.  I looked them up on the 

Internet and used their school websites, LinkedIn, and Facebook to try to establish 

contact. 

I sent each possible participant an email explaining my study and asking if they 

would be willing to participate.  A few of the teachers I emailed responded right away.  

Once they agreed to be interviewed as part of my study, they chose a convenient time 

and location (outside of their school) for the interview.  However, for most of the 

teachers, I sent out multiple emails reminding them about my initial attempt to contact 

them, and once we finally met to complete my interview, they expressed that these 

reminders were helpful since the initial attempt came at such a busy time of year.   

Most of the teachers who participated taught in elementary schools, although 

one taught sixth grade in a middle school.  Eleven of the schools the teachers worked 

at served low-income students.  Three served a mix of low to middle-high income 

families and one school served majorly middle-high income students.  All but one 

school served a large percentage of students who were English language learners.  

Table 1 shows a list of participants and their schools and districts.  For the purpose of 

confidentiality, all names including those of schools and districts are pseudonyms.   
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Table 1. Participants and Their Assignments 
 

Name Gender Teaching 
Assignment 

School Name District Name 

Tiffany Female 2nd grade Sunny Hills  Ciudad 
Brillante 
 

Jacqueline Female 3rd grade Tranquility 
Elementary 

Charter 
 
 

Florence Female 3rd grade Tranquility 
Elementary 

Charter 
 
 

Julie Female Kindergarten  Willow Park 
Elementary  

Sunnydale 
 
 

Lauren Female 2nd grade Angelwood 
Elementary 

Seaview  
Unified 
 

Justine Female 2nd grade Paradise 
Elementary  
 

Punto Norte 

Carmen  Female 5th grade Paradise 
Elementary  
 

Punto Norte 

Janet Female 6th grade- 
elementary 

Eastside 
Elementary 
  

Rolling hills 

Jennifer Female Kindergarten- 
Dual Language 

Clearwater 
Elementary 
 

Vista Del Rey 

Caitlyn Female 3rd grade Coral Coast 
Elementary  

Vista Bonita 
 
 

Lucy Female 3rd grade- Dual 
Language  
 

East Shores 
Elementary 

Seaview 
Unified 

Francis Female 1st Dual 
Language 

Providence 
Elementary 
 

Seaview 
Unified 

Caroline Female 4th grade Seacoast 
Elementary 

Vista Bonita 
 
 

Frank Male 6th grade- middle 
school 

Spring Hill 
Middle School  
 

Charter 

Chloe Female Kindergarten Eureka 
Elementary 

Charter 
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Name Gender Teaching 
Assignment 

School Name District Name 

School 
 

Data Collection 

Using multiple methods of data collection allows researchers to triangulate 

their findings to ensure accuracy (Mertens, 2014).  For this study, I analyzed videos 

created by EDS students during one of their final courses in the TEP program and used 

my analysis of these videos to guide a video elicited interview with their makers after 

they had completed their first year of teaching.   

Video analysis.  As noted above, during their final summer in the TEP 

program at UCSD, students create a five-minute video that depicted their process in 

becoming a teacher (Halter & Levin, 2014).  Although the content of these videos 

varied widely, many contained evidence of the identities of the teachers who created 

them.  Students who made these videos reported that the process of making them 

helped them delve into their personal being and showcase the parts of themselves they 

felt were important.   

 I analyzed these videos to gain an understanding of my participants’ identities, 

as described by them, at the end of their student teaching.  The literature on teacher 

identity states that it is in fluid formation and is a combination of many factors and 

experiences.  One way to describe identity is as the kind of person one is (Gee, 2000), 

and was often something that was portrayed in the videos using a form of an “I am” 

statement.  Sachs (2005) states that identity “provides a framework for teachers to 

construct their own ideas of ‘how to be’, ‘how to act’ and ‘how to understand’ their 
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work and their place in society (p. 15).  This framework provides three types of 

instances that were in the videos that also pointed toward teacher identity.  Finally, 

Rodgers and Scott (2008) note that identity formation includes “external aspects 

(contexts and relationships) and internal aspects (stories and emotions)” (p. 733).  

Therefore, I looked for evidence of each in the videos.  It was important to pay 

attention to educational histories (Olsen, 2008a) and experiences from their pre-

service development (Horn et al., 2008) in pulling out identity from their internal and 

external aspects of self.  Olsen (2008) found teachers’ reasons for entering the field 

had a part in shaping their identity as well as how they interacted with their pre-service 

teacher program.  Therefore, I looked for mention of reasons for entry in each video I 

watched.  Additionally, I looked within the video to find instances where the maker 

gave credit to the TEP program at EDS for taking a part in their identity formation.  

Pre-service programs such as the program at EDS can positively shape a teacher’s 

identity, but this is often not enough to combat the difficulties during the first years of 

teaching (Freedman & Appleman, 2008).  Therefore, it was important to analyze the 

videos for evidence of identity formation from reasons for entry and from pre-service 

development.  A copy of the video analysis guide can be found in Appendix A.  

  As Tobin, Wu, and Davidson (1991) describe, this analysis provided the “first 

level” (p. 4) of the teachers’ narratives.  Next, the present day voices of the teachers 

told the story of their identity development during their first year of teaching.  

 Video elicited interviews.  I used the videos that my participants made to 

remind them about their ideas a year prior to the study and to stimulate discussion 
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about how and why their identities have developed since that time.  Interviews are a 

useful means of uncovering a person’s interpretation of the situations around them 

(Merriam, 2009).  I used a semi-structured interview to uncover novice teachers’ 

understandings of their teaching contexts and how that has shaped their identity since 

the making of their video.  I asked for clarification and elaboration of issues in their 

videos.  I also asked about the factors, contexts and interactions that may have affected 

their identity development during their first year of teaching and about how they 

interpreted each of those things.  A copy of the interview protocol can be found in 

Appendix B.  Appendix C shows the connection between the research questions for 

this study and the questions in the interview protocol.  

Participants for this study chose a convenient time and location to meet for the 

interview.  Often these were establishments close to their home or work.  I had a 

relationship with each participant that I interviewed, although some were more 

personal than others, and some may have seen the interview as an opportunity to 

socially connect.  For each participant, I was the author of one of their textbooks used 

while they were in the TEP program and had visited their class several times as a guest 

to speak on different topics or to co-teach their class.  One participant was a student 

teacher in my classroom, and many had conducted several observations in my class.  

Additionally, several of the participants had regularly attended the STEAMec group 

(consisting of new teachers) of which I was regularly a part.  All of the interviews 

were taped and lasted from forty-five to ninety minutes.  After I conducted the 

interviews, they were professionally transcribed verbatim.   
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 Documents.  I collected information from the course syllabi from many EDS 

classes.  These syllabi contained information about the content of the classes the 

participants took while in the EDS program, the textbooks they used, and the learning 

tasks they were asked to complete.  Mertens (2014) emphasizes that documents can 

provide insight into parts of an organization that the researcher may not have seen first 

hand.  This allows her to collect necessary background information.  The documents I 

collected from EDS were used to help me understand the meaning of what the 

participants said in their interviews.   

Data Analysis 

As described above, the data analysis process began with the analysis of the 

videos my participants made at the end of their teacher education program.  This 

analysis was used as an important part of the interviews I conducted and provided a 

“baseline” for their teacher identity.  

 I began data analysis of the interviews during the process of data collection by 

listening to the interviews I collected and writing memos to myself about the 

important ideas and categories within.  For example, I noted that the participants 

talked about different types of support they received at their school and that there were 

categories of ways that they responded to this support.  I also included information 

about nuances such as tone of voice or the length of pauses used by the participants.  

Writing memos can be an effective way to begin to start making sense of data while it 

is still being collected (Maxwell, 2012; Merriam, 2009).  Furthermore, Sipe and Ghiso 

(2004) state that data does not appear, but must be found by searching through 
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transcripts repeatedly while writing notes and memos.  The process of taking notes 

and creating memos allowed me to start making sense of my data as it was being 

collected.  

After the interviews were professionally transcribed, I carefully examined 

teachers’ words to uncover meaning from the transcripts and paint a portrait of each 

participant (Olsen, 2006).  A priori codes were developed based on the research 

questions and interview questions, which arose from concepts in the literature.  For 

example I coded for the different types of identity, for how they made decisions about 

their instruction, and how they framed their experiences throughout the year.  The 

initial coding I did was a form of open coding (Merriam, 2009).  During this phase I 

put any data that might be relative into the initial categories I had formed.  This coding 

was done using the qualitative data analysis software MAXQDA.  A list of the most 

widely used codes and their definitions appears in Appendix D.  Appendix E, I 

included data from my interviews that highlights an example of when data was coded 

with a particular code.  There were 1,011 pieces of coded data after I had went through 

the process of open coding with each interview.  Appendix F lists the frequency of 

each code.  

 Immediately after applying open coding to an interview, I reflected on the 

meaning of the codes by writing a synthesis of the interview and the person 

interviewed in the form of short narratives for each participant.  These narratives 

included information from their videos and an analysis of the types of information 
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they chose to include.  Each narrative painted a picture of the participant from 

childhood to the present. 

  I also created a matrix that I added to after coding each interview.  This 

helped me see patterns and themes among the participants.  After I had coded and 

written memos for a particular interview, I added information to a matrix that would 

allow me to quickly see the similarities and differences among the participants.  This 

matrix showed the demographic information for their school and district, their reasons 

for entry into the field of teaching, the levels and type of support they felt, and active 

and passive stances they took during their first year.  

 After completing the process of applying open codes to all my interviews, I 

began the process of selective coding (Merriam, 2009), in which I tried to determine 

the meaning of all the codes within a category.  During this process, I created new 

codes and categories that more accurately described what was happing in a particular 

instance.  For instance, I created separate codes for formal and informal collaboration 

as well as for the different ways that the participants took agentive roles in enacting 

their professional identity.  It was in this process of selective coding that I began to 

develop hypothesis and more concrete themes.  For instance, I noticed that some 

teachers’ actions that appeared similar had, in fact, different purposes that lead to the 

shifting or stability of teacher identity.  This led me to create additional codes that 

helped me to interpret the nuanced meaning within a certain theme.  For example, I 

applied different colors of highlighting to the different styles of discourse used within 

group of participants that had similar themes in their interviews.  
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 Throughout the process of finding themes and making hypothesis, I routinely 

checked the interpretations I was making with information collected from the various 

syllabi I collected from EDS courses.  These syllabi helped me understand the 

background information needed to make meaning of some of the participants’ 

statements.  For example, many of the participants talked about their math instruction, 

and some said that they were asked to teach curriculum that didn’t match the way that 

EDS encouraged them to teach it.  A close look at the syllabus from the course that 

they took on math methods helped me understood how math instruction was presented 

to each participant while they were in the EDS program.  

Ethical Considerations 

 Merriam (2009) states, “ethical dilemmas are likely to emerge with regard to 

the collection of data and in the dissemination of findings” (p. 230).  Teachers’ ideas 

of why their identity has shifted during their first year teaching are highly sensitive, so 

I made sure to maintain their confidentiality in every way possible.  Data was 

collected, transcribed, and coded using pseudonyms for the participants and the 

schools and districts where they work.   

 I gave participants informed consent before being interviewed and explained 

the goals of my study as well as the possible risks and benefits of participation.  I 

made sure they knew that I was not evaluating their responses, and that what they 

revealed would not be shared with anyone using their real name.   I then allowed them 

time to weigh the risks and benefits to participation and to ask any questions they felt 

were necessary.  If they chose to participate, I asked them to sign an informed consent.  
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This can be found in Appendix G.  I attained UCSD IRB approval for the study before 

beginning the data collection process.  

Positionality 

Since the researcher is the instrument for collecting qualitative data, it 

important to recognize potential biases (Maxwell, 2012).  As Merriam (2009) states, 

"it is important to identify [biases] and monitor them as to how they may be shaping 

the collection and interpretation of data" (p. 15).  For reasons I will discuss further, I 

have a close and positive relationship with EDS, so it is important for me to recognize 

and monitor potential biases. 

  Since I completed my teacher training at EDS, I am familiar with the TEP 

program and I credit many of my teaching skills to this program.  I personally feel that 

this program helped to instill important values in me, and it gave me the skills and 

structured practice that I needed to become a progressive and reflective teacher.  I 

have continued to have a professional relationship with several of the faculty members 

in the TEP program and have hosted several student teachers from the program in my 

classroom.  Because I view UCSD’s TEP program fondly, my interpretation of the 

impact that EDS has had on my participants has the potential to be biased.  To 

counteract this bias, I made sure that I checked my interpretations with the participants 

themselves to make sure they were as accurate as they could be.  Member checking is 

an effective way to make sure that interpretations are accurate (Maxwell, 2012; Olsen, 

2006).        

In addition to being an EDS alumna, I am currently a doctoral student in the 



 

    

43 

Teaching and Learning Doctorate Program at UCSD.  For the past three years, the 

students in the TEP program have been assigned to read a book that I co-wrote with 

another faculty member at UCSD.  I have also been a guest speaker or co-teacher in 

several of their lectures.  This, combined with the fact that I am often at UCSD, means 

that I have a professional relationship with my participants.  This was a benefit to my 

study since I was able to take an emic role (Merriam, 2009) in my research.  

Participants felt comfortable talking with me since we have a shared understanding of 

their educational background.  To help ensure that this shared understanding did not 

bias my interpretations of their responses, I asked my participants to clarify terms and 

provide examples for what they said (Olsen, 2006).   

Sipe and Ghiso (2004) found that their positioning within a study helped 

determine the categories that were used in coding the data.  They were able to draw on 

a myriad of experience and passion in forming their questions and their 

concepts.  Similarly, I was positioned very closely to EDS, but this closeness, and my 

work with many novice teachers, helped to interpret their responses.  While future 

research may call for a more unbiased approach, I believe that my positioning allowed 

me to find things that may not have been as easily visible to an outside researcher.
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Chapter 4: First Year Teacher Identities: Five Varying Archetypes 

 Teacher identity is constantly formed and reformed and is shaped by many 

aspects of one’s life (Bullough, 2005; Flores & Day, 2006).  As I analyzed the 

interviews of first year teachers who graduated from EDS, I found that the identities 

they were forming and reforming rested on several factors including their core 

identity, disposition for learning, the way that they navigated their status as a first year 

teacher, school contexts, their pre-service teaching identity, and the way that they 

framed support structures offered at their school.  Among my participants, this 

combination factors played out in different ways, resulting in five different archetypes 

or “families.”  These include the Wrong Fit, Journeying, Finish Line, Conflicted, or 

Tenacious families.  Table 2 lists each archetype and a brief description. 
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Table 2. Description of Archetypes 

Archetype Overall Description 
Wrong Fit 

Frank 
Francis 

Florence 

Evaluated and sifted through advice, and often decided that it was 
inappropriate for their use.  Did not feel a need to change who they 
were despite not fitting in to their school. 

Tenacious 
Tiffany 

Had strong sense of identity and stuck to it despite what other said 
or did.  Often closed her door and did what she wanted.   
 

Finish 
Line 

Lauren 
Lucy 

Felt that teaching was a race and that is was better to get to the 
finish line quickly.  Often solicited advice from others and 
implemented without evaluating or rejected advice and direction 
from others without evaluating because the giver of the advice was 
deemed faulty.   

Journeying 
Jennifer 
Justine 

Jacqueline 
Janet 
Julie 

Evaluated and sifted through advice and pushed back on old 
routines of colleagues.  Started to make long-term change in policies 
and classroom practices of their coworkers. 
 

Conflicted 
Carmen 
Caroline 
Caitlyn 
Chloe 

Evaluated and sifted through some advice, but also made decisions 
to follow other teachers at their grade level. Often did what they 
believed in when they were in their own classroom, but didn’t 
attempt to push back on colleagues.  
 

 

Each combination seemed to produce a type of person that acted in particular 

ways within their school context.  These archetypes are described in detail below.  

Wrong Fit Frank 

Frank is a square peg who walked into a round-holed school.  He tried hard to 

change his shape, and others at his school tried hard to help him.  But none of Frank’s 

efforts made him more circular, and thus, he was never able to fit in at his school.   

 When Frank began his first year of teaching at an urban, charter middle school 

in San Diego, he had a strong vision of who he wanted to be as a teacher.  For him, 
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education was filled with strong friendships, and he wanted to create the same 

environment for his students.  He started his first day as a teacher with a toolbox full 

of strategies that he had learned at EDS to help his students build strong relationships 

that would help support them throughout their journey through education.  While 

describing what he learned at EDS that he would like to implement, he said, “A really 

solid example of that, I want a morning meeting in my classroom, right?  I want 

dedicated time where kids get to know each other, and practice interacting with each 

other.  I think it's really important.”  Frank’s teacher identity was also fueled by his 

strong passion for gaming, which helped him make his learning meaningful when he 

was in school himself.  He felt that, as a teacher, it was important to get to know his 

students well in order to discover their interests and passions to make learning come 

alive.  He hoped that his students would love what they were learning about and love 

being at school, and he felt that building solid relationships and community in his 

classroom was the way to do this.  In his EDS 204 video, he stated,  

I'm so excited to use everything I've learned to create a happy 
environment where my students can form long and lasting friendships. I 
want my students to be as excited to come into the classroom and learn 
as I was to leave my classroom and play Pokémon with my friends.  I 
can't wait to start my teaching adventure.  

 Frank also openly admitted that he had plenty to learn as a new teacher.  He 

repeatedly told me that his classroom management “wasn’t there,” and when reflecting 

on his year, he said, “There was so much I wanted to do, and I just felt like I couldn't 

do anything, because I didn't have control of my class.”  Frank felt he needed to be 

stricter but was also torn because this seemed to conflict with his desire to build 
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community with his students.  Because he knew this was an area he needed to work 

on, he sought out the support and advice of his administration and co-workers.  The 

people at Frank’s school responded to his requests with an overwhelming amount of 

support, and Frank seemed to appreciate it all and try most of it out.  If he didn’t try it, 

he considered it deeply before deciding that the advice was not for him.  When he 

reflected on the advice given to him by a veteran teacher, he said,  

She had her management down, but to me it also seemed like she was 
just yelling at [the students] all day long, and she used tons of extrinsic 
rewards.  They would get [reward tickets], and they would use them for 
her to get little toys and stuff from the basket.  The kids respected her, 
because she was a good teacher.  I was just so torn.  We were really 
good friends, too.  I loved talking to her about everything.  I don't 
know.  I'm still to this day not exactly sure could I have used the 
teaching techniques I learned from EDS, or would those just not work 
in that environment, because you also have to modify your teaching 
depending where you're teaching.  I don't know.  

For Frank, this teacher’s advice seemed to conflict with his strong desire to build an 

intrinsic love for learning in his students.  Her style did not match up with who he was 

as a teacher, yet he respected and liked her, and this caused him to doubt the things 

that he brought with him in his toolbox.  Throughout my interview with Frank, he 

described many situations where he received advice from trusted colleagues, whose 

relationships he valued, that he could not reconcile with his strong notion of who he 

was and wanted to be as a teacher.   

 Frank soon began to realize that he was the wrong shape to fit into his school 

and that the advice of people there was meant for people who were circular pegs.  

Instead of whittling away at his corners, he turned to books and resources from EDS 
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for support.  He reflected on why that approach proved to be minimally successful for 

him.  

I was also rereading all my classroom management stuff.  Teaching 
Children to Care, I really knew that book back and forth, but it was like 
I would get that support from the book, and I get that support from one 
other teacher there from [EDS].  Everyone else was like, "Do you have 
a reward system? Have you tried bribing them?"  Stuff like that.  I 
ended up trying it, but it was not how I wanted to run my classroom.  
Then they were like, "Go to this teacher.  She has really good 
classroom management."  To me, she did have good classroom 
management, but to me it felt like she was just yelling at them all day 
long.  That's what I felt like with my kids.  I felt like they just got yelled 
at all day long.  I felt really bad, because I felt like [the management 
problems in my class were] my fault. 

Here, Frank shared that, throughout his first year of teaching, he frequently read one of 

his textbooks from his EDS classes.  The classroom management style that is 

described in this book hinges on a mutual respect between teacher and student 

(Charney, 2002).  This book is one of several readings assigned in EDS classes that 

encourages responsive classroom management and is part of their vision to build 

teachers with an orientation toward social justice.  

 Frank was consistently torn between who he was and wanted to be and the 

advice he received from others around him.  Statements like this, where he waivered 

back and forth on what he felt was appropriate, filled his interview.  And, ultimately, 

he always ended up blaming himself.  He felt very guilty that he was never able to 

reconcile his beliefs with those of his school and felt that he should have with so much 

support around him.   

 Frank also told me that he really liked his school because of their purported 

focus on social justice.  He told me how the school was started, saying, “I think when 
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they started, it was like, ‘The district is not helping our [underserved] population.  e 

They're not doing anything,’ so the community kind of came together and got a school 

started.”  He added that his school put a focus on doing home visits and had a motto 

that included ideas about respectful communication from a foundation of care.  These 

were all elements that EDS found important and emphasized in the courses Frank took 

while in the credential program.  In fact, one of the professors from the EDS program 

was a friend with the principal of Frank’s school and recommended Frank for the 

position.   

 Eventually, Frank and his principal decided that his square corners were not 

right for the round school he was teaching in, and he left the school in mid spring.  At 

that the time that I interviewed Frank, he had moved out of the area and was searching 

for a job.  He expressed that he felt that teaching might not be for him and was 

considering jobs he felt were better options for him.    

 The Wrong Fit family. Francis and Florence joined Frank as part of the 

“Wrong Fit” family.  These participants began their school year with a well-developed 

sense of teacher identity and began teaching in schools that did support them in 

enacting their sense of who they were and wanted to be.  For this reason, they had 

trouble fitting into their school environment.   

 Florence had a strong orientation toward social justice and desired to be a 

teacher who would bring about educational change and who would reject the status 

quo that often marginalizes students of color.  She spoke of powerful experiences in 

her educational history that led to this firm professional identity, and she used most of 
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her video to recount those experiences and show how she would build on them once 

she began teaching.  The heart of her video included a description of one of her friends 

who she says, “was not given the opportunity to take classes that would allow him to 

apply for college due to the color of his skin.”  She added that he was told by his 

counselor that, “he was not the type to go to college.”  This outraged her and led her to 

enroll in a course in Critical Race Theory.  She said, “I became a more aware human 

being. I acknowledged that I could use my privilege to promote the understanding of 

others,” and this is what she set out to do in her first teaching job.  She accepted a 

position at a charter school that also purported to have a social justice orientation and 

focus on equity.  She spoke of her future students as she ended her video, saying, 

“Together, we will grow in an equitable and inclusive classroom.”   

However, once she was a few months into her first year, she met much 

resistance from her co-workers and from the director of her school.  Once she began 

getting to know the other teacher who worked at her school, she realized that not 

everyone had the same ideas about equity and social justice that she did, and this 

created a growing divide between herself and several others (including the leadership) 

at the school.  Florence became very disconnected with her school and was unhappy 

there for the majority of the year.  She finished teaching the school year, but just like 

Frank, her and her principal decided that the school was not the best fit for her and that 

she would not return the following year.   

Francis left her pre-service program with a strong desire to open doors for her 

students much in the same way they were opened for her while she was getting her 
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credential at EDS.  She spoke about this desire in her video, first describing the ways 

in which caring teachers and family members had helped her navigate through and 

succeed in America’s unfamiliar school system and then expressing her desire to be 

someone who opens doors for her students.  In her video, she said, 

Teachers have the power to open many doors. As our students approach 
our doorsteps every morning, we stand there with the keys to many 
possibilities. I want every student that walks through my classroom 
door to feel safe, confident and to love learning enough to realize the 
doors that it can open. 

She elaborated on this in her interview, citing many strategies she learned in EDS to 

make content accessible and create a warm and safe environment where her students 

could gain confidence and a love for learning.  Unfortunately, she received pushback 

at her school when she tried to implement these strategies.  Several other teachers 

advised her to change her ways and become more like the rest of the teachers at the 

school.  However, unlike Frank and Florence, there was very little support at Francis’ 

school.  She often referred to herself as a “lone island” and stated that no one was ever 

in her classroom to observe what she was doing.  Furthermore, Francis did not seem to 

have a great deal of respect for her principal or other teachers at her site, and she made 

several moves to separate herself from the rest of the school in the way that she talked 

about them.  Because Francis was able to separate herself from others and do things 

her way without drawing attention to herself, she finished her first year feeling 

successful in her teaching.  However, Francis expressed dislike for her school and her 

coworkers and expressed that she feared that she was already turning into a teacher 

who was jaded by the system.   
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 Each person in the Wrong Fit family received plenty of advice from their co-

workers.  Not only did Frank, Florence, and Francis reject this advice, but also seemed 

to grow in their resolve and become persistent in the identity that they had before 

starting their first year of teaching.  Frank referred to himself as stubborn multiple 

times in his interview, and each instance of his self-identified stubbornness was in 

response to advice he had been given by his co-workers.  Florence talked about how 

she rejected advice by shutting her doors and teaching how she wanted.  In response to 

her co-workers’ admonishments about things she shouldn’t do in her classroom, she 

said to them, “Well, I want to.”  Francis consistently gave quick, matter of fact 

answers when asked how she chose not to follow the advice of her more experienced 

peers.  About one idea she rejected, she said with her typical resolve, “It might work 

for her and for her ideology, but it doesn't match with what I believe in.  I'm not going 

to do something that doesn't match my beliefs.”  These teachers were very aware that 

they were each square pegs in round-holed schools and made no apologies for their 

corners, nor did they make attempts to use advice to begin to whittle themselves down 

to fit in better.   

Tenacious Tiffany 

 Tiffany had a strong vision of who she wanted to be as a teacher when she 

entered into her first job and she held tightly to her vision throughout her first year.  

Despite some pressure by her coworkers to reproduce the status quo, Tiffany didn’t 

budge in her beliefs and unapologetically dismissed ideas that didn’t fit into her 

identity.  Tiffany ended her first year with much of her initial identity in tact but may 
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have alienated some of her colleagues in the process of holding tight to her beliefs and 

values. 

 Although much came together to construct Tiffany’s identity, her own 

experiences in school made up a large part of who she was.   She was strongly 

influenced by teachers who believed in her and pushed her to be the best she could be, 

especially one teacher that she had in seventh grade.  Tiffany immigrated to the United 

States in second grade and felt that most teachers did not believe in her due to the fact 

that she was a language learner.  Her seventh grade teacher was different and, 

although many students didn’t like him because of his strict discipline, Tiffany felt 

that his discipline showed he cared for her.  He also encouraged her to do things she 

never thought she could do, and because of this, she enjoyed unexpected success 

during her school years.  Tiffany credited this teacher for being the main reason that 

she became a teacher, herself.  She said, “He really stands out in my life because he 

made me realize something that I didn’t know I had… It was definitely him.  Because 

I saw [how teachers could show students their potential] everything else just kept on 

piling up on why I wanted to be a teacher.”   Helping students reach their dreams 

became part of who Tiffany was as a teacher, and she focused her video around this 

idea.  She expressed that she believed that the job of a teacher is to create passion for 

learning, and that this passion would enable students to reach their dreams.  In her 

video, she said, “To me, I doesn’t matter what occupation students choose as long as 

they are passionate about it.  To help students achieve their dreams, I have become a 

teacher that values inquiry learning, real life education, and subject integration.”   
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 Tiffany held firm to this idea throughout her year of teaching.  When talking 

about her teaching during her first year, she said, “I want my lessons, even if it’s 

something small, to always be meaningful to them.”  Throughout her interview she 

described lessons and projects that she had done in her classroom as way to make the 

learning meaningful for her students.  She also talked about ways in which the other 

teachers she worked with did not share this philosophy.  She described the conflict she 

felt between a few teachers she felt close to and the majority of other teachers at her 

school.  She said,  

We're always thinking of these crazy things that we want to do in the 
classroom that I know other teachers will be like, "No. We're not doing 
that."  Have you heard of flipped classroom? Those things? I'm so into 
these cool, new ideas that I think will benefit the kids. We have these 
conversations, but when we go back to our team, it's like "Okay, we 
have to teach this from the textbook now." It's very different. 

However, she continued to teach in the way she believed, knowing that other teachers 

at the school felt differently about how to deliver lessons.  She described one incident 

where she used Twitter to highlight a project she had done in her class and another 

teacher became upset that she was doing something that they hadn’t talked about all 

together.  

Another second grade teacher saw it, and she was like, "Why are you 
doing it this way? You didn't tell any of us."  I'm like, "My intention 
wasn't to hide it; we just never got to talk about it, and I thought we 
were doing all these things differently."  After that, I felt like ... I got 
squished. It was hard because I have all these ways that I want to teach, 
but unless I'm providing all those materials for all the other teachers, I 
feel like I can't really implement it. 

Although she felt discouraged by this experience, the only thing it changed was the 

way that she communicated about what she was doing.  When I asked her if she was 
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different after that experience, she said, laughing, “Yes.  I stopped tweeting.  I’m not 

going to not do certain things because of them.”  Tiffany also disagreed with her co-

workers when their actions seemed to reproduce the status quo.  To Tiffany, the fact 

that teachers have done things a certain way for years was not a good enough reason to 

keep doing it.  Homework became this kind of issue for her when her grade level 

pushed her to give it to her students but didn’t provide an adequate rationale (for her) 

for why to give it.  Reflecting on this struggle with other teachers at her school, she 

said, 

I don't give homework. I don't care what anyone says. I'm not giving it. 
I can't. I did it my first two quarters. It ends up in the trashcan. I don't 
go through it. I'm wasting paper. That's something that's been really 
challenging for me because I work with teachers that could be my 
mom. They're older, and they've taught for a really long time, so they 
really believe that homework is [valuable].  Whether they believe it or 
not, they still give it.  I told them, "I'm not doing it. I'm just not going to 
do it." So I didn't do it. I'm not going to do it next year, either. 

The resolve she showed with her co-workers seems to be typical of how Tiffany acted 

within her school.  She often put her foot down about issues that she disagreed with.   

 Perhaps the reason that Tiffany was able to operate in such a tenacious manner 

was because her school was very large.  There were seven other teachers who taught 

third grade with Tiffany.  In addition, the school was new and was still in the process 

of creating structures for teamwork and implementation of curriculum.  Because of 

this, there were few expectations that required (or even suggested) a teacher to be on 

the same page with other teachers at the school.  In addition, there was no formal 

collaboration structure in place.  Tiffany’s grade level talked together to decide what 

they were going to teach, but all ideas of how to teach it were left up to her discretion, 
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and, because her school was so large, rarely was there someone in her classroom 

watching what she was doing.   Additionally, Tiffany was able to find a few teachers 

at her school who were like-minded and whom she created partnership with.  These 

partnerships helped her feel comfortable taking an agentive position in her school 

because they eased her feelings of inferiority from being a first year teacher.  She 

described the close relationship she had with one particular teacher at her school.  She 

said,  

I think, at the end, it's really easy to have somebody that thinks like you 
to make [unpopular] decisions. I know if it was just me by myself, I 
don't know if I could do that. Because I'm a first-year, they're going to 
have judgment, but because I had that one teacher, it was easier for me. 

Tiffany was the sole member of the Tenacious family.  Perhaps this is because 

Tiffany’s school was very big and she was able to find like-minded co-workers, 

allowing her to stand firm on things that she believed in and still thrive during her first 

year.  Perhaps, had these things not been in place, Tiffany would have joined Frank in 

the Wrong Fit family.   

Finish Line Lucy 

To Lucy, teaching was a race to the finish line.  She viewed her position as a 

third grade teacher in an inner city elementary school as a sprint to reach a point in her 

teaching where she felt that she knew how to teach well and was comfortable with her 

methods.  Lucy knew that she had a lot to learn as a teacher and felt that being open to 

advice would help her reach her destination and become an expert teacher.  

Lucy stated that during her year she was very open about seeking and using 

advice from anyone because she felt that she was more novice than much of the rest of 
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her staff.  She said, “I think that as a new teacher there's a lot for me to learn, so I'm 

really open-minded again to just try different strategies.”  She also said, “I think I'll try 

whatever [my co-workers] tell me, I'm really open-minded, but if I see that it's not 

working then I won't do it anymore.”  Unlike many others I interviewed (who sifted 

through recommendations as they received them), Lucy implemented all the advice 

she was given and viewed this as the right thing to do as someone who has a lot to 

learn.  Later she halted the implementation of the advice if it didn’t work for her.   

Lucy looked to her principal for authority on how to become a better teacher 

and turned to her often for help.  At one point, she asked her principal for support with 

guided reading because she was “doing it all wrong.”  Her sense of an absolute wrong 

way to do things implies that there is a right way to do it that, and that this is attainable 

for her with proper support.  Possibly driven by the fear of getting things wrong, she 

leaned heavily on guidance and support from her administration.  She said, “If I need 

help I really just tell the principal. I'll always tell her "I think I need help in this area," 

and she's just very helpful.”  Her principal was also solely responsible for helping her 

assess the quality of her teaching, saying that she makes decisions for her classroom 

based on “whatever feedback [she] gets from the principal and from the vice principal 

during observations.” 

Lucy ended her video by saying that all of the struggles she overcame while in 

the program were meant to help her “develop [her] identity as an educator.”  However, 

she never elaborated on what her professional identity was.  In her video, she 

discussed her educational history, but she never talked about the kind of teacher she 
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believed herself to be or wanted to be.  Her video was void of any mention of EDS, 

except to say that her year of student teaching had been “insane.”  Her lack of 

metacognition about what she had learned in EDS may explain why she seemed to 

view what she learned as a set of rules rather than pieces that combined to form part of 

her identity.  During her interview, she talked about a behavior reward system that she 

had implemented early in the year in response to advice she had been given by one of 

her co-workers.  She quickly justified her decision by saying, “I know we're not 

supposed to do prizes or anything like that, but it really helps, so I tried the marble 

drawer.”  When I asked her what she meant when she said “we’ve not supposed to,” 

she added, “Well that's what [EDS] told us, ‘Try not to do rewards and all of that,’ but 

I think you need it sometimes.”   Lucy seemed to enter into her first job unsure of who 

she was as a teacher, so she readily used and internalized advice without critical 

thought.  

Lucy had time at school to collaborate with peers, but this time was scheduled 

from beginning to end with activities that did not seem to promote critical reflection 

on Lucy’s teaching practices or who she was becoming as a teacher.  She was in a 

Professional Learning Community (PLC) in which teachers met three times a year to 

record their reading scores up to that point and three separate times to make sure they 

were aligned in the topics they were teaching, and she made it clear that every teacher 

taught these topics differently.  The meetings were simply for alignment.  

Lucy sought to follow directions and get things right at her school, and she was 

quick to ask for help when she was unsure of the right path.  When I interviewed her, 
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she was satisfied with her job and her school.  However, Lucy was not emerging as the 

kind of academic leader that EDS hoped she would be.  Instead of leading, she was 

easily led by others and viewed this as the way that she would become an expert 

teacher quickly. 

 Finish Line Lauren.  Lauren was the only other person who joined Lucy in 

the Finish Line family.  She also eager to finish the race of teaching, however, unlike 

Lucy, she did not look to the administration at her school for guidance and advice.  

She openly disagreed with most choices her principal made and connected this to why 

she wasn’t happy at her school.  To Lauren, her principal was the one major hurdle in 

getting to the finish line of her race, and she felt that she would never near her goal 

while she was working under her current administration.   

Lauren also felt that there was one right way to become a great teacher and was 

appreciative of the support she got from her Beginning Teacher Support and 

Assessment (BTSA) provider and other teachers at her school that helped her develop 

where she felt she needed.  When I asked Lauren about the advice she received about 

teaching, she said, “I was always very open and I know coming in I don't know 

everything. All I had was questions. I never got any advice that I didn't want to take.”  

However Lauren often turned the conversation towards topics that indicated that she 

was prevented from teaching the way she wanted because of her administration.  As 

was often the case during our interview, she quickly turned this statement into a 

critique of how reorganization (the shifting of students into different classes in order to 

comply with the specified ratios of students to teachers) happened and halted her good 
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teaching.  Immediately after her statement about advice (and without being asked 

about reorganization) she said, 

In terms of the reorg, I ended up with a class that a teacher didn't want. 
It's crazy. It's a long story…The kids I ended up with used to be with a 
teacher that was there and she left. She left for the rest of class. I ended 
up with her students who were considered behavior problem students 
with another teacher that originally was in second grade. That's when 
the reorg happened. She left because she didn't want the kids. I ended 
up with them and now this same teacher gets to go back to her grade. 
That's the issue I'm having. 

Lauren used much of her interview to talk about the reorganization at her school and 

to express that he principal was a poor leader who gave her “absolutely no support.”  

She described that she took the advice of others, but statements like these were 

overshadowed by descriptions of what her school was not the right place for her.  

 However, her school’s administration was not the only thing that Lauren 

criticized.  There were other things that she spoke of that she felt held her back from 

being a great teacher.  She spoke with me about a certain curriculum that the district 

used to teach writing.  She told me about how she adapted the curriculum because she 

didn’t feel it was appropriate for her students.  “…especially the [writing curriculum].  

I just looked at the main ideas and I used something else.  I just don't understand why 

the district adopted a curriculum that was not written for English learners. That 

bothers me…”  Most of the teachers I interviewed used this curriculum in their 

teaching and all who used it expressed that it was challenging to learn while still 

expressing a willingness to keep trying it.  In this statement, she quickly dismissed it, 

and later told me about how she designed a writing unit that better met the needs of 

her students.   



 

    

61 

 Lauren had regular collaboration time at her school, but like the writing 

curriculum, she felt it was not useful to her.  She described it to me, focusing on how it 

may not comply with the rules of the teachers’ union.  

I felt like all my [collaboration meetings] this year were a waste of 
time, literally ineffective, because the agenda was made for us and 
apparently that's not supposed to be the case. That's what other veteran 
teachers told me. It looks like there's a lot of stuff going on there that's 
not supposed to happen. 

She shared similar statements about her learning while in the EDS program.  She felt 

that it was not as useful to her as it should have been because she was often presented 

with activities that were outside the grade level of her student teaching placement.  

She said, “What's the point of you giving me activities that I can't even put [in] right 

now?" I just felt like [EDS] need[s] to improve on it being more representative of the 

placements of the actual students.” 

 In giving advice to EDS graduates who might be hired at her school, Lauren 

said. “I think the main piece of advice I would give them is just be flexible, be open, 

be willing to learn, deal with a lot of change.  At least I have because I'm new.  I don't 

think it's right, but that's what's happening.”  She viewed being flexible and open as 

something one needs to be in order to thrive at her school, but many of the things she 

said indicated that she, herself, was not flexible and open.  Instead, her statements 

showed that she was very rigid in many areas and felt that she had a better “right way” 

than what she was presented with.  Lauren described herself as the “type of person 

who will just refuse stuff or want to get to the finish line whatsoever” but also said 

that she’s “really learned to know that it's okay to let go.”  However, she showed that 
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in many areas, she did not “let go,” and often suggested that if she was placed 

somewhere else, she would be happier and a better teacher.  Lauren was in a race to 

the finish line as a teacher, but in her eyes, she had been placed in the wrong race.   

Journeying Janet 

Janet described her sixth grade classroom as a lively class where the students 

and the teacher are trying new things, making mistakes, and talking about how to get 

back up after they fall.  Nothing is perfect, and Janet is okay with that because, to her, 

teaching is an adventure --  a journey that should be enjoyed rather than a race to the 

end.  Her life has been characterized with adventure and her professional identity rests 

on the summary of her (very daring) life experiences.  In my interview with Janet, she 

reflected on what was most important about her EDS 204 video.  She said,  

I think the idea of never really being there yet [is what is important], 
because it's just this process or journey. I like the journey term better. 
Where you just try things, and then you reflect, and if they don't work, 
you try something else, or if they keep working, you try and tweak it a 
little, and all of that. That's what makes it fun for me… 

She found joy in the process of learning to teach and in getting better at it.   

 Janet stated that she had a strong desire to be a teacher who brought social 

justice to her students, and began her first year knowing a number of strategies for 

how to create an equitable, caring, and responsible classroom.  She kept these 

strategies, which she had learned in EDS, in her pocket because she greatly respected 

the program and appreciated its values.  However, she kept them there until she, 

herself, determined that it was the right time to use them.  She told me about how she 

began to implement community meetings (circles) in her classroom in response to 
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severe issues her students were having with valuing and respecting each other.  She 

said,  

[Circles were] an emphasis in EDS. Because we were given the 
morning meeting book, and I read a good amount of it, and I was like, 
‘Oh, this is so good,’ I just didn't know how to start implementing all of 
those things. I realized even with a class like last year, I would have 
had to change a lot of things that people had told me to do. The grade 
level’s higher. I had a lot of kids that were held back, so they were a 
year older. They were 13. Doing certain things doesn't work with those 
kids, and they're the cool kids, so they influence everyone. I had to start 
figuring out which part of the social curriculum, how could I do it that 
it work for kids that are older and more trying to be cool.  

Janet didn’t implement strategies from EDS blindly, but instead worked on making 

them ideal for herself and her students.   

 In fact, this is how Janet received most advice that she was given during her 

first year of teaching.  She received a lot of support and advice from co-workers at her 

school that she consistently sifted through and used what she thought would work for 

her.  She described the relationship that she had with her BTSA mentor. 

…when I ask for things, “I'm in need in this area, can you help me?” 
She would give me stuff, and I would use some of the stuff. Especially 
she would recommend this book, or this chapter, that I could just read a 
chapter and then pick different strategies for it or something. Those 
were always useful things, but when she would observe me and then 
give me the feedback, I think her observations were correct. This is not 
the best that I could do in this area. Her recommendations for how to do 
it, I tried a few and it didn't work. I didn't think they were the best fit 
for my classroom and area. 

Even when receiving advice from an official mentor, Janet weighed this advice against 

what she thought was best.  However, she also appreciated feedback and took it 

seriously, using it to become a better teacher.  And, while she appreciated the 

feedback, she made sure to reflect on it before deciding to accept it.  In this instance, 
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she decided that the observations of her mentor were correct, but the suggestions 

didn’t work at the particular time in that particular space.  Her emphasis on time and 

place suggests that there is no “right way” to do something, and that the advice she 

rejected might possible work were she to be in another part of her journey.    

 In other parts of her interview, she referred to advice as a sort of roadblock that 

she went around to keep moving forward.  She told me about a project she did with 

her class, involving student reading and discussing controversial issues.  Another 

teacher at her school weighed in with her thoughts about this project.  

She was like, “You bring up race in your class? What?” She was scared 
for me. She told me not to do it. “Don't have those discussions. You 
don't need to read those articles.” All of that, but I just felt like just in 
general that's what we care about. Especially if I could be a person of 
authority that's going to say it's okay to talk about this stuff, as long as 
we're being respectful, but we're talking about this stuff and it's good, 
what they're doing in here matters to that stuff. I want to have kids that 
are better citizens in life than just students in my classroom. I just 
brushed past that. 

For Janet, some advice was like a cactus on an adventure hike.  She chose to brush 

past it, but not without thinking hard about why the advice didn’t work for her at that 

time.  The opinion given to her went against her stated desire to bring about social 

justice to her students (one of the reasons that she chose to attend the EDS program to 

get her credential).  Instead, she pressed into this identity.  She regularly talked about 

social justice and social activists in her classroom and created projects where her 

students talked about how to be activists for causes they were passionate in their 

society.  Eventually her principal noticed the work she was doing and, not only told 

her that he thought it was great, but also praised her publically in front of the staff.   
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 When Janet did reject advice, she was strategic in how she did so.  She talked 

about using humility in how she talked with other teachers at her school as to not 

alienate them.  She was also strategic in finding people to travel beside on her journey.  

She talked about another EDS graduate who worked at her school that she talked to 

often when she needed to reflect on instruction or classroom management.  She 

reflected on how valuable this relationship was saying it was ”definitely the best 

teacher partnership” even though they taught in different grades.  Janet also made sure 

to connect with other EDS graduates when she needed guidance on the direction of her 

path.   

 Janet’s advice for new teachers seemed to sum up the way that she viewed her 

role as a teacher.  “Take stuff one step at a time,” she said.  These are the words of a 

true journeying woman who is relishing in the adventure of the expedition rather than 

having her eye on the finish.  

 The Journeying family.  Jennifer, Justine, Jacqueline, and Julie joined Janet 

in expressing that, to them, teaching was a journey -- something they didn’t expect to 

have perfected right away.  Jennifer expressed her desire to be a teacher who taught 

with care and intention, and acknowledged that she spent the majority of her year 

trying to figure out how to do that for all the different types of students she had in her 

classroom.  She expressed that she was still figuring out how to best serve all her 

students and, while she felt a sense of urgency to be the right teacher for each of her 

students, she emphasized that this would be something that she was always working 

on.   
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Justine had firmly integrated the role of facilitator into her identity after 

leaving the EDS program.  However, although her school was fairly supportive of the 

methods EDS valued, she found herself being asked to teach a math curriculum which 

made her the dispenser of knowledge.  Rather than reject this curriculum as something 

that did not fit with her philosophy, she tried teaching it, and eventually began to 

supplement it more and more heavily with activities that moved her back into the 

facilitator role.  

Jacqueline emphasized that there were many things that came together to form 

her identity as a teacher, and she felt that is was very important to get to know the 

stories of her students to try to understand their identity and teach them the best way 

possible.  In her video, she said, “As a teacher, I want to know and paint a complex 

picture of all of my students.  Stories really are the treasure chests that we draw from 

as teacher for information.”  When reflecting on her year, Jacqueline focused on the 

idea that learning is a process and that one can never learn enough about another 

person.  She knew that she hadn’t done this perfectly, and her statement implies that 

she will always work towards learning more about her students.  She said,  

I don't know about [how much I got to know my students] 
academically. I think when I think about differentiating all those things, 
I don't even know if people can ever really perfect it. I think, at least 
emotionally, I feel like I really tried to get to know all of them and their 
stories. Using that lens to really shape how I saw them and their actions 
and behaviors. 

To Jacqueline, learning the stories of her students and trying to understand their 

identity was a process that she would never finish.  
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Each member of the journeying family tried things that they didn’t agree with 

and all acknowledged that part of the reason for doing this was to keep from alienating 

their co-workers.  They recognized the sensitivity of these relationships and made sure 

to take care of them.  Julie emphasized how important it was to build positive 

relationships with her co-workers but acknowledged this was part of her learning 

during her first year of teaching.  She said, 

I don't know how to articulate it. Something to do with teacher relations 
or collaborating [is important] because that's been another steep 
learning curve I've had this year. It's hard.  You'll find some people who 
mesh so well with you and you get so excited to work with. You're 
working so hard, but it doesn't feel that way because they're just so 
enjoyable to be around. Then you have some, where it's just really 
dragging your feet to make it happen. Obviously this is my first year 
doing that, so that's something that's just been new to me, and I've been 
focusing a lot on this year. 

Jennifer implemented a classroom management strategy that, she felt, negated 

her desire to teach with care and intention.  About this system, she said, “I didn’t want 

that, I was like, ‘Am I supposed to have that?  Oh, really?’  I didn’t want it.”  

However, she implemented this system because she worked closely with her grade 

level team who all used the strategy in their classrooms.  She felt that putting her foot 

down was not the right thing to do in that instance.  Instead, she gradually worked on 

adapting the system to more closely match her style of teaching.  During the interview, 

she reflected on its effectiveness and added that she would probably have to try 

something new the following year since it didn’t seem to work.  This, however, was 

not frustrating to her, and her tone made it clear that making changes was something 

that was part of the process for her.    
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These teachers were embedded in school cultures and contexts that seemed to 

allow for this kind of journeying.  They had collaborative cultures at their school and 

were given plenty of time to be reflective of themselves as teachers.  This reflection 

seemed to encourage them to keep changing to meet the needs of their students.  

However, these teachers also seemed to be very strategic in how they “won over’ key 

players at their school and navigated relationships with care.  Once Justine began 

teaching math differently than the rest of her grade level, she invited her BTSA 

provider (who was also the grade level team lead) to come and observe a lesson.  This 

allowed her mentor and team leader to see the curriculum‘s effectiveness and freed 

Justine from having to verbally disagree with her colleagues.  Justine reflected on this 

in her interview.  She said, 

[My BTSA provider] said, ‘I love that lesson. Can I have it? I want to 
do with my kids.’ Then she would do it. Then this year we had a 
planning meeting during summer, and they were like, ‘We want to look 
at [the curriculum you did], and see [lessons] we can do.’  So they're 
really on board right now. I'm really glad. 

This process of sharing innovative teaching practices and pedagogy with coworkers is 

a large part of what the EDS program hopes their teachers will do and is part of 

becoming a teacher leader at their school (Rasori, 2012).   

Julie was strategic in the way that she found someone to bring alongside her on 

her teaching journey.  She felt as though she should not teach differently than the 

teachers at her school since they were much older than her and because she was a first 

year teacher.  However, midway through the year, a long-term substitute joined the 

school staff that had teaching philosophies similar to Julie’s.  Julie recognized the 
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value that partnering with this teacher would have, and she worked closely with that 

teacher as a way to help her feel comfortable teaching the way that felt right to her.  

She said, 

Then when [the long term substitute] came [to my school], she was so 
experienced, that people really like received her well and gave her a lot 
of praise for what she was doing. Then it was just like listening to them 
praise her just felt a little better about myself. They probably thought I 
had nothing to do with it. Well, they probably didn't know I had 
anything to do with that. It was a very comforting feeling to have her. 

Jennifer also found this kind of partnership at her school but had to look 

outside her grade level to find it.  She expressed that the relationship didn’t really help 

her improve the content she taught to her class, but it gave her a critical person to 

journey with that helped her remain on the reflective path on which she wanted to 

travel.  These partnerships and the feeling of not being alone in your ideals helped the 

journeying teachers begin to take on a leadership role at their school since others 

began to admire (and possibly emulate) the things they were doing and pedagogical 

moves they were making.  

 All five journeying teachers told me about their desire to keep improving as 

teachers.  Julie reflected on a conversation she had with her colleagues.  She said, 

I constantly think of things I want to change. Everyone keeps saying 
your second year is going to be so much easier because you've done it 
once. We'll see, but then I think of all these things like I didn't like. The 
way I did that lesson… 

Their quest for self-improvement was not backed by a desire to get to a place where 

teaching was easy.  It was a natural and continuing part of their journey in teaching.  

Perhaps Jacqueline summed this up the beset when she shared why she was glad that 
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she had a very rough year of teaching and felt she was unsupported in what to teach, 

causing her to make many mistakes throughout the year. She said 

[This] is pretty much how the entire year went but, in some ways 
looking back- in a glass half full way, I'm happy that that happened 
because I just had to keep trying. It was like, these kids are just coming 
everyday. If I'm not happy with this, I have to do something else. 

The teachers in the Journeying family were optimistic about their learning 

opportunities and saw mistakes as a way to improve themselves as teachers over the 

long term.  

Conflicted Caroline 

 Caroline’s first year of teaching was full of conflict between the teacher she 

wanted to be and the teacher she was allowed to be in the context of her school. She 

left EDS with a solid image of the teacher she hoped to become, but found herself in a 

school where it was difficult to enact her values.  While she was often very agentive in 

changing her context to better match her identity, she was often passive about some 

contextual factors that prevented her from teaching in the way that she valued most.  

 Caroline taught at school where approximately 50% of the students were 

English Language Learners and approximately 90% received free or reduced-price 

lunch.  She said that the teachers who worked at the school got along well and 

respected each other even if they had pedagogical differences.  She professed that the 

whole staff was warmer and friendlier than she had experienced at other schools in the 

district, specifically she and felt that she “had the best team in the whole school” 

because they were organized and didn’t “have problems with each other.”  She further 

added that she felt that they always did what was best for the students.   
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 During her interview, Caroline described several ways that she took an 

agentive position in maintaining her identity and things that were important to her as a 

teacher.  In most cases, she described instances where she made decision within her 

own classroom that may not have affected the rest of her team.  For instance, she made 

curricular decisions based on what she thought would be best for her students even if 

these went against what the school was doing.  However, she also told me about how 

she helped her team change the way they assessed their students in order to make sure 

they were really assessing what they wanted to.  In Caroline’s video, she expressed 

that teachers should create assessments that allow kids to shine, and she felt that the 

assessments her team had in place before she got to her school held the students back 

from truly being able to show what they know.  She said,  

…the assessments thing is what I worked the most last year on with my 
team because their normal thing was teach this, give a test, teach this, 
give a test. I was like, "Okay." I'm trying to be respectful, and I get it. 
We want to see what they learned, but when you're giving them a test 
on science, are you testing their reading or their science?” That was my 
biggest thing. We really broke down every assessment. Is there a way 
that we can just see what they soaked in without making them read it? I 
know that writing is a thing, too, so is there a way that we could help 
them with that? 

She said that she felt comfortable doing this work with her team because they were 

open to in and very receptive when she offered to do her part to help start the change 

process.   

 While Caroline often took an agentive stance in trying to align her teaching to 

match her pre-teaching identity, she also went along with some practices that were 

counterproductive to who she wanted to be as a teacher.  The largest example of this 
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was the role that she took in enacting a decision that her other two teammates made to 

departmentalize her grade level.  When Caroline was hired, she understood that her 

role would be to teach reading to all the fourth grade students.  One other teacher on 

her team would teach math, and the final member would teach writing.  In this way, 

she would be the reading expert and would teach the same lessons to three different 

groups of students.  This departmentalization and the fact that she did not have one 

class for the entire day seemed to make it difficult for Caroline to be the teacher she 

knew she was and wanted to be according to the video she made before she started 

teaching.  In her video, she said, “students should be engaged in inquiry and making 

discoveries. Teachers should facilitate learning, not dispense information.”  However, 

she admitted that she was not able to do this because she only had the students for 

short amounts of time each day.  Setting high expectations that showed students she 

cared about them was also something she talked about in her video, and when she 

reflected on the level that she enacted that value during her first year, she said,  

It was impossible last year because they rotated.  How would you feel if 
you're a fourth grader going from that man that is telling you, “Sit 
down. Don't talk”’ to this lady who is artsy, but at the same time like, 
“Oh, what are you doing over there?” Then to me who is new. I'm like, 
“This is really disappointing. Are you helping your friends learn?” 
They're like, “What does that even mean? Because in that class I have 
to sit down. When I'm in your class, I'm allowed to get water when I 
need it.” It was impossible last year. 

Throughout her interview, Caroline often used the phrase “It was impossible last year” 

to describe her inability to make her classroom community what she wanted it to be 

because the students were experiencing three different sets of expectations and 

teaching styles.  She was quite frustrated with the system that had been put in place.  
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However, she enacted the rotations and did not try to change anyone’s mind about it.  

She told me that, just as she hadn’t had a say in starting the rotations, she “didn't have 

a say with them ending either.”  She added, “The rotating thing wasn't working. I 

didn't have anything to do with it ending, but I'm glad it did. I wish I would have had 

something to do with it, but I didn't.”  When she reflected about why she was glad that 

the rotations had ended, she wondered “Is it the best thing for the kids? I don't know. 

Some of [my teammates] argue ‘yes’ because I'm an expert in this.  They're learning 

from and expert.  They are learning from someone who has actually read it and not 

being pulled in a million directions.”  As often happened in her interview, Caroline 

used the phrase “I don’t know” to soften the statement she was making even though, 

immediately after this, she said, “I would argue that it is not best for the kids.  Because 

even if I'm not an expert in it, I think there are more things that you learn than just the 

content areas…”  She went on to explain that she was not able to support her students 

socially or set clear expectations for them.  She ended this reflection by repeating the 

phrase, “It was impossible.”  Although she frequently used the phrase “I don’t know,” 

she did know whether this practice was best for her students.  

 Although Caroline used the phrase “I don’t know” many times in her 

interview, she used it twenty-four times to soften the meaning of what she was saying 

or to make herself sound less opinionated.  For example, when reflecting on the degree 

to which she had been able to show her students she cares about them, she said, “I try 

to make them all feel important.  I don't know.”  Caroline also used the phrase “I 

guess” nineteen times during her interview.  When I asked her how she planned her 
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lessons she said, “The kids, I guess.  I read the kids.”  Later, she added, “I guess I try 

to integrate everything the best I can.”  In addition to these phrases, she used many 

hedge words such as: a little, maybe, partly, probably, and just frequently throughout 

her interview.    

 Caroline stated that most of her co-workers had been teaching for twenty or 

more years.  Perhaps this is the reason that she found it difficult to speak out about a 

situation that she felt was not best for the students (one of the reasons she felt she had 

the best team in the school) or why she frequently hedged her statements or qualified 

them with statements such as “I don’t know” or “I guess.”  However, she also had 

moments of strong agency, not only alone but also with her team.  When I interviewed 

Caroline, she had just begun her second year of teaching.  She told me about how 

much better her new year was going because she was able to do things that she 

couldn’t do when the students were rotating.  She was excited about what she had 

learned over the summer and was trying new things.  While it didn’t appear that 

Caroline’s identity had shifted at the moment in time that I interviewed her, her 

hesitancy to share her beliefs and her tendency to accept practices that she disagreed 

with indicate that her identity may have been teetering and may be different if I were 

to come back and interview her again later in her teaching career.  

 The Conflicted family.  Chloe, Caitlyn, and Carmen join Caroline in the 

“Conflicted” family.  Each participant in this group took agency in enacting their 

identity as it was in their EDS 204 video.  However, each of them accepted issues and 

implemented practices that went against who they stated that they wanted to be.  It is 
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perhaps this acceptance that puts these teachers in danger of changing their sense of 

self.   

 Perhaps the main thing separating these participants from joining with Finish 

Line Lucy was their journey-like approach to taking agency about certain issues that 

they encountered during their first year of teaching.  Each of these teachers talked 

openly about issues they struggled with and the long processes of thinking and 

reflection that they engaged in to attempt to make things better in their classrooms.  

Caitlyn talked in depth about how she had reflected her entire first year about how to 

manage her class in a way that used logical consequences and helped her students 

develop into good citizens.  She said,  

I feel like that’s been a huge struggle for me, trying to find a structure 
like that. I know that logical consequences is an important thing and I 
feel like I've really struggled to find logical consequences for all the 
things that they come up with to misbehave. 

Caitlyn talked about her long-term struggle and her continuous quest to find answers.  

She talked about how she sifted through advice and tried different things, ultimately 

using reflection to decide what worked best for her.  When one teacher suggested a 

classroom management system that worked for her, Caitlyn signed her class up for it, 

but decided that it required her to do things she disagreed with.  So, she continued to 

search for answers through reflection.  She even asked me if I had any structures that I 

used in my classroom that helped me do this.    

 Carmen spoke in her video of her desire to really get to know her students and 

learn to value their cultures and strengths.  She described how she had implemented a 

Morning Meeting (community meeting) in her classroom as a way to do this even 
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though the rest of her team felt that her time would be better spent having her students 

word on Accelerated Reader (AR), a computer program that allows student to take 

online quizzes on books they have read.  Caitlyn talked about the conflict she had with 

her grade level team.   

My other colleagues who were teaching fifth grade, they were like, 
"You need to do AR. They need AR." I'm like, “Yeah, no, I totally 
agree with you. They need AR. They need to be reading by themselves, 
but I think they really need morning meeting too because that's when 
we talk about how everyone's doing or what's going on in our 
environment, what's going on in the news sometimes and just kind of 
regroup.” 

Caitlyn chose to put structures in place in her classroom that she felt were important to 

her students even when she received pushback from others that she worked with.   

 Each person in the Conflicted family took an agentive stance in protecting and 

enacting parts of their identity as teachers.  However, they also were accepting of 

other issues that went against part of their identity.  Often, the reason they gave for 

this was that they were first year teachers and felt the needed to do what others at the 

school did since they had much more experience.  Chloe described a moment she had 

when she was planning with her grade level team.   She said,  

They were kind of like,  “All right, here's our first unit. Here's what we 
did.’ As a first year teacher, I just took that hands off approach and 
said, “Okay, if this is what they did, this is what I'm going to do.” 

 In Chloe’s video, she talked about exploring with her students and designing tasks 

that “require collaboration and teamwork.”  However, she stated that, even when she 

disagreed with the things her teammates had planned, she taught them because of her 
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first year status and because she knew that the students’ parents didn’t like it when 

their kids had different experiences.   

 For each participant, there was a certain amount of doing things because they 

got the idea that, “This is just what we do.”  Much of Caitlyn’s identity was centered 

on writing and helping students to develop their creativity.  However, she made a 

decision to abandon her writing curriculum because this is what her team did.  She 

said,  

I felt like as soon as I found out that my colleagues weren't using [the 
curriculum] and that they were like “whatever we do our own thing,” I 
was like “I'll just do what you do then because that seems easier and I 
can focus on other things instead.” I started to realize that I wasn't even 
really giving proper writing lessons, we would have a topic that we 
were writing on but I wasn't doing all of the modeling that we had been 
taught to do, that's obviously still important. 

Caitlyn told me that she hoped to go back to using the curriculum the following year, 

but she knew that would be hard to do since her team was doing something different.  

 Separating the Conflicted family from the Journeying family was their laissez-

faire attitude that when they did choose to stray from the practices of the rest of their 

grade level it was acceptable and expected.  Chloe described how she interacted with 

her colleagues when she disagreed with them.  She said, “I think they want to keep 

what they did and that's totally okay.  I think one time I brought what I'm going to do 

and they're like, ‘Oh, that's totally fine.  We're not.’  I was like, ‘All right, cool.’"  In a 

similar fashion, Carmen described what she often told her team in moments of 

disagreement.  She said to them, “I want to do my own thing. You guys can do those 

things. I’m just not going to do it.  I’m going to focus on [Project Based Learning] and 



 

    

78 

stuff.”  Teachers in the Conflicted family lacked strategy and leadership in introducing 

the practices they valued most to their coworkers.  While it is possible that this 

leadership may grow as these teachers gain teaching years and comfort in their 

teaching identity, it is also possible that their identities may begin to shift as they 

slowly adapt to the ideas and practices of others at their school sites.   

Patterns Across the Archetypes 

 Among the five archetypes, there were archetypal patterns regarding classroom 

practice.  One area that seemed to stand out for all the participants was classroom 

management and discipline.  Each archetype talked about this in their interview and 

this is one of the main issues that new teachers grappled with.  Almost all of the 

teachers I interviewed talked about having a Morning Meeting in their classroom.  

This is a practice that is heavily emphasized in the EDS program and is a way to build 

community within a classroom.  Morning Meeting is a circle time held each morning 

that includes a greeting, morning message, and activity and can be the cornerstone for 

classroom management.  This practice builds a safe and caring community within the 

classroom and allows the teacher to use responsive management rather than using 

rewards or punishments to control the class (Charney, 2002).  Each of the Journeyers 

held on to this practice and implemented it even if they also used rewards and 

consequences in their classroom.  Some of the Conflicted group talked about Morning 

Meeting, but mostly shared about how it was difficult to implement in the school 

setting they were in.  For Frank, Morning Meeting was a big push point.  He 

desperately wanted to implement the practice and manage his class responsively, but 



 

    

79 

was not able to do so because of scheduling and the advice of others to utilize rewards 

for good behavior.  For Frank and Francis, Morning Meeting was one push point that 

made it difficult for them to fit in at their school.  Lucy did not mention Morning 

Meeting, yet she did mention that she was using reward systems in her classroom 

despite her feeling that EDS said, “you’re not supposed to.”  This seemed to be one 

big area where she let the advice of others dictate her classroom practice, and many of 

the teachers I interviewed were advised by other teachers to use rewards and 

punishments in their classrooms in order to make management so much easier and 

because they were very concrete.   

 Classroom management is an area heavily focused on in the EDS credential 

program and the responsive approach to management that they encourage is part of a 

larger system to encourage social justice minded teachers.  This was an area that many 

participants focused on during their first year in the classroom and talked about in 

their interview since, to them, classroom management was not simply a way to 

maintain control of their classrooms.  It was a philosophy that helped them create 

caring classrooms where all students were valued had equitable access to educational 

opportunities.   

 The first year teachers I interviewed also focused, largely, on math curriculum 

and math practice.  The EDS program focuses heavily on mathematics, and it is the 

subject of a yearlong sequence of classes that each teacher I interviewed took while in 

the program.  These classes focus on the combination of procedural and conceptual 

understanding and help guide students in creating tasks and lessons that build upon all 
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of these.  For many of the teachers I interviewed, the ways that they were asked to 

teach math were big push points for them.  Most of the Journeyers described ways that 

they supplemented or replaced the adopted math curriculum at their school with 

activities they had learned at EDS or with other curriculums they deemed to be better.  

Janet and Justine referred to their textbook from their math methods class as a 

resource they used while planning lessons.  Caitlyn struggled with math instruction 

and did what her team did in terms of instruction, but longed for curriculum that was 

easier to follow and implement.  Chloe and Carmen followed the direction of their 

team and taught or modified the curriculum in accordance with what they did.  Lucy 

and Lauren referred to strategies they had learned in EDS to teach mathematics and 

tried to incorporate these into the math curriculum they were given.  Frank struggled 

greatly with mathematics instruction.  He felt that the teachers he observed taught 

math with a heavy focus on procedural understanding and neglected conceptual 

understanding, which he felt was important.  This was a large factor in the trouble that 

he had fitting in to his school.  Florence also struggled because she felt the curriculum 

that her school used wasn’t a match for how she wanted to teach it and felt it was best 

taught.   

 The EDS program ensures that math instruction is a focus for the students 

throughout the year, and correspondingly, this was a large focus for the teachers 

during their first year of teaching.  Students in EDS study math pedagogy and go 

through many experiences designed to increase their content knowledge.  However, in 

addition to these things the EDS program provides readings, lectures, and experiences 
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on culturally relevant teaching.  The program seeks to prepare their teachers to be 

social justice minded and to provide a rigorous and challenging curriculum for all 

students.  Throughout the program, teacher candidates read Delpit's (2013) book 

Multiplication is for White People.” In her book, she described a much too common 

problem in current classrooms -  that many teachers water down the curriculum for 

socioeconomically challenged and culturally diverse students.  She states that teachers 

often feel that they are doing the kind and humane thing by lowering their 

expectations for these students since they often believe that the students can’t meet 

higher expectations.   

 Several teachers I interviewed felt that their math curriculum was designed in a 

way where the teacher presented an algorithm or strategy and the students were asked 

to practice it.  They felt that this type of teaching watered down mathematics and 

robbed the students of their chance to engage in critical thinking and problem solving.  

Many of the teachers I interviewed chose to replace their curriculum with one that was 

oriented toward problem solving.  In addition, they found ways to supplement the 

curriculum with tasks and strategies from one of the books they used in their math 

methods class, which emphasized constructivist and encouraged student discourse to 

uncover mathematical concepts.  

  While these teachers exhibited archetypal patterns in their classroom practice, 

they also exhibited patterns in teacher leadership at their schools.  The faculty in the 

EDS program desire to send off teachers who will become teacher leaders in their field 

in order to help strengthen the practice of their colleagues (Rasori, 2012).  Each 
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member of the Journeying family began to exhibit teacher leadership at their school.  

They were strategic in finding ways to share their knowledge with their colleagues in 

hopes of improving the classroom practice of others.  Justine gained the trust and 

respect of her BTSA provider and grade level lead that helped encourage others to 

start doing what she was doing.  Janet and Jennifer utilized their principal to help add 

validity to their innovative classroom practices, and all the Journeyers found strategic 

partnerships at their school that helped them strengthen their own practice and, in turn, 

helped others to being to view them as leaders.  As stated earlier, this is a big 

difference between the Journeying family and the Conflicted family.  While the 

Conflicted teachers were often critical about improving their practice in their own 

classrooms, they were generally accepting of grade level practices that they may not 

have totally agreed with.  They often took on operated on a “You do what you want, 

and I’ll do what I want.” basis.  Tiffany took a similar approach, although she was 

much more Tenacious in holding on to her identity and not letting others influence her.  

She often closed her door and taught how she wanted; saying that other teachers at her 

school could do the same.  Neither the Finish Line of the Wrong Fit families exhibited 

teacher leadership at their school, although it seems as if the members of the Wrong 

Fit family tried.  Frank often talked about his ideas with his colleagues but was met 

with so much resistance that he was not understood.  Francis and Florence were unable 

to gain the respect of their grade-level team and their administration.  This seemed to 

make it very difficult for them to share their practice with others.  Perhaps this is one 

reason that these teachers were unable to fit in completely at their schools.  While 
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leadership is a large focus of EDS (Rasori, 2012), it is something that they were 

unable to enact as first year teachers, despite several attempts.  

Conclusion 

 While there were many differences among these archetypes of first year 

teachers, classroom management, mathematics instruction, and the amount of teacher 

leadership exhibited seemed to be strong themes in the conversations of new teachers 

who had recently graduated from EDS and were ways that their teacher identity was 

enacted.  The amount of identity that these teachers preserved from their pre-service 

identity seemed to depend on a combination of their personality, their pre-service 

identity, their disposition for learning, and the way that they handled being a first year 

teacher.  These things changed the way that the participants framed support structures 

at their school.  These topics will be addressed in the next two chapters. 
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Chapter 5: Factors Shaping the Identity of First Year Teachers 

 The professional identity of any teacher is dynamic and is affected by many 

different factors that may each come to play at different times (Day & Kington, 2008).  

Among first year teachers in this study, there were three elements that changed the 

way that new teachers framed the support structures and contextual demands of their 

school and thus shaped their actions within their schools.  This chapter will explore 

these three factors that were important to the development of first year teachers: the 

new teacher’s pre-service identity, their disposition for learning, and the way that they 

handled their feelings of insecurity from being a first year teacher.  

Pre-Service Identity 

 The directions given to students in preparation of making their video were to 

“create a digital video that would highlight your teaching growth and practice” (Halter 

& Levin, 2014, p. 386).  Given these directions and much support in forming and 

structuring their video, students in the class focused their videos however they saw fit, 

yet I found great similarities in all of the videos I viewed and analyzed.  In their 

videos, each participant talked about their educational histories and life leading up to 

becoming a student in the EDS program.  Most participants included sections 

describing their time in the program, detailing what they though good teaching looked 

like, or talking about what kind of teacher they hoped to be.  Although there were 

many similarities among the videos, each one focused on these elements in varying 

amounts.   



 

    

85 

 Halter and Levin (2014) state that one benefit of the digital video project was 

that it seemed to help students explore the differences between their early schooling 

experiences and what they have learned while in the program in hopes that they might 

form “a new understanding of themselves and their place in the teaching profession” 

(p. 389).  However, the directions for the assignment did not state that students must 

embed this information or way of thinking into their video, allowing the videos to take 

shape as the students thought best.  While there was no formula for how one portrayed 

their teaching growth and practice, I found a relationship between the type and extent 

of professional identity that was portrayed in the teachers’ videos and the archetypal 

pattern they exhibited as a new teacher.  Table 3 shows how each participant used the 

time in their video.  
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Table 3. Time Use in Video Projects by Topic 

Name Total 
Time 

Identity 
Statement 

Early 
Memories 

Decision 
to Teach 

Things 
Learned 

in 
Credential 
Program 

Future 
Goals 

for 
Teachin

g 
Frank * 4:32 0% 40% 52% 0% 9% 

Florence * 5:25 10% 0% 58% 20% 13% 
Francis * 5:26 0% 30% 19% 40% 12% 

Lucy 3:50 0% 70% 0% 30% 0% 
Lauren 3:29 22% 50% 22% 0% 7% 

Jennifer *  5:17 0% 57% 13% 8% 22% 
Janet * 4:50 95% 0% 0% 0% 5% 

Justine * 5:08 10% 7% 7% 70% 7% 
Julie * 4:55 0% 52% 30% 0% 18% 

Jacqueline* 4:55 37% 41% 0% 0% 22% 
Caroline 4:38 0% 22% 37% 37% 4% 

Chloe 5:00 5% 11% 47% 32% 5% 
Caitlyn * 5:00 0% 50% 36% 0% 13% 
Carmen 4:17 0% 52% 20% 9% 4% 
Tiffany* 3:49 73% 25% 0% 0% 2% 

Note.  Total time appears in minutes and seconds. All times and percentages are 
approximate.  Carmen’s video contained a segment where she stated her goals for 
personal development.  That segment is not included on this table. 
* All parts were connected to support an identity statement or to show the 
creator’s future plans and goals as a teacher. 
 
The findings in Table 2 are discussed in detail below. 
 

 A clear vision for the journey ahead.  Each teacher who was in the 

Journeying family spent a significant portion of their video describing their vision of 

what good teaching was or their hope for how they would be a good teacher in the 

future.  While these teachers also included stories and statements about their early 

development in life, these usually served the purpose of supporting their thesis of who 

they wanted to be and what they thought good teaching was.  All these teachers spoke, 

in some way, about these parts of their identity again in their interview.   
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 Jennifer summed up the main point in her video in the very last sentence.  She 

said, “by teaching with care and intention, by valuing my students and their 

backgrounds my hope is that many more students, dreamers, hard working, empathetic 

and passionate leaders grow from cracks in the concrete.”  She spent the rest of her 

video connecting her childhood and student teaching experiences to the famous Tupac 

song, “The Rose That Grew From Concrete.”  She explained that she felt that she was 

able to grow from concrete because of her teachers that cared despite the fact that she 

had many obstacles in front of her, mainly not knowing the language spoken by her 

teachers.  Jennifer made it clear in her interview that teaching with the same care and 

intention that helped her “grow from concrete” is what she still strove to do during her 

first year of teaching and she often talked about how she wanted to improve in this 

area.   

 Other Journeyers used their videos to talk about the many hats that a good 

teacher wears, how a good teacher frames teaching, or the things a good teacher does.  

Their videos all contained statements such as Julie’s: “My journey is coming full 

circle, and I can't wait to embark on its next phase.”  Statements like these were meant 

to indicate how the stories they had told of their early experiences and time in EDS 

connect to their professional identity and who they would like to be as a teacher.   

 Similarly, the Wrong Fit family also had videos with strong statements about 

their identity.  Frank’s video indicated that he wanted to be a teacher who “create[d] a 

happy environment where [his] students [could] form long and lasting friendships.”  

He further explained, “I want my students to be as excited to come into the classroom 
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and learn as I was to leave my classroom and play [video games] with my friends.”  

As mentioned in Chapter 4, Frank spoke of the many ways that he tried unsuccessfully 

to enact this identity during his first year.  Florence and Francis illustrated that they 

had a strong sense of equity in their videos and felt it was important to support 

students in feeling safe and confident in their differences and individuality.  They also 

felt that they were not able to do this to the best of their ability, despite their desire and 

many attempts at their school.  Francis talked about her strong desire to build more 

equity in her teaching by differentiating her instruction to meet the needs of all her 

students and was disappointed when she wasn’t able to do this at her school.  She said,  

Yeah. I wish I could get more experience observing teachers that do a 
good job with [differentiation], because I know not a lot of people at 
my ... I don't know anybody at my school that's doing a great job with 
that, but I know somebody out there is doing it. I want to observe more. 
I feel like I need to observe more classroom exemplary teaching. 

Similarly, Florence shared her perception that her school was not as focused on equity 

as she had hoped they would be.  She felt that she had been fooled, and said, “I think 

that that's another thing about how our school is --  that we want to put out this image, 

yet a lot of what we do is not authentic.”  Florence felt that the school had 

communicated to her that they had a strong focus on equity and was disappointed 

when she did not find this to be true since this focus was a match with her professional 

identity.  

 Tiffany also had strong identity statements in her video.  She described her 

early educational experiences and connected them to the main idea that she portrayed- 

that she wanted to be a teacher who helped her students reach their dreams.  She had 
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very vivid memories of how a few of her own teachers had worked hard to help her 

overcome difficult barriers in her education.  Tiffany became emotional during her 

interview when she described her teachers and what they had done for her.  Perhaps 

this is one reason that she was so tenacious in her ideals as a teacher.  She had a firm 

grasp on who she wanted to be and was determined not to let anything get in the way.   

 Tiffany, along with the Journeying and Wrong Fit families of teachers used 

their videos to communicate their professional identity development, and each of these 

teachers took steps to enact the identity that they had illuminated in their video.  This 

is in contrast to two of the archetypes that spent less time clearly stating their identity 

in their videos.   

 A blurred vision of the future.  The Conflicted family spent the majority of 

their videos describing their early development.  Some talked about what they had 

learned while in EDS but did not connect their learning to what they thought good 

teaching should look like or who they wanted to be as teachers.  They often used short 

phrases that were unexplained, ambiguous, or without background.  Carmen ended her 

video with this statement:  “I want to teach, to inspire and empower my students.”  

Carmen spent the majority of her video detailing her path to becoming a teacher and 

her reasons for choosing the profession but did not clearly define her identity.  This is 

similar to the video Chloe made in which she described her various learning 

opportunities throughout life and around the world.  She ended her video with this 

statement: “Learning has followed me around the world, I look forward for the 

treasure of learning to follow my students everywhere.”  Her video does not make 
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clear how she will help her students to treasure learning or what a good teacher should 

do to help her students treasure learning.  The videos made by the Conflicted family 

did not contain strong identity statements with examples that backed them up.  

Interestingly, this group expressed that they had trouble being the teacher they thought 

they should be during their first year of teaching.  While they had agency in enacting 

some of their beliefs and ideals, they also supported the status quo that in their schools 

and grade levels. 

 Caitlyn was the only Conflicted teacher who clearly stated her identity in her 

video.  She indicated that good teachers should not “clip the wings of students’ 

imaginations” and should nurture their curiosity, and she used the rest of her video to 

elaborate on and explain this thesis.  However, she indicated that she had trouble 

teaching in the way that she hoped would nurture the students’ imaginations 

(especially in writing) because of the established practices within her grade level.  For 

most of the Conflicted teachers, there seemed to be a relationship between the clarity 

that they had in expressing their professional identity and the amount of time that they 

used in their video to express it and their level of identity enactment during their first 

year teaching.   

 This relationship is illuminated to a greater degree upon examination of the 

Finish Line family of teachers.  These teachers portrayed their identity in their video 

even less than those in the Conflicted family.  Lucy spent her entire video discussing 

her early education and path to becoming an educator.  Although she discussed 

powerful educational experiences, she did not connect those experiences to themes or 
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larger ideas of who she wanted to be because of her life story.  Lucy’s video made it 

seem as though she didn’t yet know who she wanted to be as a teacher.  Lauren felt 

strongly that she was a passionate person and clearly depicted that in her video; 

however, she focused only on personal identity in her video.  Like Lucy, she neglected 

to include any information that would indicate what kind of teacher she wanted to be.   

 Perhaps this is one reason that both Lauren and Lucy were so open to advice 

during their first year of teaching.  Both teachers used any advice they were given, 

citing that they had a lot to learn since they were so new.  Neither teacher felt 

conflicted about their classroom practice or about the way that their school or grade 

level taught certain things.  Unlike the Conflicted group, these teachers seemed to go 

with the flow of their school and do what others were doing (at least instructionally).  

 Summary.  Halter and Levin (2014) stated that a benefit of the digital video 

project was that it seemed to help students explore how their early schooling 

experiences connect to their learning while in the program in hopes that they might 

form “a new understanding of themselves and their place in the teaching profession” 

(p. 389).  The Journeying family, as well as the Wrong Fit family and Tenacious 

Tiffany, used their video to explore these differences and solidify a vision of how they 

wanted to be as teachers in the future.  Each of them connected their early memories 

and decision to teach to a larger portrayal of who they were professionally or how they 

wanted to be in the future.  Some of these participants chose to focus on making 

connections throughout their video that would lead up to and explain their future goals 

for teaching.  Others connected the parts of their video by weaving a strong 
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professional identity statement through it.  These statements illustrated who the 

makers knew themselves to be as a teacher.  However, the videos of the Conflicted 

and Finish line families were much more disjointed.  Although these teachers often 

made brief statements about who they were professionally or about the kinds of 

teachers they wanted to be in the future, they did not connect these ideas to their early 

memories or decision to teach.  These connections seems to be important in helping 

teachers reconcile their identity formed from early educational experiences with what 

they have learned while in their pre-service program, and this reconciliation is an 

important step in forming a new professional identity for which they had a firm grasp.   

Disposition Toward Learning 

  Novice teachers often abandon the innovative practices learned in their pre-

service program and adopt the practices of their much more experienced colleagues 

even when they feel they have freedom to teach as they see fit (Allen, 2009).  While 

many teachers I interviewed sought out and used knowledge from more experienced 

teachers, some seemed to be able to benefit from the experience of teachers around 

them while holding on to the identity they had formed before entering the workplace.  

These teachers had a disposition towards learning, and they constantly sought out 

opportunities to better themselves as teachers.  And, at the same time, they were 

cautious consumers and regularly sifted through advice and ideas until they found 

what worked and was right for them.   

 Learning is an investigation.  The Journeying family of teachers seemed to 

have a smooth transition from the university to the workplace.  They had high regard 
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for resources other teachers at their school had while being choosy about which ones 

to adopt.  These teachers sought out resources from others, but chose to use only a 

fraction of what they received.  Their pursuit of knowledge was an investigation.  

Sometimes they kept what they found, while other times they left it behind.  

 Jennifer spoke about how she asked many people for advice about things she 

struggled with during her first year of teaching, yet she never seemed to be satisfied 

with the advice she got.  Rather than implement everything she was told, she always 

sifted through each piece of advice she got and used bits and pieces of what felt right 

to her.  It was difficult for Jennifer to get useful advice at her school because other 

teachers went about their teaching with much different mindsets than her.  She talked 

about her ongoing process of asking for support from a colleague with a particular 

issue she was having and described her feelings of frustration with the advice she got, 

which she felt like she could not use.  She said,  

That’s why it was hard for me to ask for advice, because that is the 
response she would give... She could probably [do that] and be okay, 
and if she complained to the principal it’s not a big deal because she’s 
been teaching for so long that it doesn’t affect her, but that’s not ... 

She went on to describe how the advice she was given would not work for her since 

she had a much different teaching philosophy.  For Jennifer, this pursuit for 

knowledge never stopped.  She constantly struggled with the answers other teachers 

gave her in response to her questions and reflected on each of them.  

All of the teachers I interviewed talked about getting advice and direction from 

their BTSA providers throughout the year.  However, teachers responded to this 

support differently.  Journeyers, who seemed successful at becoming learners while 
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still preserving their identity, reflected on the support given to them and were strategic 

in how to incorporate it.  Janet respected her support provider and agreed with many 

of her observations.  However, she didn’t incorporate all of the advice her BTSA 

provider gave her.  She said,  

Most of the stuff that she gave me, I didn't use, to be honest, but when I 
asked for things, ‘I'm in need in this area, can you help me?’ She would 
give me stuff, and I would use some of the stuff. Especially she would 
recommend this book, or this chapter, that I could just read a chapter 
and then pick different strategies for it or something. Those were 
always useful things… 

Similarly, Jennifer told me about the response that she gave to her BTSA support 

provider fairly often.  She told her provider,  “Thanks for that,” and then explained, “I 

knew in my gut that wasn’t okay so then I would go talk to somebody else…” 

Teachers in the Journeying family were critical consumers about the support 

they received.  They found people whose advice they could trust and purposely sought 

those people out when they needed support.  Jacqueline was struggling at her school 

and felt unsupported by her administration and her coworkers.  After rejecting the 

advice she received from colleagues at her school, she turned to her parents, who were 

both previously elementary school teachers, to find the support she needed.  Julie 

started off the year seeking advice from someone on her grade level team, however 

she learned that she got advice that was more valuable to her from other people at her 

school.  She said,  

At the beginning of the year [I talked to] a grade level teacher [when I 
wanted advice]… Her I would probably go to for literally everything. 
Then as the year has gone on, I found a couple other teachers who their 
teaching style is meshed a little more with mine. They got me more 
excited about stuff. I sometimes go to them more. 
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Janet and Justine sought out a partnership with another teacher at their school 

who also went through the EDS program even though they weren’t on the same grade 

level team.  Janet talked about the teacher she found to collaborate with.  

[Teacher’s name,] she is 5th grade. It was hard to actually plan our stuff 
together, because we have different standards we're trying to meet, but 
she was helpful in every other way. Even some activities she would 
give me, and stuff that you can do with both grade levels. She was my 
go-to lifeline. Even though she was only one year ahead of me, it was 
so helpful to have her. I think just even with ideas about classroom 
management or what to do with my class or things like that, she was 
really helpful, too. 

 Justine shared a similar thought.  She learned to seek out the advice of different 

people depending on what she wanted help with and found that she often sought out a 

graduate from the EDS program that she worked with even though they taught very 

different grade levels.  She said,   

I'd always go to [my BTSA support provider] about [how to help my 
students with reading], but as far as management, I would go to 
[Conflicted Carmen] just because I feel we manage our classroom more 
similarly. It's nice to have someone from the program. 

 The Journeying teachers all seemed to make decisions about their classroom 

practice in the spirit of doing what was best at the time with their eye on the vision of 

constantly improving and changing.  They often implemented curriculum, strategies, 

or ideas because they wanted to be team players or learn from their colleagues, but 

they framed these decisions as temporary and began a quest for something that made 

more sense to them.  Jacqueline talked about how she spent most of her year planning 

curriculum and projects with her team.  This often frustrated her because she felt that 

her students had different needs and should be taught curriculum that was targeted to 



 

    

96 

them.  She continued to collaborate with her team, but towards the end of the year she 

worked on designing her own project for her class to complete.  She described how it 

felt to be able to better meet that needs of her students.   

It was nice because the last project ... One thing that I did like about 
doing my own project and not having to necessarily take into account 
two classes, was that I got to really decide, “What are my kids 
interested in and what do they need as human beings?” The first two 
projects, I thought, were fine but the last one, it's like, “Okay, I can just 
think about [the specific needs of my students].”  

Justine did not like the math curriculum she was asked to teach, but implemented it 

temporarily because that’s what her team did.  She said,  

I do not like [the math curriculum]. I have strong dislikes for [the math 

curriculum]… My whole team uses it, so at the beginning of the year, I did it at 

first. I wasn't having it. I wasn't enjoying myself, and my kids were not 

enjoying it. I feel like it was so forced because it takes one way of doing 

something and drills it into for a day. Then they never readdress it. They don't 

get to practice. 

Instead of adapting herself to the curriculum, she slowly began to supplement it with 

lessons from the curriculum she used in her student teaching.  She said,  

So I started doing [lessons from a different curriculum]. I was nervous 
about it. I didn't want to create waves in the team, but I did every once 
in a while, I would throw one in. Then I realized that my kids loved 
math when we did those, and I loved it. Slowly but surely, I phased out 
[our adopted curriculum] and went to [the new curriculum].  

 The Journeyers were open to learn from their peers and they wanted to 

collaborate with others at their school.  However, they were strategic in deciding how 

and when to implement suggestions and advice.  These teachers maintained a critical 
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eye towards mandates, like curriculum, and figured out how to adapt it so that it better 

fit in to their identity as teachers.  Journeyers were confident in their identity and felt 

that they had a tool belt of useful pedagogical strategies that they could use to deliver 

good teaching.  They left space on their tool belt for new strategies, but didn’t add 

them until they fit in with what they already had and believed in.  

 Wrong Fit and Tenacious teachers had unsuccessful investigations.  

Teachers in the Wrong Fit family had dispositions toward learning that were similar to 

those of the teachers in the Journeying family.  They were open, at least initially, to 

the advice of others and sought it out.  However, they sifted through the advice and 

direction they were given, and eventually, these teachers chose to reject all of the 

advice they received.  The Wrong Fit group didn’t seem to be able to win over their 

colleagues in the same way as the Journeyers.   

 Frank had a strong disposition toward learning and viewed teaching as a 

journey.  He referred to teaching as an adventure and went through his year open to 

finding new and better paths to take in his classroom.  He often talked about how he 

sought out advice, tried and evaluated it, and ended up rejecting it because it directly 

conflicted with his professional identity.  Throughout Frank’s interview, he constantly 

grappled with issues surrounding his practice and reflected on how he could get better.  

However, perhaps what separates Frank from the Journeying family is his feeling that 

his pedagogical toolkit was flawed in some way.  While the Journeyers felt confident 

in the strategies they had in their belt, Frank felt that his tool belt was incomplete and 

that it needed to be filled up by others.  However, the tools he was given were not a 
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match for his identity and so he did not allow them to be added to his belt.  As 

described in Chapter 4, he constantly sought out support from multiple sources hoping 

to find something that would work for him., and he said that his classroom 

management problems were all his fault.  He ultimately felt that he was the reason 

nothing worked.  He felt that he needed to get a pedagogical tool belt when, in fact, he 

already had one.  However, unfortunately for Frank, his tools were not valued at his 

school.        

 Unlike Frank, Francis and Florence felt confident that they had a variety of 

strategies they could draw on to be a good teacher.  However, both of these teachers 

expressed excitement to add to their tool belt with new strategies from others at their 

school.  Florence talked about her excitement at the beginning of the year when her 

principal promised to mentor her since her entire team would be made up of new 

teachers.  She said,  

[Our principal] said if all three of us taught at the same team, that she 
would be our mentor. She would personally take us all under her wing 
and kind of help us because it's three new teachers in a project based 
learning school. We were like, "Yeah, that's great. We have a really 
great relationship with you." 

She was disappointed when this did not end up happening throughout the year.  She 

described the difficult process she had to go to in order to set up two observations in 

her class and her disappointment at not getting any useful feedback from the first one.  

Then she said, “The second observation she didn't even come. I set it all up and she 

just didn't even come.  That's kind of been my like experience.”  Francis expressed her 
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desire to learn from other teachers and her disappointment that she was not able to do 

that more.  She said,  

Yeah. I wish I could get more experience observing teachers that do a 
good job with [differentiated reading instruction], because I know not a 
lot of people at my... I don't know anybody at my school that's doing a 
great job with that, but I know somebody out there is doing it. I want to 
observe more. I feel like I need to observe more classroom exemplary 
teaching.  

She later added on to this, saying that at her school, “Nobody's watching you, for sure. 

It's sad, but that's why I really wish [my principal] would have been in my classroom 

more.”  She was disappointed that she was not able to learn as much as she had hoped 

from her colleagues and the administration at her school.  All three Wrong Fit teachers 

were hoping that they could add strategies to their pedagogical tool belt, but their 

inability to do this at their schools, made their schools the wrong fit for them. 

 Tiffany was also unable to find learning opportunities at her school despite her 

desire.  She talked about how much she respected her principal and the disappointment 

she felt when he left her school.  She said,  

The principal that hired me…I really liked him. I really wanted to be 
under him. I wanted to learn a lot from him, so when he said that he 
was leaving, I was like, “Why?! Why are you leaving?! I need to learn 
from you. Don't leave.” 

When Tiffany’s principal left the school, she felt as though she had lost her main 

source of professional learning; however, she was confident in the tool belt she 

already had, and this belt seemed to match with the philosophy of the school.  Because 

of this confidence, she did not turn to others at her school whose practice she did not 

agree with.  She said that new teachers should “be fearless,” further explaining,  
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When I got my classroom, and when I got my kids, I knew that I 
wanted to do everything that I wanted to do. I didn't want to be 
influenced by anybody. Yes, I'll take advice, but if there was something 
that I didn't believe in, I wasn't going to do that just because I wanted to 
please somebody. 

Although Tiffany had the disposition of a learner and wanted to add to her 

pedagogical tool belt, she was very cautious about adding tools onto her belt that 

didn’t fit in with the others.  

 A hybrid model for learning.  Teachers in the Conflicted family seemed to 

take on multiple dispositions throughout their first year of teaching.  At times, they 

were curious learners who dug into their classroom practice seeking to make it better.  

They grappled with issues, listened to many ideas from others, and struggled to find 

the best method of improvement.  However, at other times, these teachers yielded to 

their co-workers, who were often much more experienced than they were.  Changes in 

the way that these teachers framed their experiences may explain why they often held 

multiple dispositions.   

 The Conflicted family of teachers often had a disposition toward inquiry and 

reflectiveness in their classroom.  In this sense, they seemed to frame the activities 

within their classroom as opportunities to reflect and try something new.  If they tried 

something and it didn’t work as well as they hoped, they were not discouraged, but 

rather felt free to try something else.   

Caitlyn grappled with classroom management all year.  She struggled to find 

the best way to help her students have good behavior and be good citizens and tried 

many strategies that the hoped would help with this.  She reflected on her struggle and 
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the process she went through in evaluating the advice she received, saying,  

Yeah, I don't know, I think that my colleagues have very different 
viewpoints on that kind of thing. Or like, depending on which person I 
went to I would get a totally different answer, which is good sometimes 
but then I'm like ‘I have to chose the person whose answer I want to 
hear about that particular thing.’  I've gone to a lot of different people, 
and been like ‘what do I do? They did this?’ I feel like I've never, I hear 
consequences that make sense but nothing that appeals to me where I 
would stick with that consequence all the time. 

However, within her grade level team, Caitlyn seemed to adopt a “go with the flow” 

frame.  She seemed to understand that, when it came to activities that were co-planned 

with other teachers she worked with, she should just do them and little thought was 

required.  Caitlyn reflected on her year and was unsure whether she had been able to 

instill a love of writing and creativity in her students.  This was something that she 

expressed was very important to her in her video.  She was regretful in saying that she 

wasn’t sure she had, and she cited her work with her team as the reason.  Despite the 

fact that they didn’t pressure her to be a certain way, she adopted the practices of her 

colleagues.  She said,  

Yeah, I feel like if I'd put aside more time to try to give [my students] 
more open writing assignments, I could have [helped my students love 
writing and become more creative], it wasn't that [my teammates] were 
making me do anything but it was more of that was what was available 
and they were able to tell me what they were doing and it felt more 
comfortable for me to just be like, okay, they're doing this so then it's 
fine for me to do it too, I don't know… It's really nice. They're all super 
open, if I go ask them anything they'll say this is what I'm doing. It's 
cool, there isn't any “you have to this and this and this,” I can do 
whatever I wanted but if I need their help, they're open to give it to me. 

In a similar fashion, Caroline held a learner frame in her own classroom. She did not 

like the curriculum she was given to teach English Language Development (ELD) and 
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took an active stance in attending a training that would help her learn how she could 

improve the curriculum.  She said,  

[The ELD books that the kids read] are not even good writing. ‘The 
horse ran. The horse drank water.’ That isn't what I want them to write 
like, so why would I have them read like that. That is ridiculous, so I 
went to the ELD training workshop, and they said, “You need to come 
up with a curriculum that builds into and from your own.” 

Caroline made a similar curricular decision for her second year classroom after 

reflecting on her first year experiences.  Despite her district’s expectation that she start 

small group reading lessons at the beginning of the school year, she said, “I learned 

that hard way, too. That's not happening. I tried that and it didn't work... I'm not 

starting [small group reading instruction.] I decided I'm not doing it, until later.”  She 

was confident in her choices and felt that they were to the benefit of her students.   

 However, at certain moments when Caroline reflected on her role within her 

grade level team, she also seemed to take on the “go with the flow” frame.  As 

discussed in Chapter 4, despite the fact that her team made a major decision to 

departmentalize her grade level, which she didn’t think was a good for the students, 

she felt that she should continue to go along with their plan and try to make the best of 

it.  Similarly, when her grade level was discussing how to structure ELD lessons, they 

talked about creating large classes of students with similar language needs.  This way, 

the teacher could teach one lesson to an entire class of students.  Caroline felt that this 

was not the right thing to do and would not be the best for the students, but she said, 

“I’ll do whatever they want,” indicating that she would defer to the other teachers on 

her team if this is what they thought was best.   
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 Caroline told me that she had one other job offer after she graduated from the 

EDS program.  However, she chose the school she did because the staff was friendly 

and seemed to get along well.  She said, “At my school, there are no cliques. 

Everybody talks to everybody.  There are people that don't like each other, but they 

always respect each other.”  Caroline brought up the harmonious nature of 

relationships at her school several times during her interview.  Perhaps this helped 

frame for her how she should interact with her colleagues.  Perhaps she felt that, in 

order to maintain the cordiality among the staff at her school, she should agree to their 

decisions despite her feelings about their appropriateness.   

 Learning as a quest for the right answer.  Lucy and Lauren were most 

similar to teachers in Allen’s (2009) study that found that new teachers often revert to 

the tried and true practices of their much more experienced colleagues.  Lucy told me 

that one thing she really liked about her school was that her leadership and her co-

workers were open minded about new and innovative ideas.  She said, “[The people at 

my school are] really open to just letting you try out different teaching practices.  

They're not so strict.  Yeah, you follow the curriculum, but they're flexible.”  

However, she opened herself up to the advice and direction of anyone at her school, 

the reason being that she said she had so much to learn.  She said, “I think I'll try 

whatever they tell me, I'm really open-minded.”  She sought out support and advice 

often and felt that this was the responsible thing to do since she was inexperienced.  

Lauren was also open to any advice she was given and did not seem to be strategic in 

the way that she implemented it.  She said, “I was always very open and I know 
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coming in I don't know everything.  All I had was questions.  I never got any advice 

that I didn't want to take.”  Lucy and Lauren felt that their tool belt was incomplete 

and that they needed to add tools from others, but the did not seem to have a sense of 

what they wanted their tool belt to look like or a solid idea of what should be in it.  

Insecurity of Being A First Year Teacher 

Each new teacher I interviewed talked about some feelings of insecurity about 

being a first year teacher.  While every teacher expressed (to some degree) that their 

status caused them to feel insecure, each archetype of teacher responded to these 

feelings differently.   

 Journey to overcoming self-doubt.  Teachers who were members of the 

Journeying family recognized that they felt apprehensive about being a new teachers 

at took steps to ease their self-doubt and to make themselves more competent.  Julie 

started the year following what her teammates were doing, however, as time 

progressed, she purposely sought out partnership from someone who was more 

experienced than she was and who was.  She found someone who was like-minded in 

their teaching an attempt to help bring more credibility to her ideas.  She said,  

[The way that I teach has] very much changed. In the beginning of the 
year, it was a lot more by the book or just what my neighbors were 
doing. Because I was feeling so insecure about what I was doing. Now 
I've tried to be more thematic in terms of like having an over achieved 
theme of study, which is something that I got from [the partnership I 
created with the more experienced teacher].  

Julie explained more about why it took her a while to begin to implement her ideas 

and teach in the way that felt best to her.  She said, “I felt uncomfortable just being the 



 

    

105 

new person. I felt like [the more experienced teacher] had been teaching so long that 

people listen to her. She was able to build up my confidence a little bit more.” 

Justine also valued the knowledge and experience of a more expert teacher.  

While talking about her year, she said,  

It was super helpful because we have a veteran teacher on our team 
who's been teaching for 12 years, and she has a lot knowledge about 
kids. She's really good about thinking what kids would say and 
anticipating that sort of thing. 

However, Justine also made sure to take note of where she felt she had expertise and 

knowledge.  Immediately after she talked about the benefits of having a veteran 

teacher on her team, she said, “I feel like I contributed by being from a [recently 

finished pre-service teaching] program.  We were talking a lot about the strategies, and 

I feel I contribute from that end.”  Justine valued the knowledge of others, but made 

sure to keep that in perspective with what she had to offer.  She also went through a 

process in learning how to communicate effectively with her teammates so that she 

was understood.  She explained,  

I thought I had to be on the same page as [the rest of my team]. I think 
as long as you’re able to really articulate to your team members why 
you're doing something, I feel like they'd be a lot more open to hearing 
what you have to say. I feel as a new teacher, I was nervous to 
contribute my ideas. I got more comfortable, and I realized that they are 
really open to hearing them and even trying them out sometimes. 

Justine did not rest in her insecurities; instead, she took steps to increase her 

confidence and efficacy in communicating with her more experienced peers.  

 Jacqueline taught in a school where there were many first year teachers, and 

she did not feel that she received adequate support at her school.  She felt that this lack 
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of support was intensified by the fact that she and many of her coworkers were new 

teachers.  She explained this feeling, saying, “You're given total free [reign], 

creativity, do whatever you want and we'll support it. If you don't know what you're 

doing, especially too for us, it was unique in that we were all first year teachers on the 

green.”  She added, “I think just because we were all first year teachers, a lot of the 

times you would be like, "Huh? That's what we're supposed to do?"  Jacqueline dealt 

with this feeling by taking a learner stance throughout her first year.  She tried things 

and resolved to keep trying new strategies if things didn’t work out as planned.  She 

said, 

There are so many things that I tried that was like, ‘Nope, you know 
what? That's not going to work. I'm not organizationally ready to do 
this,’ or, ‘Oops. I didn't know that we were supposed to do [reading 
tests] three months later. Oh, okay we haven't been doing guided 
reading the first half of the year. We're supposed to be doing that? My 
bad.’ Things like that.  

Rather than let her first year insecurities paralyze her decision making process, 

Jacqueline adopted the disposition of a learner, which helped her to overcome this 

feeling. 	

 Being a first-year teacher is keeping me from the finish line.  The 

Journeying family is in contrast to the Finish Line family who mostly dealt with their 

insecurities by sticking closely to the advice of colleagues or by criticizing the way 

that first year teachers were treated.  Lucy looked toward her administration and 

colleagues at her school to tell her what to do.  She sought out advice and guidance 

because she felt inadequate as a first year teacher and often felt that she was doing 

things wrong.  Lucy explained why she consistently looked to others for direction and 
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why she implemented what she was told without question.  She said, “I think it helped 

me just to see and stay on track of what I'm supposed to be doing.  Since I was new 

and it's such a big school I didn't know a lot of the things.”  Lucy did explain that she 

was quick to take on advice, but added that she later evaluated it for its effectiveness 

in her teaching.  She said, “I felt like at the beginning I was getting really influenced 

but then there were a lot of things that I didn't really like and then later I feel more 

comfortable, like "Okay, I can teach [in a new way].  This is similar to what Justine 

and Julie reported happening during their first year.  They began their year following 

their grade level, because they though they needed to, and gradually began to make 

their teaching fit their identity.  Lucy not only followed the direction of her colleagues, 

she sought it out because she felt inadequate and that she was “doing it all wrong.”  

These teachers framed their first year status differently.  While Julie and Justine saw 

their development as a journey that they needed to start by following going along with 

their peers, Lucy felt that her knowledge of teaching and her skills were insufficient 

and needed to be augmented right away. 

   Lauren used her first year status to talk about the faults she saw in her school 

and administration.  She disagreed with the situations that she was put in and felt that 

first year teachers should be handled more carefully.  She said,  

Overall, I just feel like [the administration at my school] need[s] to treat 
first year teachers a lot better. They really do and not have you being 
new as the reason for you not getting certain things. If anything, that 
should be the reason you get things because you need to be able to have 
some time to actually develop your craft. I feel like with constantly 
changing, I feel like that's not going to happen for me. I really don't. I 
know for a fact if I stay there, it's not going to happen for me. 
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To Lauren, the treatment she received as a first year teacher was the reason that she 

was not successful, and she felt that she would never be able to be successful at that 

school.  

 Tenacity in retaining identity but uncertainty about leadership. Tenacious 

Tiffany felt very insecure about her first year status.  She also sought out partnership 

from like-minded peers to give her more confidence in her decisions.  She said,  

I think, at the end, it's really easy to have somebody that thinks like you 
to make those decisions. I know if it was just me by myself, I don't 
know if I could do that. Because I'm a first-year, they're going to have 
judgment, but because I had that one teacher, it was easier for me. 

Tiffany said that she wasn’t sure she could diverge from her team on her own, but she 

did so throughout the year.  As explained in Chapter 4, she seemed very confident in 

doing things differently that the rest of her team and learned how to avoid tension 

from them when she made her own decisions.  Her insecurities exhibited themselves, 

however, when her administrator asked her to take a leadership role at her school.  She 

said,  

I feel like because I am a first-year, I don't feel like I have a lot to 
contribute yet. I have a wall. I don't know why. There's a lot of things I 
want to say and do and act on, but I don't because I'm a first-year. I 
don't know when that's going to change. It's like my thing with being an 
English learner; I'm a first-year. I have nothing to teach you yet. 

While Tiffany’s classroom practice has not been affected by her first year insecurities, 

it seems that her feelings of inadequacy might have prevented her from sharing her 

ideas with other colleagues at her school, a factor separating her from the journeying 

family, as each of those participants had begun to share their practice with their 

colleagues.  



 

    

109 

 Conflict between professional identity and the uncertainty of being a first-

year teacher. The insecurities of the Conflicted family also affected their leadership 

potential, as these insecurities often prevented them from negotiating practice with 

their grade level teammates.  Instead, the Conflicted teachers often yielded to practices 

that their team already had in place.  Many of these teachers talked about their 

teammates, saying that they were like their moms and dads or referring to the years of 

experience they had.  Caroline talked positively about how her teammates had over 15 

years of experience and said the were “the best team in the world.”  She seemed to be 

very grateful for this as right before this statement, she talked about her friend, 

Conflicted Caitlyn, and negatively referred to the fact that she had ended up on a team 

with several new teachers, which made things hard for Caitlyn.  Interestingly, Caitlyn 

referred to this in a positive way, telling me about how she was able to receive more 

support since much of her team was new.  Being a new teacher was stressful for 

Caitlyn, and she was grateful for the regular grade level meetings she had where others 

told the new teachers what to do.  She said,  

[Grade level meetings were] kind of stressful as a new teacher because 
I would sit there and take notes and I'd be like oh my god, I have no 
clue what they're talking about, all this stuff we have to do in the next 
month. Then I'd leave and be like ahhh, it was also nice to have, if it 
was just a lunch time meeting they were telling us what was going to 
happen that would have been extremely hard.  

Chloe often talked about how she deferred to her team when it came to making 

decisions about instruction because of her position as a first year teacher.  She said, 

“Since [my grade level partner has] been here the longest, and I'm her new partner, I 
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need to kind of do what she tells me to.”  As she continued, she talked about how she 

works with the rest of her team, saying,  

They were kind of like, "All right, here's our first unit. Here's what we 
did." As a first year teacher, I just took that hands off approach and 
said, "Okay, if this is what they did, this is what I'm going to do." 

While Chloe seemed content to follow her teammates, others in the Conflicted family 

struggled with this.  Carmen described how she typically followed her team, but at 

times, she told them that she was going to do her own thing.  She said,  

[One of the teachers on my grade level] was teaching fifth grade, her 
second year and that was my first year, so we were following what [the 
more experienced teachers on my grade level] were doing, which was 
fine. They knew what they needed to do, but I felt kind of bad, like I 
wish I could help some more. I did, but I was just like, "I want to do my 
own thing. You guys can do those things. I'm just not going to do it. I'm 
going to focus on my [Project Based Learning ] and stuff. 

It seems that Carmen was torn between benefitting from teachers who were more 

experienced than her and enacting her own identity as a teacher.  As with many of the 

Conflicted teachers, she did both things, rather than share and negotiate her practice 

with her colleagues.  

 Many Conflicted teachers also viewed direction and curriculum as something 

that was necessary and beneficial to successful navigation through their first year.  

Carmen was torn between the convenience of curriculum and the benefit to students 

when she designed her own curriculum and implemented Project Based Learning.  She 

said,  

[My grade level is] still trying to figure out their stuff, which is fine, 
because that's what I'm doing. It's a lot of trial and error, which is fine, 
but I just wish that I was more organized and knew more of my stuff so 
I don't have to guess so much. 
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Caroline also seemed to have this struggle.  She talked to me about her role as the 

reading teacher and commented that her team should have given the first year teacher 

a curriculum to teach that was neatly laid out.  She said,  

First of all, reading should not have been the one that they gave the new 
teacher. I'm just saying. They should have gave [sic] me writing. [The 
writing curriculum] lays it out. I could have just laid it out for them, but 
it doesn't matter.  

Many Conflicted teachers looked for the direction of curriculum and the advice of 

colleagues to ease the anxieties they felt about being a first year teacher.   

 Shattered dreams can lead to the wrong fit.  Interestingly, the Wrong Fit 

family didn’t explicitly talk about feeling insecure in being new.  Rather, they spoke 

of how their first years had been overwhelming and how they didn’t realize how hard 

the job was.  Francis left EDS program feeling excited about teaching and became 

discouraged once she began her job.  She said, 

I think it's after my first year of real teaching. When I left my 
[credential program], I was like, "oh my god, yes, teaching, yay," and I 
love it. I wouldn't change it. I love it. I just didn't realize the amount of 
pressure and how you can always be doing something more, and if 
you're an overachiever and if you really expect a lot out of yourself, and 
if you really make connections with people, how much it can drain your 
soul and your emotions, yeah. It's just such an emotional profession I 
feel. Yeah. It's hard. 

Francis seemed to have high hopes for teaching that were shattered once she started 

and found out how hard it really was.  Frank also struggled with a tension between 

what he wanted to do and what the time available to him dictated that he do.  He left 

EDS feeling that he wanted to create much of his own curriculum and learning 

experiences, but found that he wasn’t able to do that.  He said, “I mean, I wanted to 
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make my own stuff, but it was like I didn't have the time. It was 8 to 3, I was teaching 

8 to 3. I was one of the first teachers to show up everyday, and was one of the last 

ones to leave.”  He went on to tell about he arrived at school at 6:15 in the morning 

and left late in the evening, but couldn’t get the work done that he felt he needed to do.  

Florence was overwhelmed at the work that was required to teach at her school and the 

lack of support she felt from her administration.  She said, “We realized every step of 

the way, we didn’t know things.”  Perhaps the overwhelmed feelings of the Wrong Fit 

family were a reason why they did not fit into their school.     

Summary 

 The first year teachers I interviewed were very aware of their position as 

novice teachers, and this manifested in different feelings and reactions from each 

group.  Some groups felt anxious about being new, and these groups often deferred to 

colleagues or curriculum for guidance on how to be effective, even when these 

directions contradicted with their beliefs.  They often accepted and reproduced the 

status quo that already existed in the school, which may eventually lead to the shifting 

of professional identity.  However, some teachers figured out how to overcome their 

anxiety and begin to negotiate classroom practice with their staff.  They were 

thoughtful about advice and curriculum and found ways to gradually push back on 

things they disagreed with.  As a result these teachers retained much of the 

professional identity they had when they left their pre-service program.     

 The three factors explored in this chapter were important to the development of 

first year teachers.  Their identity as a new teacher, their disposition for learning, and 
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the way that they handled their insecurities from being a first year teacher helped 

make a frame through which each participant interpreted the support and contextual 

factors at their schools.  These frames will be discussed in Chapter 6.   
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Chapter 6: The Three Legged Stool of Support for First Year Teachers 

 There are many ways that teachers feel and receive support, and all of the 

teachers I interviewed talked about how they were supported during their first year of 

teaching.  The supports came from three main areas: support from administration 

(professional development is included in this area since they were either planned or 

executed by school leadership or administration), support from informally 

collaborating with colleagues, and support from formal collaboration time with 

colleagues or with a mentor.  These three sources composed a three-legged stool of 

support, as shown in Figure 4.  

 

 

 

 

 

 

 

 

The Journeying family seemed to utilize and benefit from every leg of the stool, while 

other groups relied on one or two legs, creating instability and often resulting in the 

shifting of identity.  While each archetype of teacher reported having various forms of 

supports during their first year, the main difference between them seems to be how 

Figure 4. The three legs that make up the support stool 
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they framed each leg of the stool, and these frames were affected by each of the 

factors discussed in Chapter 5.    

A Sturdy and Supportive Stool 

 For the Journeyers and for Tenacious Tiffany, each leg was seen as helpful and 

was utilized accordingly.  These teachers spoke of each leg of the stool, making sure 

to frame their statements in a positive light.  When there were problems within one of 

these areas, the Journeyers focused on bringing out the positive aspects that they saw 

and on working through the problems that they might be experiencing.  For them, an 

area where they didn’t feel supported was an opportunity to improve their situation or 

a hurdle that could be jumped over with the right amount of practice and 

determination.   

 Each Journeyer talked in a positive way about support given to them by their 

administration.  Jennifer described her principal, focusing on how hard she worked to 

make teachers feel supported.  She said, “She is so, so great. She works so, so much. 

At 11:00 she’ll send emails, and not that she ... She comes to your observations and 

stuff, but she’s always looking for positives.”  Janet had suggestions about how she 

would do things differently if she were the principal.  She felt that the professional 

development activities were too heavily focused on building social cohesiveness and 

that she could learn more if they focused on instruction.  However, she still framed the 

principal in a positive light, highlighting her perception of his positive intentions and 

how this may have benefitted her to some extent.  She said,  

I would structure them differently. I think our principal ... he was new 
last year, so he was new when I came, which is also interesting time to 
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come on. He spent a lot of time trying to develop this cohesive staff 
thing, which is great until you meet our staff and you realize most of 
our staff are veteran teachers. They've been working together at the 
same school for years and years. Most of them get along perfectly. 
They have all these outings. That's not something you need to focus on. 
For me, it was cool, I guess. I was just trying to break into that. 

She also spoke about the reading specialist at her school and stated that she wished her 

school had a vice principal so that the reading specialist would have time to support 

students and teachers.  She said, “Our reading specialist is supposed to be supporting 

our teachers in how to teach reading and all of that, but barely gets any time for that 

because they're doing VP duties.  I would probably put a VP in.”   Her comment 

seems to indicate that she viewed the reading specialist positively and felt that she 

would be effective in offering support if she had sufficient time to do so.  Julie 

focused on how her principal was supportive and on the active stance a teacher should 

take to receive support.  She said, “I do feel like our principal is good about if you 

have a problem, just go to her.” 

Jacqueline had many concerns and frustrations about the administration at her 

school.  She did not feel supported with curriculum, but in talking about this she 

focused on how she had freedom and creativity to do whatever she wanted and could 

lean on her reflective nature to help her navigate through this and improve her 

teaching in the process.  She also shared many frustrations about how the school was 

managed, but ended her statements by saying “I guess you could interpret that as [the 

principal] must be really trusting.”  Later, she talked about the advice she would give 

to a new teacher who needed get more support at her school.  She said,  
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Then, also I think, just to advocate for yourself. I feel like I still don't 
really know how to do that. I think if somehow they could take that and 
then actually do that, like demand. Like, "No. I'm not being supported. I 
need this, this, and this." Feeling comfortable enough to do that. I think 
that's something I would tell them. 

Jacqueline felt that administrative support was lacking, but focused her comments 

about the active stance that a teacher could take to receive more support rather than 

focusing on the deficits of the administrator.   

 The Journeying family also talked positively about the informal collaboration 

they had with colleagues at their school.  Jennifer and Julie talked about how they 

appreciated the planning done with their grade level and also found partnerships 

outside their grade level to collaborate with.  Both Jennifer and Julie found these 

informal partnerships extremely valuable and helped them express their identity and 

teach in a way that felt right to them.  Janet wasn’t able to collaborate much with her 

grade level during her first year and had to seek out partnership from a teacher outside 

her team.  As described in Chapter 4, she found this teacher to be very supportive.  

However, Janet also told me about the teacher from EDS who was recently hired to 

work on her grade level.  She described her excitement for what their collaboration 

could bring about.  She said, “Right now, [my new partner is] just taking a lot of stuff 

from me, which is exactly what she needs. I'm really excited about her ideas and how 

we're going to continue planning for the curriculum.”  Justine, like Janet, framed her 

informal collaboration time positively.  Although she didn’t always agree with 

everything her colleagues said, she sought out their advice and viewed their 

experience as supportive.  She figured out how she could take parts of their advice or 
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tweak it to better fit her identity.   

 Similarly, the Journeying family also framed their formal collaborations 

positively and felt that they were supportive.  Janet’s formal collaboration time 

happened once every two weeks for half day, and they spent much of their time 

analyzing assessments and trying to gain insights into student learning, which she 

viewed as helpful to her development as a teacher.  She said,  

I feel like it really definitely was intentionally looking at your student 
assessment, which I think, being a first-year teacher, is the last thing on 
your brain. You have so much other stuff. You're just trying to do the 
front stuff. Assessment sometimes was hard to figure out. That actually 
helped me, because the principal would come and sit in on that time, 
and also help us take apart ... "What is this assessment actually 
assessing? Can we create a better one? What are we doing that's 
working for the students? What are the students doing?" I think that 
actually really did help. My partner had some good ideas, for sure, 
about things to do in the classroom, or different assessments, or things 
like that. 

Justine appreciated her weekly collaboration time and felt grateful that her team could 

adjust the goals of their time to better meet the needs of herself and the other first year 

teacher on her team.  She also focused on her hopes for how their time would change 

in the coming years as their needs were changing.  She said, 

 I feel like we spent a lot of time talking about things that first year 
teachers need to know. Which was really helpful for me, but I feel like 
this year since we are all staying together, we can use that time to 
[analyze assessments]. I feel that there are a lot of new things this year, 
not just for me but for them, too. 

Both Justine and Janet framed their formal collaboration time in a positive way and 

felt that it was supportive.  

 Neither Julie nor Jennifer had formal collaboration time with her colleagues at 
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their schools, and they did not feel that their BTSA providers had adequate time to 

support them.  However, Jennifer sought out collaboration and took steps to formalize 

it.  Her grade level decided to meet every Monday after school.  She expressed that 

this time was not required and thus she couldn’t get upset if someone didn’t come, but 

by formalizing the schedule and making the meeting time regular, she hoped that they 

would.  She also sought out another teacher at her school that could better serve as her 

mentor, focusing on the how much more useful the partnership was because she was 

able to select her.  She said, 

I think, ultimately, the good relationships are the mentor you select 
naturally on your own once you’re in that school, but I don’t think ... 
What I’m saying is that [relationships with BTSA providers are] kind of 
artificial. Somebody else created it so how can I how can you serve me 
well when you don’t really know what I want…? 

Jennifer wanted to improve her teaching and was disturbed when her BTSA provider 

expressed that she was too busy to observe her, saying, “’What? How am I supposed 

to grow?’ My whole thing was like, ‘I want to be a better teacher so please, come 

observe me because I want you to help.’”  Instead of giving up on the idea of 

mentorship, Jennifer sought it out on her own.  Julie also sought out two mentors at 

her school.  She immediately found someone who could give her support with the 

procedural part of being a first year teacher.  She said,  

Things that I feel I haven't known what to do because lack of 
experience. Also, I wanted to make sure I wasn't doing something that 
was too outside of the school norm. Especially with the bigger issues, 
just because if there was a precedent, I didn't want to totally miss the 
mark for that. Things like that.  

As described in Chapter 4, Julie also found an unofficial mentor at her school that 
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could support her in enacting her identity as a teacher. 

 Again, Jacqueline felt the most unsupported of all the Journeyers.  She did not 

have formal collaboration time with her grade level and was disappointed that her 

BTSA mentor could not be more helpful to her because the grade level she taught was 

very different.  However, what set her apart from the Conflicted family or the Finish 

Line family was her positive frame and tendency to look at a person’s intentions and 

the way she chose to bring out something constructive about each form of support.  

Jacqueline told me about how her BTSA provider wasn’t perfect for her and she 

focused on the active role she took in getting support.  She added in a few instances of 

formal collaboration that were useful to her.  She said, 

I think that maybe the intention was there [with my BTSA support 
provider] but it just wasn't exactly the right partnership. Anything that 
we did, we had to seek out on our own. Sometimes I would. There was 
a teacher that did come to me and ask to do stuff in my classroom 
around whole body listening, which was nice. Then, the [Graduate 
School of Education resident], she wanted to do this pyramid planning 
protocol to help with inclusive classrooms in my classroom too, which 
was nice. 

For Jacqueline, finding support was not always easy, but she seemed to be able to 

make the best out of what she had and strived to make it better.  

 Tiffany framed each support structure very similarly to the journeying family 

and found something useful in each type even if it wasn’t perfect.  She especially felt 

like her administration was supportive and felt that she was able to enact her identity 

partly because of this support.  In fact, this support was a major factor in the reason 

that Tiffany chose to work at her school.  She very much wanted to find a school that 

would support her identity, and she actively looked for this in her interview.  She 
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talked about why this was so important for her.  She said,  

It's sad to work at a school where you don't agree with the principal, or 
you don't agree with the philosophy, just because you want a job. I 
don't feel like you're doing the right thing for the kids. For me, when I 
went into that interview, I knew right away this is where I want to be. I 
feel like because I had that connection, this whole year I was able to 
really implement what I wanted to do. 

The positive relationship she had with her administration and the way she framed the 

support that she had in teaching according to her identity seemed to help her seek out 

the positive aspects of the formal and informal collaboration time with her peers.  

Tiffany had seven third grade teachers on her team and found it difficult to collaborate 

with this many people.  As described in Chapter 4, she often disagreed with her 

teammates and their collaborative relationship often suffered.  She said, “There's 

actually kind of drama in my team.”  She also did not have formal collaboration time 

at her school, but she described how her team regularly collaborated.  She said, “We 

put [information] on the lesson plan, and the day of, we send a text: ‘This is how I'm 

going to teach it.’"  She talked about how this planning was supportive to her even if it 

was minimal as it gave her some structure.  However, she found that it was important 

and helpful to seek out relationships with others who had a similar vision to hers and 

was able to use the relationships she formed to become a better teacher.  She said,  

I think, at the end, it's really easy to have somebody that thinks like you 
to make [decisions that are unpopular with the group]. I know if it was 
just me by myself, I don't know if I could do that. Because I'm a first-
year, they're going to have judgment, but because I had that one 
teacher, it was easier for me. 

Tiffany valued the informal collaboration that she had with peers who could support 

her identity and sought out these partnerships.  Although the ways that support was 
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offered at her school had problems at times, Tiffany found a way to benefit from each 

type of support and framed them positively.  

A Stool Teetering on One Leg  

 The Finish Line family.  The Finish Line family mostly leaned on one leg of 

the stool and spoke of the other two but did not feel that they were useful forms of 

support and thus did not utilize them fully.  They held different frames for each type of 

support.  Lucy viewed support from her administration most positively, and mainly 

leaned on it for her support.  As discussed in Chapter 4, she often went to her principal 

when she felt that she was doing something wrong or when she felt inadequate in her 

teaching.  Her principal guided her with her own comments or found someone else at 

the school or in the district to support her.  Although Lucy took advice from most 

anyone who gave it to her, she didn’t actually seem to collaborate with anyone at her 

school, either formally or informally.  When Lucy described the work she did with her 

grade level, she said, “We share everything, but [my colleagues] don't say use it or 

whatever.  We'll share the flip charts and we all kind of teach the same material but 

different, I feel.”  Lucy held a laissez-faire frame for the way that her team shared 

information.  It wasn’t very helpful to her, but this was fine, and she didn’t need it to 

be anything else.  She held a similar frame for the times where she was formally 

collaborating with her grade level.  She described the work that they did during these 

times, which happened once every couple of months.  She said,  

Basically we only record our guided reading levels, or where the 
students are doing reading. That's pretty much it, that's the main focus 
of our school, just reading. Getting them to move up to grade level. 
That's basically what we do. 
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Her use of the words ‘basically,’ ‘only,’ and ‘just’ seem to indicate this collaboration 

time was an obligation for Lucy and not something she felt was supportive.  

 Lucy did, however feel that her BTSA support provider was helpful to her.  

Yet, she utilized this support much in the same way she used the administration.  

Rather than being a person to collaborate with, she was a resource that could guide her 

to others that could help her in areas where she felt inadequate.  She said,     

She had worked at my school before, for like 10 years, so she knew all 
the resources at the school. If I needed help with something she would 
guide me, "Oh, talk to this person." Since she works at the district's 
office now or whatever, they would contact people to guide me. For 
example, the technology, she contacted someone and he came to my 
classroom and he worked with me after school. She was very 
resourceful. 

Lucy often sought out the support of her BTSA provider, but did not seem to value the 

support of formal collaboration time with her grade level.  For Lucy, the most valuable 

support came from someone she viewed as an authority figure, and her BTSA provider 

seemed to meet this criteria because of he long tenure with the school.   

 Lauren’s statements early on in the interview made it seem as if she only 

leaned on her BTSA provider for support.  She was clear that she held a negative 

frame towards her administrator and felt that her administrator was wrong regardless 

of what she did.  She said, “I receive absolutely no support from [my principal] at all. I 

got all my support from BTSA my first year.”  Lauren’s use of the present tense of the 

verb “receive” indicates that the negative frame she holds toward her administration is 

permanent.  She feels that she will continue not to feel supported from her 

administrator.  However, Lauren uses a past tense verb when she said that she got her 
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support from her BTSA provider.  The juxtaposition of these two tenses in Lauren’s 

short sentence illustrates the permanency of her negative view of support from her 

principal.  Conversely, she seemed to understand that she would only receive support 

from her BTSA provider on a temporary basis, and yet held a very positive frame for 

the support received from this mentor.   

 Later, Lauren added that she got some support from a teammate who worked 

close to her.  She also reemphasized that she felt unsupported by the principal.  She 

said,  

Then, one of my grade level team teachers was really good as well. I 
would go to her for just anything. We were right across the hall and 
that's what was really nice. I got a lot of support from her. The 
principal, it's to the point that I didn't even know where the areas at 
recess were the first day of school. It's something so small. You can 
only imagine the bigger things. In terms of first year support, that 
definitely came from my grade level team and my BTSA provider, not 
the principal at all whatsoever. 

Here, Lauren seemed like she utilized her grade level for support, but later offered this 

contradiction when talking about how her team worked together.  She said, “It's like 

literally everyone is a lone wolf. Everyone has the same concepts and stuff they 

follow, but it's like everyone does their own thing. It's very individualized.”  Here she 

used the metaphor of being a lone wolf to indicate that she did not feel supported by 

the collaboration (or lack of collaboration) of her grade level.  Perhaps the support she 

felt from her nearby teammate was support in understanding the procedures of the 

school rather than instructional support since she also talked about issues such as 

knowing playground procedures in the same comment.    
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 Lauren also was clear that she did not view her formal collaboration time with 

her teammates positively.  She said, “I felt like all my [formal collaboration meetings] 

this year were a waste of time, literally ineffective, because the agenda was made for 

us and apparently that's not supposed to be the case.”  Although these collaboration 

times happened regularly, her use of the definite term “all” indicates that she never felt 

supported by this time.  Lauren really only felt supported by her BTSA provider, 

making her stool of support very unbalanced, as she really only leaned on half of the 

leg of formal collaboration.   

 The Conflicted family.  The Conflicted family also had an unbalanced stool as 

they mostly leaned on one or two legs of the stool of support.  Interestingly, this group 

often talked in a way that made it seem as if a leg of the stool was more supportive to 

them than it really was.  However, careful examination of their comments showed 

inconsistencies.  

 With the exception of Caitlyn, who didn’t really mention her administrator, 

each member of the Conflicted family expressed that they did not feel supported by 

their administration or the professional development meetings that they were required 

to attend.  Caroline talked about the ways in which she did not feel supported 

instructionally.  She said,  

I tried to go my principal a couple of times for ‘can you let me watch a 
teacher do this because I am interested.’  He said, ‘remind me.’  I did 
and he still… I probably should have reminded the [resource teacher] 
principal wanna be.  Yea, he’s all over the place.  He knows it.  He’s 
like ‘I’m all over the place.  Tell [the resource teacher].”  
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She described professional development activities as an obligation for which her grade 

level created a rotation.  She said they worked it out with each other, saying, “Fine, I’ll 

go to this one.  You went to the last one.”  These meetings were a requirement for 

them, but not something that she described as supportive or helpful. 

 Chloe described her administrator as supportive, but analysis of her comments 

indicates that this may not have been how they truly felt.  Chloe described a classroom 

observation event that her principal did in her classroom.  She said,  

She gave a [document that explained the observation], and it's pretty 
much, "Listen, this is to support you. I'm going to be there the whole 
day, tell me what your day looks like and what areas you want me to 
watch and improve." For me, it was time management, behavior 
management, all sorts of things, and she just was there taking notes, 
putting stuff in. Then we met and she told my strengths and 
weaknesses, and for weaknesses it was really good because she was 
like, "Pretty much your weakness is just the [International 
Baccalaureate (a special program that the school implements)] stuff," 
because I knew nothing about it. If that's my weakness, that's okay, 
because it's just a whole other… it's so much information and I just 
don't know what to do with it yet, but she's there to help. She's not there 
to criticize and what not. I wish she would come in more, but she's so 
busy. We need a vice principal.  

She described the event as supportive, however she also made it clear that she didn’t 

receive support in the areas, like management, that she asked for.  Ultimately, she 

made it seem as though she wished her principal could be more supportive but doesn’t 

feel she had the time necessary to do so.   

 Carmen was very unhappy with her principal and brought the topic up 

regularly.  She was unhappy with the way that discipline was handled and felt that 

since her principal had been a middle school previously, she had little to offer in the 

way of instructional support.  Similar to Finish Line Lauren, she faulted her 
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administrator for all of her first year problems.  After describing an incident where her 

principal asked her to switch grade levels despite her desire not to, she said, “I got 

over it.  I was like, ‘Jeez, I have no say in this.’  If I even complain or anything, so ... 

That's how my first year is.”  Her last statement indicates that she felt this incident 

summed up most of her interactions with her principal and implied that these 

interactions set the tone for how her whole year went, although this event happened 

towards the end of the year.  It seems that her grade level may have helped create a 

frame for Carmen.  She described the way they warned her from the beginning of the 

year.  She said, “Everyone in fifth grade was just super chill about telling me, ‘This is 

what you should do.  Lay low.  Stay away from the principal.’”  This type of comment 

may have helped frame, for Carmen, all of her interactions with the principal.  

 Most everyone in the Conflicted family had a mixture of feelings about the 

informal and formal collaboration time.  Some leaned more heavily on the informal 

leg of the support stool, while some found their formal leg to be more supportive.  For 

Carmen, there was really no form of support that she truly found helpful despite her 

attempts to talk positively about formal and informal collaboration.  

 Caroline spoke about her formal collaboration time, telling me about the 

checklist of tasks they needed to complete each time.  She said, “We have PLCs every 

other Wednesday on the first and third Wednesday of the month.  It's two hours with 

our team, and we have to fill out minutes on it.  Like what we did.”  She went on to 

say that they talked about formal assessments and then checked in with how their 
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students were doing in each subject area.  When I asked her if she found these 

meetings to be supportive, she said,  

No, I think I would have had that time anyway. I think I would have 
been knocking on their doors like, "I don't know. What is this? What do 
we want to do for this?" I don't think that's true about the other teams.  

Caroline leaned heavily on the informal collaboration time of her grade level and 

found this so be the most supportive.  For Chloe, her formal collaboration with her 

grade level team and her BTSA provider was most supportive.  She felt the meetings 

helped her stay on track and know what was coming up, and she was excited for the 

part of BTSA that was coming up next where her support provider would help her 

analyze video of her teaching.  She also found her informal collaboration supportive, 

and relied heavily on hearing what her teammates were doing in their classrooms, but 

she also talked about the difficulties or working closely with a partner and the way that 

she had to carefully navigate that relationship since the two of them were so different.  

While the relationship may have been supportive, Chloe talked about it more like an 

obligation -- something she had to nurture because of her partner’s experience and 

age.  She said, 

So having a teaching partner was really difficult at the beginning. She's 
only taught [this school], and I really think as an educator, you need to 
teach at at least 2 different schools just to see that your school might 
not be the only way. She's been there for 10 years, so how do you come 
in new and have all these new ideas and try to have someone ... It's not 
happening. Eventually she kind of bent and it was great. I was proud of 
her for being a little more flexible. Then I guess me as well. Since she's 
been here the longest and I'm her new partner, I need to kind of do what 
she tells me to. That was hard at first, but it's so much better now, and 
we get each other…  because she's a mom, she has 3 kids. I'm not a 
mom, I don't have any kids and I'm a bit younger, so they kind of like 
the balance if that makes sense. 
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For Chloe, her formal collaboration time was most supportive for her.  Caitlyn also 

found this time to be very supportive.  During these meetings, her team checked in 

with each other, made sure they were on the same page, and discussed what everyone 

needed to do in the future.  Caitlyn was very appreciative of these meetings and found 

that they supported her, especially as a first year teacher.  She also found her informal 

collaboration time to be very supportive to her.  However, she was very clear about 

how she framed her informal collaboration.  To Caitlyn, this time was supportive 

because it helped ease her workload.  While describing how her informal collaboration 

time was similar to her formal meetings, she said, “Although [our formal collaboration 

meetings] was again us planning our workload, the collaboration there was super 

important because it was that much less work.”  She also spoke frequently about a 

particular team member who was also a recent graduate of EDS.  She said, “[She] 

would find activities and stuff that she would fine online or something and would 

share them with me.”  She later added, “I go to [her a lot] because she always seems to 

be on top of things and finds resources that are helpful to me.”  Caitlyn felt supported 

when she felt that her workload was decreased or made easier, which is certainly 

normal for a first year teacher.  What is important to note, however, is how she chose 

to talk about her informal collaborations with her colleagues.  Perhaps the frame she 

carried, that support from her colleagues came in the form of decreasing her workload, 

led to her heavy reliance on this form of support and open acceptance of most all 

practices that they discussed.  

 The Wrong Fit family.  There were framing differences among the three 
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teachers in the Wrong Fit family.  They seemed to interpret support at their school 

differently.  Frank framed all three areas of support positively and felt supported by 

each.  He said, “Everyone [at his school] was really supportive.”  Later he said,  

Everyone knew I was struggling. I reached out the minute it wasn't ... 
Probably from the first 2 or 3 weeks. I was very comfortable with my 
principal, so I was like, ‘Hey, I want to observe. I want to get 
observed.’ He was like, ‘Yeah, whatever you need,’ so I went and 
observed the 6th grade team a couple times. They observed me once or 
twice. 

Frank felt supported at his school, however the support that he received often 

contradicted with the desire he stated in his video, which was to “use everything [he’s] 

learned to create a happy environment in [his] classroom.”  Upon his request to 

observe other teachers, his principal set up a time for him to go and observe the math 

teachers in the grade below him.  He described this observation, saying,  

The principal, he got a sub and let me take the day off, and we went and 
observed all the 5th grade classes. I did that, and their program there 
was very much like, at least for the math, it was very much like, "Here's 
what you're going to learn. Now go practice it, and now we're going to 
help you reflect on what you did wrong, what you did well, and what 
you didn't do." It was very much like, "I do, we do, you do." It wasn't 
like ... I don't know. 

The practices Frank observed were contrary to the practices that he learned while in 

EDS.  While in his credential program he was encouraged to balance the use of math 

procedures with conceptual understanding and problem solving.  This is opposed to 

what he observed at his school, which mainly utilized mathematical procedures.  This 

created discord for Frank since he felt that his classroom was “out of control” but the 

support he was offered didn’t match the identity he had formed while in the EDS TEP 

program.  Similarly, the advice that Frank often received about discipline did not 
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support him in the ways that he had learned to manage his class.  Although he 

struggled to articulate why, the support that Frank received at his school was not 

helpful to him despite the fact that he interpreted that it was.   

 Unlike Frank, Florence felt that she received no support at her school.  She 

said, “I think that that was my biggest thing all year was that I didn't have any 

support.”  As stated in Chapter 4, Florence began her teaching career with a strong 

sense of equity and a desire to bring about social justice in her teaching placement.  

She felt that the charter- school she chose to work in would support her in enacting her 

identity.  However, Florence ultimately felt that her administrator and many of her 

colleagues had fooled her.  She described the academic coach she worked with as 

“opinionated and gossipy” and felt that despite attempts, her coach did not support her 

in trying to help her struggling students.  She felt that her principal was inequitable in 

the way that she supported teachers, students, and families, making it difficult for her 

to support her student in the way that she desired.  She described the way that she 

interpreted the differences between her desire to equitably support students and the 

ways in which her principal offered support.  She said,  

[It’s] really intriguing to me because I always am looking at like, okay 
making sure that every kid gets support, but you're also looking for 
those kids like are there stereotypes? Are there all these biases, you 
know? Is it socioeconomic status? Then you don't really look at the 
other stuff, and then you don't really look at the other side. I think that 
when I stepped away for a second, I was like, “Oh, my goodness.” 

She went on to talk about how she felt that certain groups of students at her school did 

not receive administrative support, and this was something that very much bothered 

Florence.  She talked about how she felt she had been fooled about the school’s 
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mission.  She said, “Also, we're supposed to be a school about equity and we didn't 

speak about equity until the day before we left.”  She further described how she 

interpreted this professional development meeting to be insincere.  Florence entered 

her first year of teaching with a desire to be an agent of social change and this was 

something heavily emphasized by the EDS program (Rasori, 2012).  She accepted a 

position at a charter school where she felt she would be able to enact her identity, but, 

in the end, she felt that she was given no support to do so.   

 Francis also felt unsupported by the people at her school.  She repeatedly told 

me about how her principal gave her no support.  She often told me that her principal 

was never in her classroom and added, “She doesn't know the curriculum. She just 

doesn't know, and you can tell she doesn't know because she goes and asks us, ‘Is this 

what you guys are supposed to ... ?’”  Just as she didn’t feel that she was supported by 

administration, she didn’t feel that formal or informal collaboration time with her 

grade level was a support to her either.  She described her formal collaboration 

meetings, saying that they were asked to fill out forms and pace out their curriculum.  

She added, “I don't know.  It was just a waste of time for me.”  She had a similar view 

of her informal collaboration time with her colleagues.  She said, 

It's basically [them] telling me, “I feel that we should do this and that,” 
and it's basically me doing a lot of agreeing, and it's [them] asking me 
how to translate things. I feel like they just use me sometimes. 

Francis was able to find support in her professional development meetings, despite the 

fact that others at her school did not feel positively about these.  She felt like she often 

learned things that matched up to ideas she learned in the EDS program and described 
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how other teachers at her school responded to the professional development.  She 

imitated the comments of other teachers using a sarcastic tone, saying, "How are you 

just going to give them cubes and let them figure out?  You have to be explicit about 

it."  She added on, saying that she responded to these teachers by saying, “no.”  

Florence was able to find support in her school despite the fact that she did not feel 

supported, or even understood, by the people at her school. 

Summary 

 The teachers I interviewed described many different opportunities to receive 

support from the people at the schools in which they worked.  Although the contextual 

features of each school were different, the support structures were largely the same.  

Each participant had the opportunity to receive a BTSA mentor (although a few opted 

to wait until they had completed their first year to begin the BTSA program), had 

administrators who offered support in various ways, and had opportunities for 

informal and formal collaboration.   The way that these teachers framed and 

interpreted each leg of their support stool affected the degree to which they felt 

supported.  These interpretations affected the way in which each participant acted 

within their school and the degree to which they enacted their identity.  

 The differences in framing are illuminated when one examines the experience 

of teachers who worked in the same school.  Justine and Carmen worked together, 

however, they framed each leg of the stool of support very differently.  While Justine 

felt very supported at her school and viewed each leg of the stool positively, Carmen 

was frustrated by the school’s the lack of support and had a negative interpretation of 
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each leg of the stool.  While Justine shared that she did not get the majority of support 

from her principal, she talked about her positively and shared that she felt she could go 

to her principal when she needed something.  However, Carmen held a very negative 

view of the principal, causing her to see the principal’s attempts at support as 

unhelpful.  She talked about how her principal was instrumental in highlighting the 

Morning Meetings (a practice which she described as very important to her) that she 

had with her class with the rest of the staff and encouraging them to take it on.  She 

said,  

My principal would see that I did it, and so I remember at one of our 
staff meetings she put the spotlight on me like, ‘Oh, [Carmen] does 
morning meeting,’ like, ‘[Carmen], how do you do it?’ Which is really 
cool. I love that I was able to share that even as a first year teacher, like, 
“Oh, wow. Yeah. Yeah, I'll give you an example. Yeah, I love it. It's so 
useful… ”  

Carmen’s principal brought Carmen’s instructional practice to the attention of the 

whole staff, thus encouraging other teachers to replicate the practice.  In this way, the 

actions of Carmen’s principal could have been a support for her as they validated the 

practice and highlighted the work she was doing.  This seems especially important 

since not all of Carmen’s coworkers initially felt that Morning Meetings were valuable 

and encouraged Carmen to spend more time on reading based computer programs 

instead.  Her principal’s move could have helped her enact her identity with more 

confidence and may have held her up as a teacher leader at her school.  However, 

when Carmen spoke about her principal, she focused solely on the reasons why she 

did not feel supported, and these reasons overshadowed her principal’s attempts at 

offering support.  Carmen was unable to interpret her principal’s attempts positively.  
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Although Carmen and Justine worked at the same school and experienced similar 

support structures, these two teachers had framing differences that affected how they 

interpreted them.   

  Similarly, Jacqueline and Florence taught at the same school, and they also 

taught on the same grade level.  They also held different frames for the support 

structures at their school.  Jacqueline held tight to her Journeying frame of education 

and this allowed her to interpret each leg of her support stool positively despite their 

imperfections.  Florence, however, felt completely unsupported at her school and 

interpreted each leg negatively.     

 In the end, the frames that these teachers held and the ways that they 

interpreted the supports at their schools affected how they enacted their identity.  

Teachers who viewed teaching as a journey were able to acknowledge that there may 

be imperfections in the support structures at their school while still doing their part to 

make the best of them or to figure out how to improve them in the future.  These 

teachers took active steps to mobilize the available supports and use them to help them 

retain and enact their teacher identity.  Additionally these teachers used the supports at 

their school in a strategic way to begin to take on a teacher leadership role.  

Conversely, teachers who were conflicted or wanted to hurry up and get teaching 

“right” were more likely to focus on the faults in the support structures they were 

offered.  These teachers often viewed certain supports as barriers to their success and 

were unable to mobilize them for the retention of their professional identity. 
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Chapter 7: Conclusion 

Study Goals and Design  

 Over the years, I have mentored many student teachers in my classroom.  Year 

after year, I watched these teachers develop their professional identities by engaging in 

tasks that asked them to confront and interrogate their early educational experiences, 

to integrate current research into their practice, and to become teacher leaders in their 

future jobs.  I stayed in contact with my student teachers after they moved into 

teaching positions and watched them shift their identities, often back towards their 

early ideas of teaching formed while they, themselves, were in school.  They were no 

longer the teachers I knew when they left the EDS program.  Often times, these 

teachers took on the very practices that they had confronted while in their program and 

had begun to recreate the same status quo in education that EDS had taught them to 

interrogate.  

 The study I designed set out to investigate how and why novice teacher 

identity shifts or remains stable over the first year of teaching.  I conducted interviews 

with fifteen graduates from the Teacher Education Program (TEP) in the Education 

Studies (EDS) department at the University of California San Diego (UCSD).  This 

program was an ideal location to select participants because of its focus on equitable 

educational practices and developing teachers to become change agents in their future 

places of work (Commission on Teacher Credentialing Accreditation Team, 2014).  

Additionally the program emphasized a social justice orientation toward teaching 

(Rasori, 2012).   
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 All of the teachers I interviewed had just completed their first year of teaching.  

Before I conducted the interviews, I viewed and analyzed videos that these teachers 

made as one of the culminating activities in the EDS program.  These videos portrayed 

their educational histories, explored their belief systems, and stated their goals for the 

future.  They were a record of each teacher’s professional identity as it was when they 

left the EDS program.    

 I interviewed each teacher about their experiences during their first year of 

teaching.  I reminded them of their video, showed it to them, and asked them to 

elaborate on the ideas they had portrayed and how those ideas related to their first year 

experiences.  I also collected and analyzed class syllabi from various EDS classes to 

help me interpret their responses.   

 The teachers I interviewed provided answers for why teacher identity shifts or 

persists during their first year of teaching.  A close analysis of their responses and the 

experiences they shared with me helped me to answer the research sub-questions in 

my study:  

a) How do policy, school culture, and personal interactions contribute to the 

shifting or stability of teacher identity? 

b) How do novice teachers make decisions about classroom practice and what 

factors are involved in their decision making process? 

c) How do novice teachers frame their teacher development?  How do these 

frames affect their decisions?  Why do they hold particular frames at particular 

times? 
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Following, I will provide a summary of my findings in general and in relation to these 

research questions.  

Overview of Findings 

 Archetypal types.  Each teacher I interviewed fell into one of five “families” 

that represents an archetypal type.  These archetypal types represented patterns formed 

by their core identity, disposition for learning, the way that they navigated their status 

as a first year teacher, school contexts, their pre-service teaching identity, and the way 

that they framed support structures offered at their school.  Each archetype represented 

a type of person that acted in particular ways within their school context.  

Wrong Fit. The “Wong Fit” family of teachers did not fit in with the school in 

which they worked.  These teachers had strong ideas of who they were as teachers and 

who they wanted to be, and their identity was firmly rooted in the learning from their 

time in EDS.  However, their identity was often in conflict with the culture of policies 

of the school.  These teachers received a myriad of advice and suggestions from others 

at their school, but the advice often didn’t fit with their firm notion of what it meant to 

be a good teacher.  Each of the Wrong Fit Teachers had a strong desire to teach in a 

way that brings social justice.  They desired to manage their classroom and design 

curriculum in a way that served low income and culturally diverse students.  However, 

the way that felt this vision should be enacted was not a match with the staff in the 

school where they were teaching.  Wrong Fit teachers listened to the ideas and advice 

of others but always weighed the positive and negative implications of this advice 

before deciding if it was appropriate.  The end result was usually that these teachers 



 

    

139 

couldn’t bring themselves to become more like the other teachers at their school.  

There were three teachers in this archetypal family and two of them left the school in 

which they were working.  At the time of the interview, these teachers were unsure of 

whether they would pursue another teaching job or seek out a different career that they 

felt would suit them better.  

Tenacious.  There was only one teacher in the “Tenacious” family.  This 

teacher was very similar to the Wrong Fit teachers in that she had a strong idea of 

what good teaching was and who she wanted to be as a teacher.  She stuck to this 

identity at all costs.  This meant that she often told people outright that she was not 

going to do things that they were doing, or that she planned and implemented lessons 

that went beyond what her team had talked about.  However, the contexts and cultures 

of her school permitted her tenacity in teaching in a way consistent with her identity.  

Since her school was newly formed, it did not have many structures in place that 

forced teachers to deeply collaborate or share best teaching practices.  Teachers were 

not expected to collaborate on more than a surface level.  Additionally, the 

administrators at her school seemed to agree with this tenacious teacher’s ideas and 

encouraged her to take on more leadership within the school.  Had these conditions not 

been met, she likely would have been a member of the Wrong Fit family.    

Finish Line.  Teachers in the “Finish Line” family felt as though their 

development as teachers was a race to the finish line that they should get to as quickly 

as possible.  They often said that they had a lot to learn and sought out the advice of 

people that they thought could help them improve quickly.  These teachers had the 
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notion that there was a “right” way to do things and trusted any advice from people 

who they felt did things in this way.  In one instance, this meant that a Finish Line 

teacher trusted and implemented all advice from administration and other authority 

figures at her school.  She immediately incorporated this advice into her classroom 

practice without evaluating it for herself.  In another instance, a teacher rejected all 

advice and direction from the administration because she did not feel that the 

administrator did things in the right way.    

Journeying.  The “Journeying” family of teachers directly contrasted with the 

Finish Line family.  These teachers felt that their development as teachers was a 

journey they would constantly continue.  They didn’t worry if they made a mistake or 

if something didn’t go their way.  Rather, they seized the opportunity to reflect on the 

undesirable instance and change it in the future.  These teachers worked well with 

their teammates and got along with others at their school, and maintaining positive 

relationships was important to them.  Because of this, Journeying teachers often 

implemented instructional strategies or accepted advice that they disagreed with or 

that was in opposition to their professional identities.  However, they figured out how 

to slowly incorporate other practices more that were consistent with their identity and 

eventually brought these practices to their schools and grade level teams.  In this way, 

Journeyers became teacher leaders at their schools.     

Conflicted.  The “Conflicted” family of teachers was torn between enacting 

their professional identity and maintaining friendly relationships with their colleagues.  

These teachers were often agentive in instantiating their identity within their 
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classroom walls.  When Conflicted teachers met to plan with their grade level team, 

however, they often gave in and agreed to implement classroom practices that they did 

not agree with.  Often, when describing the reasons for their acceptance, they said that 

the undesirable practice was something that had always been done.  Additionally, they 

also felt that they should be open minded and learn from their much more experienced 

colleagues.  Conflicted teachers all talked about classroom practices they were 

unhappy with but implemented anyway.  They were unlike the Journeying teachers in 

that they did not attempt to change these practices or help their teammates grow and 

develop in new ways.         

 Factors shaping new teachers’ identities.  There were three factors that were 

important to the development of first year teachers: the new teacher’s pre-service 

identity, their disposition for learning, and the way that they handled their feelings of 

insecurity of being a first year teacher.  These three factors changed the way that new 

teachers framed the support structures and contextual demands of their school and thus 

shaped their actions within their schools. 

Pre-service identity.  The pre-service identity of each participant affected the 

way that they framed their development and how they navigated through the 

contextual demands of their school.  The videos that each participant created at the end 

of their year in EDS illustrated their professional identity before beginning their first 

year of teaching.  Each of these videos contained a combination of music, pictures, 

videos, and spoken narration that portrayed their early educational experiences, 

reasons for entering the teaching profession and ideas about who they were and 



 

    

142 

wanted to be in the future.  However, each archetypal group of teachers used their time 

in the video differently.   

 Journeying teachers spent the majority of time in their videos describing who 

they were and wanted to be in the future.  They had a solid vision of their professional 

identity and communicated it clearly.  Journeyers included parts about early memories 

and experiences, but they connected these ideas with who they currently wanted to be 

as teachers.  Similarly, the Wrong Fit family and the only member of the Tenacious 

family communicated strong identity statements in their videos and integrated their 

early experiences and reasons for teaching into their identity statements.  All three of 

the families of teachers used their videos to reflect on their past experiences and 

reconcile them with what they had learned in the EDS program. These teachers all 

took steps to enact and maintain their identities at their schools.   

 The Finish Line family of teachers used most of the time in their videos to 

discuss their early educational experiences and reasons for teaching.  They did not 

portray any identity statements or ideas about how they wanted to be as teachers.  

Similarly, the Conflicted teachers did not have strong identity statements in their 

videos.  In addition to description of their early experiences and reasons for entering 

the field, they included cliché like statements like “Learning has followed me around 

the world, I look forward for the treasure of learning to follow my students 

everywhere.”  Conflicted teachers did not explain these statements or elaborate how 

the statement illustrated who they wanted to be as teachers.  These two families of 

teachers were more impressionable than the other teachers throughout their first year.  
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They allowed colleagues and teammates to guide their decisions and were less 

reflective about the classroom practices they implemented.   

Disposition toward learning.  Each group of teachers had a disposition toward 

learning that affected the way they acted within their school.  Journeying teachers 

always sought out new learning from their colleagues at their school, but were also 

cautious consumers about the advice they were given.  They only implemented a 

fraction of the advice they received.  Similarly, the Wrong Fit and Tenacious teachers 

were also very open to learning from others.  They sought out advice often, but always 

weighed it against their beliefs.  Eventually, these teachers chose to reject all of the 

advice they received because it did not fit into their professional identity.   

 At times, teachers in the Conflicted family were curious and reflective learners 

who sought to make their classroom practice better.  However, at other times, these 

teachers yielded to coworkers and continued to implement strategies that had remained 

consistent over the years.  Finish Line teachers opened themselves up to the advice 

from others and enjoyed getting it because they felt they had a lot to learn.  Unlike the 

Conflicted family, Finish Line teachers did not talk about ways that they sought to 

make their classroom practice better other than by taking the advice of more 

experienced colleagues.    

Being a first year teacher.  Each novice teacher I interviewed talked about 

being a first year teacher, but each group of teachers dealt with their insecurities about 

being new differently.  This also affected the way that they acted within their school.   
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 Journeying teachers recognized the insecurities they had and took steps to 

make themselves feel more competent and to ease their insecure feelings.  This often 

meant that Journeying teachers found other teachers who had similar philosophies or 

teachers at their school who were EDS graduates to collaborate with.  Joining with 

these teachers gave the Journeyers confidence to be the kind of teacher they wanted to 

be even if the rest of their staff was different.   

 The Finish Line and Tenacious teachers felt very insecure about being new.  

The Finish Line teachers dealt with these feelings by sticking closely to their 

Beginning Teacher Support and Assessment (BTSA) mentors or other experienced 

members of their staff and implemented any advice they were given.  They felt that 

this was the right thing to do since they were so new.  The Tenacious teacher did not 

let anyone stray her from enacting her identity, but shied from taking on any 

leadership at her school because of her insecurities.  She felt that she was not cut out 

for leadership since she was a first year teacher.  

 Conflicted teachers wanted to push back on some of the ideas presented by 

their colleagues but felt that they shouldn’t because of their first year status.  They felt 

insecure about being new teachers and felt that they should learn from their colleagues 

with nire experience.  This insecurity often kept them from sharing ideas or offering 

up opinions that were in opposition with those widely accepted in their team.  

 Finally, the Wrong Fit teachers struggled to implement everything that they 

expressed that they hoped they could.  Although these teachers had strong notions of 

what kind of teachers they wanted to be, they were overwhelmed by the 
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responsibilities involved in the first year of teaching and were unable to enact their 

ideas.  These teachers were struggling to fit into their schools, and this struggle, 

combined with the pressures of being new, proved to be too much for these teachers to 

handle.  

 The framing of support.  Each group of teachers received three different 

kinds of support at their school: support from administration (including professional 

development), support from informal collaboration with colleagues, and support from 

formal collaboration time with colleagues or with a mentor.  However, each group 

framed the supports they were given in different ways, and these frames were affected 

by the three factors shaping new teachers’ identities (described above).   

 The Journeying and Tenacious family of teachers saw each type of support as 

helpful, and they made sure to frame them in a positive light when they talked about 

them.  There were, however, times where these teachers felt that there were problems 

with the type of support they were offered or where the support given wasn’t as 

helpful to them as they would have liked.  However, Journeying and Tenacious 

teachers worked to take an active stance to improve areas that they felt they had 

control over and sought to find the good aspects of all three areas of support.  

Additionally, Journeying teachers used each type of support strategically to begin to 

take on a leadership role at their school.    

 For the Finish Line family, their quest to quickly find the right way to do 

things caused them to latch on to one form of support.  They leaned on the one source 

that they felt would help them the most, causing them to miss out on other 
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opportunities for learning and guidance.  Finish Line teachers dismissed two of the 

three areas of support as unhelpful early on.  The negative frame that they held 

towards these prevented them from receiving support from these areas, even if it was, 

in fact, present.  

 Conflicted teachers wanted to hold a positive frame for each leg of support.  

They often gave blanket statements that indicated that they felt supported by 

administration, formal, and informal collaboration.  However, closer examination of 

what they said indicated that they really only felt supported by one or two of these 

areas.  The Wrong Fit family either felt unsupported by all forms of support or 

believed that they were getting more support than they actually were.  These teachers 

often talked about how they were alone in their school or how everyone was very 

supportive but encouraged them to sway from their identity.  The lack of support that 

was appropriate for these teachers contributed to the lack of “fit” between the teacher 

and the school.  

 The above summary of findings addresses the overarching research question of 

why teacher identity shifts or persists during the first year.  Now, I will discuss how 

these general findings speak to each of my sub-research questions.  Answering these 

questions directly sheds light on some other important themes in this study. 

 How do policy, school culture, and personal interactions contribute to the 

shifting or stability of teacher identity?  These factors contributed in different ways 

to the archetypes of teachers in the study.  For example, school culture played a large 

role in the shifting of identity in the Conflicted family of teachers and many personal 
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interactions were guided by the school’s inherent culture.  Each of these teachers 

described their school as a place where people generally “got along.”  They felt that 

their schools were pleasant places to be, and they were intentional about sharing their 

contribution to the pleasant atmosphere.  In most cases, the participant shared that, in 

order to maintain an amicable environment, they agreed to teaching practices that were 

not aligned with their professional identities.  This “agreement” often took different 

forms.  

 At times, Conflicted teachers outwardly agreed with a practice and then did 

what they thought was best behind their classroom doors.  In this way, other teachers 

at the school were unaware of pedagogical differences.  Other times, Conflicted 

teachers often took on a “You do what you do, and I’ll do what I do” attitude.  They 

clearly stated to their teammates and coworkers how their practices would differ, but 

remained un-argumentative by implying that it was fine for everyone to do different 

things in their classrooms.  And finally, Conflicted teachers chose to truly agree with 

others at their school even when they initially disagreed. They said that this was 

because they were first year teachers and needed to respect and learn from the 

experience of other teachers at their school.  During these times of outward 

compliance with their coworkers, the teachers often tried to find ways to justify their 

practices.  Many participants said that this compliance saved them time, was easier, or 

was equitable because it was what the rest of the grade level was doing.   

 Journeyers also described their schools as pleasant places where the staff got 

along, and these teachers were strategic in finding ways to be able to contribute to this 
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friendly culture while remaining true to their professional identities.  Initially, many 

Journeyers implemented practices they disagreed with and slowly made small changes 

to fit their instruction with who their identities.  They often were strategic in garnering 

support from key players at their school who had power and influence.  With the help 

of these key players, they were successful in bringing new instructional strategies to 

their teammates and coworkers.  

 Journeyers were friendly and got along with everyone at their school (thus 

fitting into school culture), but they were choosy about with whom to build strong 

collaborative relationships.  Many sought out collaboration from other EDS graduates 

that also worked at their schools even if those teachers did not teach in the same grade 

level.  Others found teachers at their school that supported them in enacting their 

professional identities.  Although the Journeying teachers worked with their grade 

level teams to plan instruction, they chose to build deeper collaborative relationships 

with teachers who were more like themselves.  The people they chose were often those 

who would support them in their efforts to enact social justice.  They were those who 

those who supported their identities and their desires to use culturally relevant 

curriculum or to use classroom management approaches that valued and cared for all 

students in their classrooms.     

 One policy that most Journeying and Conflicted teachers talked about was the 

implementation of Professional Learning Communities (PLCs) at their schools.  These 

PLCs were times of formal collaboration, including planning and data analysis, among 

grade level teams.  Conflicted teachers often struggled with what their role should be 
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during these times and often defaulted to agreement with the majority of the team.  

The decision to agree or disagree was often black and white, and since it was a school 

expectation that they collaborate, they chose to agree most of the time.  The 

Journeyers, however, utilized this time to discuss best practices and often had an 

influence over their coworkers’ instructional practices.  The difference between the 

Conflicted and Journeying teachers is described by Evans (2012) as being congenial 

versus being collegial.  Conflicted teachers mostly operated with a congenial frame 

with their teammates.  They maintained friendly and agreeable interactions even at 

times where they felt that team decisions affected their practice negatively.  

Journeying teachers were collegial with their team.  They went beyond being “cordial 

and caring” and progressively learned how to “talk candidly and disagree 

constructively about their professional practice” (Evans, 2012, p. 100). 

 For the Conflicted family of teachers, it is unclear whether the acceptance of 

unfavorable teaching practices and the tendency to be agreeable even in times of 

disagreement shifted their professional identity.  However, it is possible that their 

identities may begin to shift as they slowly adapt to the ideas and practices of others at 

their school sites.  The Journeying teachers, however, mobilized key elements of the 

culture and policy in their schools in order to remain true to their professional 

identities.  If one were to check in on them five years later, their identities would 

likely hold stable because they learned, early on, how to navigate the intricacies of 

relationships that are both congenial and collegial.  For these teachers, the phrase 

“Practice makes perfect” seems to come into play.  From the beginning, Journeyers 
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began to practice the skills necessary to maintain positive, professional relationships 

that also allow them to retain their identities as teachers.  Whereas, the Conflicted 

teachers “practiced” making compromises that didn’t align with the teachers they were 

and wanted to be.  In this case, the psychologist Donald Hebb’s famous phrase “Cells 

that fire together, wire together” seems to be instantiated.  This phrase means that 

when you repeat an experience over and over, the brain learns to trigger the same 

neurons each time.   In their times of collaboration with coworkers, Conflicted 

teachers repeatedly practiced “being friendly” with “being unconditionally agreeable” 

and may have learned that these are essential features of what collaborating means.  

Journeying teachers, on the other hand, practiced pushing back on instructional 

practices while still remaining friendly and positive.  

 Most of the other groups of teachers exhibited similar factors in the way that 

they collaborated, although they are not as starkly contrasted as the Journeying and 

Conflicted teachers.  Wrong Fit teachers mostly either agreed or disagreed with much 

of what their teams decided.  They did not give in to what their teammates decided but 

also did not push back against undesirable practices.  The Tenacious teacher was 

similar and also openly admitted that remaining cordial was not a goal of hers.  She 

was unapologetic in the way that she made decisions that were true to her professional 

identity and was often very direct in communication to people when she disagreed 

with them.  In this way, her lack of attention to remaining cordial may have alienated 

her colleagues.  Finish Line teachers did not collaborate with their grade level teams 

enough to experience the tension that can arise from conflicts of beliefs.  When they 
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did collaborate, they took on the practices suggested by other team members.  This 

was not done in an effort to remain cordial, but because the practices seemed fine to 

them and they had no objections.         

 How do novice teachers make decisions about classroom practice and 

what factors are involved in their decision making process?  Most all of the novice 

teachers I interviewed reported that their students helped guide them in making 

decisions in their classroom.  Especially on the lesson level, teachers talked about how 

they adjusted the pacing or style of their instruction based on how students were 

responding or demonstrating understanding.  This kind of constant formative 

assessment is highly emphasized in EDS and each participant was required to make 

formative assessment a focus of all their lessons created while in the program.  In this 

respect, the student-centered way that participants continually adjusted their 

instruction based on student needs was consistent with the professional identity EDS 

hoped to instill in its graduates.  

 Teachers also made decisions about classroom practice during their team 

collaboration time.  Each family of teachers used this collaboration time differently 

and made different kinds of decisions affecting their classroom practice.  While 

Journeying teachers initially made decisions for their own practice based on what the 

rest of their team or school was already doing, they helped their grade level team 

slowly shift their decision-making so that it was increasingly student centered and 

based around formative assessments, and they utilized the leadership and other support 

structures to help them.   For example, Justine did not like the math curriculum her 
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team was using because her students were not able to engage with it successfully, and 

she felt that the curriculum was not successful in creating productive mathematical 

dispositions in students.  She made the decision to begin to infuse another math 

curriculum into her classroom, but her decision did not remain behind closed doors.  

She slowly introduced the curriculum to others at her school and let them see it in 

action in her classroom.  In this way, she began the process of helping other teachers 

that she collaborated with to teach in a way that was more student centered.   

 While Conflicted teachers expressed their desire to teach in a student-centered 

way, they often carried out classroom practices that they felt were teacher centered 

and not in the students’ best interest.  Many times, their grade level teams decided to 

implement these practices because they lessened the planning load or preparation time 

for the teachers.  Conflicted teachers often implemented these practices, however 

behind their classroom doors, they tried to implement practices that they felt were 

more student centered.  For instance, Caroline did not feel that it was beneficial for the 

students to learn different subjects in departmentalized classrooms.  However, she 

went along with this practice and did not try to change it even for the next school year.  

In her own classroom, she tried to use the student-centered classroom management 

that was taught in EDS.  However, she was largely unsuccessful because of the 

contextual features she had to adhere to.  In sum, while the Conflicted teachers desired 

to be student centered in their teaching, their collaboration with their team often 

caused them to be teacher centered.  

 How do novice teachers frame their teacher development?  How do these 
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frames affect their decisions?  Why do they hold particular frames at particular 

times?  In Chapter 4, I described five different archetypal types that teachers fell into 

in my study.  Each family of teachers framed their teacher development and their 

educational pathway differently, and this was largely due to a combination of their 

pre-service identities, how they handled the pressures and feelings of being first year 

teachers, and their personalities.  Each way that teachers framed their development 

paralleled the different ways that teachers made instructional decisions.   

 The two archetypes that held the most drastically different frames were the 

Journeying family and the Finish Line family.  Journeyers framed their development 

as a journey.  They weren’t in a hurry to get things exactly right, as they knew that 

there was a lot more time to reflect and make changes to their instruction.  This meant 

that they sometimes made decisions about instructional practices that they didn’t 

completely agree with.  These decisions were made in the spirit of being congenial and 

were in the interest of learning more about the contested practice.  However, they did 

not rest with these practices.  The pushed onward in their journey.  They started by 

making changes within their classroom and then found ways to bring those ideas to 

their collaborative team, thus operating from a collegial frame within their 

collaboration time.  

 The Finish Line teachers interpreted their development as a goal with an end 

point.  They either sought out advice and implemented it right away, reasoning that 

they knew they had a lot to learn, or rejected all leadership since they felt it would not 

get them to their goal.  Although these teachers sometimes changed their instructional 
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strategies throughout the year, these changes were due to feeling uncomfortable with 

the advice they had been given.  Rather, these teachers were excited to find a source 

that they trusted and freely took the direction that was offered.    

 The Conflicted family of teachers was different from the Finish Line teachers 

in that, while they were often unhappy about the things that they did in the classroom, 

they often went along with these things in the spirit of being a congenial coworker.  

They held a conflicted frame because they felt that a good teammate (especially one 

who is a first year teacher) should be agreeable.  They wanted to be easy to work with 

and felt that the best way to accomplish this was to implement practices with which 

they disagreed.  They wanted things to change, but didn’t feel that they could or 

should begin to bring about the change they wanted to see.  In sum, framing was 

important to teacher identity as it was the lens they looked through when making 

decisions regarding instruction.  Often, teachers who taught in the same school and 

experienced similar contexts and cultures looked through different lenses when 

making instructional decisions.  In this way, they acted very differently than each 

other within their school.  Similarly, teachers in schools with very different cultures 

and contexts sometimes looked through similar lenses and made instructional 

decisions that were aligned to their professional identity.  

Contributions to Research and Theory 

 This study significantly builds on the existing literature on teacher identity, 

agency, and framing.  The study adds new knowledge to the previous research on 

teacher identity and agency, while the framing lens contributes additional ideas and 
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new implications for teacher education programs, pre-service teachers, and novice 

teachers navigating through their first years in the classroom.  Additionally, this study 

adds a new perspective to previous research on teacher identity that has examined the 

shifting of identity only as it is reported by the teachers themselves.  The analysis of 

videos created while the participants were at the end of their teacher education 

program added new perspective and ideas to previous studies examining the causes for 

the shifting or stability of teacher identity.  Details of the connections between the 

findings of this study and prior research are discussed below. 

 Research connections: teacher identity.  Olsen (2011) states that teacher 

identity is not defined as the “role” that one takes but rather a dynamic process and 

product of creating one’s own professional self.  The process is active and something 

the teacher takes part in.  This is important as each of the teachers in this study took on 

similar roles as students in the EDS program and continued to similar teaching 

positions.  However, the active stance they took in defining the process of creating 

their professional selves was different.  Teachers who formed a clear vision of who 

they were and wanted to be before they had left the EDS program were better able 

retain and take agency in enacting their identities in their first teaching jobs.  This is 

consistent with the findings of Beijaard, Meijer, and Verloop (2004) who found that 

teacher identity shapes the actions that one takes.  It also builds on the work of 

Bullough (1992) who found that teachers who did not have a clear vision of how they 

wanted to be as teachers had trouble taking an agentive position in the formation of 

their identities during the first year of teaching.  
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 Consistent with the findings of Beijaard et al (2004), Flores and Day (2006), 

and Freedman and Appleman (2008), the new teachers in this study often experienced 

conflict between the identities they began to form in their pre-service program and the 

demands of the new schools they were working in, and they often felt tension when 

they could not be the teachers they wanted to be (Ronfeldt & Grossman, 2008).  The 

cultures and contexts of their new schools did not align with their ideas of who they 

were and hoped to be as teachers, and their identity development was highly affected 

by the culture and context of the school they worked in (Coldron & Smith, 1999).   

 In accordance with the findings of Flores and Day (2006), the new teachers in 

my study formed their professional identity from a combination of many sources.  

These included: early educational experiences, learning from their pre-service 

program, and the context and culture of their new school.  These elements combined 

in different ways and in varying amounts to form their teacher identities.  The findings 

of this study add to prior research that found that elements that form professional 

identity combine in different ways at different times and may take a dominant role at 

certain times of identity development (Day & Kington, 2008; Flores & Day, 2006).  

While the identity development of the teachers in my study was fluid and affeced by 

different contributing factors, this development was much less web where each factor 

influenced another and much more linear.  The teachers who used their EDS video to 

form “a new understanding of themselves and their place in the teaching profession” 

(Halter & Levin, 2014, p. 389) were more likely to frame their development in ways 
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that allowed them to be agentive in retaining their professional identity throughout 

their first year of teaching.  

 Research connections: agency and framing.  Vähäsantanen and Eteläpelto 

(2009) found that strong sense of agency is needed for a new teacher to stay true to 

one’s identity once in their career.  Many teachers in this study did not feel this sense 

of agency during their first year of teaching.  Many felt that they must conform to the 

norms of their school because they were new teachers.  Consistent with the findings of 

Olsen and Sexton (2009), several teacher in this study did whatever they wanted to 

behind their classroom doors, but did not feel they could push back on ideas shared 

during collaboration time.  They often felt that they must do what they were told since 

they were low on the totem pole at their schools (Ketelaar et al., 2012).  Because of 

their low status, some new teachers often followed advice that did not connect with 

what they had learned in EDS because they felt that they had no other choice but to do 

so.  However, other teachers with a high sense of agency often “pushed back” on their 

peers or administration when they disagreed with them.  Journeying teachers used a a 

great deal of agency in finding a balance between learning from their peers and 

changing the status quo.  They were agentive in becoming teachers and teammates 

who were both collegial and congenial (Evans, 2012). 

 The way a teacher framed his or her development had a large impact on the 

sense of agency that they felt they were able to take.  Hammer, Elby, Scherr, and 

Redish (2005) state that framing is “a set of expectations an individual has about the 

situation in which she finds herself that affect what she notices and how she thinks to 
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act” (p. 9).  Teachers who framed their development as a journey had a much different 

set of expectations than the other teachers in this study.  Journeying teachers chose to 

act in ways that would help them form congenial and collegial relationships with their 

coworkers.  They compromised in some instances, but made long term plans that 

helped their teams get on board with new practices.  However, Conflicted teachers 

framed “getting along with others” as “being agreeable,” thus avoiding potentially 

constructive conflict.  These teachers acted in ways that would preserve peaceful, 

congenial relationships on their team.  Finish Line teachers chose not to invest in true 

collaboration with their peers, as they did not feel that this time would help them do 

things in the “right way,” which is how they framed their development.   

 The framing lens, therefore, is an important addition to prior research since it 

helps to explain why teachers act in different ways even when they are in similar 

contexts.  It also adds an important consideration to The National Commission on 

Teaching and America's Future (NCTAF) (2003) report that found that novice 

teachers need to be able to collaborate with other teachers and build strong learning 

communities, recommending and recommends this type of collaboration for 

decreasing novice teacher attrition.  Indeed, collaboration was a key element in the 

development of the teachers in my study.  However, this collaboration did not always 

lead to strong learning communities with a collegial sharing of ideas and sharpening 

classroom practice.  Rather, collaborations were often a source of frustration for new 

teachers and a vehicle by which they began to operate in ways that ran counter to their 

professional identities.    
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Implications for Future Research 

 This study examined the identity development of first year teachers who each 

graduated from the EDS program at UCSD.  While this was an ideal program from 

which to draw participants due to the school’s value in equitable educational practices 

and focus on developing teachers who would become change agents in their future 

places of work (Commission on Teacher Credentialing Accreditation Team, 2014; 

Rasori 2012), future studies could gain important insights by replicating the study 

while drawing participants from other credential programs.  This would allow a cross-

case analysis of teacher education programs and how their teacher candidates retain 

their professional identities.   

 Since this study only looked at the identity development of first year teachers, 

another interesting implication for future research is to conduct a longitudinal study 

that follows novice teachers through their first five years of teaching.  This kind of 

study would shed further light on how the development of teacher identity.  In this 

study, I identified the Conflicted group of teachers as a group that may see more shifts 

in their identity within five years.  A longitudinal study would be able to follow 

teachers further into their careers to determine how they develop.   

 The qualitative design of this study allowed me to understand the nuances of 

the shifting or stability of teacher development in a teacher’s first year of teaching.  

New research in this field may benefit from bringing in a quantitative element as well.  

Quantitative methods (e.g., such as a teacher survey) would allow the researcher to 

have a larger sample size, thus making the findings more generalizable.  
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 Finally, it would be interesting to examine the nature of the relationships that 

novice teachers form using social network analysis.  Support networks were an 

important way that novice teachers felt (or did not feel) supported, and collaboration 

networks were important to the way that information and ideas spread among a school.  

A closer look at the networks new teachers form as well as a qualitative analysis of 

these networks would be illuminating.  

Implications for Teacher Education 

 The findings for this study have important implications for university teacher 

education programs.  Teacher education programs can help their candidates develop 

frames that will support their further growth by presenting teacher development as a 

journey and emphasizing that it is one they will always be on.   Furthermore, it is 

important for these programs to prepare their teacher candidates, not only to be strong 

teachers but also to navigate the relationships, cultures, and contexts that they will 

encounter in their new schools.  While helping teachers prepare for specific situations 

they will encounter would be impossible, it is possible to help teachers prepare for 

common situations that may occur.   

 Many of the teachers I interviewed described EDS as a very supportive 

environment where the professors and other students cared for and supported each 

other.  They had often turned to classmates for help with assignments or for help with 

student teaching, and most of them said that they liked the ideas and philosophy 

behind EDS.  Therefore, discussion within the walls of EDS likely provided few 

opportunities to practice constructive disagreement and deliberation of ideas.  
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However, one Journeying teacher I interviewed quoted a guest speaker from an EDS 

class that talked about how to be push back humbly on colleagues in order to disagree 

constructively.  Although she did not know exactly what this meant, she tried 

practicing it when she disagreed with the ideas of her teammates.   

 Since the culture and context within a teacher education program can be and is 

likely drastically different from that of the culture and context of most schools, it 

would be useful to offer students some preparation and strategies for deliberation that 

new teachers can put in their tool belts along with the pedagogical strategies they 

commonly learn.  These strategies might include:  

Sentence stems and specific language for how to offer a disagreement or pushback on 

ideas in a humble manner 

Ideas for how to garner support at a school that can help new teachers bring innovative 

instructional practices to their teams 

Sentence stems and suggestions for other ways a new teacher can show interest in 

learning while also showing a high regard for quality instruction. 

 Rasori (2012) found that teacher leadership was not taught explicitly in the 

EDS teacher education program despite the fact that this was one of their main goals.  

Rather, leadership was modeled for them and talked about in the context of other EDS 

graduates who had become teacher leaders at their schools.  Rasori (2012) found that 

the EDS faculty encouraged their students to take a leadership role by speaking up for 

their beliefs, but did not teach them how to do this or connect this to being a teacher 
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leader at their school.  Therefore an important implication for teacher education 

programs is to provide teachers with strategies that help them build:  

· A clarified vision for what teacher leadership means and how it can be enacted 

during the first year of teaching 

· Guidance on how to speak up for their beliefs in ways that doesn’t alienate 

their coworkers 

A final suggestion I have for teacher education programs is to offer support networks 

that extend beyond their years of teacher preparation.  For the participants in my 

study, finding a teacher that shared the same educational philosophy with them was 

extremely important to the preservation of their identity.  BTSA is a program that all 

teachers have to participate in for two years after they begin teaching.  However, the 

support they receive is often not what  new teachers would like it to be because their 

BTSA provider might not share their teaching philosophy and is, in turn, encouraging 

practices that may cause the shifting of identity.  For this reason, BTSA should be an 

extension of the credential program.  If this were to happen, students would meet 

regularly with other graduates who likely hold the same philosophy and would also be 

mentored by someone who will likely help them maintain their identity.  The support 

networks that would exist if BTSA was a continuation of the teacher education 

program would give new teachers a place to practice disagreeing humbly, being 

cordial and collegial, and could be an inspiring place where new ideas are born.   
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Implications For Cooperating Teachers 

 The findings of this study also have important implications for cooperating 

teachers who mentor student teachers as they are still in their teacher education 

program.  While it is important for cooperating teachers to help equip their student 

teachers with excellent pedagogy that will help them develop them into strong 

teachers, it is also important to help them development a strong sense of efficacy as 

well as a model of how to interact with colleagues in a healthy way.   

 It is important that student teachers build their sense of efficacy throughout 

their student teaching placements.  This way, when they begin their first teaching jobs 

and are without  the constant guidance of a cooperating teacher, they will feel 

equipped to make pedagogical choices on their own and confident that they will be 

able to reflect and improve upon their decisions when things did not go perfectly.  

This is the process that experienced teachers go through every day and is largely the 

reason way they improve their practice over time.  This means, for cooperating 

teachers, that it is necessary and helpful to allow their student teachers to make small 

mistakes and help them reflect and improve upon their practice.  Too often, student 

teachers are simply told what to do and encouraged to become a replica of their 

cooperating teacher.  When a student teacher is presenting a lesson and a problem 

arises, the cooperating teacher often jumps in to rescue them or fix the problem.  

Similarly, when instructional decisions are made, the cooperating teacher often tells 

the student teacher what to teach and how to teach it.  This can communicate to the 



 

    

164 

student teacher that they are less able than the cooperating teacher to make excellent 

pedagogical decisions.   

 While it is true that student teachers are still learning and need the direction 

and guidance of the teacher they are working with, they should gradually be allowed 

to take on more of the decision-making and be allowed to make small mistakes.  It is 

in reflecting on these mistakes, making a plan to improve them, implementing the 

plan, and seeing new successes that a student teacher can build efficacy while they are 

still in their teacher education program.  It is important that first year teachers feel 

self-efficacious and know that they have a tool belt of pedagogical tools that they can 

use to be successful in the classroom.  This might help new teachers be more likely to 

stake a learner stance with colleagues and not feel as though they need to follow the 

direction of their teammates simply because those teammates have more experience.   

 Cooperating teachers and all teachers that come into contact with student 

teachers should offer models of how to interact with colleagues in productive and 

collegial ways.  Student teachers need to see their cooperating teachers and their 

teammates have collegial conversations.  They need to see ideas being pushed upon 

and disagreed with in constructive ways.  Not only should they witness this, but this 

should be a topic of conversation and reflection between them.  Cooperating teachers 

should make their thinking visible and describe the thoughts and feelings behind what 

they say in collaboration meetings.  In this way, student teachers can begin to form 

images of what healthy collaboration looks like and develop strategies for how to 

operationalize it in their new jobs.    
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Implications For Novice Teachers 

 Finally, this study has implications for novice teachers and teachers choosing 

the first school in which they will work.  Based on my findings, it is important for 

teachers to be well informed about the school before accepting a teaching position.  

While it is not always possible (or wise) to be choosy about where you accept your 

first teaching offer, it is important for teachers to inform themselves about the 

philosophy of the school and to understand how that philosophy is operationalized.  I 

found that some teachers in my study thought their school focused on equity in 

teaching or had a strong focus on social justice, but, once they began teaching in the 

school, they did not feel that the school’s philosophy adhered to the vision they had 

formed while in EDS.  This created tension between the novice teacher and much of 

the faculty at the schools and, at times, led to an unsuccessful or unhappy year of 

teaching.  This seems to be especially true at charter schools that may purport certain 

values but operationalize them differently than the new teacher expects.   

 Finally, it is important for new teachers to seek out and find people that will 

support their identity development either inside or outside of their schools.  Identity 

supporters are not teachers that help make things easier for the new teacher by 

decreasing their planning or preparation load.  They are people who share 

philosophical beliefs or who will truly collaborate by listening to the ideas and 

thinking of the new teacher and will join with her to sharpen and reflect on those ideas 

together.  An identity supporter is someone who inspires new ideas and is eager to 

make them better through rich and authentic collaboration.  Rather than aiming to 



 

    

166 

make a new teacher more like themselves, identity supporters are excited to help 

strengthen and highlight the positive parts of the new teacher’s professional identity 

that already exists.   

Final Thoughts 

 Currently, there is a need for more teachers in many districts in order to meet 

the growing demand created by retirements and increased student populations.  In 

response to this need, many teacher education programs have designed their programs 

to ensure that the teachers they send into the profession are equipped with pedagogical 

and content knowledge.  Additionally many prepare their students to teach in urban 

areas, and they encourage their teacher candidates to be social justice minded and 

passionate about providing all students with an equitable education.   

 However, as findings from this study suggest, it is just as important for these 

programs to think deeply about how send out teacher candidates who have a strong 

professional identity and to support and encourage them to take an agentive role is 

maintaining their identity throughout their first year of teaching.  It is important for 

programs to help teacher candidates reconcile their new learning with their notion of 

teaching formed from their many years as students themselves, and it is important for 

teacher education programs to help build a journey-like frame toward their teacher 

development.   

 Furthermore, it is essential that teacher candidates engage in this work and 

remain engaged throughout their transition to the workplace.  For it is during this time, 

that their identity may be put to the test the most.  Teachers are known to be extremely 
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helpful, and they want to support those new to their school in any way possible.  It is 

possible for a new teacher to sway in the heavy winds caused from unfamiliar 

situations and differing advice and guidance.  However, the new teacher who is firm in 

her identity and strategic in maintaining it, can, not only withstand the storm, but can 

flourish.  
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Appendix A: Video Analysis Guide 

Element of Identity from the Literature 

 

 

Notes 

 

The kind of person one is (Gee, 2000) 

 

 

 

How to be (Sachs, 2005) 

 

 

 

How to act (Sachs, 2005) 

 

 

 

How to understand (Sachs, 2005) 

 

 

External aspects (contexts and 

relationships) 

(Rodgers & Scott, 2008) 

 

Internal aspects (stories and emotions) 

(Rodgers & Scott, 2008) 
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Appendix B: Interview Protocol  

This interview should last approximately 1 hour. 

Thank you so much for allowing me to interview you.  I’m really interested to hear 
about your first year of teaching and how you have developed since leaving EDS.  
 
If it is ok with you, I would like to audio record this interview, as it will help me to 
make sense of it later. You may choose to stop the interview at any time.  I will not 
share the audio recording or the transcript with your colleagues, your principal or 
others in the district, and I will not use your name or identifying information when 
discussing it with my adviser or other students in my doctoral program. 
 

1. Tell me about the school that you taught in this year. 
 

2. Tell me about the district that your school was in.  
 

3. What grade did you teach?  
 

4. Thinking about your early memories of education, can you tell me about a 
teacher that particularly stands out to you? 

a. What made them stand out? 
b. Can you tell me about one that stands out for positive reasons? 
c. Can you tell me about one that stands out for negative reasons?  

 
5. Some people know from the get-go that they want to be teachers. Others, not 

so much. What was your experience? 
 

6. Once you started your year of teacher preparation, what surprised you about 
EDS?  What pleased you?  

 
7. At the end of your time in EDS, you made this video as a reflection of your 

year. What did you really want to get across in this video? 
 

8. After watching the video, tell me about what is really important about it.  Can 
you show me the parts of your video that speak to that?  

 
a. How have these ideas played out for you in your first year of teaching? 

 
9. Can you tell me more about what you meant in this part (about specific parts in 

their video that I will reply for them)? 
 

10. If you were to make a video now, what might be in it?  
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a. How would your video be different from the one that you previously 
made? 

 
11. As you gain experience, many people go through a lot of changes.   How have 

you developed?   
a. What new ideas do you have? 

 
12. Do you have a formal structure for collaboration (such as PLC) at your school? 

a. If so, do you feel that the collaboration during this time has influenced 
your ideas?  How?  

 
13. Some schools or districts mandate that you follow a certain management plan 

or certain curriculums, while some schools leave room for more teacher 
autonomy.  What about your school and district?   

a. Are the certain constraints that you must follow?   
i. What are they? 

 
14. Imagine that you were hired as the new principal of your school and you could 

design the leadership structure however you wanted to.  Would you change the 
leadership from how it is now?  Why? 

a. How would you change it? 
 

15. How do you go about planning a lesson?  
a. What resources do you use?  
b. Why do you use those?   
c. Are there pacing guides that affect the decisions you make about your 

classroom?   
d. How do those affect your decisions?  
e. Who do you go to when you need advice or have a question?   
f. Why do you go to that person? 

 
16. When I first started teaching, everyone wanted to give me advice.  Tell me a 

about some of the advice you have been given. 
a. What did you decide to do with it? 
b. How did you make that decision? 

 
17. Can you think of a situation in which someone advised you to do something in 

the classroom or in the school and you decided to do something different?  Tell 
me about it. 

a. How did you make that decision? 
 

18. What else influences the decisions you make about your classroom practice? 
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19. If someone who just graduated from EDS was just hired at your school, what 
advice would you give them to survive and thrive in their first year? 

c. Why would you give them that advice? 
 

20. Is there anything else you want to tell me about your video or your ideas 
(either then or now)?  
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Appendix C: Research and Interview Question Connections 

Research Question Interview Question What I hope to find 
How and why does 
teacher identity shift 
or persist during the 
first five years of 
teaching? 

Thinking about your early 
memories of education, can you 
tell me about a teacher that 
particularly stands out to you? 
What made them stand out? 
Can you tell me about one that 
stands out for positive reasons? 
Can you tell me about one that 
stands out for negative reasons?  
 
Some people know from the get-
go that they want to be teachers. 
Others, not so much. What was 
your experience? 
 
At the end of your time in EDS, 
you made this video as a 
reflection of your year. What did 
you really want to get across in 
this video? 
 
At the end of your time in EDS, 
you made this video as a 
reflection of your year. What did 
you really want to get across in 
this video? 
 
 
Can you tell me more about 
what you meant in this part 
(about specific parts in their 
video that I will reply for them)? 
 
 
If you were to make a video 
now, what might be in it?  
How would your video be 
different from the one that you 
previously made? 
 
 

How does their 
educational history 
play into their identity 
formation? 
 
 
 
 
 
 
 
 
 
 
 
What was their 
identity at the time the 
video was made? 
 
 
 
 
 
 
 
What is different now? 
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In your video, you said that 
______ (this is where I will give 
my interpretation of their 
identity from my analysis of 
their video).  Does this reflect 
your teaching identity?  
If not, how is it different? 
How has that played out in your 
first year of teaching?  
 
 
 

How do policy, school 
culture, and personal 
interactions contribute 
to the shifting or 
stability of teacher 
identity? 
 

As teachers gain experience, 
many go through a lot of 
changes.   How have you 
developed?   
What new ideas do you have? 
How did you develop those 
ideas? 
 
Some schools or districts 
mandate that you follow a 
certain management plan or 
certain curriculums while some 
schools leave room for more 
teacher autonomy.  What factors 
were involved in the decisions 
you made for your classroom? 
 
 

What caused the 
shifting?  

How do novice 
teachers make 
decisions about 
classroom practice 
and what factors are 
involved in their 
decision making 
process? 
 

When I first started teaching, 
everyone wanted to give me 
advice.  Tell me a about some of 
the advice you have been given. 
What did you decide to do with 
it? 
How did you make that 
decision? 
 
Can you think of a situation in 
which someone advised you to 
do something in the classroom 
or in the school and you decided 

What factors were 
involved in their 
decision making 
process?   
How did they decide 
what to do with those 
factors? 
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to do something different?  Tell 
me about it. 
How did you make that 
decision? 
 
 
What else influenced the 
decisions you made about your 
classroom practice? 
 
 

How do novice 
teachers frame their 
teacher 
development?  How 
do these frames affect 
their decisions?  Why 
do they hold particular 
frames at particular 
times? 
 

If someone who just graduated 
from EDS was just hired at your 
school, what advice would you 
give them to survive and thrive 
in their first year? 
Why would you give them that 
advice? 
 

What is their 
interpretation of the 
contexts and cultures 
of their school? 



 

175 

Appendix D: Codebook 

Code Definition 
Support Referring to support or lack of support in making 

curricular or pedagogical decisions, also support that 
helped them understand how the school worked 
 

BTSA1 Referring to their assigned Beginning Teacher Support 
and Assessment mentor  
 

Agency Referring to ways they took an active stance in 
enacting professional identity 
 

Identity match Referring to instances in their teaching that show a 
match with the identity portrayed in their video 
 

Identity Conflict Referring to instances in their teaching that conflict 
with the identity portrayed in their video 
 

Framing Statements that indicated how they were interpreting 
instances in their teaching 
 

Description Description of their school, district, or classroom 
 

Development Referring to how they have developed since their time 
in EDS 
 

Mandated curriculum  Referring to what they are required to teach 
 

Planning a lesson Referring to the steps they take or resources they use to 
plan daily lessons 
 

First Year Challenges Referring to challenges they faced because they were a 
first year teacher 
 

Leadership Referring to people who take on a leadership role at 
their school 
 

Advice Referring to advice they were given during their first 
year and how they decided what to do with it 
 
 

                                                
1 Beginning Teacher Support and Assessment 
2 Beginning Teacher Support and Assessment  
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Collaboration Referring to formal or informal collaboration they 
engaged in 
 

Classroom practice Referring to how they made decisions about their 
classroom practice 
 

New EDS hires Advice they would give someone newly hired from the 
EDS program about how to succeed in their school 
 

Early Memories Referring to memories they have from early 
educational experiences 
 

Decision to teach Referring to how they decided to become a teacher 
 

Ideas about EDS Referring to their feelings or opinions of the EDS 
program 
 

Video Referring to ideas that were portrayed in their video, 
elaborating on them or talking about how they were 
instantiated 
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Appendix E: Examples of Coding  

Code Example 
Support “I just think when you're in a really stressful work environment 

and you don't feel supported, then you act ways that you 
probably act ways that you would not behave normally.” 
 

BTSA2 “Mine gave me some literature, and then she didn't do any 
lessons in my class. I observed her a couple of times, so that 
helped. I would record some of my kids reading, and she would 
tell me, "These are the reading behaviors that they have."’ 
 

Agency “We got one PD and then I made one of my BTSA goals to 
gain more experience with guided reading this year, so that 
helped me.” 
 

Identity match “We do morning meetings. We talk a lot about what we do 
outside of school, like how our families are, what we do and so 
I definitely try to open up ... Like every Monday we do, "How 
was your weekend?" They love sharing and they love learning 
about what everyone does.” 
 

Identity Conflict “It's hard though. You say it all then, and then you go teach, 
and you're like ... It all gets thrown at you and you can't do it 
like you wanted to.” 
 

Framing “Yeah, at first I freaked out, and I forgot everything I had 
learned and tried to do what everyone else was doing. Halfway 
through the year, obviously it wasn't working. They were still 
mean.” 
 

Description “It's a big district. I feel like it offers ... So far, I feel like I'm 
really happy with my salary, my medical benefits, and just the 
professional development that they offer. Some of it is not 
super useful, but I've had some opportunities where I've 
learned, particularly with technology and Lucy Calkins 
writing.” 
 
 
 
 
 

                                                
2 Beginning Teacher Support and Assessment  
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Development “What else stood out to me was that when I said "high 
expectations are important", I didn't know what it meant 
because I was always like, "No, it's okay. You can bring your 
homework. You're mom was sick or whatever. You had soccer 
practice." Now, it's like that isn't how it goes anymore. It took 
me a year. I don't think I figured that out until after the entire 
year.” 
 

Mandated 
curriculum  

“Math is standard across the board, but we had no phonics 
program, we didn't have a hand writing program. This year, 
we're implementing [a handwriting program and a phonics 
program]. We're doing it because kinder and first are willing to 
do that, and then our kids needs some foundation.” 
 

Planning a lesson “That's something that's very much changed. In the beginning 
of the year, it was a lot more by the book or just what my 
neighbors were doing. Because I was feeling so insecure about 
what I was doing. Now I've tried to be more thematic in terms 
of like having an over achieved theme of study, which is 
something that I got from that teacher, that long term sub.” 
 

First Year 
Challenges 

“I felt uncomfortable just being the new person. I felt like she 
had been teaching so long what people listen to her. She was 
able to build up my confidence a little bit more.” 
 

Leadership “I feel like one thing I do like about the way it is is I do feel 
like our principal is good about if you have a problem, just go 
to her. Our school's not that big. I do appreciate the aspect of 
it.” 
 

Advice “Yeah, in the beginning I was trying to figure out who's 
teaching philosophies I meshed with. I would find some people 
who it's like I really like they teach math, but I wouldn't talk to 
my kids that way, or I don't like anything you say, and I 
thought I did, or things like that. I was finding all these 
surprises out for like the first few months of the year because I 
was finding out what everyone was about.” 
 
 
 
 
 
 
 



 

    

179 

Collaboration “Then I've had to like ... You'll find some people who mesh so 
well with you and you get so excited to work with. You're 
working so hard, but doesn't feel that way because they're just 
so enjoyable to be around. Then you have somewhere it's just 
really dragging your feet to make it happen. Obviously this is 
my first year doing that, so that's something that's just been new 
to me, and I've been focusing a lot on this year.” 
 

Classroom 
practice 

“I think whatever feedback I get from the principal and from 
the vice principal during observations. I think that as a new 
teacher there's a lot for me to learn, so I'm really open-minded 
again to just try different strategies. Also, observations. 
Sometimes I was released to go watch other teachers. I really 
liked that, and I did learn a lot from other third grade teachers 
at my school. I went and I saw them teach math and shared 
reading, so I do take all of that in and then I'll try it in my own 
classroom.” 
 

New EDS hires “That's a good question. I would probably advise that they find 
someone to work with that meshes with their teaching 
philosophy and that can support what they believe in because I 
found just having another person has been the biggest push for 
me. Try to find that person you can plan with or just talk to. To 
talk things out with.” 
  

Early Memories “Yeah, and there was only like 8 kids in my grade, so it was 
really different. I'm always trying to remember how they taught 
us math, and I can't. All I remember is them giving me math 
packets. It'd be like, ‘Go through these packets.’ It'd be like 
addition, and subtraction, then multiple digit addition and 
subtraction, and I was way ahead of the class. I was so far 
ahead, so I feel like they probably never taught me math, and 
they just left me to do my own thing. Same with history. It was 
like they'd give us this packet. If you got an A on the packet, 
you didn't have to take the history test. I never took a history 
test. I don't remember studying at all in elementary school. I 
remember doing my homework 5 minutes before class started if 
I did it, and I remember playing on the computer a lot. That was 
my elementary school. It's like the things stand out for me more 
than the people.” 
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Decision to teach “Well, both of my parents were teachers so I grew up being 
surrounded by teachers and I have always really loved being 
around children but, I think that I probably really realized it 
around my second or third year in college. When I was like, 
"Okay. I want to have a plan after I get out." Taking into 
account my identity and what I could see being a fulfilling 
career. What I prioritize over other things and then, yeah I 
made that plan and I went to UCSD. Then, I did the minor and 
applied to the program for the credential in masters and it 
worked out pretty seamlessly. It was nice that I feel like I 
decided at the right time and planned accordingly. Before that, I 
think growing up it was like, "Oh, I want to be a veterinarian, I 
want to be a doctor, I want to do all these different things." 
 

Ideas about EDS “I really liked their emphasis on community, and I really liked 
how they tried to avoid just standing there and lecturing at 
you.” 
 

Video “I still agree which I guess is good because I feel like things 
change after your first year but I think, something that is 
standing out to me right now is how little I focused on writing 
with my kids in the past year, I feel like there were so many 
things that I had to.” 
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Appendix F: Code Frequency  

Code Number of 
Coded Segments 

Support 64 
 

BTSA 12 
 

Agency 67 
 

Identity match 31 
 

Identity Conflict 38 
 

Framing 102 
 

Description 85 
 

Development 38 
 

Mandated curriculum  55 
 

Planning a lesson 18 
 

First Year Challenges 25 
 

Leadership 56 
 

Advice 62 
 

Collaboration 100 
 

Classroom practice 31 
 

New EDS hires 23 
 

Early Memories 36 
 

Decision to teach 20 
 

Ideas about EDS 37 
 

Video 111 
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Appendix G: Informed Consent 

University of California, San Diego 
Consent to Act as a Research Subject 

Negotiating a Professional Self: The Shifting or Stability of Identity in Novice 
Teachers  

 
Sharon Fargason, under the supervision of Dr. Amanda Datnow, Professor in the 
Department of Education Studies at UCSD, is conducting a research study to find out 
about teachers’ experiences and beliefs during their first year of teaching. Sharon 
Fargason is conducting this research for her doctoral dissertation in the UCSD 
Doctoral Program in Teaching and Learning. You have been asked to participate in 
this study because you have just completed your first year of teaching and have 
graduated from the Multiple Subjects Teaching Credential Program at EDS. There will 
be approximately 15 participants in this study. The purpose of the study is to 
understand how new teachers interpret their school contexts and cultures and how this 
understanding contributes to the beliefs and ideas a teacher has in the first year.  The 
goal is to inform future research and understand how to best support novice teachers. 
If you agree to be in this study, Sharon will conduct an interview with you in order to 
understand your ideas.  
 
Sharon will ask you about your educational history, your EDS 204 video, and your 
experiences during your first year of teaching.  Each interview will take approximately 
1 hour and will be audio recorded to improve the accuracy of my notes. Interviews 
will take place at your school site or other local location of your choosing and will be 
outside of your regular work hours. Again, participating in the interviews is voluntary, 
and there are no negative consequences if you decide not to participate. You can 
choose not to answer any question at any time for any reason. You may decide not to 
answer some or any questions, and can stop the interview at any time or ask to erase 
any portion of the taped recording. You can withdraw from the study by telling me.  
 
At the completion of the study Sharon will write a report with the results of the study. 
She may also discuss the results at scientific meetings, conferences and in research 
papers. The results will present information in only in summary form so you will not 
be identified by name. Quotes may be used in reports and presentations, but they will 
not be connected with specific individuals. Any information that could identify you 
such as your name, grade level, or school name will not be used in any reports. 
Pseudonyms will be used to refer to individuals, schools, and districts. Sharon will use 
confidential study ID numbers rather than names to record information. Only she will 
know which ID number refers to each participant, and only the interviewer and a typist 
will hear the interviews or see written summaries of the interviews.  
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Research records will be kept confidential to the extent allowed by law. The UCSD 
Institutional Review Board may review records.  
 
Risks: Participation in this study may involve some added risks or discomforts. These 
include:  

1. A potential for the loss of confidentiality. However, all possible care will be 
taken to protect the confidentiality of your records including but not limited to 
keeping data on a password protected server and following standard UCSD 
security protocols to maintain confidentiality. Research records will be kept 
confidential to the extent allowed by law. In addition to myself, the UCSD 
Institutional Review Board may review research records.  

 
2.  A potential risk of emotional discomfort. You may be asked personal 

questions about your teaching experiences. There is the possibility that this 
may lead some participants to feel some mild emotional discomfort or 
embarrassment. Please be advised that you are under no obligation to discuss 
any topic that makes you feel uncomfortable, and you may choose not to 
answer any questions that make you feel uncomfortable and still remain in the 
study.  

 
3. A potential risk for feelings of frustration, stress, discomfort, fatigue, and 

boredom. You are under no obligation to participate in or complete the 
interviews. Please be advised that you may stop the interview at any time for 
any reason. 

 
4. Because this is a research study, there may also be some unknown risks that 

are currently unforeseeable.  
 
Under California law, we must report information about known or reasonably 
suspected incidents of abuse or neglect of a child, dependent adult or elder including 
physical, sexual, emotional, and financial abuse or neglect. If any 
investigator/researcher has or is given such information, he or she may be required to 
report such information to the appropriate authorities. 
 
Benefits: There will not be any direct benefit to you from participating this study. The 
study, however, may identify issues related to supporting novice teachers that will 
assist in addressing the problem of retention and attrition. You will be informed of any 
significant new findings. There will be no cost to you for participating in this study.  
 
Participation in research is entirely voluntary. The alternative to participation in 
this study is no participation.   
 
You may refuse to participate or withdraw or refuse to answer specific questions in an 
interview at any time without penalty or loss of benefits to which you are entitled. If 
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you decide that you no longer wish to continue in this study, you may notify me at any 
time or contact me, Sharon Fargason via email or phone:  
 

Sharon Fargaon 
 sgfargas@ucsd.edu  

(858) 472-1310 
 
 

The PI may remove you from the study without your consent if the PI feels it is in 
your best interest or the best interest of the study. You may also be withdrawn from 
the study if you do not follow the instructions given you by the study personnel. 
	
You	will	be	told	if	any	important	new	information	is	found	during	the	course	of	this	
study	that	may	affect	your	wanting	to	continue.	
	
If	you	are	injured	as	a	direct	result	of	participation	in	this	research,	the	University	of	
California	will	provide	any	medical	care	needed	to	treat	those	injuries.	The	University	
will	not	provide	any	other	form	of	compensation	if	you	are	injured.	You	may	call	
UCSD	Human	Research	Protections	Program	at	(858)	657-5100	for	more	information	
about	this	or	to	report	research-related	problems.	
	
Compensation:  In compensation for your time and travel, you will receive a $25.00 
gift card. There will be no cost to you for participating in this study.    
 
 
The researcher named above has explained this study to you and answered you 
questions. If you have other questions or research- related problems you may reach 
Sharon Fargason at (858) 472-1310. You may call the Human Research Protections 
Office at (858) 246-4777 to inquire about your rights as a research subject or to report 
research-related problems.  
 
You have received a copy of this consent document.  
 
 
 
You agree to participate. 
 
 
 
 
 
_____________________________                                    __________________ 
Participant’s Signature                                                                          Date 
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___________________________________________________________________ 
 
 

AUDIO RECORDING RELEASE CONSENT FORM 

 
 
Audio recordings will be used during the interviews only to improve the accuracy of 
the researcher’s interview notes.  If you give permission to be audio recorded during 
an interview, please sign below.  By signing below, you are giving permission only for 
the use of the audio recordings as described above.  No other use of the recordings is 
permitted.  You have the right to request that the recording be stopped or erased 
during the recording.  Participation is voluntary.   
 
 
______ Yes               _____ No 
 
 
Your 
Signature___________________________________________________________ 
 
 
Your name (please print) ___________________________________
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